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Abstract of Thesis Presented to the Graduate School 
of the University of Florida in Partial Fulfillment of the 

Requirements for the Degree of Master of Science 

LEVELS OF STUDENT DEVELOPMENT IN THE COLLEGE OF AGRICULTURAL AND 
LIFE SCIENCES AT THE UNIVERSITY OF FLORIDA  

By 

Brian Joseph Estevez 

August 2007 
 
Chair:  Edward Osborne 
Major:  Agricultural Education and Communication 

The purpose of this study was to examine student development of undergraduates in the 

College of Agricultural and Life Science at the University of Florida.  This study was 

administered to undergraduates in three purposely selected classes; AEE 2014-Economics and 

you, AEE-Principles of agribusiness, and FOS 3042-Introduction to food science. 

The sample consisted of 451 undergraduates enrolled in the purposely selected classes in 

the College of Agricultural and Life Science at the University of Florida.  The participants 

completed form 2.99 of the Student Developmental Task and Lifestyle Assessment.  Form 2.99 

measured undergraduates on the establishing and clarifying purpose task.  The dependent 

variables in this study were the educational involvement, career planning, lifestyle planning, and 

cultural participation subtasks.  The independent variables were gender, ethnicity, international 

student classification, current residence, employment, current number of credit hours, leadership 

positions held, academic standing, number of semesters attended college, and involvement in 

extracurricular activities. 

Participants in this study reported student development scores that were very similar to the 

national normative sample as measured by the Student Developmental Task and Lifestyle 

Assessment.  Participants also reported they were familiar with jobs in their career area, had 
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some experience in their career area, had clear priorities for establishing a family, were involved 

in lifestyle planning activities, had become more culturally sophisticated in college, and took the 

initiative to set up conferences with an academic advisor.  However, participants had not formed 

a personal relationship with faculty members, made a firm decision about an academic major, or 

joined a student organization related to their career area. 
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CHAPTER 1 
INTRODUCTION 

Introduction  

Two fundamental beliefs of education are that people can change and that educators and 

educational environments can affect change (Winston, Miller, & Cooper, 1987).  Observations of 

college students from entry through graduation confirm that students do change as a direct result 

of the higher education experience (Astin, 1977; Feldman & Newcomb, 1969; Pace, 1979).  The 

main purpose of higher education should be to encourage intentional psychosocial 

developmental changes in students (Chickering, 1981).   

There is considerably more to higher education than academic and intellectual learning 

alone (Hazen Foundation, 1968).  Students’ interactions with teachers; encounters with college 

leaders; involvement in friendship groups; acquisition of values from the student culture; and 

exposure to climates of flexibility or rigidity that permeate the college environments, as well as 

the colleges’ operative educational goals, all have an immense impact on the evolution of 

students’ self and world views, on their confidence and altruism, and on their achievement of 

personal identity and mature intimacy.  By the very fact that colleges intend to inform students’ 

minds, these institutions become intimately involved in the development of the whole person, of 

which intellectual faculties are but a part (Hazen Foundation, 1968; Pascarella & Terenzini, 

1991). 

Just as there are intellectual knowledge to be gained and academic skills to be acquired in 

college, there is also knowledge about oneself to be learned and interpersonal skills to be 

developed (Astin, 1993).  Likewise, just as academic competence can be taught and learned, so 

can personal assessment, goal setting, interpersonal skills, and other important life skills (Gazda, 

Childers, & Brooks, 1987; Miller & Price, 1976).  Sanford (1965) noted, “How a student turns 
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out at the end of his (or her) college experience-depends both on what he (or she) was like at the 

time of admission and upon the influences of college” (p. 42). 

As Chickering (1981) noted, every college and university in the country (whether public or 

private, 2-year or 4-year) is in the business of shaping human lives, lives that reflect much more 

than academic learning.  The key issue is not so much whether the higher education experience 

promotes growth and development beyond the intellectual domain alone, for there is consensus 

that it does, but rather what forms that development takes and how it can be identified and 

assessed.  The effects of college on student growth and development are determined by the 

characteristics of the individual student and the influence of his or her academic program, extent 

of involvement with university-sponsored services, and the impact of student-faculty interactions 

(Astin, 1977, 1993; Bauer, 1995).  “The overarching educational purpose of our colleges and 

universities should be to encourage and enable intentional developmental change in students” 

(Chickering & Havinghurst, 1982, p. 2).  

According to data taken from Cooperative Institutional Research Program (Sax, Astin, 

Korn, & Mahoney, 2000), based on more than 260,000 first time freshmen from more than 400 

colleges and universities nationwide, 72% of the students reported that one of the primary 

reasons they decided to attend college was to get a better job.  This describes why 64% of the 

2003 high school graduating class went directly to college (Education facts at a glance, 2006).  

Individuals who obtain a college degree are more likely to earn higher annual incomes than 

individuals who obtain a high school diploma (National Center for Education Statistics, 2001).   

Chickering (1969) maintained that the increasing complexity of the world society has 

created a new developmental period.  The developmental age spanning the years from 18 to 25 

must be studied separately from other developmental stages because the tasks of the period are 
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related to, but substantially different from, those of both adolescence and adulthood.  Calling this 

developmental stage “the young adult,” Chickering (1969, p. 8) postulated seven major 

developmental tasks that he called developmental vectors.  In a revision of Education and 

Identity (Chickering & Reisser, 1993, p. 43), the authors downplayed the young adult emphasis.  

They then proposed a comparable set of developmental vectors in a slightly different order and 

with slightly different emphases.  The latter set of vectors follows. 

Developing Competence 

Competence involves the development of intellectual competence, physical and manual 

skills, and social and interpersonal competence.  It reflects a sense of confidence defined as “the 

confidence that one can cope with what comes and achieve goals successfully” (Chickering & 

Reisser, 1993, p. 53; Winston, Miller, & Cooper, 1999). 

 Managing Emotions 

The student’s first task along this vector is to become aware of feelings and to 

acknowledge and trust them to recognize that they provide information relevant to contemplated 

behavior or to decisions about future plans.  As a larger range of feelings is fully expressed, new 

and more useful patterns of expression and control can be achieved (Winston, Miller, & Cooper, 

1999). 

Moving through Autonomy toward Interdependence 

Mature independence requires both emotional and instrumental independence and the 

recognition of one’s interdependencies.  To be emotionally independent is to be free of continual 

and pressing needs for reassurance, affection, or approval.  Instrumental independence has two 

components: the ability to carry on activities and to cope with problems without seeking help, 

and the ability to be mobile in relation to one’s needs.  Interdependency is recognizing that 

loving and being loved are complementary, or that one cannot receive benefits of a social 
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structure without contributing to it.  “Developing autonomy culminates in the recognition that 

one cannot operate in a vacuum and that greater autonomy enables healthier forms of 

interdependence” (Chickering & Reisser, 1993, p. 47; Winston, Miller, & Cooper, 1999). 

Developing Mature Interpersonal Relationships 

  Relationships should shift toward greater trust, independence, and individuality and 

become less anxious, defensive, and burdened by inappropriate past reactions.  Mature 

relationships are more friendly, spontaneous, warm, and respectful.  Maturity is reflective of 

“long-lasting relationships that endure through crises, distance, and separation” (Chickering & 

Reisser, 1993, p. 48).  Developing greater tolerance for differences is a significant aspect of this 

task (Winston, Miller, & Cooper, 1999). 

Establishing Identity 

  Identity is an advanced vector that reflects confidence in one’s ability to maintain inner 

sameness and continuity.  Further, identity involves clarification of conceptions concerning 

physical needs, characteristics, and personal appearances; clarification of sexual identification 

and of sex appropriate roles and behaviors; and a sense of self-esteem, personal stability, and 

integration.  Establishing identity “leads to clarity and stability and a feeling of warmth for this 

core self as capable, familiar, worthwhile” (Chickering & Reisser, 1993, p. 47; Winston, Miller, 

& Cooper, 1999). 

Developing Purpose 

Development of purpose requires formulating plans and priorities that integrate avocational 

and recreational interests, vocational plans, and life-style considerations.  “Developing purpose 

entails an increasing ability to be intentional, to assess interests and options, to clarify goals, to 

make plans for action” (Chickering & Reisser, 1993, p. 47; Winston, Miller, & Cooper, 1999). 
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Developing Integrity 

Developing integrity involves humanizing and personalizing values and developing 

congruent values.  Humanizing of values describes the shift from a literal belief in the 

absoluteness of rules to a more relative view.  Personalizing of values occurs as values are first 

examined and then selected by an individual.  The development of congruence is the 

achievement of behavior consistent with the personalized values held.  “With this final stage, 

internal debate is minimized.” . . . and “the response . . . is made with conviction, without debate 

or equivocation” (Chickering & Reisser, 1993, p. 47; Winston, Miller, & Cooper, 1999). 

According to Chickering (1969), these seven areas represent the common core of 

development during the young adult college years and are variously termed growth trends, 

developmental tasks, stages of development, needs and problem areas, or student typologies.  

Pascarella and Terenzini (1991) noted that no other theorist has had a greater influence on the 

study of college student development.  Chickering’s work will be used as the foundation of the 

theoretical framework to guide this study. 

Chickering’s seven vectors enable student development professionals to understand how 

students are adjusting to deal with the uncertainty of adulthood.  In addition, the seven vectors 

also enable student personnel in higher education to better understand their roles as student 

development professionals by specifying a series of interrelated stages college students are 

seeking to resolve (Flowers, 2002).  Chickering’s theory provides researchers and student affairs 

practitioners with some very useful descriptors of the emotional and psychological 

transformation students might potentially undergo in college (Reisser, 1995; Thomas & 

Chickering, 1984; White & Hood, 1989). 
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Problem Statement 

The work of Chickering was used to identify student developmental issues in the College 

of Agricultural and Life Sciences at the University of Florida.  A lack of knowledge and 

information about the developmental needs of students in the College of Agricultural and Life 

Sciences at the University of Florida was found.  This lack of knowledge extends beyond the 

boundaries of the classroom and into areas including involvement, career and lifestyle planning, 

and cultural participation.  In regards to student development in colleges of agricultural and life 

sciences, the review of literature showed a clear void in research in this specific area.  

Purpose and Objectives 

The purpose of this research will be to examine student development of undergraduates in 

the College of Agricultural and Life Sciences at the University of Florida.  This study will 

address the following objectives: 

1.  To assess levels of student development of undergraduates in the College of Agricultural and 
Life Sciences. 

2.  To examine the relationship between demographic characteristics and the levels of student 
development of undergraduates in the College of Agricultural and Life Sciences. 

Definition of Terms 

For the purpose of this study, the following terms were defined: 

• Assessment-The means by which students’ progress and achievement are measured, 
recorded, and communicated to students and relevant university authorities (Miller, Imrie, 
& Cox, 1998). 

• Developmental Task-An interrelated set of behaviors and attitudes that the culture specifies 
should be exhibited at approximately the same chronological time of life by age cohorts in 
a designated context (Winston, Miller, & Cooper, 1999).  The developmental task used in 
this study was the establishing and clarifying purpose task and the subtasks measured were 
the career planning, lifestyle planning, educational involvement, and cultural participation 
subtasks. 

• Involvement-The investment of physical and psychological energy in various ‘objects’ 
(Astin, 1985, p. 36). 
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• Psychosocial Development-The emergence and development of the ego, a selective, 
integrating coherent agency “which bridges one’s inner life and social roles” (Erikson, 
1964, p. 148). 

• Purpose-An increasing ability to be intentional, to assess interests and options, to clarify 
goals, to make plans, and to persist despite obstacles (Chickering & Reisser, 1993, p. 209). 

• Student Development-Including those attitudes, skills, and values that enable oneto: 
understand and reflect on one’s thoughts and feelings; recognize and appreciate the 
differences between oneself and others; manage one’s personal affairs successfully; care 
for those less fortunate; relate meaningfully to others through friendships, marriage, and 
civic and political entities; determine personally and socially accepted responses in various 
situations; and be economically self-sufficient.  These qualities are usually associated with 
satisfaction, physical, and psychological well-being, and a balanced, productive life of 
work and leisure (Kuh, Schuh, Whitt, & Associates, 1991, p. 13).  In this study, student 
development was determined by self-reported scores on the Student Developmental Task 
and Lifestyle Assessment (STDLA). 

• Vector-A series of developmental tasks, a source of concern, and a set of outcomes 
(Chickering, 1969). 

Significance  

This study will be beneficial in determining objectives and developing student programs in 

the College of Agricultural and Life Sciences at the University of Florida.  The results of this 

study could be used to create and enhance existing leadership programs, career fairs, cultural 

events, extracurricular activities, and academic advising in CALS. 

Limitations  

The data analyzed in this study were collected from undergraduate students in the College 

of Agricultural and Life Sciences at the University of Florida, and generalizations about other 

populations and other types of institutions should be used with caution. This descriptive study 

assessed levels of student development of undergraduates in CALS at UF at a particular point in 

time. Results may not be generalizable to other periods.  In addition, a purposive sample of 

undergraduates in CALS at UF was selected using undergraduate classes in CALS at UF selected 

by the researcher.  Thus, results of the study cannot be generalized beyond the data sample.   
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Assumptions  

A number of assumptions were made in conducting the study.  First, the researcher 

assumed that the participants of the study honestly and accurately completed the instrument 

without external influences.  This included the assumption that students could accurately recall 

information and feelings about educational involvement, career planning, lifestyle planning, and 

their cultural participation.     

This thesis was organized into five chapters.  Chapter 1 discussed the background and 

purpose for the study.  Chapter 2 includes findings and research applicable to the problem under 

investigation and indicates theory upon which the study was based.  Chapter 3 contains the study 

design and the methodology used.  Results of the data collected and important findings are 

organized in Chapter 4, and Chapter 5 summarizes the intent, procedures, and findings of the 

study, in addition to the conclusions, implications, and recommendations of the findings. 
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CHAPTER 2 
REVIEW OF THE LITERATURE 

Introduction 

This chapter presents a review of the relevant literature as it relates to student 

development.  The chapter focuses on literature that describes student development and presents 

relevant theoretical and conceptual frameworks.  Throughout this chapter, a number of general 

studies about student development are presented.  This chapter also summarizes the major 

authors and theorists in student development.  This review of literature is separated into several 

major sections: history of student development, major authors and theorists, theoretical 

framework, and a summary.   

Purpose and Objectives 

The purpose of this research was to examine student development of undergraduates in the 

College of Agricultural and Life Sciences at the University of Florida.  This study addressed the 

following objectives: 

• To assess levels of student development of undergraduates in the College of Agricultural 
and Life Sciences. 

• To examine the relationship between demographic characteristics and the levels of student 
development of undergraduates in the College of Agricultural and Life Sciences. 

 History of Student Development 

The history of student development has been a relatively brief one in the scheme of 

American postsecondary education (Strange, 1999).  Wrenn (1959, p. 46) said that, “In short, 

student personnel work has philosophic and psychological foundations which have only haltingly 

developed and are disturbingly incomplete.”  Student development was foreshadowed by Harper 

(1905, p. 320). 

In order that the student may receive the assistance so essential to his highest success, 
another step in the onward evolution will take place.  This step will be the scientific study 
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of the student himself….In the time that is coming provision must be made, either by the 
regular instructors or by those appointed especially for the purpose, to study in detail the 
man or woman to whom instruction is offered.   

This feature of twentieth century education will come to be regarded as of greatest 
importance, and fifty years hence, will prevail as widely as it is now lacking. 

From the Progressive Education Movement of the 1920’s (Mayhew, 1977) came an 

emphasis on student self-direction and the need for education to work closely with other societal 

institutions to affect the total development of students.  It was within this context that the 

American Council on Education commissioned the Student Personnel Point of View (American 

Council on Education, 1937), advocating attention to holistic learning and individual differences 

in responding to college student needs. 

Today there are many models of college student development and theories that are used as 

the foundation for student development research.  According to Knefelkamp, Widick, and Parker 

(1978), five student development theory clusters have risen from the literature: 

1. Psychosocial theories 

2. Cognitive developmental theories 

3. Maturity models 

4. Typology models 

5. Person-environment interaction models 

 Psychosocial theorists suggest that an individual develops through a series of stages in 

the life cycle.  Each developmental stage or phase is created by the convergence of a particular 

growth phase and certain tasks, such as learning certain attitudes and specific skills which must 

be mastered to successfully manage that particular phase.  In more general terms, psychosocial 

theorists suggest that development follows a chronological sequence.  At different times in a 

person’s life, different aspects of their personality will emerge as a concern that must be 
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addressed.  From a student development viewpoint, these aspects would include: age of the 

student, decisions, concerns, and needs of primary concern, and the skills and attitudes that need 

to be developed to make decisions and perform tasks (Knefelkamp, Widick, & Parker, 1978). 

Cognitive development theories refer to how a person perceives, thinks, and gains 

understanding of his or her world through the interaction of genetic and learned factors.  Among 

the areas of cognitive development are information processing, intelligence, reasoning, language 

development, and memory (Sternberg & Williams, 2002). Heath (1977) described twenty “basic 

hypotheses” about the maturing of the whole person.  Typology models sort individuals into 

categories according to their similarities and differences related to how they manage and cope 

with common developmental tasks inherent in the collegiate setting (Kuh, Gonyea, & Rodriguez, 

2002).  Person-environment interaction theories hold that individual performance is optimized 

when one's needs and abilities are congruent with the demands of the environment (Strange and 

Banning, 2001).    

Psychosocial theories describe how individuals resolve challenges and personal growth 

issues at different stages or periods (Kuh, Gonyea, & Rodriguez, 2002).  Since Chickering’s 

seven vectors fall under this category, only psychosocial theories and its relevant theorists will 

be discussed.   

Major Contributing Authors and Theorists 

Erik Erikson 

 Erikson describes stages in psychosocial development that can be seen at particular times 

in the life sequence when physical growth, certain social demands, and cognitive maturation all 

converge to create a particular developmental task.  In each stage, individuals assume a 

psychosocial attitude which ultimately marks an evaluation of themselves as social beings and 

contributes another aspect to their identity (Knefelkamp et al., 1978).  Erikson’s phrase “the 
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identity crisis” means to suggest a time of motivating uncertainty, typically found in college 

students.  This crisis is dominated by the search for personal feedback and perfect solutions.  

Relationships become important sources of validation and information; Erikson notes, 

individuals are “sometimes morbidly, often curiously, preoccupied with what they appear to be 

in the eyes of others as compared to what they feel they are” (Erikson, 1959, p. 89).   

 Erikson argues that one’s identity is manifest behaviorally and can be confirmed and 

validated by others.  A positive sense of identity is seen as a willingness to take on culturally-

prescribed roles of adulthood and participation in the various rites of passage of the society, such 

as personal or occupational commitments (Widick, Parker, & Knefelkamp, 1978b).  Student 

development professionals often comment on the changes in students from one generation to the 

next.  Each generation of college students reflects the broader societal environment in the way it 

addresses the task of identity resolution.   

Kenneth Keniston 

 Keniston refined Erikson’s identity stage by focusing on the psychosocial effects of a 

rapidly changing society.  Keniston was the primary interpreter of psychosocial development of 

college students in the 1960s.  He suggested that as society went through a new change; college 

attendance became the normative social experience for young adults.  Keniston also suggested 

that college attendance was so distinct a social experience that it created another psychosocial 

task and the potential for additional growth upon Erikson’s stages.  During this new stage, the 

identity task shifted from the college students concern with who they were to the dynamic 

tension between what they want and what society demands.  In general, Keniston’s work showed 

that the college years provided a testing ground for sorting through how one would reconcile 

individual needs and societal norms.  His major contribution was the delineation of the changes 
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in society and the impact those changes have on the tone of the identity stage commitments 

(Widick et al., 1978b). 

James Marcia 

 Marcia presented a major contribution to psychosocial development both as an 

elaboration of the identity resolution process and as a prototype of needed empirical study.  

Marcia postulated the existence of different ego-identity statuses which represent styles of 

coping with the identity task.  He found that the active, conscious attempts to come to terms with 

one’s identity seem related to a more complex, flexible, and autonomous orientation of others’ 

commitments (Widick et al., 1978b).  Marcia’s work served to make the identity task more 

concrete and understandable.  Marcia (1976) went on to say “college curricula, procedures, in 

fact, a total environment should be set up to maximize the occurrence of the identity crisis and to 

provide support for resolution.  Identity formation will take place in college whether faculty or 

administration think it appropriate or not” (p. 128). 

Art Chickering 

 Chickering is recognized as one of the most prominent psychosocial theorists.  Pascarella 

and Terenzini (1991) have noted that no other theorist has had a greater influence on the study of 

college student development.  Chickering (1969) wrote his book Education and Identity because 

he was interested in increasing the working knowledge necessary for good decision rather than 

for refining the theory and research base of student development.  Chickering wanted to “make 

information accessible to college and university faculty members so that they would have ways 

of thinking about how their educational programs could be organized to encourage such 

development in more systematic and powerful ways” (Thomas & Chickering, 1984, p. 393).  His 

work, however, produced the theory upon which all other student development theories are 

based.  Chickering sought a more detailed framework compared with the work of previous 
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foundational psychosocial theorists such as Erikson.  He also presented his findings in a way that 

drew upon and gave coherence to the wealth of college student change data provided by theorists 

such as Feldman and Newcomb (1969). 

 Echoing Keniston (1971), Chickering saw the traditional-aged college student as a person 

in a distinct psychosocial phase defined by the emergence of certain inner capabilities and needs 

which interact with the demands of a particular college environment (Widick, Parker, and 

Knefelkamp, 1978a, p. 20).  Chickering also based his work off of Erikson’s (1968) work and the 

identity stage.  Chickering (1969) stated, “At one level of generalization, all the developmental 

vectors could be classified under the general heading ‘identity formation’” (p. 78). 

 Studies have shown that changes occur as students’ progress through their college career 

(Brown, 1972; Winston & Miller, 1987).  Not only does change occur in students’ academic and 

social development, but also in their psychosocial development.  Chickering’s (1969) theory 

claims that it is essential for students to go through seven vectors of development to establish a 

self-identity.  In Chickering’s theory of psychosocial development, “vectors” instead of “stages” 

are used because there is no set time line for students to be at particular points at particular times 

(Lien, 2002). 

Theoretical Framework 

The seven vectors proposed by Chickering (1969) for the development of young adults 

were:  

1. Developing competence 

2. Managing emotions 

3. Developing autonomy 

4. Establishing identity 

5. Freeing interpersonal relationships 
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6. Developing purpose  

7. Developing integrity 

In a revision of Education and Identity (Chickering & Reisser, 1993), the authors 

downplayed the young adult emphasis, yet then proposed a similar set of developmental vectors 

in a slightly different order with a slightly different emphasis.  Chickering and Reisser reordered 

their vectors based on research that questioned the assumption that personal autonomy is a 

necessary condition for achieving intimacy.  Thus, the autonomy vector was moved prior to the 

developing mature interpersonal relationships vector.  The latter set of vectors follows: 

1. Developing competence 

2. Managing emotions 

3. Moving through autonomy toward interdependence 

4. Developing mature interpersonal relationships 

5. Establishing identity 

6. Developing purpose 

7. Developing integrity 

Although Chickering and Reisser hesitated to depict development in their model as 

proceeding from one stage to another, they did propose a sequential model suggesting that earlier 

vectors form a foundation for later vectors.  They noted that early college experiences are likely 

to move students along the first four vectors, which in turn helps them develop their identity.  

After developing their identity (vector 5), students are more likely and able to develop purpose 

and integrity (Foubert, Nixon, Shamim-Sisson, & Barnes, 2005).  Student development occurs 

sequentially along these seven stages in college (Flowers, 2002). 
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The seven vectors can be viewed as a series of developmental tasks, a source of concern, 

and a set of outcomes.  The vectors in psychosocial terms specify the nature and range of those 

tasks.  The vectors also define the central concerns of the student and the tasks which will 

confront them and become sources of worry.  Finally, each vector outlines changes in self-

awareness, attitudes, and/or skills which are manifestations of successful completion of that task 

or vector (Widick et al., 1978a).  According to Chickering and Reisser (1993), these seven areas 

represent the common core of the major foundations of non-intellective development during the 

college years variously termed growth trends, developmental tasks, stages of development, 

personal development, needs and problems areas, or student typologies.  Their theory “assumes 

that emotional, interpersonal, and ethical development deserve equal billing with intellectual 

development” (p. 39). 

 Chickering’s seven vectors enable student development professionals to understand how 

students are adjusting to the uncertainty of adulthood.  In addition, the seven vectors also enable 

student personnel in higher education to better understand their roles as student development 

professionals by specifying a series of interrelated stages that college students are seeking to 

resolve.  Stated another way, Chickering’s theory provides researchers and student affairs 

practitioners with some very useful descriptors of the emotional and psychological 

transformation students might potentially undergo in college (Reisser, 1995; Thomas & 

Chickering, 1984; White & Hood, 1989).  As Chickering and Reisser (1993) stated, “student 

development should be the organizing purpose for higher education…Community and four-year 

institutions can have significant impact on student development along the major vectors 

addressed” (p. 265). 
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Chickering’s Seven Vectors of Student Development 

Vector 1: Developing Competence 

 Competence involves the development of intellectual competence, physical, and manual 

skills, and social and interpersonal competence.  This first vector reflects a sense of competence 

defined as “the confidence that one can cope with what comes and achieve goals successfully” 

(Chickering & Reisser, 1993, p. 53).  Adhering to the criticism set forth by Widdick et al. 

(1978a) that the original theory of student development did not have enough information in the 

area of student development, Chickering included information with respect to intellectual 

competence for this vector, with specific focus on relative thought.  Chickering also noted the 

importance of ensuring that students receive special sessions to fine tune their skills in active 

listening, constructive feedback, and public speaking opportunities to achieve their interpersonal 

competence (Chickering & Reisser, 1993; Moore & Upcraft, 1990; Thomas & Chickering, 1984, 

Lien, 2002). 

 This vector includes three spheres: intellectual competence, physical and manual 

competence, and social competence.  Increased skills in these three spheres can lead to a sense of 

confidence, an inner judgment that one is capable of handling and mastering a range of tasks 

(Chickering, 1969). 

 Increased intellectual competence involves many elements, most notably knowledge 

acquisition and the gaining of critical thinking skills, particularly the capacity for analysis, 

synthesis, evaluation, and creation of ideas.  While in college, students become increasingly able 

to work effectively in groups and to manage a multitude of social situations.  If students can 

develop the competencies to allow them to handle their academic work and social situations, a 

basic sense of competence will emerge.  This self-evaluation can propel students onward to new 

experiences and towards growth in subsequent vectors (Widick et al., 1978a).  
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Vector 2: Managing Emotions 

 The student’s first task along this vector is to become aware of feelings and to 

acknowledge and trust them, to recognize that they provide information relevant to contemplated 

behavior or to decisions about future plans.  As a larger range of feelings is fully expressed, new 

and more useful patterns of expression and control can be achieved (Chickering & Reisser, 

1993).  Szulecka, Springett, and de Pauw (1987) suggested that the major causes of attrition in 

first-year college students are emotional rather than academic factors.  Leafgran (1989) 

suggested that students who are emotionally and socially healthy have a greater chance to 

succeed in college.  The ability to deal successfully with the multitude of emotional stresses 

encountered in college life appears to be an important factor in student retention (Pritchard & 

Wilson, 2003). 

 Development in this vector involves increasing awareness of one’s feelings and the 

integration of feelings which allow flexible control and expression.  Prior to this vector, a college 

student is not capable of readily allowing for detached observation and integration of feelings 

and purposes.  The increasing differentiation of feelings leads to the awareness that feelings can 

be trusted to provide useful information and can be expressed (Widick et al., 1978a). 

Vector 3: Moving Through Autonomy Toward Interdependence 

 The development of autonomy is a major psychosocial issue in young adulthood and 

includes three facets: establishing emotional autonomy, attaining instrumental autonomy, and the 

recognition of one’s interdependence (Widick et al., 1978a).  To be emotionally independent is 

to be free of “continual and pressing needs for reassurance, affection, or approval” (Chickering, 

1969, p. 12).  Instrumental independence has two components, the ability to carry on activities 

and to cope with problems without seeking help, and the ability to be mobile in relation to one’s 

needs.  Interdependence is recognizing that loving and being loved are complementary, and that 
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one cannot receive benefits of a social structure without contributing to it (Winston, Miller, & 

Cooper, 1999).  “Developing autonomy culminates in the recognition that one cannot operate in 

a vacuum and that greater autonomy enables healthier forms of interdependence” (Chickering & 

Reisser, 1993, p. 47). 

 The establishment of instrumental autonomy is the second developmental task in this 

vector and it involves the ability to make plans for reaching goals and to be mobile in relation to 

one’s desires.  Characteristics of this task include the ability to identify resources, get help from 

the appropriate people, and the use of systematic problem-solving methods.  The final 

component of this vector is the recognition of interdependence.  If the student progresses through 

the first three vectors, they will acquire different perceptions and new skills and a sense that they 

can handle demands without relying on others (Widick et al., 1978a).  Chickering and Reisser 

(1993) asserted that the freshmen year in college plays a particularly significant role in overall 

student development because the first three vectors are typically developed in the first year. 

 Taub (1995), in a study targeting the development of women, showed that the 

development of freeing interpersonal relationships reflects the development of autonomy.  Taub 

(1997) confirmed Green and Tinsley’s (1988) study that class level increases autonomy since 

seniors were found to be more independent than freshmen when autonomy and parental 

attachment in various ethnic groups were studied.  Green and Tinsley (1988) also found that 

intimacy is the best predictor of autonomy for men and women.  “Class level, sex role self-

concept, and work role salience were weak but significant predictors of autonomy (Green & 

Tinsley, 1988, p. 517). 

Vector 4: Developing Mature Interpersonal Relationships 

 In this vector, relationships shift toward greater trust, independence, and individuality; 

become less anxious, defensive, and burdened by past reactions; and become more friendly, 
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spontaneous, warm, and respectful.  Maturity is reflective of “long-lasting relationships that 

endure through crises, distance, and separation” (Chickering & Reisser, 1993, p. 48).  Reisser 

(1995) acknowledged “that relationships provide powerful learning experiences about feelings, 

communication, sexuality, self-esteem, values, and other aspects of identity, for both men and 

women” (p. 508).  Developing greater tolerance for differences is a significant aspect of this task. 

 Chickering postulated that development involves increased tolerance and acceptance of 

differences between individuals and increased capacity for mature and intimate relationships.  In 

this vector, the college student develops attitudes and skills marked by empathy.  Growth in this 

vector is reflected in attitudinal and behavior changes; relationships are viewed as a joint 

venture, and interaction is more reciprocal and empathetic (Widick et al., 1978a). 

 Hood (1984) found that participation in campus organizations and recreational activities 

has a positive influence on students’ development of mature interpersonal relationships.  

Riahinejad and Hood (1984) also showed that participation in extracurricular activities has a 

significant influence on the development of students’ mature interpersonal relationship.  Martin 

(2000) found that gender had no influence on the development of mature interpersonal 

relationships. 

 If a student is well integrated into the college, then they will feel in congruence with the 

institution (Lien, 2002).  More importantly, if a student is well integrated into one or more of the 

communities within the institution, then the student will have the self-perception of being a part 

of that particular community or communities.  Similarly, students who are integrated well with 

faculty members and peers feel a strong sense of acceptance; this in turn assists them in growing 

both intellectually and personally (Kuh, Schuh, & White, 1991).  When time is invested with the 
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group or community, providing challenge yet support for the students, students become better 

developed psychosocially (Stage, 1991). 

Vector 5: Establishing Identity 

 Identity is an advanced vector that reflects confidence in one’s ability to maintain inner 

sameness and continuity.  Further, it involves clarification of conceptions concerning physical 

needs, characteristics, and personal appearances; clarification of sexual identification and of sex 

appropriate roles and behaviors; and a sense of self-esteem, personal stability, and integration.  

Establishing identity “leads to clarity and stability and a feeling of warmth for this core self as 

capable, familiar, worthwhile” (Chickering & Reisser, 1993, p. 50).  Chickering described this 

vector as a developmental step that is interwoven with the other vectors such that it is difficult to 

distinguish it as a separate developmental realm.   

 Hood (1984) stated that participation in campus activities boosts confidence, which in 

turn facilitates ones’ identity development.  Erwin and Kelly (1985) confirmed that satisfaction 

with academic performance and commitment to career decision assists ones’ own identity 

development. 

 Reisser (1995) proposed that, “any experience that helps students define ‘who I am’, 

‘who I am not’ can help solidify a sense of self and that personal stability and integration are the 

result” (p. 509).  After developing identity, students are more able to develop purpose and 

integrity (Foubert et al., 2005). 

Vector 6: Developing Purpose 

 Development of purpose requires formulating plans and priorities that integrate 

recreational interest, vocational plans, and life style considerations.  “Developing purpose entails 

an increasing ability to be intentional, to assess interests and options, to clarify goals, to make 
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plans for action” (Chickering & Reisser, 1993, p. 50).  Ultimately, integration of these factors 

results in setting a coherent, yet general, direction for one’s life. 

 Developing purpose encompasses three areas: vocational plans and aspirations, personal 

interests, and interpersonal and family commitments.  Vocational planning is often accomplished 

as students identify those activities that not only give them great pleasure but also use their skill 

and abilities.  Personal interests involve making choices about personal commitments of time and 

energy.  Finally, considerations of lifestyle and family are integral aspects of developing purpose 

as students attempt to clarify goals in the midst of increasing intimacy in relationships (Moran, 

2001). 

 College seniors (students with more exposure to postsecondary education than freshmen) 

reported higher levels of vocational purpose than freshman (Chickering & Reisser, 1993; Hood 

& Zerwas, 1997; Flowers, 2002). 

Thieke (1994) found that not only do extracurricular activities have significant relationship 

to developing purpose, but faculty and student interactions also have significant influence on 

developing purpose.  Martin (2000) confirmed that faculty-student interaction has a strong 

relationship with the development of purpose and sense of competence.  Martin’s (2000) study 

also shows that the development of purpose is influenced by clubs and organizations, student 

acquaintances, topics of conversation, and information in conversations.  Simmons (1980) found 

that students who have a clearly identified purpose in life tend to value intellectualism, 

responsibility, and self-control.  Zika and Chamberlain (1992) found that students are less likely 

to be depressed, hopeless, or anxious if they have identified a life purpose.  Overall, quality of 

life is positively related to identified purpose in life (Ulmer, Range, & Smith, 1991).  This sixth 

vector, developing purpose, is the focus of this study. 
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Vector 7: Developing Integrity 

 Developing integrity involves humanizing and personalizing values and developing 

congruent values.  Humanizing of values describes the shift from a literal belief in the 

absoluteness of rules to a more relative view.  Personalizing values occurs as values are first 

examined and then selected by an individual.  The development of congruence is the 

achievement of behavior consistent with the personalized values held.  “With this final stage, 

internal debate is minimized”…and “the response…is made with conviction, without debate or 

equivocation” (Chickering & Reisser, 1993, p. 52).   This vector in important because as Carter 

(1996) noted, many of today’s college students have grown up in a social environment that not 

only often fails to value integrity but also sometimes actively disparages it. 

 Chickering sees three phases to this vector that are used to define a set of values that 

guide college student’s actions: the humanizing of values, the personalizing of values, and the 

seeking of congruence between beliefs and behavior.  The humanizing of values shifts students 

from a literal doctrine set of beliefs to an awareness of relativity of their values.  College students 

are now able to look closely and objectively at situations and use a sense of complexity to their 

value judgments.  The personalizing of values allows a student to develop a personal code 

reflecting personal assessment and direction.  This serves as a flexible guide to the student’s 

behavior.  Finally, the congruence between beliefs and behavior involves an increased awareness 

of the relationship between values held and behavior the increased ability to attain congruence 

between action and values (Widick et al., 1978a). 

 This final vector is reflected in student values: humanizing values and personalizing 

values.  Humanizing values are relative rather than dualistic (Perry, 1970).  Personalizing values 

refer to the process of “affirming one’s own values and beliefs, while respecting others’ view 
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points” (Reisser, 1995, p. 510).  Carter (1996) noted that a basic aspect of integrity is thinking 

about whether an action is right or wrong before deciding on whether to take the action. 

 This vector emphasizes the interaction of intellectual development and value formation 

(Kohlberg, 1964; Perry, 1970) and also the work of Gilligan (1982), which studied the 

differences between men and women.  Chickering stated that this vector should include the 

development of sense of social responsibility in addition to the personal responsibility advanced 

by the original constructs (Chickering & Reisser, 1993; Moore & Upcraft, 1990; Thomas & 

Chickering, 1984). 

Sequence of the Vectors 

 According to Chickering (1969), these seven areas represent the common core of 

development during the young adult college years and are variously termed growth trends, 

developmental tasks, stages of development, needs and problem areas, or student typologies.  

Although Chickering and Reisser (1993) did not state the order of their vectors as rigidly 

sequential, they did note that the vectors should be viewed as a guide to determine where 

students are developmentally and where they are headed.  Even though Chickering and Reisser 

(1993) warned readers that they hesitated to depict development in their model as proceeding 

from one stage to another, they did propose a sequential model suggesting that earlier vectors 

form a foundation for later vectors.  Given the importance of the educational process to 

development, it is critical to gauge how and when developmental change occurs during the 

process of the college experience (Foubert et al., 2005). 

 Research has validated that college students develop along Chickering and Reisser’s 

(1993) vectors during the college experience (Cooper, Healy, & Simpson, 1994; Martin, 2000; 

Straub, 1987).  Similarly, Foubert et al. (2005) found that college students advanced in their 

development throughout their college experience in the areas of developing purpose, mature 
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interpersonal relationships, academic autonomy, and tolerance, supporting the validity of 

Chickering and Reisser’s (1993) assertion that development along these vectors occurs during 

college.  

Primarily, Chickering’s theory points out that the student population will always remain 

diverse across developmental lines. In other words, at any given time, the student body at a 

college will contain students from all seven of Chickering’s vectors. Thus, those “administrators 

who focus on student leadership development will never be able to focus all of their efforts on 

just one aspect of identity development” (Widick et al., 1978a, p. 21). For this reason, student 

development programs must remain flexible and diverse in order to accommodate students from 

all levels of development. 

Student Development 

“How students turn out at the end of their college experiences, the degree of their success 

from their own point of view, or that of the college, depends both on what they were like at the 

time of admission and upon the influences of college” (Sanford, 1962, p. 42).   The college 

student in developmental terms is a person who is engaged in a variety of age-related 

developmental tasks (Strange, 1999).  The impact of college on students does not result from a 

single experience but involves the “cumulative result of a set of interrelated and mutually 

supporting experiences, in class and out, sustained over an extended period of time” (Pascarella 

& Terenzini, 1991, p. 31).  Pascarella and Terenzini (1991, p. 32) continued: 

Thus, although the weight of evidence indicates that the links between involvement and 
change tend to be specific, the greatest impact may stem from the student’s total level of 
campus engagement, particularly when academic, interpersonal, and extracurricular 
involvements are mutually supporting and relevant to a particular educational outcome. 

 It is important to keep in mind that “the impact [of college] is determined by the quality 

of the student’s effort” (Pankanin, 1995, p. 44).  The impact of college is a result of the degree to 
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which the student makes use of the people, leadership positions, facilities, and opportunities 

made available by the college or university.  Students themselves bear much of the responsibility 

for the extent to which involvement makes a difference in their own development and learning 

(Hernandez, Hogan, Hathaway, & Lovell, 1999).  Chickering (1974) mentioned that the student 

culture either amplifies or attenuates the impact of curriculum, teaching, and evaluations, 

residence hall arrangements, and student faculty relationships.  In addition, Chickering and 

Reisser (1993) claim that “when students are encouraged to form friendships and to participate in 

communities that become meaningful subcultures, and when diversity of backgrounds and 

attitudes, as well as significant interchanges and shared interests exist, development along all 

seven vectors is fostered” (p. 316).   

Research has indicated that the college years are a critical period for students’ personal, 

social, and professional growth (Astin, 1985; Astin, 1993).  Astin (1985) suggested that student 

learning and personal development are directly proportional to the quality and the quantity of 

student involvement in the process of learning, including participation in leadership experiences 

and activities.  The positive influence of campus-wide interactions on students’ attitudes, 

interests, and values has been documented for decades (Feldman & Newcomb, 1969; Pascarella 

& Terenzini, 2005).   

Colleges and universities exhibit characteristics of “self-organizing systems” (Caple, 1987, 

p. 101), encouraging involvement, responsibility, and creativity on the part of members.  

Providing such opportunities in organized educational environments offers an important key for 

stimulating students’ growth and development (Astin, 1985; Strange, 1981; Strange, 1983).  

Kaufman and Creamer (1991) found that beneficial, positive interactions with one’s peers 

correlate positively with personal and intellectual outcomes.  From their reviews, Pascarella and 
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Terenzini (1991) supported the notion that student interactions with their peers have a strong 

influence on attitudinal and psychosocial change. 

 Nearly every college and university has an expressed commitment to the development of 

students as leaders (Boatman, 1999).  Since the inception of student development constructs in 

higher education, many student affairs practitioners view the higher education experience as 

more than academic and intellectual development (Brown & Barr, 1990; Creamer, 1990; Hess & 

Winston, 1995; Miller, 1982).  Student affairs staff engaged in the developmental activities of 

student leaders find the development challenge for higher education is empowering students.  

The essential ingredient of effective leadership is helping students develop their talents and 

attitudes enabling them to become positive social change agents (Astin & Astin, 2000).  

“Leadership is now understood by many to imply collective action, orchestrated in such a way as 

to bring about significant change while raising the competencies and motivation of all those 

involved” (Bornstein & Smith, 1996, p.281). 

In this chapter, literature associated with student development was examined and 

summarized to provide a clear understanding of what student development within higher 

education is responsible for accomplishing.  Next, a review of literature associated with Art 

Chickering’s theory of student development was presented.  This literature provided the 

background for a theoretical framework and the seven vectors of student development.  This 

theory was the most appropriate to levels of student development in the College of Agricultural 

and Life Sciences at the University of Florida. 
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CHAPTER 3 
METHODOLOGY 

Introduction 

Chapter 1 described the changes that affect undergraduate students in colleges and 

universities and provided the background for studying the levels of student development in the 

College of Agricultural and Life Sciences (CALS) at the University of Florida (UF).  Chapter 1 

also explained the significance of the study and identified its purpose.  The chapter concluded by 

defining key terms and stating the assumptions and limitations of the study.  

Chapter 2 presented a discussion of the theoretical and conceptual frameworks that guided 

this study.  Chapter 2 focused specifically on literature related to the work of Chickering and his 

seven vectors of student development.  

This chapter describes the methodology used to answer the research questions presented in 

the study.  This chapter also addresses the research design, population and sample, 

instrumentation development, and data collection and analysis.  The following research 

objectives were assessed: 

• To assess levels of student development of undergraduates in the College of Agricultural 
and Life Sciences. 

• To examine the relationship between demographic characteristics and the levels of student 
development of undergraduates in the College of Agricultural and Life Sciences. 

Research Design 

This study utilized a descriptive survey research design.  This approach uses the cross-

sectional design, which asks questions of respondents at one point in time.  This was also a 

small-scale survey, in which the typical sample size is between 200-300 respondents.  A 

limitation of this type of research design was that the researcher may or may not be able to 

analyze the direction of casual relationships.  Selection was one threat to validity in this study.  
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The researcher took every effort to avoid bias in selecting a broad sample of undergraduates in 

CALS.  The next threat to validity was the interaction of history and treatment.  The survey was 

administered was in the classroom setting and once participants finished the survey, they were 

then allowed to leave the classroom.  The researcher had no control over how fast participants 

finished the survey.  The researcher recognizes the fact that some of the participants may have 

been accustomed to the instrument.  History, maturation, testing, mortality, and statistical 

regression were potential threats that were not involved with this study.  Another threat to 

validity was nonresponse (Ary et al., 2002).  This was addressed by directly administering the 

survey to the selected classes. 

Population 

The population for the study was defined as all undergraduates in the College of 

Agricultural and Life Sciences (CALS) at the University of Florida (UF) for the spring 2007 

semester.  At the time of data collection, Spring 2007 semester, CALS had 3274 undergraduate 

students (Turner, personal communication, February 22, 2007).  The class breakdown of 

undergraduates in CALS was as follows:  

• Freshmen (n=325) 
• Sophomores (n=427)  
• Juniors (n=1224)  
• Seniors (n=1298) 
 

Underclassmen comprised of 23% (n=752) of the undergraduate population, while 

upperclassmen comprised of 77% (n=2422) of the undergraduate population (Turner, personal 

communication, February 22, 2007).  The researcher gathered data on eleven introductory 

courses in CALS.  Population data and class ratios were then analyzed and a combination of 

undergraduate classes was selected for this research to mimic the upperclassmen and 
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underclassmen percentages in CALS.  A purposive sample consisted of undergraduates in CALS 

at UF from the following classes: 

• AEB 2014-Economic Issues Food and You 
• AEB 3133-Principles of Agribusiness Management 
• FOS 3042-Introduction to Food Science 

 

AEB 2014 had 118 students enrolled, with 36.4% (n=43) underclassmen and 54.2% (n=64) 

upperclassmen.  Nine percent (n=11) of students enrolled in AEB 2014 were not students in 

CALS or not undergraduates.  AEB 3133 had 116 students enrolled, with 9% (n=11) 

underclassmen and 87.9% (n=102) upperclassmen.  Three percent (n=3) of students enrolled in 

AEB 3133 were not students in CALS or not undergraduates.  FOS 3042 had 217 students 

enrolled, with 18.4% (n=40) underclassmen and 60.8 (n=132) upperclassmen.  Twenty-one 

percent (n=45) of students enrolled in FOS 3042 were not students in CALS or not 

undergraduates.  In total, 451 students were enrolled in the three classes, with 20.8% (n=94) 

underclassmen and 66.1% (n=298) upperclassmen enrolled in the classes.  Fifty-nine (13.1%) of 

students enrolled in the three selected classes were not students in CALS or not undergraduates.   

Instrumentation 

Instrumentation consisted of the Student Developmental Task and Lifestyle Assessment 

(SDTLA).  The SDTLA is a revision of the Student Developmental Task and Lifestyle Inventory 

[SDTLI] (Winston, Miller, & Price, 1987) and is also grounded in the work of Chickering.  The 

phenomena with which the SDTLA is concerned with, within the context of higher education, 

are the changes produced in individuals as a result of accomplishing a developmental task or 

having addressed important life events.  The SDTLA represents a sample of behavior, including 

feelings and attitudes that are familiar to students who have satisfactorily achieved 

developmental tasks common to young adult college students between the ages of 17 and 25.  
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The samples of behavior were chosen because there representation of larger behavioral domains 

(Winston et al., 1999).  The SDTLA was chosen for this research because it measures the 

developmental tasks of college students and will allow the researcher to assess levels of student 

development in CALS at UF. 

The SDTLA consists of both developmental tasks and scales.  According to the  SDTLA, a 

developmental task is defined as an interrelated set of behaviors and attitudes that the culture of 

colleges and universities specifies should be exhibited at approximately the same time by a given 

age cohort in higher education.  A subtask is defined as a more specific component or part of a 

larger developmental task; whereas a scale is the measure of the degree to which students report 

possessing certain behavioral characteristics, attitudes, or feelings.  Like a developmental task or 

subtask, a scale may not be directly affected by participation in the higher education 

environment.  The SDTLA is made up of three developmental tasks: Establishing and Clarifying 

Purpose, Developing Autonomy, and Developing Mature Interpersonal Relationships (Winstonet 

al., 1999). 

For this research, only the Establishing and Clarifying Purpose task was used.  This task 

was selected with the assistance of the Dean and Director of Student Development of CALS at 

UF.  The establishing and clarifying purpose task more accurately described the vision and 

direction that student development in CALS wanted to achieve.  Based on Chickering’s work, 

this task is typically developed during the later college years and this study deals with a majority 

of upperclassmen.  Students who succeed with this task have well-defined and well thought out 

educational goals and plans and are active, self-directed learners.  They also have developed 

knowledge about themselves and future employment, created appropriate career plans and took 

steps to allow the realization of career goals.  Students also have established a personal direction 
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in their lives and made plans for their futures that take into account personal, ethical, and 

religious values, future family plans, and vocational and educational objectives.  Finally, they 

exhibit a wide range of cultural interests and active participation in both traditional and non-

traditional cultural events (Winston et al., 1999).  This task was then further delineated into the 

following subtasks: educational involvement, career planning, lifestyle planning, and cultural 

participation. 

Students who have accomplished the educational involvement subtask have well-defined 

educational goals and plans, and are knowledgeable about available resources, and are actively 

involved in the academic life of the college/university.  The career planning subtask is evidenced 

by an accomplishment in an awareness of the world of work, an accurate understanding of one’s 

abilities and limitations, knowledge of requirements for various occupations, and an 

understanding of the emotional and educational demands of different kinds of jobs (Winston et 

al., 1999). 

Achievement of the lifestyle planning subtask includes establishing a personal direction 

and orientation in one’s life that takes into account personal, ethical, and religious values, future 

relationship/family plans, and vocational and educational objectives.  Students who have 

accomplished the cultural participation subtask are actively involved in a wide variety of 

activities, including traditional cultural events such as attending plays, ballets, museums, art 

exhibits, and classical music concerts, as well as new forms of expression and ethnic celebrations 

and performances (Winston et al., 1999). 

The SDTLA consists of four forms and 153 items.  For the purpose of this research, only 

Form 2.99 was used, which included 57 items measuring the establishing and clarifying purpose 

task (career planning, lifestyle planning, educational involvement, and cultural participation 
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subtasks).  Form 2.99 normally requires 15 to 20 minutes to complete (Winston et al., 1999).  

The questions asked on the SDTLA included 47 multiple choice, 10 true and false, five 

demographic, and five researcher-developed questions.  The researcher developed questions 

asked respondents about extracurricular activities, leadership positions, college enrollment, 

number of credit hours taken in the spring 2007 semester, and current employment.  

Knoke, Bohrnstedt, and Mee (2002) defined reliability as “the extent to which different 

operationalizations of the same concept produce consistent results” (p. 13).  Two different 

methods of reliability estimation were used with the SDTLA: test-retest and internal consistency.  

The SDTLA was administered to three classes of undergraduates at two different institutions to 

receive the following test-retest reliability correlations.  These test-retest reliability correlations 

clustered around .80, with the lowest being .70 and the highest being .89.  Alpha coefficients 

(Cronbach, 1970) for students (n=1822) at thirty-two colleges in the United States and Canada 

showed ranges for estimating internal consistency from .88 to .62.  The SDTLA developers used 

these two studies to help present reliability estimates for the entire assessment (Winston et al., 

1999). 

For the purposes of this research, the establishing and clarifying purpose task was used.  

Based on the same reliability studies as previously mentioned, the coefficient alpha for this task 

was .81 and the test-retest reliability was .84.  The individual subtasks under this task had the 

following alpha coefficients for internal consistency: career planning- .84, lifestyle planning- .81, 

educational involvement- .82, and cultural participation- .76.  The individual subtasks under this 

task had the following test-retest reliabilities: career planning- .89, lifestyle planning- .80, 

educational involvement- .79, and cultural participation- .79 (Winston et al., 1999). 
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The validity estimates for the SDTLA resulted from a variety of scales (Winston et al., 

1999).  Tasks and subtasks for Establishing and Clarifying Purpose were checked scales from 

several instruments, including Career Development Inventory (Super, Thompson, Lindeman, 

Jordann, & Meyers, 1981), College Student Experiences (Pace, 1983), and Life Skills 

Development Inventory, (Picklesimer, 1991).  The use of existing and valid instrumentation was 

used to guard against these threats to the study’s validity.   

 

Data Collection 

The SDTLA instrument was distributed via paper and pencil format.  This distribution 

method was chosen based on restrictions set by Appalachian State University, which stated that 

the full version of the SDTLA can be administered on the web, but that individual forms of the 

instrument must be given in the paper and pencil format.  The population for this research was 

undergraduates in the College of Agricultural and Life Sciences and the University of Florida.  

Classes were selected to mimic the undergraduate population in CALS.  Three classes, FOS 

3404, AEE 2014, and AEE 3133, were selected because their combined populations were similar 

to that of the total undergraduate population. There were a total of 451 students enrolled in the 

three classes.  The underclassmen population of the combined classes was 20.8% (n=94), and the 

upperclassmen population of the combined classes was 66.1% (n=298).  Non-CALS students 

made up 13.1% (n=59) of the population. 

Prior to the collection of the primary data for this survey, the SDTLA was purchased and 

additional demographic questions were added.  The finalized instrument was then submitted to 

the University of Florida Institutional Review Board for non-medical projects (IRB-02).  The 

proposal (see Appendix A) was approved (Protocol #2007-U-0252).  A copy of the informed 

consent form that was given to participants of the study was submitted to the IRB along with the 
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proposal.  The informed consent form described the study, the voluntary nature of participation, 

and informed participants of any potential risks and/or benefits associated with participating in 

the study.   

Data collection began in April 2007, and procedures were followed using Dillman’s 

tailored design method (Dillman, 2007).  Data were collected using a cover letter and consent 

form outlining the purpose of the study, need for participation, and instructions for completion; a 

scantron answer sheet; and the questionnaire (Appendix B).  This first class to receive the contact 

packets was FOS 3042 on April 9, 2007. 

The second class to receive the contact packets was AEB 2014 on April 10, 2007.  The 

third class to receive the contact packets was AEB 3133 on April 16, 2007. 

Respondents were given class time to complete and return the survey.  After all waves had 

been completed, the study obtained an overall response rate of 58.9% (n=266).  The overall 

response rate was based on class attendance on the particular day that the instrument was 

administered.  The overall response rate included the combination of all surveys completed from 

all three classes surveyed.  The students enrolled in the selected classes who were also CALS 

undergraduates gave a response rate of 52.3% (n=236). 

Data Analysis 

The data collected were analyzed using descriptive statistical analysis.  Student responses 

were on scantron sheets and scored by the staff at Appalachian State University.  The Statistical 

Package for the Social Sciences (SPSS®) 14.0 for Windows software package was utilized for 

the analysis.  The data were returned from Appalachian State University in a SPSS file.  

Descriptive statistics, including measures of central tendency and frequencies were calculated for 

the appropriate questionnaire items.  In addition, correlational analysis was used to examine the 

association between levels of student development and selected demographic characteristics. 
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Summary 

This chapter provided an overview of the methodology associated with this study.  The 

research design was described and selection of the study’s population was explained.  A 

thorough explanation of each component of the construction of the study’s instrumentation was 

given.  Finally, data analysis was discussed, and the reliability and validity of the study was 

addressed.  The next chapter will provide specific information on data analysis procedures and 

the results received from the questionnaire.    
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CHAPTER 4 
RESULTS 

Chapter 1 described the changes that affect undergraduate students in colleges and 

universities and provided the background for studying the levels of student development in the 

College of Agricultural and Life Sciences (CALS) at the University of Florida (UF).  Chapter 1 

also explained the significance of the study and identified its purpose.  The chapter concluded by 

defining key terms and stating the assumptions and limitations of the study.  

Chapter 2 presented a discussion of the theoretical and conceptual frameworks that guided 

this study.  Chapter 2 focused specifically on literature related to the work of Chickering and his 

seven vectors of student development.  

Chapter 3 described the research methodology utilized to accomplish the objectives of the 

study.  Specifically, chapter 3 described the research design, population, instrumentation, survey 

development, and data collection and analysis procedures.   

This chapter presents the findings of the study, beginning with a description of the 

population and results of the reliability analysis. The remaining sections of this chapter present 

the findings of the study for each objective. 

The population of this study consisted of undergraduates in three classes, AEB 2014, FOS 

3042, and AEB 3133, in CALS at UF for the spring 2007 semester.  Four hundred and fifty-one 

undergraduates at UF were enrolled in the three selected classes, including 392 CALS students.  

At the conclusion of the primary data collection procedures via a paper and pencil survey 

outlined in Chapter 3, 262 students responded to the survey (Table 4-1).  Two hundred and 

thirty-six out of the 262 respondents were enrolled in CALS (Table 4-2). 
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Table 4-1. Class Participation by Undergraduates in Selected CALS Courses 
Class Number of undergraduate students 

enrolled in class 
Number of respondents 

AEB 2014  118 56 
FOS 3042 217 137 
AEB 3133 116 69 
Total 451 262 
 
Table 4-2. Number of Enrolled College of Agricultural and Life Sciences Students and Survey 

Respondents by Class 
Class Number of undergraduate students in 

CALS enrolled in classes 
Number of Respondents 

in CALS 
AEB 2014 107 52 
FOS 3042 172 117 
AEB 3133 113 67 
Total 392 236 
 

Table 4-3 presents the internal consistency reliability estimates for each of the four 

subtasks measured by the SDTLA instrument: career planning, lifestyle planning, cultural 

participation, and educational involvement and the overall task, establishing and clarifying 

purpose.  The reliabilities for the subtasks ranged from a .741 to a .826.  Each of the subtasks and 

the overall task were sufficiently reliable (Agresti & Finlay, 1997). 

Table 4-3. Post hoc Internal Reliability Estimates for the Student Developmental Task and 
Lifestyle Assessment Instrument 

Subtask Reliability 
Career Planning 
Lifestyle Planning 
Cultural Participation 
Educational Involvement 
Establishing and Clarifying Purpose Task 

.826 

.774 

.741 

.773 

.893 
Note. All reliability coefficients were estimated using Cronbach’s alpha. 

 
Objective 1: To Assess Levels of Student Development of Undergraduates in the College of 

Agricultural and Life Sciences 

Career Planning Subtask 

 In regards to students thinking about employment after graduation, 72.5% (n=166) knew 

of one or more sources that could provide information about future employment prospects in a 
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variety of fields.  Twenty-one percent (n=48) had a vague idea about how to find out about future 

employment prospects, while 6.6% (n=15) did not know how to find prospects for employment 

in a variety of fields (Table 4-4).  Concerning students thinking about possible careers in the past 

six months, 64.6% (n=151) of students have talked with relatives, faculty members, counselors, 

placement centers, or others about career positions (Table 4-5).  In response to students being 

able to name beginning level positions in related fields, 69.8% (n=164) reported that they could 

name two or more positions, while 13.2% (n=31) could name at least one position.  In contrast, 

17.1% (n=40) reported that they could not list any beginning positions in their career field or had 

not made a decision about their academic major (Table 4-6). 

Table 4-4.  Frequencies and Percentages of Students by Employment Prospects after College 
Response Frequency Percent 
I do not know how to find out about the prospects   
   for employment in a variety of fields. 
I have a vague idea about how to find out about  
   future employment prospects in a variety of  
   fields. 
I have one source that could provide information  
   about future employment prospects in a variety  
   of fields. 
I know several sources that can provide  
   information about future employment prospects  
   in a variety of fields. 

15 
 

48 
 
 

55 
 
 

111 

6.6 
 

21.0 
 
 

24.0 
 
 

48.5 

n=229; Missing=7 
 
Table 4-5.  Frequencies and Percentages of Students by Thinking about Careers Within the Past 

Six Months 
Response Frequency Percent 
I haven’t seriously thought about possible post-college    
   jobs or careers. 
I have thought about possible post-college jobs or a career,  
   but haven’t done much about exploring the possibilities. 
I have asked relatives, faculty members, or others to  
   describe positions in the fields in which they are working. 
I have taken definite steps to decide about a career, such  
   as visiting a counselor, placement center, or persons  
   who hold the kinds of positions in which I am interested. 

6 
 

77 
 

64 
 

87 

2.6 
 

32.9 
 

27.4 
 

37.2 

n=234; Missing=2 



 

53 

 
Table 4-6.  Frequencies and Percentages of Students by the Ability to Name Beginning-Level 

Positions in Related Fields 
Response Frequency Percent 
Can name three or more. 
I can name only two. 
I can name only one. 
I cannot name any. 
I haven’t made a decision about my academic  
   major or concentration; therefore, I don’t know  
   for what I might be qualified. 

100 
64 
31 
38 
2 

42.6 
27.2 
13.2 
16.2 
0.9 

n=235; Missing=1 
 

 In terms of students meeting professionals in their related fields, 80% (n=189) had 

discussed career goals with a professional or at least had minimal exposure to people in the 

career field that interested them (Table 4-7).  In regards to students becoming acquainted with at 

least three people in their chosen occupational area, 63.9% (n=149) had become acquainted with 

at least three people involved in their chosen occupational area (Table 4-8). 

Table 4-7.  Frequencies and Percentages of Students by Meeting with Professional in my Field 
Response Frequency Percent 
I have discussed my career goals with at least two  
   professionals in the field that interests me most. 
I have had minimal exposure to people in the  
   career field that interests me most. 
I know several professionals in the career field in  
   which I am interested, but I haven’t talked to  
   them about entering the field. 
I have yet to decide on a career area. 

124 
 

65 
 

40 
 
 
7 

52.5 
 

27.5 
 

16.9 
 
 

3.0 
n=236 
 
Table 4-8.  Frequencies and Percentages of Students by Becoming Acquainted with Three People 

Actively Involved in Chosen Occupational Area 
Response Frequency Percent 
Yes. 
No, I haven’t met many people doing work I  
   visualize for myself. 
No, I have yet to decide on a post-college  
   occupational area. 
No, I don’t think that is very important. 

149 
63 
 

15 
 
6 

63.9 
27.0 

 
6.4 

 
2.6 

n=233; Missing=3 
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In response to student’s career area of interest, 39% (n=92) had a vague picture about what 

will be faced after graduation, while 47.9% (n=113) of respondents had a clear picture of what 

they would face after graduation.  Also, 13.1% (n=31) did not have an idea about what to face 

upon graduation or had not yet decided on a career area or academic major (Table 4-9).  In 

regards to students thinking about occupations, 87.7% (n=206) had a general idea of what was 

required or could list at least five requirements (Table 4-10).  In reference to students narrowing 

the number of career areas to explore, 85.1% (n=201) identified specific abilities or had general 

ideas about how to be successful (Table 4-11).   

Table 4-9.  Frequencies and Percentages of Students by Career Area of Interest 
Response Frequency Percent 
I have yet to decide on a career area or academic major. 
I don’t have much of an idea of what I will face upon  
   graduation. 
I have a general, though somewhat vague, picture of  
   what I will face upon graduation. 
I have investigated things enough to be pretty clear  
   about what I will face upon graduation. 

4 
27 
 

92 
 

113 

1.7 
11.4 

 
39.0 

 
47.9 

n=236 
 
Table 4-10.  Frequencies and Percentages of Students by Thinking About Occupations 
Response Frequency Percent 
I don’t know what is required in order to be  
   competitive for a job. 
I haven’t decided which occupations interest me most. 
I have a general idea of what is required. 
I can list at least five requirements. 

12 
 

17 
108 
98 

5.1 
 

7.2 
46.0 
41.7 

n=235; Missing=1 
 
Table 4-11.  Frequencies and Percentages of Students by Thinking about Narrowing the Number 

of Career Areas to Explore 
Response Frequency Percent 
I have identified specific personal abilities and limitations  
   which I can use to guide my thinking. 
I have some general ideas about how I would be successful. 
I have only a vague sense of where I can best use my skills  
   or minimize my shortcomings. 
I have never thought about careers in this way. 

102 
 

99 
21 
 

14 

43.2 
 

41.9 
8.9 

 
5.9 

n=236 
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 In the item concerning students taking action for a possible career, 6.4% (n=15) had not 

seriously thought about a career.  Almost half, 48.1% (n=113) had read about or had thought 

about a career.  Finally, 45.5% (n=107) had been involved in activities that directly related to 

their future career (Table 4-12).  In terms of students establishing a plan for gaining practical 

experience in their pursued career area, 75.2% (n=173) of students had developed or begun 

implementing this plan (Table 4-13).  

Table 4-12.  Frequencies and Percentages of Students by Taking Action for a Possible Career 
Response Frequency Percent 
I haven’t thought seriously about my career . 
I have read about a career I am considering. 
I have been involved in activities directly related to 
   my future career. 
I have thought about my career, but things are still  
   too unsettled for me to take any action yet. 

15 
36 
107 

 
77 

6.4 
15.3 
45.5 

 
32.8 

n=235; Missing=1 
 
Table 4-13.  Frequencies and Percentages of Students by Establishing a Plan for Gaining 

Practical Experience in Pursued Career Area  
Response Frequency Percent 
No, I have yet to decide on a career area. 
No, but that is something I should be doing. 
No, that isn’t something I want to do. 
Yes, but I haven’t actually acted on my plan. 
Yes, and I have begun implementing my plan. 

6 
38 
13 
79 
94 

2.6 
16.5 
5.7 
34.3 
40.9 

n=230 Missing=6 
 

In the item related to students by their experience in a career area, 40.2% (n=95) had very 

little to no experience or had not decided on a post-college career area.  In relation, 59.7% 

(n=141) had some to a great deal of experience in their chosen career area (Table 4-14).  In 

addition, 69.9% (n=165) of students did not have trouble visualizing day-to-day work in their 

selected career area (Table 4-15).   
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Table 4-14.  Frequencies and Percentages of Students by Experience in Career Area 
Response Frequency Percent 
Yet to decide on a post-college career area. 
Had no experience. 
Had very little experience. 
Had some experience. 
Had a great deal of experience. 

9 
31 
55 
93 
48 

3.8 
13.1 
23.3 
39.4 
20.3 

n=236 
 
Table 4-15.  Frequencies and Percentages of Students by Having Trouble Visualizing Day-To-

Day Work in Selected Career Area 
Response Frequency Percent 
Yes, because I have yet to decide on a career area. 
Yes, because I don’t know what routine work in  
   my career area is really like. 
Yes, because I don’t like to think about that. 
No, I can visualize work in that area, but I’m not  
   sure that it’s realistic. 
No, I have a clear and realistic picture of work in  
   my career area. 

16 
42 
 

13 
59 
 

106 

6.8 
17.8 

 
5.5 
25.0 

 
44.9 

n=236 
 

 In terms of students joining college organizations related to their chosen occupational 

field, 28.9% (n=68) had joined and were actively involved while 29.4% (n=69) had joined but 

were not actively involved.  In contrast, 41.7% (n=98) of students had not joined an organization 

related to the chosen occupational field (Table 4-16).  Regarding students visiting a career center 

or a library to obtain information about a chosen career, 60.9% (n=137) of students had not 

visited these resources (Table 4-17). 

Table 4-16.  Frequencies and Percentages of Students by Joining College Organizations Related 
to Chosen Occupational Field 

Response Frequency Percent 
Yet to decide on a post-college occupational field. 
Investigated joining one or more, but have not  
   actually joined . 
Joined one or more, but am not very involved. 
Joined one or more and am actively involved. 

17 
81 
 

69 
68 

7.2 
34.5 

 
29.4 
28.9 

n=235; Missing=1 
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Table 4-17.  Frequencies and Percentages of Students by Visiting a Career Center or Library to 
Obtain Information about a Chosen Career 

Response Frequency Percent 
No, but I will do that when I find time. 
No, I don’t need career information. 
No, there is no place or person that deals with  
   careers on my campus. 
Yes. 

79 
51 
7 
 

88 

35.1 
22.7 
3.1 

 
39.1 

n=225; Missing=11 
 
Lifestyle Planning Subtask 

In response to students currently being involved in lifestyle planning activities, 80.4% 

(n=189) of respondents were involved in these activities.  Eighty three percent (n=196) of 

students had begun making plans that were consistent with their personal values (Table 4-18).  In 

addition, 74.9% (n=176) of students had developed strategies to maximize their strengths and 

minimize their weaknesses to accomplish goals (Table 4-19). 

Table 4-18.  Frequencies and Percentages of Students by Consistent Plans with Personal Values  
Response Frequency Percent 
No, my future plans are unclear and I am undecided about my  
   personal values. 
No, my future plans are clear, but I am undecided about my  
   personal values. 
No, my future plans are unclear, but I am clear about my  
   personal values. 
Yes, I have recently begun to think about how my values will  
   shape my future. 
Yes, I thought about this a lot and have a clear understanding of 
   how my values will shape my future. 

5 
 
9 
 

26 
 

106 
 

90 

2.1 
 

3.8 
 

11.0 
 

44.9 
 

38.1 

n=236 
 
Table 4-19.  Frequencies and Percentages of Students by Developing Strategies to Maximize 

Strengths and Minimize Weaknesses to Accomplish Goals 
Response Frequency Percent 
No, I don’t know myself that well. 
No, I haven’t figured out how to do that. 
No, I don’t have a clear picture of my life goals. 
Yes, I have done this, but I’m not very confident about my strategies. 
Yes, I have done this, and I am confident that my  
   strategies will be effective. 

4 
29 
26 
111 
65 

1.7 
12.3 
11.1 
47.2 
27.7 

n=235; Missing=1 
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 According to students who thought about life five years after college, 81.9% (n=191) had 

a clear enough picture to identify steps necessary to realize their dreams.  Eighteen percent 

(n=42) of students did not have a clear picture or had not identified specific steps to realize 

dreams (Table 4-20).  According to students being able to clearly state the plan for achieving 

their goals for the next ten years, 37.3% (n=88) could state their plan, while 62.7% (n=148) of 

students could not clearly state their plan (Table 4-21).   

Table 4-20.  Frequencies and Percentages of Students by Thinking about Life Five Years after 
College 

Response Frequency Percent 
Not come up with a very clear picture. 
A vague picture, but have been unable to identify  
   the specific steps I need to take now. 
A clear enough picture that I can identify the steps  
   that are necessary for me to take now in order to  
   realize my dreams. 
A clear enough picture and identified the steps that 
   are necessary for me to take now in order to  
   realize my dreams. 

7 
35 
 

104 
 
 

87 
 

3.0 
15.0 

 
44.6 

 
 

37.3 

n=233; Missing=3 
 
Table 4-21.  Frequencies and Percentages of Students by Achieving Goals Established for the 

Next Ten Years 
Response Frequency Percent 
No, because I have no specific goals for the next  
   ten years. 
No, because I don’t like making detailed plans for  
   long-range goals. 
No, because I haven’t worked out my plan  
   completely. 
Yes. 

4 
 

38 
 

106 
 

88 

1.7 
 

16.1 
 

44.9 
 

37.3 
n=236 
 

 According to students not achieving their present educational plans, 60.6% (n=143) had 

several acceptable alternatives in mind.  Conversely, 39.4% (n=93) of students had a vague 

notion of alternatives or no alternatives at all (Table 4-22).  In the item of students considering 

the impact of their present course of study on their goals, 2.2% (n=5) of respondents had not 
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thought about this at all.  In addition, 44% (n=100) of students had a very clear picture of how 

their studies would shape their future (Table 4-23).   

 
Table 4-22.  Frequencies and Percentages of Students by Not Achieving my Present Educational 

Plans 
Response Frequency Percent 
No idea what else I might pursue. 
A vague notion about acceptable alternatives. 
Several acceptable alternatives in mind, but I  
   haven’t explored them very much. 
Several acceptable alternatives in mind, which I  
   have explored in some detail. 

29 
64 
98 
 

45 

12.3 
27.1 
41.5 

 
19.1 

n=236 
 
Table 4-23.  Frequencies and Percentages of Students by Considering the Impact of the Present 

Course of Study and Goals 
Response Frequency Percent 
No, I haven’t thought about this at all. 
Yes, I have thought about this, but its unclear how  
   my studies will shape my future. 
Yes, I have a fairly clear idea about how my  
   studies will shape my future. 
Yes, I have a very clear picture of how my studies  
   will shape my future. 

5 
35 
 

85 
 

100 

2.2 
15.6 

 
37.8 

 
44.4 

n=225; Missing=11 
 

 In regards to students deciding about marriage, 41.5% (n=98) had made a definite 

decision regarding the place marriage had in their future.  Also, 39.8 (n=94) had not made a 

definite decision about marriage, but knew what they would like to have happen (Table 4-24).  In 

response to students weighing the importance of establishing a family in relation to goals, 87.2% 

(n=205) had weighed the importance (Table 4-25).  

 
Table 4-24.  Frequencies and Percentages of Students by Deciding about Marriage 
Response Frequency Percent 
No, I will just wait to see what develops. 
No, I don’t think about it. 
No, but I know what I would like to have happen. 
Yes, I have made a definite decision. 

30 
14 
94 
98 

12.7 
5.9 
39.8 
41.5 

n=236 
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Table 4-25.  Frequencies and Percentages of Students by Weighing the Importance of 

Establishing a Family and Goals 
Response Frequency Percent 
No, my desire to establish a family is too uncertain. 
No, my life goals are too uncertain. 
Yes, but my priorities tend to change. 
Yes, my priorities about these goals are clear. 

16 
14 
55 
150 

6.8 
6.0 
23.4 
63.8 

n=235; Missing=1 
 
 

 According to students continuing present hobbies ten years from now, 75.1% (n=175) of 

students responded that they would continue their hobbies, 10.7% (n=25) of students responded 

that they would not continue their hobbies, and 14.2% (n=33) of respondents did not know if 

they would continue their present hobbies ten years from now (Table 4-26).  In relation to 

students developing skills and habits to continue learning after college, 83.4% (n=197) of 

students think about this or do this systematically.  Meanwhile, 7.2% (n=17) of students have not 

thought about this, and 9.3% (n=22) of students rely completely on course requirements to do 

this (Table 4-27). 

Table 4-26.  Frequencies and Percentages of Students by Continuing Hobbies 10 Years from 
Now 

Response Frequency Percent 
Yes. 
No. 
I don’t know. 

175 
25 
33 

75.1 
10.7 
14.2 

n=233; Missing=3 
 
Table 4-27.  Frequencies and Percentages of Students by Developing Skills and Habits to 

Continue Learning after College 
Response Frequency Percent 
I haven’t thought about this. 
I rely completely on course requirements to do this. 
I think about this some times. 
I do this systematically. 

17 
22 
115 
82 

7.2 
9.3 
48.7 
34.7 

n=236 
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 In terms of students investigating the process to satisfy needs or desires for material 

goods, 22.1 (n=52) of students had thought very little to none about this tradeoff.  Only 5.1% 

(n=12) of students were unsure how important material goods were to them, while 31.1% (n=73) 

of students responded that their current plans were likely to meet their needs or desires.  

Additionally, 41.7% (n=98) of students were somewhat sure that they would be able to satisfy 

their needs and desires (Table 4-28).  In response to students considering the tradeoffs needed for 

a personal lifestyle, 69.9% (n=165) of students have a clear to very clear idea of the tradeoffs 

required.  In addition, 23.7% (n=56) had thought about and 6.4% (n=15) had not thought about 

the tradeoffs required (Table 4-29). 

 
Table 4-28.  Frequencies and Percentages of Students by Investigating the Process to Satisfy 

Needs or Desires for Material Goods 
Response Frequency Percent 
No, I’m unsure about how important material  
   goods are to me. 
No, I haven’t thought much about what I will need  
   to do. 
No, I have given some thought to this, but things  
   are still unclear. 
Yes, I’m somewhat sure that I will be able to  
   satisfy my needs or desires. 
Yes, my current plans are likely to meet my  
   needs or desires. 

12 
 

19 
 

33 
 

98 
 

73 

5.1 
 

8.1 
 

14.0 
 

41.7 
 

31.1 

n=235; Missing=1 
 
Table 4-29.  Frequencies and Percentages of Students by Considering Tradeoffs Needed for 

Personal Lifestyle 
Response Frequency Percent 
I haven’t thought about this at all. 
I have thought about this in general. 
I have a fairly clear idea of the tradeoffs required. 
I have a very clear idea of the tradeoffs required. 

15 
56 
97 
68 

6.4 
23.7 
41.1 
28.8 

n=236 
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Cultural Participation Subtask 

In regards to students experiencing unfamiliar artistic media in the past six months, 51.1% 

(n=120) of respondents had not experienced this type of media.  In addition, students learning or 

experiencing a culture different from their own through artistic expression, 50.4% (n=119) of 

students had experienced a different culture.  In response to students seeking to broaden their 

understanding of culture, 20.4% (n=48) of students responded always true of me, 38.3% (n=90) 

of students responded usually true of me, 28.9% (n=68) of students responded seldom true of 

me, and 12.3% (n=29) of students responded never true of me (Table 4-30). 

Table 4-30.  Frequencies and Percentages of Students by Efforts to Broaden Understanding of 
Culture 

Response Frequency Percent 
Never (almost never) true of me. 
Seldom true of me. 
Usually true of me. 
Always (almost always) true of me. 

29 
68 
90 
48 

12.3 
28.9 
38.3 
20.4 

n=235; Missing=1 
 

 In the item students having a conversation about the arts in the past 12 months, 73.3% 

(n=173) of students had a conversation.  In relation to students seeking out opportunities to learn 

about cultural or artistic forms, 13.2% (n=31) of students responded never true of me, 49.4% 

(n=116) of students responded seldom true of me, 26.4% (n=62) of students responded usually 

true of me, and 11.1% (n=26) of students responded always true of me (Table 4-31). 

Table 4-31.  Frequencies and Percentages of Students by Seeking Out Opportunities to Learn 
About Cultural or Artistic Forms  

Response Frequency Percent 
Never (almost never) true of me. 
Seldom true of me. 
Usually true of me. 
Always (almost always) true of me. 

31 
116 
62 
26 

13.2 
49.4 
26.4 
11.1 

n=235; Missing=1 
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 In the item becoming more culturally sophisticated since beginning college, 79.9% 

(n=187) of students responded agree or strongly agree (Table 4-32).  In addition, students who 

had attended a cultural event when not required by class, 49.2% (n=116) of students had not 

attended these events when not required by class (Table 4-33).  In regards to students visiting a 

museum or art exhibit when not required for a class, 47% (n=111) had not visited when not 

required by class (Table 4-34).   

Table 4-32.  Frequencies and Percentages of Students by Becoming More Culturally 
Sophisticated in College 

Response Frequency Percent 
Strongly Agree. 
Agree. 
Disagree. 
Strongly Disagree. 

61 
126 
40 
7 

26.1 
53.8 
17.1 
3.0 

n=234; Missing=1 

Table 4-33.  Frequencies and Percentages of Students by Attending a Cultural Event When Not 
Required For a Class 

Response Frequency Percent 
Yes. 
No, I don’t like those kinds of things. 
No, I just haven’t gotten around to it. 
No, there aren’t such things available here. 

116 
31 
85 
4 

49.2 
13.1 
36.0 
1.7 

n=236 
 
Table 4-34.  Frequencies and Percentages of Students by Visiting a Museum or Art Exhibit 

When Not Required for a Class 
Response Frequency Percent 
Yes. 
No, I don’t like those kinds of things. 
No, I just haven’t gotten around to it. 
No, there aren’t such things available here. 

111 
27 
91 
7 

47.0 
11.4 
38.6 
3.0 

n=236 
 

 In terms to students participating in the arts for their own benefit, 55.3% (n=130) of 

students do this occasionally or frequently (Table 4-35).  In regards to students frequently 

participating in cultural activities, 6.4% (n=15) only attend when required by the college while 
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28.1% (n=66) of students have taken advantage of as many opportunities as they could manage.  

Also, 31.1% (n=73) of students do not frequently participate in cultural activities (Table 4-36). 

Table 4-35.  Frequencies and Percentages of Students by Participating in the Arts for Their Own 
Benefit 

Response Frequency Percent 
I never (almost never) do this. 
I seldom do this. 
I occasionally do this. 
I frequently do this. 

61 
44 
63 
67 

26.0 
18.7 
26.8 
28.5 

n=235; Missing=1 
 
Table 4-36.  Frequencies and Percentages of Students by Frequently Participating in Cultural 

Activities 
Response Frequency Percent 
No, that isn’t something that I enjoy or consider  
   important. 
No, there haven’t been any cultural activities. 
I have attended when others have encouraged or  
   invited me. 
Yes, I have taken advantage of as many  
   opportunities as I could manage. 
Yes, only when required by the college. 

42 
 

31 
81 
 

66 
 

15 

17.9 
 

13.2 
34.5 

 
28.1 

 
6.4 

n=235; Missing=1 
 

Educational Involvement Subtask 

Students in terms of academic major choices, 50% (n=118) have made a firm decision 

about a major.  Three percent (n=7) had not selected a major, while 9.3% (n=22) had made a 

tentative decision and 37.7% (n=89) had made a firm decision while still having some doubts 

(Table 4-37).  In regards to students investigating possible academic majors, 49.6% (n=117) of 

students had made a systematic effort to learn about possible majors.  Meanwhile, 22.8% (n=54) 

of students had not investigated the possibilities, while 27.5% (n=65) of students had read a 

catalog and talked to some students, faculty, and staff members about possible majors (Table 4-

38). 
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Table 4-37.  Frequencies and Percentages of Students by Academic Major Choices 
Response Frequency Percent 
I am uncertain about possible majors and am a  
   long way from a decision. 
I have thought about several majors, but haven’t  
   done anything about it yet. 
I have made a tentative decision about what I  
   will major in. 
I have made a firm decision about a major, but I  
   still have doubts about whether I have made  
   the right decision. 
I have made a firm decision about a major in  
   which I am confident that I will be successful. 

3 
 
4 
 

22 
 

89 
 
 

118 

1.3 
 

1.7 
 

9.3 
 

37.7 
 
 

50.0 

n=236 
 

Table 4-38.  Frequencies and Percentages of Students by Investigating Possible Academic 
Majors 

Response Frequency Percent 
Not spent much time investigating the possibilities.
Talked to some students about their majors, but  
   have not done any systematic investigation. 
Read the catalog and talked to some students,  
   faculty, staff members about possible majors. 
Made a systematic effort to learn about possible  
   majors and what they entail. 
Make a systematic effort to learn about possible  
   majors and have carefully looked at my abilities  
   and interests and how they fit different majors. 

23 
31 
 

65 
 

60 
 

57 

9.7 
13.1 

 
27.5 

 
25.4 

 
24.2 

n=236 
 

 In relation to student’s requirements for an academic major, 86.9% (n=205) of students 

had investigated the basic requirements for the major that they had chosen.  In addition, 11.4 % 

(n=27) students had a general idea about the courses and other requirements needed in their 

major, while 1.7% (n=4) had not paid attention to requirements or selected a major (Table 4-39).  

In regards to students investigating the abilities and background needed to be successful in an 

academic major, 70.6% (n=166) of students had investigated the requirements for success (Table 

4-40). 
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Table 4-39.  Frequencies and Percentages of Students by Requirements of an Academic Major 
Response Frequency Percent 
Determined what all the requirements are and the  
   deadlines by which things must be done, for the  
   major I have chosen. 
Investigated the basic requirements for graduating  
   with a degree in my academic major. 
A general idea about the courses and other  
   requirements needed in my major. 
Not paid much attention to the requirements for  
   my major; I depend on my advisor or others to  
   tell me what to take. 
Yet to decide on an academic major. 

148 
 
 

57 
 

27 
 
3 
 
 
1 

62.7 
 
 

24.2 
 

11.4 
 

1.3 
 
 

0.4 
n=236 
 
Table 4-40.  Frequencies and Percentages of Students by Investigating the Abilities and 

Background Needed to be Successful in an Academic Major 
Response Frequency Percent 
No, I have yet to make a definite decision about an 
   academic major or concentration. 
No, I chose my major or concentration solely on  
   the basis of what I enjoyed most. 
No, I have narrowed the choice down to a few  
   areas, but I haven’t really investigated majors in  
   that way. 
No, I never thought about it in that way. 
Yes. 

3 
 

25 
 

21 
 
 

20 
166 

1.3 
 

10.6 
 

8.9 
 
 

8.5 
70.6 

n=235; Missing=1 
 

 In relation to students working with an academic advisor, 73.3% (n=173) of students took 

the initiative to set up conferences with an academic advisor while only 12.3% (n=29) kept 

appointments with an academic advisor when scheduled by the advisor (Table 4-41).  In terms of 

students having a serious conversation about long-term educational objectives with an academic 

advisor, 53% (n=125) did have a serious conversation with an academic advisor.  On the 

contrary, 22.5% (n=53) did not have a serious conversation with an academic advisor while 

24.6% (n=58) of students did not have a serious conversation with an academic advisor but 

wanted to do so (Table 4-42). 
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Table 4-41.  Frequencies and Percentages of Students by Working with an Academic Advisor 
Response Frequency Percent 
Taken the initiative to set up conferences with an  
   academic advisor. 
Kept appointments with an academic advisor when 
   scheduled by advisor. 
Avoided dealing with my academic advisor. 
Not investigated how to obtain academic advising. 
Not been at this college long enough to get  
   involved in academic advising. 

173 
 

29 
 

19 
7 
8 

73.3 
 

12.3 
 

8.1 
3.0 
3.4 

n=236 
 
Table 4-42.  Frequencies and Percentages of Students by Having a Serious Conversation about 

Long-Term Educational Objectives with an Academic Advisor 
Response Frequency Percent 
No, I don’t know to whom to talk. 
No, I have tried but no one will help me. 
No, but I want to do that. 
No, I don’t want my options limited. 
Yes. 

27 
15 
58 
11 
125 

11.4 
6.4 
24.6 
4.7 
53.0 

n=236 
 

 Slightly more than half (54.7%, n=129) of the respondents reported that they have a 

mature relationship with members of the academic community.  In addition, 18.2% (n=43) did 

not have a mature relationship with members of the academic community, while 27.1% (n=64) 

of students did not have a mature relationship with members of the academic community because 

they did not know any members of the academic community (Table 4-43).  In regards of students 

forming personal relationships with professors, 47.1% (n=111) of students had not formed a 

personal relationship with a professor.  Meanwhile, 19.9% (n=47) of students had formed a 

personal relationship with a professor but found it to be difficult to talk with them.  Also, 33.1% 

(n=78) of students had formed a personal relationship with a professor and they enjoyed 

interacting with each other (Table 4-44).  In terms of students having a serious discussion with a 

faculty member, 52.1% (n=123) of students had a serious discussion with a faculty member 

(Table 4-45). 
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Table 4-43.  Frequencies and Percentages of Students by Having a Mature Working Relationship 

with Members of the Academic Community 
Response Frequency Percent 
Yes. 
No, I don’t like dealing with them. 
No, I have tried to form relationships, but haven’t  
   been successful yet. 
No, I don’t know any. 
No, I don’t have time for that kind of thing. 

129 
13 
24 
 

64 
6 

54.7 
5.5 
10.2 

 
27.1 
2.5 

n=236 
 
Table 4-44.  Frequencies and Percentages of Students by Forming Personal Relationships with 

Professors 
Response Frequency Percent 
Yes, but I find it difficult to talk to him or her (them). 
Yes, we often enjoy interacting with each other. 
No, I would like to but haven’t taken any action. 
No, I would like to and have tried unsuccessfully. 
No, because that isn’t important to me. 

47 
78 
89 
19 
3 

19.9 
33.1 
37.7 
8.1 
1.3 

n=236 
 
Table 4-45.  Frequencies and Percentages of Students by Having a Serious Discussion with a 

Faculty Member 
Response Frequency Percent 
No, I don’t like talking to faculty members. 
No, I have tried, but was unsuccessful. 
No, I haven’t found one who seemed willing to  
   interact in that way. 
Yes, I initiated such a discussion. 
Yes, I responded to a faculty member’s initiative. 

36 
14 
63 
 

107 
16 

16.3 
5.9 
26.7 

 
45.3 
6.8 

n=236 
 

 In terms of students attending lectures dealing with serious intellectual subjects, 61.4% 

(n=145) of students had attended one or more non-required lectures during the past twelve 

months that dealt with serious intellectual subjects (Table 4-46).  In regard to students reading a 

non-required publication related to their major, 57.1% (n=124) of students had read a non-

required publication related to their major (Table 4-47). 
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Table 4-46.  Frequencies and Percentages of Students by Attending Lectures Dealing with 

Serious Intellectual Subjects 
Response Frequency Percent 
I haven’t attended any non-required lectures,  
   programs, or activities dealing with serious  
   intellectual subjects. 
I have attended one or two non-required lectures or 
   programs dealing with serious intellectual  
   subjects. 
I have attended three or four lectures or programs  
   dealing with serious intellectual subjects that  
   were not required for any of my courses. 
I have attended five or more lectures or programs  
   dealing with serious intellectual subjects which  
   were not required for any of my courses. 

91 
 
 

106 
 
 

25 
 
 

14 

38.6 
 
 

44.9 
 
 

10.6 
 
 

5.9 

n=236 
 
Table 4-47.  Frequencies and Percentages of Students by Reading a Non-Required Publication 

Related to my Major Field  
Response Frequency Percent 
No, I have yet to decide on an academic major or  
   field of study. 
No, I don’t have time to read such things. 
No, that would be too boring. 
Yes. 

17 
 

59 
17 
124 

7.8 
 

27.2 
7.8 
57.1 

n=217; Missing=19 
 

 In relation to students spending their free time, 22.1% (n=52) spend their free time 

involved in the community or in organized activities on campus.  Sixty percent (n=141) of 

students spend their time with friends or “goofing off.”  In addition, 17.9% (n=42) of students 

spend their free time working to support themselves or their family (Table 4-48).  In terms of 

students being engaged in a student organization in the past six months, 52.5% (n=124) of 

students were engaged in a student organization in the past six months.  Meanwhile, 31.4% 

(n=74) of students had not been engaged in a student organization in the past six months.  In 

addition, 16.1% (n=38) of students had not be engaged in a student organization in the past six 

months, but planned to do so soon (Table 4-49).  In regards to students participating in practical 
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experience related to educational goals, 62.8% (n=145) of students had participated in practical 

experience related to educational goals (Table 4-50). 

Table 4-48.  Frequencies and Percentages of Students by Spending Free Time  
Response Frequency Percent 
I spend much of my free time involved in organized  
   activities on campus or in the community. 
I spend most of my free time “goofing off” or  
   watching TV. 
I spend most of my free time with friends doing  
   things we enjoy. 
I spend most of my time working to support myself  
   or caring for my family. 

52 
 

28 
 

113 
 

42 

22.1 
 

11.9 
 

48.1 
 

17.9 

n=235; Missing=1 
 
Table 4-49.  Frequencies and Percentages of Students by Being Engaged in a Student 

Organization in the Past 6 Months 
Response Frequency Percent 
Yes. 
No, I don’t have time because of my job(s) or  
   family responsibilities. 
No, I am not interested. 
No, I haven’t been in college long enough. 
No, but I plan to do so soon. 

124 
35 
 

32 
7 
38 

52.5 
14.8 

 
13.6 
3.0 
16.1 

n=236 
 
Table 4-50.  Frequencies and Percentages of Students by Participating in Practical Experience 

Related to Educational Goals 
Response Frequency Percent 
No, I haven’t been enrolled long enough. 
No, I haven’t thought about it much. 
No, I have yet to establish any specific educational 
   goals. 
Yes, I did it to satisfy program requirements. 
Yes, I did it on my own initiative. 

33 
28 
25 
 

32 
113 

14.3 
12.1 
10.8 

 
13.9 
48.9 

n=231; Missing=5 
 Standardized t-scores (M = 50, SD = 10), which were provided by Student Development 

Associates (Winston et al., 1999), were computed using a normative sample of students of the 

same gender and class standing.  The standardized t-score compared the reported level of student 

development to what is normally expected from undergraduates of the same age.  The normative 

sample came from a carefully selected national sample to define responses for each of the four 
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college years (Wachs, personal communication, July 5, 2007).  Data for the normative sample 

was collected from over 1800 undergraduate students from 42 different colleges and universities 

(Winston, Miller, & Cooper, 1999).   For the subtask career planning (n=231) a mean of 50.9 and 

standard deviation of 10.0 was found, while the subtask lifestyle planning (n=231) had a mean of 

51.6 and standard deviation of 9.3.  The subtask cultural participation (n=230) obtained a mean 

of 47.7 with a standard deviation of 10.1 and the subtask educational involvement (n=231) had a 

mean of 48.4 and a standard deviation of 10.1.  For the establishing and clarifying purpose task 

(n=231), a mean of 49.4 was reported with a standard deviation of 9.2 (Table 4-51). 

 
Table 4-51.  Standardized Means and Standard Deviations for the Career Planning, Lifestyle 

Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Subtask and Task Mean Standard 
Deviation 

n 

Career Planning. 
Lifestyle Planning. 
Cultural Participation. 
Educational Involvement. 
Establishing and Clarifying Purpose. 

50.9 
51.6 
47.7 
48.4 
49.4 

10.0 
9.3 
10.1 
10.1 
9.2 

231 
231 
230 
231 
231 

 
 

Objective 2: To Examine the Relationship between Demographic Characteristics and the 
Levels of Student Development of Undergraduates in the College of Agricultural and Life 

Sciences 

 

In terms of the gender of students, 30.8% (n=72) were male while 69.2% (n=162) were 

female (Table 4-52).  In regards to the students’ race, 11.3% (n=26) were Black or African 

American and 15.1% (n=35) were Hispanic, Latino, Latina, or Mexican-American.  

Additionally, 8.7% (n=20) were Asian-American or Pacific Islander while 58.4% (n=135) were 

White, Caucasian, or European.  Also, 6.5% (n=15) were considered Other, including Native 

American, Bi-racial, or Multiracial (Table 4-53). 
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Table 4-52. Frequencies and Percentages of Males and Females 
Sex Frequency Percent 
Male. 
Female. 

72 
162 

30.8 
69.2 

n=234; Missing=2 

Table 4-53.  Frequencies and Percentages of Race and/or Cultural Background 
Background Frequency Percent 
Black or African American. 
Hispanic, Latino, Latina, or Mexican-American. 
Asian-American or Pacific Islander. 
White, Caucasian, or European. 
Bi-racial or Multiracial. 
Other. 

26 
35 
20 
135 
9 
6 

11.3 
15.1 
8.7 
58.4 
3.9 
2.6 

N=231; Missing =5 

 Concerning the students class standing, 9.4% (n=22) were freshmen and 24.0% (n=56) 

were sophomores.  Combined, the underclassmen made up 33.4% (n=78) of the sample.  

Additionally, 52.4% (n=122) of the students were juniors and 14.2% (n=33) were seniors.  

Combined, the upperclassmen made up 66.6% (n=155) of the sample (Table 4-54). 

Table 4-54.  Frequencies and Percentages of Academic Class Standing 
Academic Standing Frequency Percent 
Freshman (First Year). 
Sophomore (Second Year). 
Junior (Third Year). 
Senior (Fourth Year). 

22 
56 
122 
33 

9.4 
24.0 
52.4 
14.2 

 

In terms of students’ current residence, 17.7% (n=41) lived in an on-campus residence hall, 

while 2.2% (n=5) lived in an on-campus apartment, trailer, or house.  Also, 1.3% (n=3) lived at a 

fraternity or sorority.  Combined, the students that lived on campus made up 21.2% (n=49) of the 

sample.  Additionally, 5.6% (n=13) of the students lived at home with their parents while 4.3% 

(n=10) lived at home with a spouse or a spouse equivalent.  Also, 69.0% (n=160) of the students 

lived in an off-campus apartment, trailer, or house.  Combined, 78.9% (n=183) of the student 

lived off-campus (Table 4-55). 
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Table 4-55.  Frequencies and Percentages of Current Residence 
Current Residence Frequency Percent 
In on-campus residence hall. 
At home with parents. 
At home with spouse or spouse equivalent. 
In on-campus apartment, trailer, or house (Not with  
   parents or spouse). 
In off-campus apartment, trailer, or house (Not with  
   parents or spouse). 
In fraternity or sorority. 

41 
13 
10 
5 
 

160 
 
3 

17.7 
5.6 
4.3 
2.2 

 
69.0 

 
1.3 

n=232; Missing=4 

In terms of international students, 92.4% (n=208) of students were not international 

students (Table 4-56). 

Table 4-56.  Frequencies and Percentages of International Students 
International Student Frequency Percent 
Yes. 
No. 

17 
208 

7.6 
92.4 

 

In regards the number of semester that students had attended a college or university, 

excluding the current semester, 20.6% (n=44) of student had attended 0-2 semesters.  In addition, 

39.4% (n=84) had attended 3-5 semesters whereas 25.4% (n=54) had attended 6-8 semesters.  

Also, 14.6% (n=31) of students had attended 9 semesters at a college or university (Table 4-57). 

Table 4-57.  Frequencies and Percentages of Semesters Attended a College or University 
Excluding the Current Semester 

Number of Semesters Frequency Percent 
0. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

5 
15 
24 
28 
25 
31 
18 
22 
14 
31 

2.3 
7.0 
11.3 
13.1 
11.7 
14.6 
8.5 
10.3 
6.6 
14.6 
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In terms of students being involved in extracurricular activities on campus, 69.8% (n=162) 

were involved in extracurricular activities on campus.  In regards to students being in a 

leadership position in a campus organization, 32.3% (n=75) of students were in a leadership 

position in a campus organization.  In regards to students being currently employed, 48.5% 

(n=112) of respondents were currently employed. 

 In response to students by the number of credit hours taken in the spring 2007 semester, 

9.5% (n=22) of students were taking 0-11 credit hours.  In addition, 60.9% (n=142) of students 

were taking 12-14 credit hours, while 29.7% (n=69) of students were taking 15 or more credit 

hours (Table 4-58).   

Table 4-58.  Frequencies and Percentages of Students by Number of Credit Hours Taken in 
Spring 2007 Semester 

Response Frequency Percent 
0-6. 
7-11. 
12-14. 
15-18. 
21+. 

9 
13 
142 
67 
2 

3.9 
5.6 
60.9 
28.8 
0.9 

 

In order to further describe the variables in this study, analyses were conducted to identify 

relationships that may have existed among variables.  The magnitudes of the correlations are 

presented and discussed using the ranges proposed by Miller (1994).  Correlation coefficients 

between .01 and .09 were considered negligible, correlations between .10 and .29 were low 

relationships, correlations between .30 and .49 were moderate relationships, correlations between 

.50 and .69 were substantial relationships, correlations between .70 and .99 were very high and a 

perfect correlation was 1.0. 

A Pearson point biserial correlational analysis between academic class standing and the 

career planning, lifestyle planning, cultural participation, and educational involvement subtasks 
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and the overall task of establishing and clarifying purpose was performed.  Negligible to low 

negative relationships were found between the overall task and four subtasks and academic 

standing (Table 4-59). Underclassmen (freshmen and sophomores) had a slight tendency to 

report higher scores on the overall task and the individual subtasks, with the exception of the 

lifestyle planning task, where no relationship was found. 

Table 4-59.  Correlation Between Academic Class Standing and Career Planning, Lifestyle 
Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

-.214 
-.208 
-.192 
-.071 
-.163 

Note: Academic class standing was coded as 1=underclassmen; 2=upperclassmen 

A one-way between-groups analysis of variance was conducted to explore the impact of 

racial or cultural background on the career planning, lifestyle planning, cultural participation, 

and educational involvement subtasks and the establishing and clarifying purpose task.  Racial 

and cultural backgrounds were divided into five groups; Black or African American; Hispanic, 

Latino/a, or Mexican American; Asian American or Pacific Islander; White or 

Caucasian/European; and Other, which included Native Americans, Bi-racial, and Multi-racial.  

There was a statistically significant difference at the p<.05 level in the lifestyle planning and  

career planning subtasks (Table 4-60)  Post-hoc comparisons using the Tukey HSD test indicated 

the mean score for the Asian American or Pacific Islander group was significantly different from 

the White or Caucasian/European group for the lifestyle planning subtask (Table 4-61 and Table 

4-62). 
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Table 4-60.  Analysis of Variance for Racial or Cultural Background with the Career Planning, 
Lifestyle Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Source df F Mean Square p 
Between Groups 

Establishing and clarifying  
   purpose task 

4 2.16 178.39 .07 

Educational involvement  
   subtask 

4 2.28 227.36 .06 

Cultural participation  
   subtask 

4 .70 71.22 .59 

Lifestyle planning subtask 4 3.39* 281.69 .01 
Career planning subtask 4 2.57* 249.61 .04 

Within Groups 
Establishing and clarifying  
   purpose task 

224 2.16 82.55 .07 

Educational involvement  
   subtask 

224 2.28 99.66 .06 

Cultural participation  
   subtask 

224 .70 101.65 .59 

Lifestyle planning subtask 224 3.39* 83.02 .01 
Career planning subtask 224 2.57* 97.24 .04 
Note.  p<.05* 

Table 4-61.  Frequency and Means of Racial or Cultural Backgrounds with the Lifestyle 
Planning Subtask 

Racial or Cultural Background Frequency Mean 
Black or African American 
Hispanic, Latino/a, or Mexican American 
Asian American or Pacific IslanderA 

White or Caucasian/EuropeanA 
Other-Native American/People, Bi-racial, and  
   Multi-racial 

26 
35 
20 
133 
15 

51.95 
50.56 
45.22 
52.84 
49.48 

A-Means are significantly different at p<.05 
 
Table 4-62.  Frequency and Means of Racial or Cultural Backgrounds with the Career Planning 

Subtask 
Racial or Cultural Background Frequency Mean 
Black or African American 
Hispanic, Latino/a, or Mexican American 
Asian American or Pacific IslanderA 

White or Caucasian/EuropeanA 
Other-Native American/People, Bi-racial, and  
   Multi-racial 

26 
35 
20 
135 
14 

48.90 
48.88 
46.57 
52.53 
49.67 

A-Means are significantly different at p<.05 
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A Pearson point biserial correlational analysis between current residence and the career 

planning, lifestyle planning, cultural participation, and educational involvement subtasks and 

establishing and clarifying purpose task was performed.  Negative, low relationships were found 

between residence and the establishing and clarifying purpose task and the cultural participation 

subtask.  Negligible relationships were found for the educational involvement, lifestyle planning, 

and career planning subtasks (Table 4-63).  Students who lived on-campus had a slightly higher 

tendency to report higher scores on the overall task and the cultural participation subtask. 

Table 4-63.  Correlation Between Current Residence with the Career Planning, Lifestyle 
Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

-.122 
-.078 
-.131 
-.089 
-.080 

Note: Current residence was coded as 1=on-campus; 2=off-campus 

 A Pearson point biserial correlational analysis between international students and the 

career planning, lifestyle planning, cultural participation, and educational involvement subtasks 

and establishing and clarifying purpose task was executed.  Negligible relationships were found 

for the overall task and all of the subtasks (Table 4-64).  A Pearson point biserial correlational 

analysis between gender and the career planning, lifestyle planning, cultural participation, and 

educational involvement subtasks and establishing and clarifying purpose task was also utilized.  

Negligible relationships were found for the establishing and clarifying purpose task and the 

lifestyle planning, career planning, and cultural participation subtasks.  A low negative 

relationship (rpb=-0.137) was found between the educational involvement subtask and gender 
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(Table 4-65). Males had a slight tendency to report higher scores on the educational involvement 

subtask, while no relationships were found for the overall task and the other subtasks.  

Table 4-64.  Correlation Between International Students with the Career Planning, Lifestyle 
Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

-.026 
-.013 
-.046 
-.007 
-.009 

Note: Being an international students was coded as 1=no; 2=yes 

Table 4-65.  Correlation Between Gender with the Career Planning, Lifestyle Planning, Cultural 
Participation, and Educational Involvement Subtasks and Establishing and Clarifying 
Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

-.043 
-.137 
.085 
-.048 
-.043 

Note: Gender was coded as 1=male; 2=female 

A scatterplot was administered to examine linearity for the number of semesters attended a 

college or university with the career planning, lifestyle planning, cultural participation, and 

educational involvement subtasks and establishing and clarifying purpose task.  Linearity was 

not met and no further analysis was done on the relationship of these variables.     

A Pearson point biserial correlational analysis between being in a leadership position and 

the career planning, lifestyle planning, cultural participation, and educational involvement 

subtasks and establishing and clarifying purpose task was performed.  A negative moderate 

relationship (rpb =-0.315) was found for the establishing and clarifying purpose task.  Negative 

low relationships were found for all of the subtasks (Table 4-66).  Students who held leadership 

positions in CALS student organizations had a moderate tendency to have higher scores on the 
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overall student development task and a low tendency to have higher scores on each of the four 

subtasks.  

Table 4-66.  Correlation Between being in a Leadership Position with the Career Planning, 
Lifestyle Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

-.315 
-.280 
-.199 
-.150 
-.266 

Note: Being in a leadership position was coded 1=yes; 2=no 

A Pearson point biserial correlational analysis was used to determine the relationship 

between number of credit hours taken in the spring 2007 semester and the career planning, 

lifestyle planning, cultural participation, and educational involvement subtasks and establishing 

and clarifying purpose overall task.  A negligible relationship was found between number of 

credit hours and the cultural participation subtask.  Low, positive relationships were found 

between the number of credit hours in the spring 2007 semester and the establishing and 

clarifying purpose task and the educational involvement, lifestyle planning, and career planning 

subtasks (Table 4-67). Thus, students who completed 15 or more credit hours during the spring 

2007 semester had a slight tendency to have higher scores on the overall task and the educational 

involvement, lifestyle planning, and career planning subtasks.  No relationship was found 

between number of credit hours taken in the spring of 2007 and the cultural participation subtask. 

A Pearson point biserial correlational analysis between being currently employed and the 

career planning, lifestyle planning, cultural participation, and educational involvement subtasks 

and establishing and clarifying purpose task was done.  A low, negative relationship was found 

for the lifestyle planning subtask.  A negligible relationship was found for the cultural  
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Table 4-67.  Correlation Between Number of Credit Hours Taken in the Spring 2007 Semester 
with the Career Planning, Lifestyle Planning, Cultural Participation, and Educational 
Involvement Subtasks and Establishing and Clarifying Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

.190 

.223 

.016 

.111 

.199 
Note: Credit hours was coded as 1=0-14 credit hours; 2=15+ credit hours 

participation subtask while negligible relationships were found for the overall task and the 

educational involvement, cultural participation, and career planning subtasks (Table 4-68).  

Students who were employed had a slight tendency to report higher scores on the lifestyle 

planning subtask.  No relationship was found between being employed and the overall task and 

the rest of the subtasks.   

Table 4-68.  Correlation Between Employment Status and the Career Planning, Lifestyle 
Planning, Cultural Participation, and Educational Involvement Subtasks and 
Establishing and Clarifying Purpose Task 

Task or Subtask rpb 
Establishing and Clarifying Purpose Task. 
Educational Involvement Subtask. 
Cultural Participation Subtask. 
Lifestyle Planning Subtask. 
Career Planning Subtask. 

-.082 
-.082 
.043 
-.137 
-.058 

Note: Being employed was coded as 1=yes; 2=no 
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CHAPTER 5 
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

This chapter summarizes the study and discusses the conclusions, implications and 

recommendations that have been drawn from the study.  The first section of the chapter provides 

an overview of the study, including the purpose and specific objectives, methodologies, and 

findings.  The remainder of the chapter discusses specific conclusions from the findings, 

implications of the findings, and recommendations for future research.   

The problem that was addressed by this study was the lack of knowledge and information 

about the developmental needs of students in the College of Agricultural and Life Sciences at the 

University of Florida.  This lack of knowledge extends beyond the boundaries of the classroom 

and into areas including educational involvement, career and lifestyle planning, and cultural 

participation as measured by the Student Developmental Task and Lifestyle Assessment based 

on the work of Chickering.  In regards to student development in colleges of agricultural and life 

sciences, the review of literature showed a clear void in research in this area. 

The primary purpose of this study was to examine student development of undergraduates 

in the College of Agricultural and Life Sciences at the University of Florida.  This study also 

described a purposive sample of undergraduates in CALS at UF in terms of gender, ethnicity, 

current residence, number of semesters attending college, academic class standing, number of 

credit hours taken during the spring 2007 semester, involvement in extracurricular activities, 

leadership positions held, and employment.  The following research objectives were used to 

guide this investigation: (1) to assess levels of student development of undergraduates in the 

College of Agricultural and Life Sciences and (2) to examine the relationship between 

demographic characteristics and the levels of student development of undergraduates in the 

College of Agricultural and Life Sciences. 
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This study employed the descriptive survey research design, which asks questions of 

respondents at one point in time.  The survey instrument was the Student Developmental Task 

and Lifestyle Assessment (SDTLA), which was obtained from Appalachian State University.  

The first part of the instrument contained demographic questions, the second part assessed levels 

of student development, and the final section contained researcher-added demographic questions. 

  In this study, the population was defined as all undergraduates in the College of 

Agricultural and Life Sciences at the University of Florida for the spring 2007 semester.  A 

purposive sample consisted of undergraduates in CALS at UF enrolled in the following classes: 

AEB 2014, AEB 3133, and FOS 3042.  Responses were obtained from 236 of the 451 

individuals listed on the class rosters (those attending class on day data were gathered), for an 

overall response rate of 52.3%.  All of the 236 responses contained usable data for analysis. 

Summary of Findings 

Objective 1 

Objective one sought to assess levels of student development of undergraduates in the 

College of Agricultural and Life Sciences at the University of Florida.  Almost half of the 

respondents (n=111) reported that they knew several sources that could provide them with 

information about future employment prospects, and almost 70% (n=164) of respondents could 

name two or more beginning-level positions in fields related to their major.  Over half (n=124) of 

respondents had discussed their career goals with at least two professionals in the field that 

interested them the most, while almost 64% (n=149) had become acquainted with three people 

actively involved in their chosen occupational area.  Slightly less than half (45.5%) of the 

respondents had been involved in activities directly related to their future career.  Over 58% 

(n=137) of respondents had joined one or more college organizations related to their chosen 
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occupational field, yet 60.9% (n=137) had not visited a career center or library to obtain 

information about a chosen career. 

Over 80% (n=189) of respondents were involved in lifestyle planning activities yet, 72.3% 

(n=170) of students had not developed or were not very confident in their abilities to maximize 

their strengths and minimize their weaknesses to accomplish their goals.  Over 81% (n=191) of 

respondents reported that they had a clear picture of the steps necessary to realize their dreams 

five years from now.  However, 62.7% (n=148) of respondents did not have a plan to achieve 

goals for the next ten years.  Over 82% (n=185) of respondents had a fairly clear to clear idea of 

how their present course of study would shape their future.  Over 58% (n=138) of respondents 

had not decided on the place that marriage had in their future, yet 87.2% (n=205) of respondents 

had weighed the importance of establishing a family and goals.  Over 83% (n=197) of 

respondents thought about and systematically developed skills and habits to assure that they 

continue learning after completing their formal education. 

Only 12.3% (n=29) of respondents reported that they had never sought to broaden their 

understanding of culture.  However, 73.3% (n=173) of respondents had held a conversation 

about the arts within the past 12 months.  Over 62% (n=147) of respondents said that seeking out 

opportunities to learn about cultural or artistic forms was never or seldom true of them.  In 

contrast, 79.9% (n=187) of respondents agreed or strongly agreed that they had become more 

culturally sophisticated in college.  Just under half of the respondents had attended a cultural 

event (n=116) or visited a museum or art exhibit (n=111) when not required by class.  Only 

28.5% (n=67) of respondents had frequently participated in the arts for their own benefit, while 

34.5% (n=81) of respondents frequently participated in cultural activities. 
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Only 50% (n=118) of respondents had made a firm decision about an academic major in 

which the student was confident that they would be successful.  Over 62% (n=148) of 

respondents had determined all of the requirements and deadlines for the academic major in 

which they had chosen.  Over 70% (n=166) of respondents had investigated the abilities and 

background needed to be successful in their academic major.  Surprisingly, 73.3% (n=173) of 

respondents took the initiative to set up conferences with an academic advisor, while only 12.3% 

(n=29) of respondents kept appointments with an academic advisor when scheduled by the 

advisor.  Only 53% (n=125) of respondents had a serious conversation about long-term 

objectives with an academic advisor.  Just over half (54.7%) of respondents had a mature 

working relationship with members of the academic community, while 19.9% (n=47) of 

respondents had formed a personal relationship (friendly acquaintanceship) with one or more 

professors but found it difficult to talk to them.  Just over half (52.1%) had held a serious 

discussion with a faculty member concerning something of importance to the respondent.  Over 

61% (n=145) of respondents had attended one or more non-required lectures dealing with serious 

intellectual subjects, while 57.1% (n=124) of respondents had read a non-required publication 

related to their academic field.  Only 22.1% (n=52) of respondents spent their free time involved 

in organized activities on campus or in the community.  Over half (52.5%) of respondents had 

engaged in a student organization in the past six months, while approximately 62% (n=145) of 

respondents had participated in practical experiences related to their educational goals. 

For the establishing and clarifying purpose task, a standardized t-score of 49.4 was 

determined, very close to the national mean of 50.0.  Means and standard deviations for the 

cultural participation (t=47.7) and educational involvement (t=49.4) subtasks were also very 



 

85 

comparable to the national average.  Scores for the career planning (t=50.9) and lifestyle 

planning (t=51.6) subtasks were also very near to the national average.    

Objective 2 

Objective two sought to examine the relationship between demographic characteristics and 

the levels of student development of undergraduates in the College of Agricultural and Life 

Sciences at the University of Florida.  Over 30% (n=72) of respondents were male and 69.2% 

(n=162) of respondents were female.  In terms of racial or cultural background, 6.4% (n=15) 

responded other, including Native American, bi-racial, or multiracial, while 8.7% (n=20) of 

respondents were Asian-American or Pacific Islander.  Twenty-six (11.3%) of respondents were 

Black or African-American; 15.1% (n=35) were Hispanic, Latino, Latina, or Mexican-American; 

and 58.4% (n=135) of respondents were White, Caucasian, or European.  Seventy-eight (33.4%) 

of respondents were underclassmen, with 9.4% (n=22) being freshmen and 24.0% (n=56) being 

sophomores.  Thirty-three (14.2%) of respondents were seniors, and 52.4% (n=122) were 

juniors, making the upperclassmen 66.6% (n=155) of the population. 

Over 21% (n=49) of respondents lived on-campus, while 78.9% (n=160) lived off-campus.  

Only 7.6% (n=17) of respondents were international students.  Over 64% (n=138) of respondents 

had attended 3-8 semesters at a college or university.  Almost 70% (n=162) of respondents were 

involved in extracurricular activities on campus, but only 32.3% (n=75) of respondents were in a 

leadership position in a campus organization.  All (n=236) of the respondents were in the College 

of Agricultural and Life Sciences.  Over 60% (n=142) of respondents were taking 12-14 credit 

hours in the spring 2007 semester.  Only 48.5% (n=112) of respondents were employed. 

A correlational analysis found low relationships between the establishing and clarifying 

task and the educational involvement, cultural participation, and career planning subtasks with 

academic class standing.  Thus, underclassmen had a slight tendency to report higher scores on 
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the SDTLA on the overall task and the mentioned subtasks for academic class standing.  A 

statistical difference between the lifestyle and career planning subtasks for racial and cultural 

background was found.  Post-hoc analysis found that the mean score for the Asian American or 

Pacific Islander group was significantly different from the White or Caucasian/European group 

for the lifestyle planning subtask.  Negative, low correlations were found between the 

establishing and clarifying task and current residence and between the cultural participation 

subtask and current residence.  Thus, students who lived on-campus had a slightly higher 

tendency to report higher scores on the overall task and the cultural participation subtask. 

No relationships were found between being an international student and the overall task 

and individual subtasks.  A correlational analysis also found a low negative correlation between 

the educational involvement subtask and the gender of the respondent.  Thus, males had a slight 

tendency to report higher scores on the educational involvement subtask.  There was the lack of a 

linear relationship between the task and subtasks and the number of semesters the respondents 

attended a college or university.  Low relationships were found for the overall task and all of the 

individual subtasks and number of semesters the respondents attended a college or university.  A 

negative, moderate relationship between the respondent being in a leadership position in a 

campus organization and the overall task was reported.  Negative, low relationships were found 

between all of the individual subtasks and being in a leadership position.  Students who held 

leadership positions in student organizations had a moderate tendency to have higher scores on 

the overall student development task and a low tendency to have higher scores on each of the 

four subtasks.  A correlational analysis found low, positive relationships between the number of 

credit hours taken in the spring 2007 semester and the establishing and clarifying purpose task 

and the educational involvement, lifestyle planning, and career planning subtasks.  Thus, 
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students who completed 15 or more credit hours during the spring 2007 semester had a slight 

tendency to have higher scores on the overall task and the educational involvement, lifestyle 

planning, and career planning subtasks.  A low, negative relationship was also found between 

employment status and the lifestyle planning subtask.  Thus, students who were employed had a 

slight tendency to report higher scores on the lifestyle planning subtask. 

Conclusions 

The following conclusions were drawn based upon the findings of the study: 

• This sample of undergraduates in CALS at UF mirrors the national norms concerning 
student development as measured by the Student Developmental Task and Lifestyle 
Assessment (SDTLA).  The establishing and clarifying purpose task and the educational 
involvement, career planning, lifestyle planning, and cultural participation subtask means 
for this sample were all comparable to the national norms described by the SDTLA. 

 
• Undergraduates in this sample are familiar with jobs in their career area.  However, many 

remain uncertain about their career decisions, have not taken deliberate steps to learn more 
about their career area, and are not sure how to maximize their strengths as they prepare 
for a career. 

 
• Undergraduates in this sample have some experience in their career area but many still do 

not have a clear picture of the nature of work in their career area. 
 
• This sample of undergraduates is actively involved in extracurricular activities on campus, 

yet is not actively involved in a student organization related to their career area. 
 
• Undergraduates in this sample do not have a clear understanding of how their values will 

shape their future. 
 
• Undergraduates in this sample are currently involved in lifestyle planning activities 

(establishing a personal direction and orientation in one’s life) and have a clear enough 
picture to identify steps to reach goals five years after college. 

  
• CALS students surveyed in this study believe they have become more culturally 

sophisticated during their time in college. 
 
• Undergraduates in this sample have not made a firm decision about an academic major but 

have investigated requirements, deadlines, and opportunities for success in academic 
majors. 
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• This sample of undergraduates takes the initiative to set up conferences with an academic 
advisor, yet they do not have strong levels of interaction with faculty members.   

 
 Discussion and Implications 

 This research shows that undergraduates in CALS at UF that participated in this 

purposive sample have comparable scores to the national norm as measured by the SDTLA.  

However, the average scores for CALS students on the SDTLA may indicate that more work 

needs to be done in the area of student development.  One question posed by this research is how 

good is good enough concerning student development in colleges and universities?  Another is 

how much difference does student development actually make in the lives of students?  These 

questions arise because “nearly every college and university has an expressed commitment to the 

development of students” (Boatman, 1999, p. 325).  If this is true, then what is CALS doing to 

go a step further?  Student development levels, activities, and ideas should be continually 

improved upon and refocused to meet the needs of students in CALS.   

One puzzling concept from this study is that underclassmen (freshmen and sophomores) 

had a slight tendency to report higher scores on the overall task and three of the subtasks 

measured.  College seniors reported higher levels of vocational purpose than freshmen 

(Chickering & Reisser, 1993; Hood & Zerwas, 1997; Flowers, 2002).  The natural inclination 

would be for upperclassmen to report higher scores in all subtasks because of the increased 

amount of opportunities presented to them.  However, the scores from this research were only 

slightly higher than the national norms, and the purposive sample may not be an accurate 

representation of the population.  Increased developmental opportunities in high schools and as 

underclassmen could be possible solutions to this occurrence.  The more puzzling concept was 

the fact that the survey presented to respondents was based on Chickering’s sixth vector, 

developing purpose.  Chickering and Reisser (1993) proposed a sequential model suggesting that 
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earlier vectors form a foundation for later vectors, yet in this study, underclassmen had slightly 

higher scores on the establishing and clarifying purpose task than the upperclassmen did.   

In this sample of undergraduates in CALS at UF a majority are familiar with jobs in their 

career area, yet they remain uncertain about their career decisions, have not taken deliberate 

steps to learn more about their career area, and are not sure how to maximize their strengths.   

This shows the need for more internships and career fairs for undergraduates in CALS.  These 

types of activities are beneficial and helpful for students when they are uncertain about their 

future career.  Internships provide students with a means of bridging the gap between career 

expectations developed in the classroom and the reality of employment in the real world (Gault, 

Redington, & Schlager, 2000). 

A majority of undergraduates in this sample have some experience in their career areas, but 

many don’t have a clear picture of the nature of work in their career area.  This shows a need for 

more field trips and work experience for undergraduates in CALS.  These experiences will help 

students become more familiar with different careers and the type of work that each career 

entails.  Field trips can be among the most intensive, in-depth, integrative, and rewarding of 

educational experiences for [college] students and instructors alike (Scarce, 1997). 

This research also shows that a majority of undergraduates in this sample are involved in 

extracurricular activities on campus, yet most are not actively involved in a student organization 

related to their career area.  This was expected because of research by Thieke (1994) that said 

that extracurricular activities have a significant relationship to developing purpose.  Martin 

(2000) found that the development of purpose is influenced by clubs and organizations.  

However, the fact that a majority of undergraduates in this sample were not actively involved in 

a student organization related to their career area was slightly puzzling. 
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Only one-third of the undergraduates in this sample in CALS at UF have a clear 

understanding of how their values would shape their future.  A majority in this sample also had 

clear priorities for establishing a family, yet less than half had made a definite decision on the 

place marriage had in their future.  The fact that this sample of undergraduates had weighed the 

importance of establishing a family in relation to their goals is understandable, considering that 

over two-thirds of the respondents were women.  The large number of women in the survey was 

also puzzling, yet there were 59% (n=2067) females and 41% (n=1425) males in the entire 

undergraduate population in CALS (CALS Institutional Research Data, 2007). 

A majority of this purposive sample of undergraduates is currently involved in lifestyle 

planning activities and has a clear enough picture to identify steps to reach goals five years after 

college.  However, just over one-third could clearly state their plans for the next ten years.  This 

was expected because considerations of lifestyle are an integral aspect of developing purpose as 

students attempt to clarify goals (Moran, 2001). 

A majority of undergraduates in this sample have become more culturally sophisticated in 

college, yet less than half of the sample actually participated in cultural events.  This was slightly 

puzzling since less than half actually attended cultural events.  Yet, colleges and universities are 

a melting pot of new cultures and ideas.  Chickering (1971) noted that small net changes toward 

increased cultural sophistication occur for some students at some colleges, but not at other 

colleges. 

Only half of the undergraduates in this sample had made a firm decision about an academic 

major, while a majority had investigated requirements, deadlines, and opportunities for success 

in academic majors.  This concept is of serious concern since over two-thirds of the sample was 

upperclassmen and only half had made a firm decision about an academic major.  The majority 
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of respondents that had investigated requirements in the academic majors seemed to show that 

the respondents were at least utilizing resources to decide on an academic major.  

A majority of undergraduates in this sample took the initiative to set up conferences with 

an academic advisor, while just over half regularly interacted with members of the academic 

community.  Less than half had formed a personal relationship or had initiated a serious 

discussion with a faculty member.  Pascarella et al. (1996) found that students who reported the 

most out-of-class contact with their faculty members also reported the strongest gains in skills 

such as the ability to comprehend, interpret, or extrapolate, and the ability to evaluate materials 

and methods.  Martin (2000) confirmed that faculty-student interaction has a strong relationship 

with the development of purpose. 

Recommendations 

Recommendations for future research and practice are provided as a result of assessing 

levels of student development of undergraduates in the College of Agricultural and Life Sciences 

at the University of Florida. 

Recommendations for Practice 

Based on the results of this study, student development personnel in the College of 

Agricultural and Life Sciences at the University of Florida are encouraged to continue allocating 

money, attention, and time towards the areas of educational involvement, career planning, 

lifestyle planning, and cultural participation (Winston, Miller, & Cooper, 1999).  The average 

levels of student development for students in this purposive sample mirrored national norms, yet 

CALS students are more academically advanced due to high admission standards across the 

university. Thus, one could expect levels of student development in CALS to be well above 

national norms. However, a random sample of CALS undergraduates may produce different 

results, and in fact, reveal levels of student development higher than the national SDTLA norms.  
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Proactive student development programming has the potential to significantly boost levels of 

student development.  The use of Chickering’s seven vectors to guide student development 

programs is also recommended.  Chickering's theory provides researchers and student affairs 

practitioners with some very useful descriptors of the emotional and psychological 

transformation students might potentially undergo in college (Reisser, 1995; Thomas & 

Chickering, 1984; White & Hood, 1989).  

 Developing programs that concentrate on individual vectors would help to increase levels 

of student development.  Also, specific programming on select ideas from individual vectors, 

such as career planning, would help to increase student development.  By taking a month, 

semester, or year long approach at a specific aspect of one of Chickering’s vectors would 

encourage intentional development. 

Seminars that focus on career experience, values and goals, and maximizing strengths 

should be developed in CALS.  Increased development in these areas would allow for higher 

overall student development scores in CALS.  Multiple opportunities, such as workshops, should 

be created to encourage development in these specific areas.  More opportunities should also be 

given for undergraduates to learn about academic majors, cultural events, CALS student 

organizations, and internships.  Increased undergraduate awareness in these areas would allow 

students to become more involved in CALS, allowing for more opportunities for development.       

Increased engagement for faculty and staff in student organizations is also recommended.  

Having increased contact would strengthen the relationship between faculty and staff and the 

undergraduates in CALS.  Students who interact frequently with faculty members are more likely 

than other students to express satisfaction with all aspects of their institutional experience (Astin, 

1984).  Student development involves more than just student development practitioners; it also 
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involves recruiters, advisors, faculty, deans, and the students.  Students who are integrated well 

with faculty members and peers feel a strong sense of acceptance; this in turn assists them in 

growing both intellectually and personally (Kuh, Schuh, & White, 1991).  Creating more 

opportunities for students to interact with faculty, such as an open house, would increase the 

comfort levels of students and allow for more opportunities for student development.   

In terms of educational involvement, more emphasis should be placed on academic 

advising, student-professor interactions, and academic success.  Increased focus should be aimed 

towards undergraduates in CALS regarding academic majors.  Online resources should be 

promoted to increase awareness of academic majors within CALS.  More resources such as open 

houses and freshman orientation classes should be implemented to help students decide on their 

chosen major and career field.   

Recommendations for Future Research 

Although this study specifically focused on undergraduates in the College of Agricultural 

and Life Sciences at the University of Florida, research in other colleges of agricultural and life 

sciences in other states is essential to further assess levels of student development in 

undergraduates in colleges of agricultural and life sciences around the nation.  By comparing 

levels of student development of undergraduates in colleges of agricultural and life sciences at 

universities other than the University of Florida, researchers could further determine the needs of 

agricultural and life sciences undergraduate students. 

Another recommendation includes assessing levels of student development of 

undergraduates in other colleges at the University of Florida.  This cross-college design would 

compare levels of student development for each of the ten colleges at the University of Florida.  

By doing so, university officials would be able to prepare programs specifically for each college 

based on their student’s developmental needs.   
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The use of other forms of the SDTLA should be utilized to measure different tasks and 

subtasks involved with the survey.  Using these other forms of the SDTLA would further 

communicate the levels of student development of undergraduates.  The other forms of the 

SDTLA measure the following tasks and subtask: developing autonomy and mature 

interpersonal relationships task, and the emotional autonomy, interdependence, academic 

autonomy, instrumental autonomy, peer relationships, and tolerance subtasks.  Gathering scores 

from the other forms of the SDTLA could then be used to compare undergraduates in CALS at 

UF to the national norms for all of the tasks and subtasks measured by the SDTLA.  More 

research is also needed to find the factors that most influence levels of student development in 

undergraduates. 

The SDTLA takes a broad and general view of student development.  The SDTLA could 

be revised to more clearly separate undergraduates by academic class standing.  Further revision 

could also be used to make questions on the SDTLA more appropriate to measuring student 

development and to make question choices more mutually exclusive.  Some participants in this 

study had difficulty understanding and answering select questions on the SDTLA.  Making the 

SDTLA web-based would be ideal for random samples, yet the length of the assessment would 

discourage undergraduates from completing it without an incentive. 

A random sample of students in CALS at UF should be taken to participate in this type of 

research.  While the researcher took every effort to avoid bias in the sample, a purposive sample 

was still taken.  To generalize findings to all undergraduates in CALS at UF, a random sample 

would need to be conducted.  A new instrument could be needed to fulfill this recommendation.  

Providing web-based versions of all forms of the SDTLA is also recommended to be able to 

reach a larger audience of undergraduates.  The utilization of pre- and post- testing of students 
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regarding student development should be done.  Assessing students when they entered CALS, 

either as freshmen or transfers, and then assessing them again once they graduate, would be 

useful to gather information on their levels of student development and the effects of individual 

or collective student development programs.  Using a pre-test would also be beneficial to student 

development practitioners who could then know at what levels of student development their 

students are when they enter CALS.  They could then develop programs to match student needs. 

More research should also be done to test the effectiveness of student development 

programs that are already in place in CALS at UF.  By relating existing programs to 

Chickering’s seven vectors, the effectiveness of these programs can be found.  More research 

should also be conducted on the effectiveness of student organizations that are directly related to 

specific career areas.  Understanding how these types of organizations affect students is 

important to understanding their effectiveness. 
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