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ABSTRACT
The National Student Clearinghouse Research Center (2016) found that approximately half of
the entering freshmen in fall of 2010 within the United States earned their baccalaureate degrees
within six years; an even smaller percent of students completed their degrees in the two-year
sector. The purpose of this study was to examine the extent to which individuals benefitted from
pursuing postsecondary education, even without degree attainment. Analyzing nonpecuniary
benefits that likely impact quality of life, this study used ELS:2002 survey data to determine the
benefits of receiving up to 60 credit hours of postsecondary education, more than 60 credit hours
of postsecondary education, an associate’s degree or certificate, and a bachelor’s degree,
compared to pursuing no higher education. Propensity score weighting was used to ensure a
more accurate regression analysis and best determine the benefits for varying levels of
educational attainment. Analyses revealed that those who earned any college credit were more

likely to value relationships and education, while earning a degree helped their careers.
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CHAPTER 1
INTRODUCTION
There could be no education that was not at once for use in earning a living and for use in living
a life. —W. E. B. DuBois (2001, p.112)

To understand the value of education, it is important to consider not only those who
experience it, but also those who go without. This value can be seen on a large scale as the
difference between two otherwise similar countries (Psacharopoulos & Patrinos, 2004) — and on
a small scale, between individual people. Although education is arguably not valued equally by
everyone, it is clear when looking at the history of the United States that the value of increasing
the overall level of education was quickly recognized, as more people pursued it over time
(Snyder, 1993). Historically, higher education in the United States began in the 1600s as a
means to train religious ministers, with the intent of creating not only Godly, but also educated
leaders upon whom the surrounding communities could depend (Jeynes, 2007). This training
was available only to prestigious young males, excluding most other people on the basis of their
sex, religion, race and ethnicity, and social class (Eckel & King, 2004). Due to the limited
number of individuals who received such training, they were expected to use their knowledge to
benefit those around them, taking the first steps to position higher education as a public
necessity. Despite religious beginnings, the need for professional degrees became evident over
time, paving the way for medical degrees (Scarborough, Turner, & Gregg, 1998) and law degrees

(Sheridan, Glendon, & Alford, 2011) to emerge. As time progressed, educational opportunities



were expanded to non-traditional students, such as African Americans (Duster, 2009) and other
minorities.

In more recent times, women, African Americans and other ethnic and racial minorities,
and other non-traditional college students in the United States have been welcomed into higher
education institutions, with scholarships being offered to minority and low-income students to
better diversify and expand access (National Center for Education Statistics [NCES], 2010). As
necessity and attainment of higher education have increased, so has research about its benefits to
individuals and society. Postsecondary education has many known benefits for its graduates,
both pecuniary and nonpecuniary (McMahon, 2009). However, less is known about the benefits
of its attendees who do not graduate, calling into question its worth for a large portion of
individuals who choose to pursue it.

“The New Forgotten Half”

According to Rosenbaum, Ahearn, Becker, & Rosenbaum (2015), “the new forgotten
half” consists of students who begin at a higher education institution but do not finish, resulting
in more debt without any increase in salary or employment rates. Therefore, considering length
of attendance, variations in degree attainment, and other initial observable characteristics is
crucial to the understanding of the outcomes of higher education. Specifically, studying the
impact of higher education on quality of life depending on differential length of attendance is
necessary for informed student decision-making, as well as policy implementation. College
graduates often experience benefits touted by higher education researchers (Carnevale, Smith, &
Strohl, 2010; Franzen & Hangartner, 2006; Oreopoulos & Petronijevic, 2013), but those who
begin collegiate studies, yet do not finish, may not accrue substantial benefits that increase their

quality of life to the same extent as those who graduate with a degree. Today’s students must



consider the possibility that if they do not graduate, they may be left with some student loans as
well as a deficit of money that could have been earned from employment if they had simply gone
into the workforce (Dwyer, Hodson, & McCloud, 2013). It is because of this financial debt
associated with earning a postsecondary degree that some students elect not to pursue or continue
college (Burdman, 2005; Campbell, 2006; Knaggs, Sondergeld, & Schardt, 2015;).

Despite the challenges that students face, there is a plethora of literature suggesting that
higher education is still worth pursuing. Therefore, when making the decision to pursue
postsecondary education, students weigh the costs and benefits to make the best decision about
their futures (Chapman, 1981; Grodsky & Rieglecrumb, 2010; Paulsen,, 1990). When students
consider pursuing a higher education, they are really considering its impact on their future
quality of life. If they perceive a lower quality of life due to any number of facets associated
with college attendance, such as student loans, the attrition rates of students, or the opportunity
cost of obtaining a baccalaureate degree, they may forego the process in its entirety. Although
there is less empirical information available about those who attend but do not graduate from a
higher education institution, and acknowledging the benefits of the sheepskin effect (Bilkic,
Gries, & Pilichowski, 2012), it is suggested by some research that it is beneficial on average for
students to obtain some postsecondary education even if they do not complete the degree
program (Baum, Ma, & Payea, 2010, 2013; McMahon, 2009, p. 207; Toutkoushian, Shafiq, &
Trivette, 2013). Unlike studying the benefits of graduates, there are mixed findings about the
benefits of attending a higher education institution (Rosenbaum et al., 2015; Toutkoushian et al.,
2013). Despite contradictory results, there are multiple benefits to higher education as a whole.

Studying the Benefits of Higher Education

Entire subsets of research have been dedicated to discovering the benefits associated with



higher education. Some research focuses primarily on the private benefits of tertiary education
(Bitzan, 2009; Dale & Krueger, 2002; Stiglitz, 1975), while other research also addresses the
positive externalities associated with higher education (Dee, 2004; Lochner & Moretti, 2004;
Psacharopoulos & Patrinos, 2004). There is a further divide between the research centered on
market benefits (e.g., Bilkic, Gries, & Pilichowski, 2012; Cheeseman, Day & Newburger, 2002;
Toutkoushian et al., 2013) versus research that also includes non-market benefits (Baum, Ma, &
Payea, 2013; McMahon, 2009; Toutkoushian & Paulsen, 2016). While these subsets of research
are independent topics, they are all encompassed under the umbrella of research revolving
around the economic benefits of higher education.

There are also studies dedicated to analyzing the effect of higher education on certain
groups of individuals, such as racial and ethnic minorities, or women (e.g., Beattie, 2002; Bitzan,
2009; Brand & Xie, 2010). Additionally, there are studies revolving around student choice of
major in college (e.g., Chang & Park, 2014; Hiner, 2012; Mullen, 2014). Research also exists
that combines these factors, as well as other observable choices and characteristics (Estrada et
al., 2016; Rincon & George-Jackson, 2016; Schmidt, 2016). Other researchers choose to study
additional elements related to student persistence, retention, and graduation, such as student loan
debt (e.g., Burdman, 2005; Campbell, 2006; Sullivan & Towell, 2017). Specific differences
between types of institutions, such as bachelor’s and associate’s institutions (ACT, 2010), as well
as the outcomes of various levels of degrees (e.g., Baum, Ma, & Payea, 2013), are also analyzed.
These and other facets of higher education are studied as independent research topics, and all of
these topics must be considered to fully understand the costs, benefits, and general outcomes of

higher education.



Quality of Life

Some researchers have drawn connections explicitly between education and quality of
life, but much of the research has a gerontology or health focus due to the adoption of “quality of
life” into the medical field (Cho, Martin, & Poon, 2015; McNulty, Wonsun (Sunny), Thurston,
Jiwon, & Larkey, 2016; Narushima, Liu, & Diestelkamp, 2013). Prior to being adopted by the
medical field, however, education held a large role in the prediction of perceived quality of life
(Flanagan, 1975). Therefore, while a gap in the most recent research exists pertaining to specific
components of quality of life and their relation to education, past research emphasized
education’s importance (Flanagan, 1978; Russ-Eft & Flanagan, 1976). Although this research
typically focused on higher education as a whole rather than varying degrees of higher education
attendance, it provided a starting point from which future research could be conducted.

When analyzed, it is clear that the aspects of quality of life most affected by education in
older research are some of the same benefits of higher education that researchers have focused
on in more recent times, suggesting a continuation of research into quality of life, but a
divergence from the “quality of life” title, in favor of more specific research topics that examine
detailed facets of individuals’ lives that connect to their educational attainment. McMahon
(2009) attempts to bridge the gap between higher education attainment and quality of life,
referring, primarily to bachelor’s degree recipients in his calculations of monetary benefits. He
discusses in his book some of the rewards that individuals may reap after obtaining a
postsecondary education, primarily in terms of pecuniary benefits.

Addressing “Some College”
A few investigations that give a fairly comprehensive summary of the outcomes of higher

education that exist within the field, such as Baum, Ma, and Payea’s (2010, 2013) “Education



Pays” series and McMahon’s (2009) Higher Learning, Greater Good. Baum, Ma, and Payea
(2010, 2013) have produced multiple comprehensive reports revealing the effects of higher
education related to unemployment rates, earnings, job satisfaction, parenting habits, civic
participation, health, and other outcomes of interest. Unlike many other reports in the field of
higher education, these researchers accounted for various levels of education from less than a
high school diploma to doctoral and professional degrees, including those who only obtained
some college education but attained no degree.

Baum, Ma, and Payea’s (2010, 2013) reports about the outcomes of higher education add
to the field a consideration of many outcomes of higher education, as well as the relationship
between the outcomes and level of education, gender, race and ethnicity, and other pertinent
observable characteristics. One of the greatest strengths and weaknesses in these studies are
their classifications of levels of higher education, taking into account those who obtained some
college yet no degree, while also placing all of those with some college into one category rather
than analyzing the number of credits they earned in postsecondary education. Illustrating a
stepwise pattern of the benefits of higher education depending on amount of education obtained,
Baum, Ma, and Payea (2010, 2013), as well as other researchers in the field, acknowledge the
existence of both pecuniary and nonpecuniary benefits of higher education.

Another comprehensive text about higher education is McMahon’s (2009) book: Higher
Learning, Greater Good. With chapters devoted entirely to problems that exist within higher
education, challenges facing higher education policy, new and future policies, and new strategies
for financing higher education, the brunt of this book is dedicated to the various outcomes of
higher education. Focusing on costs and benefits — both public and private, market and non-

market — McMahon presents concepts, primarily from the field of economics, that elucidate the



necessity of higher education for individuals and countries as a whole. In creating this book,
McMahon not only explained the relevance of theories and theorists from other fields, but he
also wove together ideas and research from multiple realms outside of education and economics,
including medicine, sociology, politics, and other social sciences. With this, he presents a
comprehensive overview of the findings in many fields, pertaining to higher education.

McMahon (2009) touches on those with some college, speaking of the various benefits of
higher education, both market and non-market, in terms of economic gain. Referring to both
public and private benefits of obtaining a higher education, as well as the associated positive
externalities, he put a monetary value on outcomes associated with obtaining a bachelor’s
degree, making it easier to see the worth of a college education. Additionally, he did not simply
compile the work of other researchers, but rather he drew his own connections between distinct
fields of study, ultimately pointing out the connection between higher education and quality of
life more than a dozen times in his book (McMahon, 2009, p. 13).

Like other research, these studies have their own deficiencies; Baum, Ma, and Payea’s
(2010, 2013) results address individuals with some college but are primarily the interpretations
of descriptive statistics, ignoring more advanced techniques that could reveal more about their
results and participants. They also address those with some college as one group, overlooking
potential differences between individuals who attend for different lengths of time. In
McMahon’s (2009) Higher Learning, Greater Good, he draws connections between higher
education and quality of life, acknowledging benefits to those who obtain varying levels of
education, including some college, as well as their surrounding communities. Unique to his
book, he constructs tables that reveal the economic worth of a higher education, including

nonpecuniary variables that are difficult to quantify; however, he leaves a gap in his analyses



when referring to those with some college, as he focuses primarily on reporting monetary figures
for bachelor’s recipients, ignoring those with some college but no degree. With that, more
research is necessary to fully understand and quantify the benefits according to differential
length of attendance, as well as the connection between higher education and quality of life.
Significance of This Study

A study about the impact of higher education on quality of life, depending on length of
attendance, is crucial to the field for multiple reasons. Although many studies address the costs
and benefits of higher education, few address how it impacts students’ future quality of life.
With that said, pecuniary and societal benefits are not the only important factors that must be
considered; other facets of individuals’ lives may be affected by their level of higher education,
such as their social relationships and personal growth. Studying higher education’s impact on
quality of life, rather than looking at public and private benefits that are primarily measured in
monetary value, presents a more complete analysis of the costs and benefits associated with
obtaining a tertiary education. Given the large number of students who enter college but do not
finish, it is also important to measure the impacts on quality of life even if students do not obtain
any degree. This study aims to analyze specific benefits of higher education related to quality of
life by examining aspects of individuals’ lives that may be related to level of educational
attainment. In understanding not only how degrees impact quality of life, but also the benefits of
earning some college, a better understanding of higher education as a whole, its costs and
benefits, and issues surrounding access and retention, can be gained.

Another important reason to conduct this study lies in the fact that not all students enter
higher education with the same skills and qualifications, but in many studies, students are treated

as if they are the same. Understanding this, potential explained variation in the sample, as well



as self-selection bias, are often inaccurately accounted for. To better understand the true impact
of a higher education, it would be beneficial to compare similar students to one another, ensuring
that the results are not due to differences in their initial observable characteristics. In accounting
for these differences, the costs and benefits of higher education, both pecuniary and
nonpecuniary, can be better understood for multiple subsets of people, allowing for the
dissemination of more accurate information. If there was a greater understanding of the effects
of obtaining some college, not only could that information be conveyed to potential students, but
also to policy makers, who could use the information to further expand access and increase
retention. This study could influence policies surrounding entering college and staying in
college for varying levels of higher education degrees.
Statement of Purpose

This study seeks to fill the gap in the literature pertaining to the extent to which students
experience nonpecuniary benefits from attending a higher education institution, even if they do
not graduate. Another crucial inquiry is the impact of different higher education degrees on
quality of life, compared to obtaining no postsecondary education. In order to conduct this
study, several subsets of variables will be used to determine the impact of attending a higher
education institution on quality of life eight years after high school graduation, based on
observable characteristics of individual students. The purpose of this study is to explore this
action using Education Longitudinal Study:2002 (ELS:2002) data to retroactively determine the
impact of attending postsecondary education institutions for those with two years or less of
college, more than two years of college with no degree, associate’s degrees, and bachelor’s
degrees, in comparison to those who obtained no higher education. With that said, it should be

acknowledged that the ELS:2002 data has some limitations in that it looks at participants a
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relatively short time after high school and college, and it may take more time for participants to
experience the full benefits of postsecondary education. Before delving into analysis, it is
important to acknowledge the research questions of this study and consider them in the context
of the existing research and theories surrounding them.

Research Questions

Specifically, this study seeks to examine:

1. What are the underlying constructs associated with perceived quality of life, beyond
economic prosperity?

a. In what ways are these differing social and cultural constructs related to one
another?

b. How do these constructs relate to the typically defined benefits or positive
externalities associated with higher education?

2. Compared to those who did not attend college, what is the effect of college
attendance on various cultural and social aspects of quality of life? Specifically, what
are the effects of:

a. Attending a higher education institution for the equivalent of two years or
less, compared to never attending?

b. Attending a higher education institution for the equivalent of more than two
years without attaining a degree, compared to never attending?

c. Graduating with an associate’s degree, compared to never attending?

d. Graduating with a baccalaureate degree, compared to never attending?
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CHAPTER 2
THEORY AND LITERATURE
Theorists and Theories

Examining the benefits of higher education by differential length of attendance allows for
not only a better understanding of the outcomes of higher education, but also for policy
innovations that target students more specifically and contain a more accurate representation of
all potential outcomes of higher education. This could impact both college choice and college
attendance as a whole, causing more individuals to pursue tertiary education. To best understand
the current atmosphere surrounding college choice and attendance, a theoretical understanding of
the various costs, as well as monetary, social, cultural, and other nonpecuniary benefits, is
required; similarly, it is important to consider the long-term results that later impact quality of
life. This aids researchers not only in understanding the topic, but also in realizing where gaps
may exist between theory and application, providing areas in which policies can be improved
and more strategically implemented. Before understanding the theories associated with the
benefits of higher education, it is helpful to know the theorists. For this study, two specific
theorists are referenced: John Clemens Flanagan and Pierre Bourdieu.
The Contribution of John C. Flanagan

John Clemens Flanagan is known for his many accomplishments in psychology and
education, but he is perhaps most widely known for his Quality of Life Scale (QOLS), which can
be seen in Appendix A. Used in various fields over time, Flanagan’s QOLS inquires about
participants’ quality of life in reference to multiple facets of their existence, rather than just

focusing on their SES or their monetary acquisition. In order to create the QOLS, Flanagan
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(1978) applied a qualitative means of data collection called the critical incident technique (CIT),
for which he is also credited. When he created this scale in the late 1970s, he called on
participants from a previous education survey, allowing him to make direct connections between
level of education and quality of life. Today, many of the variables acknowledged within his
survey are known to be benefits of higher education, such as higher pay and better health
(McMahon, 2009). In recent years, the QOLS has been adopted by the medical field. Proven
both reliable and valid as recently as 2003 (Burckhardt & Anderson, 2003), the QOLS has been
used to analyze trends in quality of life determinants since the 1970s when the QOLS was
initially created.

Because Flanagan’s QOLS is used in this study as a guide in creating the dependent
variables of interest, it is essential to understand how and why the scale was created, including
the method that was used to collect the initial data, the CIT. The CIT is considered to be an
outgrowth of the Aviation Psychology Program in the United States Army and Air Forces in
World War II (Flanagan, 1953). Flanagan and other investigators conducted studies funded by
the United States government to improve effectiveness in the war efforts using the CIT. In 1946,
Flanagan founded the American Institutes of Research, or AIR, where he focused on perfecting
the CIT based on past and current studies conducted for the Aviation Psychology Program
(Flanagan, 1953).

The CIT started out as a qualitative measure of recalled incidents, which were obtained
via interview by various researchers. Each researcher asked participants about critical incidents
or work requirements that affected their jobs in the United States Army and Air Forces. A
critical incident could be recognized as one that researchers could systematically identify as

crucial in a recollection of events or standards. Although each study conducted was slightly
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different due to the qualitative nature of data collection, researchers were able to systematically
identify critical incidents in order to recognize and analyze patterns in responses (Flanagan,
1953). In Flanagan’s book, Critical Incident Technique, he provides a brief history of the studies
that contributed to the formal development of the CIT, as well as an explanation of its novelty
and applications (Flanagan, 1953). Multiple studies were conducted as part of the Aviation
Psychology Program, addressing issues of pilot training (Miller, 1947), airplane controls and
instruments (Fitts & Jones, 1947), failed bombing missions (Flanagan, 1948), and other similar
research topics relevant to the war. In writing his summary volume, Flanagan alluded to the
importance and effectiveness of collecting critical incidents qualitatively; this in combination
with his founding of AIR, contributed to the formal creation of the CIT.

Using CIT, each study had a different series of interview questions due to the nature of
the differing research topics, but a standardized technique that could ensure generalizability and
applications to other subjects for qualitative data was novel at the time of its creation (Flanagan,
1953). Some of the first studies in which CIT was formally used focused on the critical incidents
of airline pilots in their every day jobs (Gordon, 1949) and the critical incidents related to
conducting research among research personnel (Flanagan, 1949), thus expanding the technique
from its original wartime application. In the next few decades, Flanagan would find the
technique widely applicable for a variety of people, positions, and research questions. Some
groups to which the CIT was applied for various research questions included psychology
instructors, factory employees, dentists, book keepers, and sales clerks (Flanagan, 1953).
Among other research endeavors, Flanagan also applied CIT to the development of his QOLS

(Flanagan, 1975, 1978).
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Although applied to the medical field in recent years, Flanagan’s QOLS was first
administered in the field of education, calling on the CIT that he developed during the war.
Approximately one third of the participants who provided critical incidents related to their
quality of life came from Flanagan’s Project TALENT 11-year follow-up (Flanagan, 1978).
Project TALENT was conducted to assess educational abilities and aspirations in high school
students during the 1960s. While conducting this research, Flanagan found a deficit in
educational skills and reading comprehension among high school students, which encouraged
schools to make drastic changes to their curricula (Flanagan, 1971). Researchers continued to
follow-up with these students to create longitudinal educational data, much like the surveys
administered by the National Center for Education Statistics (NCES) today. For example, Wise,
McLaughlin, and Gilmartin (1977) conducted an 11-year follow-up with the initial participants
in Flanagan’s Project TALENT and had students identify descriptive variables, such as their
race, gender, SES, and parental SES. The researchers also had information from the first
interview available to them, such as test scores. Finally, they collected data from the, at the time,
30-year-old participants about their quality of life, including questions that specifically asked
about “quality of life,” as well as variables such as civic participation, job satisfaction, marriage
and children, and other relevant variables. Many of these same variables have since been
researched as benefits of higher education (McMahon, 2009).

After examining initial results of the QOLS, Flanagan and Russ-Eft (1975) declared that
education had a direct effect on quality of life. Specifically, they found that the participants
reported incidents in which education helped prepare them for work and life in general.
Compared to those with lower levels of education, highly educated individuals were likely to

have a job and enjoy that job, marry others with a higher education, provide for children, and
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pursue life-long learning. In addition to the direct and indirect effects of education on quality of
life, Flanagan and Russ-Eft (1975) found that race, health, marital status, gender, having
children, and other variables to be relevant to an individual’s perception of quality of life.

That same year, Flanagan (1975) produced another study with his QOLS in which 6,000
critical incidences were collected. This study revealed that health was identified as the most
important factor in quality of life for both men and women participants followed by the
relationship with their spouse as the second most important criterion for their quality of life.
After this, the two genders began to differentiate in their views of important factors, as the third
most important factor for women was childcare, while the next most relevant factor for men was
their job. This revealed a divide between men and women’s priorities, reflecting traditional
gender roles within society at the time.

By 1978, Flanagan had expanded his group of participants to 50- and 70-year-olds, as
well as the initial group of 30-year-olds from Project TALENT. With this larger sample, he
created an accurate QOLS across multiple subsets of individuals. These individuals were diverse
by race/ethnicity, gender, age, socioeconomic status, and by predominant language. With these
added individuals, Flanagan had over 6,500 incidents and almost 3,000 participants contributing
to his scale. This QOLS included 15 components that participants associated with their quality
of life, which can be seen in Appendix A. These components are summarized into categories of
health and material wellbeing; relations with other people; social, community, and civic
activities; personal development and fulfillment; and recreation.

With this scale, Flanagan was able to conceptually identify many important factors that
contributed to quality of life for a variety of people, as well as infer the relationship between

quality of life and education, thus contributing to the early research about the benefits of higher
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education. One deficit in his research was that he cited research primarily from his own
publications and from others in his field of work, such as those who contributed to the creation of
the CIT. He did not, however, delve into other related fields, such as sociology, anthropology, or
other social sciences. Despite this limitation, his QOLS accurately identifies multiple variables
of known importance in the field of education pertaining to the benefits students may receive.
Even though he did not consider fields beyond psychology in the creation of his scale, other
fields have adopted it since its creation and proven it to be both reliable and valid in recent times
(Burckhardt & Anderson, 2003). It is because of its reliability and validity, as well as its content,
that the QOLS can reasonably be applied to other fields that study similar phenomena.
Bourdieu’s Forms of Capital

Like Flanagan, Bourdieu (1973) spent much of his career analyzing the effects of
education. Although he did not phrase these connections in terms of quality of life, he did speak
of wellbeing through his forms of capital. Both Bourdieu and Flanagan depicted similar ideas, as
they both alluded to the importance of education for success in various realms of life. The
similar themes in their work contribute to the understanding of the effects of education as a
whole, despite their works existing in two distinct time periods, fields, and languages. It seems
reasonable, therefore, to draw connections between Flanagan’s QOLS and Bourdieu’s forms of
capital and theories about education for the purposes of this paper. Bourdieu described four
main forms of capital: economic, social, cultural, and symbolic capital. Although there are also
other sub-forms of capital that he mentions throughout his writings, such as informational,
religious, political, and academic capital, which can be categorized into one of the main forms of
capital; academic capital, for example, falls primarily under the category of cultural capital, as

portrayed in his book, Distinction: A Social Critique of the Judgement of Taste (Bourdieu, 1984).
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Writings, such as Bourdieu: Critical Perspectives, suggest that Bourdieu may have begun his
analysis of capital using some of Marx’s ideas about labor (Bourdieu, Calhoun, LiPuma, &
Postone, 1993, p.67). Although he initially learned of capital from other theorists, Bourdieu
expanded upon his own sociological theories in such a way that he added a new theoretical
understanding of capital to the field of sociology. Continuously expanding his ideas based on the
progression of society, Bourdieu (1986) describes economic capital as a more material capital; it
can be directly transformed into monetary compensation and includes other forms of wealth,
such as property rights. For economic capital to have any meaning, it must exist within a society
in which it is recognized (Bourdieu, 1977). Perhaps the simplest form of capital to understand,
economic capital can be obtained more easily by individuals with more marketable skills because
employers are more likely to hire these individuals and pay for their services, which is the
premise of the human capital theory. Economic capital allows individuals in today’s society to
pay for places to live, buy groceries, and pay for other necessary goods and services; it also
allows people luxuries of material comforts, such as cars and technology. Groups of people that
have a large amount of economic capital are likely to congregate with others like themselves,
(Bourdieu, 1984), suggesting a direct relationship between economic capital and social capital.

Another focal point, social capital, is defined in Bourdieu’s (1990) Logic of Practice as
kinships or other relationships that an individual may manifest and mobilize in order to increase
or promote his own capital. Bourdieu’s (1986) “Forms of Capital” suggests that social capital is
a collective capital due to the fact that it relies on social networks. As such, individuals
theoretically have as much social capital as do their social connections collectively and may use
this capital to benefit themselves. An example of this would be the Harvard graduate who

acquired his first job after graduation with the company of his college roommate’s father.
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Although the roommate’s father may not be in the student’s social network, he is in a broader
network that demonstrates the collectivity of social capital. In this way, education is useful in
acquiring social capital, as those who attain higher levels of education are likely to gain more
economic capital, maintain a higher level of social capital, and attain more cultural capital
(Bourdieu, 1973).

Unlike social and economic capital, cultural capital is a bit more complex because it often
does not depend on quantifiable measures, such as money or number of people. Cultural capital
is dependent on the society in which it exists (Bourdieu, 1986) and holds no meaning outside of
societies that do not share a similar or the same views on cultural capital (Bourdieu, 1977). With
that said, Bourdieu et al. (1993) suggest that cultural capital is arbitrary. They go on to say that
cultural capital is consistently held to three certainties: it must depend on subsets of class within
a society; there is an irrelevance to which actions and ideas gain cultural capital as long as
something does within the society; and there is historically no reason for one entity to have
higher cultural capital. An example of this can be seen with accents, as individuals often adapt
their accents to that of more socially preferred ways of speaking (Mugglestone, 2003). In
reference to cultural capital within a society, accents vary by geographical location, education
level, and class. Bourdieu would argue that it does not matter which accent is preferred, but it
does matter that one is associated with a higher level of cultural capital, so as to confer that
capital onto those who display the correct linguistic abilities. Finally, there is historically no
reason for any accent to be favored over another within society, and any accent could have been
the favored accent. With that, it becomes obvious that cultural capital depends on the society,

period, and social class in which it exists (Bourdieu, 1986).
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Because cultural capital is less quantifiable, it is often overlooked as a form of capital but
considered to be legitimate competence for those individuals who possess it (Bourdieu, 1986).
Schools and education are particularly important in Bourdieu’s analysis of capital because
Bourdieu references in multiple writings that there is innate or inherited cultural capital, as well
as learned, or educational, cultural capital (Bourdieu, 1973, 1984, 1986). The total amount of
cultural capital that individuals possess depends on their inherited cultural capital as well as
learned capital (Bourdieu, 1984). With that, schools are created by and for the middle class and
thus perpetuate middle class values. When students attend an educational institution and learn to
apply these values to their habits and thoughts, they attain a learned cultural capital; they also
have opportunities to earn degrees when certain levels of schooling are complete, thus
demonstrating a level of cultural capital and competence (Bourdieu, 1973).

As the culmination of all other forms, symbolic capital is the most obscure, but perhaps
the most important, form of capital, as other capitals maintain their relevance from within
symbolic capitalism (Bourdieu, 1977). As a gateway through which capitals must pass to convey
any meaning to others within the society, it suggests an underlying layer of economic, social, and
cultural capital. In the educational setting, the cultural capital can be seen when individuals
progress through school, obtain degrees, and reap the benefits of those degrees, as the degree is a
valued entity within society as well as symbol of success. This is connected to the layer of social
capital due to the networks individuals form throughout the schooling process. Further, it opens
a gateway for higher economic capital due to the assumption that the recipient of an organized
form of education has gained skills and knowledge. It is a way to connect all forms of capital to
the symbolic act or product itself, as well as show the connections that may form between the

other three types of capital. Symbolic capital is not as simple as considering what significance
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an object may carry, though. Symbolic capital also exists within marriage, for example, as
marriage means different things to different people within society and may hold differing levels
of importance (Bourdieu, 1990). It conveys cultural capital via values and expectations, it
provides social capital by enhancing connections and expanding social networks, and it affects
economic capital through its application in government taxes and general income enhancement.
In reference to this study, symbolic capital would dictate which levels of education are more
valuable, just as it does in cultural capital; those with these valued levels of education experience
would be rewarded for their acquisition of education via cultural, social, and economic capital.

All of Bourdieu’s forms of capital impact many aspects of society and the individuals
within it by combining into symbolic capital, intertwining in such a way that they cannot easily
be separated from each other or society. Social, economic, and cultural capital dictate morals
and values within different subsets of society, as well as what is considered pleasurable; they
determine what types of music and books people like, how people dress, whether they value
school, how prominent religion is in their lives, what foods they eat, what hobbies they enjoy, the
value of a dollar, and many other aspects of life (Bourdieu, 1984).
The Relationship Between Bourdieu and Flanagan: Theories United

Bourdieu’s forms of capital directly relate to Flanagan’s quality of life scale, as social,
economic, and cultural capital broadly outline many of the facets that contribute to an
individual’s quality of life. Economic capital relates more directly to monetary wealth and
compensation while also maintaining an indirect connection to services that can be bought, such
as healthcare. Social capital deals directly with social relationships and enhances the importance
of maintaining social networks, referencing not only the relationships that exist within a person’s

life, but also their collective mobilization. Cultural capital provides an understanding of
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phenomena like education, delving into the norms and values of a society while also alluding to
the importance of learned cultural capital. Finally, symbolic capital is both the most elusive and
ubiquitous form of capital, giving meaning to every interaction, transaction, institution, and idea.
Because symbolic capital is difficult to quantify and is a combination of economic, social, and
cultural capital, for the purposes of this paper Flanagan’s (1978) QOLS (Appendix A) is
discussed in terms of only the more tangible capitals: economic, social, and cultural. Just as
Flanagan and Bourdieu’s theories relate to each other, they also directly relate to education.
Each of the forms of capital can be considered in the measures of quality of life, providing a
connection between the theorists, their ideas, and level of education.

Referencing Flanagan’s (1978) QOLS, the first construct is physical and material
wellbeing. In order to maintain health and physical safety, a person may need a job that offers
health insurance or a high enough wage to afford healthy choices; this includes buying different
groceries, buying or renting access to gym equipment, and health insurance itself. Economic
capital is also used to address material wellbeing, such as paying rent or a mortgage, living in a
nicer area with better schools, purchasing a car, having faster internet, and acquiring supplies for
school. Economic capital is directly necessary for the aspects of Flanagan’s QOLS related to
physical and material wellbeing. Similarly, social capital is important, as economic capital is not
always easy to acquire. By expanding and calling upon a social network of a collective level of
acquired economic capital, individuals may benefit from their social capital in the form of
material wealth. Returning to the previous example about a college graduate obtaining a job in
his roommate’s father’s company, this interaction displays the benefits of acquiring social capital

and results in the acquisition of economic capital. Finally, cultural capital can be applied in the
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acquisition of material wealth and health, as learned cultural capital, in other words an advanced
level of education, is valuable to employers (Becker, 1962; Bourdieu, 1973; Mincer, 1958).

In Flanagan’s second construct, relations with other people, it seems reasonable that
social capital is a necessity. Relationships with family, close friends, and other people within a
social network develop in the home and through school and work places, allowing for the
expansion of social capital while in pursuit of cultural capital. Economic capital must also be
considered when analyzing social relationships due to the fact that social networks require active
participation in order to maintain them, forcing individuals to invest economic capital in
activities in which their social network partakes; an example Bourdieu provides is giving a
birthday present, as it is expected that people expend monetary compensation to reciprocate in
the giving and receiving of gifts in order to maintain civil relations (Bourdieu, 1990). To provide
another example, some social relations involve parents and children, in which case the parents
support the children by providing food, shelter, and other basic necessities of life; the parents
decide on a location to live, placing the children into specific school districts, and paying for all
involved costs, which requires them to fund the child’s existence while also leaving them in
charge of their children’s learned cultural capital. Understanding these various connections, the
relations with others that coalesce in the QOLS depend on social, cultural, and economic capital
identified by Bourdieu.

Flanagan’s third construct in the QOLS delves into activities for and within the
community, such as civic and community participation. Encompassed within this community
participation is community service, volunteering, donating, and taking on civic responsibilities.
Directly related to economic capital, these activities often require funds. For example, donating

money necessitates that people not only have economic capital, but also that they have a surplus
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of it that can go back into the society around them; even taking a day to vote or volunteer at a
local institution requires economic capital, such that an individual can miss a day of work
without suffering from a loss of pay. There is also a social aspect to these activities, as social
capital exists not only between family, friends, and colleagues, but also between those in a given
community. By participating in community activities, it is possible to expand the social
networks within that community, thus conveying more social capital. Finally, in many subsets of
society, community and civic participation is deemed to be not only beneficial, but is also
expected to some extent. Similarly, participation in local and national governmental affairs, such
as voting, is increasingly taught as a value in schools, thus conveying cultural capital associated
with these general practices.

In Flanagan’s (1978) construct for personal development and fulfillment, continued
learning exists as a mode of growth, which is easily translatable into the cultural capital
perpetuated by middle class society. In a similar vein, Bourdieu (1984) suggests that education
affects individuals’ cultural values, likes and interests, social networks, economic growth, and
other facets of life, thus contributing to personal development while also impacting social,
cultural, and economic capital. In addition to continued learning, general levels of introspection
and understanding, morals, religious beliefs, and other opinions are dictated by economic, social,
and cultural capital. These understandings are based on innate cultural capital, or the cultural
capital people are born into, economic capital that dictates living a spending circumstance, social
groups and networks people have available to them, and the society in which they exist. Other
aspects of people’s lives related to personal development and fulfillment, such as participation in
the workforce and self-expression, also depend on and determine the economic, social, and

cultural capital they experience both directly and indirectly.
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In Flanagan’s final construct of the QOLS, recreation activities are addressed. These
activities range from socializing with others, watching or participating in extracurricular
activities, and general leisure activities. All of these activities depend on Bourdieu’s forms of
capital. Economic capital dictates what leisure activities an individual can participate in; for
example, certain extracurricular activities require entrance fees or take up time that could be
spent otherwise earning more economic capital. For an individual to participate in these
activities, they would need a stable level of economic income. Although participation in all
leisure activities does not require economic capital to be sacrificed, economic stability adds to
the amount of free time people are likely to have to dedicate to recreation. In addition to
economic capital, social capital is also expanded by participation in recreational activities. By
participating in the socialization implied by many leisure activities, social networks are expanded
upon, thus adding to a person’s social capital. Cultural capital is impacted by the leisure
activities in which an individual participates while also dictating in which leisure activities a
person will show interest. Bourdieu (1984) references this pattern and allows for a comparison
of preferred leisure activities according to levels of education, another facet of cultural capital.
In participating in specific leisure activities, as dictated by a person’s cultural capital, further
expansion of their social capital, and therefore their economic capital, can occur.

In these and other ways, Bourdieu’s forms of capital help to explain the results that
Flanagan found using his QOLS. Although they never cited each other and did not work in the
same field, they both looked at similar issues, acknowledging the importance of economic
stability, social relationships, civic and community participation, personal growth and
fulfillment, and recreational activities in various writings they published (Bourdieu, 1984, 1986;

Flanagan, 1978; Flanagan & Russ-Eft, 1975). Related to their findings, they also both wrote
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about the importance of education, the effects of varying levels of education, and the impact
education can have on an individual’s life, referencing higher education with frequency
(Bourdieu, 1973, 1984; Flanagan, 1971, 1978). Understanding these two theorists, their
relationship to each other’s work, and their contributions to this study, two specific theories are
used to better inform this research: cultural reproduction and social reproduction, and human
capital theory.
Cultural and Social Reproduction

Researchers have long been interested in why students choose to go to college, given the
benefits of attaining a higher education. For many students, college attendance is a foregone
conclusion. These students tend to come from backgrounds in which education is emphasized
from an early age by their families, social groups, and schools; one or both parents are likely to
have received a college education, and these students were likely born into a higher
socioeconomic status, or SES (Beattie, 2002; Mullen, 2010; Perna & Titus, 2004).
Acknowledging that many students do not make the choice of whether to go to college, but
rather which college to attend (Mullen, 2010), it is reasonable to assume that their social and
cultural capitals have an impact on their choices about higher education; with that, many middle
class children understand at a young age that college is not only an option, but an expectation.
Bourdieu (1973) would argue that this occurs because of social and cultural reproduction. This
theory delves into cultural and social capital specifically, arguing that each person is not born a
blank slate, but rather they inherit their social and cultural capital from their family. Family and
peers play a large role in a person’s educational choice, but more than that, they also contribute
to the individual’s perception of their overall quality of life. Maintaining these relationships, and

therefore the expectations associated with these relationships, leads to the perception of a higher
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quality of life (Flanagan, 1975, 1978) while also influencing whether they are likely to pursue a
postsecondary education, depending on their social networks. Given that social capital deals
directly with the social networks and connections in a person’s life (Bourdieu, 1986), and
cultural capital can be split into inherited and learned cultural capital, one of which calls upon
existing capital in the family setting (Bourdieu, 1984), it makes sense that these two capitals
would be passed on generationally; even learned cultural capital depends heavily on an
individual’s family, as family’s with more economic, social, cultural, and symbolic capital can
place their children in schools that better exemplify the ideals to which they adhere, i.e., learned
cultural capital (Bourdieu, 1984). Educational settings are meant to impress upon students the
value of higher education. Bourdieu (1973) dictates:

Institutions of higher education that ensure or legitimate access to the ruling classes

[...] are therefore to all intents and purposes the monopoly of the ruling classes. The

objective mechanisms which enable the ruling classes to keep the monopoly of the most

prestigious educational establishments [...] takes into account only merit and talent. (p.

61)
In other words, with the possession and acquisition of more social and cultural capital comes a
greater likelihood of pursuing a higher level of education due to a general recognition of its
values and domination in the way of maintaining levels of capital by others with similar levels of
social and cultural capital.

Understanding the value of education in terms of cultural and social capital, many of the
schools in the United States strive to perpetuate values of the dominant class, mainly the middle
class, one of which being education (Bourdieu, 1974), as do many families, peer groups, and

other individuals and organizational entities with whom students may interact over the course of
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their lives (Nash, 1990). Students are, therefore, a product of everyone and each entity around
them, both in and out of the school setting. Their families and friends influence social
reproduction simply by being present and allowing students a social network in which they may
function. This fits well into Bourdieu’s social capital, which is defined as a group of kinships or
other relationships to which an individual has access that can be manifested and mobilized when
needed (Bourdieu, 1990). These groups of individuals and organizations surrounding the
students not only influences their thoughts and opinions, but also what they consider to be the
“norm” pertaining to education. In addition to the social reproduction that occurs outside of the
schools, schools instill cultural reproduction (Bourdieu, 1973).

Bourdieu writes that it is the job of the public education system to instill cultural capital
into its students, thereby increasing their educational credentials and passing on cultural norms
for the society in which they exist (Bourdieu, 1984). Cultural capital depends on the society,
time period, and subset of class in which it exists (Bourdieu, 1986), and in a society in which the
middle class pays for and dictates the teachings in schools, students are likely to assume the
norms of their educational institutions and apply this knowledge to the world and society around
them. This produces a society in which education is viewed as extremely important and almost
necessary for success, thereby encouraging students to pursue a higher education without directly
telling them to do so. As they receive encouragement from their social networks and from
schools, many students understand at a young age that college exists, it is correlated with their
idea of success, and school is there to prepare them for college (Mullen, 2010). Of course, this
does not hold true for each student, as some students may have a conflict between the values and

cultural norms presented in the schools and their home lives.
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Bourdieu (1990) addresses the fact that youth are a product of their environment, which
can greatly impact their educational preparation and aspirations. When children are born into a
lower SES home, they are likely to have different values, mannerisms, and interests than their
counterparts who were born into higher SES environments. As such, they are also likely to have
fewer educational resources available to them to help them prosper in school due to lower funds
in the public school system. These lower SES students are less likely to prosper in an
educational environment, and more likely to devalue their education (Ogbu, 1982), thus pushing
them away from educational endeavors that are typically part of learned cultural capital. This
creates a discord between different subsets of society within the United States and may be one
explanation for the lower numbers of minority and lower SES students in higher education.
Although Bourdieu’s theory of cultural and social reproduction may not explain the value placed
on education for all students, nor does it fully explain students’ choices in obtaining additional
education after high school, other related theories take into account social and cultural
reproduction to understand why individuals choose to pursue a higher education.
Theories Related to Cultural and Social Reproduction

Rational choice theory states that students make the decision that rationally benefits them
the most socially, culturally, and economically; they pursue rewards while avoiding punishment
(Scott, 2000). With that, pursuing a higher education may be the best and most rational choice
with which students are presented for multiple reasons. Socially and culturally, they may be
expected to pursue a higher education by schools, peers, and family, as is suggested by
Bourdieu’s theory of cultural and social reproduction. Depending on students’ observable
characteristics, such as race and ethnicity, gender, and SES, students may be expected to take

certain paths in life pertaining to education. For example, while some higher SES students may
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be expected to attend a prestigious university immediately after high school (Mullen, 2010),
other students of a lower SES may be expected not to pursue a higher education at all, so as not
to create an additional cost for their families (De la Rosa, 2006). This reproduction of cultural
values, while different from the values presented by many educational institutions, may be more
prominently displayed in students’ decisions to forego a higher education due to the fact that a
large portion of their social networks may be made up of nuclear and extended family members
(Stanton-Salazar & Dornbusch, 1995). Living up to the expectations of their social networks,
students make the choices pertaining to education that they perceive most likely to positively
impact their quality of life in terms of their relations with those who are closest to them (Scott,
2000). Rational choice theory takes into account cultural and social reproduction,
acknowledging that decisions are based heavily on the social and cultural capital within the
students’ lives.

This theory also takes into account that economically, students may take into account the
higher pay that comes with obtaining a degree, as well as the necessity of a degree for the career
of their choice. This delves into economic capital and the human capital theory. Rational choice
theory takes all of these things into account, as well as the costs that accompany a higher
education. Students must weigh the costs and benefits of pursuing a higher education and make
the choice that is most rational for them. A problem with rational choice theory is that often
times students do not have an understanding of the exact costs and benefits of pursuing a higher
education due to a lack of information, so they must make the choice that seems most rational at
the time, even if it is not the choice that may be statistically more rational (Desjardins &

Toutkoushian, 2005).



30

Due to debt aversion, some students may choose to forego higher education when it
would benefit them and their society if they pursued it (Burdman, 2005). It is at this point that
society must step in and provide more and better information, as well as additional resources, as
what individuals may perceive to be best for them may conflict with what is best for their society
(Hechter & Kanazawa, 1997). With that, students are presented with new information, such as
scholarship opportunities, tuition waivers, and other benefits that may allow them to reconsider
the costs and benefits of a higher education. This allows for a consideration of not only social
and cultural expectations, but also of economic benefits to higher education, lending itself to
relations with both the theory of cultural and social reproduction and human capital theory.
Human Capital Theory

While Bourdieu’s theory of cultural and social reproduction accounts for many of the
experiences of individuals in an educational setting, human capital theory more firmly accounts
for the desire for and necessity of economic capital. Economic capital is related to each
construct in Flanagan’s (1978) QOLS, either directly or indirectly, and therefore must be
considered in addition to cultural and social reproduction when analyzing a person’s perceived
quality of life. Economic capital is necessary for the attainment of material comforts;
necessities, such as healthcare, housing and groceries; and the maintenance of various social,
community, and recreational activities. This connection to quality of life makes economic
capital both desirable and necessary for survival. Human capital can be thought of as the skills
and knowledge that an individual possesses that may be applied to the workforce to gain
economic capital; it is essentially their worth, as perceived by others who are able to provide
them with economic capital in exchange for labor (Becker, 1962). Mincer (1958) describes

human capital as training or education that a person receives in order to better function as a
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worker; with this, employers pay more for workers who have received more training and
education in order to compensate them for the time and money they invested in honing these
skills. As society progresses, people with more human capital are required to keep it
functioning, thereby producing a reason for students to continue in their educational pursuits and
earn more credentials before entering the workforce. Understanding the applications of human
capital theory and economic capital to the workforce, the point at which a student decides to
depart from education and training determines their human capital and formal qualifications, thus
affecting the perceptions of employers about their abilities, as well as their future potential
income (Becker, 1962). As more students attain higher levels of education, they and their
societies grow in wealth and knowledge.

Kiker (1966) declares that the wealth possessed by a society depends on the wealth and
dispersion of wealth within that society, which is heavily dictated by the amount of human
capital that individuals possess. Largely connected to individuals’ perceptions of their quality of
life (Flanagan, 1978), societal perceptions of prosperity also depend on economic and human
capital. Therefore, when individuals possess more human capital, they not only increase their
own personal wealth, but also the wealth of their society as a whole, making it stronger and
better equipped to function. This idea is indirectly perpetuated by employers and directly stated
by many people and entities, such as public schools, that students may encounter in their lives.
Therefore, when it is time to decide which educational route to pursue, students may
unknowingly take into account the human capital theory to dictate this decision. Connections
have been drawn between human capital theory and the sheepskin effect that make education
worth pursuing at certain levels more so than other levels (Bilkic et al., 2012), which students

may also consider in their decisions to pursue postsecondary educational training.
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Related Theories to Human Capital Theory

Related to human capital theory, the signaling theory and sheepskin effect dictate that
obtaining certain credentials, e.g., a high school diploma, associate’s degree, or a bachelor’s
degree, signals to employers that individuals have the skills and knowledge necessary to perform
a job for which they may be hired (Stiglitz, 1975). A degree signals that an individual meets the
required level of knowledge and skill, or the appropriate amount of human capital, to complete a
job, making themselves stand out to future employers. In a society where people compete for
positions in the field of their choice, it is important to let potential employers know that they are
equipped to handle the jobs they are assigned, something that a degree often conveys.
Workforce participation and satisfaction impact perceptions of quality of life (Flanagan, 1978),
with importance of the job being one of the most highly rated contributing factors to job
satisfaction (Wise, McLaughlin, & Gilmartin, 1977). The College Board (2008) not only
reaffirms the significance of job importance and accomplishment in recent times, but also
confirms that those individuals with higher degrees report higher levels of job satisfaction.
Understanding this, according to the signaling theory, people with the same number of years of
education and experience but no degree may be overlooked because they did not have the
credential to signal to employers that they had an adequate amount of human capital to complete
a given job. This potentially leads to these individuals settling for jobs they did not desire or
accepting lower pay. Drawing upon the sheepskin effect, those who have degrees, certificates, or
other credentials are likely to receive higher pay than if they had similar levels of education but
no credential because they have demonstrated or signaled to employers a higher level of

competence (Bitzan, 2009). Although a degree is merely a sheet of paper, it indicates to
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employers that individuals possess adequate amounts of human capital to be prepared for the
workforce, in comparison to others without a degree.

Bitzan (2009) also introduces race into the picture, as he declares that minority races are
more likely to experience the sheepskin effect for higher degrees, while Caucasians may
experience this effect for lower levels of degrees. Consequently, in order to attain higher
economic wealth, some individuals may need to pursue further education than others and acquire
higher amounts of human capital to experience the same sheepskin effects. Understanding that
multiple subsets of students enter college for a variety of reasons, some of them may enter due to
the outcomes dictated by the signaling theory and sheepskin effect. Regardless of the reasons,
the students that enter college must weigh the costs and benefits of their attendance, taking into
account the direct and opportunity costs, and various benefits that they may accrue from
obtaining a tertiary education.

Literature Review

Acknowledging the previous theories and theorists as well as the theoretical connections
between higher education and quality of life, it is essential to analyze both the costs and benefits
of obtaining a higher education in order to fully understand the implications of pursuing
postsecondary education. Although the theories support the notion that higher education
produces many benefits long term, in the short term, opportunity costs and other barriers to
higher education must be acknowledged, as multiple theories suggest that socially, economically,
and culturally, there may be deterrents to college attendance, depending on a student’s
observable characteristics and levels of capital. For those for whom it is possible to pursue
tertiary education, however, the benefits are, on average, plentiful both individually and for

society.
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Costs

In addition to cultural capital and demographic characteristics, such as gender,
race/ethnicity, and SES, high school achievement in classes and on standardized tests are some
of the determinants of whether students choose to pursue a higher education (Chapman, 1981;
Grodsky & Rieglecrumb, 2010; Hossler & Gallagher, 1987). One further determinant is whether
the student can endure the financial and opportunity costs of college up front to eventually
receive the benefits later of a higher education in life.

Financial barriers have been preventing students from pursuing postsecondary education
for decades (Campbell, 2006; Chapman, 1981; Knaggs, Sondergeld, & Schardt, 2015). This
deterrent from a higher education has not simply persisted over time, but rather it has worsened
in recent years. Although new financial and merit aid scholarships have emerged to lessen the
burden on students, tuition has increased by over 300% in most sectors of higher education in the
last four decades (College Board, 2015). In addition to the tuition increases, financial aid
programs have not been able to continue paying for as much of higher education as they once
did, forcing students to take out more student loans and accrue more debt (Burdman,

2005). Although it is likely that college would later contribute to a better quality of life for the
students who pursue it (Flanagan, 1978), if they cannot incur the cost of a higher education,
some students are likely to forego it. For example, students from lower income and lower SES
environments are less able to afford the cost of college and are, therefore, less likely to enroll
(Beattie, 2002). Because these students are more likely to have experienced financial hardship in
their lives, they are more averse to taking out student loans to fund their education (Burdman,

2005; Goldrick-Rab, Harris, & Trostel, 2009).
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Additionally, while a lot of social norms concerning college attendance come from the
school and peers, another source of information is the parents (Bourdieu, 1973; DesJardins &
Toutkoushian, 2005; White, 2005). Research indicates that students whose parents did not attend
college are less likely to attend themselves (Beattie, 2002; Choy, 2001; Grodsky & Rieglecrumb,
2010); parents who did not attend college are also more likely to be in a lower SES and need
their children to help support the family upon exiting high school, thus making college less
acceptable to pursue (Corrigan, 2003). Bourdieu’s theory of cultural and social reproduction
holds true in these circumstances, but it is to the detriment of the student, likely lowering their
quality of life in the future (Flanagan, 1975). Despite evidence of potential economic gain, as
dictated by the human capital theory, these students are more likely to forego pursuing a higher
education due to these direct costs of college and the influences in their social networks.

In addition to direct costs, Oreopoulos and Petronijevic (2013) reference the opportunity
cost of attending college as foregone earnings for the years it takes to earn a degree. They also
address that during this time, students are not only foregoing wages, but many of them are also
accruing debt in order to finance their education. Increased debt, as well as lower wages, allude
to a lower quality of life from an economic standpoint, which creates the argument for some
students to forego a postsecondary education. For this and other reasons, some young adults
may decide that the costs of education outweigh the benefits. Especially because just over half
of students will earn a baccalaureate degree (National Student Clearinghouse Research Center,
2016), those who do not graduate may be subjecting themselves to a lower quality of life to
accrue fewer pecuniary benefits of higher education. With this said, even if there is an
opportunity cost for pursuing higher education, those who do graduate are likely to receive a

large pecuniary benefit (Oreopoulous & Petronijevic, 2013). Additionally, some aspects of
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quality of life may be increased through college attendance, regardless of graduation, thus
producing some benefit even without a degree (Flanagan, 1975, 1978).
Economic Gain

Many researchers suggest that there is an economic benefit associated with pursuing a
higher education (Baum, Ma, & Payea, 2013; McMahon, 2009; Toutkoushian & Paulsen, 2016).
Carnevale, Smith, and Strohl (2010) speak of the technological growth within the United States
and declare that more skilled labor will be required for jobs in the technological sector it in the
future. In fact, since the 1980s, the United States and most other OECD countries have required
higher skill workers and fewer lower skill workers. In many countries, the demand for skilled
labor has surpassed the supply of skilled labor, leading to an increase in pay of those with a
higher education (McMahon, 2009). As of 2013, the median earnings of associate’s degree
recipients were 27% higher than the median earnings of high school graduates, while those
whose highest degree was a bachelor’s degree were likely to have 65% higher median earnings
over the course of their lifetime than those with a high school diploma (Baum, Ma, & Payea,
2013). Psacharopoulos and Patrinos (2004) also reveal a higher private return for higher
education than secondary education. This additional monetary gain that people receive from
obtaining a higher education often contributes to their overall happiness. McMahon (2009)
declares that individuals are happier when they possess more money, as they have less financial
stress and can afford to fund their hobbies and other things that may increase their happiness. In
accordance with Flanagan’s (1978) QOLS, aspects of life that revolve around economic capital,
such as certain recreational activities, and health and material comforts, are better satisfied by

those who have obtained a higher education (Flanagan, 1975) due to a higher income. Although
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it is often said that money cannot buy happiness, McMahon (2009) argues that it can, with a cap
of approximately $20,000 per capita.

Taking into account some of the factors that are associated with lower college attendance,
Cheeseman Day and Newburger (2002) acknowledge that race and ethnicity create some
discrepancies in their data; they find that Asian, Hispanic, and African Americans who pursue a
higher education may not make as much as their Caucasian counterparts; despite this, they still
make more than they would have had they not obtained a degree (Cheeseman Day & Newburger,
2002). Perna (2005) also finds differences in earnings, as well as other patterns, due to higher
education, even accounting for race and gender. Brand and Xie (2010) argue for negative
selection and declare that those who typically do not select into higher education, such as lower
SES individuals, would benefit the most from it. This makes sense because the individuals likely
not to pursue higher education, e.g., those with lower social, cultural, and economic capital, have
the most to gain from additional education.

In general, McMahon (2009) declares that obtaining a higher education can increase a
person’s quality of life; this statement was found to be true in various aspects of quality of life,
both economic and non-economic (Baum, Ma, & Payea, 2013; Flanagan & Russ-Eft, 1975;
McMahon, 2009). With the attainment of a degree, there is also the “option value” that it
presents; in other words, once individuals earn a degree, they have the opportunity to pursue
more advanced degrees, which could increase their monetary gain even further (Oreopoulos &
Petronijevic, 2013; Toutkoushian & Paulsen, 2016). This “option value” can be seen with those
who earn a baccalaureate degree and then have the opportunity to pursue master’s, doctoral, and

professional levels of education, as well as other post-baccalaureate credentials. Because of the
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attainment of their initial degree, many more educational opportunities become available to
them.
Non-Monetary Benefits

Pursuing higher degrees not only presents individuals with monetary benefits, but also
with benefits such as greater job autonomy and flexibility. These workplace benefits are touted
by those who obtain college degrees, compared to those who only possess a high school diploma
(McMahon, 2009). Unemployment rates also follow a stepwise trend, with those receiving some
college being more highly employable than those with no college, those with associate’s degrees
having a higher employment rate than those with only some college, and so on (Baum, Ma, &
Payea, 2013). One other workplace benefit that can be easily measured is health insurance.
Individuals with bachelor’s and associate’s degrees are more likely to have health insurance than
those with high school diplomas, thus contributing to the higher overall health of higher
education recipients (Baum, Ma, & Payea, 2013; McMahon, 2009). Particularly women and
African Americans reap this benefit, as they were less likely to have health insurance prior to
obtaining a postsecondary degree (Perna, 2005). Individuals who obtained a higher education
are suggested to have healthier and smarter children as well (McMahon, 2009). In addition to
these easily quantifiable factors, nonpecuniary benefits also exist for those with postsecondary
degrees.

Individuals who obtain a higher education are likely to have more educated spouses
(McMahon, 2009) and more elaborate social networks that allow for greater social mobility
(Baum, Ma, & Payea, 2013; Oreopoulos & Petronijevic, 2013). This is likely to increase their
quality of life as they gain more social relations (Flanagan, 1978), while also adding to their

social capital (Bourdieu, 1986). They are also more likely to have a smaller family size, and
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therefore less likely to experience poverty (McMahon, 2009). McMahon (2009) also states that
those with a higher education are likely to enjoy more longevity, live near better schools, exhibit
better parenting, volunteer more, pursue life-long learning, and enjoy their jobs more. Flanagan
and Russ-Eft (1975) find that a feeling of safety is a large determinant in perceived quality of life
and declare that higher education increases people’s perceptions of personal safety, likely
because of locations in which they can afford to live.

Specific Benefits at Four-Year Institutions

Depending on the sector of the institution, students may obtain a multitude of benefits on
route to earning a degree. For bachelor’s recipients, for example, these benefits equate to an
additional $1,000,000 throughout their lives compared to those with no higher education, not
including those who only attend and do not graduate; even those who receive no scholarship
funding receive a substantial rate of return on their investment in higher education
(Toutkoushian, Shafiq, & Trivette, 2013). Other nonpecuniary benefits may not have a clear
cost, though, as they are often bundled together into the full college “package” that students
think of when they imagine their college experience (Martin, 2013). Aside from specific degrees
offered at certain levels of institutions, understanding this college bundle helps to further
differentiate between those who solely attend four-year colleges, those students who only attend
two-year colleges, and those who transfer from one sector to another.

In the four-year sector, it is increasingly common to bundle together the educational and
non-educational facets of college. Toutkoushian and Paulsen (2016) discuss the prevalence of
various extracurricular activities and amenities that must be accounted for when considering the
literal dollar value of a higher education, as well as the nonmarket benefits, stating that it all

plays into the cost-benefit analysis students and parents conduct when choosing an
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institution. Martin (2013) goes into more detail, addressing the fact that many institutions bundle
their services to attract more students, reach out to certain types of students, and provide the
“college experience.” (p. 33). Therefore, colleges may offer additional amenities, at an
additional cost, to reach out specifically to those students who both want and can afford the
“added value” (Jacob, McCall, & Stange, 2013). By reaching out to the traditionally higher SES
students who can afford the extra amenities, institutions are likely to attract the higher-achieving
students associated with a higher SES, increasing their prestige and allowing them to further
expend funds on recruiting the best students, thus continuing a cycle that perpetuates certain
institutions upward while keeping many institutions lower in terms of prestige (Brewer, Gates, &
Goldman, 2002). Regardless of intentions of institutions, those students who can afford the best
often strive for it, narrowing their college decisions based on which colleges can offer them the
most non-educational benefits (Jacob, McCall, & Stange, 2013). According to Martin

(2013), many institutions, therefore, provide not only education, but also housing, food,
entertainment, technology, health care, travel, insurance, recreational activities and clubs, and
transportation services.

Due to the various amenities, organizations, and other extra services provided by many
four-year institutions, students not only gain access to these additional tangible aspects of the
college experience, but they are also more likely to experience more social integration that
improves their individual and collective college experiences (Tinto, 1975). Just as Tinto (1975)
theorized that social aspects greatly impact college success, so can Bourdieu (1990) be
referenced in his description of the social networks formed in school as education

increases. Maxwell (2000) suggests that much of the social integration experienced by students
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in four-year institutions is not observed as frequently in two-year institutions due to the nature of
the schools, the purpose of community colleges, and the students themselves.

In creating this “extra value,” four-year institutions reduce the students’ ability to control
their own educational experiences and keep some students from attending at all due to the fact
that they cannot afford the lump sum it costs to obtain the education, which often cannot be
separated from the “college experience.” Those students who cannot afford the bundled cost of
the college experience must, therefore, look to other institutions where the cost is lower, or even
look in other sectors beyond four-year institutions.

Benefits of the Two-Year Sector

When discussing the college “bundle,” some researchers (Martin, 2013; Schwartz &
Scafidi, 2004) focus solely on four-year colleges, neglecting to mention that two-year institutions
also provide bundles of their own. Typically geared toward less traditional college students,
two-year institutions offer college level courses and multiple degrees, certificates, and other
training without the non-educational distractions and financial obligations of many four-year
colleges. This makes two-year institutions a more feasible option for those who may be older, as
well as individuals with other obligations, such as jobs and families. It is a financially less
stressful option that still provides the opportunity to obtain some level of higher education,;
community colleges traditionally cater to students who commute from their places of residency,
alleviating the need for an additional payment to the schools for room and board. It is also
beneficial to those students whose grades, test scores, and other entry requirements fall short for
admission to four-year institutions, as they may focus on coursework without as many social
obligations. With that, not all social aspects are taken out of community colleges. Several two-

year colleges have created dormitories for their students, just as some colleges in the two-year
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sector provide organizations, clubs, and other activities in which their students may participate.
Although these exist within a small portion of these schools (ACT, 2010), students have the
option to select institutions with these features while still paying the lower cost of a two-year
institution.

Two-year institutions cater to those students who cannot attend four-year institutions,
allowing them entry into fields to which they would otherwise have no access. Gonzalez Canché
(2017) suggests that community colleges may provide entry into the field of science, researching
students that continue in their academic endeavors beyond the associate’s level. Along those
lines, an associate’s degree allows students to take many of their necessary prerequisite courses
at a cheaper rate while also learning about the fields in which they are interested, so when they
graduate they have a better idea of their future educational aspirations while also having a
credential from a higher education institution. Bailey (2009) suggests that many of the students
who enter the two-year sector do so because their grades and test scores would not allow them to
enter into the four-year sector. As such, two-year institutions work well for those with
educational deficiencies. Although the effectiveness of these efforts has been debated
throughout time, new efforts are being made to quantify and eliminate these issues (Bailey,
2009).

When considering the two-year sector, it is important to understand that students are there
for a variety of reasons; whether they choose to enter the two-year sector due to cost, lacking
grades or test scores, family and work obligations, or other reasons, they may not be the
traditional students who typically attend four-year institutions. However, regardless of this
distinction, Baum, Ma, and Payea (2013) report higher salaries, higher levels of job satisfaction,

lower levels of unemployment, higher likelihood of having health insurance, lower levels of
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poverty, and other measurable benefits to obtaining an associate’s degree, compared to those
with only high school diplomas. This makes the two-year sector a viable option for those
wanting to pursue a higher education, yet not wanting to enter the four-year sector.
The Effects of Some College

Although mentioned briefly above, not everyone graduates from college, thus creating
some issues with calculating the costs and benefits of attendance. The National Student
Clearinghouse Research Center (2016) declared that just over half of the entering freshmen in
fall of 2010 within the United States earned their baccalaureate degree within six years; an even
smaller percent of students completed their degrees in the two year sector. Some research argues
that there is no monetary benefit or decrease in unemployment for those who attend some
college, compared to those who only obtained a high school diploma (Rosenbaum, Ahearn,
Becker, & Rosenbaum, 2015). Others argue, though, that even taking into account the risk of not
graduating, college attendees make an average of approximately $800,000 more over the course
of their lifetime, including those who graduated and those who did not (Toutkoushian, Shafiq, &
Trivette, 2013). Baum, Ma, and Payea (2010, 2013) suggest that those with some college are
also more likely to experience lower unemployment rates and better health insurance than their
counterparts who received no postsecondary training; additionally, those who obtain some
college or more are more likely to exercise and less likely to smoke, in a similar stepwise pattern
that can be seen in unemployment rates (Baum, Ma, & Payea, 2013). There is negative
relationship between individuals women who have obtained any level of higher education and
smoking, with women exhibiting a stronger trend than their male counterparts with similar
education (Perna, 2005). There are also nonpecuniary benefits associated with merely attending

a higher education institution, such as larger social networks (Oreopoulos & Petronijevic, 2013),
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better health (Baum, Ma, & Payea, 2013; Perna, 2005), and a greater understanding of politics,
freedoms, and rights (Baum, Ma, & Payea, 2013; McMahon, 2009).
Other Beneficiaries

Higher education is considered by some to be a public good because of the many positive
effects it has not only for the individuals who pursue it, but also for others around them.
However, public goods are non-rivalrous and non-excludable, neither of which describe higher
education. Instead, higher education produces positive externalities from which others may
benefit. These externalities, in addition to the benefits that individuals reap, create the total
social benefits of higher education (McMahon, 2009). While private benefits only help the
people who actually obtain the degree, there are some public benefits of higher education that
benefit the community in which they exist and society as a whole.

Tax dollars are perhaps the most easily quantifiable benefit of higher education; if people
make more money due to their degree, they also pay more taxes, recycling that money back into
the government for improvements to be made to their communities (McMahon, 2009). This is
one of the main reasons that it is important for people to obtain a higher education, as even if it
would not benefit them privately, it may still benefit those around them. Even attending some
college without graduating is argued to have a positive effect on salary (Baum, Ma, & Payea,
2013; Toutkoushian, Shafiq, & Trivette, 2013), which would create an increased amount of taxes
for the government to use. The government may use taxes for helping the impoverished,
improving the community, and funding other crucial entities, such as the prison system and
higher education. Higher education itself is known to benefit society in that for each $1,000,000
of a college’s budget, it produces the equivalent of 59 and 67 jobs for community and four-year

colleges, respectively. Psacharopoulos and Patrinos (2004) point out that although higher
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education has diminishing social returns in most countries compared to elementary and
secondary education, there is still a sufficient amount of private and public returns of higher
education. Particularly in less developed countries, higher education has a large impact on
society (Psacharopoulos & Patrinos, 2004). Even in more developed countries, higher levels of
education benefit society in ways that many people do not consider.

One of the most important, but least thought about, benefits of higher education is
democracy. According to McMahon (2009), in order for democracy to thrive, the society must
have three things: a large and growing middle class that wants a say in its government, people
who are willing and able to participate in public service, and informed voters; similarly, he
declares that less unquestioning of authority is necessary, as this prevents authoritarian regimes
from rising. Our government also depends on highly educated individuals to make decisions
through the voting process (McMahon, 2009), and Dee (2004) found that those who obtained a
higher education were not only more likely to vote, but also more likely to support free speech.
Baum, Ma, and Payea (2013) found a stepwise pattern in voting habits, with those who obtain a
high school education voting less than those who obtain some college and a continuing pattern
that results in more highly education individuals voting more frequently than their counterparts.
Perna (2005) reports that women and African Americans who receive any level of higher
education are more likely to vote than their counterparts who receive only a high school
education, as are Hispanics who receive some higher education. As well as informed voters,
political science and law graduates are necessary in order to improve the criminal justice system
(McMahon, 2009).

With that said, with higher levels of education, there tend to be lower levels of

incarceration. Lochner and Moretti (2004) found that some of the same variables that affect high
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school attendance also affect whether an individual goes to prison, thus drawing the connection
between education and incarceration. They also found that when mandatory school attendance is
higher, the chances of going to prison are lower. Although this is referring specifically to high
school, they also acknowledge that for each additional year of schooling, white men are .1% less
likely to be incarcerated, and Black/African American men are .37% less likely to be
incarcerated. If there are lower levels of incarceration, fewer tax dollars need to be spent on
prisons, thus opening the availability of tax money up for better use (McMahon, 2009).

McMahon (2009) posits that a more educated society has, on average, a smaller family
size, less poverty, less welfare, and less sickness, all of which translate into fewer tax dollars
needed for those social issues. This means that more money can be put into research of
important issues, much of which is conducted in universities. Additionally, because of smaller
family size and less poverty, McMahon suggests that pollution and deforestation are not as
prevalent in the United States as in some less educated countries; this in combination with the
education provided to students about preserving the environment and the research conducted at
universities that delves into clean water and energy is crucial to the protection of the
environment.

Finally, another benefit of higher education is that those with a higher level of education
tend to volunteer more (McMahon, 2009; Perna, 2005). Baum, Ma, and Payea (2013) find a
similar stepwise pattern as in their other findings concerning volunteer efforts. Along these
lines, donating is also positively correlated with higher education (McMahon, 2009). With more
people volunteering and donating within their own community, governmental funding can be

reallocated toward other important causes. As well, volunteering and donating also provide
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individuals with a level of personal satisfaction (Flanagan & Russ-Eft, 1975), making this a
public externality and a private benefit.

Higher education clearly has many benefits, both private and public. For many, the
benefits outweigh the costs when considering whether to pursue a higher education. There are
both pecuniary and nonpecuniary benefits for those who graduate and for those who do not. For
this reason, researchers continue to look into potential reasons why students do (and do not)
attend higher education institutions, as many believe that a more educated society is a stronger
society. Understanding the benefits of higher education, its relationship to quality of life, and the
various levels of educational attainment, not much research has been done to analyze those
individuals with some college education, based on differential length of attendance. Logically, a
student who attends a higher education institution for two years would experience different
benefits than a student who attends an institution for four years, regardless of degree attainment.

Research Questions

To better understand how higher education affects quality of life according to differential
length of attendance, it is important to first have an understanding of how to categorize the
benefits of higher education into aspects of quality of life. Second, it is essential to analyze the
various benefits individuals receive according to both degree attainment and length of
attendance. As it stands, we do not know the effect of higher education on individuals based on
differential length of attendance, nor is there much research connecting the nonpecuniary aspects
of quality of life to education in a way that can quantitatively compare results for various
individuals. Therefore, my research questions are as follows:

1. What are the underlying constructs associated with perceived quality of life, beyond

economic prosperity?
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a. In what ways are these differing social and cultural constructs related to one
another?

b. How do these constructs relate to the typically defined benefits or positive
externalities associated with higher education?

2. Compared to those who did not attend college, what is the effect of college
attendance on various cultural and social aspects of quality of life? Specifically, what
are the effects of:

a. Attending a higher education institution for the equivalent of two years or
less, compared to never attending?

b. Attending a higher education institution for the equivalent of more than two
years without attaining a degree, compared to never attending?

c. Graduating with an associate’s degree, compared to never attending?

d. Graduating with a baccalaureate degree, compared to never attending?
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CHAPTER 3
METHOD

This study sought to establish the benefits of higher education, as they pertain to quality
of life, based on differential length of attendance and degree attainment. Specifically, I
examined the social and cultural benefits associated with postsecondary education attendance
and attainment of a degree. Additionally, I explored the association between well-known
benefits of higher education and their connection to an individual’s perceived quality of life. To
address the previously stated research questions, this study proposed a quantitative investigation
using post-hoc analysis of the National Center for Education Statistics Education Longitudinal
Study of 2002, or NCES ELS:2002, dataset, primarily calling upon responses from the third
follow-up survey that adequately identified and pertained to quality of life. Examining data from
almost 14,000 respondents in ELS:2002, various aspects of quality of life were outlined and
analyzed via factor reduction, calling upon Flanagan’s (1978) QOLS (see Appendix A) as a
guide. Furthermore, additional analyses were conducted to identify the differences in quality of
life based on level of education and length of attendance at a higher education institution. Using
propensity score weighting and regression techniques, I was able to ascertain the relationship
between various aspects of quality of life and discern how varying levels of educational
attainment impacted certain facets of quality of life.

Participants

Data for this study comes from NCES ELS:2002. It is a nationally representative,

longitudinal sample of those who were in 10™ grade in 2002 and 12" grade in 2004 that followed

students through their educational endeavors and life experiences. These surveys were
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administered to capture not only the students’ educational goals, endeavors, and
accomplishments, but also their observable individual and family characteristics. Additional
information about the schools and colleges participants attended, as well as information about
their administrators and certain teachers, also exists along with their transcripts. With a focus on
students' trajectories from high school into postsecondary education and the workforce, as well
as the different patterns of college access and persistence that occurred in the years following
high school completion, the base year survey was administered in 2002, followed by three
follow-up surveys in 2004, 2006, and 2012. These surveys inquired about educational
achievements and objectives, and other facets of life, such as employment history and plans,
family life, cultural values, and community involvement (National Center for Education
Statistics [NCES], 2002).

Data was collected in a two-stage process by first selecting 750 schools to survey in the
base year, and then administering over 15,000 student and parent questionnaires to participants
within those schools. In the first follow-up, students in the selected schools who were not
sophomores in 2002 but were seniors in 2004 (e.g., those students who skipped or failed grades)
were offered the chance to participate in the survey as well. Surveys were administered in a
second and third follow-up period (2006 and 2012, respectively) to base year (2002) and first
follow-up (2004) participants. The 14,000 respondents who completed the third follow-up
survey made up the “participants” in this study, as I focused primarily on third follow-up data.
These individuals answered some or all questions pertaining to their education, quality of life,
and current life circumstances.

Due to the nature of my study, I dropped participants whose educational attainment was

missing, who did not obtain a high school diploma or equivalent, or who obtained any degree
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higher than the bachelor’s level. Those with a degree higher than a baccalaureate degree were
dropped because graduate students are likely to be older, and therefore those who may pursue a
graduate degree in the future were not accurately represented; those who earn graduate degrees at
a younger age may be substantially different from both those who earn graduate degrees overall,
as well as those who earn bachelor’s degrees, leading to their exclusion (Bell, 2009). This left
me with over 11,700 respondents. I also dropped participants for whom more than 25% of data
was missing, leaving over 9,400. I limited my sample to those who have never attended
postsecondary education and those who have attended at least one full semester; those who
attended less than one semester or earned no postsecondary credit were dropped from the
analysis. Additionally, participants who were missing data in the survey items later used for the
exploratory factor analysis were dropped, leaving approximately 8,900 participants in the
sample. A table containing descriptions of my variables of interest from the third follow-up of
ELS can be found in Appendix B.
Analytic Plan

I conducted an exploratory factor analysis (EFA) to group my variables of interest from
the third follow-up into categories that align with Flanagan’s (1978) Quality of Life Scale
(QOLS), shown in Appendix A. The factors created served as the dependent variables for my
study. Additional dependent variables including voting behaviors and volunteering behaviors
were also included in this study. A propensity score weighting (PSW) analysis was conducted
to compare individuals based on their observable covariates, using levels of postsecondary
educational attainment as the treatment(s); the comparison group was those with no
postsecondary education. PSW was used to produce appropriate weights, which were then

applied to regression models for each dependent variable; additionally, PSW may help to
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mitigate the effects of self-selection in some samples (Heckman, Ichimura, & Todd, 1998) and
serves to add additional robustness to regression analyses. Regression results reflect the
impact of attendance and degree attainment in postsecondary education on various aspects of
quality of life, as well as the positive externalities of voting and volunteering.
Flanagan’s QOLS

Flanagan’s (1978) QOLS (see Appendix A) provides a detailed representation of fifteen
components associated with both quality of life and education, which are divided into five
constructs. These constructs include physical and material well-being; relationships with others;
social, community, and civic activities; personal development and fulfillment; and recreation.
Flanagan’s scale, proven both reliable and valid as recently as 2003 (Burckhardt & Anderson,
2003), represents qualitative data that was collected as part of a follow-up to a high school
aptitude survey (Flanagan, 1978); as such, the QOLS was used as a guide for selecting variables.
Questions from the ELS:2002 survey that measured the fifteen components listed in the QOLS
were selected and used as variables of interest in this study that would later make up the EFA.
Exploratory Factor Analysis

Rather than using each of the ELS:2002 variables selected as a separate dependent
variable, they were reduced into factors for the purposes of this study, using an exploratory
factor analysis (EFA) to identify the latent variables associated with quality of life. Given that
an EFA allows for the exploration of data to find the latent variables that emerge based on
statistical associations in response patterns, Flanagan’s (1978) QOLS did not need to perfectly
estimate the latent constructs in which variables would exist in the EFA, but rather it acted as a
guide for selecting variables. EFA is used in datasets to identify unobserved, or latent, variables

that help explain and reduce data (Henson & Roberts, 2006). Emerging factors account for a
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certain amount of variance in the sample while also lowering the number of variables in a
quantitative analysis, thus creating a more accurate analysis and using fewer degrees of freedom.
In this study, survey items used in the creation of the EFA factors consisted of items that aligned
well with Flanagan’s QOLS; as such, items reflected social and cultural aspects of a participant’s
life, including questions about their jobs, work-life balance, extracurricular activities, values, and
relationships. It is worth noting that survey items related to relationship with parents were not
included in this EFA. Instead, questions about the formation of a new nuclear family were
included. This was a strategic decision based on research about family and relationships in early
adulthood, in which romantic relationships and the potential for children played a large role as
individuals progressed through adulthood, with less importance designated to parental figures
(Axinn & Barber, 1997; Shulman & Connolly, 2013). Given that participants were in their mid-
twenties when the third follow-up of this survey was administered, values associated with
marriage and children were included, while values related to parent or sibling relationships were
not. These survey items can be seen in Table 4.1, loaded into their appropriate factors. Factors
included items with one dominant loading value and with loadings above .30. Considering a
scree plot and eigenvalues, shown in Appendix C, I determined the ideal number of factors for
this analysis to be four factors. More detail is provided in Chapter 4 in the results section of this
dissertation.

As per the suggestion of Castello and Osborne (2005), multiple iterations of principal
axis factoring (PAF), otherwise known as the least squares method, were used to extract the
factors, and an oblique rotation was used to allow factors to correlate with one another and
ascertain the relationship between latent factors of quality of life in this study; Castello and

Osborne (2005) suggested this for outcomes in the social sciences, as they may impact each
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other. Promax rotation was used for simplicity. Correlations can be seen in Table 4.2 and are
further discussed in Chapter 4. Cronbach’s alpha was also calculated within the each of the
factors to confirm internal consistency, with the lowest alpha value equaling .60. The latent
variables identified by the EFA were then used as my main dependent variables, as they
identified latent quality of life constructs.
Propensity Score Weighting Procedure

In this quasi-experimental study, PSW was used to improve upon typical regression
techniques by adding appropriate weights to give a robustness check to ordinary least squares
(OLS) regressions with regard to the functional form assumptions in OLS; it was used in a
similar manner concerning multinomial logistic regressions for the final two dependent variables
in this study. In addition to adding additional robustness to the regression analyses, PSW may
also help to mitigate a major problem in much of the research that already exists: self-selection
(Heckman et al. 1998). Those who selected to attended college were likely systematically
different from those who selected not to attend, as well as from those who graduated with a
degree. This self-selection may be due to multiple observable covariates associated with the
participants themselves, such as race, socioeconomic status (SES), and gender!; these and other
observable and unobservable characteristics likely impact whether an individual selects into
higher education (Baum, Ma, & Payea, 2013). However, by analyzing participants’ propensity
toward pursuing various levels of higher education and creating balancing scores, specifically
propensity scores, observable covariates were better accounted for in the analysis (Morgan &

Harding, 2006; Rosenbaum & Rubin, 1983), thus potentially reducing some of the issues with

!'It should be noted that sex is used in this study, not gender. The variable in ELS:2002 (F1SEX) denotes biological
sex of participants but does not denote gender orientation. However, according to the ELS user manuals (Ingels,
Pratt, Rogers, Siegel, & Stutts, 2005) if biological sex was unavailable, imputations were made based on a student’s
name and perceptions of binary gender.
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self-selection. By using this balancing score to weight a regression model, better fit models, as
shown by the R? in each set of regressions (Tables 4.12- 4.15), were created; this technique was
chosen not only to improve upon models in this study, but also to fill a gap in existing research
that typically does not weight by propensity toward a treatment, i.e., educational attainment.

Design effects? designated within the ELS:2002 survey were used to account for
clustering of the data. Regressions were run both with and without design effects, and the design
effects lowered the significance (raised the p-value) of some variables in adjusting the standard
errors within the regressions. As such, design effects were addressed in each regression model,
PSW and naive, to potentially play a small part in reducing Type I error.

In terms of analysis of dependent variables, categorized quality of life variables from the
previously conducted EFA were analyzed based on participants’ levels of education and other
variables of interest presented in the ELS:2002. Using levels of education as the treatment
groups, the dependent variables formed from the EFA were analyzed accordingly. To best
address the differential length of attendance, a multinomial PSW technique was implemented.
This technique is a variant of propensity score matching, which is meant to produce more
accurate results than other regression techniques because it is specifically designed to deal with
data in which the groups of individuals are systematically different from one another
(Rosenbaum & Rubin, 1983).

For the purposes of this study, participants were divided into five treatment groups based
on their highest level of educational attainment: high school diploma or the equivalent; two years
or less of higher education with no certificate, diploma, or other formal acknowledgement; two

years of more of higher education with no certificate, diploma, or other formal

2 Elise Christopher from NCES provided guidance with this process to ensure that the correct values were used for
the design effects.
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acknowledgement; associate’s degree or undergraduate certificate; and baccalaureate degree.
Participants who did not fit into these categories, such as those who did not obtain a high school
diploma and those who earned higher than a bachelor’s degree were dropped from the analysis.
Those who earned an associate’s degree or undergraduate certificate were combined into one
group due to small sample sizes for each group. Additionally, those with sub-baccalaureate
credentials, such as associate’s degrees and undergraduate certificates, reap similar benefits in
terms of wages and economic gain (Schneider, 2015), so combining them for the purposes of this
study, which sought to focus more on those with no credential, was logical. In order to analyze
the effects of education on quality of life, and in alignment with multinomial PSW, a single level
of “treatment” was selected as the comparison group: those with no postsecondary education.
With the numerous levels of educational attainment in this sample, running a regression
for each one may have produced significant results where none existed simply because of the
sheer number of times the independent and treatment variables were analyzed. As such,
analyzing all levels of educational attainment together, and comparing each one to the
comparison group at the same time in a PSW technique, allowed for educational attainment to
exist as a categorical variable. This approach also produced balancing scores in a manner that
captured propensity toward any treatment (rather than analyzing each one separately compared to
those who pursued no postsecondary education), and exist within regressions as an ordinal
variable with several categories being considered at once. Other preliminary analyses were
conducted using binary variables, in which a level of postsecondary education was compared
only to no postsecondary education, without additional levels of postsecondary education. These

analyses showed similar results, but they showed more drastic differences since propensity
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toward treatment is impacted by the number of treatments present. Comparing all treatments at
once allowed for a more accurate analysis in creating propensity score weights.

Appendix D shows the significance of level of education in propensity score analyses
based on the covariates included in the model. Table D.1 reveals that for multiple outcome
variables (benefits of job/career, work-life balance, and social and educational values), the
largest impact on the significance of the treatment effects occurred with the addition of
educational expectation variables; prior to the addition of these covariates, the significance
remained relatively stagnant. With the remaining outcome variables, changes were more gradual
as more groups of variables were added. The final treatment effects can be seen in column 5 of
Table D.1.

To delve deeper into the intricacies of PSW, it is first crucial to understand the premise
behind it. Using the terminology of Rosenbaum and Rubin (1983), where 7« represents the
response or outcome of unit i, given treatment ¢, a stable unit-treatment value assumption is in
place, creating noninterference between those who do and do not receive a treatment; explained
more simply, the effect of treatment 7 on unit 7 is unaffected by how many or which other units
receive treatment. The participants in this study likely satisfy this assumption, as while students
may be influenced by their peer groups, no one is forced to or not to pursue postsecondary
education based on the actions or inactions of others; Bourdieu would suggest that learned and
inherited cultural capital (1973) from schools and families, as well as economic capital (1986),
would also play a role in students’ choices to pursue postsecondary education, making their
decisions less dependent on the actions of their peers. Understanding that participants vary in
their actions and motivations, the best way to observe the effects of a treatment, z=1, would be to

have unit i receive both treatments z=1 and z=0 (no treatment), and compare the different
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outcomes that occur because of the treatment. However, unit i could never receive both
treatments in any study, as the covariates, x, would have changed. In reference to this study, for
example, a participant could not both obtain a higher education and not obtain a higher education
at the same time because the two options are mutually exclusive. In addition, according to
Rosenbaum and Rubin (1983), those who receive treatment z=1 are likely to be systematically
different from those who receive treatment z=0. However, by implementing a balancing score to
make covariates, x, for those who receive treatment z=0 approximately equal to the covariates, x,
of those who receive treatment z=1, it is possible to see the potential effects of a treatment.

A propensity score is a type of balancing score: e(x)=pr(z=1)|x, in which e(x) represents
the propensity score and pr(z=1)|x represents the probability of receiving treatment z=1 given x
covariates; in other words, this score assesses propensity toward a given treatment, depending on
each person’s individual characteristics. With that, in PSW the propensity score functions as a
balancing score, such that x 1 z, b(x). Although the same participant could not have received
both treatments z=0 and z=1, another individual could be selected who has similar or the same
covariates, thus creating a counterfactual against which a researcher could compare the effects of
the treatment. In multinomial PSW, there are multiple treatments, and individuals have a
different propensity toward each one. All scores are calculated together, with reference to the
comparison group. The appeal of PSW is that with a weighing procedure that selects individuals
with similar or the same observable characteristics, less biased results are expected.

In alignment with Rosenbaum and Rubin’s (1983) technique, the treatment conditions in
this study represent a respondent’s level of education, with various treatments existing for a
multinomial PSW procedure. Using the average treatment effect (ATE) technique, the average

effect of a treatment across all observations in a sample can be ascertained; in other words, we
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can assess the average effect of administering a treatment to all in a sample (Austin, 2011). In
this study, the difference in mean outcomes between participants in the treatment group(s) and
those in the control group was measured, with balancing scores ensuring that covariates were
similar among those compared. All treatments (z=1, z=2, ... z=n) were compared to the
comparison group (z=0), which in this case represents those who never pursued postsecondary
education. The formula used in ascertaining the ATE for this study was, according to
Rosenbaum and Rubin (1983),

EnlE(r,|b(x), z=1) - E(r,|b(x), z=0)] = Ex[E(r |b(x)) - E(r,

b(x))]=E(r, -r,),

where Eixis the expected outcome of the population, given b(x); r, and r, are outcomes; b(x) is
the applied balancing score, or in this method the propensity score; z=1 is the treatment of
interest; and z=0 is the control. In this case, where a multinomial PSW technique was used, there
were several treatments of interest, so the above formula was applied to each treatment group, in
comparison to the control group.

Inverse probability weighting (IPW) was applied in this study to create the weights from
the observed balancing scores. The logic behind inverse probability weighting is that some
observations in the dataset are likely to have a higher propensity toward certain treatments than
others based on their covariates, x. This technique takes into account propensity toward
treatment(s), and weights the participants in the treated and control groups so the propensities are

more equal for all groups (Handouyahia, Haddad, & Eaton, 2013). In this case, due to the

multinomial nature of the study, weights were created using the following formula: pi , Where p;
t

represented propensity toward a treatment, #, or a given level of educational attainment.

Regression Analyses

After obtaining the appropriate weights dictated by the PSW technique, the weights were
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applied to a series of regression analyses that accounted for participants with varying levels of
degree attainment and credits earned in higher education. Naive models were also conducted
without propensity score weights for comparison purposes. Applying these weights to the
general regression formula below, I was able to ascertain the effect of higher education on
aspects of quality of life, as well as the effects of other participant characteristics. The
regressions generally followed the format below, using the EFA factors analyzed by this study as
the first four dependent variables and voting and volunteering behaviors as the last two

dependent variables of interest:

YBenefits of Job/Career — ,80 + ﬁlXattainment + ,82Xdemog + ﬂ3Xachievement + ﬂ4Xparent +

ﬂSXexpectations +€,

YWork—Life Balance = :80 + ﬁlXattainment + .BZXdemog + .33Xachievemen + :84Xparent +

.BSXexpectations +e€,

Y:s*ocial and Educational Values = :80 + ﬁlXattainment + :BZXdemog + .33Xachievemen +

.34Xparent + :BSXexpectations te,

YMarriage and Children Values = ﬂo + ﬂlxattainment + ﬂZXdemog + ,83Xachievement +

.34Xparent + :BSXexpectations te,

YVoting = ﬂo + ﬁlXattainment + ,82Xdemog + ,83Xachievement + ,84Xparent +

ﬂSXexpectations +€,

and
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YVolunteering = Bo + BiXattainment + ﬂszemog + BsXachievement T ,84Xparent +
BsXexpectations T € »

B, represents the constant, 5; the level of educational attainment, 8, demographic
characteristics, f3 academic achievement, 3, parent characteristics, and 5 educational
expectations. Variables concerning level of educational attainment included the four treatment
groups (up to 60 credit hours of postsecondary education; more than 60 credit hours of
postsecondary education; associate’s degree/undergraduate certificate; and bachelor’s degree), as
well as the control group (high school education or equivalent). Demographic characteristics
included sex, race, and age. GPA for all high school courses was used as a measure of academic
achievement. Parental characteristics included highest parent education for either parent, and a
composite measure of SES provided by ELS:2002, which accounted for education of both
parents, income, and job prestige. Finally, expectations included measures of student and parent
educational expectations. To ensure that multicollinearity did not exist among the variables
within my models, a variance inflation factor (VIF) was calculated. As no variables showed
scores larger than 10, multicollinearity was determined not to be a problem for this study (Hair,
Anderson, Tatham, & Black, 1995). The first four regressions, which used EFA factors as
dependent variables, were performed using ordinary least squares.

The final two regressions concentrated on voting and volunteering behaviors and
considered the same categories of independent variables, but used a multinomial logistic
procedure to best account for the three responses in each dependent variable. The dependent
variable, voting behaviors, included three outcomes (never, once, and more than once).
Similarly, volunteering behaviors also included three outcomes (never, sometimes, and often).

The multinomial logistic regression produced log odds, where higher levels of participation in
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voting and volunteering were analyzed in relation to those who never voted or volunteered,
respectively. For ease of interpretation, and to examine coefficients for each response category,
including the reference category, log odds were transformed into marginal effects. The
outcomes are discussed in more detail in Chapters 4 and 5.
Summary

This study used ELS:2002 data to examine the impact of educational attainment on
quality of life. Using Flanagan’s (1978) QOLS as a guide, I selected survey items that had little
missing data and related to quality of life. After conducting an EFA, I used eigenvalues and a
scree plot to identify four factors that best represented aspects of quality of life for this study.
These four factors were allowed to correlate with each other, as an oblique rotation was applied,
as is suggested for social sciences (Costello & Osborne, 2005). These EFA factors, as well as
voting and volunteering behaviors, made up the dependent variables in my study. I then
conducted a multinomial PSW analysis to balance participants based on their observable
covariates, such that standardized differences between participants at each level of postsecondary
attainment and those who pursued no postsecondary education were approximately zero. To
clarify, I created a weight based on propensity toward treatment and used that weight to balance
my groups, ensuring a more accurate analysis. Accounting for ELS:2002 design effects, |
applied this weight to six regression models to ascertain the effect of educational attainment on
quality of life. Six additional regression models were also performed without PSW weights, but

with ELS:2002 design effects. In the following chapter, I discuss the results of this study.
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CHAPTER 4
RESULTS

This study sought to determine the relationship between theoretical constructs of quality
of life, and the significance of varying levels of higher education, personal characteristics, and
educational aspirations on perceived quality of life. This chapter provides an overview of the
findings from this study. To better understand the factor reduction process, data are summarized
in multiple tables, depicting factor loadings, Cronbach’s alpha, obtained latent variable
correlations, and the polychoric correlation coefficients between observed variables; the latter
can be found in the appendices. Additionally, descriptive statistics are provided for the total
sample, and detailed descriptions of the regression results are discussed.

Exploratory Factor Analysis
The first research question and sub-questions for this study were:
1. What are the underlying constructs associated with perceived quality of life, beyond
economic prosperity?
a. In what ways are these differing social and cultural constructs related to one
another? and
b. How do these constructs relate to the typically defined benefits or positive
externalities associated with higher education?

The investigation of these questions allows the reader to better understand outcomes that
contribute to perceived quality of life from not only a theoretical, but also a quantitative
standpoint. Understanding these concepts aids in the overall understanding of the impact of

higher education on perceived quality of life when these constructs are later used as outcome
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variables for final regression analyses. An exploratory factor analysis was used to identify the
latent constructs. Consideration of a scree plot and eigenvalues were used to determine the
number of factors that should exist (see in Appendix C). Costello & Osborne (2005) recommend
the use of an oblique rotation in social sciences, as many outcomes in social sciences are likely to
influence each other. Similarly, because the polychoric correlation table (Table C.1) showed
high correlations between some of the included survey items, an oblique rotation was used for
methodological accuracy (Tabachnick & Fidell, 2007). Unlike orthogonal rotations, oblique
rotations allow variables to correlate with one another; however, it is not possible to know the
total amount of variance accounted for by the EFA since factors may correlate. Table 4.1
displays the ELS:2002 variables used in the exploratory factor analysis, the latent constructs into
which they best fit, rotated factor loadings (using promax rotation), and values of Cronbach’s
alpha.

Factor 1, benefits of job/career, includes work responsibilities or facets of a job or career
that lead the individual to see the job as useful. It is worth noting that while this study focuses
primarily on social and cultural aspects of quality of life, physical and material well-being,
economic capital acquisition, and other monetary facets are intertwined with perceived quality of
life. No such variables were included in this study because this study aims to focus on the less
researched benefits of higher education, as monetary acquisition is likely to be more affected
than other aspects of quality of life by the attainment of a degree, suggested by signaling theory
in Chapter 2. However, the ELS:2002 questions associated with Factor 1 likely also relate to
advanced positions and higher pay. Therefore, this should be considered when analyzing social
and cultural facets of life that may also relate to economic capital. Factor 2 focuses on aspects of

work-life balance, such as whether the person has time for leisure activities or a family. Factor 3
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addresses an individual’s relationship with others and his/her own personal growth, with
variables related to values concerning people outside of the immediate family or self, and
continued growth in personal education and expertise in a given field. Factor 4 reports
current/future marriage and children values, including survey questions on marriage and
children. The factors will hereby be referred to by their given names in Table 4.1.

Cronbach’s alpha is reported for each factor, with alphas ranging from .60 to .77. Itis
worth noting that acceptable values of Cronbach’s alpha have varied by time and field, with
Davis (1964) suggesting varying levels of minimal acceptance based on sample size; Nunnally
(1967) suggesting a minimally acceptable reliability of .50 to .60; Murphy and Davidshofer
(1988) suggesting unacceptability with alphas of less than .60; Kaplan and Saccuzzo (1982)
suggesting acceptability above .70; and Hair, Black, Babin, Anderson, and Tatham (2010)
suggesting acceptability within EFA analyses for alphas greater than .60. One factor that may
have affected the measures of internal consistency is the small number of variables in each group
(Briggs & Cheek, 1986; Clark & Watson, 1995). Therefore, for those constructs with alpha
levels below .70, I also analyzed average inter-item correlation, as recommended by Clark and
Watson (1995). For the two constructs in question, social and educational values, and marriage
and children values, average inter-item correlations were .25 and .43, respectively; this is well
within the margins (.15-.50) outlined for acceptable internal consistency (Clark & Watson,
1995), and therefore, these constructs may be safely used as the outcome variables for this study.

To address the first part of research question one, I used a promax rotation to allow for
both simplicity and for correlation of latent factors. Table 4.2 shows a moderately strong
positive correlation (.4686) between the factors: benefits of job/career, and work-life balance.

Weaker positive correlations can be seen between the first two factors and social and educational
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values, and marriage and children values. The final two factors are positively moderately
correlated (=.2817). Table 4.2, therefore, reveals a verifiable relationship between these latent
constructs of quality of life, as hypothesized by Bourdieu (1973, 1984, 1986). The second part
of question one is addressed in both Chapter 2 with a discussion of the literature, and Chapter 5
with further discussion of the variables, findings, and relationships of findings to the theoretical
frameworks of this study.
Demographics of Participants
The second question in this research study was:
2. Compared to those who did not attend college, what is the effect of college attendance on
various cultural and social aspects of quality of life? Specifically, what are the effects of:
a. Attending a higher education institution for the equivalent of two years or less,
compared to never attending?
b. Attending a higher education institution for the equivalent of more than two years
without attaining a degree, compared to never attending?
c. Graduating with an associate’s degree, compared to never attending?
d. Graduating with a baccalaureate degree, compared to never attending?
Investigating these questions allows the reader insight into the effects of “some college”
on cultural and social aspects of quality of life, depending on the amount of time spent exposed
to higher education. Descriptive analyses of the continuous independent and dependent variables
were conducted to check for validity and to better understand the range of values in each
variable, including all calculated EFA variables which were continuous. The results can be seen

in Table 4.3. The total sample (N=8,890, rounded) included participants whose highest level of
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education was between a high school diploma and a baccalaureate degree. The continuous
independent variables were age, GPA, and SES.

Descriptive analyses that included frequencies and percentages were also conducted to
better understand the demographics of the participants, as well as other facets that may have
contributed to their educational attainment, such as their educational expectations. Level of
education, voting behaviors, and volunteering behaviors as of follow-up three (F3) in the
ELS:2002 data set were also included in Table 4.4.

Student-Level Independent Variables

Descriptive Statistics. As shown in Table 4.4, approximately 53% of the sample was
female (4,700 rounded); the majority of participants were White (61%), while another 13% were
Hispanic; 12% of the sample was Black/African American; approximately 9% was Asian or
Hawaiian/Pacific Islander in origin; and about 5% was Other Race. A larger percentage of
parents held bachelor’s degrees than any other category, and the smallest percent held associate’s
degrees (10%). According to Table 4.4, parents and students expected relatively high levels of
education, and about 41% of parents earned a bachelor’s degree. Table 4.4 shows that within
this sample of participants, about 39% of participants earned baccalaureate degrees, 21% earned
associate’s degrees, about 31% earned some credit but no degree, and approximately 9% held a
high school diploma as their highest level of education. Finally, Table 4.4 shows voting and
volunteering behaviors, with about one third of the participants in each level of voting designated
by this study, and the majority of participants (58%) choosing not to volunteer.

Sex and Educational Attainment. The relationship between sex and educational
attainment is depicted in Table 4.5, revealing that approximately 40% of females and 38% of

males earned baccalaureate degrees. When considering level of educational attainment, those
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who obtained some college, whether up to 60 credit hours or more than 60 credit hours, were
approximately evenly distributed among male and female students, with approximately 30% of
males and females earning some college. More males than females (approximately 12% versus
6%, respectively) received only a high school education.

Race and Educational Attainment. Table 4.6 highlights the relationship between race
and educational attainment. Those who were identified as Other Race were the most likely to
obtain only a high school diploma (14%), followed by Hispanics at 12%. Hispanic and
Black/African American individuals were most likely to complete less than 60 credit hours in a
higher education institution (about 25% for both groups). Asians or Hawaiian/Pacific Islanders
were most likely to complete more than 60 hours but not obtain a postsecondary degree, with
about 17% of participants doing so. Black/African American and Hispanic participants were
most likely to acquire an associate’s degree, with 26% and 25% of participants in each group
doing so. Finally, the groups most likely to obtain a baccalaureate degree were Asians or
Hawaiian/Pacific Islanders (51%) and White participants (43%).

Student Education Expectations and Educational Attainment. Table 4.7 shows that
educational expectations and educational attainment aligned relatively well in this sample. As
would be expected, those students who did not expect to attend any form of postsecondary
education were more likely to obtain only a high school diploma, with approximately 160 out of
the 350, or 46%, meeting their expectations; with that, over 50% of the students who planned no
further education beyond high school went beyond their expectations, approximately 5% of
whom received bachelor’s degrees.

For those who expected to obtain associate’s degrees, Table 4.7 reveals approximately

38% of them met their goal, and 6% went on to obtain a bachelor’s degree; with that said, 20%
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ended up with only a high school diploma, and another 36% of students received some college
credit but did not attain a degree.

Those students who expected to obtain a bachelor’s degree most frequently did so, with
approximately 42% meeting their own expectations, and smaller percentages reaching various
other levels of education in this study. It should be noted that those students who acquired
degrees beyond a baccalaureate degree were dropped from this study for simplicity, as
individuals who pursue graduate degrees may be more likely to do so later in life, which this
does not analyze. Therefore, everyone in this study either obtained a bachelor’s degree or lower.
With that, the majority of this sample that wished to obtain education beyond a bachelor’s degree
did obtain a bachelor’s degree, with about 57% of students falling into this category, as shown by
Table 4.7. 1did not examine how many students from the ELS:2002 survey went on to graduate
programs, as they were excluded from this study. With that said, this result is also as expected,
as the largest percent of these students did earn a bachelor’s degree and may later go on to obtain
graduate education beyond the scope of the ELS:2002 survey.

Those students who were unsure of their educational expectations went on to obtain some
level of college (less than 60 credit hours) and associate’s degrees equally (approximately 26%).
Beyond that, approximately 20% finished only high school, and 18% went on to obtain
baccalaureate degrees in their educational endeavors. These results can be seen in Table 4.7.

Continuous Variables and Educational Attainment. The final set of student-level
independent variables by educational attainment are shown in Table 4.8 as continuous variables.
When separated by level of educational attainment, few differences were found between mean
ages of the participants, due to the fact that ELS:2002 originally collected its data from one

cohort of sophomores in high school; the age column reflects the ages of the participants as of
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the third follow-up. In analyzing high school GPA, clear differences can be seen between the
groups, with those with higher GPAs achieving higher levels of educational attainment. SES
follows a similar pattern; those students with a higher initial SES showed a higher likelihood of
obtaining higher levels of education.
Parent-Level Independent Variables

Parent Expectations and Educational Attainment. Similar to the results seen with
student expectations, parent expectations seemed to strongly influence the students’ educational
attainment. As shown in Table 4.9, approximately 45% of students whose parents expected them
to obtain only a high school diploma met but did not exceed their parents’ expectations. Over
30% of those whose parents expected them to earn their associate’s degrees did so, but only 10%
went on to receive their bachelor’s degrees. About 41% of students who were expected to obtain
a bachelor’s degree did so, with less than 10% of students receiving only a high school diploma.
For those students whose parents expected them to obtain an education beyond that of a
baccalaureate degree, approximately 54% obtained a bachelor’s degree. Again, it is worth noting
that those participants whose level of education were beyond a bachelor’s degree were removed
from this study; however, obtaining a bachelor’s degree by age 26 allows these participants the
opportunity to later pursue a graduate degree, revealing them to be on the path that is expected of
them. For those students whose parents did not have specific expectations, or were unsure of
their expectations for their students, about 33% obtained a bachelor’s degree, while 25% earned
an associate’s degree, and 35% went on to some level of college. Further details can be seen in
Table 4.9.

Parent Level of Education and Educational Attainment. For the most part, students

were likely to reach higher levels of education if their parents had done so, perhaps suggesting a
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form of social and cultural reproduction (Bourdieu, 1973). Parent education was determined by
the highest level of education acquired by either parent; with that said, the highest level of
education received by one parent may not have been achieved by both parents. As shown in
Table 4.10, approximately 22% of those students whose parents’ highest level of education was
high school or less obtained a bachelor’s degree; meanwhile, about 29% of students whose
parents went on to some college, as well as 29% whose parents received associate’s degrees,
received their bachelor’s degree. For those students whose parents obtained bachelor’s degrees,
approximately 49% acquired a bachelor’s degree, and finally, of those students whose parents
held a graduate or professional degree, about 61% received a bachelor’s degree. More results
can be seen in Table 4.10.
Outcome Variables and Educational Attainment

Table 4.11 shows the relationships between level of educational attainment and the
outcome variables in this study. Consistent with signaling theory (Stiglitz, 1975), those with
some college reported lower mean values in reference to benefits of job/career; this same pattern
can be seen with work-life balance. Values generally increased with education in reference to
social and educational values, as well as the value of marriage and children. Voting and
volunteering behaviors saw stepwise patterns, with a higher likelihood to vote and volunteer
being associated with the number of credit hours earned in postsecondary education.

Propensity Score Weighting

As explained in greater detail in Chapter 3, level of educational attainment acts as a
“treatment” for propensity score weighting (PSW), and it is important to the design of this study
that individuals with similar propensity toward a treatment be compared with one another for an

accurate understanding of the impact of higher education on perceived quality of life. The
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variables shown in the tables listed thus far in this chapter suggest that participants who acquired
varying levels of educational attainment are likely to have had a different propensity toward their
received treatment, based on covariates including expectations, parent education, SES,
race/ethnicity, and sex. As such, PSW was used to balance the covariates such that they would
be relatively equal among the treatment groups (varying levels of college attainment) and the
control group (no postsecondary education). Tables containing balancing scores for dependent
variables can be found in Appendix E. These balancing scores were used, as were ELS:2012
design effects that accounted for clustering, to generate a weight by which individuals could be
compared based on their propensity toward treatment. This weight was then applied to a
regression model to best understand the impact of varying levels of higher education. All PSW
models accounted for more variance in the dependent variable and contained statistically
significant F statistics. Propensity score weighting showed educational attainment to be
significant for some outcomes in this study, even after accounting for observable covariates. As
such, propensity score weights were calculated and applied to regressions to create a doubly
robust measure of the impact of educational attainment on various outcomes related to quality of
life.
Regression Analyses

To examine the impact of higher education on perceived quality of life by level of
educational attainment, multiple regression analyses were employed, each one examining a
different construct of perceived quality of life, and accounting for all participants regardless of
level of education. Two additional outcomes were considered that validate my findings within
the existing body of literature about the benefits of higher education and its positive externalities:

voting behaviors and volunteering behaviors. Each regression analysis is described in the pages
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below. Naive and propensity score weighted results were addressed separately as a whole, and
then compared to each other to better examine relationships within each outcome variable; due to
the incorporation of PSW in this study, specific sections focused on the comparison between the
naive and PSW models, while general trends among naive models and PSW models were
addressed in less detail to avoid repetition.

The regression analyses provided insight into which independent variables contributed to
participants’ quality of life, including variables concerning educational attainment. Balanced
according to observable characteristics, and considering educational attainment the “treatment”
in this study, the regressions provided specific coefficients that suggested direct relationships
between the independent variables and the quality of life outcome analyzed. The independent
variables within all regressions consisted of the various pre-college characteristics analyzed
above for an accurate comparison between those who did and did not obtain some level of
postsecondary education. The independent variables used in these analyses were: level of
postsecondary attainment (with no college acting as the referent group); sex; race or ethnicity;
age; cumulative GPA for all high school courses; SES as of 2004; parent education level; student
educational expectation; and parent educational expectation. The dependent variables reflect
various aspects of perceived quality of life that also exist within higher education literature as
benefits and positive externalities. For all subsequent regressions, the PSW model used the
propensity score weights, accounting for propensity toward treatment, as well as ELS:2002
design effects. The naive model also included design effects to account for clustering, but did
not account for propensity toward treatment, weighing all participants equally.

Naive Models: Overview

Table 4.12 shows that throughout the naive models for the EFA outcome variables, some



74

level of postsecondary education was shown to contribute to factors related to quality of life,
except for the factor related to marriage and children. In regressions concerning benefits of
job/career and work-life balance, earning some college but no degree showed a negative
coefficient. Findings also showed that an increased exposure to higher education via more
credits earned contributed to stronger social and educational values.

Being male showed a negative relationship in all outcome variables except the benefits of
job/career; pertaining to the benefits of job/career, males showed a positively significant value.
Those who identified as Black/African American, Hispanic, or Other Race showed positively
significant coefficients in reference to social and educational values, compared to their White
counterparts. However, respondents in these underrepresented groups showed significant
negative coefficients in reference to marriage and children values, holding all else constant.
Those who identified as Asian or Hawaiian/Pacific Islander reflected statistically significant
negative coefficients in every outcome variable except for social and educational values; for that
outcome variable, Asians or Hawaiian/Pacific Islanders showed a positively significant
coefficient.

GPA for all high school courses was a positive and significant contributor in every model
except for social and educational values, where it was negatively statistically significant; senior
year SES was also negatively significant in the model addressing social and educational values.
High levels of parent education were negatively associated with benefits of job/career, perhaps
because of correlation among the independent variables, but positively associated with social and
educational values. Compared to those students who were uncertain about their educational
expectations, and holding all else constant, those who anticipated receiving higher levels of

education reported higher values for social and educational values, as well as marriage and
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children values. Finally, compared to those whose parents were uncertain of their educational
expectations, statistically significant findings related to parent educational expectations were
negative, suggesting that those whose parents dictated an educational expectation reported lower
values in each of the EFA outcome variables at some level.

Propensity Score Models: Overview

Shown in Table 4.13, respondents with higher levels of education were more likely to
report higher benefits in their jobs or careers, and social and education values in the PSW
models. Specifically, this can be seen when looking at the benefits of job/career outcome, in
which only those who earned an associate’s degree/undergraduate certificate or bachelor’s
degree showed statistical significance, compared to those who pursued no postsecondary
education. Similarly in the social and educational values outcome variable, respondents with
higher levels of education had higher and statistically significant coefficients, based on earned
credit hours earned rather than degree attainment.

Results also showed some notable differences by sex and race/ethnicity. Except for
benefits of job/career, being male was associated with negative quality of life factors. Compared
to participants who identified as White, those who identified as Black/African American showed
positive and significant coefficients for the social and educational values outcome, but showed
negative significant results for marriage and children values. Those who identified as Asian or
Hawaiian/Pacific Islander showed a similar trend among the outcome variables, with an
additional negatively significant coefficient in the work-life balance outcome. Hispanic
participants showed negatively significant results for work-life balance but positively significant
results in social and educational values. Age was positive and significant in only one outcome,

work-life balance.
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GPA was negative and significant in reference to benefits of job/career, and social and
educational values, potentially due to correlations among the variables; however, it was positive
and significant in marriage and children values. Senior year SES was also negatively significant
in reference to social and educational values, as well as work-life balance. Parent level of
education was insignificant across all PSW models. Where student expectations maintained
significance, they were negative, compared to those students who did not identify educational
expectations, holding all else constant. Parent educational expectations followed the same trend,
with one exception existing in reference to the marriage and children values outcome, if
participants indicated that their parents expected them to earn an associate’s degree; this was
positively significant, compared to those whose parents were uncertain of their educational
expectations.

Benefits of Job/Career: Naive vs. PSW

The PSW model was compared to the naive model, showing the impact of higher
education and other relevant variables on perception of benefits of job/career. Included in Tables
4.12 and 4.13 are the coefficients of determination (R?) to indicate the fit of the regression line.

In the naive model, compared to obtaining only a high school education, those with up to
60 credit hours of postsecondary education (B=-.214, p <.001) and those with more than 60
credit hours (B=-.276, p <.001) showed negative relationships with the perceived benefits of
job/career, holding all else constant. There was no significant relationship between those who
obtained a degree or certificate and the dependent variable. In contrast, after weighting, the
initial two groups that constituted those with some college became insignificant, compared to
their counterparts who received only a high school education. Contrarily, those who attained an

associate’s degree or undergraduate certificate (B=.214, p <.05) and individuals who earned a
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bachelor’s degree (B=.182, p <.10) showed a significant (or marginally significant) positive link
between degree attainment and perceived benefits their jobs/careers.

Several variables were significant in the naive model, but many of them lost their
significance when propensity score weights were applied, holding all else constant, such as sex.
In the naive model for benefits of job/career, males reported higher values of benefits in their
jobs/careers by .079 (p <.001), compared to females; however, after weighting to balance
participant covariates sex was no longer significant. Other variables that were significant in the
naive model but were insignificant after weighting were facets of race, parent education, and
parental expectation.

Beyond educational attainment, marginally significant in the PSW but not the naive
model was student educational expectation to receive an associate’s degree, compared to those
students who were unsure of their educational expectations, with a coefficient equal to -.152 (p
<.10). Albeit at the higher p <.10 level, this finding can be interpreted to mean that the students
who expected to receive an associate’s degree reported lower values of benefits in their
jobs/careers by .152, compared to the referent group. Also, the naive model showed high school
GPA to be positively related to perceived benefits in a participant’s job/career (B=.043, p <.05),
but the PSW model showed a negative relationship between GPA and perceived benefits, where
as GPA increased by one point, perceived benefits of job/career decreased by .071 (p <.05),
perhaps due to a correlation between high school GPA and level of educational attainment.
Although related to educational attainment, this variable was necessary to best balance student
covariates using propensity score weighting, and when an F test was conducted to assess whether

GPA added value to the PSW model (F (1, 8205) =17.93), the results were significant at p <.001,
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suggesting that the variable should remain in the model®. The R’ of the naive model is .026,
whereas the R’ of the PSW model is .039, revealing that the PSW model is a better fit when
analyzing benefits of job/career with the F being significant at p <.001 in both models.
Work-Life Balance: Naive vs. PSW

This in-depth analysis of the second regression outcome looks at PSW versus naive
models, showing the impact of higher education attendance and other relevant variables on work-
life balance. The coefficient of determination in the PSW model was higher than that in the
naive model (R’ =.060; R,”=.015, respectively), revealing a better fit of the PSW model (p
<.001 for F values in both models).

In the naive model, holding all else constant, ELS respondents with up to 60 credit hours
of postsecondary education, those with more than 60 credit hours, and those with a bachelor’s
degree reported lower values of work-life balance by -.229 (p <.001), -.174 (p <.001), and -.068
(p <.05), respectively, than participants who obtained a high school education only. There was
no significant relationship between those who obtained an associate’s degree or undergraduate
certificate and the dependent variable. Despite significant findings in the naive model, none of
the treatments were significant in the PSW model. However, other variables in the model held
varying levels of significance.

Looking at the naive model, findings showed that with a one point increase in GPA,
work-life balance increased by .043 (p <.05). However, the PSW model showed GPA to be
insignificant. The naive model also displayed results suggesting that participants whose parents
expected them to obtain an associate’s degree perceived lower work-life balance (B=-.118, p

<.01) than their counterparts whose parents were unsure of their educational expectations. With

3 F-test degrees of freedom consisted of actual sample size, not rounded figure at the bottom of Table 4.13. Actual
F=17.93 with rounded degrees of freedom approximately (1, 8205).
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that said, in one or both of the models, every level of parental expectation was associated with
significant negative outcomes. In the PSW model, those participants with parents who expected
their student to earn bachelor’s degrees reported a lower value of work-life balance by .097 (p
<.05), compared to those whose parents were unsure of their educational expectations, holding
all else constant. Similarly, the PSW model showed that compared to individuals whose parents
were unsure of their educational expectations, parental expectation of a degree beyond a
bachelor’s was associated with lower values of work-life balance (B =.155, p <.01). Those
whose parents expected them to complete only high school also reflected negative results
associated with work-life balance in the PSW model (B=-.383, p <.01), compared to participants
whose parents were unsure of their expectations. The naive model showed negative significance
for those participants whose parents expected high school, associate’s, and beyond bachelor’s
levels of education, compared to those whose parents did not specify expectations.

As with parent expectations, the PSW model shows that students who expected to obtain
either an associate’s degree or a graduate or professional degree were more likely to report lower
levels of work-life balance. Those participants who expected to obtain an associate’s degree
reported marginally lower values for work-life balance by .188 (p <.10), and those who expected
to earn more than a bachelor’s degree reported a perceived work-life balance coefficient of -.140
(p <.05), with the referent category being those students who were unsure of their expectations
for themselves. The naive model did not show significant results for student expectations.
Similarly, results from the PSW model suggested as the composite variable for SES in a
participant’s senior year of high school increased by one, their reported work-life balance in

2006 decreased by .078, with marginal significance (p <.10). Contrarily, results suggested that
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reported work-life balance was positively associated with age (B=.059, p <.05), indicating that
work-life balance increased by .059 unit with each year of age, holding all else constant.

In this model for factors that contribute to work-life balance, race was a relatively
insignificant contributor, except for participants who identified as Asian and Hawaiian/Pacific
Islander. Findings showed that Asian/Pacific Islander participants reported lower levels of work-
life balance in both the naive model and the PSW model, with a PSW coefficient of B=-.128 (p
<.05). An analysis of sex revealed that males reported lower work-life balance than their female
counterparts by .181 (p <.001) in the PSW model, and by .098 (p <.001) in the naive model.
Social and Educational Values: Naive vs. PSW

The third regression outcome in the naive and PSW models examined the contribution of
higher education attendance by level on the third dependent variable, social and educational
values, controlling for other independent variables. This factor included questions about
continued learning and expertise in a field, suggesting a level of personal growth, while also
including social and cultural values such as strong friendships, helping others, and correcting
social inequalities. In this third set of analyses, the R? in the model was higher than that in the
naive model (R’ =.078; R,”=.067), revealing a better fit of the PSW model (p <.001 for both
models).

In both the naive and PSW models, for individuals with a minimum of 60 college credit
hours, significant and positive results were reported in association with social and educational
values; these findings support the theoretical assumptions of social and cultural reproduction, as
those with more exposure to postsecondary education display higher coefficients, as well as
increasing significance levels within the findings. While those with up to 60 credit hours did not

display any significant findings relative to social and educational values, the PSW and naive
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models revealed a stepwise relationship between educational attainment and the dependent
variable. The PSW model showed an increase of .191 (p <.05) in the dependent variable for
those who had obtained an associate’s degree or undergraduate certificate, compared to
individuals who obtained no higher education. Participants who obtained more than 60 credit
hours but did not graduate reflected a higher positive, significant relationship with the social and
educational values factor in both the naive (B=.144, p <.001) and PSW (B=.210, p <.05) models
as well, compared to participants with no college experience. Finally, in both models those who
obtained a bachelor’s degree had the highest coefficients and significance levels, with
individuals in the PSW model exhibiting a .250 increase (p <.01) in the social and educational
values factor compared to individuals who obtained no postsecondary education, holding all else
constant.

In both models, coefficients revealed that males reported lower scores in social and
educational values, with the PSW model showing a decrease of .133 (p <.001). In the PSW
model, compared to participants who identified as White, race was a significant contributor to
social and educational values for participants who identified as Black/African American (B=
221, p <.001), Asian or Hawaiian/Pacific Islander (B=.149, p <.01), and Hispanic (B=.138, p
<.05); similar trends were also present in the naive model. Other positive relationships can be
seen in the higher levels of parental education in the naive model, but after weighting, these
findings are insignificant. A similar observation can be seen in the naive model with students
whose educational expectations are to obtain more than a bachelor’s degree, with the social and
educational values dependent variable increasing by .119 (p <.001) compared to those students

who were unsure of their educational expectations; in the PSW model, this too loses significance.
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Negative relationships were found in the naive model between parent educational
expectations lower than post-baccalaureate prospects and the dependent variable, compared to
participants whose parents were unsure of their educational expectations, holding all else
constant. After weighting, parent expectation was no longer significant. Of significance in the
PSW model but not in the naive model was student expectation of completing only high school,
compared to those who were uncertain of their expectations (B=-.372, p <.01), resulting in a
decrease in the social and educational values dependent variable. Significant and negative in
both the naive and PSW models was a student’s expectation to receive an associate’s degree as
their highest level of education, with the naive model showing a coefficient of -.099 (p <.01), and
with the PSW model showing a marginally significant coefficient of -.143 (p <.10), compared to
participants who were unsure of their educational expectations for themselves, holding all else
constant.

Of particular interest were the negative relationships in both the naive and PSW models
between high school GPA and senior year high school SES, and the social and educational
values dependent variable. In the PSW model, for every one point increase in GPA, there was a
decrease of .136 (p <.001) in the social and educational values dependent variable value.
Likewise, SES was negatively significant in both models as well. As the composite variable for
SES in a participant’s senior year of high school increased by one, the dependent variable
decreased by .061 (p <.10) in the PSW model. Just as with the dependent variable related to
work-life balance, these variables may have been correlated with obtaining various levels of
higher education; however, their inclusion in the propensity score model and regression models

were crucial to this study to balance the covariates of otherwise systematically different students.
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Marriage and Children Values: Naive vs. PSW

The fourth regression outcome, in terms of PSW and naive models, analyzed the effect of
various levels of higher education on marriage and children values; it should be noted that the
variables that comprise this factor are meant to determine family aspirations and values,
including questions of marriage and children, but it intentionally does not ask about parents,
siblings, or other nuclear family members, as participants were approximately 26 years old when
they took this survey and were less likely to live with or need to care for parents. The PSW
model had a higher R’ than the naive model (R’ =.085; R,*=.017), suggesting the better fit of
the PSW model (p <.001).

In both the PSW and naive model, educational attainment remained insignificant,
indicating that perhaps level of education had less of an impact on whether participants reported
higher coefficients in marriage and children values. While theoretically there may be some ways
in which higher education relates to marriage and children, this study reveals that these facets of
quality of life may depend more on other observable covariates that existed prior to
postsecondary education. Compared to females, males showed lower coefficients in both the
naive and PSW model (B=-.138, p <.001; B=-.136, p <.01) respectively. Similarly, participants
who identified as Black/African American, and Asian or Hawaiian/Pacific Islander had lower
coefficients compared to their White counterparts. In the PSW model, Black/African American
participants had lower marriage and children values by .415 (p <.001) compared to their White
counterparts, holding all else constant, suggesting that compared to participants who identified as
White, those who identified as Black/African American reported lower values of being married
and having children on the ELS:2002 third follow-up survey questions. Participants who

identified as Asian or Hawaiian/Pacific Islander showed similar significant and negative results



84

in their PSW model (B= -.138, p <.05), compared to participants who identified as White.
Participants who were identified as Hispanic and Other Race also reported lower marriage and
children values (B=-.078, p <.05; B=-.121, p <.05), respectively, in the naive model compared
to those who were categorized as White, but those statistics were no longer significant after
weighting. With this, it can be said that participants who identified themselves as White reported
the highest values in the ELS:2002 survey items about the value of marriage and children,
holding all else constant.

High school GPA was positive and significant in both the naive and PSW model. Holding
all else constant, the PSW model showed that as GPA increased by one point, marriage and
children values increased by .110 (p <.01). Other positive and significant findings existed when
looking at student expectations, but only within the naive model. However, upon applying the
appropriate propensity score weights, these variables were no longer significant. Within the
PSW model, the only variable related to student educational expectation that was significant was
with those participants who expected to obtain only a high school education, compared to those
who were unsure of their expectations; these students who expected to obtain no higher
education reported values .473 lower (p <.05) in marriage and children values than the referent
group, holding all else constant. Within the PSW model, those whose parents expected them to
obtain an associate’s degree, compared to those whose parents were uncertain of their
educational expectations, showed responses with values .250 higher (p <.05) for the marriage
and children values dependent variable, suggesting higher marriage and children values among
those who were expected by their parents to earn an associate’s degree. The opposite trend could
be seen with marginal significance in the naive model with those respondents whose parents

expected a high school education (B=-.124, p <.10).
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Voting Behaviors: Naive vs. PSW

The fifth outcome variable can be seen in Tables 4.14 and 4.15, with this section focusing
on PSW and naive models that examine the effect of educational attainment on voting behaviors.
This regression was, in part, conducted to connect my study with the existing literature. Another
reason for studying voting behaviors involves a clear analysis of civic participation, which is
increasingly relevant in society today. For the analysis of voting behaviors, three categories
were created to encompass all possible participants: those who did not vote during any election
between 2008 and 2011; those who voted during one local, state, or national election between
2008 and 2011; and those who voted in more than one local, state, or national election between
2008 and 2011. A multinomial logistic regression was conducted, with those who did not vote as
the reference category, to best assess the impact of various levels of educational attainment on
voting patterns. The results were reported for each category, including the reference category, in
marginal effects to best understand and explain which variables most likely affected voting
behaviors. The pseudo R’ in the PSW model was .076 (x <.001), whereas the pseudo R’ in the
naive model was .047 (y <.001).

Never Voted. First exploring those who did not vote in any election between 2008 and
2011, the naive model showed a significant and negative impact at every level of educational
attainment, compared to those who pursued no higher education. Given that the category in
question addresses those individuals who were /ess likely to vote, negative coefficients are to be
expected in a stepwise manner according to amount of time exposed to higher education (i.e.,
how many hours of higher education a participant obtained), as they correspond with a higher
likelihood of voting. The PSW and naive models showed the same pattern, with participants

who earned more credits in higher education being more likely to have voted at some point
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between 2008 and 2011. According to the PSW model, participants who obtained up to 60 credit
hours in college were 13.5% (p <.01) less likely not to vote, or 13.5% more likely to vote,
compared to those who pursued no higher education. Holding all else constant, those who
obtained an associate’s degree were 16.6% (p <.001) less likely not to vote, compared to those
who obtained no higher education. Participants who obtained more than 60 credit hours but did
not obtain a degree were 21.5% (p <.001) less likely not to vote, or 21.5% more likely to vote
than their counterparts who obtained no higher education. Finally, according to the PSW model,
holding all else constant, those who attained a bachelor’s education were 21.3% (p <.001) less
likely not to vote compared to those who did not pursue higher education at all.

Outside of educational variables, sex was significant in both the naive and PSW models,
with males being approximately 5.5% (p» <.001; p,, <.05) more likely not to vote than their
female counterparts in both models, holding all else constant. Both models also revealed those
who identified as Asian or Hawaiian/Pacific Islander to be less likely to vote than their White
counterparts, with the PSW model suggesting that they were approximately 15% (p <.001) less
likely to vote. Although the naive model suggested that Hispanics were less likely to vote, this
variable did not maintain significance after weighting. However, in both the naive and PSW
model, individuals who identified as Black/African American were more likely to vote than their
White counterparts, holding all else constant. In the naive model, participants who identified as
Black/African American are 16.4% (p <.001) more likely to vote than their White counterparts,
and in the PSW model, they were 24.2% (p <.001) more likely to vote.

The naive model showed that as a participant’s high school GPA increased by one grade
point, the individual was less likely not to vote, or more likely to vote; after applying propensity

score weights, however, high school GPA is insignificant. In both the naive and PSW models,
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higher senior year SES was associated with a higher likelihood of voting. In the PSW model,
with a one point increase in the SES composite score, a participant was 9.4% (p <.001) more
likely to have voted. In terms of student educational expectations, the PSW model showed that
students who expected only to obtain a high school education were marginally less likely not to
vote than their counterparts who were uncertain of their educational expectations (B=-.108, p
<.10). Both the naive and PSW models suggested that participants who expected to obtain a
bachelor’s degree or beyond were more likely to vote than those who were unsure of their
educational expectations. According to the PSW model, compared to those who did not specify
their educational expectations, those participants who expected to obtain a bachelor’s degree
were 11.3% (p <.01) more likely to have voted between 2008 and 2011, and those who expected
to obtain a degree beyond a bachelor’s degree were 13.2% (p <.001) more likely to have voted,
holding all else constant.

Voted Once. Examining those who voted in one election between 2008 and 2011,
respondents with any level of postsecondary education, even those who did not complete a
degree program, were more likely to vote compared to those who completed no postsecondary
education. The PSW model showed a similar trend, but it was insignificant for those participants
who earned 60 hours or less at a higher education institution. The PSW model revealed that
compared to participants who obtained no college education, those who obtained an associate’s
degree or an undergraduate certificate were 8.1% (p <.05) more likely, those with more than 60
credit hours were 9.8% (p <.05) more likely, and those who attained a bachelor’s degree were
10.9% (p <.05) more likely to vote in one election between 2008 and 2011, holding all else
constant. This suggests that voting became increasingly important and likely with more

exposure to higher education.
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The PSW and naive models reported males to be less likely to vote once in the given time
period than their female counterparts, with the PSW model suggesting that they were 7.7% (p
<.001) less likely, holding all else constant. In alignment with the previously discussed marginal
effects for voting behaviors, the models showed those who identified as Black/African American
to be more likely to have voted in one election, with the PSW model showing those participants
to be 10.7% (p <.001) more likely to vote than their White counterparts. Holding all else
constant, both the naive and PSW models also showed Asian or Hawaiian/Pacific Islanders to be
less likely to vote in one election than those who identified as White, showing B=-.060 (p <.01)
and B=-.066 (p <.05), respectively.

High school SES and GPA were insignificant contributors in both models, but some
levels of student educational expectations had a positive influence on voting in the PSW model.
Those participants who indicated that they expected a high school education or equivalent were
22.5% (p <.01) more likely to vote in one election between 2008 and 2011 than those students
who were unsure of their educational expectations. Similarly, compared to those who were
uncertain of their educational expectations, and holding all else constant, those individuals who
expected to earn a bachelor’s degree were 5% (p <.10) more likely to vote in one election, and
those individuals who expected to earn a degree beyond their bachelor’s were 6% (p <.10) more
likely to vote in one election between 2008 and 2011. However, parent educational expectations
had a negative effect in both the naive and PSW models. Compared to those participants whose
parents were unsure of their educational expectations of their child, those whose parents
expected the participants to obtain an associate’s degree were less likely and 13.4% (p <.01) less

likely to vote in one election according to the PSW model, holding all else constant.
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Voted More than Once. Analyzing participants who voted in more than one election
between 2008 and 2011 (including a state, local, or national election), similar patterns emerged
as previously seen. All levels of postsecondary education were positive and significant in both
the naive and PSW models. The PSW model reflected an increasing pattern: participants earning
up to 60 credit hours were 8% (p <.05) more likely to vote more than once; those with an
associate’s degree or undergraduate certificate were 8.5% (p <.05) more likely; those with more
than 60 credit hours were 11.6% (p <.01) more likely; and those with a bachelor’s degree were
10.4% (p <.05) more likely to vote in more than one election, compared to those with no college
education and holding all else constant.

Within this marginal effects analysis, sex was insignificant. However, similar patterns in
race/ethnicity held in relation to previous marginal effects discussed in reference to voting
behaviors. Compared to those who identified as White, participants who identified as
Black/African American were 13.5% (p <.001) more likely to have voted more than once in the
PSW model. However, participants who identified as Asian or Hawaiian/Pacific Islander were
8.9% (p <.01) less likely to vote in more than one election, compared to their White counterparts,
holding all else constant. In the naive model, Hispanics were reported to be 4.7% (p <.01) less
likely to vote in more than one election than their White counterparts, but when propensity score
weights were applied, this variable did not maintain its significance.

Results indicated that as high school GPA increased by one grade point, holding all else
constant, participants became 3.3% (p <.10) more likely to have voted in more than one election,
according to the PSW model. Both models suggested that increasing SES in a student’s senior
year of high school would make participants more likely to vote in more than one election as

well, with the PSW model suggesting that for every one point increase in composite SES score, a
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participant would be 10% (p <.001) more likely to vote in more than one election between 2008
and 2011, holding all else constant. Oddly, the PSW model suggests that participants whose
parents obtained higher levels of education were less likely to vote in more than one election;
participants whose parents attained a bachelor’s degree were 6.2% (p <.10) less likely, and those
whose parents earned a graduate or professional degree were 8.5% (p <.05) less likely to vote in
more than one election, compared to those whose parents earned a high school diploma or less.
This suggests that these variables may be closely related to other variables in this regression,
perhaps SES, and therefore may be correlated. Despite this, including both parental education
and SES in the model proved significant in an F test*. Additionally, initial VIF scores revealed
no multicollinearity.

In the naive model, both student and parent educational expectations had a positive
impact on likelihood of voting in more than one election between 2008 and 2011; however, when
propensity score weights were applied, parental educational expectations became insignificant.
Student educational expectations, however, remained significant at some level in both the naive
and PSW models. Students who expected to earn a bachelor’s degree were shown to be 6.3% (p
<.05) more likely to vote in more than one election according to the PSW model, compared to
those students who were uncertain of their educational expectations. Similarly, students who
expected to earn more than a bachelor’s degree were 7.2% (p <.05) more likely than their
counterparts who were unsure of their educational expectations to vote in more than one election
between 2008 and 2011, holding all else constant.

Volunteering Behaviors: Naive vs. PSW

The sixth regression outcome was also portrayed in Tables 4.14 and 4.15, showing PSW

4 F-test degrees of freedom used actual sample size, not rounded figure at bottom of Table 4.15. F=2.66 with
degrees of freedom approximately (4, 8195).
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and naive models that investigated the effects of various levels of educational attainment on
volunteering behaviors. Like the regression for voting behaviors, this regression was performed
to align my study with the existing literature. For the analysis of volunteering behaviors, three
categories were created to encompass all possible participants: those who had not volunteered at
any point in the past two years since the survey was administered, labeled “Never Volunteered”
in Tables 4.14 and 4.15; those who volunteered less than once per month but had volunteered in
the last two years since the survey was taken, labeled “Sometimes Volunteered;” and those who
volunteered at least once a month, labeled “Often Volunteered.”. As with the voting variable, a
multinomial logistic regression was used to analyze the data, with those who never volunteered
as the reference category. The results were reported in marginal effects for each category of
volunteer participation, including the reference category, to explain which covariates and
treatments were most likely to affect volunteering behaviors. In both models, x <.001, and the
pseudo R’ in the PSW model was .042, where the pseudo R’ in the naive model was .037.
Never Volunteered. The PSW and naive models revealed a relationship between level
of education and volunteer activity. Compared to those individuals who obtained only a high
school education, the naive model reported those participants who obtain more than 60 credit
hours were 5.5% (p <.05) less likely to never volunteer, or more likely to volunteer more than
once every two years; on the contrary, the PSW model revealed this level of education to be
insignificant. Significant in both models, however, were participants who obtained baccalaureate
degrees. The PSW model suggested that those who obtained bachelor’s degrees are 10.3% (p
<.05) more likely than their counterparts with no higher education to volunteer, holding all else

constant.
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Although the naive model suggested sex to be significant, when propensity score weights
were applied, sex became insignificant. Race was insignificant in both models with one
exception. Participants who identified as Black/African American, compared to their White
counterparts, appeared to be 6.6% (p <.001) less likely in the naive model and 7.8% (p <.05) less
likely in the PSW model to never volunteer, holding all else constant.

High school GPA was significant in both the naive and PSW models. When GPA
increased by one grade point in the PSW model, holding all else constant, participants become
8.3% (p <.001) more likely to volunteer, according to the PSW model; in other words, those with
higher GPAs were more likely to have volunteered at some point between 2010 and 2012,
holding all else constant. The PSW model also suggested that increasing age by one year made
participants less likely to volunteer (B=.031, p <.10). Although significant in the naive model,
high school SES proved insignificant in the PSW model.

In terms of student educational expectations, and holding all else constant, those
participants who expected only to earn a high school education were 8.5% (p <.05) more likely
in the naive model and 20.2% (p <.10) more likely in the PSW model to have never volunteered
between 2010 and 2012, compared to those students who were uncertain of their educational
expectations. All other levels of students and parent educational expectations remained
insignificant in the PSW model, as did parent education.

Sometimes Volunteered. While the naive model suggested that participants who
obtained a bachelor’s degree, compared to receiving no higher education, were 6.5% (p <.01)
more likely to volunteer sometimes (remembering that sometimes can be defined as less than
once a month but more than once every two years), the PSW model showed no significant results

for educational attainment.
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Both the naive and the PSW models suggested that participants who identified as
Hispanic were less likely to volunteer “sometimes” than their White counterparts, with the PSW
model suggesting that they would have been 5.7% (p <.05) less likely to volunteer sometimes,
holding all else constant. Also significant in both models, as high school GPA went up, so did
the likelihood of sometimes volunteering, as defined earlier in this passage. The PSW model
showed that as high school GPA increased by one point, participants became 4.7% (p <.001)
more likely to sometimes volunteer. Holding all else constant, senior year SES was also shown
to be significant in both models, with the PSW model suggesting that participants were 3.5% (p
<.10) more likely to volunteer sometimes, holding all else constant. No further significant
findings existed in the PSW model, although student expectations to obtain a high school
education (B=-.133, p <.001) and age (B=.018, p <.05) were further significant in the naive
model.

Often Volunteered. Similarly to the marginal effects for the “Sometimes Volunteered”
category, there were no significant findings reported in the PSW model of the “Often
Volunteered” category, although obtaining more than 60 credit hours in a higher education
institution and obtaining a bachelor’s degree were significant in the naive model, compared to
those who obtained no higher education, with B=.045 (p <.05) and B=.069 (p <.001),
respectively.

Although significant in the naive model, sex remained insignificant in the PSW model.
Significant in both the PSW and naive models, participants who identified as Black/African
American were 9.8% (p <.001) more likely according to the PSW model to participate in
volunteer activities often, compared to their White counterparts and holding all else constant.

Similarly, holding all else constant, in the PSW model, participants who are categorized as Other
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Race were 6.9% (p <.01) more likely to volunteer often compared to participants who identify as
White.

High school GPA was significant in the PSW model, suggesting that as GPA increased
by one grade point, holding all else constant, participants became 3.5% (p <0.05) more likely to
volunteer often. Contrarily, the PSW model also suggests that as age increased by one year,
participants were 3.2% (p <.05) less likely to volunteer often.

There were no significant findings within the PSW model concerning parent education
level or parent educational expectations, although the naive model showed significance in higher
levels of parent education and certain postsecondary levels of expectation; one significant result
existed within both the PSW and naive models that reported that participants who expected to
obtain an education beyond a bachelor’s degree, compared to those students who were unsure
about their educational expectations, were 5.2% (p» <.001, p,, <.05) more likely to volunteer
often.

Summary: Educational Attainment

Findings showed that enrollment in higher education contributed to certain dimensions of
quality of life more than others; of particular importance were the findings related to higher
social and educational values, as they were not contingent upon earning a degree. Similarly,
voting was more related to exposure to higher education than degree attainment. In both the
propensity score weighted and naive models, these two outcomes had higher coefficients for
increased credits earned in a higher education institution, meaning that those participants who
earned more credits in higher education but did not obtain a degree (i.e., those who earned more
than 60 hours compared to respondents who earned an associate’s degree or certificate) were still

likely to experience some benefits of higher education and increased quality of life.
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More degree-centric results included those related to benefits of job/career. In this
outcome, the PSW and naive models differed, with the naive model showing negative effects of
earning some college, while the PSW model showed positive contributions for earning a
credential. Although similar in concept, the difference between the models lies in whether the
participants were negatively or positively impacted; this difference could be seen when
weighting was applied. Overall, having some level of postsecondary education was shown to be
significant in contributing to perceptions of quality of life in every model except those assessing
marriage and children values and work-life balance, which were more likely affected by other

participant characteristics.
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CHAPTER 5
DISCUSSION, IMPLICATIONS, AND CONCLUSIONS

The primary purpose of this study was to assess the effects of educational attainment on
quality of life, with particular focus on the benefits of higher education for those who did not
earn a postsecondary degree or certificate. Filling a gap in the existing literature, the results of
this study suggest that those who earn postsecondary degrees are likely to be given more
responsibilities and autonomy in the workplace. Meanwhile, those with only some college do
not experience these benefits. However, those with any college attainment valued social and
cultural aspects of life, such as relationships, and continued growth and learning, more than those
with no postsecondary education. As evidenced by this study, those with certain levels of higher
education are more likely to volunteer, although frequency cannot easily be determined. Finally,
those with any higher education are more likely to vote and to vote with more frequency than
those who never attended college. The results of this study show the importance of higher
education, suggesting the pecuniary and nonpecuniary benefits to quality of life that individuals
with more education may experience. Those with some higher education are likely to experience
some benefits, while those who earn degrees reap more rewards. Thus, this study confirms the
importance of postsecondary education to social and cultural aspects of life, while also
suggesting the importance of access and retention within higher education.

Although the benefits of obtaining a higher education have long interested researchers in
the field, much of the research has focused on those who obtain degrees, rather than the benefits
to those who pursue varying levels of postsecondary education. This may be because it is easier

to classify individuals as either obtaining or not obtaining a degree, affirmed by theories such as
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the signaling theory (Stiglitz, 1975) and sheepskin effect (Bitzan, 2009), both of which purport
that individuals will experience more success when levels of educational attainment include a
specific credential. With many students failing to earn their degrees after matriculation,
however, (National Student Clearinghouse Research Center, 2016), some researchers have begun
focusing on outcomes of higher education as a whole, regardless of completion. Flanagan (1978)
suggested that the outcomes of higher education impact overall quality of life, as has more recent
research (McMahon, 2009), signifying that the benefits of higher education should be considered
together in reference to overall wellbeing and quality of life, as opposed to simply considering
the economic benefits of degree attainment. As stated in Rosenbaum et al.’s (2015) research,
those who do not complete degrees are more likely to suffer financial hardship, yet Baum, Ma,
and Payea (2010, 2013) show increasing benefits with higher levels of educational attainment,
even for those who only complete “some college.” In addition to considering education’s impact
on quality of life, the present study adds to the existing literature on outcomes of higher
education for not only those who obtain a degree, but also for those who fail to do so.

The overall purpose of this study was to examine the outcomes of higher education for
groups of participants with varying levels of educational attainment, including participants who:
pursued no postsecondary education; received up to 60 hours of college credit; obtained more
than 60 hours of college credit; attained an associate’s degree; or earned a bachelor’s degree.
Bourdieu’s (1973) theories of cultural and social reproduction and human capital theory, as well
as Flanagan’s (1978) QOLS, were used as a guiding principle for the selection of outcome
variables. Although Bourdieu and Flanagan never cited each other, as referenced in Chapter 2,
much of their research focused on the outcomes of higher education and the ways in which

individuals would benefit from higher educational attainment; similar in concept, these two
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theorists both suggested social and cultural, as well as financial, benefits to higher education.
Their combined works informed this study.

Using ELS:2002, this study used exploratory factor analysis (EFA) to create factors to
represent and show the connection between proposed aspects of quality of life. These factors
were then used as dependent variables in a regression context to better elucidate the relationship
between higher education and quality of life. Descriptive statistics with frequency distributions
and cross-tabulations were conducted to provide information about the sample of participants. In
addition to demographics and educational aptitude, educational expectations were also included
among these descriptive analyses. Propensity score weighting (PSW) with multiple treatments
was applied, taking into account the above observable characteristics. Balancing scores for each
level of educational attainment were used in inverse probability weighting (IPW) to best account
for observable covariates; this allowed for a more accurate analysis of the effect of educational
attainment on quality of life. Naive and PSW regressions were conducted for each aspect of
quality of life, with the PSW models depicting a more accurate relationship regarding the effect
of higher education on quality of life. Additional models were run to analyze the effect of
educational attainment on specific voting and volunteering behaviors.

The following research questions were addressed in this study: 1) What are the
underlying constructs associated with perceived quality of life, beyond economic prosperity? In
what ways are these differing social and cultural constructs related to one another, and how do
these constructs relate to the typically defined benefits or positive externalities associated with
higher education? 2) Compared to those who did not attend college, what is the effect of college
attendance on various cultural and social aspects of quality of life? Specifically, what are the

effects of attending a higher education institution for the equivalent of two years or less,
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compared to never attending? Attending a higher education institution for the equivalent of more
than two years without attaining a degree, compared to never attending? Graduating with an
associate’s degree, compared to never attending? Graduating with a baccalaureate degree,
compared to never attending? This study intended to answer these research questions while also
gaining a greater understanding of the effects of observable student demographic characteristics,
academic achievement, and educational expectations on quality of life. Included in this final
chapter is a discussion of the findings, limitation, implications for policy, suggestions about
future research, and concluding statements.

Main findings of this dissertation reveal that level of educational attainment seems to be
directly related to student and parent expectations, GPA and SES as of a participant’s senior year
in high school, sex, and race. In reference to regression outcomes, while some outcomes are
more reliant on degree attainment, such as benefits of job/career, other aspects of quality of life
are impacted by level of educational attainment regardless of degree attainment. Particularly
considering social and educational values as reported by the participants, those with higher levels
of education reported higher coefficients even if they had not earned a credential. A similar
pattern was seen with voting as well.

Discussion

This discussion section begins with a brief conversation about demographics and other
observable covariates are discussed, with special attention to level of educational attainment in
relation to observable covariates. Then regression model results are discussed for each
dependent variable, with particular focus on level of educational attainment.

The Influence of Parents

Analyses of parental education suggest that fewer participants’ parents received
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associate’s degrees than all other lower and higher levels of education, potentially impacting
whether students saw an associate’s degree as a feasible option. With that said, students were
more likely to expect to obtain an associate’s degree than parents. Although cultural
reproduction is a facet that may have dictated participant expectations and level of educational
attainment, it must be considered that these students received additional information and input
about higher education, beyond the contributions of their parents. Fewer parents and students
reported expecting the student to earn a high school education, compared to higher levels of
education. While fewer students obtained a high school education than any other level, more
students stopped at this level than either parents or students expected. This suggests that some
students earned high school diplomas who were expected to earn higher, or perhaps whose
expectations were uncertain.
Voting and Volunteering

More respondents were likely to vote in more than one election between 2008 and 2011,
compared to voting in only one election or not at all. However, significantly fewer participants
volunteered, perhaps suggesting it is perceived to have a lower level of importance than voting.
Alternatively, it is possible that voting takes less time than volunteering on a regular basis, and
other life obligations would interfere. Bourdieu would suggest that perhaps participants would
be more likely to value volunteering (Bourdieu, 1984), but the acquisition of various forms of
capital may take precedent. Flanagan (1978) found that multiple facets of life beyond social,
community, and civic activities contributed to overall perception of quality of life, and perhaps
volunteering is one aspect that was overshadowed by other obligations for these participants.
Educational Attainment

Overall, as shown in Tables 4.5 through 4.10, females were more likely to earn higher
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levels of education than their male counterparts, with approximately 54% and 60% of bachelor’s
degrees and associate’s degree/certificates being earned by women, respectively. Additionally,
approximately 51% of those who earned more than 60 credit hours were female. This aligns
with current statistics, as women are shown to reach higher levels of education than men in the
United States (Bureau of Labor Statistics, 2016). Perhaps women earn higher levels of education
because they earn less money than men (Bureau of Labor Statistics, 2017) and need higher
educational credentials to earn more. Bourdieu (1974) would suggest that earning higher levels
of education would aid individuals in earning more economic, social, and cultural capital, thus
making this a feasible option for women who typically earn less.

Participants who identified as White made up the largest group in each level of
educational attainment, as there were more White participants than any other race in the sample.
In alignment with previous research, those participants who could most benefit from a higher
level of education are precisely the ones who are less likely to obtain it (Brand & Xie, 2010). In
this study, a higher percentage of those who identified as Other Race, Hispanic, or Black/African
American earned a high school diploma, up to 60 credit hours with no degree, and associate’s
degrees or certificates than their White or Asian counterparts. Meanwhile, approximately 43%
of White and 51% of Asian participants earned baccalaureate degrees, compared to lower
percentages of the other measured races. Ogbu (1982) might suggest that this occurred because
of a different counterculture that devalues White values for minorities, specifically Black/African
American participants. Bourdieu (1973) would suggest that education may not be as important
in these cultures, and cultural reproduction would incline participants to earn less education than

their White and Asian counterparts who are more likely to value education.
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Student expectations in their senior year of high school aligned fairly well with their
levels of educational attainment, but the option of obtaining “some college” was never presented
to them. It is less likely that students pursued higher education with the intent of obtaining some
credit but no degree, so those participants who obtained up to 60 credit hours and more than 60
credit hours with no degree in this study are shown to generally underachieve compared to their
expectations. Among other reasons, it is this perception of underachievement that this study
aims to address, as obtaining some level of college still presents some benefit in terms of quality
of life to those who do not graduate with their expected degree. Parent expectations aligned well
with student expectations, as shown in Table 4.9, and therefore may also present some findings
of underachievement. With that, it can be seen that with lower parent and student expectations
came lower levels of educational attainment in general. Therefore, for the expansion of access
and retention within higher education, it is crucial to start not when the student is in college, but
before students have formed concrete ideas about higher education; to do this, it may be
necessary to educate parents on the merits of higher education when their children are young to
best facilitate cultural reproduction, or in some cases production, regarding the importance of
education.

For those whose parents earned lower levels of education, such as some college, high
school equivalents, or less, high proportions of students were likely to earn higher degrees than
their parents had, many earning some credential in higher education. With that said, the higher
the level of parent education, the more likely students were to earn a baccalaureate degree.
Bourdieu (1973) would suggest that for these students, the value of education was taught to them
via cultural and social reproduction, as their parents would likely convey the merits of

postsecondary education to them. Choy (2001) would express a similar idea, suggesting that
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those whose parents pursued higher levels of education would be more likely to pursue higher
education themselves. As far as those whose parents earned lower levels of education, it is likely
that they learned of higher education options from schools, whose job it is to instill the values of
the dominant class within society (Bourdieu, 1974). To clarify, students, more so than their
parents, may have received input from their schools urging them to pursue higher education;
however, those students who were taught the importance of higher education from both school
and home were more likely to reach higher levels.

Table 4.8 shows that as high school GPA increased, so did level of educational
attainment; GPA is one of the measures of academic achievement and capability that college
officials use to make decisions about accepting students, along with test scores and other
measures of academic ability. GPA was used because students could elect not to participate in
standardized tests. GPA was more closely aligned with hours earned than degree attainment, as
seen by a dip in GPA for those who earned an associate’s degree or undergraduate certificate,
compared to students who earned more than 60 credit hours (an amount that surpasses the
minimum number of credit hours of a typical associate’s degree). High school GPAs for
students who obtained a bachelor’s degree were, on average, one point higher than those who
obtained no college education (3.25 and 2.21, respectively). A similar stepwise trend can be
seen in SES as of 2006. Those individuals with higher SES were likely to reach higher levels of
educational attainment. Like GPA, SES is more closely aligned with credits received than actual
degree attainment, as those who received more than 60 credits of higher education reported
higher levels of baseline SES than those with associate’s degrees or undergraduate certificates.
The lowest average SES could be seen among those who obtained no college education, and the

highest could be seen with those who obtained baccalaureate degrees. Especially because of the
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inclusion of parent education and occupational prestige, Bourdieu (1973, 1984) would consider
this a form of cultural reproduction, making it an ideal variable to include in this study.
EFA Outcome Regressions

For the following pages about the regression analyses, naive and propensity score
weighted results will be discussed. Naive and PSW results were shown initially and briefly
discussed in Chapter 4 to explain the ways in which the models differed, which models were
better, and why PSW was necessary for this analysis. To recap, all PSW models showed higher
R? values than their naive counterparts, accounting for weights produced using inverses
probability weighting of balancing scores and design effects. In some cases, the naive models
showed level of educational attainment to be significant where the PSW model did not,
suggesting that when covariates were balanced between groups, level of educational attainment
had less of an effect on the various outcome variables. Despite this, clear associations could be
seen between educational attainment, other independent variables, and the outcome variables.

Factor 1: Benefits of Job/Career. Findings herein showed that in the naive model,
students with some college credit but no completed degree reported statistically lower
perceptions of benefits in their job/career than did their counterparts who received no
postsecondary education. In the PSW model, however, this was no longer significant.
Contrarily, after applying propensity score weights, those who obtained an associate’s degree or
undergraduate certificate, or bachelor’s degree perceived higher benefits in their job/career.
These findings of the PSW model generally align with the sheepskin effect and signaling theory
(Stiglitz, 1975). Employers are unlikely to allow employees to serve as supervisors, or give them
additional autonomy, if they do not believe the employees capable. Therefore, to be provided

with more opportunities and responsibilities in a job, it is useful for employees to have a higher
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level of human capital (Becker, 1962; Mincer, 1958), specifically educational credentials.
Signaling theory and the sheepskin effect take this even farther than a simple accumulation of
skills to the point of labeling some milestones as more significant than others in terms of
education and training. At certain points, particularly times in which degrees are awarded, a
signal was likely sent to potential employers about competence and skills, making it not only
more likely for participants to get jobs, but also more likely for them to be given certain
obligations and responsibilities. These aspects of the job that were awarded to individuals with
degrees but not awarded to those without relate to perceived benefits of a job/career.

Along similar lines, although not included in this study, positions with higher levels of
supervisory experience, autonomy, and other crucial aspects of work are also likely to be
positively correlated with pay. Therefore, this factor that best accounts for the variance of
survey items relating to benefits of participants’ jobs may also be related to how much economic
capital they accrue. Among others, Cheeseman Day & Newburger (2002) have researched the
impact of educational attainment on pay, but that same educational attainment is also likely to
increase other benefits relating to an individual’s job (Baum, Ma, & Payea, 2013; College Board,
2008). Bourdieu (1984, 1986) suggests that economic, social, and cultural capital impact each
other, as capital begets capital. Due to perceived cultural importance of job responsibilities,
social relationships with employers and fellow employees, and potentially increased accrued
economic capital, it is entirely possible that those who obtained a degree or certificate
experienced more of each type of capital, in reference to this PSW regression outcome. Specific
economic data was not analyzed for multiple reasons: 1) Salary and debt were not provided for
each individual, so a full analysis may have left out some of the most relevant cases; 2) For those

cases for which pecuniary variables were provided, it would be difficult to balance the covariates
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when clear differences in pay exist based on level of education; 3) Many studies have focused on
economic capital, but few have focused on social and cultural capital in a quantifiable way; and
4) If types of capital are connected, as Bourdieu suggested, discussing levels of social and
cultural capital based on regression coefficients also likely addresses economic capital to some
extent. With this said, findings from this regression likely suggest that those with degrees
achieve higher levels of social, cultural, and economic capital, as related to benefits of job/career.

When all observable covariates were balanced in the PSW model, sex and race became
insignificant in perception of the benefits of a job/career, but high school GPA became
negatively significant where it was positively significant in the naive model at p <.05.
Addressed in Chapter 4, this is likely because of a connection between GPA and level of
education, but keeping GPA in the model significantly increased the R°. The unexpected
relationship between GPA and benefits of job/career may also have to do with the kinds of work
respondents are doing in their entry- or near-entry level positions. Perhaps as they move into
work roles with greater responsibility or challenge, their perceptions may change.

Within the naive model, those participants whose parents expected them to earn a high
school education or beyond a bachelor’s degree showed significant and negative perceptions of
benefits of job/career, compared to respondents whose parents were uncertain of their
educational expectations for their students; several levels of parent education were also
associated with lower perceptions of benefits of job/career, including those with some college, a
bachelor’s degree, and a graduate or professional degree. Alternatively, parent and student
expectations, as well as parental education, were largely insignificant in the PSW model, with
student expectations of an associate’s degree being marginally negatively significant. This may

potentially be indicative of participants’ lower perceptions of the benefits of jobs that can be



107

obtained with an associate’s degree; the comparison group for this variable was those
participants who were uncertain about their level of educational attainment, which may simply
suggest that those who were uncertain of their educational expectations may have also been
uncertain of their future jobs and their benefits, compared to those who expected to obtain an
associate’s degree. With that, there were no other significant results in expectations, so this must
be considered when analyzing the results. High school SES was insignificant in the PSW and
naive regressions, potentially due to a relationship between SES and level of educational
attainment.

The purpose of using a PSW technique was to create and apply a balancing score based
on observable covariates. As such, the results seen in the PSW model likely reflect a more
realistic impact of level of educational attainment on perception of benefits of job/career for
participants. With this, it is important to consider how the results would have differed had this
study only relied on the naive model. The naive model would have suggested worse outcomes
for those who obtained some college, as do some other studies, such as Rosenbaum et al.’s
(2015) research about “the forgotten half.” Meanwhile, the PSW model reveals that obtaining
some college is relatively inconsequential in perceived benefits of job/career, but earning a
credential is positively associated with this aspect of quality of life, compared to those with no
postsecondary education. Other differences in the models can be seen as well in the significance
of observable characteristics. Therefore, it is important to consider how existing research in the
field frames those individuals with some college, as the effect of level of education drastically
changed after weighting in this regression. Where in the naive model, some college would have
predicted lower perceived benefits, in the PSW model, obtaining some college is less relevant.

Given that approximately 50% of students who begin college do not finish within six years
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(National Student Clearinghouse Research Center, 2016), these results alter their projected
outcomes and suggest that failing to obtain a degree is not as detrimental as previously thought.
Overall, findings suggested that obtaining certain levels of education was more likely to improve
perceived benefits of job/career by allowing participants certain job experiences that would not
be available to them had they not obtained their degrees or certificates, but earning some college
did not negatively impact perceptions of benefits of job/career.

Factor 2: Work-Life Balance. Although the naive model suggested lower levels of
work-life balance for those with “some college,” as well as those who earned a bachelor’s
degree, level of educational attainment remained insignificant for all levels of education in the
PSW model, compared to those who obtained a high school education. This suggests that other
personal characteristics were likely more impactful than level of education after balancing and
weighting according to observable covariates, such as sex or race.

Some research purports that while work-life balance has long plagued the working
woman, it is becoming increasingly important to men as well (Blithe, 2015). This study found
that men report lower levels of perceived work-life balance in both the PSW and naive models.
In changing times, and in certain fields, this is perhaps the case. Especially in their mid-twenties,
male participants may serve as the primary income when starting and financing families and
gaining work experience, leaving less time for activities and relationships outside of work.
Compared to their White counterparts, those who identify as Asian or Hawaiian/Pacific Islanders
also reported lower levels of perceived work-life balance in both models, while Hispanics also
reported lower work-life balance according to the PSW model. This may be a cultural
difference, as family and obligations outside of work are likely to pull at Hispanic and Asian

participants more so than their White counterparts, creating a greater discretion between time
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obligations in and out of work. Age was positive and significant in the PSW but not the naive
model, suggesting that as participants got older, they reported higher perceived work-life
balance. A few potential explanations exist for this trend. As participants aged and obtained
more work experience, it is entirely likely that they also gained more vacation time, built up
credibility in their jobs that allowed them more flexibility at work, or simply had more
reasonable expectations of work-life balance. SES as of a participant’s senior year of high
school was also significant in the PSW model. Those with higher SES as of 2004 reported lower
levels of work-life balance, perhaps suggesting that with higher expectations placed upon them,
and examples of work behaviors likely to contribute to higher SES performed by those in their
social networks, such as working overtime or taking on extra projects, they experienced less of a
balance between their time spent at work and time spent on leisure and family activities.

Cultural and social reproduction (Bourdieu, 1973) dictates that certain behaviors and values be
passed down, and the work behaviors that accrue more income are no different. Working nights
and weekends for additional economic capital, or committing extra time to work to advance in a
business may be a couple of the examples of participant actions that produce reports of lower
work-life balance. As values are passed down in addition to capital (Bourdieu, 1984),
expectations to succeed at work may weigh on participants to the point of allocating extra time to
work, as opposed to other aspects of their lives.

On a similar note, while parent education remained insignificant in perceived work-life
balance, many levels of parent and student expectations were negatively significant in both
models, compared to those who reported uncertainty about educational expectations from either
themselves or their parents. In the PSW model, student expectations for associate’s degrees and

post-baccalaureate studies were negatively significant, as were parent expectations for high
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school, bachelor’s, and post-baccalaureate education. These finding perhaps suggests that those
who were uncertain of their educational attainment, or whose parents did not cast expectations
upon them, were also uncertain of their future work-life balance. Compared to those who did not
specify educational expectations, many participants who had certain expectations may have also
had expectations of work-life balance, a potential job, or even just more concrete plans about the
future. Those who did not indicate any expectations (either their parents’ or their own) may have
been more open to varying jobs and workloads, thus impacting their perception of work-life
balance. With specific levels of education come an expected quality of life in certain aspects
(Flanagan, 1971), so the expectation of better work-life balance may have led some participants,
especially younger participants with less work experience, to perceive lower levels of work-life
balance.

Again, extreme differences can be seen between the PSW model and the naive OLS
model, with the naive model suggesting that most levels of educational attainment actually led to
lower perceptions of work-life balance compared to those who pursued no postsecondary
education. Policy makers could misinterpret this to believe higher education is harmful to this
aspect of quality of life, when in reality, once weights were applied based on observable
characteristics, postsecondary education was no longer significant. As much of the literature
surrounding work-life balance focuses on personal characteristics, it is logical that those
characteristics may impact perceived work-life balance more than level of education. With the
exception of level of educational attainment, many variables maintained their significance and
interpretations between the naive and PSW models, revealing predictors of perceived work-life
balance to be sex, race, age, SES, and educational expectations. In terms of educational

attainment, earning some college credit versus a credential, such as a degree or certificate, had no
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statistically significant impact on work-life balance once propensity score weights were applied.
With this said, the naive model suggested negative impacts at various levels of higher education
attainment, making the distinction between the models a crucial one.

Factor 3: Social and Educational Values. Both the naive and the PSW models suggest
the importance of level of education; all levels of education above “up to 60 credit hours” being
significant compared to those who obtained no postsecondary education, with coefficients
increasing with number of hours obtained. Logically, the ELS:2002 questions accounted for by
this factor are some of the most likely to be affected by exposure to higher education, and some
of the least likely to be affected by actual degree attainment, unlike constructs relating to jobs
and careers. Created from survey items involving relationships, community involvement, and
continued learning and personal growth, this outcome variable would theoretically be less
affected by the human capital obtained from higher education and more highly impacted by the
social and cultural facets of experiences in higher education.

Bourdieu (1973, 1984), Flanagan (1971, 1978), McMahon (2009), and others have
researched the impact of education on values, community involvement, and personal growth,
often emphasizing the importance of exposure to higher education in the formation and
reproduction of values. College is an environment in which various individuals gather to learn
and grow, incorporating their own experiences, ideals, and beliefs. This environment of
scholarship and growth is likely to expose students to subjects outside of the purview of their
own lives, revealing some of the social and cultural issues that exist within society. With more
contact with ideas outside of their own due to increasing exposure to higher education,
participants were more likely to value continued learning, social connections, and community

involvement. To account for self-selection into higher education, and to dismiss the idea that
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many of these participants would have been more likely to value social and educational values
regardless of level of education due to other characteristics and experiences, PSW weights were
applied. After weighting, level of educational attainment was still significant, implying its
importance in the areas that this outcome variable addressed.

To clarify, imagine, for example, a student who attended a higher education institution
for a few years, earned more than 60 credits but no degree, and then exited college; this
individual would have spent hours exposed to other ideas and individuals, some of whom would
be added to his/her social network. When this person stopped pursuing higher education, within
his/her lexicon of experiences would exist new outlooks on life, people with whom relationships
were formed, knowledge of social inequalities and injustices, and generally enlightened, or at
least expanded, viewpoints. Now imagine that person had continued for another two years until
bachelor’s degree attainment, been exposed to more people and walks of life, added more
individuals with more experiences to his/her social network, and continued learning about
society and people both from others in the higher education setting and college courses. The
person who experienced more higher education would be likely to value learning, growth,
connections, and involvement more highly from sheer exposure. This is what was hypothesized
for this outcome variable, and the analysis affirmed my expectations. More pointedly, from a
theoretical perspective, those who pursued higher levels of education would be more likely to
pass along these social connections and cultural values in a cycle of social and cultural
reproduction (Bourdieu, 1973), instilling the value of not only education, but also networking,
community involvement, learning, and growth into their children and others over whom they
have influence, who would also likely attend college and disperse these ideas to a new

generation. Even from an economic standpoint, Franzen & Hangartner (2006) would argue that
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expanded social networks lead to economic gain. It would be an expanding cycle that is
supported not only by theory, but also in practice, as exposed by this model.

In addition to level of educational attainment, demographic variables, such as sex and
race, were shown by this regression to impact social and educational values. In both models,
males reported lower values of social and educational values than their female counterparts, and
participants who identified as any non-White race, aside from the category of “Other Race” in
the PSW model, reported higher values in this outcome variable, compared to those who
identified as White. From a strictly academic standpoint, male privilege (Case, Hensley, &
Anderson, 2014; Goldberg, 2017) and White privilege (Case & Rios, 2017; Goldberg, 2017) may
provide some insight into why females and minority races would be more likely to value some of
the contributing aspects of this outcome variable, such as correcting social inequalities. That is
not to say that White males would not value this, but merely suggesting that women and
minorities may be more likely to identify with some of the issues, especially considering cultural
reproduction over generations. With that said, higher education is a good way to mitigate this
due to the exposure to other viewpoints, and this model shows increased levels of educational
attainment to be positively significantly related to the social and educational values outcome
variable.

Some surprising results in both the PSW model and the OLS naive model were the
negative influence of GPA, SES, and certain levels of student educational expectation. These
negative results were likely a result of a correlation between level of education and GPA and
SES. However, both GPA and SES had VIF scores of less than 10, as discussed in Chapter 3,
and both added to the model significantly, as discussed in Chapter 4; as such, they remained in

the models. For educational expectations, it is possible that those who expected to receive a high
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school education or an associate’s degree reported lower values in this social and educational
values variable because they truly valued education and social issues to a lesser extent, compared
to those who were uncertain about their educational expectations. Approximately 80% of those
who were uncertain went on to obtain some level of higher education, as seen in Table 4.7,
suggesting an openness to postsecondary education and perhaps suggesting openness to other
social issues, the formation of additional relationships, and the value of continued learning. Only
in the naive model, further negative relationships were seen with several levels of parental
educational expectations as well, compared to those whose parents were uncertain of their
expectations; higher levels of parent education and the student educational expectation of earning
a degree beyond a bachelor’s degree, however, were positively associated with relationships in
growth in the naive model.

Although there were some differences between the PSW and naive models, including
significance of parent education and certain educational expectations, these two models aligned
relatively well. Both models suggested a positive stepwise relationship between postsecondary
credits earned and value of social and educational values. Additionally, both showed similar
findings in terms of sex, race, GPA, and SES. Although both models were similar, there were
enough differences to necessitate the analysis of both models to ascertain which was better. In
addition to having a higher R’, it also stands to reason that the PSW model would be better due to
its inclusion of the propensity score weights. These weights that balance by covariates across
treatment groups (levels of education) account for propensity toward attaining a given level of
education based on observable characteristics included in the model; as such, the PSW model

would better assess relationships between the variables and the outcome. Despite little
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difference between the two models, it is beneficial to know this when reading other research and
interpreting the methods and results for accuracy.

Factor 4: Marriage and Children Values. While family relationships contribute to
quality of life (Flanagan, 1978), results from this study did not find level of educational
attainment to contribute to the latent construct of marriage and children values in either the PSW
or naive model. Instead, it is likely that marriage and children values are influenced by a range of
personal characteristics that predate postsecondary education. It is important to note that the
marriage and children values outcome included survey items concerning marriage and children,
but it did not include survey items related to relationship with or distance from parents, due to
the participants’ age and likely life circumstances. Research about family and relationships in
early adulthood shows that romantic relationships and the potential for children play a large role
as individuals progress through adulthood, with less importance designated to parental figures
(Axinn & Barber, 1997; Shulman & Connolly, 2013). Given that participants were in their mid-
twenties when the third follow-up in this survey was administered, values associated with
marriage and children were included, while values related to parent or sibling relationships were
not.

With that information in mind, men reported lower levels of marriage and children values
than women in both models, suggesting that women may value marriage and children more
highly than men. Whether this is the case because of cultural reproduction that emphasizes the
importance of marriage and children for women, or because family care has historically fallen on
the woman in a relationship (Spencer-Wood, 2013), there are logical reasons for this trend.
Those participants who identified as non-White showed lower coefficients in the naive model,

with those who identified as Black/African American and Asian or Hawaiian/Pacific Islander
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being more likely to report lower values in marriage and children values in the PSW model.
These findings may exist because of cultural differences that are passed down through social and
cultural reproduction. For example, while marriage and children values are stereotypically
important in Asian cultures, it is important to consider that many Asian cultures allow elders to
pick marriage partners, as it is seen more as a union of two families than a signal of romantic
feelings for another individual (Inman, Ladany, Constantine, & Morano, 2001). Additionally,
childbearing may be viewed differently than dictated by U.S. society. Given that this study did
not examine specific countries in which participants were born, it is entirely possible that the
cultural value of marriage is simply different for other races, contributing to the significant and
negative results.

High school GPA was a significant contributor to marriage and children values, shown in
both models, suggesting that those with a higher GPA also valued family and marriage more
highly. McMahon (2009) suggests that people who obtain higher education are likely to have a
better quality of life in part because they are more likely to meet a romantic partner with whom
they connect on several levels, including intellectual levels. Based on the assumption of social
and cultural reproduction (Bourdieu, 1973), those same individuals who are likely to have better
relationships for this reason are also likely to pass on the value of education, producing students
who value education and generally have higher high school GPAs. Considering this, in addition
to producing higher GPAs, values may also be higher pertaining to marriage and family
relationships. Additionally, those who had higher GPAs due to social and cultural reproduction
may have more likely been in stable home situations, having grown up with more steady
relationship examples due to a comparative lack of financial problems (Grable, Britt, & Cantrell,

2007).
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Aside from high school GPA, the PSW model revealed that those who expected to obtain
a high school education, compared to those who were uncertain about their level of educational
attainment, reported lower marriage and children values; it is possible that those who expected to
obtain only a high school education, compared to those who were uncertain, reported lower
marriage and children values because of an expectation to receive less education, meet fewer
people in an educational environment, or work more often to support themselves. Alternatively,
in the naive model, the opposite trend can be seen for higher levels of education, perhaps for
similar reasons. According to the PSW model, those participants whose parents expected them
to obtain an associate’s degree, compared to those whose parents did not identify any educational
expectations, reported higher marriage and children values as well. Perhaps there is a positive
relationship between educational expectations and marriage and children values; compared to
those whose parents were uncertain of their educational expectations, perhaps participants with
parents who had higher expectations also experienced higher expectations in terms of marriage
and children values.

Much like the third outcome, the PSW and naive models showed similar results, this time
suggesting that each level of education was insignificant regardless of propensity score weights.
Similarly, many of the variables that were significant in the naive model remained significant
after applying propensity score weights. Some differences could be seen in the significance of
educational expectations between models. One observation of note is the marked increase in R’
when propensity score weights were applied. Compared to the naive model, which accounts for
approximately 1.5% of the variance in the outcome, the R’ in the PSW model accounted for
8.5% of the variance. Although the models seem similar, the PSW model fits the data better by a

substantial margin, suggesting its increased accuracy over the naive model.
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Voting and Volunteering Behavior

Voting and volunteering behaviors were analyzed separately from other civic engagement
activities to draw more specific connections about the benefits and positive externalities
associated with higher education. Much like other higher education research conducted about
voting and volunteering behaviors (Baum, Ma, & Payea, 2013; McMahon, 2009), some
connections could be seen in this dissertation between level of higher education and these aspects
of civic involvement. In alignment with Dee’s (2004), those with more education were shown in
this study to specifically be more likely to vote. Unlike previous studies, those with some
college were considered in more detail, in addition to those who obtained postsecondary degrees.
With this more in-depth analysis, higher education professionals can gain a better understanding
of the impact of attaining various levels of postsecondary education on these activities,
potentially impacting research and policy surrounding access and retention.

Similar to the social and educational values dependent variable, level of educational
attainment heavily impacted voting behaviors. Volunteering behaviors were less influenced by
level of education, with personal and academic characteristics being more likely to affect
volunteering patterns. Both voting and volunteering were considered at multiple levels using a
multinomial logistic regression. The R’ values of the PSW models were consistently higher than
those of the naive models, suggesting that performing the PSW procedure and weighting based
on participant covariates, in addition to the design effects, demographic information, and other
personal and academic characteristics that the naive model included, accounted for more
variance in each outcome variable. After conducting multinomial logistic regressions, using

never voting or never volunteering as the reference groups in each respective regression output,
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marginal effects were analyzed for every outcome within each regression, including the
reference groups. As such, all outcomes will be discussed separately below.

Never Voted. As expected and reported by other relevant studies within the field (Baum,
Ma, & Payea, 2013; McMahon, 2009), higher education had a significant impact on voting
behaviors in both the PSW and naive models. As this is the reference group within this
multinomial analyses, it is crucial to remember that coefficients refer to the likelihood of NOT
voting, with negative coefficients reflecting a higher likelihood of voting. Specifically
considering the outcome of never voting in any election between 2008 and 2011, all levels of
higher education attainment were statistically significant in the PSW and naive models. A
stepwise pattern was shown, revealing that participants with more college credit hours were less
likely not to vote, or more likely to have voted in one or more election(s). Those with associate’s
degrees and undergraduate certificates were less likely to vote than those with more than 60
credit hours, as those with associate’s degrees likely obtained fewer credit hours and spent less
time immersed in a higher education environment. Like the social and educational values
outcome variable, a connection can be drawn between exposure to higher education and voting
behaviors. With that said, it is likely that human capital and signaling theory (Becker, 1962;
Mincer, 1958; Stiglitz, 1975) had less of an impact on the likelihood of a participant voting than
did some of the other theories explored in this dissertation, although it cannot be dismissed that
participants with higher human capital or degrees may have had more leniency, autonomy, and
job security within their respective positions to vote during more convenient times, or at all.
Considering both social and cultural reproduction, it is entirely possible that those exposed to
more higher education were also taught about the merits and impact of voting and democracy,

either through courses or intellectual discourse with others in the college environment. As well,
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college would, theoretically, have been a good arena in which participants may have further
developed and grown to understand their own political views and opinions, accommodating for
new points of view that may be different from their own. Teaching students about politics in
class, and encouraging many of them to conduct their own research and think critically about
their own views, it is possible that college teaches students in more direct ways about politics as
well. Because higher education imparts not only knowledge, but also skills, such as researching,
even just being exposed to such activities, or having others in a social network who have been
exposed to higher education, may make individuals more likely to partake in civic participation.
Logically, the longer participants are exposed to such ideas and behaviors, the more likely they
are to incorporate the activities into their own lexicon of behaviors, as they are further exposed to
the cultural values of civic participation.

It is possible that those who are more likely to have voted in at least one election between
2008 and 2011 were also exposed to such behaviors at home, as cultural reproduction and
preexisting social networks may have played a role in their perceptions of civic participation.
Those individuals who would be more likely to vote may have also been more likely to pursue
higher education than others for whom these values were not passed down. To account for this
self-selection, inverse probability weighting was applied to create weights that balanced
participants based on observable covariates. In this PSW model, higher covariates were seen in
each level of educational attainment, compared to the naive model, compared to those who
obtained no higher education and holding all else constant.

In addition to education, other personal characteristics showed a relationship with never
voting between 2008 and 2011. In both models, males were approximately 5.5% more likely not

to vote in any election during this time than their female counterparts. Contrarily, those
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participants who identified as Black/African American were more likely to vote during this time.
Although this is counterintuitive to much of the previous research produced (Deufal & Kedar,
2010), potentially due to historical difficulty with voting specifically or a devaluation of “White”
values (Ogbu, 1982), it must also be considered that Obama was running for office in 2008,
drawing out those who identified as Black/African American to vote (Cross, 2007). Asian or
Hawaiian/Pacific Islanders were less likely than their White counterparts to have voted in both
models, and those who were categorized as Hispanic were less likely to have voted according to
the naive model. GPA was shown to positively impact the likelihood of voting in the naive
model but not in the PSW; according to both the PSW and naive models, participants whose high
school SES was higher were also more likely to have voted, potentially because of cultural and
social reproduction (Bourdieu, 1984). Those participants with higher SES as of high school also
likely came from a household in which higher education was more relevant, prevalent, and
valued, in which the parents would be more likely to vote and participate in other civic
engagement more frequently.

In addition to the abovementioned variables, student educational expectation was also
significant at several levels, including high school, bachelor’s, and beyond bachelor’s degree
attainment. The PSW model showed that those participants who reported any of these levels of
educational expectations were more likely to vote than their counterparts who were uncertain of
their educational expectations; those who expected to obtain a bachelor’s degree or higher
showed similar results in the naive model. A potential reason for this lies in the fact that the
reference group is those who were uncertain of their level of education expectation. Those who
were uncertain about education would also likely be more uncertain about other aspects of their

lives, even compared to those who only expected to earn a high school education. It may have
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also been the case that those who were uncertain about college would be less likely to attend
college and be exposed to the environment in which voting was ingrained as important. As with
level of educational attainment, a stepwise pattern can be seen, with those only who expected to
earn lower levels of education reflecting lower coefficients than those with higher expectations.
Parent educational expectations were significant in the naive model, with respondents whose
parents expected a high school education being less likely to vote, and those whose parents
expected beyond a bachelor’s degree being more likely to vote.

Voted Once. Although marginally significant in the naive model, the PSW model shows
that participants who earned up to 60 credits of college courses were not significantly more
likely to have voted in one of the elections between 2008 and 2011 than their counterparts who
had earned no college credit. However, in both models, higher levels of postsecondary
attainment, including those who earned degrees or more than 60 credit hours, were shown to be
significantly associated with voting in one election, again reflecting a stepwise pattern according
to number of hours exposed to higher education, rather than degree attainment. In other words,
those with associate’s degrees were more likely to have voted in one of the elections during the
designated time period than those participants who attained only a high school education;
however, those with associate’s degrees showed lower coefficients than others who earned more
than 60 credit hours in higher education or a bachelor’s degree, as they likely had less exposure
to postsecondary education.

For reasons discussed above, it is logical that these patterns would exist, with higher
education providing an environment in which various individuals with differing views and values
can coexist in one place, ideas can be shared, and knowledge can be gained. Those participants

with more exposure to postsecondary education are more likely to partake in civic activities due
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to a cultural climate in which they are immersed. Additionally, college provides an opportunity
to expand one’s social network, allowing others who also value civic participation, particularly
voting in this case, to influence their points of view.

Sex was statistically significant, with men being 7.7% less likely to have voted once than
women in the PSW model and 5.1% less likely in the naive model. Race was also significant in
both models, as those who identified as Black/African American were more likely, and those
who identified as Asian or Hawaiian/Pacific Islander were less likely, than participants who
identified as White to have voted in one election. The particular elections in question,
specifically considering that Barack Obama was running for president for the 2008 election year,
may have led to higher levels of voting from those who identified as Black/African American.
To explain the lower likelihood of Asians or Hawaiian/Pacific Islanders voting, it is possible that
there was some cultural discrepancy in which respondents whose families were not born in the
United States felt less involved in the political process and, therefore, were less likely to vote.

As in the previous output concerning voting, student educational expectations
significantly impacted whether they were likely to vote in one of the elections between 2008 and
2011, according to the PSW model. Those who expected to obtain a high school education, and
bachelor’s degree, or a credential beyond the baccalaureate were more likely to have voted in
one election than those participants who were uncertain of their educational expectations. It
should be noted that those who expected to earn an associate’s degree were not significantly
more likely to vote, but those whose parents expected them to earn an associate’s were less likely
to vote, compared to those whose parents expressed no educational expectations. This could be
due to fact that those participants whose parents expected an associate’s degree had lower GPA’s

than those whose parents expressed no educational expectation (2.44 and 2.66, respectively),
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potentially coming from households that value education and civic participation less, which may
be relevant to voting patterns®. Additionally, the group of students whose parents expected an
associate’s degree contained more male participants than those whose parents were uncertain of
their educational expectations (56.10% and 44.94%, respectively), which is shown to be related
to voting behaviors in this model. In the naive model, participants whose parent educational
expectations were less than a bachelor’s degree, compared to having no educational expectation,
were also less likely to have voted.

Voted More than Once. In both the naive and PSW models, level of educational
attainment was significant, with those who obtained any level of higher education being
significantly more likely to vote in more than one election between 2008 and 2011. Those who
obtained up to 60 credit hours or an associate’s degree or undergraduate certificate were less
likely to vote in more than one election than those who obtained more than 60 credit hours or a
bachelor’s degree. However, all participants who obtained some level of higher education were
more likely to have voted than their counterparts with no higher education.

As previously discussed, these voting patterns may be a result of exposure to higher
education, especially due to the integration of new individuals into the participants’ social
networks and the incorporation of new abilities and knowledge into their skillset. Due to cultural
and social reproduction, these participants may have been more likely to be more active in their
civic participation regardless of higher education, but after weighting by observable covariates,
higher education remained significant in the PSW model.

Sex remained insignificant for these results, but as in other models, certain subgroups of

race were significant. In both models, compared to their White counterparts, those who

5 These numbers are not presented in any provided tables but may be included upon request. Calculations were
conducted using Stata.
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identified as Black/African American were more likely to vote in more than one election
between 2008 and 2011. It must be considered again that these elections in particular involved
the election of Barack Obama, in which those who identified as Black/African American were
more likely to cast their ballots. Compared to those who identified as White, Asian or
Hawaiian/Pacific Islanders were less likely to vote. As in other outputs concerning voting, it is
possible that respondents who identified as Asian or Hawaiian/Pacific Islander felt less of an
obligation to cast votes due to potential cultural differences. In the naive model, the same could
be said for participants who identified as Hispanic.

GPA in high school was positively marginally significant in the PSW model, suggesting
that those with higher GPAs were more likely to vote in more than one election; senior year SES
was also positively significant in both models. These variables may be significant due to the
cultural and social reproduction within these participants’ families. The respondents who earned
higher high school GPAs and reported higher SES likely came from households that valued civic
participation, as well as households in which the parents were more likely to have the freedom to
take the time to vote in elections due to increased financial and job security. This culture of civic
participation may have been reproduced in the participants most likely to vote, just as is the
value of education. Additionally, the preexisting social network of participants with higher high
school GPAs and SES may have also valued civic participation, particularly the importance of
voting. Despite the logical conclusions above, higher levels of parent education were associated
with a lower likelihood of voting in the PSW model. Particularly those whose parents obtained
bachelor’s degrees and graduate or professional degrees were less likely to vote in more than one
election between 2008 and 2011, compared to those whose parents who obtained a high school

education or less. These results may be due to a correlation between SES and parent education.
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Students who had expectations of a bachelor’s degree or a degree beyond a bachelor’s
degree were more likely to vote in more than one election between 2008 and 2011, with those
expecting higher degrees being more likely to vote in both the PSW and naive models.
Additionally, levels of parental expectation beyond high school were associated with a higher
likelihood of voting in the naive model. This may again be related to the cultural values passed
down, as those who value education are also more likely to value civic participation.

Voting Behaviors Summary. Among other factors, voting behaviors were significantly
influenced by not only level of education, but also sex, race, high school GPA, high school SES,
and student educational expectations. Age did not contribute to voting behaviors, but it should
also be considered that all participants were approximately the same age, making it less likely to
impact voting behaviors. In each regression model included herein in which sex was significant,
males were less likely to vote than their female counterparts. For every outcome, those who
identified as Asian or Hawaiian/Pacific Islander were less likely to vote than their White
counterparts, but respondents who identified as Black/African American were more likely to
vote, potentially due to the specific elections taking place between 2008 and 2011. High school
SES was positively correlated with voting activity, suggesting that those with higher starting SES
would be likely to vote more frequently than those from lower SES households. When high
school GPA was shown to be significant, a similar trend could be seen, with those with higher
high school GPAs being more likely to partake in voting activity. Student educational
expectations were associated with a higher likelihood of voting, compared to those who were
uncertain about educational expectations; those who went on to achieve higher levels of

education were also more likely to vote with more frequency.
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The PSW and naive models showed similar results, particularly in level of educational
attainment. Of note is that after applying propensity score weights, the coefficients related to
educational attainment in the PSW model were most often higher than the coefficients in the
naive model. In other words, the PSW models showed higher levels of education to be even
more highly associated with voting than did the naive models. With some differences between
models, it is important to distinguish which model fit better and which should theoretically
account for more variance. In both cases, the PSW model is better, as it applied weights based
on propensity toward levels of educational attainment, accounting for observable covariates.

Of particular interest to this study were the stepwise patterns seen in the levels of the
voting outcome variable, depicting an increasing likelihood of voting with more exposure to
higher education, and suggesting the importance of not only social and cultural reproduction but
also acquaintance with other people, ideas, cultures, and beliefs. As expected, degree attainment
was less relevant to voting behaviors than the amount of time participants spent in a college
environment, demonstrated by the number of credit hours they received. Those who obtained
associate’s degrees (which require approximately 60 credit hours) were less likely to vote than
those who obtained more than 60 credit hours regardless of degree attainment, but those with
some level of postsecondary education were typically more likely to vote more frequently than
those who pursued no higher education. This positive externality associated with higher
education, even some higher education with no degree, is pertinent in Flanagan’s QOLS as civic
engagement, but it is also relevant to others around them, as voting likely impacts policy and
decisions within the United States government. As such, it is important for people to engage in

this civic activity for their own benefit, as well as the good of others. Those with more higher
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education are likely to partake in this activity, demonstrating the relevance of higher education in
society.

Never Volunteered. The volunteering outcome variable was analyzed using three
categories, never volunteered, sometimes volunteered, and often volunteered. Participants who
indicated that they never volunteered participated in no volunteer activities in the two years prior
to the administration of this survey (2010-2012). Those who indicated that they volunteered
sometimes volunteered their services less than once per month but at least once between 2010
and 2012. Respondents who indicated that they volunteered often did so at least once per month.
For the analysis of the outcome “Never Volunteered,” it is important to remember that a negative
coefficients signifies a higher likelihood of volunteering. Upon analyzing the regression output,
the naive model suggested that those with more hours, specifically participants with more than
60 credit hours and those with a bachelor’s degree, were less likely not to volunteer compared to
those with no higher education. The PSW model, however, revealed some college to be
insignificant, suggesting that only those who obtained a bachelor’s degree were less likely never
to volunteer, or were more likely to volunteer. This is perhaps the case because volunteering,
especially frequent volunteering, is likely to take more time than other civic engagement
activities, such as voting. Because of this, it is likely that volunteering is not only affected by
social and cultural capital, but also by human capital and the job or career an individual holds.

Those with higher degrees and better jobs may be more likely to volunteer due to more
job security and better work-life balance, allowing them time for their community service efforts.
More than earning credits in higher education, attaining degrees is more highly associated with
providing human and economic capital, according to human capital theory and signaling theory

(Stiglitz, 1975). The time commitment of volunteering may be outweighed by the necessity to
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obtain pecuniary stability, and thus the PSW model showed that only those who obtain
bachelor’s degrees are more likely to volunteer. Preexisting participant characteristics, as well as
educational achievement and expectations, were also shown to impact volunteering behaviors.

Findings showed that participant volunteerism between 2010 and 2012 was not affected
by sex in the PSW model, although men were less likely to volunteer according to the naive
model. Those who identified as Black/African American were more likely to volunteer than
their White counterparts to volunteer in both models. It is possible that participants who
identified as Black/African American grew up with different cultural values than those of
participants who identified as White (Ogbu, 1982), including participating in volunteer efforts
around their communities. With this, their social networks may have contained more individuals
who participated in volunteer work, passing along these cultural values. Boyd-Franklin (2003)
suggested that extended families provide more opportunities in African American communities,
while Thompson (2006) found that many African Americans turned to family and their
community for support to cope with racism, a catalyst that is less likely to plague the White
population. Due to this focus on the extended family and community as a whole, for
Black/African American participants the cultural value of helping or volunteering within a
community is likely different than that passed down through cultural reproduction for White
participants.

In addition to demographic characteristics, high school GPA was negatively associated
with the likelihood of never volunteering in both the PSW and naive models, suggesting that
participants with higher high school GPAs were more likely to volunteer than those with lower

GPAs. This makes sense, as the respondents most likely to volunteer likely also came from
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families that emphasized the importance of civic activities and helping others, which would be
passed along via cultural and social reproduction (Bourdieu, 1973, 1984).

Age was positively associated with the likelihood of never volunteering in the PSW
model, suggesting that as a respondent aged, they volunteered less, potentially due to family,
work, or other life obligations. Additionally, both models show that students who indicated as of
2004 that they expected to receive a high school education, rather than being uncertain of their
educational expectations, were less likely to have volunteered between 2010 and 2012.
Although insignificant in the PSW model, the naive model shows a similar pattern for those
participants who expected to earn an associate’s degree, but the opposite can be seen for those
who expected to earn beyond a bachelor’s degree. Parent educational expectations and high
school SES were similarly significant in the naive model, with participants being more likely to
have volunteered if they had higher SES or parental education expectations beyond a bachelor’s
degree, compared to those whose parents were uncertain of their expectations.

Sometimes Volunteered. Educational attainment was unlikely to impact whether a
participant was likely to volunteer sometimes (less than once per month but at least once in the
time period between 2010 and 2012). Although the naive model displayed significant results for
those who obtained a bachelor’s degree, these became insignificant after weighting, suggesting
that participant covariates had more of an effect on whether a person was likely to have
volunteered sometimes. Although bachelor’s degree attainment was significant in whether a
participant volunteered at all between 2010 and 2012, perhaps it played less of a role in the
frequency of volunteering, which would likely be dictated by other life circumstances and

participant characteristics.
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In both models, Hispanic participants were less likely to volunteer than their White
counterparts, holding all else constant. As with voting, it is possible that those participants
whose families were originally born outside of the United States, such as some Hispanic
families, felt less of an obligation to participate in civic activities, in this case volunteering in the
United States. Culturally, there may be little pressure to volunteer in a community that they
would not consider their own, resulting in a social network that is less likely to volunteer.
Additionally, compared to respondents who identified as White, Hispanics acquired lower levels
of education, as seen in Table 4.6, and therefore may have accumulated less human capital,
acquired less economic capital, and had less of the income and job security required to perform
volunteer work.

Both models showed that participants with higher GPAs were more likely to volunteer
sometimes, suggesting that perhaps they came from environments that emphasized the
importance not only of education, but also of civic participation. Along these lines, participants
with higher SES in their senior year of high school were more likely to volunteer sometimes in
both models as well. The naive model showed age to be positively significantly related to
having volunteered sometimes between 2010 and 2012, and it also showed that students with
lower educational expectations, specifically high school educational expectations, were less
likely to have sometimes volunteered during that time than their counterparts who were uncertain
of their educational expectations.

Often Volunteered. As with those who volunteered sometimes, educational attainment
remained insignificant in the marginal effects of those who volunteered often (more than once
per month). Although obtaining more than 60 credit hours and earning a bachelor’s degree were

significant in the naive model, after weighting based on observable covariates, these results
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became insignificant. Instead, observable covariates, such as demographic information and
educational expectations and achievement, may have impacted volunteering practices more.

Sex was insignificant in the PSW model, but the naive model showed that males were
less likely to have volunteered often during that time. Potentially due to increased reliance on
community for participants who identified as Black/African American, compared to those who
identified as White, Black/African American respondents were more likely to volunteer often in
their communities, according to both models. Those who identified as Other Race also reported
a higher likelihood of volunteering often in the PSW model, possibly for similar reasons of
community reliance and involvement. As suggested previous outputs, age was negatively
associated with the likelihood of volunteering often in the PSW model, perhaps alluding to other
pertinent obligations that take the place of volunteering activity.

Also similar to previous models, high school GPA was shown in the PSW model to be
associated with a higher likelihood of volunteering often. Those participants with higher GPAs
likely came from a household in which the value of education was emphasized, as well as the
value of civic engagement, making them more likely to volunteer with more frequency. Along
similar lines, those respondents whose parents earned a bachelor’s degree or higher were shown
to be more likely to have volunteered often in the naive model, as well as those participants
whose parents expected them to earn an associate’s degree or beyond a bachelor’s degree;
however, weighting made these findings insignificant. In both models, those participants who
expected to earn a degree beyond the baccalaureate degree were more likely to volunteer with
greater frequency than their counterparts who were uncertain of their educational expectations.
This could be true because those participants who indicated higher educational expectations

came from the same environments that also value civic participation, including volunteering.
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Volunteering Behaviors Summary. Level of educational attainment was relevant at the
bachelor’s level in indicating whether a participant was more likely to volunteer at any point
between 2010 and 2012. The naive model suggested further significance in higher levels of
educational attainment, but this was shown to be insignificant after applying propensity score
weights. Relevant demographic predictors included race and age, with older participants less
likely to volunteer, perhaps because of other obligations, such as work, a family, or children.
Participants who identified as Black/African American or Other Race were more likely to
volunteer, potentially because of a stronger dependence on community when facing cultural
issues; however, participants who identified as Hispanic were less likely to volunteer sometimes
(less than once per month), perhaps because of a cultural difference or feeling less obligated to
do so in the United States. Other relevant variables that predicted likelihood of volunteering
included student educational expectations, high school GPA, and senior year of high school SES.
Significant in each model, those respondents who earned higher high school GPAs were more
likely to volunteer, and were more likely to volunteer frequently. Senior year SES impacted the
likelihood of volunteering sometimes in both the PSW and naive models, while participants with
lower educational expectations were less likely to have volunteered at all during the time
between 2010 and 2012. Participants with higher educational expectations were more likely to
volunteer often (more than once per month). These findings are logical, as they align with
Bourdieu’s theory of cultural and social reproduction (1973), and his assessment of education’s
effects on values (1984). With more education comes a higher value placed on civic
engagement, so those who expected more education, or those who came from households with a

higher SES, may have been more likely to partake in volunteering activities.
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There are several circumstances in which the PSW and the naive models differ for these
outcomes, including significance of parent educational expectations, parent education, some
levels of student expectations, and most importantly to this study, educational attainment.
Although this dissertation seeks to investigate the impacts of postsecondary education on quality
of life and the benefits of higher education, even without obtaining a degree, the naive model
does not predict the data as well as the PSW model. Applying propensity score weights to the
analysis made likelihood of volunteering less significant and prevalent in each analysis, but it is
more relevant and accurate. With that, an effect of postsecondary education can still be seen in
volunteering behaviors, suggesting that participants who obtained a bachelor’s degree were still
less likely not to vote.

An analysis of the first volunteering outcome in particular revealed bachelor’s degree
attainment to be significant in whether respondents were likely to volunteer between 2010 and
2012. It is possible that those individuals with bachelor’s degrees were more likely to volunteer
due to the increased acquisition of economic capital and job security afforded by obtaining a
bachelor’s degree, freeing up those respondents to participate in volunteering efforts. This aligns
with human capital theory (Mincer, 1958) and signaling theory (Stiglitz, 1975). However, in the
PSW models of the subsequent two analyses, educational attainment did not dictate the
frequency in which participants were likely to volunteer, suggesting that other life circumstances
and obligations may take precedent in predicting volunteering behaviors.

Limitations

The ELS:2002 is a survey that was administered to participants in 2002, 2004, 2006, and

2012. There is no possibility to follow up with these respondents further, nor is there a

possibility to gain more information than provided in this survey. Therefore, [ am limited by the
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questions that exist within the survey instrument. As such, I chose the best measures of quality
of life, but I could not encompass all relevant aspects of life or benefits of higher education.
Additionally, relevant data may have been dropped due to missing values.

Due to small samples of these participants, several categories of race/ethnicity were
combined into “Other Race,” including American Indian/Alaskan Native and More than One
Race. Additionally, specific ethnicities within the categories of Hispanic and Asian or
Hawaiian/Pacific Islander were available in ELS:2002; however, due to small sample sizes, they
were not included in this study. According to the ELS:2002 technical report (Ingels et al., 2005),
further demographic discrepancies for the variables provided by ELS:2002, FISEX, may have
imputed some values based on the interviewer’s perception of gender according to participant
name.

In terms of educational attainment, it is important to consider two things: 1) Those
respondents with higher levels of education than a bachelor’s degree had previously been
dropped from this study for theoretical and sample size reasons, and 2) Participants were
approximately 26 at the time of the final survey in 2012, and there was still the possibility of
continued education. As such, this study is limited by the fact that the survey was distributed
only eight years after high school graduation. Having a more comprehensive survey that
extended farther beyond a participant’s high school years may provide more accurate results. In
addition to the exclusion of those participants who earned beyond a baccalaureate degree,
participants who earned an associate’s degree were placed in the same category as those who
earned an undergraduate certificate for theoretical and sample size reasons.

Considering the analysis, EFA is a way to identify latent variables that exist in data, but it

is unlikely to account for all variance in a sample. When factors are dropped because of lower
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eigenvalues or due to their placement on a scree plot, the variance associated with those factors
is lost. In this study, I was unable to determine the amount of variance accounted for by my
factors because the oblique rotation allowed for correlation between variables. Of particular
importance is the way in which survey items were allocated into latent factors. Concrete aspects
of life (specifically job/career variables) fit best into the first two factors and had higher alpha
values, whereas participants’ personal values associated with quality of life fell into the last two
factors and had lower alpha values. While still acceptable according to recent guidelines for
exploratory factor analysis (Hair et al., 2010), it is likely that Cronbach’s alpha was lower in part
because participants were asked, “How important is each of the following to you in your life?”
for each of the questions, and were presented with multiple questions to answer in this manner.
Given that some participants perhaps compared the importance of various survey questions,
rather than considering each one separately, and allowed this to bias their answers, respondents
may have been answering questions differently despite reading the same wording in the survey.
It is also worth noting that the consideration of values may be less relevant in participants’ day-
to-day lives than the active consideration of their jobs/careers.

Similarly, PSW has limitations. While PSW accounts for observable covariates,
unobservable characteristics may also play into students’ choices to pursue a higher education,
for which a PSW cannot account (Morgan & Harding, 2006). For example, motivation is an
unobservable characteristic, as it cannot easily be measured by the ELS:2002 survey; a student’s
motivation may greatly impact their educational goals and endeavors, but it cannot be captured
by the PSW. Instead, [ needed to rely on the categorization of students based on observable
characteristics and assume that unobservable characteristics, like any other regression formula,

could not be analyzed.
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Related Research

Results of this study support and elaborate upon conclusions made by previous research,
emphasizing the importance of level of educational attainment in various facets of life after high
school. In this study, by analyzing participants with more specific levels of postsecondary
attainment, particularly those with “some college,” compared to those with no higher education,
a better understanding of the impacts of higher education on social and cultural aspects of post-
secondary life was gained. Similarly to other studies that looked at individuals with only some
college, certain benefits were associated with earning any higher education (Perna, 2005;
Oreopoulous & Petronijevic, 2013; Toutkoushian, Shafiq, & Trivette, 2013). Unlike many
previous studies, this dissertation delves into more detail, separating those with “some college”
into groups dependent on credit hour attainment. Considering these differential levels of
educational attainment, stepwise relationships between attainment and certain facets of quality of
life were found throughout this study. Other facets that could be more heavily influenced by
economic capital and human capital saw more significant results related to those who obtained
degrees, as opposed to those with some college.

The findings of this study are consistent with previous research about the impact of
higher education on postsecondary life. Specifically in reference to more comprehensive pieces,
such as McMahon’s (2009) Higher Learning, Greater Good: The Private and Social Benefits of
Higher Education, this study confirmed the significance of multiple private benefits and positive
externalities associated with higher education, including voting and volunteering. While
McMahon (2009) primarily calculated the monetary benefits (even for private benefits that could
be considered nonpecuniary) for those who pursued postsecondary education, his calculations

were most relevant to those who received baccalaureate degrees. He delved into general benefits
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of higher education throughout his chapters as well, some of which were confirmed by this
study, for those who received any formal higher education after high school. This dissertation
analyzed multiple private benefits and positive externalities discussed in his book while
expanding to include those who did not earn a baccalaureate degree but did pursue higher
education. Just as McMahon (2009) found benefits of higher education relevant to quality of
life, so does this study.

Other comprehensive works that should be considered are Baum, Ma, and Payea’s (2010,
2013) Education Pays reports. These works analyze similar areas that higher education may
affect in an individual’s life using descriptive statistics. The authors show similar results as are
reflected in this study in relation to things like employment, civic involvement, voting,
postsecondary enrollment and attainment, and other aspects of post-secondary life that may
impact quality of life. This dissertation finds similar patterns in its results as reflected by Baum
etal.’s (2010, 2013) writings, supporting the current literature surrounding the benefits of higher
education. Although the Education Pays series does consider those who obtain only some
college, it does not differentiate between amounts of “some college.” This dissertation further
elaborates on Baum et al.’s (2010, 2013) findings while also taking into account the relationships
between variables in the context of a PSW regression.

Implications for Future Research

This study presents a plethora of opportunities for future research for those interested in
the effects of educational attainment on quality of life, the benefits of higher education (both
pecuniary and nonpecuniary), and specifically those who attain some college without earning a
postsecondary credential. Researchers should conduct a more in-depth study to further segregate

those participants who earned only some college, perhaps analyzing effects per credit hour or
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splitting respondents into smaller groups according to credit hour attainment; additionally, while
this dissertation took a purely quantitative stance, qualitative research including interviews and
surveys may provide more insight into aspects of quality of life less easily captured by
quantitative research. Performing similar analyses with future NCES surveys, as well as other
relevant surveys, may also prove useful in studying this phenomenon over time.

In addition to the above suggestions, future studies should be conducted to examine what
“quality of life” means to today’s adults, to better understand some of the changes that may have
occurred in society in the last few decades; although many of the aspects of life may be
overarchingly similar, it is likely that some changes have occurred since Bourdieu and Flanagan.
Bourdieu suggested (1977, 1984) that cultural capital maintains its value within the society in
which it exists; however, society is constantly evolving. Especially considering the increases in
technological innovations, it is possible that social and cultural aspects of quality of life have
altered since the QOLS was created. As such, future research specifically focusing on today’s
adults and the society in which they exist now is warranted. With that said, research should also
look at what constitutes a higher quality of life by various demographic characteristics. Perna
(2005) suggests that higher education impacts people in various ways, depending on
demographic characteristics, so it stands to reason that quality of life may also be different based
on these demographic characteristics. Bourdieu (1984) suggested that values may be different
between subgroups of individuals, dependent on education, but different values may also suggest
differentiation in aspects of quality of life. The constructs of quality of life in this study were
overarching, depending on the results of an exploratory factor analysis conducted for the entire
sample of participants. Distinguishing between subgroups of individuals, while accounting for

educational attainment, may provide more insight into quality of life.
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Beyond the suggestions above, field of study or career should also be considered in future
research to best understand the potential impact of higher education. In addition, perhaps with
future data sets or larger sample sizes, the differences between two-year and four-year
institutions could also allow researchers insight into the specific benefits of higher education, by
institutional type. Additionally, future research into online postsecondary educational programs
may also be warranted to distinguish which findings are directly related to involvement on a
college campus. Especially with qualitative research, this difference should be studied. Along
those lines, transfer students, particularly between sectors, may warrant additional study beyond
total hours of attainment at any institution. If these variables are included in future studies,
researchers should consider using a similar weighting technique as was used in this study to best
account for systematic differences between groups of participants.

Policy Implications

Access and retention in higher education in the United States have been studied for
decades, with laws and policies being developed over time to further progress these initiatives
(Noftsinger & Newbold, 2007). Over time, access to higher education has expanded to include
historically non-traditional and underrepresented populations, and it still remains a key tenant in
policy-making today, with one example being the recent emphasis on providing free community
college in some areas (Pingel, Parker, & Sisneros, 2016). This incentive, for example, aimed to
increase not only access, but also retention by putting less financial strain on students, increasing
affordability.

In addition to a focus on access, retention efforts have also increased in recent years in
the United States due to continued research suggesting that certain subsets of students are more

prone to attrition from higher education (Lumina Foundation, 2016; United States Office of the
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President, 2014), as well as studies suggesting the necessity for a more highly educated
population (Carnevale et al., 2010). This study, in alignment with much research and many
efforts already made, suggests the importance of increasing access to higher education, as
benefits of postsecondary education are well-documented, as are the impacts of having a more
educated country as a whole (McMahon, 2009; Psacharopoulos & Patrinos, 2004). Even for
those students who do not obtain a degree, studies have found overall pecuniary benefits to
attending college (Baum, Ma, & Payea, 2013; Toutkoushian, Shafiq, & Trivette, 2013). In
addition to previous research, this study finds some increased social and cultural benefits for
attending a higher education institution, regardless of degree attainment. With that said, this
study also finds additional or larger benefits for earning a postsecondary credential, suggesting
the necessity of policies that increase retention, so more may reap the full benefits of pursuing
and attaining a higher education.

Institutional leaders, researchers, policymakers, and other invested third parties agree that
access and retention are crucial issues in higher education today. Various colleges that serve
differing populations, including both two-year and four-year institutions, as well as minority
serving institutions, emphasize access and life-long learning as a core tenant or mission of the
institution (Andrade & Lundberg, 2018; Wang, Gibson, Salinas, Solis, & Slate, 2007). Other
leaders in education have suggested the importance of dual-enrollment, ease of transition
between high school and college, partnerships between postsecondary institutions and high
schools, parental and school support, guidance counseling and advisement, career-preparedness
initiatives, adequate resources and funding in K-12, increased need-based financial aid, and
special attention to high-risk students (Education Week Commentary, 2014) to improve access.

Even still, the government is taking steps to increase access and retention within higher
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education, an example of which can be seen in the Improving Access to Higher Education Act of
2017. This bill, introduced in July of 2017, aimed to “amend the Higher Education Act of 1965
to improve accessibility to, and completion of, postsecondary education for students, including
students with disabilities, and for other purposes” (Civic Impulse, 2018). This bill would
provide grant funding for professional development and technical assistance to faculty, staff, and
administrators in higher education institutions; it also addresses the creation and maintenance of
improved disability services to better expand educational access, as well as access to
instructional technology and materials for continued retention.

In addition to the measures already discussed, remedial education, or learning support,
has been researched as a means of increasing learning and retention. Batzer (1997) found
learning support to be crucial to persistence of underprepared students in community colleges.
Panlilio (2012) found a positive relationship between completing learning support courses for
those underprepared students and persistence, as well as a positive relationship between
persistence and academic advisement. Research about the persistence of these students
contributes to the retention efforts within higher education over the past few decades. In recent
years, states have made more changes to learning support to better assist students in their
educational endeavors (Lu, 2013) and consider why students enter higher education
underprepared, often looking to high schools. With this, much of college preparedness is a result
of high school programs, support, and funding, as suggested by professionals within the field
(Education Week Commentary, 2014).

Although we know that advisement, funding, business partnerships, and other facets of
primary and secondary education directly impact which students pursue postsecondary education

(Education Week Commentary, 2014), as well as how prepared those students may be and
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therefore how likely they are to persist in their educational endeavors, much of the emphasis in
the field of higher education questions what can be done once students reach this point. How can
we increase access to higher education for interested students? How can we increase interest in
and emphasize the importance of college for those students who would otherwise elect not to
pursue higher education? How can we increase retention for those already enrolled? What can
we do to ensure higher graduation rates? These questions may be relevant not only to high
school seniors or college enrollees, but also to a younger population. Less emphasized, although
not absent from the conversation, is the early inclusion of parents and schools in their children’s
educational pursuits. Waiting until a student’s later years of high school may prove too late for
many students. Instead, this dissertation suggests talking with students early and often about
their educational options, including financial costs and benefits, as well as other aspects of their
lives that may be impacted by educational attainment. The findings of this study show relevance
of higher education in many aspects of life beyond the attainment of human and economic
capital.

In addition to increasing advisement centered on postsecondary options and attainment
during high school, steps can be taken even outside of school to increase the likelihood of
enrollment in a higher education institution. This study confers the relevance of cultural and
social reproduction (Bourdieu, 1973) in the discussion of findings, suggesting that those
participants whose parents were more likely to value education were also more likely to pursue
and persist in their postsecondary training. Cultural reproduction may depend on not only
parents, but also other family, peers, and school officials. Any environment that may emphasize
the cultural value of education is partially responsible for whether students pursue postsecondary

education after high school. Therefore, it is crucial to begin speaking with parents, especially
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those parents who may have less exposure to postsecondary education, about the merits of
college, financial assistance, and the pecuniary and nonpecuniary costs and benefits of higher
education to lead to more informed decision-making. Specifically speaking to the families of
historically underrepresented students may also prove useful. Beginning these conversations,
particularly with parents, can reveal options that were previously thought not possible or
irrelevant, or perhaps convey the cultural importance of educational attainment to new groups of
individuals who would otherwise remain unfamiliar with its merits.

Steps are already being taken, particularly in the STEM field, to reach out to students
prior to the later years in high school. The NCES survey following ELS:2002, HSLS:2009,
specifically focuses on STEM, college courses, aspirations, activities, and parental involvement.
Starting these conversations with students and families prior to high school, both in and out of
school, may also increase the likelihood of postsecondary attendance and persistence due to
additional familiarity with the obligations of college, financial and otherwise, and additional time
to plan for these costs. With additional time to consider the costs and benefits of college, more
students and families may feel as though it is an option upon reaching the later years of high
school. As such, this dissertation would suggest reaching out to the students’ social networks
prior to high school, perhaps in middle or elementary school, to allow parents the time to plan
and potentially consider the value of postsecondary education. With more emphasis on the
cultural value of education from various sources, it is more likely that students will consider
college a feasible option. In particular, emphasizing the importance of higher education to
parents while their students are young, as well as the benefits and increased quality of life
associated with any level of postsecondary educational attainment, may impress upon them the

value of education such that they pass this on to their children via cultural reproduction.
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As suggested by some educational leaders (Education Week Commentary, 2014),
partnerships between postsecondary institutions and high schools may prove useful as well, as it
may serve to expand students’ social networks to include higher education professionals and
instill the cultural value of higher education. Particularly for students in underfunded areas, or
for those individuals less likely to pursue higher education after high school, these partnerships
could prove relevant in increasing access to higher education simply by increasing exposure to
the option of postsecondary enrollment. These partnerships could benefits students and parents
by illustrating options for future career paths, financial assistance options, and other benefits of
higher education.

Another obvious resource in addition to the parents is a student’s school. With more
emphasis on higher education in the school system, including advisement and assistance in
understanding available tools such as FAFSA, students may feel less overwhelmed as obstacles
and opaqueness surrounding the topic of postsecondary education are removed. This dissertation
suggests the importance of a student’s social network and cultural values as they pertain to
resources that allow students to pursue and persist in higher education.

Summary and Conclusion

Approximately half of the entering college freshmen from the fall of 2010 did not obtain
their bachelor’s degree within six years, and an even smaller percent completed degrees in the
two-year sector (National Clearinghouse Research Center, 2016). As such, efforts in higher
education have shifted to focus on not only access, but also retention. Although some research
suggests that those who do not complete their degree programs are no better off, and in some
cases, may experience more financial duress than their counterparts who received only a high

school education (Rosenbaum et al., 2015), other research finds that there are still market
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benefits to attending a postsecondary institution (Baum, Ma, & Payea, 2013; Toutkoushian,
Shafiq, & Trivette, 2015). Still little was known about the nonmarket benefits of pursuing
postsecondary education, even without degree attainment.

McMahon (2009) and other prevalent researchers in the field would suggest that there are
some benefits to simply attending a higher education institution, although his book did not
specify how these benefits would be quantified. Human capital theory suggests that the
acquisition of new skills, even for those who obtain only some college, would make individuals
more marketable (Mincer, 1958), and Bourdieu’s (1984) work suggested that educational
attainment strongly influences many facets of life, without specifically referencing those with
“some college.” Flanagan (1978) also suggested a relationship between higher education and
quality of life, values, and other overall wellbeing.

This study incorporates theory and quantitative research to assess the impact of higher
education on quality of life. Overall, I find quality of life to be positively impacted by higher
levels of educational attainment in most outcomes of interest. Certain social and cultural
benefits can be seen for those participants who obtained any level of postsecondary education, as
well as increased positive externalities, such as voting and volunteering. Depending on the
outcome of interest, either the attainment of a credential or the continued exposure to
postsecondary education may be more beneficial. For outcomes more concerned with job/career,
credential attainment is crucial. However, in focusing on social and educational values, as well
as voting, it may be more important to be exposed to higher education for longer, even without
degree attainment. Overall, findings herein showed that earning a bachelor’s degree provided

the largest benefits in the most outcomes. Therefore, this study suggests further attempts to
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improve access and retention in higher education for the good of both students and society as a

whole.
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DISSERTATION TABLES
Table 4.1
Exploratory Factor Analysis: Factor Loadings
Benefits of Work-Life Social and Ed. Marriage and Cronbach's
Variable  Variable Description from ELS Job/Career Balance Values Children Values Alpha
Whether R supervises other in current/most
F3B20 recent job 0.41
Level of autonomy in current/most recent job
F3B23 0.35
Aspects of current/most recent job: Job
F3B25A  security 0.46
Aspects of current/most recent job: 0.72
F3B25B  Opportunity to learn new things 0.87
Aspects of current/most recent job: New
F3B25D  challenges 0.90
Aspects of current/most recent job: Useful
F3B25F for society 0.49
Aspects of current/most recent job: Time for
F3B25E  leisure activities 0.79 0.77
Aspects of current/most recent job: Work- '
F3B25G  family balance 0.91
F3D53C  Values: Having strong friendships 0.31
F3D53D Values: Helping other people in community 0.69
Values: Working to correct social and 0.63
F3D53G  economic inequalities 0.70 ’
Values: Being an expert in field of work
F3D53J 0.57
F3D53K  Values: Having a good education 0.64
Values: Having right person to marry/happy
F3D53A  family life 1.01 0.60
F3D53H  Values: Having children 0.62

Note. Items with Factor loadings <.30) are suppressed
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Table 4.2
Correlations Between Factors
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Factors Benefits of Work-Life  Social and Ed. Marriage and
Job/Career Balance Values Children Values
Benefits of Job/Career 1.0000
Work-Life Balance 0.4686 1.0000
Social and Ed. Values 0.1993 0.1373 1.0000
Marriage and Children Values 0.1370 0.1343 0.2817 1.0000
Table 4.3
Continuous Variables
Variable Rounded N Mean Std. Dev. Min Max

Independent Variables
GPA for All High School Courses 8,230 2.831735 0.70865 0.300 4.000
Age 8,890 26.417670 0.60993 24.000 30.000
Senior Year High School SES 8,890 0.106697 0.72764 -1.970 1.870
Dependent Variables
Factor 1: Benefits of Job/Career 8,890 -0.000000000146 0.90923 -3.183 1.235
Factor 2: Work-Life Balance 8,890 -0.000000000428 0.91156 -2.914 1.413
Factor 3: Social and Ed. Values 8,890 -0.000000000210 0.80616 -3.094 1.258
Factor 4: Marriage and Children Values 8,890 -0.000000000037 0.99418 -4.005 0.618




Table 4.4

Demographics and Frequencies

Variable Rounded N %
Sex

Female 4,700 52.88
Male 4,190 47.12
Race

White 5,380  60.56
Black/African American 1,030 11.60
Asian or Hawaiian/Pacific Islander 840 9.41
Hispanic 1,180 13.24
Other 460 5.19
Parent Education

High School or Less 2,000  22.55
Some College 2,010  22.66
Associate's Degree 920 10.35
Bachelor's Degree 2,150 2422
Graduate or Professional Degree 1,800  20.21
Student Education Expectations

High School 340 3.79
Associate's Degree 1,060  11.89
Bachelor's Degree 3,230  36.38
Beyond Bachelor's Degree 3,220  36.29
Unsure 1,040 11.66
Parent Education Expectations

High School 370 4.11
Associate's Degree 800 8.95
Bachelor's Degree 3,650  41.02
Beyond Bachelor's Degree 2,430  27.36
Unsure 1,650 18.56
Level of Education

High School 810 9.16
Up to 60 Credit Hours 1,640 18.46
More than 60 Credit Hours 1,110 12.49
Associate's Degree/Undergraduate Certificate 1,880  21.18
Bachelor's Degree 3,440  38.71
Voting Behavior as of F3

Did Not Vote (2008-2011) 2,980  33.54
Voted Once (2008-2011) 2,690  30.33
Voted More than Once (2008-2011) 3,210  36.13
Volunteering Behavior as of F3

Did Not Volunteer 5,170 58.30
Volunteered Sometimes 1,830  20.62
Volunteered Often 1,870  21.07
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Table 4.5
Level of Educational Attainment by Sex

Female Male Total
Leve?l of Educational N o, N o, N o,
Attainment
High School 300 6.39 520 12.42 820 9.22
Up to 60 Credit Hours, 820 1745 820 19.58 1,640 18.45
College
More than 60 Credit Hours, 570 1513 540 1200 1,110 12.49
College
Associate's
Degree/Undergraduate 1,130 24.05 750 1791 1,880 21.15
Certificate
Bachelor's Degree 1,870 39.80 1,570 37.50 3,440 38.70
Table 4.6
Level of Educational Attainment by Race

) Black/African Asian/Pacific . )

White American Islander Hispanic Other Total
Leve?l of Educational N o, N o, N o, N o, N o, N o,
Attainment
High School 490 9.07 100  9.51 30 347 140 11.56 60 13.67 820 9.22
gglfggiocredlmours’ 870 16.15 260 2532 110 13.04 300 2534 100 2234 1640 1845
More than 60 Credit Hours, 30 1175 150 1406 140 1651 140 1224 50 11.06 1110 12.49
College
Associate's
Degree/Undergraduate 1,080 20.11 270 26.38 140 16.15 290 25.00 100 21.48 1880 21.15
Certificate
Bachelor's Degree 2,310 42.93 260 24.73 430 50.84 300 2585 150 31.45 3450 38.70
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Table 4.7

Level of Educational Attainment by Student Expectations
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Associate's

Beyond

High School Dearee Bachelor's Degree Bachelor's Degree Unsure
Level of Educational
Attainment N 7 N 7 N 7 N % N %
High School 160 46.29 210 20.08 170 5.20 70 2.30 200 19.69
Up to 60 Credit Hours 80 23.15 310 28.88 630 19.34 360 11.23 270 26.06
More than 60 Credit Hours 20 5.64 70  7.01 430 133 490 15.11 100 9.65
Associate's
Degree/Undergraduate 70 19.88 400 38.26 670 20.61 470 14.64 270 26.35
Certificate
Bachelor's Degree 20 5.04 60 5.78 1,340 41.55 1,830 56.73 190 18.24
Table 4.8

Level of Educational Attainment by GPA, Age, and SES

Level of Educational Attainment

Mean GPA SD GPA

Mean Age SD Age

Mean SES SD SES

High School

Up to 60 Credit Hours

More than 60 Credit Hours

Associate's Degree/Undergraduate Certificate
Bachelor's Degree

2.21 0.65526 26.62 0.73166
242 0.66013 26.48 0.64957
2.89 0.62264 26.36 0.55889
2.66 0.65211 26.45 0.64986
3.25 0.51757 26.34 0.53046

-0.35
-0.13
0.17
-0.10
0.42

0.60068
0.66159
0.72571
0.66343
0.68137




Table 4.9
Level of Educational Attainment by Parent Expectations
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Associate's

Beyond

High School Degrec Bachelor's Degree Bachelor's Degrec Unsure
Level of Educational
Attainment N % N % N % N % N &
High School 160 44.93 180 22.77 270 7.27 80 3.37 120  7.40
Up to 60 Credit Hours 80 20.82 210 26.67 660 18.13 320 13.16 370 22.50
More than 60 Credit Hours 20 5.21 70  9.18 450 12.35 370 15.01 200 12.31
Associate's
Degree/Undergraduate 90 24.93 250 31.19 780 21.34 360 14.60 410 24.86
Certificate
Bachelor's Degree 20 4.11 80 10.19 1,490 40.91 1,310 53.85 540 32.93
Table 4.10
Level of Educational Attainment by Parent Education

Graduate or

High 52215001 o Some College % Bachelor's Degree Professional
E— =eeree Degree

Level of Educational
Attainment N % N % N % N % N %
High School 350 17.32 230 11.18 90 10.11 100 4.51 50  2.90
Up to 60 Credit Hours 480 23.70 450 2245 220 23.59 300 14.13 190 10.69
More than 60 Credit Hours 200 9.83 250 12.42 110 11.41 320 14.96 240 13.14
Associate's
Degree/Undergraduate 550 27.35 500 24.59 240 25.98 370 17.29 230 12.69
Certificate
Bachelor's Degree 440 21.81 590 29.36 270 2891 1,060 49.12 1,090 60.58




Table 4.11

Outcome Variables by Level of Educational Attainment

Outcome Level of Educational Attainment Mean SD
High School 0.05 0.86910
Up to 60 Credit Hours -0.15 0.98687
Benefits of  More than 60 Credit Hours -0.21  0.94338
Job/Career  Associate's Degree/Undergraduate
Certificate 0.07  0.88844
Bachelor's Degree 0.09 0.85864
High School 0.09  0.89359
Up to 60 Credit Hours -0.11 0.98724
Work-Life  More than 60 Credit Hours -0.07 091191
Balance Associate's Degree/Undergraduate
Certificate 0.06 0.91785
Bachelor's Degree 0.02 0.86809
High School -0.13 0.89171
) Up to 60 Credit Hours -0.07 0.82889
Social and i
Educationa] More than 60 Credit Hours 0.03 0.79542
Values Assqciate's Degree/Undergraduate
Certificate 0.03 0.81782
Bachelor's Degree 0.04 0.76479
High School -0.07 1.07035
Up to 60 Credit Hours -0.05 1.07451
Marriage  More than 60 Credit Hours -0.07  1.09598
and Children  Associate's Degree/Undergraduate
Certificate 0.00  0.98133
Bachelor's Degree 0.07 0.89991
High School 1.65 0.81668
Up to 60 Credit Hours 1.90  0.84175
Voting More than 60 Credit Hours 2.07 0.83044
Behavior  Associate's Degree/Undergraduate
Certificate 1.98 0.84023
Bachelor's Degree 2.18 0.79196
High School 1.42  0.73092
Up to 60 Credit Hours 1.50  0.78245
Volunteering  More than 60 Credit Hours 1.65  0.82706
Behavior  Associate's Degree/Undergraduate
Certificate 1.53 0.77908
Bachelor's Degree 1.78 0.82086
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Table 4.12
Naive (OLS) Models
(1) (2) 3) 4)
Benefits of Work-Life Social and Marriage and
Job/Career Balance Educational Children Values
Values

Up to 60 Credit Hours -0.214%%** -0.229%%* -0.009 -0.027
(0.043) (0.044) (0.039) (0.051)

More than 60 Credit Hours -0.276%%* -0.174%** 0.144*** -0.074
(0.049) (0.049) (0.043) (0.056)

Associate’s Degree/Undergraduate Certificate 0.017 -0.068 0.126** -0.019
(0.042) (0.043) (0.039) (0.050)

Bachelor’s Degree -0.003 -0.100* 0.208%** 0.024
(0.045) (0.045) (0.040) (0.051)

Male 0.079%** -0.098*** -0.155%%* -0.138%**
(0.021) (0.021) (0.018) (0.023)

Black/African American -0.037 0.037 0.324*** -0.132%*
(0.036) (0.037) (0.030) (0.042)

Asian or Hawaiian/Pacific Islander -0.212%%* -0.146*** 0.104** -0.130%**
(0.039) (0.037) (0.032) (0.041)

Hispanic -0.030 -0.002 0.204*** -0.078*
(0.032) (0.033) (0.028) (0.037)

Other Race -0.068 -0.042 0.065+ -0.121*
(0.047) (0.047) (0.039) (0.053)



Age

GPA for All High School Courses

Senior Year High School SES (2004)

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate/Professional Degree

Student Education Expectation: High School

Student Education Expectation: Associate’s

Student Education Expectation: Bachelor’s

Student Education Expectation: Beyond Bachelor’s

0.000
(0.017)

0.043*
(0.018)

0.035
(0.025)

-0.062+
(0.033)

-0.063
(0.040)

-0.069+
(0.040)

-0.124*
(0.050)

-0.001
(0.065)

-0.026
(0.044)

0.001
(0.036)

0.035
(0.038)

0.017
(0.018)

0.043*
(0.018)

0.018
(0.025)

0.030
(0.033)

0.055
(0.040)

0.017
(0.040)

-0.021
(0.050)

0.001
(0.065)

-0.014
(0.043)

-0.007
(0.036)

-0.026
(0.038)

0.020
(0.015)

-0.130%*
(0.016)

L0.077%%*
(0.022)

0.016
(0.029)

0.037
(0.035)

0.086*
(0.035)

0.087*
(0.044)

-0.045
(0.054)

-0.099%*
(0.037)

-0.005
(0.030)

0.119%**
(0.031)

0.030
(0.019)

0.038+
(0.020)

-0.012
(0.029)

-0.030
(0.038)

0.007
(0.044)

0.015
(0.046)

-0.027
(0.057)

0.106
(0.073)

0.162%*
(0.049)

0.112%*
(0.044)

0.185%**
(0.044)
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Parent Education Expectation: High School -0.144* -0.209%** -0.105+ -0.124+
(0.061) (0.061) (0.055) (0.070)
Parent Education Expectation: Associate’s -0.026 -0.118%** -0.126%*** -0.016
(0.043) (0.044) (0.037) (0.047)
Parent Education Expectation: Bachelor’s -0.015 -0.037 -0.098%** -0.028
(0.028) (0.029) (0.025) (0.031)
Parent Education Expectation: Beyond Bachelor’s -0.054+ -0.097** -0.030 -0.051
(0.031) (0.031) (0.026) (0.034)
Rounded Sample Size 8230 8230 8230 8230
R’ 0.026 0.015 0.067 0.017

Standard errors in parentheses; design effects used in each model

(d) for discrete change of dummy variable from 0 to 1

+ p<.10, * p<.05, ** p<.01, *** p<.001

Reference categories are- High School Education; White; Parent Education: No College; Student Education Expectation: Unsure; Parent Education Expectation:

Unsure
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Table 4.13
Propensity Score Weighted Models
(1) (2) 3) “4)
Benefits of Work-Life Social and Marriage and
Job/Career Balance Educational Children Values
Values

Up to 60 Credit Hours -0.056 -0.086 0.047 0.052
(0.098) (0.065) (0.084) (0.100)

More than 60 Credit Hours -0.025 -0.005 0.210%* 0.046
(0.098) (0.066) (0.084) (0.101)

Associate’s Degree/Undergraduate Certificate 0.214* 0.057 0.191* 0.058
(0.093) (0.060) (0.083) (0.099)

Bachelor’s Degree 0.182+ 0.093 0.250%* 0.004
(0.098) (0.074) (0.086) (0.104)

Male 0.003 -0.181%** -0.133%%* -0.136**
(0.042) (0.040) (0.037) (0.048)

Black/African American -0.046 -0.027 0.227]%** -0.415%**
(0.079) (0.082) (0.057) (0.085)

Asian or Hawaiian/Pacific Islander -0.067 -0.128* 0.149%* -0.138*
(0.067) (0.062) (0.053) (0.068)

Hispanic -0.093 -0.112+ 0.138* -0.138
(0.060) (0.062) (0.067) (0.094)

Other Race -0.071 -0.102 0.085 -0.105



Age

GPA for All High School Courses

Senior Year High School SES (2004)

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate/Professional Degree

Student Education Expectation: High School

Student Education Expectation: Associate’s

Student Education Expectation: Bachelor’s

(0.068)

0.018
(0.034)

-0.071*
(0.035)

-0.027
(0.051)

-0.027
(0.066)

0.091
(0.070)

-0.025
(0.086)

-0.055
(0.088)

0.177
(0.145)

-0.152+
(0.092)

-0.046
(0.061)

(0.063)

0.059*
(0.029)

-0.061
(0.039)

-0.078+
(0.044)

0.009
(0.063)

0.104
(0.071)

0.010
(0.071)

0.031
(0.086)

0.065
(0.148)

-0.188+
(0.105)

-0.086
(0.064)

(0.055)

-0.034
(0.029)

-0.136%**
(0.036)

0.061+
(0.036)

-0.074
(0.051)

20.012
(0.058)

-0.022
(0.062)

0.081
(0.066)

-0.372%%
(0.128)

-0.143+
(0.083)

-0.076
(0.059)

(0.074)

0.031
(0.042)

0.110%*
(0.042)

-0.028
(0.052)

-0.114
(0.079)

-0.065
(0.078)

-0.104
(0.090)

-0.086
(0.112)

-0.473*
(0.225)

0.110
(0.084)

0.047
(0.070)
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Student Education Expectation: Beyond Bachelor’s -0.036 -0.140%* 0.031 0.079
(0.064) (0.062) (0.060) (0.079)
Parent Education Expectation: High School -0.117 -0.383** -0.019 -0.018
(0.141) (0.140) (0.092) (0.150)
Parent Education Expectation: Associate’s -0.059 -0.101 0.084 0.250*
(0.093) (0.101) (0.086) (0.098)
Parent Education Expectation: Bachelor’s -0.019 -0.097* -0.045 0.051
(0.067) (0.045) (0.045) (0.060)
Parent Education Expectation: Beyond Bachelor’s -0.076 -0.155%* 0.022 0.011
(0.076) (0.054) (0.052) (0.071)
Rounded Sample Size 8230 8230 8230 8230
R’ 0.039 0.060 0.077 0.085

Standard errors in parentheses; design effects used in each model
(d) for discrete change of dummy variable from 0 to 1
+ p<.10, * p<.05, ** p<.01, *** p<.001
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Unsure
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Table 4.14
Naive (Multinomial Logistic Regression) Models for Voting and Volunteering
(D (2) 3) 4) (5) (6)
Never Voted Voted More Never Sometimes Often
Voted Once than Once Volunteered Volunteered Volunteered
Up to 60 Credit Hours -0.09] *** 0.041+ 0.050%* -0.000 -0.023 0.023
(0.023) (0.021) (0.022) (0.024) (0.020) (0.019)
More than 60 Credit -0.159%** 0.056* 0.103%** -0.055* 0.010 0.045*
Hours
(0.025) (0.024) (0.025) (0.026) (0.022) (0.021)
Associate’s -0, 13 *** 0.050%* 0.081 *** -0.017 0.001 0.016
Degree/Undergraduate
Certificate
(0.023) (0.021) (0.022) (0.023) (0.020) (0.019)
Bachelor’s Degree -0.205%** 0.082%** 0.123%* -0.134%%* 0.065%* 0.069%**
(0.024) (0.022) (0.023) (0.025) (0.021) (0.020)
Male 0.055%** -0.05 ] *** -0.004 0.0327%* -0.012 -0.020*
(0.010) (0.010) (0.011) (0.011) (0.009) (0.009)
Black/African American  -0.164%** 0.078%** 0.086*** -0.066%** -0.022 0.088***
(0.019) (0.017) (0.018) (0.018) (0.016) (0.014)
Asian or 0.164*** -0.060** -0.103%** 0.001 -0.013 0.012
Hawaiian/Pacific Islander
(0.016) (0.019) (0.020) (0.019) (0.016) (0.016)
Hispanic 0.064*** -0.017 -0.047%* 0.026 -0.049%** 0.023
(0.015) (0.017) (0.017) (0.017) (0.016) (0.014)



Other Race

Age

GPA for All High School
Courses

Senior Year High School
SES (2004)

Parent Education: Some
College

Parent Education:
Associate’s Degree

Parent Education:
Bachelor’s Degree

Parent Education:
Graduate/Professional
Degree

0.017
(0.023)

-0.003
(0.008)

-0.016+
(0.009)

-0.0771%**

(0.012)
-0.005
(0.016)
0.009
(0.019)
0.010
(0.020)

0.036

(0.025)

-0.012
(0.023)

-0.008
(0.009)

0.012
(0.009)

0.011

(0.013)
-0.001
(0.017)
0.005
(0.021)
-0.000
(0.021)

0.005

(0.026)

-0.005
(0.024)

0.011
(0.009)

0.004
(0.010)

0.059%**

(0.013)
0.006
(0.018)
-0.014
(0.021)
-0.010
(0.021)

-0.042

(0.027)

-0.019
(0.024)

-0.013
(0.009)

-0.038%*
(0.010)

-0.027*

(0.013)
-0.016

(0.018)
-0.025

(0.021)
-0.039+
(0.021)

-0.037

(0.027)

-0.010
(0.020)

0.018*
(0.007)

0.034%
(0.008)

0.029%**

(0.011)
0.003
(0.015)
0.016
(0.018)
0.005
(0.018)

-0.008

(0.022)

0.028
(0.020)

-0.004
(0.008)

0.004
(0.008)

-0.002

(0.011)
0.013
(0.015)
0.009
(0.019)
0.034+
(0.018)

0.045*

(0.022)

178



Student Education 0.005
Expectation: High School

(0.029)
Student Education 0.003
Expectation: Associate’s

(0.020)
Student Education -0.055%*
Expectation: Bachelor’s

(0.017)
Student Education -0.066***
Expectation: Beyond
Bachelor’s

(0.018)
Parent Education 0.069*
Expectation: High School

(0.027)
Parent Education 0.003
Expectation: Associate’s

(0.020)
Parent Education -0.010
Expectation: Bachelor’s

(0.014)
Parent Education -0.031*
Expectation: Beyond
Bachelor’s

(0.016)

0.014
(0.034)
-0.006
(0.022)
0.001
(0.018)

-0.004

(0.019)
-0.074*
(0.033)
-0.049%
(0.022)
-0.020
(0.014)

-0.010

(0.016)

-0.019
(0.036)
0.003
(0.024)
0.054%*
(0.019)

0.069%**

(0.020)
0.005
(0.035)
0.047*
(0.023)
0.030+
(0.015)

0.041*

(0.017)

0.085*
(0.037)
0.058*
(0.023)
0.016
(0.019)

-0.034+

(0.020)
0.013
(0.033)
-0.011
(0.023)
-0.019
(0.016)

-0.038*

(0.017)

-0.133%*
(0.038)
-0.022
(0.020)
-0.023
(0.016)

-0.017

(0.017)
-0.045
(0.032)
-0.025
(0.021)
0.004
(0.013)

0.009

(0.014)

0.048
(0.030)
-0.036+
(0.021)
0.008
(0.017)

0.0527%#*

(0.017)
0.032
(0.029)
0.036+
(0.020)
0.015
(0.013)

0.029*

(0.014)
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Rounded Sample Size 8220
Log Likelihood: Null -5232.619
Log Likelihood: Model -4986.787
Chi-Square 759.125
Pseudo R’ 0.047

8220
-5232.619
-4986.787

759.125

0.047

8220
-5232.619
-4986.787

759.125

0.047

8210
-4625.396
-4452.747

549.404

0.037

8210
-4625.396
-4452.747

549.404

0.037

8210
-4625.396
-4452.747

549.404

0.037

Marginal effects; Standard errors in parentheses; + p<.10, * p<.05, ** p<.01, *** p<.001

Reference categories are: High School Education; White; Parent Education: No College; Student Education Expectation: Unsure; Parent Education Expectation:

Unsure
Design effects used for each model
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Table 4.15
Propensity Score Weighted Model for Voting and Volunteering
(1) (2) (3) 4) (5) (6)
Never Voted Voted More Never Sometimes Often
Voted Once than Once Volunteered Volunteered Volunteered
Up to 60 Credit Hours -0.135%* 0.055 0.080* -0.013 -0.014 0.027
(0.042) (0.042) (0.041) (0.044) (0.035) (0.035)
More than 60 Credit -0.215%** 0.098* 0.116** -0.051 0.009 0.042
Hours
(0.043) (0.042) (0.041) (0.045) (0.035) (0.035)
Associate’s -0.166%** 0.081* 0.085* -0.012 -0.005 0.018
Degree/Undergraduate
Certificate
(0.042) (0.041) (0.040) (0.044) (0.034) (0.034)
Bachelor’s Degree -0.213%%** 0.109* 0.104* -0.103* 0.057 0.046
(0.047) (0.044) (0.042) (0.048) (0.037) (0.036)
Male 0.056* -0.077%** 0.021 -0.004 0.008 -0.004
(0.022) (0.020) (0.019) (0.021) (0.016) (0.017)
Black/African American -0.242%** 0.107*%** 0.135%%** -0.078* -0.020 0.098***
(0.044) (0.031) (0.033) (0.036) (0.029) (0.027)
Asian or 0.154%%** -0.066* -0.089%** 0.046 -0.026 -0.020
Hawaiian/Pacific
Islander
(0.029) (0.032) (0.031) (0.032) (0.025) (0.025)
Hispanic 0.020 0.016 -0.036 0.018 -0.057* 0.039



Other Race

Age

GPA for All High School
Courses

Senior Year High School
SES (2004)

Parent Education: Some
College

Parent Education:
Associate’s Degree

Parent Education:
Bachelor’s Degree

Parent Education:
Graduate/Professional
Degree

(0.034)

-0.010
(0.035)

-0.005
(0.015)

-0.020
(0.023)

-0.094%**

(0.023)
-0.018
(0.031)
0.020
(0.037)
0.028
(0.038)

0.034

(0.042)

(0.043)

0.014
(0.034)

0.025
(0.016)

-0.013
(0.017)

-0.007

(0.022)
0.051
(0.032)
0.019
(0.035)
0.033
(0.038)

0.051

(0.043)

(0.032)

-0.004
(0.032)

-0.020
(0.015)

0.033+
(0.017)

0.100%**

(0.022)
-0.033
(0.028)
-0.039
(0.033)
-0.062+
(0.035)

-0.085*

(0.039)

(0.037)

-0.026
(0.035)

0.031+
(0.017)

-0.083%***

(0.019)

-0.035

(0.023)
0.042
(0.033)
-0.005
(0.035)
-0.002
(0.039)

0.009

(0.043)

(0.028)

-0.043
(0.027)

0.001
(0.012)

0.047%%*
(0.013)

0.035+

(0.020)
-0.029
(0.025)
0.018
(0.030)
-0.028
(0.034)

-0.041

(0.037)

(0.025)

0.069%*
(0.027)

-0.032*
(0.013)

0.035*
(0.014)

0.000

(0.018)
-0.013
(0.025)
-0.013
(0.028)
0.030
(0.030)

0.032

(0.033)
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Student Education -0.108+ 0.225%* -0.117 0.202+ -0.130 -0.071
Expectation: High School

(0.064) (0.079) (0.077) (0.107) (0.081) (0.064)
Student Education -0.077 0.045 0.032 0.041 -0.026 -0.015
Expectation: Associate’s

(0.052) (0.041) (0.044) (0.049) (0.038) (0.037)
Student Education -0.113%* 0.050+ 0.063* -0.016 -0.009 0.025
Expectation: Bachelor’s

(0.034) (0.030) (0.032) (0.035) (0.027) (0.027)
Student Education -0.132%%* 0.060+ 0.072%* -0.033 -0.020 0.052*
Expectation: Beyond
Bachelor’s

(0.033) (0.032) (0.032) (0.035) (0.027) (0.026)
Parent Education 0.006 -0.008 0.002 -0.058 0.006 0.051
Expectation: High School

(0.043) (0.066) (0.062) (0.063) (0.059) (0.057)
Parent Education 0.084 -0.134%* 0.050 0.014 -0.020 0.006
Expectation: Associate’s

(0.052) (0.047) (0.044) (0.054) (0.043) (0.040)
Parent Education 0.021 -0.031 0.010 0.010 0.007 -0.017
Expectation: Bachelor’s

(0.026) (0.024) (0.030) (0.030) (0.022) (0.030)
Parent Education 0.005 -0.024 0.019 -0.010 0.013 -0.003
Expectation: Beyond
Bachelor’s

(0.033) (0.028) (0.033) (0.034) (0.027) (0.030)
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Rounded Sample Size 8220 8220 8220 8210 8210 8210
Log Likelihood: Null -46102.420  -46102.420 -46102.420 -39238.422 -39238.422 -39238.422
Log Likelihood: Model -42585.450  -42585.450 -42585.450 -37574.759 -37574.759 -37574.759
Chi-Square 373.512 373.512 373.512 292.392 292.392 292.392
Pseudo R’ 0.076 0.076 0.076 0.042 0.042 0.042

Marginal effects; Standard errors in parentheses; + p<.10, * p<.05, ** p<.01, *** p<.001

Reference categories are- High School Education; White; Parent Education: No College; Student Education Expectation: Unsure; Parent Education Expectation:
Unsure

Design effects used for each model
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APPENDIX A

Physical and Material Well-being

a. Material comforts — things like a desirable home, good food, possessions, conveniences, and
increasing income, and security of the future.

b. Health and personal safety — to be physically fit and vigorous, to be free from anxiety and
distress, and to avoid bodily harm.

Relations with Other People

c. Relationship with your parents, brothers, sisters, and other relatives — things like
communicating, visiting, understanding, doing things, and helping and being helped by them.

d. Having and raising children — this involves being a parent and helping, teaching, and caring
for your children.

e. Close relationship with a husband/wife/a person of the opposite sex [same sex also included in
this study due to changes in societal norms].

f. Close friends — sharing activities, interests, and views; being accepted, visiting, giving and
receiving help, love, trust, support, guidance.

Social, Community, and Civic Activities

g. Helping and encouraging others — this includes adults or children other than relatives or close
friends; these can be your own efforts or efforts as a member of some church, club, or volunteer

group.
h. Participation in activities relating to local and national government and public affairs.

Personal Development and Fulfillment

1. Learning, attending school, improving your understanding, or getting additional knowledge.

j. Understanding yourself and knowing your assets and limitations, knowing what life is all about
and making decisions on major life activities; for some people, this includes religious or spiritual
experiences; for others, it is an attitude toward life or a philosophy.

k. Work in a job or at home that is interesting, rewarding, worthwhile.

1. Expressing yourself in a creative manner in music, art, writing, photography, practical
activities, or in leisure-time activities.

Recreation
m. Socializing — meeting other people, doing things with them, and giving or attending parties.
n. Reading, listening to music, or observing sporting events or entertainment.

o. Participation in active recreation — such as sports, traveling and sightseeing, playing games or
cards, singing, dancing, playing an instrument, acting, and other such activities.

(Flanagan, 1978, p.141)
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APPENDIX B
Table B.1
Variables Used in Study: ELS Survey Items
{:nz(;ependent Variables (BY, F, Egnsl (i;l ey Contributions to Dependent Variables (F3) ELS Survey Item(s)
Age FIDOB R Whether R supervises other in current/most recent job F3B20
Race/Ethnicity F1IRACE Level of autonomy in current/most recent job F3B23
glég)School Socioeconomic Status FI1SESIR Aspects of current/most recent job: Job security F3B25A
Sex FISEX Aspect§ of current/most recent job: Opportunity to learn F3B25B
new things
Parent Education F1IPARED Aspects of current/most recent job: New challenges F3B25D
Parent Educational Expectations BYP81 Aspects of current/most recent job: Useful for society F3B25F
Student Educational Expectations ~ FISTEXP ;\cstli)\?iﬁzs()f current/most recent job: Time for leisure F3B25E
High School GPA F1RGP Aspects of current/most recent job: Work-family balance F3B25G
Values: Having strong friendships F3D53C
Values: Helping other people in community F3D53D
.Values:. Worklng to correct social and economic F3AD53G
inequalities
Values: Being an expert in field of work F3D53J
Values: Having a good education F3D53K
Values: Having right person to marry/happy family life F3D53A
Values: Having children F3D53H

Voting Behaviors
Volunteering Behaviors

Educational Attainment

F3D37; F3D38;
F3D39

F3D40; F3D42
F3ATTAINMENT;
F3TZPOSTERN
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APPENDIX C

Table C.1
Polychoric Correlation Coefficients Among EFA Variables

F3B20  F3B23  F3B25A F3B25B F3B25D F3B25E F3B25F F3B25G  F3D53A  F3D53C  F3D53D  F3D53G  F3D53H  F3D53)  F3D53K
F3B20 1.0000
F3B23 0.3168  1.0000
F3B25A 0.2107  0.1987 1.0000
F3B25B 0.2120  0.2640 0.4972 1.0000
F3B25D 0.2413  0.2791 0.4344 0.8268 1.0000
F3B25E  -0.0236  0.1824 0.3132 0.2965 0.2717 1.0000
F3B25F 0.1217  0.2025 0.3987 0.5941 0.6065 0.3882 1.0000
F3B25G  -0.0184  0.1826 0.3816 0.3950 0.3474 0.6962  0.4851 1.0000
F3D53A 0.0129  0.0294 0.1208 0.1137 0.0956 0.0491 0.1164 0.1028 1.0000
F3D53C 0.0580  0.0607 0.0769 0.1030 0.1098 0.0934  0.1138 0.0864 0.3493 1.0000
F3D53D 0.0252  0.0345 0.0099 0.0879 0.0930 0.0296  0.2050 0.1026 0.2374 0.4207 1.0000
F3D53G 0.0322  -0.0196 0.0102 0.0554 0.0582 0.0210  0.1612 0.0740 0.1063 0.2192 0.5771 1.0000
F3D53H 0.0293  0.0226 0.1174 0.1094 0.1058 0.0490  0.1083 0.1110 0.6442 0.2309 0.2491 0.1577 1.0000
F3D53] 0.1069  0.0722 0.0764 0.1791 0.1788 0.0264  0.1560 0.0550 0.1131 0.1684 0.3005 0.3380 0.1071 1.0000
F3D53K ~ -0.0188 -0.0374 0.0414 0.0885 0.0866  -0.0009  0.1603 0.0674 0.1997 0.2210 0.3781 0.3850 0.2069  0.5557 1.0000
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Scree plot of eigenvalues after factor

Eigenvalues

Number

Figure C.1
Scree Plot of Eigenvalues for EFA



Table D.1

Propensity Scores Based on Covariates in Model

APPENDIX D

Educational Attainment Demographics Academic Achievement

Outcome Level of Treatment Treatment Effect SD Treatment Effect SD Treatment Effect SD
High School 0.047 0.040 0.035 0.045 0.036 0.047
Benefits of Up to 60 Credit Ho‘urs -0.202%** 0.051 -0.190** 0.055 -0.195%** 0.057
Job/Career More than 60 Credit Hours -0.256%*** 0.055 -0.244** 0.060 -0.258*** 0.074
Associate's Degree/Undergraduate Certificate 0.022 0.048 0.032 0.053 0.033 0.056
Bachelor's Degree 0.045 0.044 0.057 0.050 0.125 0.096
High School 0.086* 0.041 0.107* 0.044 0.102* 0.046
Work-Life Up to 60 Credit Ho‘urs -0.192%** 0.052 -0.212%** 0.054 -0.216%** 0.057
Balance More than 60 Credit Hours -0.157** 0.055 -0.187** 0.059 -0.167* 0.073
Associate's Degree/Undergraduate Certificate -0.027 0.050 -0.059 0.053 -0.051 0.056
Bachelor's Degree -0.066 0.045 -0.085 0.050 0.051 0.120
High School -0.133%** 0.041 -0.104* 0.044 -0.108* 0.048
Social and Up to 60 Credit Hours 0.062 0.049 0.033 0.050 0.023 0.055
Educational More than 60 Credit Hours 0.163** 0.052 0.141%** 0.054 0.205%%* 0.061
Values Associate's Degree/Undergraduate Certificate 0.164%** 0.048 0.131** 0.050 0.144** 0.055
Bachelor's Degree 0. 171 %% 0.044 0. 171 *%* 0.048 0.266%** 0.074
High School -0.073 0.049 -0.069 0.054 -0.056 0.062
Marriage and Up to 60 Credit Ho‘urs 0.023 0.060 0.019 0.064 0.011 0.071
Children More than 60 Credit Hours 0.000 0.065 -0.003 0.071 -0.028 0.087
Associate's Degree/Undergraduate Certificate 0.072 0.057 0.044 0.063 0.024 0.071
Bachelor's Degree 0.139** 0.053 0.108+ 0.060 -0.150 0.208
High School 1.651#** 0.038 1.649%** 0.038 1.638%** 0.041
Voting Up to 60 Credit Ho‘urs 0.248%** 0.046 0.250%** 0.047 0.256%** 0.050
Behavior More than 60 Credit Hours 0.424 %% 0.050 0.444 %% 0.051 0.419%** 0.062
Associate's Degree/Undergraduate Certificate 0.331%** 0.045 0.324%** 0.046 0.326*** 0.050
Bachelor's Degree 0.532%** 0.042 0.542%** 0.043 0.471%** 0.078
High School 1.418%** 0.034 1.441%** 0.038 1.439%** 0.042
. Up to 60 Credit Hours 0.084* 0.042 0.061 0.045 0.057 0.049

Volunteering M . - . "

Behavior ore than 60 Credit Hours 0.234 0.047 0.220 0.051 0.149 0.061
Associate's Degree/Undergraduate Certificate 0.108** 0.041 0.083+ 0.045 0.059 0.049
Bachelor's Degree 0.366*** 0.038 0.349%** 0.043 0.271* 0.108

Table D.1 continues onto second page with the fourth and fifth columns, representing the fourth and fifth iterations of variables used



Table D.1 Continued
Propensity Scores Based on Covariates in Model (Continued)

Parent Characteristics

Educational Expectations

Outcome Level of Treatment Treatment Effect SD Treatment Effect SD
High School 0.028 0.051 -0.020 0.064
Benefits of Up to 60 Credit Ho_urs -0.187** 0.060 -0.139+ 0.072
Job/Career More than 60 Credit Hours -0.243%* 0.080 -0.129 0.090
Associate's Degree/Undergraduate Certificate 0.041 0.059 0.093 0.071
Bachelor's Degree 0.149 0.128 0.166 0.200
High School 0.106* 0.048 0.059 0.057
Work-Life Up to 60 Credit Ho_urs -0.220%** 0.058 -0.173** 0.066
Balance More than 60 Credit Hours -0.152% 0.077 -0.061 0.088
Associate's Degree/Undergraduate Certificate -0.053 0.057 0.000 0.065
Bachelor's Degree 0.146 0.158 0.222 0.224
High School -0.114* 0.049 -0.074 0.051
Social and Up to 60 Credit Hours 0.029 0.056 -0.011 0.057
Educational More than 60 Credit Hours 0.213%%** 0.064 0.173* 0.068
Values Associate's Degree/Undergraduate Certificate 0.151** 0.056 0.119* 0.058
Bachelor's Degree 0.323** 0.113 0.277* 0.136
High School -0.079 0.067 -0.055 0.067
Marriage and Up to 60 Credit Ho_urs 0.034 0.076 0.011 0.076
Children More than 60 Credit Hours -0.015 0.094 0.001 0.094
Associate's Degree/Undergraduate Certificate 0.048 0.076 0.020 0.076
Bachelor's Degree -0.137 0.276 -0.305 0.389
High School 1.667*** 0.045 1.717%*% 0.055
Voting Up to 60 Credit Ho_urs 0.227%*** 0.053 0.177** 0.061
Behavior More than 60 Credit Hours 0.360%** 0.069 0.308*** 0.078
Associate's Degree/Undergraduate Certificate 0.295%** 0.053 0.251%** 0.061
Bachelor's Degree 0.359** 0.117 0.251+ 0.139
High School 1.442%*%* 0.044 1.514%** 0.052
Volunteering Up to 60 Credit Ho_urs 0.054 0.051 -0.018 0.058
Behavior More than 60 Credit Hours 0.131* 0.066 0.049 0.075
Associate's Degree/Undergraduate Certificate 0.056 0.051 -0.009 0.059
Bachelor's Degree 0.181 0.141 0.003 0.173

Note: Each column of covariates contains the covariates from the previous column
+ p<.10, * p<.05, ** p<.01, *** p<.001



Table E.1
Balancing Scores for Factors 1-4 (N=8,230)

APPENDIX E

Standardized Differences

Variables Raw Weighted
Up to 60 Credit Hours

Male -0.260 -0.007
Black/African American 0.114 0.012
Asian or Hawaiian/Pacific Islander 0.117 0.059
Hispanic 0.054 0.013
Other Race -0.059 -0.030
GPA for All High School Courses 0.319 0.123
Age -0.206 -0.030
Senior Year High School SES 0.352 0.087
Parent Education: Some College -0.025 -0.030
Parent Education: Associate’s Degree 0.060 -0.011
Parent Education: Bachelor’s Degree 0.184 -0.008
Parent Education: Graduate or Professional Degree 0.185 0.068
Student Education Expectations: High School -0.473 -0.014
Student Education Expectations: Associate’s -0.173 -0.040
Student Education Expectations: Bachelor’s 0.406 -0.003
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Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School

Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

More than 60 Credit Hours
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School

0.358
-0.471
-0.265

0.170

0.276

-0.290
0.043
0.316

-0.099

-0.138
1.066

-0.393
0.802

-0.138

-0.059
0.421
0.465

-0.611

-0.549
0.414
0.867

-0.604

0.048
-0.028
-0.017

0.037

0.002

-0.023
-0.004
0.035
0.009
-0.026
-0.009
-0.032
0.047
0.014
0.053
-0.005
0.004
-0.017
0.065
-0.011
-0.025
0.040

192



Parent Education Expectations: Associate’s
Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

Associate's Degree/Undergraduate Certificate
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

-0.477
0.176
0.578

-0.477
0.068
0.144

-0.019

-0.102
0.686

-0.262
0.417

-0.046
0.056
0.207
0.209

-0.520

-0.098
0.354
0.430

-0.474

-0.256
0.196

-0.018
0.047
-0.068

0.000
0.019
0.052
0.021
-0.024
0.110
-0.016
0.087
-0.017
-0.026
-0.011
0.069
-0.003
-0.056
-0.011
0.052
-0.031
-0.032
0.036
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Parent Education Expectations: Beyond Bachelor’s

Bachelor's Degree
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

0.248

-0.352
-0.139
0.311
-0.233
-0.161
1.762
-0.455
1.217
-0.258
-0.121
0.477
0.681
-0.677
-0.754
0.431
1.079
-0.678
-0.654
0.246
0.696

0.021

-0.293

0.545
-0.010
-0.126
-0.137
-0.592

0.476
-0.379

0.233
-0.118
-0.212
-0.093

0.549
-0.044
-0.308
-0.190
-0.073

0.214
-0.270
-0.092

Note. All listed scores are in comparison to the control treatment group: No College
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Table E.2
Balancing Scores for Voting Behavior (N=8,22(0)

Standardized Differences

Variables Raw Weighted
Up to 60 Credit Hours

Male -0.260 -0.007
Black/African American 0.112 0.013
Asian or Hawaiian/Pacific Islander 0.117 0.059
Hispanic 0.057 0.012
Other Race -0.062 -0.029
GPA for All High School Courses 0.318 0.121
Age -0.209 -0.028
Senior Year High School SES 0.354 0.085
Parent Education: Some College -0.028 -0.028
Parent Education: Associate’s Degree 0.059 -0.010
Parent Education: Bachelor’s Degree 0.190 -0.013
Parent Education: Graduate or Professional Degree 0.185 0.069
Student Education Expectations: High School -0.468 -0.011
Student Education Expectations: Associate’s -0.174 -0.039
Student Education Expectations: Bachelor’s 0.403 -0.001
Student Education Expectations: Beyond Bachelor’s 0.361 0.044
Parent Education Expectations: High School -0.469 -0.025
Parent Education Expectations: Associate’s -0.267 -0.017

Parent Education Expectations: Bachelor’s 0.167 0.039



Parent Education Expectations: Beyond Bachelor’s

More than 60 Credit Hours
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

0.274

-0.290
0.041
0.315

-0.097

-0.139
1.065

-0.395
0.803

-0.141

-0.061
0.428
0.464

-0.606

-0.551
0.412
0.871

-0.603

-0.479
0.173
0.577

0.002

-0.023
-0.004
0.035
0.009
-0.025
-0.010
-0.030
0.046
0.016
0.054
-0.009
0.005
-0.015
0.065
-0.009
-0.029
0.041
-0.017
0.050
-0.068
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Associate's Degree/Undergraduate Certificate
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

-0.475
0.066
0.144

-0.016

-0.105
0.684

-0.264
0.417

-0.051
0.054
0.214
0.209

-0.515

-0.102
0.353
0.434

-0.472

-0.257
0.192
0.245

0.000
0.020
0.051
0.020
-0.023
0.108
-0.014
0.085
-0.015
-0.024
-0.017
0.070
0.000
-0.056
-0.009
0.048
-0.029
-0.032
0.039
0.020
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Bachelor's Degree
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

-0.351
-0.141
0.309
-0.230
-0.163
1.760
-0.456
1.218
-0.260
-0.122
0.484
0.680
-0.673
-0.756
0.430
1.082
-0.677
-0.656
0.243
0.696

-0.291

0.541
-0.009
-0.125
-0.133
-0.587

0.474
-0.378

0.230
-0.116
-0.214
-0.091

0.546
-0.042
-0.304
-0.192
-0.072

0.215
-0.266
-0.091

Note. All listed scores are in comparison to the control treatment group: No College
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Table E.3

Balancing Scores for Volunteering Behavior (N=8,210)

Standardized Differences

Variables Raw Weighted
Up to 60 Credit Hours

Male -0.259 -0.004
Black/African American 0.113 0.011
Asian or Hawaiian/Pacific Islander 0.122 0.068
Hispanic 0.054 0.013
Other Race -0.059 -0.031
GPA for All High School Courses 0.319 0.124
Age -0.204 -0.027
Senior Year High School SES 0.353 0.088
Parent Education: Some College -0.025 -0.031
Parent Education: Associate’s Degree 0.058 -0.011
Parent Education: Bachelor’s Degree 0.184 -0.009
Parent Education: Graduate or Professional Degree 0.189 0.074
Student Education Expectations: High School -0.474 -0.015
Student Education Expectations: Associate’s -0.173 -0.041
Student Education Expectations: Bachelor’s 0.409 0.001
Student Education Expectations: Beyond Bachelor’s 0.357 0.047
Parent Education Expectations: High School -0.471 -0.028
Parent Education Expectations: Associate’s -0.266 -0.019

Parent Education Expectations: Bachelor’s 0.171 0.040



Parent Education Expectations: Beyond Bachelor’s

More than 60 Credit Hours
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

0.275

-0.291
0.040
0.323

-0.099

-0.138
1.070

-0.391
0.808

-0.140

-0.059
0.422
0.471

-0.611

-0.549
0.416
0.867

-0.605

-0.477
0.180
0.575

0.002

-0.021
-0.003
0.043
0.010
-0.028
-0.010
-0.027
0.048
0.014
0.053
-0.006
0.009
-0.017
0.066
-0.010
-0.027
0.039
-0.018
0.051
-0.074
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Associate's Degree/Undergraduate Certificate
Male

Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

Bachelor's Degree
Male

-0.477
0.068
0.151

-0.018

-0.102
0.686

-0.261
0.417

-0.047
0.055
0.206
0.216

-0.520

-0.099
0.357
0.429

-0.474

-0.255
0.196
0.248

-0.351

0.003
0.018
0.060
0.021
-0.025
0.111
-0.013
0.087
-0.018
-0.026
-0.012
0.075
-0.003
-0.058
-0.008
0.052
-0.031
-0.033
0.038
0.021

-0.292

201



Black/African American

Asian or Hawaiian/Pacific Islander

Hispanic

Other Race

GPA for All High School Courses

Age

Senior Year High School SES

Parent Education: Some College

Parent Education: Associate’s Degree

Parent Education: Bachelor’s Degree

Parent Education: Graduate or Professional Degree
Student Education Expectations: High School
Student Education Expectations: Associate’s
Student Education Expectations: Bachelor’s
Student Education Expectations: Beyond Bachelor’s
Parent Education Expectations: High School
Parent Education Expectations: Associate’s

Parent Education Expectations: Bachelor’s

Parent Education Expectations: Beyond Bachelor’s

-0.142
0.318
-0.233
-0.161
1.762
-0.455
1.218
-0.258
-0.121
0.477
0.685
-0.678
-0.754
0.434
1.079
-0.679
-0.654
0.249
0.694

0.548
-0.004
-0.127
-0.140
-0.595

0.481
-0.382

0.232
-0.120
-0.214
-0.089

0.551
-0.048
-0.306
-0.193
-0.075

0.214
-0.270
-0.092

Note. All listed scores are in comparison to the control treatment group: No College
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