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ABSTRACT

Although the trend in higher education is movingaods an emphasis on
institutional mission-based funding and retentitanp, little research has been done to
evaluate the effectiveness of integrated acadenppat programs for increasing student
academic performance and graduation rates. Thmoperof this study was to investigate
if academic support based retention measures hagéect on student graduation and to
examine if current academic support models posytiveluence academic performance in
those populations that have access to them. Adb®v,176 studentdN= 25,729 general
population, 741 student athletes, 722 Greek stgiiémim five cohort years (2001-06)
were identified for analysis. Chi-square and rate analyses were conducted to
determine if graduation rates differed betweenthinee groups and their likelihood of
graduation. Survival analyses and Cox regressiafyaes were performed on each group
to determine their efficiency of graduation everaspared to the other groups.

Results of the Chi-Square and Rate Ratio analyshsated that students with
access to three academic support services (Graplidjve academic support services
(student athletes) were more likely to have a gaida event than students with access to
one academic support service (general student aopuo). Results of the Cox Regression
analyses indicated that when controlling for atiestvariables, students with access to five
academic support services are more likely to haskecaease in graduation events than
students with access to one and three academioliggpvices as the number of

attempted credit hours increase. In addition,esttelwith access to one academic support



service are more likely to have an increase ingatidn events than students with access
to three and five academic support services asuh#er of attempted hours increase.
As this trend in graduation rates were found tedresistent across all Tennessee
Board of Regent (TBR) institutions, the primaryaetnendation is for all academic
support services found among the two subpopulatienmade available to the entire
student population. Future research recommendatnmiude examination of academic

support service utilization survival analysis.
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CHAPTERII.

INTRODUCTION

Problem Statement

In recent years the emphasis and importance ofmgpancollege degree has grown
significantly. As the United States has moved thtechnological age of the®21
Century, a college education has become impertiiaa individual’'s long term economic
success (Adams, 2011). Concomitantly, public fagdor institutions of higher education
has also evolved from traditional enroliment bafsediing to an outcome based model
(Deaton, 2012). Although the trend in higher ediocais moving towards an emphasis on
institutional mission-based funding and retentitanp, little has been done to examine the
benefits of a plan to provide comprehensive anepirsited academic support for its
students in order to retain them. This study axhmine the relationships and efficacy of
college-based academic support services.

According to the report provided by the SouthergiBeal Education Board
(SREB) (Bradley & Blanco, 2010):

Clearly, the nation’s success in attracting moueents to college has not been

matched by success in graduating them. In fasgareh shows that students from

disadvantaged backgrounds or with low SAT/ACT ss@e even less likely to
complete bachelor’'s degrees than their classmpatds.(
Moreover, SREB recommends inclusive, campus-widgtutional initiatives as additional
strategies that campus leaders can utilize thaineilease student retention and

completion (Bradley & Blanco, 2010). As the primm&unding for public and private
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institutions resides in the tuition and fees geteetdy student enrollment, colleges and

universities will continue to recruit and admitcgnts to ensure their economic solvency.

In addition, the added emphasis for a post-secgrethucation increases the demand for
students to enroll in colleges and universitiestifesstakes become higher for students and
institutions to persist in higher education, ret@mimeasures founded on academic support

models will be imperative for both parties’ longrtesuccess.

L egislative Measuresto Improve Graduation Rates

As additional public funding for colleges amuiversities moves toward an
outcomes based formula, government officials agaslators have re-stated their
expectations of colleges and universities to foltbeir institutional mission: to educate
and graduate their students above all else. Assthart by Bradley and Blanco (2010)
suggests: “most institutions of public higher edimraexist to educate students. Students,
their families, and policy-makers expect that ttegess public colleges and universities
will do everything possible to help students cortgteeir degree, and college completion
should be the institution®p priority” (p. 2).

There are several problems that may arise if eestiudioes not persist and
eventually graduate from a college or universityhen a student is not retained or does
not graduate, not only does the institution losedily, but the student defaults on tuition
money and time spent pursuing a degree, and tea sftident loan debt can inhibit their
financial solvency for years after the student é&sathe university (Adams, 2011). In
short, there are financial issues for both the ensity and the student if they fail to persist

and obtain their degree.
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In 2009, the State of Tennessee began examiniagiemnative funding formula to

the long standing enrollment based formula. TRa@nation began due to poor national
graduation rates as depicted in a state-profilestagenerated by the Chronicle of Higher
Education (2012). This report indicated that in @@lie state of Tennessee ranked 40th out
of 50 states in the nation, with only 32 percentefnesseans having a college degree.
Moreover, Middle Tennessee State University, tage& largest undergraduate institution,
reported that only 46 percent of their cohort geddd in six years by 2010-11.

As a result of this negative publicity, policy-ma&én the state of Tennessee
collaborated with college and university officiabsput stronger legislation and funding
initiatives in place to hold Tennessee public insibns of higher education more
accountable to following their mission of educatargl graduating their students (Deaton,
2012). In 2009, the Tennessee Higher Educationiiesion (THEC) presented the
Governor a new incentive structure based on aromgs based model that would replace
the enrollment based model. The Governor apprtvegroposal and after consulting
with the state legislature, passed @wmnplete College of TennesseeiA010. This
legislation was developed:

After consultation with the Board of Regents anel thniversity of Tennessee

Board of Trustees, policies and formulae or gurddifor fair and equitable

distribution and use of public funds that are cstesit with and further the goals of

the statewide master plan. The policies and foamol guidelines shall result in

an outcomes-based model (Deaton, 2012, p. 8).

Under this new funding policy, the state of Teneessompletely replaced the

previous enrollment based funding model which paediincentives for enrollment growth
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rather than for degree completion. It was alsdemented in a unique fashion for all state

public institutions and tailored to their individuaissions. After a three year phase-in
period, all Tennessee state institutions of higitkercation were to receive state funds on
their outcome formula beginning in 2014 (Deator.20 However, as of this writing, the
formula has yet to be funded, although the Govermaintained that 25 million dollars

will be appropriated to fund the program for thd 2416 academic year (Associated Press,
2015).

The approach by the policy-makers in the stateanfriEssee is consistent with
much of the research in higher education whictsdall the assessment of institutional
effectiveness as a necessary and important comptmbigher education (Kempner &
Taylor 1998). As a result of the new legislatithe college and university presidents
began to implement strategic plans in order to $amu retaining and graduating their
students. According to the academic master pldfiddle Tennessee State University,
the number one goal is to enhance academic quatitythe primary objectives to attain
that goal were to increase retention and gradua#itas, develop targeted programs for
non-traditional students, open night student ses/mffices, establish a comprehensive
tutoring center, and develop more on-line serv{déisldle Tennessee State University,
2007).

This approach is also consistent with the recomraoals made by the SREB
(Bradley & Blanco, 2010) which indicate that effgetacademic departments and
administrative units provide leadership for studamntcess and a collaboration of efforts
between these constituents lead to higher reteatidnstudent academic success.

Moreover, it is imperative that institutions exm@dhe literature and research studies that
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examine traditional and recent retention modelsrder to implement streamlined student

retention programs and allocate resources effdgtive

Academic Reform Measuresfor Student Athletesand Greek Life

Although the legislative measures taken by theesihTennessee appear to be an
innovative, or even radical, solution to increasstigdent retention and graduation, this
approach is not new to institutions of higher edioca As a result of years of negative
publicity related to poor student athlete acadgueidormance as reported in the
mandatory publishing of student athlete graduaties in the 1990’s (Ferris, 2004), the
NCAA approved the implementation of the Academidétenance Rate (APR) in 2004.
The NCAA began collection of student athlete retenand graduation data retroactively
beginning with the 2003-04 academic year (Nati@wlegiate Athletic Association
(NCAA), 2005). These data continue to be collectedf the present 2014-15 academic
year, where student retention and graduation frecjee are calculated through a complex
formula to establish a benchmark for student athdetademic success by a 50 percent
graduation rate (Satterfield, Croft, Godfrey, &}i2010). In addition, athletic teams and
member institutions who do not meet this benchnaaekheld to a punitive disincentive
structure which may include: loss of practice tihoss of scholarship, loss of post-season
competition eligibility, and eventual loss of asstion membership if the established
benchmarks are not met initially and grow more puaifor repeated failure (NCAA,
2014).

As the literature suggests, the rationale, benckspand disincentive structure of
the Complete College of Tennessee Act implemenyatdstate of Tennessee in 2010,

have many similarities to the APR legislation impénted by the NCAA in 2004.
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Moreover, the research found in the review of éitare in this study strongly indicate that

the academic support measures taken by NCAA memsiutions and their athletic
departments, have had a profound impact on inergasudent athlete academic
performance, persistence, and graduation as irdidat a significant and steady increase
in Federal Graduation Rates and APR scores nalyofNCAA, 2011). Therefore, the
premise of this study is that as the accountalslitycture of the Complete College of
Tennessee Act so closely mirrors the NCAA APR antahility structure, that the strategy
for improving student academic performance, peesc#, and graduation to meet the state
of Tennessee academic benchmarks, should alsorithigstrategies employed by the
institution and athletic department to continuouskget the NCAA APR benchmarks
established ten years prior.

The literature also indicates that campus grouphk as Greek life have also
increased academic support services for their mesvdsea means to improve recruiting
new members and standing at the institution (S@0a2). As a result of increased
academic and social integration, Greek societss i@port higher persistence and
graduation rates than their non-affiliated peetgonally. Although Greek affiliated
student academic support appears to have fewerawnps and has not been as
publicized, research indicates that there is afstgnt relationship between access to
academic support services and improved academicrpence that is similar to the

progress made by student athletes since the NC/Adeawic reform in 2004.



Statement of Purpose

Based on the increased emphasis on academic parioe as measured by
retention and graduation rates, and the implemientaf student support services as the
primary strategy employed by athletic departments@reek life to meet these
benchmarks, the purpose of this study is to ingagtiif academic support based retention
measures have an effect on student graduationcagxhimine if current academic support
models positively influence academic performancehase populations that have access to

them.

Resear ch Questions

1. What effect does the amount of access to acadermpmost services have on the
likelihood of student graduation?

2. What effect does the amount of access to acadermpost services have on the
efficiency of student graduation as determinedregit hours attempted for degree

completion.

Resear ch Hypotheses

H1: Students with access to more academic supporicesrare more likely to have

a graduation event than students with access terfasademic support services.

H2: When controlling for ACT scores, High School GPAge, and gender,
students with access to more academic supportcesrare more likely to have a
graduation event with fewer attempted credit hdbas students with access to

fewer academic support services.



Assumptions

1. Subjects selected for analysis are included once

2. Subjects selected for analysis will remain constevet the study period

3. Subjects who are censored (do not have a graduasiemt within the time
constraints of the study) have the same survinadpects as the non-censored
participants

4. All subjects have equal access to non-academicosupervices including: major
choice, access to professors, remediation, lideyities, student affairs programs

and facilities, and financial aid packages (e.gll Brants)

Definition of Terms

1. Engagement- The literature identifies both soamgagement and academic
engagement in retention studies. Social engagedesatibes student integration
and patterns of interaction between the studenbémel members of the institution
especially during the first year of matriculatidnr(to, 2007). Academic
engagement is defined as student participationrgedration into mentoring and
formal and informal academic integration programg.( tutoring) (Pope, 2002).

2. Cohort — Is defined as the initial matriculatiorripd in which a group of students
enter their home institution for full time studytards an undergraduate degree
(Williams, 2013).

3. Graduation Event —Is defined as the moment a stusl@fficially awarded their
undergraduate degree by the institution per the M§&duation requirements (see

term 4). Itis also used as a unit of measureruegrihe data analyses performed in
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this study to determine the moment in time wheneestit graduation occurs during

a given time interval

. Graduation —For the purpose of this study, undelgate graduation is defined by
The General Requirements for Baccalaureate Degseestlined in the Middle
Tennessee State University undergraduate catdlbg.requirements contain, but
are not limited to:

Students must complete 120 credit hours with a gr@fe point average

A minimum of 25 percent of credit for each degremmaed by MTSU must be
earned through the offering by the University

At least 42 semester hours of junior and seniorsggimust be completed with an
average grade of C or better.

A minimum of 60 hours of senior college credit via# required of all students who
transfer from colleges of less than four year design.

A minimum 2.00 GPA will be required in a major puesl as a graduation
requirement

All candidates must meet the General Educationireopents as outlined

The aforementioned are the basic requirementsréamugition at MTSU, but may

not include specialty programs (Middle Tennesse¢eStniversity, 2013b).

. Academic Support —Defined as various academic ces\provided by an
institution to increase academic performance (Ganshopf and Schuh, 2006).

For the purpose of this study, academic suppottb&ibperationally defined as
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intrusive advising, academic mentoring, guided wtuall, tutoring, and required

participation in services.

6. Prescriptive Academic Advising —The literature de8 prescriptive advising as the
format where the advisor outlines tasks for theletd to complete (Yarborough,
2010), and where sessions are based around theiseé the advisor (Conklin,
2009)

7. Intrusive Academic Advising — Intrusive advisingdisfined by three principles:
academic and social integration, assisting studariiecoming academically and
socially integrated, and positively influencingdgmt motivation (Conklin, 2009).

8. Academic Mentoring -- Academic mentoring is defirgsdan individual who is
more experienced and successful academically, girayiwise counsel, strategies,
and advice to a student who possesses little expeior has a history of academic
difficulty (Campbell & Campbell, 2007).

9. Guided Study Hall —Is defined as a dedicated aedip location where students
have the opportunity their class work in a struetiand supportive environment
where students also have access to specific suppmites such as: supplemental
instruction, tutoring, peer mentoring, and time-@gement (Dicken, Foreman,
Jensen, & Sherwood, 2008).

10. Tutorial Services — Tutoring is defined as a sum@etal learning experience in
which one person (tutor) supports and promotesetrming of another individual

(the tutee) or group of individuals (Kersaint, DegbBarber & Kephart, 2011).
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11.Required Participation in Academic Support Servidasdefined as immediate

consequences for students that do not utilize carapademic support services as
illustrated by the student athlete academic suppodel (NCAA, 2009).

12. Student-Athlete —For the purpose of this studydetd athletes are defined as
active members of an intercollegiate athletic teadTSU as coded by the
institution’s Registrar.

13. Fraternity Member —For the purpose of this studgtéfnity members are defined
as formally inducted members in an active chapterfoaternal order as coded by
the institution’s Registrar.

14. Sorority Member — For the purpose of this studyo8ty members are defined as
formally inducted members in an active chapter sé@rity as coded by the
institution’s Registrar.

15. General Student Body —For the purpose of this stsitglents in the general
student body are defined as students that are eotlrars of a particular group or

organization relative to the other subpopulatiogisidy analyzed in this study.

Limitations

This study is limited by the examination and daitection from one institution

out of a possible 120 in this subdivision of intdlegiate athletics, and therefore, the

results may not be representative of all institugiparticipating in this subdivision of

intercollegiate athletics. Moreover, access to agad support services, not utilization,

was investigated which may have an effect on tmabiity of any significant findings.

Further, a truncated age category (18-24), was wstnd analysis for all students, which

may not reflect a complete representation of dlege students (e.g. non-traditional adult



12
learners & graduate students) and how they perémrademically with regards to access to

academic support services.

Lastly, this study is only examining student grachraoutcomes from an academic
support and performance perspective. There magberal other contributing factors
such as: financial constraints, family issues, psi@gical issues, and personal issues (i.e.,
“Life Events”) that contribute to a student’s acamle success or failure that will not be

investigated.

Delimitations

The investigator attempted to control for homogsniai the sample and lack of
generalizability, by sampling from several differenhorts across time. It was assumed
that by creating a larger sample size across tionetq it would provide more variability
between subjects. Moreover, by multiple cohortgarg, the investigator attempted to
derive a sample that was most representative ef @i&er institutions (i.e., public, state,
FBS) which may increase generalizability. Furthemmthe investigator used a truncated
age category as most Greek and student athletesftyparticipate as traditional
freshmen or transfer students (Tinto, 1993). Tioeee the age category was set as the
most representative population of the subgroup ladipn and a peer group of traditional
college students.

Although these groups may not be representatia obllege students; by
truncating the age category, the investigator vinkes @ create three demographically
similar comparison groups. Finally, although theyay be other significant contributing
factors to student graduation outcomes, the inyatsir has determined that access to

academic support is the primary differentiatagpademidactor between the groups being
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investigated, and therefore, is the most salienhatefor examining how academic

interventions affect student persistence, suceeskgraduation.
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CHAPTERIII.

REVIEW OF LITERATURE

Institutional and Social Integration Retention Model

As much of the research in student persistanc retention indicates, engagement
of the student to the university and the institotsaability to provide engagement
opportunities correlate strongly with the studestiscess and persistence. Vincent Tinto
is most often cited and associated with studergigteince and retention research
(Yarborough, 2010). Tinto's (1975) model of attmit and persistence includes the
following components: (a) pre-entry attributes gpeducation and socio-economic
background), (b) goals and commitments (studenirstdutional goals), (c) institutional
experiences (academics, faculty, peer-group intierg¢ (d) integration (academic and
social), intentions and external commitments, dhdutcome (departure-graduated,
transferred, dropped-out). Central to this modeltae concepts of integration and the
patterns of interaction between the student anerattembers of the institution especially
during the critical first year of college and thages of transition that marked that year
(Tinto, 2007).

A key concept addressed by Tinto (1993) is thalestits who are academically and
socially integrated into the college culture areendkely to be retained. Moreover,
research has indicated that traditional collegesag@ents who are academically and
socially engaged with the college are less likelletve college prematurely. For the
purpose of this study, academic engagement is tipeaily defined as academic support

from faculty, advisors, tutorial centers, and imdional academic interventions. However,
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certain subpopulations such as fraternity and ggr{ereek) affiliates may also benefit

from social engagement as well as academic support.

Elkins, Braxton, and James (2003), used Tinta2®8) model of student retention
and found that academically and socially engagedesits are more likely remain in
college as well. Further, from a non-academicppessve Tinto (1993) found that
traditional students, as defined by attending gelleor the first time, and entering college
directly from high school, social integration isrparily influenced by what occurs on the
college campus including: clubs, intramural anércollegiate athletics, student

government, sororities and fraternities, concéetdures, and other activities.

Academic I ntegration Retention Model

While these non-academic engagement opportunitégshave a positive effect on
student persistence and retention, academic engagéactors are identified as stronger
correlates and predictors of success and persesgamong college students. Pope (2002)
in examining minority students, reported that stud@vho participated in mentoring and
informal academic integration programs enhancei #tademic and social integration.
Furthermore, Pascarella and Terenzini (1991) caecluhat it was of primary importance
that students engage in academic integration atc#mpus environmental influence
contributed highly to a student’s decision to remai depart from college. Troiano,
Liefeld, and Trachtenberg (2010) found that “studevho consistently attended academic
center support appointments had higher rates @essdhan those who did not attend or
who did not attend consistently. Additionally, skeestudents tended to have higher grade
point averages and persist in graduation” (p. B@Bard (1987) proposed that institutions

must provide academic support programs that dy@etet the academic needs of their
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students and the worst mistake that could be nmtidriactionalizethese services, which

is dividing these services among different unitghwittle or no coordination between
delivery of services. Moreover, Penn-Edwards andridson (2011) reported that:
Students do not operate on a semester or yearlg byt on a smaller cycle, by
study unit needs (preparation, activities, andsssent) and access to academic
resources and services as they need them. Thagemgnt is highly
individualized and occurs at different levels andlifferent times. They will also
revisit resources and services at different leaslthey need them. Arguably,
therefore, the most effective ways to encourag@talo of academic support is to
firstly, provide more flexible timing and secondprompt student use of them at
appropriate times in an individualized and priaetl manner (p. 576).
While it is evident from the review of the retemtiand persistence literature that
engagement and support of students by the institusi critical to their academic success
and persistence, research has been slow to reeognidentify a specific paradigm or
model as to how this support should be implemeniddreover, as funding and
appropriations are often at a premium, appropmatior centralized academic support and
engagement often get lost. Tinto (2007) states:
While many institutions tout the importance of &sing student retention, not
enough have taken student retention seriously. f@ware willing to commit
needed resources and address the deeper strussues that ultimately shape
student persistence. They are willing to appetehtesn efforts to their ongoing
activities in ways that address the deeper roossunfent attrition. There are

numerous reasons why this is the case. Perhapsdsieimportant is that
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increasing student retention is not high on evesi®hst of priorities, in particular

the faculty (p. 9).

As previously noted, impact of retention and graaumaon the stakeholders in
modern higher education is high which lends itselfommitting adequate resources to
stimulate student persistence. According to Alelear{2000) this is not just the
institution’s responsibility, but all of the stalaters as little research has been done to
examine how an organizational financial strategghsas resource allocation may provide
insight into improving undergraduate retention graduation rates. This is the question
that institutional stakeholders (i.e., studentsepts, legislators) are pressing institutions to
answer. However, how can 4-year institutions alledimited resources effectively and
efficiently and still maintain or increase produdy as measured in terms of retention and
graduation rates? This question provides a dordbr academic engagement and support
in modern higher education. Boylan (2009) reconusegathering data on students’
academic, nonacademic and personal attributeshanctailoring institutional services to
best serve them. This data-driven approach wdldd dhe institution to pin-point their
support needs to suit their unique mission andestugopulation and utilize its resources

effectively and efficiently.

Time Required for Degree Completion and Dropout

As both the social integration and academic integmanodels focus on supporting
students through their academic careers, the pedoeisind each is to prevent students
from dropping out (i.e., not being retained) antlcampleting requirements for
graduation. An important by-product to succesgfallpporting a student, particularly

academically, is decreasing the time required toplete their degree. As such, Ramist
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(1981) reported that the average national graduasite after four years was between

forty-five and sixty percent, while graduation sater students that persisted beyond six
years dropped to ten to fifteen percent. Moreoresults of a study by Bound,
Lovenheim, and Turner (2012) indicated that theetiness of degree completion at public
universities has risen from 4.48 to 4.81 yeard) witiramatic drop-off in retention and
graduation past five years. In addition, the rssol a study by the Institute for Higher
Education Leadership and Policy (2009) indicated the timely accumulation of college
credits is directly related to increased motivatiomersist and succeed. Furthermore,
these results indicated that “the rate of earnibg@helor's degree was 40 percentage
points higher for students who completed at le@%t &f the credit they enrolled in during
the first year compared to those who completed alsnpercentage of first-year credits
by withdrawing from or failing courses” (p. 17). @primary impact of timeliness and
degree completion is directly related to the finah@mifications students experience
when they drop, fail, and/or repeat classes. Adiogrto Shulock and Koester (2012)
“estimates and costs vary, because of differetibtuand aid policies, but additional time
in college hits students’ pocketbooks in two walie: direct added costs of tuition, books,
and additional expenses, and the indirect oppdstwaists of delaying entry into the job
market with wages that reflect the college degpe&). As such, paying the extra cost of
additional hours attempted past the required nurabevell as additional residence hall
and meal plan payments, not only make it morediffifor middle and upper class
students to continue to persist, but makes it ealpedifficult for students that come from

low-income families and for first generation cokegfudents (Ramist, 1981).
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According to Panatages and Creedon (1978) finaddfatulties make up a large

percentage of why students drop-out of collegethadisk increases dramatically if
students fail to graduate in a timely fashion witthe four year track of their program.
This is of particular import for students that brgal residents of Tennessee. For
Tennessee residents, students may be eligibl@doFénnessee Lottery Hope Scholarship
which will pay a student’s tuition for their entimdergraduate degree. The caveat to this
scholarship, however, is that they must maintaimiooous full-time enroliment each
semester, maintain a cumulative GPA of 2.75 ugBtbaurs, a 3.0 for 49 hours and
beyond, and graduate within five years. Moreotrex,scholarship will only pay for 120
attempted credit hours even if students meet ah@fbove criteria (Middle Tennessee
State University, 2015). Therefore, if studentgh@ general population in particular are
not graduating efficiently, they may not persisydoed this limit due to the increased
financial burden.

In addition to financial factors, poor academiogress is also a significant factor
for drop-out in undergraduate students (InstitoteHigher Education and Leadership and
Policy, 2009). Poor academic progress is a fretiyeited category that includes: poor
grades, disinterest in courses and program of stodpility to succeed in courses leading
to the student’s desired career goals, and an @alioss of confidence that the student is
any closer to completing their degree (i.e., theyreot making timely progress) (Fetters,
1977). Other significant factors related to studfrop-out are: personal considerations
such as emotional problems, adjustment to colliégefamily responsibilities, and iliness.

These are more commonly referred to as “Life Evefitantages & Creedon, 1978).
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Lastly, dissatisfaction with the institution andlfiime work obligations contribute in

small part to student drop-out in higher education.

As the literature indicates, timeliness in degrempletion is a significant factor for
preventing drop-out, increasing motivation, androwing financial solvency. The longer
students take to complete their degree, the mauestbey attempt due to failed and
dropped courses or take unnecessary courses goertadvisement, the less likely it is
that they will graduate at all. Therefore, thenmary mission of an institution and the main
goal of any retention plan should be to providemgrehensive and integrated academic
and social support system, so students may stgaom for timely degree completion and
to get help immediately should one of the “symptoofgdrop-out contribute to their

eventual attrition from the institution.

Academic Support

As the literature on student retention angigeence suggest, engagement in the
college or university has proven to be a strongligter of academic success and
graduation. Therefore, engagement opportunitiessed by the institution is paramount to
achieving strong retention and graduation rateswéver, the mode in which these
engagement services are delivered may be a ciiticedr. Although campus-wide
integration initiatives such as clubs, organizatidactures and other activities as
suggested by Tinto (1993) may assist the first gaatent transition into college life, this
may only make up a small portion of the equatioasauring academic performance.

Bloom (1976) indicated that at most, 25% of studemtademic success is
determined by nonacademic characteristics. Sorampbes of these factors include: the

student’s level of self-confidence, degree to whtildents associate and feel connected
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with other students and university personal andriktution as a whole, and the degree to

which the student is willing to seek help. Moreg\Ryan (2004) examined the
relationship between institutional expenditures gratiuation rates and found that
expenditures related to instruction and acadenppat contributed to increased
graduation rates while expenditures related toestudervices and institutional support did
not. As such, a study by Gansemer-Topf and Schod6) concluded that:

How institutions allocate their resources influenstudent retention and

graduation. Although institutions may be limitedthe amount of money they

have, the results suggest that those with tighgbtsdmay still improve their
retention and graduation rates by consciously atlog flexible resources to
specific expenditure categories (i.e., instructeeademic support) that appear to

influence retention and graduation rates positiypfy. 635-636).

As academic support and instruction measures avagieely linked to increased
student academic performance in retention andgiersie literature, this study examines
the relationships and predictive measures betweatieanic support services and increased
academic performance among college students irga faublic university in Tennessee.
Academic support services is operationally defiagdintrusive academic advising,

academic mentoring, guided study hall, tutoringl sequired participation in services.

Academic Advising

Academic advising can assist students in explayoals, choosing courses and
motivating them to be successful (Conklin, 2008reover, academic advisors can
provide a conduit between faculty and student, gaaed student, student and ancillary

institutional services, and provide a haven fodstis to go to when they are having
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difficulty finding their way on campus. This, imé of itself, can be a powerful contributor

to student academic performance and success.

Academic advising has been identified by TintoO@0and Bean and Metzner
(1985) as a variable which can influence collegeant academic success. Habley (1981),
found that academic advising played a critical iolstudent retention. Further, academic
advising has been found to have a positive impactrgy 2 and 4 year college students and
on student retention and persistence (Braxton & d§u2002). Fowler and Boylan (2010)
found that mandated prescriptive and developmewtdemic advising visits through
prescribed college reading courses encouragedrgtitteexamine their “own life
situation and compelled students to examine thaatsgand choice of major” (p. 9).
Students were also encouraged to think and readatly as they completed their first
semester developmental and general education eeanise The results yielded increased
persistence in the experimental group as opposteetoontrol group which received no
such intervention. According to the report puldighoy (ACT &' National Survey, 2010),
the highest reported mean for student respons2 pmtential campus retention practices
was academic advising. Moreover, respondents figear colleges and universities rated
academic advising as one of the most utilized @nogramong 42 potential retention
services provided.

The purported success of academic advising in tietepractices may reside in the
ability of the academic advisor to have direct asde the student. Habley (2004),
contends that “academic advising is the only stmact activity on the college campus in
which all students have the opportunity for oneeme-interaction with a concerned

representative of the institution” (p.1). To expdwn this statement, modern academic
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advising has moved from a passive feature of thgpca community to a proactive,

advising is teachingaradigm. The National Academic Advising Assaoiai{NACADA)
(2006) strongly embraces this notion through a adoatlon of components as best
practices. These components include a) curricfBuhject matter advising covers), (b)
pedagogy (the teaching and learning strategy mesthseld to convey the subject matter,
and (c) student learning outcomes (the studemilegexpected from academic advising
(Gordon, Habley & Grites, 2008).

The underlying theory behind this approach is tha#ch institution of higher
education is able to create specific and uniquaieg outcomes for academic advising
and provide detail of the knowledge each studentiishpossess, then specific
interventions can be implemented and its succetslore can be assessed (Erlich &
Russ-Eft, 2011). As this paradigm continues tdwejacademic advisors will be able to
be more intrusive in the academic pursuit of tsaidents and develop specific
intervention plans to prevent academic failure attdtion. The expanded role of
academic advisors may prove critical to enhancindent academic performance and

contribute to increased graduation rates.

Prescriptive Academic Advising

The role of the academic advisor at institutiohkigher learning has evolved
exponentially since the position’s inception in 1800’s. As such, the paradigm used in
the field of academic advising continues to be pdshPrior to the 1970’s prescriptive
advising was the accepted paradigm and presumiesttitkents will take the initiative to
contact their advisor when in need of assistancak{n, 2009). Moreover, prescriptive

styles are based on the expertise of the advisdvisors outline tasks for the student to
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complete, and the impetus is on the student to teimghe tasks (Yarborough, 2010).

This approach is consistent with informative adwsivhere there is a one-way and passive
paradigm in which advisors simply deliver the imh@tion and it is the student’s
responsibility to act upon it (Shane, 1981).

This method of academic advising delivery is cattacost effective in that
institutions would have to employ fewer academizigats as they act only as an
information center and all accountability for acaaesuccess or failure resides with the
student. However, as the stakes for retentiongaaduation figure more predominately
into funding formulas, it would seem prudent to émy@ more proactive, intervention-
based approach in academic advising centers. édgththe cost to deliver these services
would be higher, as more academic advisors aresde®dorovide an intrusive service,

success rates in the end would provide a posiéittem on the investment.

Intrusive Academic Advising

As opposed to prescriptive academic advising whaglassive and outcomes reside
with the student, intrusive academic advising ésciilotomous approach where academic
advisor and student work together to share infaonatlevelop intervention strategies,
assesses outcomes, and share accountability silreradvising is based on three
principles: there is academic and social integnatstudents can be assisted in becoming
academically and socially integrated, and thausitre academic advising can positively
influence student motivation (Conklin, 2009).

Glennen (1975) promoted the concept of intrusiva@amic advising to assist
students in everyday issues and to deal with acedamoblems. As such, intrusive

academic advising helps to establish a relationlseipveen the academic advisor and the
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student which can result in improved retention academic performance (Glennen,

1975). As a result of implementing this model dtyear institution, Glennen (1975)
found 74% of students deemed to be at-risk acaddiyipassed their courses by the end
of the semester.

In addition to improving academic performance, dygorted that “the freshman
attrition rate had decreased by 39% during thé Zingears of implementation of intrusive
advising” (Glennen, 1975, p.4). Additionally, Gieamn and Baxley (1985) reported that
intrusive academic advising among freshmen studedtt students completing more
credit hours, earning a higher grade point average being retained. Noel-Levitz (2001)
reported on the success of retaining at-risk stisd#nough the implementation of an
intrusive academic advising program. As a resldtre was a significant increase in
freshmen-to-sophomore retention and graduation atees (2013) found that the use of
intrusive academic advising was directly relatednancrease in semester GPA'’s for at-
risk freshmen students and that this group perfdreignificantly better than a control
group that received traditional prescriptive adwsi Moreover, students may feel an
increased in confidence and motivation as resultarfe intrusive and interactive academic
advising services. Bernhardt (1997) found thatuge of intrusive academic advising was
directly related to student retention, graduatang successful transitions in TRIO
academic support services programs for first geleerand/or low-income college
students. Miller (2010) found the academic sdiicaty was significantly higher in a
group of freshmen students who received intruscaglamic advising as compared to a

control group who received traditional academicisidg. Vander Schee (2007) found
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that the frequency of intrusive academic advisiregtimgs had a direct effect on student

academic self-efficacy, positive motivation, and@@mic achievement.

The results of these studies indicate that thigyabf an academic advisor to be
intrusive, or actively concerned about the affairthe student in a symbiotic fashion,
allows them to utilize an experimental approachdademic performance enhancement
and yield positive outcomes. As suggested by @&@88), intrusive academic advising
structured intervention protocols are used to nadévand to seek help at the first sign of
academic difficulty. Moreover, early warning syatecan be put into place to prevent
academic difficulty before it arises. Fowler anolyan (2010), further suggest that
intrusive advising also “addresses nonacademigargbnal factors related to student
success” (p. 8). Some of these factors may inclcdéar guidelines, transition
coursework, counseling, and career goal-settingodanthing. Lastly, Kramer (2000)
indicated that intrusive academic advising is mdithensional and can be used for student
who achieve at a variety of educational levels alt &s for student that come from a
multitude of ethnic and socio-economic backgrounds.

Intrusive advising provides the academic advisah\guick feedback and allows
them to assist the student in a real-time fashBased on the review of the literature, it is
apparent that academic advising, intrusive acadanhitsing in particular, is a major
contributor to academic performance enhancemestdliage and universities. However, it
is also apparent that student academic performacoeases significantly when paired
with other campus resources offering academic suppassist in the intervention

process.
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Academic Mentoring

According to numerous studies, academic fgand peer mentoring is a
significant intervention tool for which an intrusiacademic advisor may have at their
disposal. Academic mentoring can be defined aadividual who is more experienced
and successful academically, providing wise coyrssedtegies, and advice to a student
who possesses little experience or has a histoagademic difficulty (Campbell &
Campbell, 2007). As the emphasis in higher edacas on mobilizing effective retention
programs and services, a faculty and peer mentprogram may provide significant
benefits to first-year and academically at-riskdstuts (Ragins & Cotton, 1999; Seibert,
1999). In addition to providing campus interventand engagement which is critical to
student persistence and retention as lauded by TI®93), reasons for mentoring include:
institutional goals such as recruitment and retengpedagogical goals such as increasing
learning, and enhancing relationships with facahyg other students (Upcraft, 1989).

Academic mentors at colleges and universities negifopm a myriad of functions.
Faculty mentors are often associated with an inkctdn to a specific field or program,
career advice, and most frequently, mentoring gatedstudents in research and teaching
methods (Leidenfrost, Strassnig, Schabmann, Sp€iafon, 2011). On the other hand,
peer mentoring programs can be tailored to assigigling students develop
organizational skills and orientate themselvesaimpgus support programs in a more
focused and informal environment (Crisp & Cruz, 200Moreover, in the context of
higher education, peer mentoring has proven tankeffactive way to support both

undergraduate as well as graduate students (Jd&8di). Effective peer academic
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mentoring can be a cost-effective method of praxgdncreased academic support and

intervention under the supervision of an intrusai¢ademic advisor.

The data generated through effective peer menteesgions may provide
information critical to preventing academic faildng alerting the advisor to intervene in a
real-time manner and provide the appropriate acadsupport. According to Bradley and
Blanco (2010), The Academic Support and Developaiestudies Office at Delta State
University helps students build the skills neceg$ar success in college courses. It
utilizes several upper-level students as peer meated tutors to assist in strengthening
students’ study skills, reading comprehension,tand management.

Rodger and Tremblay (2003) studied the effectseef pnentoring on first year
college students and found that students who aoedito utilize peer mentoring services
throughout the semester had significantly highadgs than students in the control group
who received no such intervention. Cosgrove (198&6)d that mentored students
expressed greater satisfaction with the univemsityironment and made increased
developmental gains when compared to a controlgyrdthile and Matt (1995) studied a
group of mentored students in an undergraduateanegtprogram and found that
mentored students performed better than the uniyevsde average in GPA and retention.

Campbell and Campbell (1997) reported mentored ngndéuate students
performed better academically than non-mentore@rgrdduates with same entering
GPA, gender, ethnicity, and class level. Furt@ampbell and Campbell (2007) found a
significant difference between a student-groupixeog peer mentoring versus a control
group that did not. They reported that mentoredests had better academic outcomes at

the end of the first year. By the end of the yeantored students had higher grade point
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averages, although it was not sustained over tifile study also concluded that mentored

students completed more academic hours over theapelethe trend increased over time.
Furthermore, they reported that mentoring playsgyaificant role in retention as the
dropout rate was twice as high for the control grthan it was for the mentees (26% vs.
15%). This disparity continued through graduatada slightly reduced rate (58% vs.
52%).

As the research indicates, peer mentoririging an academic support paradigm,
can be an effective tool to enhance student acadeeniormance and persistence. Not
only does it provide the campus engagement pigedsate congruent with Tinto’s (1992)
model of student retention, but also congruent @kBnnen’s (1975) studies in intrusive
advising. A well trained and staffed peer mentgpmnogram engages the student with a
familiar contemporary that can provide guidance stnategies for success, and may also
act as a beacon for students who feel intimidatddst in their first year college
experience. Moreover, a comprehensive mentoriagram could be a valuable modality
for academic advisors to utilize in order to cdiladditional academic performance data

and intervention results from at-risk or strugglstgdents.

Guided Study Hall

In addition to required participation in servicgajded study hall appears to be
another academic support service uniquely offepezhe subpopulation on a university
campus: student athletes (Hollis, 2002). Histdiycé&raditional study hall has been used
from the elementary through secondary levels otation, to assist children in developing
study skills and to achieve homework completiamrelcent years, guided study hall has

replaced the traditional study hall model by prawidaccess to tutorial support, study
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skills, and supplemental instruction at many leyBisken, Foreman, Jensen, &

Sherwood, 2008).

There have been numerous studies that indicatetided study hall is an
effective intervention strategy for assisting stutldego complete homework and
assignments at the elementary and secondary Biakgn et al, 2008; James, 2000, Van
Gessel, 2012; Chung & Hillsman, 2005). It has #&een shown to be vastly superior to
traditional study halls where students were reglicesit in a quiet classroom or library
table and left to their own devices as to whetheytwould use the time to complete
assignments or not (Dicken et al, 2008; Szeker3R0BIthough traditional or guided
study halls continue to be utilized in elementarg aecondary education, little research
has been done to examine the efficacy of the atibn of this intervention strategy at the
post-secondary level. Moreover, the only mentibatitization or efficacy of traditional
or guided study hall in a post-secondary settirig the academic support literature for
Greeks and student athletes (Hollis, 2002; Jord&e&son, 1990; Oklahoma State
University, 2014; Tennessee Technological Univer&014; Student Life Studies, 1997).

The lack of attention given to study hall effeetness research at the post-
secondary level may be a direct result of post+seary institutions not offering such
services under the auspice that undergraduategeadeidents “should have the requisite
self-regulation and academic skills necessary toaga their courses at this level of
education”. This is only speculation, but this my@zh correlates strongly with the
prescriptive advising paradigm that has been iatditly employed, and presumes that
students will take the initiative to contact thadvisor or in this case, instructor, when in

need of assistance (Conklin, 2009).
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Where institutions of higher education continustiedy and struggle to find

additional support services for their general stg@pulation to improve retention and
graduate rates, sub-populations such as Greekstadent athletes may already have
access to guided study hall services. For examspldent athletes at Middle Tennessee
State University have access to these servicegghrthe “Academic Plan” program:

The academic plan is an objective based programengtadent-athletes are

assigned to study table hours and complete dajBcties to ensure their work is

completed on a scheduled basis. Study hall is@ailto all student-athletes

during the hours of 7:00 AM - 10:00 PM Monday - Téday and 7:00 AM - 4:30

PM on Friday. The Student-Athlete Enhancement Cexatiesists of a computer

lab, private tutoring rooms, private study roongj atudy tables. A full-time staff

member, mentors and tutors are available to proasdestance and to monitor

academic progress (Middle Tennessee State Uniye?fii4, p. 1).
This method of integrated academic support, whesariaty of academic intervention
strategies and modalities may be employed, is ealily similar to the methods found to
be effective in establishing the requisite studlilskecessary for academic success
purported by the findings of (Dicken et al, 2008n&s, 2000, Van Gessel, 2012; Chung &
Hillsman, 2005) at the elementary and secondargaddhn levels. As the guided study
hall modality continues to be an effective resodaceenhanced academic performance at
the elementary and secondary levels and in postsiacy populations that have access to
these services, guided study hall will be examindtiis study to determine its efficacy in

a post-secondary setting.
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Tutorial Services

As with the individual academic support pags that are being offered at colleges
and universities, tutorial services are a critm@hponent to assist students in developing
academic skills and achieve success which dir@oibacts persistence and retention.
According to Miller (2000) peer tutoring progranre &eing developed and implemented
with other campus units to increase accountabjitgyide increased assessment, and
improve student academic performance and reteptitcomes for various stakeholders,
including administrators, instructors, and students

Tutoring is described as a supplemental learniqgeeance in which one person
(tutor) supports and promotes the learning of agratidividual (the tutee) or group of
individuals (Kersaint, Dogbey, Barber & Kephart12). Hock, Deshler and Schumaker
(1999) report two exclusive models of tutoring désed as instructional and assignment-
assistance. These models differ regarding thet@ted the engagement of the tutor
providing academic support. Instructional tutorisglescribed as a process where tutors:
(a) analyze the assignment to assess the skiltkeddge complete the assignment by the
tutee, (b) assess the student’s current levelitbfesid strategy ability per the subject
matter, (c) instruct the student through explamatinodeling, strategies and content
knowledge, (d) provide sustained corrective feekpand (e) provide immediate feedback
and assistance on current assignments to makéh&yrare completed and the student
does not fall behind (Kersaint et al, 2011).

In contrast, the major impetus of assignment-aast&t tutors is to provide
assistance based on the assignment that the studlegg to the tutor’s attention.

Therefore, the object of assignment-assistancedldasaring focuses on: (a) providing
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small-group or one-on-one homework completing émsee, (b) reviewing course content

with the student, (c) providing feedback on studmmtent-related performance, and (d)
focus on the content of the assignment rather skdlnacquisition or specific learning
outcomes (Kersaint et al, 2011).

In both methods of formal tutoring, the fact thiatdents have access to
individualized attention to assist them in overcognan academic obstacle is critical to
their ultimate success. Moreover, research hagestigd that peer-tutoring may be a more
effective method of delivery as peers are oftersmered the most powerful influence in
undergraduate education, even more so than addsdrgistructors (Ender & Newton,
2000; Garside, 1996). Many research studies hawuadfa positive effect of one-on-one
and group tutoring on student academic performartmges (2001) found that tutoring
plays an important role in at-risk students’ acadesuccess (i.e., grades and retention),
course completion, and graduation. Laskey andéfi€2010), found that:

Tutoring had a positive effect on at-risk studengsention and GPA, students who

were retained utilized tutoring services signifidamore than students that were

not retained. When students came to tutoring @galar basis-at least once a

week-they received higher grades, which, in tued,tb achievement in their

classes and, invariably to their retention (p. 39).

Irwin (1980) studied the effect of tutoring on stads in a statistics class
and randomly assigned half the class to tutoringenwhe other half received no
such support. Students at all levels of achievéméo received tutoring earned
significantly higher final grades than those reogwno tutorial services. Further,

she replicated the study (Irwin, 1981) and agaumtbsignificant grade differences.
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Peer tutoring has also been demonstrated to asstsnts with learning disabilities

which can have a profound effect on academic pedoce and success. Reinheimer and
McKenzie (2011), found that consistent peer tuphad a significant impact on student’s
academic performance and retention in collegeadtttion, they found students that were
tutored had a lower incidence of course withdraavel a higher incidence for graduation.
Gimblett (2000) found that successful peer tutooogurred when tutoring was done by
students who had learning disabilities themselvid®e focus of these tutoring sessions
was on developing self-awareness, self-advocaeynumication skills, and the ability to
deal with one’s disability in addition to coverinogntent based subject matter. This study
was conducted over a two year-cohort period andglteesmdicated that learning disabled
students who participated in the program devel@psignificant improvement in self-
image and a smoother transition into college life.

According to the literature, the causal effectivenef tutoring and increased
academic performance may reside in the abilithefdtudent to feel more comfortable in a
one-on-one environment rather than asking questobging singled out in a classroom
setting (Heisserer & Parette, 2002). Moreoverating a connection between students and
university practitioners whether they are studeattars, faculty members, support
personnel, or academic tutors, communicate to stadesense of attention or acceptance
which can enhance student self-efficacy, confideand ability to be successful
academically. Additionally, as related to retentistudents that feel more likely to be
successful in their academic pursuits are mordylitcestay in school (Tinto, 1999).

As the extensive review of the literaturep@er tutoring outcomes suggests, this

method of academic support is viewed as a posmiodality to improve academic
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performance and retention. However, one aspettdisdll being debated among

researchers is the most effective and cost-effectiethod of delivery for tutorial services.
According to Cooper (2010), many colleges and usities choose not to, or cannot
afford to, make individual tutoring available fdf af their students. As a result, many
institutions have developed tutoring centers omliegy labs where they can provide
tutorial support to a number of students simultaiIsgo Moreover, Cooper (2010) found
that in theselrop-in mass tutoring centers students who attended signtfy more (i.e., at
least 10 times in a semester) performed signiflgdrdtter academically than their peers
who did not attend frequently. These results aresistent with the aforementioned
literature which indicates that access to, andizatibn of, tutorial services will increase
academic performance and retention through eitteeeased cognitive mastery or
socialization (Laskey & Hetzel, 2010; Irwin, 198&einheimer & McKenzie, 2010; Tinto,
1999).

Best practices in implementation of campus-widertat services have been
suggested by Bradley and Blanco (2010) as havifepat one professional coordinator,
many student peer tutors, and sometimes othergsiofeal staff, even faculty. The centers
serve all students and provide free tutoring in yngeneral education courses as well as
math and English.

During the report generated by SREB, the Acadendi¢iging and Retention
Center (AARC) at Western Kentucky University earhagh marks as a model program
for campus-wide academic support and tutorial sesri According to the report:

The AARC is the most visible example of investmiardgtudent success. Housed

in an attractive, convenient location in the Studaunccess Center, the AARC
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provides academic advising, retention servicessampgplemental instruction; its

services are expanding to the residence halls. emghasis on advising has

increased and has intrusive advising. The AARCahsisong selection and

training program for tutors, and it offers freearg for students in more than 100

general education courses (Bradley & Blanco, 2p144).
Based on these retention initiatives, graduatioesreose from 41 to 49 percent from 2002-
2006 (Bradley & Blanco, 2010). This unique prognaimforces that if institution’s are
willing to put forth the investment in providing mprehensive academic support to their
students then they may earn a positive return tfirancreased student retention and
graduation rates. This hypothesis is consistetit thie previously referenced statement by
Tinto (2007) where he challenged institutions totabute more resources and energy
towards support and retention plans as well adestgihg faculty to come out from behind
the podium and directly engage their students.
Therefore, it seems plausible that if instituti@ne willing to shift the paradigm and
commit fiscally and organizationally to researclsdxhstudent academic support, they
might pave the way to eliminating retention anddgiation issues nationwide. As such,
this study will examine the following subgroupsaim undergraduate setting, where each
has access to different levels of academic supfmodetermine if access and investment of
academic support services determines increase@mmagerformance and graduation

rates.
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Required Participation in Academic Support Services

Although there is large body of research involvingories and practice of student
retention and academic support related to retemidigher education, little has been done
to examine the relationships between services arat importantly, required student
participation in those services. In this caseyimegl student participation may be an
important variable in academic support and studeatess and retention. It is stated in
the hypothesis that students with more accessatesgic support services will perform
better than those that do not. This study wilbagamine those who are required to
participate in academic support activities and mheitge if there is a significant difference
between those who have access, but are not reqoiedtend. For example, Troiana, et al
(2010), reported that students who utilized thenlieg resource center more consistently
had higher cumulative grade point averages thatests who did not attend, or attended
less consistently. Moreover, students who hathfagrade point averages typically
attended less than 50 percent of scheduled appesm

As institutions continue to appropriate more araerfunds to campus retention
programs, the shift from access to requirementsitete examined. One such method of
requiring students to attend academic support@esss the use of the academic contract.
This medium is used by many institutions in th&udgnt advisement offices, tutorial
centers, and programs for at-risk students to defie responsibilities of the student and
the institutions toward specific academic or grdidwarelated goals. Further, the contract
provides the student with a plan that can leaddegree and provide them with a sense
that the institution is paying attention to thend @mgaging their needs (Bradley & Blanco,

2010).
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While institutions may be moving in the rightection by attempting to hold

students accountable, there is little in the wagroéxtrinsic “carrot” to provide increased
motivation to follow-through with a contract agreemhand succeed. One student
subpopulation that is an exception are studenetgbl A more detailed description of this
unique student population will be discussed latghis study; however, what may have a
significant difference on the retention and acadesuccess of student-athletes is a system-
wide requirement for first-year and at-risk studetat attend all prescribed academic
support activities or receive powerful consequences

It is clearly stated in four separate sectionth@National Collegiate Athletic
Association’s (NCAA) (2009) description of acaderaupport service center for student
athletes best practices, that “consequences faattertding (a) tutorial services, (b) study
hall, (c) class, or (d) academic advising servatesuld be developed in conjunction and
enforced by coaches” (pp.6-8). Consequences ¢an ainge from corporal punishment,
to loss of playing time or scholarship for chroaftenders. By providing powerful
consequences for academic support service atteaddmecNCAA and athletic
departments have significantly improved academitop@ance, retention, and graduation
in a population that was otherwise underachievbi@AA, 2011). The recent academic
success by this subpopulation might have identdistnificant link between required
attendance in academic support services and iretemdemic performance among

college students.
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Student Athlete Academic Support

Student-athletes at most major colleges auvkusities make up a very unique
population. They are faced with many time constgain particular, which may hinder
their ability to sufficiently allot time to theircademic success. As such, Jolly (2008)
states “time demands and rigid scheduling are faabthe student-athlete experience that
stand out the most” (p. 146). Moreover, Deboltrédan, and Kennedy (2011), state that
“student-athletes must tailor their academic scheedround their athletic schedule. This
often involves attending classes in the morninggficing in the afternoon, going back to
class at night, and studying whenever he or sha li@e moment” (p. 90).

In addition to time constraints and physical rgy@tudent-athletes may also feel
isolated from the rest of the campus communitytdueeir unique training and
competition schedules. Moreover, they may haviecdify managing academic and
athletic success and failure, optimizing physialth to minimize injury, maintaining
multiple relationships with parents, coaches, fterand community, while learning to
cope with the termination of an athletic careerli@m, 1993). Chartrand and Lent (1987),
also indicated that in addition to facing the comnssues related to the college transitions
such as living away from home for the first timeydloping new social groups, and
assuming responsibilities of self -discipline, gndathletes also face other significant
hurdles throughout the course of their college eepee. They identify balancing
academic and athletic roles as the most critical.

While it is evident in the literature that the wrapbstacle facing college student-

athletes is the ability to make time for their amani and athletic pursuits, another factor
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that has been identified is some of these studdigtas gain admission to colleges and

universities through their special talent. Gral{@gi?2), reported that:

Student-athletes are consistently admitted to gelend universities with academic

backgrounds significantly lower than their cohorés a consequence, these

student-athletes sometimes have difficulty matatnp and require a lot of

academic support to meet degree benchmarks (p.1).
This unique dynamic is further described in an Assed Press (2009) review of data
collected by the NCAA regarding student-athletecedeadmissions among the 120 Bowl
Subdivision institutions, utilizing public recortisvs to secure the otherwise private
information. According to the review, at leasti@gtitutions were identified where
student-athletes were at least 10 times more lileehenefit from special admissions
programs than students in the general populatiomll, 77 of 92 institutions that provided
information to the Associated Press reported uspegial admissions waivers to admit
student-athletes and other students with parti¢dalants. 10 schools did not respond to
the request and 18 private institutions declinectl®ase their reports. While this report is
alarming in reference to how many prospective sitsdéhletes could be admitted into an
institution academically underprepared, it is pasiiile under the NCAA initial eligibility
rules and regulations.

According to Principle 2.5The Principle of Sound Academic Standardghe
NCAA manual (2014):

Intercollegiate athletics programs shall be mairgdias a vital component of the

educational program, and student-athletes shahhategral part of the student

body. The admission, academic standing and acadamogress of student-athletes
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shall be consistent with the policies and standadidgpted by the institution for the

student body in general (p. 4).
In other words, institutions are left to their od@vices on what kind of student
they choose to admit as long as they realize timergbe a consequence if those
students do not graduate. This statement is stgapby a quote by Kevin
Lemmon, NCAA vice-president for academic and merstugraffairs, stating
“while it's an institution’s decision on who theyibg in, we're most interested in
what they do once they get there. And if theyoé successful, there are
consequences” (Associated Press, 2009, p. 3).
Based on the evidence in the literature deisgy the demands placed on student-
athletes to manage their time and academic anetitiplursuits, as well as the reports of
academically underprepared students earning admisisiough special admissions
programs, it would appear that colleges and unitvesshave difficulty retaining and
graduating student-athletes. However, based odaterecorded by the NCAA (2011),
this is not the case:
Even when measuring student-athlete academic siosey) the less-accurate
Federal Graduation Rate, Division 1 student-atBletko began college in 2004
graduated at a 65 percent rate, also the highestaen two points (63 percent)
higher than the general student body (p.1).

Moreover, male African-American student-athletesdgiated at a 50 percent rate,

12 points higher (38 percent) than African-Ameristuidents in the general

population. Female African-American student-addegraduated at a 69 percent



42
rate, 20 points higher (46 percent) than Africanekitan students in the general

population (NCAA, 2011).

After increased academic support services wereemehted by Middle Tennessee
State University in 2004 to combat nationally loWR scores and six-year graduation
rates (Steinbach, 2007), student-athletes who eshtmsllege in 2005 graduated at 63
percent, compared to students in the general popuol@5 percent) and when entering in
2006, student athletes graduated at 66 percentax@tpo students in the general student
population (46 percent) (NCAA, 2015). These datac@mpelling, given the documented
difficulties student-athletes face attempting tdnalate through the college or
university, or gaining admission to the institutitself. Furthermore, it begs the question:
Given these circumstances, how is it possibleghatent-athletes graduate at a higher rate
than their non-athlete peers?

Anecdotally, some have suggested that they areasy' majors” or are “clustering
in certain easy majors”, or have gone even sodatating that it is an insult to the
university (Gurney, 2011). However, research iaths that the recent wide-spread
academic success of student-athletes resides act®ss student-athletes have to
comprehensive academic support programs and stadademic accountability. What is
more interesting, is that researchers have fadexkamine how the student-athletes are
“doing it” and then transfer these processes iméogeneral student population to analyze
what effect it may have on student retention aradigation.

Due to a realization of the complexity of the studathlete population, university
administrators in the 1970’s and 1980’s began telde and implement academic support

centers for student-athletes as a method of reteaind to protect their monetary
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investment (Grites, 1982). Over the course ofnttre several years, academic support

programs have evolved into multi-million dollar ¢ters that offer services ranging from
mandatory monitored study time, tutors for genecthication and major subjects,
academic mentoring, academic progress report mamgtcacademic advising, and
counseling (Hollis, 2002). Moreover, athletic agauilc advisors use intrusive advising
with their students including: progress monitoriagademic performance enhancement,
communication with coaches and administrators,amsigning peer mentors and tutors
(Jordan & Denson, 1990).

According to the Student Athlete Enhancement Cemédapage (Middle Tennessee
State University, 2013a) at Middle Tennessee 4ateersity, their program offers:
intrusive academic advising, progress monitorintprial services in all subject areas, peer
mentoring, goal/objective based study hall (peentoréng included), and class attendance
checking.

As the academic support movement for student-ahle¢gan to take shape, the
NCAA (2014) made academic support mandatory far thember institutions by writing
into their bylaws (16.3) that:

Member institutions shall make general academi@seling and tutoring services

available to all student-athletes. Such counselimgjtutoring services may be

provided by the department of athletics or theitugbn’s non-athletics student
support services. In addition, an institution niagnce other academic and
support services that the institution, at its dion, determines to be appropriate

and necessary for the academic success of itsrdtatldetes (p. 221).
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It is difficult to ignore the possibility of a sigitant relationship between student-athlete

academic success and comprehensive academic supgpiiaugh these centers typically
reside in the institution’s athletic complex (Pd@#iller, 1999), their operating

procedures reflect the positive outcomes discussttk retention literature in academia
(e.qg., Tinto, 1975; Laskey & Hetzel, 2010; Irwirg81l; Reinheimer & McKenzie, 2010;
Tinto, 1999; Pascarella & Terenzini, 1991; CampB&e@ampbell, 2007; Gansemer-Topf

& Schuh, 2006). What may be most noteworthy, haxerg why the NCAA and college
athletics are taking the lead on investing in anadeupport and accountability, while
academia continues to search for answers to thiintion and graduation issues? One can
only speculate, but the data indicate that an examoin of a possible significant

relationship between access to comprehensive acadepport services and retention

must become a priority.

Fraternity and Sorority Academic Support

Students participating in fraternities andosities (Greeks) another subpopulation
being examined in this study and are the grouprégives more intrusive academic
support than the general student population. Hewevhat is more interesting about
examining this group is what effect socializatioaynhave on academic performance and
graduation. It has been postulated by Tinto (19898} socialization may be an important
variable in retention and being affiliated by clidagh as intramural and intercollegiate
athletics, student government, sororities and ifinities, concerts, lectures and other
activities. Additionally, studies (Astin, 1977; ditson, 1997) indicate that Greek members
tend to be more involved and that involvement isifpeely related to student learning and

intellectual development. However, critics of theeek system have pointed to research
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indicating that students that participate in Grigekshow higher levels of alcohol use

(Weshsler, Kuh, & Davenport, 1996), lower levelspdrsonal development (Wilder,
Hoyt, Surbeck, Wilder & Carney, 1986), and lowerdls of academic achievement
(Blimling, 1993). Moreover, Maisel (1990) reportidit Greek affiliation can have
negative effects on students learning and intelldadevelopment.

A study by Pike (2003) involving 6, 782 undergramsaat 15 AAU public research
universities revealed that Greek affiliation hadeak positive relationship with
engagement and gains in learning. Further, oventatriculation period, the positive
effect of Greek participation was stronger for sesithan first-year students. Moreover,
Pike (2003) reported that the reason for thesdtsasas “they had more positive
perceptions of the campus environment and repagpteater gains in their personal
development” (p. 377). A possible variable relat@this outcome may also reside in
access and utilization for academic support sesvice

In a study performed at the University of Misse@olumbia found that Greek
students reported substantially higher levels aflamic and social involvement,
compared to their non-Greek counterparts (Studéat3tudies, 1997). The results of
these studies are congruent with the academic ssiaacrmation publically posted on
several college and university websites.

According to the Student and Greek Life websit®kiahoma State University:

The fraternity and sorority community makes acadsraitop priority knowing

your student is at OSU to get an education. Mamptdrs have an academic

development program which enforces a strict acac@wlicy that included

maintaining a respectable grade point averagenaipate in chapter activities.
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Further, each fraternity and sorority has its oelmotarship program that will help

students succeed academically as well as learffietctigely manage their time
away from classes. Scholarship programs can iecdtiddy hours, mentors,
support technology and/or study files (OklahomaeStiniversity, 2014, p.1).
In addition, the website indicated that for the 28112 semester, Greek participants had a
cumulative grade point average of 3.12 as comparéte general student population
(2.82). Moreover, they indicated that the 6 ygadgation rates were higher for Greek
participants than the general population (Oklah&@tze University, 2014). A report
posted publically on the Tennessee Tech Greekstifdent activities website states:
The academic portion of your university careerris significant determinant in
your future success. One of the most importanpgees of the Greek community
is to encourage and develop high scholastic achieméamong its members.
Several factors contribute to this academic atmesgpimcluding: peer tutoring,
upperclassmen counseling, and chapter study hduchwtroduce new students
to the longer and more intense studying that cellegjuires (Tennessee
Technological University, 2014, p.1).
This website also indicates that Greek participgrasluate at a significantly higher rate
(68 percent) as compared to the general studentigogn (51 percent) (Tennessee
Technological University, 2014). Although the dptaporting the positive effect of
Greek participation and academic performance inloeexamples cited is anecdotal, it is
consistent with the findings of (Astin, 1977; Thams 1997; Pike, 2003) who reported a

positive relationship between Greek participatiad positive academic outcomes.
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Tennessee Technological University is a peertirtgin with Middle Tennessee

State University under the Tennessee Board of Reger it will be interesting to

examine any similarities or differences in acadenmuitcomes of Greek participants among
both institutions. While there is no retentiongoaduation data posted or publically
available, Middle Tennessee State University Gsaalieties have offered academic
support services in the categories of peer acaderantoring, intrusive advising, and
access to university sponsored tutorial serviaasesihe 2004-05 academic year (Middle
Tennessee State University, 2005). Moreover,sigagegic measure to support the
university during the Complete College of Tennegsetan 2010, campus life
administrators partnered with the Greek societieg¢ate a strategic plan to improve these
services through formal integration. As such, Nedf@ennessee State University indicates
in objective 2.2, 2.3 and 2.4 in the Strategic RtarFraternities and Sororities 2011-2016
document (Middle Tennessee State University, 2ahaj,they will “2.2 create a
fraternity/sorority tutoring program and provideademic mentoring/support for fraternity
and sorority students. 2.3 Improve chapter utilraof the Faculty Advisor and 2.4
improve communications and interaction with thevarsity faculty” (p. 6). As with the
student athlete population being examined, Greekcpzants are beginning or have
already moved to a comprehensive academic supgteritron model and it is
hypothesized that this will have a positively sfgraint effect on academic performance

and graduation outcomes.
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General Student Population Academic Support

As it has been outlined in the previous s&d] certain subpopulations among
college and university students have access to molgsive and comprehensive academic
support services. Students not affiliated withagipular subpopulation may have to be
more persistent to seek out support services ailbieg to pay some of the cost. As of
the 2012-2013 academic year, Middle Tennessee Smatersity had no self-contained
services for non-affiliated students (Middle TerseesState University, 2012a). While
they did offer academic advising in each majoreg! for declared major students and the
University College Advising Center (UCAC) for undeeed students, as well as modest
tutorial assistance and a math and writing labsdtservices were not as interconnected,
accessible, intrusive, or as well-staffed as theises provided to the aforementioned
subpopulations.

Unlike in the individual colleges, academic adwvisin the UCAC moved towards
an intrusive academic advising model in 2013. Haweas a result of several student
success initiatives, the UCAC was disbanded in 28ad intrusive advising and student
success services were absorbed by each collegel@Mignnessee State University,
2014). In spite of this progressive undertakingh®y university, the restructured advising
approach and organization was not in effect dutfiegcohort years that will be measured
in this study. As such, for the purpose of thiglgt academic advising was performed in
each student’s college and undeclared studentsseeveeed by the UCAC through the
cohort graduation year 2012-2013. Expectationad@demic advisors and students
during this matriculation period included: Yearcbntacting the advisor; getting familiar

with campus resources; Year 2: completing genelat&ion requirements, exploring
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student organizations related to the major, begtwarking with peers and faculty in the

major; Year 3: research career options and graquatgams; Year 4: finalize
career/postgraduate plans and complete exit exisidslle Tennessee State University,
2012a). This organization of services is more dast with prescriptive or informational
advising where the onus resides with the studeomk{n, 2009; Yarborough, 2010).

This prescriptive approach was not limited to acaideadvising at Middle
Tennessee State University, but also manifestetf itsthe organization of academic
support and tutorial services offered to the gdrsttalent population. Tutorial services
for the general student population were offeredugh individual departments and
available through an online information site (Mieldlennessee State University, 2012b)
where students determined what subject tutorimmffesed and what time it is available.
Once again, the impetus was on the student to nhakeselves available and schedule
their own appointments. Moreover, while the pregiy mentioned subpopulations have
access to tutoring services in all general educataurses as well as some major courses,
the general population student may only have adoassth, English, or a handful of other
general education classes. Ideally, a centralieeder for academic advising and
academic support and tutorial services as deschpede SREB (Bradley & Boykin,

2010), would appear to be a more salient methaipporting general population students
academically and socially.

Although the premise of the previous sections @asaphasis on institutional
accountability for retaining its students, it mbstnoted that this approach does not excuse
the personal responsibility of the student to prefar their courses, complete

assignments, or attend class regularly. Rather aih investigation as to whether



50
providing academic support by the institution to\pde assistance for a student’s

academic needs and to serve as a compliment tadtish provided by the faculty, has a
positive effect on academic success and graduakanthermore, based on the increased
emphasis on retention, graduation, and implememtati student support services, and the
great disparity of services offered between certampus subpopulations and the general
student population, the purpose of this study demonstrate the need for academic
support based retention measures and to illust@atecurrent academic support models

positively influence academic performance in thpspulations that have access to them.
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CHAPTER 1.

METHODOLOGY

Subjects

A dataset of graduation, entry type (firsti freshmen or new transfers), credit
hours attempted, ACT score, and High School GPAtiadent athletes, Greeks, and the
general student population was created by impodatg through a Computer Printout
Dataset requested by the investigator from the Midénnessee State University Records
Office. These data were analyzed using The Statig?ackage for Social Sciences
(SPSS). This dataset contained graduation datlfthree categories of access to
academic support for the graduation years: 2002-2@dusive.

For the purpose of this study, cohort years 2001h@ugh 2005-06 were selected
as they were the most recent six-year cohort dggesentative of student athletes that had
access to improved academic support services atghtution during academic reform
implementation as initiated by the NCAA, acadenuipgort initiatives implemented for
Greek students, and for students in the generdéstibody that matriculated prior to the
student success initiatives implemented by thearsity in 2013. Moreover, a six-year
cohort graduation period was used as this is tteeval used and reported for Federal
Graduation Rates. A total of 27,176 studehts: (25,729 general population, 741 student

athletes, 722 Greek students) from five cohortyeaare identified for analysis.

To follow appropriate University records requesitpcol, the investigator
submitted an exempt review application to the tagtinal Review Board (IRB). As the

dataset was retrieved from a public database thdynb identifiers as to the identity or
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personal information of any of the subjects indhalysis, and therefore, no informed

consent, disclosure, or confidentiality documentativas required.

Resear ch Design

This study adopted an ex-post-facto research aplprddis is an after-the-fact
design. According to Lord (1973):

The causal comparative method or ex-post-facto odeti research seeks to

establish causal relationships between eventsiaruhtstances. In other words, it

finds out the cause of certain occurrences or ramHoences. This is achieved by
comparing the circumstances associated with obderffects and by noting the
factors present in the instances where a givertediecurs and where it does not

occur (p. 4).

This approach “does not involve the manipulatiorariables and it neither adds to nor
subtracts from the existing facts. It observesfa#lyeand records information as it
naturally occurred at the time the study was cotedliqBakare, 2012, p. 5010 otential
strengths to this type of research is that it ‘gseliseful information concerning the nature
of phenomena: what goes with what, under what ¢mmdi, in what sequences and
patterns” (Lord, 1973, p. 4).

Potential limitations or weaknesses of this typeeskarch are derived from “the
lack of control over independent variables. Witthia limits of selection, the investigator
must take the facts as he finds them with no opipdst to arrange the conditions” (Isaac
& Michael, 1971, p. 22). Moreover, ex-post-fackgearch, while a useful design in non-
experimental conditions, is considered quasi-expental and not able to prove causation

(McMillan & Schumacher, 20Q1 As such, variables in this study were measureugusi
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the technique of archival research, which “involusgg previously compiled information

to answer research questions. The researcher dbastnally collect the original data.
Instead, he or she analyzes existing data” (Caz@@4, p. 118). In this case, the data
analyzed consisted of enrollment statistics anduation records archived by Middle
Tennessee State University.

Data obtained directly from these records were dode@ SPSS database, which
was used as the primary instrument to analyze @hiables of interestThe subjects in the
MTSU dataset were transformed into 35 categoriestigent type: white or non-white,
men or women, ACT score below 20 and above 20, $ublool GPA below 2.75 and
above 2.75, student body, Greek, or student atldetetheir corresponding cohort year
(2001-06). The high school GPA category was stteatverage of the minimum
guaranteed admissions requirements at Middle TeereState University for the cohort
years: 2001-03 (2.80) (Middle Tennessee State Wsitye2001) and 2004-06 (2.70)
(Middle Tennessee State University, 2004). The A@fegory was set at the average of
the minimum guaranteed admissions requirementsddl®Tennessee State University
for the cohort years: 2001-03 (20) (Middle TennesStte University, 2001) and 2004-06
(19) (Middle Tennessee State University, 2004 shtuld be noted, however, that for the
2001-03 cohort years, students needed to have aith80 high school GP&r an ACT
score of 20, whereas students in the 2004-06 cgkars needed a 2.70 high school GPA
andan ACT score of 19. The dependent variable wadugitzon, the independent variable
was access to academic support, and the contiables were: race, sex, ACT score, and

High School GPA.
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As access to academic support was not includdueitiginal dataset, the

investigator assigned a value to the number of@oadsupport services each student had
access to at the time of matriculation. As mergim the review of literature, these
services included: intrusive academic advisinggao@ac mentoring, guided study hall,
tutorial services, and required participation invgees.

The investigator assigned a number for each acadssmice the groups had
access to during their matriculation time. Basedh® information provided in the
literature review, the general student body at MTiSthe cohort years 2001-2006 had
access to just tutorial services (Middle Tenne&tate University, 2012a) and were
assigned the number 1. Student athletes at MT3kkicohort years 2001-2006 had
access to: intrusive academic advising, academntariag, guided study hall, tutorial
services, and required participation (Middle TerseesState University, 2013a), and
therefore, were assigned the number 5 for analysreek students in the cohort years
2001-2006 had access to: intrusive academic adyiatademic mentoring, and tutorial
services (Middle Tennessee State University, 208%d,therefore, were assigned the

number 3 for analysis.

Analysis of the Data

It was discovered by the investigator that thealadds student type and access to
academic support services were redundant for asalliserefore, student type (general
student, Greek, or student athlete) were usedcimémigeably with access to academic
support services in this analysis.

In order to test the first research hypothesigliltood of graduation events

between the independent variable on the dependeiatole, Chi-square tests and rate
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ratios were calculated to determine if there wamgaificant relationship between

discriminating groups and the likelihood of gradomatevents for each group.

In order to test the second research hypothes%ffltiency of graduation events
between the independent variables and the depewdeable, a survival analysis was
performed to examine the “event” of student gradmabver time among multiple groups.
For the purpose of this study, a survival analyss performed on the general student
body, Greeks, and student athlete subgroups folugteon (event) by the number of credit
hours attempted (time). In addition, a Cox regm@ssnodel was created for each
independent group to produce a hazard functionhwiiiees for every time, the probability
of surviving (not graduated yet), or not survivifggaduating) up to that time. “The hazard
function gives the potential that the event wiltog per time unit, given that an individual
has survived (not graduated yet) up to that spettiime” (Despa, 2013, p. 1).

Chi-Square and Rate Ratio Analysis

The Chi Square test is one of the most used atleohonparametric statistical
tests. It is used to test the association or indegece of the frequencies of two different
groups, whether or not there is a difference iir thistributions, and the degree for which
that difference is due to chance or probabilityfKE997). The assumptions for carrying
out a valid Chi Square test are as follows: datatrba in frequency form (nominal data or
greater), each subject can only be included orate, mhust have a precise numerical value
and organized into categories or groups, and timplksasize must be greater than twenty
(Key, 1997).

The rate ratio, or also referred to as common odlils, “evaluates whether the

odds of a certain event or outcome is the samevoigroups. Specifically, the odds ratio
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measures the ratio of the odds that an event altn@gl occur to the odds of the event not

happening” (McHugh, 2009, p. 120). For the purpafsthis study, graduation rates were
calculated by (number of graduates divided by nurobearticipants) for each group of
the independent variable per 1000 graduation evdése ratios comparing graduation
rates by student access to academic support sei@c8, or 1) were computed by: (1)
dividing the graduation rate of access to five aoaid support services by the graduation
rate of access to one and three academic suppeitese (2) dividing the graduation rate
of access to three academic support services byr#ftiation rate of one and five
academic support services, and (3) dividing thelgméion rate of access to one academic
support service by the graduation rate of accetiwée and five academic support
services. Ninety-five percent confidence interwa¢se also computed for all rate ratios
and provided information on the accuracy of eatio.ra

The interpretation of the ratio rate results igdily related to the value of the odds
ratio. If the ratio is .001 to .999 then the vhl&in the numerator (variable of interest)
will be less likelyto experience a graduation event than the varialilee denominator
(reference variable). Conversely, if the ratid .81 or greater, the variable in the
numerator will bamore likelyto experience a graduation event than the varialitee
denominator. If the odds ratio is 1.00, then thet@n equal chance of both variables

experiencing a graduation event (McHugh, 2009).
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Survival Analysis
According to Despa (2013), “survival analysis isgmelly defined as a set of

methods for analyzing data where the outcome vigrialihe time until the occurrence of
an event of interest. The event can be death raowe of a disease, marriage, divorce
etc. The time to event or survival time can be suead in days, weeks, years, threshold
intervals, etc” (p. 1). Moreover, survival anal/san take into account an event that may
not happen in the allotted timeframe by continuimgnclude those observations in the
analysis. In cases where the specific event imbsérved are called censored
observations (Ludwig-Mayerhoffer, 2010). For thegose of this study, participants that
did not graduate (the event) within the specifigdrapted credit hours (tim&)ere
consideredight censored In this case, right censored means that thevalimime for this
person is considered to be at least as long aduttagion of the study (e.g., 120 to 200

attempted credit hours) (Despa, 2013).

The time continuum that was set for this study éeplicted graphically, began with
a baseline of zero credit hours attempted in thetener of the x-axis and ended at two-
hundred credit hours attempted to the right orxthgis. For analysis, graduation events
were measured in 10 credit hours attempted intedaihg this continuum. The y-axis
depicted how often a graduation event occurs fatesits among the three independent
groups: Greeks, student athletes, and the gertad®rg population over the period of the
time continuum.

For this study a survival analysis was a partidylaseful tool, as the investigator
was able to determine if certain subgroups gradore ashorter period of timg¢e.g., 120

credit hours attempted versus 180 credit hoursngtied). This may be of particular



58
import as students may not persist beyond a cectanht hour threshold due to

psychological factors such as lack of positivefgicement (e.g., “I'm no closer to my
degree than | was last semester”) which may leaddecreased motivation to persist. In
addition, financial ramifications such as redudedricial aid and/or loss of academic
scholarship due a maximum of hours attempted,duaed or retracted parental financial
support may lead to a monetary inability to persestond a credit hour threshold. By
examining graduation through this construct, thestigator was able to ascertain if
subgroups with access to more academic suppoitesrgraduatéasterby attempting

fewer credit hours towards degree completion.

Cox Regression Analysis

Although there are several ways to analyze subhdata, for the purpose of this
study, Cox regression was used. According to DEaph3),

A popular regression model for the analysis of siaivdata is the Cox proportional

hazards regression model. It allows for testingdfferences in survival times of

two or more groups of interest, while allowing tjust for covariates of interest.

While nonlinear relationships between predictorassumed, the hazard ratio

comparing any two observations is in fact constaset time in the setting where

the predictor variables do not vary over time. sTdsumption is called the

proportional hazards assumption (p. 2).

The Cox regression analysis was selected for thdysas it allowed the
investigator to predict when a specific group dod survive (graduate) within a given
amount of time (credit hours attempted). Thisistiatl test was very useful in

determining whether students with different acdesscademic support services were
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more or less likely to graduate more or less effidy than the other groups. For example,

a lower graduation rate among a certain group resyltin graduation events being more
likely as the number of credit hours attemptedeases (time) as that group will have
“more potential graduates” to have an event inftivgre and therefore, graduate less
efficiently. On the other hand, for groups thatdaigher graduation rates, it may be more
likely to have a decrease in graduation eventi@stimber of credit hours attempted

increases (time) and therefore, graduate moreeftiy.

Interpretation of the Cox regression hazard ratisimilar to that of the rate or odds
ratio. However, the Cox regression also produassielation coefficient®) which also
determines the direction of the result. As wita ddds ratio, a hazard function value of
.001 to .999 means that the variable of interelgtsis likelyto have a graduation event at
that point in time than the reference variable.adue of 1.01 or greater means that the
variable of interest imore likelyto have a graduation event at a point in time than
reference variable. A hazard ratio value of 1.@&ans that there is an equal chance of
both variables having a graduation event at theegamt in time. The value of the
correlation coefficient determines the directiortteég hazard ratio. If the correlation
coefficient is positive it means that graduatioere increase over time. If the correlation
coefficient is negative it means that graduatioents decrease over time (Myers, Well, &

Lorch, 2010).



Cox Regression Analysis Assumptions

Assumptions for carrying out a valid Cox Regressioalysis (Peat, Barton, &
Elliot, 2009, p. 131):

» Each subject is only included once

» Survival prospects remain constant over the st

» Censored observations have the same survival ptssae the non-censored

participants.
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CHAPTER IV.

RESULTS

Based on the increased emphasis on retention, aiaduand implementation of
student support services, the purpose of this sitadyto investigate if academic support
based retention measures have an effect on stgtiddtion and examine if current
academic support models positively influence acad@erformance in those populations
that have access to them.

A dataset of graduation, entry type (first-timesfimmen or new transfers), credit
hours attempted, ACT score, and High School GPAfiedent athletes, Greeks, and the
general student population was created by impodatg through a Computer Printout
Dataset requested by the investigator from the Midénnessee State University Records
Office. It was determined by the investigator taléhough they were eventually organized
into different groups, this dataset included therempopulation of students ages 18-24 at

the institution for the 2001-02 to 2005-06 cohorts.

Descriptive Statistics

Table 1 shows an analysis of the 27,176 studeoits five entering student cohorts
ranging from 2001-2006. Student groups were caisgm as general student body £
25,729), student athletdl & 741), and GreekdN(= 722). The data were further
categorized into whiten(= 22,552) and non-whiten(= 4,484), menn(= 13,252) and
women ( = 13,924), ACT score below 28 € 5, 840) and above 26 € 16,467), and

high school GPA below 2.7% € 5,798) and above 2.76 € 18,348).



Table 1.

Characteristics of Participants that are in the &ut Athlete,
Greek, or General Student Body Population and Acteg\cademic
Support Services (N =27,176)

Characteristic n %
Cohort Year

2001-02 5,315 19.55

2002-03 5,448 20.04

2003-04 5,412 19.91

2004-05 5,507 20.26

2005-06 5,494 20.21
Entry Type

Freshmen 16,104 59.25

Transfer 11,072 40.75
Race

White 22,552 82.98

Non-White 4,484 16.49

Other 140 0.52
Gender

Men 13,252  48.76

Women 13,924 51.24
ACT Score

Below 20 5,840 26.18

Above 20 16,467 73.82
High School GPA

Below 2.75 5,798 24.01

Above 2.75 18,348 75.99
Access to Academic Support Services

Student Athlete: 5 741 2.73

Greek: 3 722 2.66

Student Athlete and Greek: 5 16 0.06

General Student: 1 25,729 94.68
Graduation

Graduated 14,495 53.34

Not Graduated Yet 12,681 46.66
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Table 2 depicts the demographic characteristitReparticipant subgroup as

related to their access to academic support sexrvitbe data indicate that students with
access to five academic support services (studielet@s) have distinctly higher
percentage of entering ACT scores below 20 (48.49%) students with access to three
academic support services (Greeks) (21.78%) amdsts with access to one academic
support service (general student) (25.69%). Stisdeith access to five academic support
services also have a distinctly higher percentdgat@ring high school GPA’s below 2.75
(31.55%) than students with access to three acadsupport services (20.88%) and
students with access to one academic support sg2891%). As the student athlete
group appears to have a higher percentage of daithext scored lower on the widely used
admissions criteria to predict college success (AGd high school GPA), it would appear
that that group would have more difficulty havingpdemic success and graduating than

the other two groups.



Table 2.

Demographic Characteristics of Participants thaean the Student Athlete,

Greek, or General Student Population and Accegscarlemic Support

Services (N =27,176)

Characteristic n

%

Access to Academic Support Services by Race
Student Athlete: 5

White 426

Non-White 309

Other 6
Total 741
Greek: 3

White 574

Non-White 146

Other 2
Total 722
General Student: 1

White 21,557

Non-White 4,040

Other 132
Total 25,729

Access to Academic Support Services by Gender
Student Athlete: 5

Men 506

Women 235
Total 741
Greek: 3

Men 434

Women 288
Total 722
General Student: 1

Men 12,324

Women 13,405

Total 25,729

57.48
41.70

0.008

100.00

79.50
20.22

0.027

100.00

83.78
15.70

0.005

100.00

68.28
31.72
100.00

60.11
39.89
100.00

47.89
52.11
100.0
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Table 2. Continued

Characteristic n %
Access to Academic Support Services by ACT
Score
Student Athlete: 5
Below 20 290 48.49
Above 20 308 51.51
Total 598 100.00
Greek: 3
Below 20 149 21.78
Above 20 535 72.22
Total 684 100.00
General Student: 1
Below 20 5,406 25.69
Above 20 15,634 74.31
Total 21,040 100.00

Access to Academic Support Services By HS GPA
Student Athlete: 5

Below 2.75 200 31.35

Above 2.75 438 68.65
Total 638 100.00
Greek: 3

Below 2.75 147 20.88

Above 2.75 557 79.12
Total 704 100.00
General Student: 1

Below 2.75 5,457 23.91

Above 2.75 17,363 76.09
Total 22,820 100.00

Table 3 depicts the participant graduation perggnéand access to academic
support services for graduation years 2007-201#% graduation percentage holds
constant for cohort years 2001-06 (52.32%-53.34U1)js distinctly different between

men (51.06%) and women (55.51%), white (54.29%)radwhite (51.56%), ACT scores
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below 20 (46.58%) and above 20 (56.45%), high skcB&A below 2.75 (37.56%) and

above 2.75 (58.28), and between students with adods/e academic support services
(60.99%), three academic support services (78.3986) one academic support service

(52.43%).

Table 3.

Characteristics of Participant Graduation Percengagnd Access to
Academic Support Services for Graduation Years 2A®)7

(N =27,176)
Characteristic n %
Cohort Year
2001-02 2,781 52.32
2002-03 2,924 53.67
2003-04 2,908 53.73
2004-05 2,980 5411
2005-06 2,902 52.82
Total 14,495 53.34
Entry Type
Freshmen 8,190 50.86
Transfer 6,305 56.94
Total 14,495 53.34
Race
White 12,243 54.29
Non-White 2,312 51.56
Other 80 57.14

Total 14,495 53.34
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Table 3. Continued

Characteristic n %
Gender
Men 6,766 51.06
Women 7,729 55.51
Total 14,495 53.34
ACT Scores
Below 20 2,720 46.58
Above 20 9,295 56.45
Total 12,015 53.86

High School GPA

Below 2.75 2,178 37.56
Above 2.75 10,693 58.28
Total 12,871 53.30

Access to Academic Support Services

Student Athlete: 5 452 60.99
Greek: 3 566 78.39
Student Athlete and Greek: 5 15 93.75
General Student: 1 13,492 52.43
Total 14,525 53.34

Table 4 depicts the characteristics of the acimeasademic support subgroups and
graduation percentage for the 2007-2012 graduggans. The results indicate that
students with access to three academic suppoitesrrave a higher graduation
percentage on all variables than students withsactmeone or five academic support
services. The results also indicate that studeitksaccess to one academic support
service have a lower graduation percentage achosarables than students with access to

three or five academic support services.



Table 4.

Characteristics of Access to Academic Support 8esvsubgroups, Graduation
Percentage for Graduation Years 2007-13, (N = 28)17

Characteristic n %

Access to Academic Support Services
Student Athlete: 5

White Men 177 68.07
Non-White Men 115 47.52
Other Men 3 75.00
Total 295 58.30
White Women 111 66.86
Non-White Women 45 67.16
Other Women 1 50.00
Total 157 66.80
ACT Below 20 154 53.10
ACT Above 20 205 66.30
Total 359 60.10
HS GPA Below 2.75 96 48.00
HS GPA Above 2.75 292 66.70
Total 388 60.81
Greek: 3
White Men 280 75.47
Non-White Men 52 83.80
Other Men 1 100.00
Total 333 76.70
White Women 158 77.83
Non-White Women 74 88.09

Other Women 1 100.00
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Table 4 Continued

Characteristic

69

n %
Total 233 80.90
ACT Below 20 103 69.10
ACT Above 20 431 80.60
Total 534 78.07
HS GPA Below 2.75 96 65.30
HS GPA Above 2.75 456 81.90
Total 552 78.40
General Student: 1
White Men 5,381 51.04
Non-White Men 736 42.59
Other Men 32 58.18
Total 6,148 49.90
White Women 6,141 55.74
Non-White Women 1,160 50.17
Other Women 42 54.54
Total 7,343 54.80
ACT Below 20 2,467 45.60
ACT Above 20 8,669 55.40
Total 11,136 52.92
HS GPA Below 2.75 1,991 36.51
HS GPA Above 2.75 9,955 57.30
Total 11,946 52.34

Chi-Square and Rate Ratio Analysis

Chi-square and rate ratio analyses were calcutateteasure association and

differences between students with access to fiwregt and one academic support services

and the likelihood of graduation events in eachugroResults of these analyses are

depicted in Table 5. The results indicated thatdistribution of graduation events

between students with access to five academic supgrvices was different than students
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with access to three academic support serviceeaa@cademic support servicehf

square= 17.96,df = 1,p <.001). The results indicated that the distidrubf graduation
events between students with access to three agadepport services was different than
students with access to five academic supportees\and students with access to one
academic support servic€lfi square= 187.089df = 1,p < .001). The results indicated
that the distribution of graduation events betwsteidents with access to one academic
support service was different than students wittess to three and five academic support
services Chi square= 156.78df = 1,p < .001).

As the results indicated there were significaffedences among all three groups in
the distribution of graduation events, rate ratu@se calculated to determine the likelihood
of graduation events among each group. The resudlisated that students with access to
five academic support services are more likelyaeeha graduation event than students
with access to one and three academic supporcesr@R=1.38,Cl = 1.18 to 1.60p <
.001). The results indicated that students witteas to three academic support services
are more likely to have a graduation event thadesits with access to one and five
academic support servicegBR = 3.26,Cl = 2.72 to 3.90). The results indicated that
students with access to one academic support seavgcless likely to have a graduation
event than students with access to three and ¢iadeamic support serviceOR = .488,CI

= 435 to .547p < .001).
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Table 5.

Chi-Squares and Rate Ratios for Access to Acad8upport Services and Graduation Percentage (N 78)
95% Confidence Interval

Characteristic n N % of graduates Odds of
graduated participants graduating  Lower Upper

Access to Academic Support Services
Student Athlete: 5 452 I 60.99 138 118 1.60
Non-Student Athlete: 1/3 (reference)

Greek: 3 566 722 78.39 3.26 2.72 3.90
Non-Greek: 1/5 (reference)

General Student; 1 13,492 25,729 52.43 488 435 547
Student Athlete or Greek: 3/5 (reference)

Total 14,510 27,176 53.39

Note: Chi-Square=17.96If = 1, { <.001) for Student Athletes Compared to Non-Sttdghletes
Chi-Square = 187.089f = 1, p <.001) for Greeks Compared to Non-Greeks

Chi-Square = 156.78lf = 1, {p <.001) for General Students Compared to Non-GéiBtudents

Survival Analysis

Results of the survival analysis life table foressto academic support services
subgroups, graduation frequency, and graduatiorepéage for 120-200 credit hours
attempted are depicted in Table 6. The resultisateld that 86 percent of students with
access to five academic support services (studeletes) had a graduation event prior to
attempting 170 credit hours. 83 percent of stuslarith access to three academic support
services (Greeks) had a graduation event priottéongoting 170 credit hours. 80 percent
of students with access to one academic suppaticegiGeneral students) had a

graduation event prior to attempting 170 creditrsou



Table 6.

Graduation Time Characteristics of Participant Cited
Hours Attempted to Graduate Between 120 and 20diCre
Hours and Access to Academic Support Services, (N
27,176)

Characteristic n %

Credit Hours Attempted to Graduate
Student Athlete: 5

120-129 70 15.48
130-139 92 20.34
140-149 88 19.46
150-159 86 19.26
160-169 51 11.28
170-179 25 5.53
180-189 16 3.53
190-200 24 5.30
Total 452 100.00
Greek: 3
120-129 117 20.67
130-139 111 19.61
140-149 92 16.25
150-159 81 14.31
160-169 67 11.84
170-179 39 6.89
180-189 21 3.71

190-200 38 6.72
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Table 6. Continued

Characteristic n %
Total 566 100.00
General Student: 1
120-129 2,265 16.80
130-139 2,754 20.43
140-149 2,413 17.91
150-159 1,930 14.31
160-169 1,439 10.68
170-179 979 7.26
180-189 617 4.58
190-200 1,083 8.03
Total 13,480 100.00

Figure 1 shows the survival function for graduatés it changes with the number
of credit hours attempted for students with actesse academic support services
(student athletes) and students with access tawa¢hree academic support services
(non-student athletes). As the results indicatxels very little difference between the
two groups until 150 credit hours attempted whendirvival function for student athletes
drops from .50 to .30 and only drops from .50 f@r non-student athletes. Moreover,
from 170 credit hours attempted the survival fumctilrops from .30 to .10 for student

athletes and only drops from .35 to .25 for nordstu athletes.
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Survival Function
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Figure 1. Cumulative survival of graduation eveaisl credit hours attempted between
student athletes and non-student athletes

Figure 2 shows the survival function for graduatas it changes with the number of
credit hours attempted for students with accesrae academic support services (Greeks)
and students with access to one and five acadarpjoost services (non-Greeks). As the
results indicate, there is a difference betweenltegroups from 120 to 130 credit hours
attempted when the survival function for Greekspdrisom 1.0 to .80 and only drops from
1.0 to approximately to .85 for non-Greeks. HowevWee groups are constant until 175
hours when the survival for Greeks drops from apipnately .30 to .18 and only drops from

.35 to .25 for non-Greeks
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Survival Function
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Figure 2. Cumulative survival of graduation eveaisl credit hours attempted between
Greek students and non-Greek students

Figure 3 shows the survival function for graduatisrit changes with the number of
credit hours attempted for students with accessnt® academic support service (general
student) and students with access to three oraftaglemic support services. As the results
indicate there is a difference between the two gsdtom 160 to 170 credit hours attempted
when the survival function for student athletes @ndeks drops from approximately .48 to

3.0 and only drops from approximately .50 to 3.8general students.
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Survival Function
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Figure 3. Cumulative survival of graduation eveaisl credit hours attempted between
general students and student athletes and Greaérdgsu

Cox Regression Analysis

As the data generated by the life table give a iggrapproximation of graduation
events comparing students with different accesadademic support services over an
attempted credit hour timeframe, results from tlox @&gression models produce an odds
ratio that identifies the likelihood of the gradoat event occurring and if the event will
increase or decrease over time. Table 7 depiesCibx regression interaction model
predicting time of graduation and access to fivadamic support services. The model
produced a significant main effect for student etinland significant interactions between

gender and access to five academic support serviaes and access to five academic
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support services, and high school GPA and accessaidemic support services. ACT score

was not found to be a significant predictor of grattbn events over time for student with
access to five academic support servigelsi square =380.47,df = 5, p < .001,-2 log

likelihood= 221334.580).

Table 7.

Cox Regression Analysis Predicting Time of Gradum#ind Access to Five Academic Support Serviceg{N)
95% Confidence Interval

Variable B SE  Oddsratio Lower Upper  Waltistic p
Main Effects:
Student Athletes: 5 -182  .067 834 731 951 7.28 .007

Non Student Athletes: 1-3 (reference)

Interactions:
Student Athlete: 5*Race 163 .044 117  1.07 1.28 13.60 <.001
Student Athlete: 5*Gender -.038 .009 963  .946 981 16.90 <.001
Student Athlete: 5*HS GPA -359 .024 699  .666 733 215.29 <.001

Note: Model Chi-Square =380.4df =5, {p <.001); -2 Log Likelihood = 221334.580

To control for the first significant interactiorgace and access to five academic
support services, the investigator split the fiderace and performed another Cox
regression for each category of race. The reauttshown in Table 8 and indicated that
when controlling for race, white students with act five academic support services are
more likely to have a decrease in graduation eudats white students with access to one
and three academic support services as the nurhbdempted credit hours increaseR

=1.20,Cl = 1.07 to 1.35p = .002).
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Table 8.

Cox Regression Analysis Predicting Time of Graduagind Access to Five Academic Support Services
Among White and Non-White Students (N =741)

95% Confidence Interval

Variable B SE  Odds ratio Lower Upper  Waletistic  p

Main Effects:
Non Student Athletes: 1-3 (reference)

White Student Athletes; 5 -188 .06 1.20 1.07 1.35 9.94 .002
Non-White Student Athletes: 5 -137 .08 114 976 1.34 2.79 .095

Note: Model Chi-Square = 9.978f = 1,  =.002); -2 Log Likelihood =209662.241 for Whitei8ents
Model Chi-Square =2.794ff = 1, (p =.095); -2 Log Likelihood =29989.863 for Non-WhiGtudents

To control for the second significant interactigender and access to five
academic support services, the investigator $@ifite for gender and performed another
Cox regression for each category of gender. Thelteeare shown in Table 9 and
indicated that when controlling for gender, womethvaccess to five academic support
services are more likely to have a decrease inugtaxh events than women with access to
one and three academic support services as theanwhbattempted credit hours increase

(OR=1.34,Cl = 1.15 to 1.57p < .001).



Table 9.

Cox Regression Analysis Predicting Time of Graduagind Access to Five Academic Support Services
Among Men and Women (N =741)

79

95% Confidence Interval

Variable B SE  Odds ratio Lower Upper  Waletistic  p
Main Effects:
Non Student Athletes: 1-3 (reference)
Male Student Athletes: 5 -048 .06 105 934 1.18 .650 420
Female Student Athletes: 5 -298 .08 134 115 157 13.65 <.001

Note: Model Chi-Square =.658f = 1, {p = .423); -2 Log Likelihood =108182.306 for Men
Model Chi-Square =13.76@f = 1, (p <.001); -2 Log Likelihood =125238.614 for Women

To control for the third significant interactionigh school GPA and access to five

academic support services, the investigator $pifiite for high school GPA and

performed another Cox regression for each categfamgh school GPA. The results are

shown in Table 10 and indicated that when contrglfor high school GPA, students with

a high school GPA above 2.75 and access to fivéesio support services are less likely

to have a decrease in graduation events than stuaih a high school GPA above 2.75

and with access to one and three academic suppwitas as the number of attempted

credit hours increas®©R = .812,Cl =.723 to .912p < .001).
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Table 10.

Cox Regression Analysis Predicting Time of Graduediod Access to Five Academic Support Services
and High School GPA (N =741)

95% Confidence Interval

Variable B SE  Odds ratio Lower Upper  Waldistat p

Main Effects:
Non Student Athletes: 1-3 (reference)

HS GPA Below 2.75 Student Athletes: 5 -076  .104 927 775 1.13 525 469
HS GPA Above 2.75 Student Athletes: 5 -208  .059 812 723 912 12.26 <001

Note: Model Chi-Square = .528f = 1, {p = .469); -2 Log Likelihood =29986.887 for HS GPA 8&12.75
Model Chi-Square = 12.3@f = 1, p <.001); -2 Log Likelihood =179953.555 for HS GPA Ab@&5

As the results of the Cox regression model for joted) time of graduation and
access to five academic support services indiedten controlling for race, gender, and
ACT score, students with access to five acadenppau services are more likely to have
a decrease in graduation events than studentsaadtss to one and three academic
support services as the number of attempted dnedits increase. Therefore, students
with access to five academic support services gitedmore efficiently than students with
access to one and five academic support services.

In addition to producing a hazard ratio and cotretacoefficient, the Cox
regression model also graphically depicts the iffee in the graduation event hazard
function between the reference group and grouptefeést over the time of attempted
credit hours. These results are shown in Figuaedlindicate that the hazard function
increases for students with access to five acadsuapport services at approximately 160
hours from approximately .10 to .25, while studemith access to one and three academic

support services reach .25 at approximately 200itcheurs attempted.
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Hazard Function for patterns 1 -2
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Figure 4. Cumulative hazard of graduation eventsaadit hours attempted between
student athletes and non-student athletes

Table 11 depicts the Cox regression interactionehprkedicting time of graduation
and access to three academic support servicesndtlel produced significant main effects,
Greeks and high school GPA and graduation events,irgteractions between race and
access to three academic support services, aneigand access to three academic support
services. ACT score was not found to be a sigmfigaedictor of graduation events over
time for students with access to three academip@tgervicesChi square =386.43,df =

5,p < .001,-2 log likelihood= 221742.027).
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Table 11.

Cox Regression Analysis Predicting Time of Graduegind Access to Three Academic Support Service3ZR)
95% Confidence Interval

Variable B SE  Odds ratio Lower Upper  Walatistc p
Main Effects:
Greeks: 3 -172 061 842 746 949 7.99 .005

Non Greeks: 1/5 (reference)

HS GPA -361 024 697 665 731 22650 <001
Below 2.75 (reference)

Interactions:
Greeks: 3*Race 154 044 116 107 1.27 12.43 <.001
Greeks: 3*Gender -035  .009 966  .949 983 14.35 <001

Note: Model Chi-Square =386.48f = 5 (o <.001); -2 Log Likelihood = 221742.027

To control for the first significant interactioraae and access to three academic
support services, the investigator split the fiderace and performed another Cox
regression for each category of race. The reavdtshown in Table 12 and indicated that
when controlling for race, white students with &t three academic support services
are less likely to have a decrease in graduatientsvhan white students with access to
one and five academic support services as the nuohlaétempted credit hours increase
(OR=.885,Cl =.804 to .937p = .012). The results also indicated that non-gvkitidents
with access to three academic support servicelessdikely to have a decrease in
graduation events than white students with acaessé and five academic support
services as the number of attempted credit hogrease QR =.814,Cl = .679 to .974p =

.025).



Table 12.

Cox Regression Analysis Predicting Time of Graduséind Access to Three Academic Support Services
Among White and Non-White Students (N =722)

83

95% Confidence Interval

Variable B SE  Oddsratio Lower Upper  Waldtistic p
Main Effects:
Non Greeks: 1/5 (reference)
White Greeks: 3 -123  .049 885 .804 937 6.35 012
Non-White Greeks: 3 -206  .092 814 679 974 5.04 .025

Note: Model Chi-Square = 6.3@lf = 1, {p =.012); -2 Log Likelihood =209665.498 for Whittu8ents
Model Chi-Square =5.08lf = 1,  =.024); -2 Log Likelihood =29987.793 for Non-Whibtudents

To control for the second significant interactigender and access to three

academic support services, the investigator dpifite for gender and performed another

Cox regression for each category of gender. Toeltieare shown in Table 13 and

indicated that when controlling for gender, womathvaccess to three academic support

services are less likely to have a decrease irugtazh events than women with access to

one and three academic support services as theanwhbattempted credit hours increase

(OR=.801,Cl = .703 to .913p < .001).
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Table 13.

Cox Regression Analysis Predicting Time of Graduaéind Access to Three Academic Support Services
Among Men and Women (N =722)

95% Confidence Interval

Variable B SE  Oddsratio Lower Upper  Walatistic p

Main Effects:
Non Greeks: 1/5 (reference)

Male Greeks: 3 -082  .056 921 825 1.02 2.15 142
Female Greeks: 3 -222 067 801  .703 913 11.07 <.001

Note: Model Chi-Square = 2.58f = 1, {p =.142); -2 Log Likelihood =108180.947 for Men
Model Chi-Square =11.18f = 1, o =.001); -2 Log Likelihood =125251.058 for Women

As the results of the Cox regression model for joted) time of graduation and
access to three academic support services indiwht controlling for all other variables,
students with access to three academic suppoitesrare less likely to have a decrease in
graduation events than students with access t@addéive academic support services as
the number of attempted credit hours increase.réfbee, students with access to three
academic support services graduate moderatelefBsently than students with access to
one and five academic support services.

In addition to producing a hazard ratio and cotretacoefficient, the Cox
regression model also graphically depicts the iffee in the graduation event hazard
function between the reference group and grouptefeést over the time of attempted
credit hours. These results are shown in Figuardindicate that the hazard function
doesn’t deviate significantly for students with @ss to three academic support services
from students with access to one and five acadsupport services until approximately

200 credit hours attempted and then only from ayprately .28 to .26. The largest
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significant increase in the hazard function oc@ir860 credit hours attempted where the

difference is approximately .60 to .50.

Hazard Function for patterns 1 -2
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Figure 5. Cumulative hazard of graduation eventsaadit hours attempted between
Greek students and non-Greek students

Table 14 depicts the Cox regression interactionehpredicting time of graduation
and access to one academic support service. THelrmpmduced significant main effects
for general students, race, and high school GPAaasignificant interaction between gender
and access to one academic support service. AQE seas not found to be a significant
predictor of graduation events over time for studeith access to one academic support

service Chi square =406.106df=5,p <.001,-2 log likelihood= 221742.027).
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Table 14.

Cox Regression Analysis Predicting Time of Graduaéind Access to One Academic Support Service §\729)
95% Confidence Interval

Variable B SE  Odds ratio Lower Upper  Waldistic p
Main Effects:
General Students: 1 175 .035 1.19 1.11 1.27 24.82 <.001

Non General Students: 3-5 (reference)

Race 155 .043 116 107 712 13.06 <.001
White (reference)

HS GPA -373  .024 689  .658 722 247.75 <.001
Below 2.50 (reference)
Interactions:

General Students: 1*Gender -134 .034 874 818 934 15.69 <.001
Note: Model Chi-Square =406.108f = 5, ( <.001); -2 Log Likelihood: 221742.027

To control for the significant interaction, gen@erd access to one academic
support service, the investigator split the file gender and performed another Cox
regression for each category of gender. The eautt shown in Table 15 and indicated
that when controlling for gender, female students access to three academic support
services are more likely to have an increase idugaon events than female students with
access to three and five academic support seragdse number of attempted credit hours

increase@QR=1.29,Cl =1.17 to 1.43p < .001).
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Table 15.

Cox Regression Analysis Predicting Time of Graduaéind Access to One Academic Support Service
Among Men and Women (N =25,729)

95% Confidence Interval

Variable B SE  Oddsratio Lower Upper  Waltistic  p

Main Effects:
Non General Students: 3/5 (reference)

Male General Students: 1 067 042 1.06 .984 1.16 247 116
Female General Students: 1 260  .052 129 117 1.43 24.81 <001

Note: Model Chi-Square =2.48f = 1, p =.115); -2 Log Likelihood = 108182.947 for Men
Model Chi-Square =24.95f = 1, {p <.001); -2 Log Likelihood =125251.058 for Women

As the results of the Cox regression model for joted) time of graduation and
access to one academic support service indicatn wbntrolling for all other variables,
students with access to one academic support ssrai@ more likely to have an increase
in graduation events than students with accedwé® tand five academic support services
as the number of attempted credit hours incredberefore, students with access to one
academic support services graduate less efficitéimélly students with access to three and
five academic support services.

In addition to producing a hazard ratio and cotretacoefficient, the Cox
regression model also graphically depicts the iffee in the graduation event hazard
function between the reference group and grouptefeést over the time of attempted
credit hours. These results are shown in Figuaredindicate that the hazard function
deviates significantly for students with accesthtee and five academic support services

and students with access to one academic suppuitesat approximately 160 to 200
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credit hours attempted. For students with accetizrée and five academic support

services, the hazard function increases from .18Galuring this time frame. The hazard
function for students with access to one acadeoppart services only increases from .10

to approximately .22 during the same time frame.

Hazard Function for patterns 1 -2
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Figure 6. Cumulative hazard of graduation eventsaadit hours attempted between
general students and student athletes and Greeks
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CHAPTERV.

DISCUSSION

Resear ch Question |.

What effect does the amount of access to acaderppmost services have on the

likelihood of student graduation?

From the conclusions referenced in the resultsseof this dissertation, the
investigator was able to answer the first resequastion and accept the first research
hypothesis. As the results of the Chi-square amabnd rate ratio analysis indicated,
students with access to three and five academjoostipervices had a significantly higher
graduation rate and were more likely to have agmtdn event than students with access
to one academic support service. The one caveaickpting the research hypothesis was
that the investigator was able to accept: studeittsaccess tonoreacademic support
services were more likely to graduate, as bothggauth access to more academic
support services had higher graduation rates thegroup with access to the fewest
academic support services. However, the investigatuld not accept: students with
access to themostacademic support services were more likely toggssl as students with
access to three academic support services hadhartggaduation rate and were more
likely to have a graduation event than studenth aticess to five academic support
services.

The underlying causes for the discrepancy betwketests with access to three
academic support services and students with atods® academic support services may

largely be due to a difference in demographicsaatlemic preparedness prior to college
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entry. For example, when making an inference betweedictive college success metrics

such as ACT score and high school GPA and sucoesslege, the results in Table 2
indicate that students with access to three academpport services (Greeks) scored
significantly higher on both ACT score and high@ahGPA than students with access to
five academic support services (student athlet€sg results also indicated that students
with access to three academic support services Isgghificantly higher number of white
and female students than students with accesga@fiademic support services. By
percentage nationally, women (60%) and white stted@®%) graduate at a higher rate
than men (54%) and non-white students (43%) (Nati@enter for Educational Statistics,
2014).

Based on the demographic and college success eeatcateria, the student athlete
population may be more likely to come from a loweonomic area, have a lesser funded
public education, and/or be a first generation etidhan the Greek or general student
population (Lapchick, 2011; Branch, 2011). Morepsoria (2013) found that Greek
students were more likely to come from multi-getieral college graduate households,
the upper middle and upper-class, and from wealliaekgrounds overall than non-Greek
students. Astin (1993) and Stuber (2011) haveddbat students from multi-generational
college graduate households and wealthy backgroamedshore likely to persist, succeed,
and graduate than first-generation or low-incoméege students.

Although there may be underlying non-academic facés to why these two
groups differed in graduation rate, the resultsciag a significant relationship between
access to more academic services and an increesguiagjon rate, as opposed to access to

fewer academic support services and a lower gramugdte for the general student
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population. Therefore, the results of this studyfcmed that students with less predicted

college academic success (student athletes) gestlagt higher rate than students with
more predicted academic success (general studpuotgtion) as a result of access to more
academic support services, under the assumptiohoila groups had equal access to other
non-academic support related student services.eder, the results of this study
confirmed that students with the highest predietealdemic success (Greeks) graduated at
the higher rate than students with slightly lowerdicted academic success (general
student population) as a result of being more avawdly prepared for college, increased
social integration, and access to more academyostipervices, under the assumption that

both groups had equal access to other non-acadeipport services.

Resear ch Question I1.

What effect does the amount of access to acadeuppmost services have on the
efficiency of student graduation as determinedregit hours attempted for degree

completion.

From the conclusions referenced in the results®eof this dissertation, the
investigator was able to answer the second reseestion and accept the second
research hypothesis. As the results of the suravalyses and Cox regression analyses
indicated, students with access to five acadenppai services were more likely to have
a decrease in graduation events than studentsaactss to one and three academic
support services as the number of credit hourgeasa over time. Therefore, students with
access to five academic support services graduate efficiently than students with

access to one and three academic support servitesresults also indicated that students
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with access to three academic support services lagsdikely to have a decrease in

graduation events than students with access t@aodéive academic support services.
Therefore, they graduated less efficiently thansihd athletes in particular. Lastly, the
results indicated that students with access tcagademic service were more likely to
have an increase in graduation events than studathtsiccess to three and five academic
support services. Therefore, they graduate |d&sesitly than student athletes and
Greeks.

As mentioned previously, there may be severalamademic factors that influence
why student athletes graduate more efficiently tGageks and the general student
population. Student athletes may be required tkenf@ster degree progress in order to
meet NCAA continuing eligibility requirements or ynbe more goal oriented and
aggressive in their pursuit of graduation (Loughgaltzel, 2010), However, the
literature indicates that students who complete thegree in a timely fashion are more
likely to graduate and persist than students wke kanger to complete their degrees
(Shulock & Koester, 2014; The Institute for Highstucation Leadership and Policy 2009;
Ramist, 1981; Pantages & Creedon, 1978). Thergioeeacademic support services that
are available to assist students in meeting thigibdity and degree requirements may
have a direct effect on graduation success dugetotreased efficiency of requirement
completion. On the other hand, Greeks may inteatly persist longer due to their bond
with the social network Greek life provides (Astir993; Pascarella & Terenzini, 2005), or
have more financial resources to double majoruaysabroad than the other groups

(Soria, 2012).
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However, for the purpose of this study, the assionpvas that all groups had

equal access to non-academic support serviceharefdre, it was determined that access
to academic support services for the primary déffdiatingacademidactor between all
three groups that were examined. Therefore, thdteeof this study demonstrate strong
support for future research investigating integtateademic support models for increased
academic performance and graduation among undergiedtudents. Moreover, the
results of this study also provide compelling enickefor colleges and universities to
include an integrated academic support servicesehaspart of their academic

performance and retention initiatives.

Conclusions and Recommendations

Based on the increased emphasis on retention, @aiaduand implementation of
student support services, the purpose of this sitatdyto investigate if academic support
based retention measures had an effect on studshiagion and to examine if current
academic support models positively influence acad@erformance in those populations
that have access to them. As mentioned in thewewof literature, much of the research in
student persistence and retention indicates engagfeshthe student to the university and
the institution’s ability to provide engagement ogpnities correlate strongly with the
student’s success and persistence. As such,sbksef this study allowed the
investigator to compare Tinto’s (1975) model ofiattin and persistence, which is based
upon the assumption that social and institution@gration is the most effective predictor
for persistence and academic success (Tinto, 2@8d)a number of other models which

assume that academic integration alone as theeffestive predictor of persistence and
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academic success (DeBard, 1987; Penn-Edwards &iBamr2011; Pascarella &

Terenzini, 1991; Troiano, Liefeld, & Trachtenbe?@,10; Ryan, 2004).

The results of this study lend themselves to supmpboth models depending on
the population of students. First, they appealign themselves more with Tinto’s model
of attrition and persistence as a more effectiwglgtor of increased academic
performance in Greek students as they were madyltk graduate, had the highest social
interaction, and had access to the second mostrambacademic support services.
Therefore, the investigator concluded that for@meek population the combination of
high social interaction and moderate academicactam is a salient method for academic
success and persistence in this population of stade

Secondly, students with access to five academip@tigervices (student athletes)
were also more likely to graduate than the gersttalent population and graduated more
efficiently than Greek students and students irgtreeral population.

As the literature indicates, student athletes Isayeificantly lower integration socially or
with the institution than students with accesshte¢ academic support services (Greeks)
and students with access to one academic suppuiteségeneral population) (Jolly, 2008;
Parham, 1993; Chartrand & Lent, 1987; Debolt, Marc& Kennedy, 2011). Moreover,
student athletes had significantly lower predictaeademic success metrics than Greeks
and the general student body. Therefore, the irgagst concluded that increased
academic integration had more of a significantaféa increased academic performance
and graduation events than social or institutiamigration for this population.

Lastly, as the general student population was tbegleast likely to have a

graduation event and graduated less efficiently tha other groups, they also had
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moderate social and institutional integration ama &cademic integration. Therefore, the

investigator concluded that the lack of acadentiegration and to a lesser degree,
institutional and social integration, directly cobtited to a decrease in academic

performance and graduation events among studetfigsipopulation.

Future Research Applications

Although the results of this study were significantd compelling, they should also
be viewed with caution. As the design of the stwadig quasi-experimental, these results
cannot prove causation. However, the primary noéribis study and the corresponding
results, lies in the novel methodological appro@iien to examine traditional
undergraduate student academic performance, retemind graduation rates. Traditional
methods of examining these data have often incladgthple proportion of graduated or
retained, divided by the number of students inpygulation. This method lends itself to a
two-dimensional percentage that doesn't truly tiake account the actual time (other than
6 years) it takes a student to matriculate thrahegir program of study, and countless
other confounding variables that may predict sttdencess or failure. Therefore, the
results of this study indicate that applying thisque methodology to examining student
graduation, lends itself to providing a three-disienal view of student success or failure.

While several control variables were introducedrmiydata analysis, there may
also be several other variables (e.g., type ofekegwarded) that may be introduced to
provide more (or less) compelling evidence for iempénting an integrated academic
support program to increase student success. diti@d other student groups,

organizations, or subpopulations such as vetenaahdiigt-generation student programs
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(Student Success Services) may also be examinest tind construct to determine the

efficacy of the resources provided for them.

As the investigator was able to successfully esthibhat access to academic
support services is significant predictor of acamgperformance and graduation rates in
this study, future research to examine the utilirabdf these academic support services is
recommended in order to determine if: 1) they amiyk effectively when used together,
2) one type of service is more predictive of acadesuccess than another, or 3) utilization
of any and all services is, or is not, predictitf@oademic success as measured by
graduation. Future methodology for this researely mclude additional survival analysis
studies to determine if the likelihood of graduatedficiency changes when examining
utilization rather than access as well as othetrobmariables and subpopulations as
mentioned previously. In addition, an analysishaf five types of academic support
services and student utilization would be recomradrtd determine if the types of
academic support services and their utilizatiorrel&ed and which are more associated

with academic success.

Future Practical Applications

The primary limitation for this study was the datare only collected from one
institution and therefore, generalizability to atpeer institutions may prove difficult.
However, the investigator was able to locate the-fidass graduation rates (2009-13) for
student athletes and the general student populatitre five other Tennessee Board of
Regents (TBR) institutions from a public databd¢€AA, 2015). The investigator was
able to compare the graduation percentages betthiesa two groups at the peer

institutions to determine if it was similar or difed from the population examined in this
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study. Results indicated that the graduation peage between student athletes and the

general student population was similar betweenfalte peer institutions and the
population at Middle Tennessee State University.

At Austin Peay State University, the graduationcpatage for student athletes
(58%) was greater than the general student popul&84%). At the University of
Memphis, the graduation percentage for studenthl(57%) was greater than the
general student population (38%). At Tennesse@dmogical University, the graduation
percentage for student athletes (62%) was grdaderthe general student population
(51%). At Tennessee State University, the gradogiercentage for student athletes
(48%) was greater than the general student populéB5%). Lastly, at East Tennessee
State University the graduation percentage forestudthletes (53%) was greater than the
general student population (42%). Moreover, Gitaklents at Tennessee Technological
University, a peer TBR institution, were reportecdgtaduate at a higher percentage (68%)
than student athletes (62%), and the general styagulation (51%) for the 2013-2014
graduation year (Tennessee Technological Univeraig4), so it would appear that the
results from the Greek population at MTSU may beegalizable to other peer TBR
institutions as well.

In addition to sharing the same governance und&, TBese peer institutions are
also all NCAA membership institutions and therefoeguired to provide academic
support services to their student athletes peNtbAA manual (NCAA, 2014). As the
results of this study and peer group comparisotisate, perhaps the same NCAA
mandated academic support at each institution lsashad a positive effect on increasing

student academic performance, graduation rategeadtiation efficiency, especially in at-
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risk groups such as first generation college sttgjéow-income households, and even

groups with low social interaction at TBR instituis in the state of Tennessee.

To a large extent, these results are of partigoigort for students in the general
population. For Tennessee residents, studentdbmaligible for the Tennessee Lottery
Hope Scholarship which will pay a student’s tuitfontheir entire undergraduate degree.
The caveat to this scholarship, however, is they thust maintain continuous full-time
enrollment each semester, maintain a cumulative GIPA75 up to 48 hours, a 3.0 for 49
hours and beyond, and graduate within five yesdtereover, the scholarship will only pay
for 120 attempted credit hours even if studentstrakef the above criteria (Middle
Tennessee State University, 2015). Thereforeudents in the general population in
particular are not graduating efficiently, they nret persist beyond this limit due to an
increased financial burden. As the results of shisly indicate, students that have access
to more academic support services are more likeggraduate more efficiently and
therefore, closer to the 120 credit hour threshold.

As mentioned previously, results of this study aade that students with more
academic support are more likely to graduate ansbdmore efficiently. Therefore, future
practical applications of this research shouldudelsome of the findings from research
studies by Shulock and Koester (2014), Crisp antz ©2009), Kersaint et al (2011), and
The Institute for Higher Education Leadership aontidy (2009) where 1) Intrusive
advising not only is a strong predictor for timevéods degree and graduation success, but
also has a large impact on the target audiencéc@jemic advisors with access to
updated student progress and course informatiomare likely to advise students more

effectively towards academic success and graduaBpistudents that used tutorial and
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other academic support services were more likehetenrolled continuously and have

fewer dropped or failed courses. 4) Peer mentaimjacademic integration are directly
related to increased academic performance andasedegraduation rates.

In addition to the previously mentioned academjapsutt services, guided study
hall and mandatory participation in academic supgervices were also examined in this
study and may have a significant effect on studeatiemic success, especially in an at-
risk population. However, implementation of thesevices may prove to be more difficult
for a large population due to logistic and/or fino@h constraints. Nevertheless, some
practical and cost-effective strategies for a satad guided study hall may include:
supplemental instruction and integrated classrahrtiques such as Problem-Based
Learning (PBL) where faculty and/or graduate aasistare available to guide students
through the coursework in a strategic and organmadner.

Mandatory participation in academic support sewitay be even more difficult
for college and university administrators to imp&rhfor general students as they do not
have the same extrinsic rewards or punishmentsadaias athletics or Greek life
administrators do (e.g., control over playing tirseholarships, group membership,
participation in social activities). However, linlg participation in academic support
services to course grading (e.g., must attend tharibg sessions per week to earn full
participation credit for the course) may have atpaseffect on student utilization of
academic support services and eventually lead ltontery participation (i.e., self-
regulation) in the future.

As legislation such as the Compete College of Tesee Act begins to hold

institutions of higher education accountable f@a #tademic success of their students as
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measured by retention and graduation rates, coladauniversities must make a

significant paradigm shift from a reactive to agtive approach to student academic
support and success. As illustrated in this stddg, to strong legislation and reform,
athletic and Greek life departments were forcechéde a similar shift in philosophy and
strategy over ten years ago, and the results dernatmshat their efforts have produced a
positive outcome with regards to student successeasured by graduation. Therefore, it
is the primary recommendation of the investigatat university administrators consider
an integrated student academic support programeatheraforementioned services are
made availabléo the entire student populatioflthough the results of this study could
not prove causation, there may be enough compedirmdgence to encourage institutions of
higher education to examine this paradigm moreetyoshen designing academic success
and retention plans to increase academic sucasstion, and graduation rates among

their entire undergraduate student population.
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