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This research examines the effects of social capital on the development of knowledge, skills, 
and attitudes among a sample of undergraduate university students. A theoretical model 
containing 14 variables including university and social background, social capital, time 
management, and educational attainment is presented. The data obtained from question­
naires completed by 269 undergraduate students in the Faculty of Education at a western 
Canadian university are used to test the model. Structural equation modeling tests the 
relationships among the variables. The results indicate that when other variables are taken 
into account, students' perceptions of social capital resources have direct and indirect effects 
on their developing self-concepts and their educational achievement. Students' perceptions of 
support, specifically support derived from interactions with other students, are an important 
resource that relates positively to their academic self-concepts and their grades. 

Cette recherche etudie les effets du capital social sur le developpement de connaissances, 
d'habiletes et d'attitudes d'un echantillon d'etudiants du premier cycle. Dans cet article, les 
auteurs presentent un modele theorique compose de 14 variables dont la formation universi­
täre, le contexte social, le capital social, lagestion du temps et le niveau de connaissance. Ce 
modele est mis ä I'epreuve par les resultats des questionnaires completes par 269 etudiants du 
premier cycle ä lafaculte d'education d'une universite dans l'Ouest du Canada. On a teste 
les rapports entre les variables par le biais de la modelisation par equation structurelle. Les 
resultats indiquent que, lorsqu'on tient compte d'autres variables, les perceptions qu'ont les 
etudiants des ressources de capital social agissent directement et indirectement sur le deve­
loppement de leur concept de soi et sur leur niveau de connaissance. Les perceptions des 
etudiants sur 1'appui, surtout celui decoulant de leur contact avec d'autres etudiants, 
constituent une ressource importance qui a une influence positive sur leur concept de soi et 
sur leurs notes. 
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U n i v e r s i t i e s exist to create a n d disseminate k n o w l e d g e t h r o u g h the act ivit ies of 
teaching , research, a n d service ( A s s o c i a t i o n of U n i v e r s i t i e s a n d C o l l e g e s of 
C a n a d a , 1992; Roberts & C l i f t o n , 1991; S m i t h , 1991; T a n , 1986). In this m i s s i o n 
the process of e d u c a t i n g s tudents is central because students are the carriers of 
the e n h a n c e d h u m a n capi ta l generated t h r o u g h n e w k n o w l e d g e , s k i l l s , a n d 
at t i tudes ( B i d w e l l , 1989). T o f u l f i l their m a n d a t e a n d to achieve the i m p o r t a n t 
g o a l of e d u c a t i n g s tudents , a l l faculties i n univers i t i es need to u n d e r s t a n d the 
r e l a t i o n s h i p b e t w e e n the e d u c a t i o n a l c o n d i t i o n s i n their uni ts a n d the attain­
m e n t of s tudents . 

M a n y educators be l ieve that educat iona l e n v i r o n m e n t s that are c h a l l e n g i n g 
a n d s u p p o r t i v e facil i tate s tudents ' e d u c a t i o n a l achievement ( C l i f t o n & Roberts , 
1993; E v a n s - H a r v e y , 1995; K l e i n f e l d , 1975). Soc ia l cap i ta l theory p r o v i d e s a 
c o n c e p t u a l f r a m e w o r k for u n d e r s t a n d i n g h o w s tudents ' percept ions of these 
t w o c o n d i t i o n s contr ibute to their e d u c a t i o n a l a t ta inment a n d s u p p o r t their 
d e v e l o p m e n t of n e w k n o w l e d g e , s k i l l s , a n d att i tudes. T h i s s t u d y of u n d e r ­
g r a d u a t e s tudents c o n c e p t u a l l y a n d e m p i r i c a l l y examines h o w soc ia l cap i ta l i n 
a facu l ty of e d u c a t i o n affects the educa t iona l a t ta inment of s tudents . 

Social Capital in the University 
U n i v e r s i t y s tudents h a v e at least three types of resources or capi ta l that they 
c a n use to achieve their e d u c a t i o n a l goals . F i n a n c i a l capi ta l consists of m o n e y 
that is n e e d e d to p a y t u i t i o n fees, purchase books , a n d s u p p o r t d a i l y l i v i n g . 
H u m a n capi ta l is the a b i l i t y a n d m o t i v a t i o n of s tudents themselves a n d the 
interest a n d m o t i v a t i o n of professors w h o engage i n the creat ion a n d d i s s e m i ­
n a t i o n of k n o w l e d g e that they share w i t h s tudents . Socia l capi ta l consists of 
exchanges that arise t h r o u g h the interact ions be tween students a n d professors 
a n d a m o n g students as they cooperate i n l e a r n i n g the mater ia l . 

A c c o r d i n g to C o l e m a n (1988, 1990) a n d others (Granovetter , 1985; Portes , 
1998), soc ia l capi ta l is e m b e d d e d i n the socia l relat ions i n socia l structures. 
C o l e m a n (1988) ar t i cu la ted f o u r propert ies of socia l s t ruc tures—closure , 
s tab i l i ty , shared i d e o l o g y , a n d c o n d i t i o n s of dependence—that are c o n d u c i v e 
to the d e v e l o p m e n t of soc ia l capi ta l , a n d four aspects of socia l c a p i t a l — o b l i g a ­
t ions a n d expectat ions, i n f o r m a t i o n exchange, n o r m s a n d sanct ions, a n d a u ­
t h o r i t y re la t ions—that can exist i n socia l relat ions as resources. T h a t is , he 
p r o p o s e d that w h e n there exists a n e t w o r k of interact ions a m o n g i n d i v i d u a l s , 
w h e n these interact ions occur over t ime, a n d w h e n i n d i v i d u a l s share goals a n d 
w o r k i n t e r d e p e n d e n t l y , social capi ta l is generated. F u r t h e r m o r e , soc ia l cap i ta l 
takes the f o r m of shared obl igat ions a n d expectat ions, i n f o r m a t i o n exchange, 
the d e v e l o p m e n t of n o r m s a n d sanct ions that g u i d e behavior , a n d the ass ign­
m e n t of a u t h o r i t y re la t ionships that facilitate the achievement of goals . These 
f o r m s of soc ia l capi ta l are u n i v e r s a l , but they are expressed i n u n i q u e w a y s i n 
d i f ferent soc ia l contexts s u c h as fami l ies , c o m m u n i t i e s , schools a n d univers i t i es 
( C o l e m a n , 1993; H o f f e r t h , Bois jo ly , & D u n c a n , 1998). T e a c h m a n , Paasch , a n d 
C a r v e r (1997) descr ibe socia l capi ta l as represent ing "resources that res ide i n 
funct ion-spec i f i c re la t ionships i n w h i c h i n d i v i d u a l s are e m b e d d e d " (p. 1344). 

Soc ia l c a p i t a l can be a p p l i e d to u n i v e r s i t y students because u n i v e r s i t y e d u ­
ca t ion is a soc ia l enterprise i n w h i c h students d e v e l o p funct ion-spec i f i c re la ­
t i o n s h i p s w i t h u n i v e r s i t y personne l , i n c l u d i n g professors , teaching assistants, 
a n d so for th , a n d w i t h other students . Ef fect ive univers i t i es p r o v i d e a l e a r n i n g 
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e n v i r o n m e n t that is r i c h i n soc ia l capi ta l that facilitates the changes students 
m u s t m a k e i n o r d e r to achieve their educa t iona l goals . A n i m p o r t a n t f u n c t i o n 
of soc ia l r e l a t i o n s h i p s i n a u n i v e r s i t y is to chal lenge inte l lec tual ly a n d to p r o ­
v i d e soc ia l s u p p o r t for s tudents . Therefore , s tudents ' percept ions of the cha l ­
lenge (e.g., course expectat ions) a n d s u p p o r t (e.g., i n f o r m a t i o n exchange) they 
receive f r o m facul ty , other s tudents , a n d adminis t ra tors are socia l cap i ta l 
resources. These resources inf luence s tudents ' behaviors a n d their e d u c a t i o n a l 
a t ta inment b y fac i l i t a t ing the changes they m u s t m a k e i n order to acquire n e w 
k n o w l e d g e , s k i l l s , a n d att i tudes (Etcheverry, 1997). That is , w h e n students are 
c h a l l e n g e d a n d s u p p o r t e d b y professors a n d b y each other, they are m o r e 
l i k e l y to change (Bredemeier & Bredemeier , 1978; B r i m , 1966; C l i f t o n & 
Roberts , 1993; K l e i n f e l d , 1975). H a v i n g c h a l l e n g i n g experiences is a n i m p o r t a n t 
prerequis i t e for the changes s tudents are expected to m a k e . The expectat ions 
a n d reactions of professors a n d other students g u i d e these changes. F o r ex­
a m p l e , if s tudents are expected to learn the m e a n i n g of n e w concepts a n d to be 
able to speak a n d w r i t e about t h e m m e a n i n g f u l l y , they w i l l be cha l l enged . 
F u r t h e r m o r e , if they w a n t p o s i t i v e eva luat ions they w i l l be m o t i v a t e d to learn 
the concepts . Ef fec t ive e d u c a t i o n p r o g r a m s in univers i t i es chal lenge students 
to l e a r n a d v a n c e d or s p e c i a l i z e d k n o w l e d g e , s k i l l s , a n d att i tudes. S i m i l a r l y , 
s u p p o r t f r o m f a c u l t y m e m b e r s a n d other s tudents also facilitates s tudents ' 
change. L i s t e n i n g , a d v i s i n g , g u i d i n g , a n d e n c o u r a g i n g are a l l aspects of the 
s u p p o r t that facu l ty m e m b e r s p r o v i d e to s tudents , a n d these can mot ivate 
t h e m to keep w o r k i n g o n d i f f i c u l t inte l lectual issues. F o r e x a m p l e , professors 
c a n a n s w e r s t u d e n t s ' quest ions , advise t h e m o n h o w to direct their efforts, a n d 
g i v e t h e m feedback a n d h e l p . Students can also h e l p each other to u n d e r s t a n d 
d i f f i c u l t concepts a n d the professors ' expectat ions b y d i s c u s s i n g a n d e x c h a n g ­
i n g i n f o r m a t i o n a m o n g themselves . 

Because the a c q u i s i t i o n of n e w k n o w l e d g e , s k i l l s , a n d att i tudes i n v o l v e s 
change o n the par t of s tudents , the l i n k be tween the chal lenges a n d s u p p o r t 
p r o v i d e d i n the e d u c a t i o n a l e n v i r o n m e n t a n d the actions of s tudents is i m p o r ­
tant. A l t h o u g h a cons iderable a m o u n t of e d u c a t i o n a l a t ta inment a n d profes­
s i o n a l s o c i a l i z a t i o n l i terature has i d e n t i f i e d both i n s t i t u t i o n a l a n d i n d i v i d u a l 
factors that are i m p o r t a n t i n the e d u c a t i o n a l process ( A s t i n , 1993; B i d w e l l , 
1989; C o l e m a n , 1990; M e r t o n , 1982; Pascarel la & T e r e n z i n i , 1991; S i m p s o n , 
1979; W e i d m a n , 1989; Z e i c h n e r & G o r e , 1990), f ew researchers have e m p i r i c a l l y 
m e a s u r e d a n d tested re la t ionships be tween these factors. In this s t u d y , 
s tudents ' percept ions of the chal lenge a n d the s u p p o r t they receive i n their 
e d u c a t i o n p r o v i d e l i m i t e d but m e a n i n g f u l assessment of the social capi ta l 
resources ava i lab le to t h e m i n the u n i v e r s i t y e n v i r o n m e n t . 

The Theoretical Model 
F i g u r e 1 out l ines the theoret ical m o d e l that guides the e x a m i n a t i o n of soc ia l 
cap i ta l var iab les , spec i f i ca l ly chal lenge a n d s u p p o r t , i n the context of an e d u c a ­
t i o n a l a t ta inment m o d e l . T h i s m o d e l inc lude s a n u m b e r of measures of u n i v e r ­
s i ty b a c k g r o u n d , social b a c k g r o u n d , socia l capi ta l , s tudent effort, a n d 
e d u c a t i o n a l a t ta inment . It is s i m i l a r to other e d u c a t i o n a l a t ta inment m o d e l s 
that h a v e e n c o m p a s s e d b o t h ins t i tu t iona l and i n d i v i d u a l var iables ( A s t i n , 1993; 
B i d w e l l , 1989; C o l e m a n , 1990; M e r t o n , 1982; Pascarel la & T e r e n z i n i , 1991; 
S i m p s o n , 1979; W e i d m a n , 1989; Z e i c h n e r & G o r e , 1990). U n i q u e to this m o d e l , 
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U N I V E R S I T Y A N D S O C I A L 
B A C K G R O U N D 

S O C I A L C A P I T A L Ї М Е M A N A G E M E N T E D U C A T I O N A L 
A T T A I N M E N T 

Credit Hours 
Years of University 

Gender(F=l. M=2) 
Age 
Parents' Education 

Figure 1. The theoretical model. 

h o w e v e r , is the i n c l u s i o n of measures of the socia l capi ta l var iables that p r o ­
v i d e w a y s of t h i n k i n g about a n d m e a s u r i n g the u n i v e r s i t y e n v i r o n m e n t . 

T h e f irst set of var iab les i n the m o d e l i n c l u d e s the u n i v e r s i t y a n d soc ia l 
b a c k g r o u n d var iab les . The u n i v e r s i t y b a c k g r o u n d var iables credit hours a n d 
years of university relate to s tudents ' i n v o l v e m e n t i n the socia l s tructure of the 
u n i v e r s i t y . S tudents w h o are e n r o l l e d i n m o r e credit h o u r s a n d i n senior years 
are expected to h a v e m o r e p o s i t i v e academic self-concepts a n d h i g h e r grade 
p o i n t averages t h a n those w h o are e n r o l l e d i n f e w e r credit h o u r s a n d are i n 
j u n i o r years . T h e soc ia l b a c k g r o u n d var iables gender, age, and parents' education 
relate to i n d i v i d u a l characterist ics of s tudents that m a y inf luence their percep­
t ions of soc ia l capi ta l p r o v i d e d b y the i n s t i t u t i o n a n d their educa t iona l at tain­
m e n t . E a r l i e r research suggests that m e n a n d w o m e n m a y di f fer i n their 
percept ions of cha l lenge a n d s u p p o r t ( C l i f t o n , 1997). S tudents ' ages a n d their 
parents ' e d u c a t i o n leve l m a y also in f luence their soc ia l iza t ion a n d their percep­
t ions of the chal lenges a n d the s u p p o r t they receive ( A s t i n , 1993; Pascarel la & 
T e r e n z i n i , 1991). O l d e r s tudents h a v e been s h o w n to achieve h i g h e r grade 
p o i n t averages t h a n y o u n g e r s tudents ( C l i f t o n , 1997; M e t z n e r & Bean, 1987) 
a n d so age needs to be taken in to account w h e n e x a m i n i n g the effects of socia l 
c a p i t a l o n e d u c a t i o n a l at ta inment . Parents ' e d u c a t i o n also has been s h o w n to 
affect e d u c a t i o n a l achievement . P a r t i c u l a r l y , s tudents w h o s e parents have h i g h 
levels of e d u c a t i o n are m o r e l i k e l y to achieve h i g h levels of e d u c a t i o n than 
those w h o s e parents h a v e less e d u c a t i o n . 

The second set of var iables i n c l u d e s t w o forms of socia l capi ta l , chal lenge 
a n d s u p p o r t . C h a l l e n g e i n c l u d e s the var iables structure a n d function. These 
var iab les measure s tudents ' percept ions of the cogni t ive chal lenges they expe­
r ience i n their courses . S tructure is a measure of the l o w e r levels i n B l o o m et 
al . 's t a x o n o m y , a n d f u n c t i o n is a measure of the h i g h e r levels . It is p r o p o s e d 
that w h e n students perce ive that they have been cha l l enged , p a r t i c u l a r l y at the 
h i g h e r leve ls , they h a v e incent ives to acquire n e w k n o w l e d g e , sk i l l s , a n d 
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att i tudes. C o n s e q u e n t l y , it is p r o p o s e d that s tudents ' percept ions of chal lenge 
h a v e p o s i t i v e effects o n their academic self-concepts a n d their grade p o i n t 
averages. S u p p o r t i n c l u d e s the var iables interaction with professors, interaction 
with students, a n d positive affect. It is p r o p o s e d that w h e n students perce ive that 
they h a v e p o s i t i v e interact ions w i t h their professors , other students , a n d s u p ­
p o r t staff, a n d w h e n they feel p o s i t i v e about their e d u c a t i o n a l experiences, they 
are e n c o u r a g e d a n d m o t i v a t e d to go t h r o u g h the changes r e q u i r e d to attain 
their e d u c a t i o n a l goals . 

T h e t h i r d set of var iab les measures the w a y students m a n a g e their t ime. 
S tudents d e v e l o p d i s p o s i t i o n s i n m a n y areas, the m o s t i m p o r t a n t of w h i c h m a y 
be re la ted to their effort to achieve academic goals . S t u d e n t s ' t ime m a n a g e m e n t 
i n terms of b o t h at t i tudes a n d p l a n n i n g seems to be i m p o r t a n t i n this r e g a r d 
(Br i t ton & Tesser, 1991). T h e l o c a t i o n of the time attitudes a n d time planning 
var iab les i n the m o d e l reflects the n o t i o n that s tudents ' e f f ic iency at m a n a g i n g 
their t i m e m a y be i n f l u e n c e d b y the soc ia l capi ta l context of their e d u c a t i o n a l 
experiences a n d that their a b i l i t y to m a n a g e their t ime affects their e d u c a t i o n a l 
a t ta inment . 

T h e f o u r t h a n d f i n a l set of var iables i n the m o d e l measure the d e v e l o p i n g 
k n o w l e d g e a n d at t i tudes of s tudents . These var iables are grade point average 
(GPA) a n d self-concept of ability. G P A represents s tudents ' a c q u i s i t i o n of k n o w ­
ledge a n d s k i l l s i n the u n i v e r s i t y , a n d their self-concept of ab i l i ty represents 
their at t i tudes about their d e v e l o p i n g abi l i t ies . These aspects of e d u c a t i o n a l 
a t ta inment are goals of un ivers i t i es as s o c i a l i z i n g agents, a n d they are i m p o r ­
tant outcomes of u n d e r g r a d u a t e e d u c a t i o n ( A s t i n , 1993; Pascarel la & T e r e n z i n i , 
1991; W e i d m a n , 1989). 

Methodology 
The Survey Instrument and Participants 
In F e b r u a r y 1992 a s a m p l e of u n d e r g r a d u a t e s tudents i n the Facu l ty of E d u c a ­
t i o n at the U n i v e r s i t y of M a n i t o b a w e r e s u r v e y e d u s i n g the Q u a l i t y of S tudent 
L i f e Q u e s t i o n n a i r e d e v e l o p e d b y a g r o u p of researchers. A strat i f ied r a n d o m 
cluster s a m p l i n g technique w a s u s e d to select the s a m p l e of u n d e r g r a d u a t e 
s tudents to receive the ques t ionnaire . T h i s p r o c e d u r e i n v o l v e d i d e n t i f y i n g the 
m a n d a t o r y courses i n each year of the u n d e r g r a d u a t e p r o g r a m s i n the facul ty 
a n d se lec t ing a r a n d o m s a m p l e of classes f r o m these p r o g r a m s . T w e n t y - s e v e n 
classes, r e p r e s e n t i n g a p p r o x i m a t e l y 2 0 % of the p o p u l a t i o n i n each academic 
year , w e r e selected. T h e s u r v e y w a s a d m i n i s t e r e d d u r i n g class t ime a n d took 
a p p r o x i m a t e l y 25 m i n u t e s to complete . T w o h u n d r e d , s ix ty-n ine ques t ion­
naires w e r e c o m p l e t e d b y the s tudents , p r o v i d i n g a response rate of a p p r o x i ­
m a t e l y 74%. N o n r e s p o n s e w a s at tr ibutable to the fact that some students were 
e n r o l l e d i n m o r e t h a n one of the classes that were selected to comple te ques­
t ionnaires . T h e response rate w a s ac tua l ly h i g h e r t h a n es t imated. 

The Variables 
As n o t e d i n the theoret ica l m o d e l , t w o u n i v e r s i t y b a c k g r o u n d var iables credit 
h o u r s a n d years of u n i v e r s i t y are i n c l u d e d i n this s t u d y . C r e d i t h o u r s is a 
m e a s u r e of the a m o u n t of course w o r k students w e r e t a k i n g d u r i n g the 
academic year . A t this u n i v e r s i t y , 30 credit h o u r s is c o n s i d e r e d a f u l l - y e a r l o a d , 
a n d courses are g e n e r a l l y ei ther three or s ix c redi t h o u r s l o n g . A p p r o x i m a t e l y 
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9 1 % of respondents r e p o r t e d t a k i n g 18 or m o r e credi t h o u r s of s t u d y i n the 
academic year . A p p r o x i m a t e l y 40% w e r e t a k i n g 30 credi t hours , a n d a p p r o x i ­
m a t e l y 17% w e r e t a k i n g m o r e t h a n 30 credi t h o u r s of course w o r k . D a t a are 
r e c o d e d i n t o three credi t h o u r d is t inc t ions to n o r m a l i z e the d i s t r i b u t i o n of 
responses . Years of u n i v e r s i t y w a s m e a s u r e d b y the ques t ion " H o w m a n y 
years of u n i v e r s i t y e d u c a t i o n d o y o u have? If y o u have been a par t - t ime 
s tudent , then est imate the n u m b e r of e q u i v a l e n t f u l l - t i m e y e a r s . " S tudents ' 
p r e v i o u s e d u c a t i o n at the u n i v e r s i t y l e v e l range f r o m n o n e to eight years . 
T h i r t e e n percent of s tudents repor ted that they h a d c o m p l e t e d n o p r e v i o u s 
years of u n i v e r s i t y e d u c a t i o n , a p p r o x i m a t e l y 7 1 % repor ted that they h a d c o m ­
p l e t e d f r o m one to four years, a n d a p p r o x i m a t e l y 17% repor ted that they h a d 
c o m p l e t e d f r o m f ive to eight years of p r e v i o u s e d u c a t i o n at u n i v e r s i t y . 

Three soc ia l b a c k g r o u n d var iables , gender , age, a n d parents ' e d u c a t i o n , 
w e r e a lso i n c l u d e d i n the m o d e l . G e n d e r w a s treated as a d u m m y var iab le w i t h 
w o m e n c o d e d as 1 a n d m e n c o d e d as 2. Seventy- f ive percent of respondents 
w e r e female a n d 2 5 % w e r e m a l e . Responses to the ques t ion " H o w o l d are 
y o u ? " p r o v i d e d data for age. A g e s greater t h a n 32 are recoded to 32 to n o r m a l ­
ize the d i s t r i b u t i o n of responses. R e c o d e d ages of respondents range f r o m 17 to 
32, a n d the m e a n age is 22.57. Parents ' e d u c a t i o n represents responses for the 
h ighes t l e v e l of e d u c a t i o n attained b y m o t h e r s a n d fathers. Students i n d i c a t e d 
the h ighes t l e v e l of e d u c a t i o n attained b y each of their parents o n a n i n e - p o i n t 
scale w i t h 1 re pre se nt i ng e lementary school a n d 9 represent ing c o m p l e t i o n of a 
graduate degree. Responses for h ighest l eve l of e d u c a t i o n attained b y m o t h e r s 
w e r e a d d e d to responses for highest l eve l of e d u c a t i o n attained b y fathers to 
p r o d u c e a c o m b i n e d score w i t h a poss ible range of f r o m 2 to 18. F o r a p p r o x i ­
m a t e l y 5 0 % of the respondents the c o m b i n e d e d u c a t i o n l eve l of s tudents ' 
parents is less than a bachelor ' s degree for each parent . O n l y six s tudents d i d 
n o t repor t the levels of e d u c a t i o n for b o t h parents , a n d their scores w e r e not 
u s e d . 

F i v e var iab les measure soc ia l capi ta l , a n d each var iable consists of a n a d d i ­
t ive scale that i n c l u d e s i tems that s tudents have rated o n a f o u r - p o i n t r a t i n g 
scale w i t h 1 i n d i c a t i n g strongly disagree a n d 4 i n d i c a t i n g strongly agree. T w o 
var iab les , s t ructure a n d f u n c t i o n , measure s tudents ' percept ions of the c h a l l e n ­
ges they experience i n the F a c u l t y (see A p p e n d i x ) . S tructure ( C l i f t o n , E tchever ­
r y , H a s i n o f f , & Roberts , 1996) is a s ix - i t em scale that measures s t u d e n t s ' 
percept ions of b e i n g c h a l l e n g e d to r e m e m b e r and interpret n e w facts. T h e 
i n t e r - i t e m corre la t ions for this scale range f r o m .36 to .78, the factor l o a d i n g s 
range f r o m .60 to .89, a n d the a l p h a r e l i a b i l i t y coeff icient is .88. R e p o r t e d scores 
range f r o m 7 to 24, a n d the m e a n score is 16.18 w i t h a s t a n d a r d d e v i a t i o n of 
3.07. The h i g h e r the score, the greater is the student 's percept ion of b e i n g 
c h a l l e n g e d to r e m e m b e r , recal l , a n d interpret i n f o r m a t i o n . F u n c t i o n ( C l i f t o n et 
al.) is a n 11- i tem scale that measures s tudents ' percept ions of b e i n g c h a l l e n g e d 
to engage i n c o m p l e x sk i l l s s u c h as a p p l y i n g a n d a n a l y z i n g i n f o r m a t i o n . T h e 
i n t e r - i t e m corre la t ions for this scale range f r o m .10 to .57, the factor l o a d i n g s 
range f r o m .46 to .74, a n d the a l p h a r e l i a b i l i t y coeff icient is .85. R e p o r t e d scores 
range f r o m 18 to 43, a n d the m e a n score is 30.73 w i t h a s t a n d a r d d e v i a t i o n of 
4.10. T h e h i g h e r the score, the greater is the s tudent ' s p e r c e p t i o n of b e i n g 
c h a l l e n g e d to a p p l y , synthes ize , a n d a n a l y z e i n f o r m a t i o n . 
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Three var iab les , in terac t ion w i t h professors , in terac t ion w i t h students , a n d 
p o s i t i v e affect, m e a s u r e s tudents ' percept ions of the s u p p o r t s tudents receive 
i n the F a c u l t y (see A p p e n d i x ) . Interact ion w i t h professors (Roberts & C l i f t o n , 
1991) is a s e v e n - i t e m scale that measures s tudents ' percept ions of their interac­
t ions w i t h professors . T h e in ter - i t em correlat ions range f r o m .25 to .68, the 
factor l o a d i n g s range f r o m .62 to .78, a n d the a l p h a re l iab i l i ty coeff icient for this 
scale is .82. R e p o r t e d scores range f r o m 11 to 28, a n d the m e a n score is 20.21 
w i t h a s t a n d a r d d e v i a t i o n of 2.46. The h i g h e r the score the m o r e p o s i t i v e are 
s tudents ' percept ions of their interact ions w i t h their professors . Interact ion 
w i t h s tudents (Roberts & C l i f t o n ) is a s ix - i tem scale that measures s tudents ' 
percept ions of their interact ions w i t h other s tudents . T h e in ter - i t em corre la ­
t ions range f r o m .19 to .47, the factor l o a d i n g s range f r o m .60 to .72, a n d the 
a l p h a r e l i a b i l i t y coeff ic ient for this scale is .74. R e p o r t e d scores range f r o m 10 to 
23, a n d the m e a n score is 17.55 w i t h a s t a n d a r d d e v i a t i o n of 2.21. The h i g h e r the 
score the m o r e p o s i t i v e are s tudents ' percept ions of their interact ions w i t h their 
other s tudents . P o s i t i v e affect (Roberts & C l i f t o n ) is a 12-item scale that 
measures s t u d e n t s ' genera l percept ions of their en joyment , fee l ing pos i t ive , 
h a p p i n e s s , a n d l i k i n g of the i n s t i t u t i o n . The in ter - i tem correlat ions for this scale 
range f r o m .22 to .68, the factor l o a d i n g s range f r o m .56 to .79, a n d the a l p h a 
r e l i a b i l i t y coeff ic ient is .89. R e p o r t e d scores range f r o m 14 to 46, a n d the m e a n 
score is 34.52 w i t h a s t a n d a r d d e v i a t i o n of 5.33. The h i g h e r the score the m o r e 
p o s i t i v e are the s tudents ' percept ions of their general happiness . 

T w o var iab les , t i m e att i tudes a n d t ime p l a n n i n g , are used to measure 
s t u d e n t s ' t ime m a n a g e m e n t (see A p p e n d i x ) . E a c h var iab le consists of a n a d d i ­
t ive scale that i n c l u d e s i tems that s tudents rated o n f i v e - p o i n t scales r a n g i n g 
f r o m never to always. T i m e att i tudes (Br i t ton & Tesser, 1991) is a s i x - i t e m scale 
that measures s t u d e n t s ' at t i tudes t o w a r d t ime m a n a g e m e n t . The inter - i tem 
corre la t ions range f r o m .11 to .49, the factor l o a d i n g s range f r o m .50 to .79, a n d 
the a l p h a r e l i a b i l i t y coeff ic ient for this scale is .71. R e p o r t e d scores range f r o m 
10 to 30, a n d the m e a n score is 19.46 w i t h a s t a n d a r d d e v i a t i o n of 3.39. The 
h i g h e r the score the m o r e p o s i t i v e are s tudents ' t ime att i tudes. T i m e p l a n n i n g 
(Br i t ton & Tesser) is a lso a s i x - i t e m scale that measures s tudents ' att i tudes 
about their t i m e m a n a g e m e n t . T h e inter - i tem correlat ions range f r o m .36 to .69, 
the factor l o a d i n g s range f r o m .60 to .85, a n d the a l p h a re l iab i l i ty coeff ic ient for 
this scale is .87. R e p o r t e d scores o n this scale range f r o m 6 to 30, a n d the m e a n 
score is 19.96 w i t h a s t a n d a r d d e v i a t i o n of 4.83. T h e h i g h e r the score, the m o r e 
p o s i t i v e are the s tudent ' s t ime p l a n n i n g s k i l l s . 

T w o var iab les , se l f -concept of ab i l i ty a n d grade p o i n t average, measure 
e d u c a t i o n a l ach ievement . Sel f -concept of ab i l i ty is m e a s u r e d w i t h f ive ques­
t ions m o d i f i e d f r o m the Se l f -Concept of A b i l i t y Scale d e v e l o p e d b y B r o o k o v e r , 
Pat terson, a n d T h o m a s (1962) (see A p p e n d i x ) . The inter - i tem correlat ions 
range f r o m .19 to .50, the factor l o a d i n g s for the i tems range f r o m .59 to .75, a n d 
the a l p h a r e l i a b i l i t y coeff ic ient for this scale is .66. R e p o r t e d scores o n this scale 
range f r o m 11 to 25, a n d the m e a n score is 17.84 w i t h a s t a n d a r d d e v i a t i o n of 
2.14. T h e h i g h e r the score, the m o r e p o s i t i v e are s tudents ' academic sel f -con­
cepts. Responses to the ques t ion " W h a t is y o u r c u m u l a t i v e grade p o i n t 
a v e r a g e ? " p r o v i d e data for G P A . There w e r e e ight response choices r a n g i n g 
f r o m 0.0-0.9 (coded as 1) to 4.0-4.5 (coded as 8), each choice represent ing a 
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range of g r a d e p o i n t averages. F o r t y - t w o percent of s tudents report a G P A of 
3.0 to 3.4; 3 0 % of s tudents report a G P A b e l o w 3.0; a n d 28% report a G P A 
h i g h e r t h a n 3.4. 

The Procedure 
In o r d e r to test the theoret ical m o d e l i n c o r p o r a t i n g these 14 var iables , the data 
w e r e a n a l y z e d u s i n g s t ruc tura l e q u a t i o n m o d e l i n g that i n v o l v e s a series of 
m u l t i p l e regress ion analyses (Asher , 1976; H o y l e , 1995; P e d h a z u r , 1982). First , 
a l l var iab les i n the m o d e l w e r e e x a m i n e d for n o r m a l i t y a n d h o m o s k e d a s t i c i t y . 
A l l var iab les are n o r m a l l y d i s t r i b u t e d a n d meet the basic a s s u m p t i o n s of 
m u l t i p l e regress ion analyses . S e c o n d , Pearson P r o d u c t M o m e n t correlat ions 
b e t w e e n a l l p a i r s of var iables i n the m o d e l w e r e ca lcu la ted . T h i r d , a series of 
regress ion analyses g u i d e d b y the theoretical m o d e l were c o n d u c t e d i n o r d e r 
to est imate the m a g n i t u d e of re la t ionships be tween the var iables . S t a n d a r d i z e d 
a n d u n s t a n d a r d i z e d regress ion coeff icients are r e p o r t e d , a n d stat ist ical ly s i g ­
n i f i cant coeff icients are d i s c u s s e d . 

Results 
T h e theoret ical m o d e l out l ines the h y p o t h e s i s that social cap i ta l has a p o s i t i v e 
effect o n the e d u c a t i o n a l a t ta inment of students a n d that socia l cap i ta l affects 
e d u c a t i o n a l a t ta inment at least p a r t l y b y af fect ing the w a y students m a n a g e 
their t i m e w i t h respect to their e d u c a t i o n a l goals . Table 1 reports the z e r o - o r d e r 
corre la t ion coeff icients b e t w e e n a l l pa i rs of var iables i n the theoretical m o d e l . 
S o m e of these corre la t ions s u p p o r t the hypotheses represented i n the m o d e l . 
Spec i f i ca l ly , there is a p o s i t i v e associat ion (.15 p<.01) be tween years of u n i v e r ­
s i ty a n d in terac t ion w i t h s tudents . C r e d i t h o u r s has pos i t ive associat ion w i t h 
G P A (.16 p<.01), a n d years of u n i v e r s i t y has a p o s i t i v e associat ion w i t h self-
concept of a b i l i t y a n d G P A (.24 p<.01 a n d .22 p<.01 respect ively) . Three of the 
soc ia l cap i ta l var iables , in teract ion w i t h professors , interact ion w i t h s tudents , 
a n d p o s i t i v e affect, each h a v e p o s i t i v e associat ions w i t h one or b o t h of the 
s tudent effort var iab les t i m e att i tudes and t ime p l a n n i n g . Spec i f i ca l ly , the 
associat ion b e t w e e n interact ion w i t h professors a n d t ime att i tudes is .15 
(p<.05); the associat ions be tween interact ion w i t h s tudents a n d t ime att i tudes 
a n d t ime p l a n n i n g are .14 (p<.05) a n d .21 (p<.01) respect ive ly ; a n d the associa­
t ions be tween p o s i t i v e affect a n d t ime att i tudes a n d t ime p l a n n i n g are .15 
(p<.05) a n d .21 (p<01) respect ive ly . A l s o , there are pos i t ive associat ions be­
t w e e n interact ion w i t h s tudents a n d self-concept of ab i l i ty a n d G P A (.14 p<.05 
a n d .18 p<.01 respect ive ly) . F i n a l l y , t ime att i tudes a n d t ime p l a n n i n g b o t h h a v e 
s t r o n g pos i t ive associat ions w i t h e d u c a t i o n a l a t ta inment (t ime att i tudes a n d 
self -concept of a b i l i t y = .31 p<.01; t ime att i tudes a n d G P A = .25 p<.01; t ime 
p l a n n i n g a n d self -concept of ab i l i ty =.19 p<.01; t ime p l a n n i n g a n d G P A = .30 
p<.01). T o e x a m i n e fur ther the i m p o r t a n c e of the var iables i n re la t ion to one 
another , as h y p o t h e s i z e d i n the theoret ical m o d e l , m u l t i v a r i a t e analyses are 
u s e d . 

Table 2 reports the effect parameters for effects of the i n d e p e n d e n t a n d 
i n t e r v e n i n g var iables o n self-concept of a b i l i t y a n d grade p o i n t average. T h e 
effects of the i n d e p e n d e n t var iables o n each of the educa t iona l a t ta inment 
var iab les are repor ted i n three steps. Step 1 of each analys is reports the effects 
of the u n i v e r s i t y a n d soc ia l b a c k g r o u n d var iables , Step 2 a d d s i n the effects of 

31 



Table 1 
Correlation Coefficients, Means, and Standard Deviations for Variables in the Theoretical Model 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 

1. CRHRS 1.00 

2. YRSU .00 1.00 

3. GENDER .05 .13* 1.00 

4. AGE - . 1 8 " .59** .08 1.00 

5. PARED .04 .06 .04 - . 1 7 " 1.00 

6. STRUCTUR - .14* .04 .08 .11 - .08 1.00 

7. FUNCTION - .11 - . 1 7 " - .11 - .11 - .02 . 2 9 " 1.00 

8. INTPROF .10 - .04 - .08 - .04 .04 - .08 . 3 5 " 1.00 

9. INTSTUD .08 . 1 5 " .01 .02 - .02 .10 .33** .37** 1.00 

10. POSAFF .04 - .12 - .10 - .06 .03 . 1 7 " .45** . 5 1 " .42** 1.00 

11. TIMEATT .04 .01 .02 .10 .01 .01 - .00 .15* .14* .15* 1.00 

12. PLANNING .07 .09 - . 2 1 " - .02 .05 .06 .06 .09 .21** .21** .40** 1.00 

13. SCA .07 .24** - .02 . 2 0 " - .01 - .04 - .03 - .04 .14* - .14* .31** . 1 9 " 1.00 

14. GPA . 1 6 " . 2 2 " - .07 . 2 2 " .00 - .11 - . 1 6 " .04 . 1 8 " - .03 .25** . 3 0 " .39** 1.00 

Means 27.49 2.59 1.25 22.57 7.84 16.18 30.73 20.21 17.55 34.52 19.46 19.96 17.84 5.93 

Standard Deviations 5.78 1.87 .44 4.09 3.92 3.07 4.10 2.46 2.21 5.33 3.39 4.83 2.14 .95 

*p<05; **p<.01. 
(CRHRS=Credit Hours;YRSU=Years of University; PARED= Parents' Education; STRUCTR=Structure; INTPROF=lnteraction with Professors; 
INTSTUD=lnteraction with Students; POSAFF=Positive Affect; TIMEATT=Time Attitudes; PLANNING= Time Plannning; SCA=Self-Concept of Ability; GPA=Grade 
Point Average). 
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Table 2 
Effect Parameters for the Model 

Self-Concept of Ability Grade Point Average 

Independent Variables Step 1 Step 2 Step3 Stepl Step 2 Step3 

University and Social Background 

Credit Hours .09 .10 .08 . 2 1 " . 1 6 " .15* 

(.03) (.04) (.03) (.03) (.03) (.02) 

Years of University .17* .11 .13 .11 .03 .01 

(.20) (.12) (.15) (.05) (.01) (.01) 

Gender - . 0 6 - .07 - .06 - .11 - .12 - .08 

(-.30) (-.35) ( - 3 0 ) (-.25) (-.27) (-.17) 

Age .12 .16* .11 . 2 1 " . 2 3 " . 2 3 " 

(-06) (.08) (.06) (.05) (.05) (.05) 

Parents' Education .00 .02 .01 .03 .04 .02 

(.00) (.01) (.00) (.01) (01) (-.01) 

Social Capital 

Structure - .05 - . 0 6 - .07 - .08 
(-.03) (-.04) (-.02) (-.03) 

Function .07 .11 - .16* - .13 

(.04) (.06) (-.04) (.01) 

Interaction with Professors - .03 - .05 .02 .01 

(-.03) (-.05) (.01) (.01) 

Interaction with Students . 2 0 " .16* .24** .19** 

(.20) (.15) (.10) (-.09) 

Positive Affect - . 2 2 " - .26** - .06 - .11 

(-.09) (-.10) (-.01) (-.02) 

Time Management 

Time Attitudes . 2 9 " 
(.18) 

.12 
(.04) 

Time Planning .07 

(.03) 

.22** 

(.04) 

Pi2 .07 .13 .22 .11 .17 .25 

*p<,05 **p<,01. 

Standardized and unstandardized regression coefficients are reported. 
Unstandardized regression coefficients are in parentheses. 

the soc ia l cap i ta l var iab les , a n d Step 3 a d d s i n the effects of the s tudent effort 
var iab les as o u t l i n e d i n the theoret ical m o d e l (F igure 1). Regress ion coefficients 
are e x a m i n e d to d e t e r m i n e if there are s ign i f i cant direct and indirec t effects of 
the i n d e p e n d e n t a n d i n t e r v e n i n g var iables o n the d e p e n d e n t var iables . 

T h e first analys is i n Table 2 reports the effects of the i n d e p e n d e n t var iables 
o n sel f -concept of a b i l i t y . In Step 1 the u n i v e r s i t y a n d socia l b a c k g r o u n d 
var iab les c redi t h o u r s , years of u n i v e r s i t y , gender , age, a n d parents ' e d u c a t i o n , 
are t a k e n in to account . The regress ion coeff icients indicate that years of u n i v e r ­
s i ty has a s ign i f i cant effect o n self -concept of a b i l i t y (.17 p<.05). T h i s p o s i t i v e 
effect indicates that, as expected, s tudents w h o h a v e m o r e years of u n i v e r s i t y 
h a v e m o r e p o s i t i v e academic self-concepts than students w h o h a v e fewer years 
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of u n i v e r s i t y . T h e effect of age is also p o s i t i v e b u t not stat ist ical ly s ign i f i cant i n 
Step 1. O v e r a l l , the R 2 for Step 1 indicates that u n i v e r s i t y a n d socia l back­
g r o u n d v a r i a b l e s account for 7% of the var iance i n self -concept of ab i l i ty . 

Step 2 a d d s i n t o the ana lys i s the effects of the soc ia l cap i ta l var iables 
s t ructure , f u n c t i o n , in terac t ion w i t h professors , in terac t ion w i t h students , a n d 
p o s i t i v e affect. T h e regress ion coefficients indicate that in terac t ion w i t h s t u ­
dents has s tat is t ica l ly s ign i f i cant p o s i t i v e effects o n self-concept of a b i l i t y (.20 
p<.01). T h i s effect suggests that s tudents w h o h a v e p o s i t i v e interact ions w i t h 
other s tudents h a v e m o r e p o s i t i v e academic self-concepts t h a n students w i t h 
less p o s i t i v e interact ions w i t h other s tudents . In contrast , p o s i t i v e affect has a 
stat is t ica l ly s ign i f i cant negat ive effect o n self -concept of a b i l i t y (-.22 p<.01), 
w h i c h suggests that s tudents w h o feel less p o s i t i v e about their e d u c a t i o n 
p r o g r a m are m o r e l i k e l y to h a v e m o r e p o s i t i v e academic self-concepts t h a n 
s tudents w h o feel m o r e p o s i t i v e . T h e R 2 for Step 2 indicates that u n i v e r s i t y a n d 
soc ia l b a c k g r o u n d a n d soc ia l cap i ta l var iables together account for 13% of the 
var iance i n se l f -concept of a b i l i t y . 

Step 3 a d d s the effects of the t i m e m a n a g e m e n t var iables t ime att i tudes a n d 
t i m e p l a n n i n g . T h e regress ion coefficients indicate that t ime att i tudes has 
stat is t ica l ly s i g n i f i c a n t direct p o s i t i v e effects o n self -concept of a b i l i t y (.29 
p<.01), s u g g e s t i n g that s tudents w h o h a v e m o r e p o s i t i v e t ime att i tudes have 
m o r e p o s i t i v e a c a d e m i c self-concepts t h a n s tudents w i t h less p o s i t i v e t ime 
at t i tudes . I n a d d i t i o n , w h e n the t ime m a n a g e m e n t var iables are taken in to 
account it is p o s s i b l e to d e t e r m i n e if the a d d i t i o n of these var iables has indirec t 
effects that m e d i a t e the effects of the soc ia l cap i ta l var iables o n self -concept of 
a b i l i t y . A m e d i a t i n g effect is e v i d e n c e d b y a r e d u c t i o n i n the effect of a var iab le 
w h e n n e w var iab les are taken in to account . In this regard , there is a s m a l l 
m e d i a t i n g effect of the t i m e m a n a g e m e n t var iables o n self-concept of ab i l i ty . 
T h e effects of age, in terac t ion w i t h s tudents , a n d p o s i t i v e affect decrease f r o m 
Step 2 to Step 3, i n d i c a t i n g that some of the effects of these var iables o n 
sel f -concept of a b i l i t y are d u e to effects of t ime att i tudes o n self -concept of 
a b i l i t y . M o r e o v e r , the R 2 for Step 3 indicates that u n i v e r s i t y a n d soc ia l back­
g r o u n d , s o c i a l c a p i t a l a n d s tudent effort var iables together account for 2 2 % of 
the v a r i a n c e i n se l f -concept of a b i l i t y . 

T h e s e c o n d ana lys i s i n Tab le 2 reports the effects of the i n d e p e n d e n t v a r i ­
ables o n g r a d e p o i n t average. In Step 1 the u n i v e r s i t y a n d soc ia l b a c k g r o u n d 
var iab les c red i t h o u r s , years of u n i v e r s i t y , gender , age, a n d parents ' e d u c a t i o n 
are t a k e n in to account . T h e regress ion coefficients indicate that credi t h o u r s 
a n d age h a v e s ign i f i cant effects o n grade p o i n t average (.21 p<.01 a n d .21 p<.01 
respect ive ly) . These p o s i t i v e effects indicate that, as expected, s tudents w h o are 
t a k i n g m o r e c red i t h o u r s a n d w h o are o lder h a v e h i g h e r G P A s t h a n students 
w h o are t a k i n g f e w e r credi t h o u r s a n d w h o are y o u n g e r . O v e r a l l , the R 2 for 
Step 1 indica tes that the u n i v e r s i t y a n d soc ia l b a c k g r o u n d var iables account for 
1 1 % of the v a r i a n c e i n grade p o i n t average. 

In Step 2 the effects of the soc ia l cap i ta l var iables s tructure , f u n c t i o n , inter­
ac t ion w i t h professors , in terac t ion w i t h students , a n d p o s i t i v e affect are a d d e d 
to the a n a l y s i s . T h e regress ion coeff icients indicate that f u n c t i o n a n d interac­
t i o n w i t h s tudents h a v e stat is t ical ly s igni f i cant effects o n grade p o i n t average. 
T h e effects of f u n c t i o n (-.16 p<.05) suggest that s tudents w h o h a v e s t rong 
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percept ions of b e i n g c h a l l e n g e d to a p p l y a n d a n a l y z e i n f o r m a t i o n h a v e l o w e r 
G P A s t h a n s tudents w h o perce ive less chal lenge to t h i n k i n these w a y s . The 
effects of in terac t ion w i t h s tudents o n G P A (.24 p<.01) suggest that s tudents 
w h o h a v e m o r e p o s i t i v e interact ions w i t h other s tudents h a v e h i g h e r G P A s 
t h a n s tudents w i t h less p o s i t i v e interact ions w i t h other s tudents . The R 2 for 
Step 2 indicates that u n i v e r s i t y a n d socia l b a c k g r o u n d a n d soc ia l cap i ta l v a r i ­
ables together account for 17% of the var iance i n grade p o i n t average. 

F i n a l l y , i n Step 3 the effects of the t ime m a n a g e m e n t var iab les , t ime at­
t i tudes a n d t i m e p l a n n i n g , are a d d e d . The regress ion coeff ic ients indicate that 
t ime p l a n n i n g has stat is t ical ly s igni f i cant direct p o s i t i v e effects o n grade p o i n t 
average (.22 p<.01), sugges t ing that s tudents w h o are g o o d p lanners h a v e 
h i g h e r G P A s t h a n students w h o are not as g o o d at p l a n n i n g h o w they use their 
t ime . In a d d i t i o n , the t ime m a n a g e m e n t var iab les m e d i a t e to s o m e extent the 
effects of in terac t ion w i t h s tudents o n G P A . That is, there is a r e d u c t i o n i n the 
coeff ic ients f r o m .24 to .19 f r o m Step 2 to Step 3, i n d i c a t i n g that some of the 
effects of in terac t ion w i t h s tudents o n G P A are d u e to effects of t i m e m a n a g e ­
ment , p a r t i c u l a r l y t ime p l a n n i n g . M o r e o v e r , the R 2 for Step 3 indicates that 
u n i v e r s i t y a n d soc ia l b a c k g r o u n d , soc ia l capi ta l , a n d s tudent effort var iables 
account for 2 5 % of the var iance i n grade p o i n t average. 

Discussion 
O v e r a l l , s o m e of the effects f o u n d i n this s t u d y indica te that cer ta in aspects of 
soc ia l c a p i t a l affect the e d u c a t i o n a l a t ta inment of s tudents i n the F a c u l t y of 
E d u c a t i o n at the U n i v e r s i t y of M a n i t o b a . That is , s tudents ' percept ions of 
s u p p o r t , spec i f i ca l ly s u p p o r t d e r i v e d f r o m interact ions w i t h other s tudents , are 
a n i m p o r t a n t resource that relates p o s i t i v e l y to their sel f -concept of a b i l i t y a n d 
their grades . In a d d i t i o n , as p r e d i c t e d b y soc ia l capi ta l theory a n d earl ier 
e d u c a t i o n a l a t ta inment research ( A s t i n , 1993; Pascare l la & T e r e n z i n i , 1991), 
s tudents are g i v e n a n advantage not o n l y b y h a v i n g p r e v i o u s experience at 
u n i v e r s i t y , b u t also b y e n r o l l i n g i n m o r e credi t h o u r s . In other w o r d s , s tudents 
w h o take m o r e credi t h o u r s are m o r e integrated in to the F a c u l t y a n d h a v e 
h i g h e r grades t h a n s tudents w h o are less integrated. 

A l s o , s o m e of the effects f o u n d i n this s t u d y indica te that cer ta in aspects of 
s o c i a l c a p i t a l are m e d i a t e d b y s tudents ' efforts to m a n a g e their t ime. T i m e 
m a n a g e m e n t has p r e v i o u s l y been repor ted to h a v e a n i m p o r t a n t assoc iat ion 
w i t h e d u c a t i o n a l a t ta inment (Br i t ton & Tesser, 1991), b u t this s t u d y p r o v i d e s 
a d d i t i o n a l e v i d e n c e that the effects of t i m e m a n a g e m e n t m e d i a t e s o m e of the 
effects of soc ia l c a p i t a l o n e d u c a t i o n a l a t ta inment . These m e d i a t i n g effects are 
rather s m a l l a n d d o not o v e r s h a d o w the effects of soc ia l c a p i t a l a n d the 
s tudents ' efforts o n b o t h self -concept of a b i l i t y a n d G P A . 

O n the other h a n d , some f i n d i n g s i n this s t u d y d o not ind ica te the presence 
of a p o s i t i v e l i n k b e t w e e n soc ia l capi ta l a n d e d u c a t i o n a l a t ta inment . First , the 
absence of a n y s ign i f i cant effects of s tudents ' percept ions of their interact ions 
w i t h professors o n self -concept of a b i l i t y or G P A is s u r p r i s i n g because it does 
not s u p p o r t the theoret ical m o d e l a n d because it r u n s c o n t r a r y to w o r k b y 
A s t i n (1993), w h i c h suggests that s tudents w h o s p e n d m o r e t ime interac t ing 
w i t h their professors h a v e h i g h e r grades t h a n s tudents w h o s p e n d less t ime i n 
s u c h in terac t ion . H o w e v e r , A s t i n assessed the effects of a m o u n t of in teract ion 
o c c u r r i n g o u t s i d e of class t ime as o p p o s e d to the q u a l i t y of interact ions i n the 
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e d u c a t i o n a l e n v i r o n m e n t that w a s m e a s u r e d in this s t u d y . Based o n s tudents ' 
percept ions of their interact ions w i t h their professors i n this s t u d y , i t w o u l d 
appear that s tudents d o not re ly o n s u p p o r t i v e interact ions w i t h professors i n 
o r d e r to meet a c a d e m i c chal lenges fac ing t h e m , at least not i n the F a c u l t y of 
E d u c a t i o n at this u n i v e r s i t y . H o w e v e r , because s tudents are s t r o n g l y i n ­
f l u e n c e d b y their interact ions w i t h each other, it is i m p o r t a n t for u n i v e r s i t y 
professors to at tend to the socia l s t ruc tura l characterist ics of the e d u c a t i o n a l 
e n v i r o n m e n t vis-ä-vis s tudents ' interact ions i n their c lassrooms. S tudent 
cohorts , s m a l l class s izes, a n d cooperat ive l e a r n i n g strategies are examples of 
soc ia l s t r u c t u r a l characterist ics that m a y facilitate s tudent interact ion a n d p r o ­
mote greater soc ia l c a p i t a l for t h e m r e s u l t i n g i n h i g h e r grade p o i n t averages. 

C o n t r a r y to expectat ions is the f i n d i n g that pos i t ive affect has a stat ist ical ly 
s ign i f i cant d i rec t negat ive effect o n self-concept of ab i l i ty . T h i s rather s u r p r i s ­
i n g f i n d i n g m a y be in terpre ted i n several w a y s . The m o s t l i k e l y in terpreta t ion 
relates to s t u d e n t s ' b r o a d e r v i e w of the F a c u l t y of E d u c a t i o n . The i tems c o m ­
p r i s i n g the p o s i t i v e affect scale are measures of h o w students feel about the 
F a c u l t y . It seems reasonable that if s tudents t h i n k their facul ty p r o v i d e s a h i g h 
s t a n d a r d of e d u c a t i o n , their p o s i t i v e affect is m o r e l i k e l y to be p o s i t i v e l y 
re lated to the i r a c a d e m i c self -concept . O n the other h a n d , e v e n if s tudents f i n d 
their exper iences meaning less , they m a y not have a p o s i t i v e self-concept of 
a b i l i t y . O t h e r researchers h a v e e x a m i n e d the c o m m e n t s of the s tudents w h o 
p a r t i c i p a t e d i n this s t u d y ( C l i f t o n , M a n d z u k , & Roberts , 1994) a n d suggest that 
genera l ly s tudents h a d a negat ive v i e w of the F a c u l t y . F o r e x a m p l e , m a n y 
s tudents r e p o r t e d that the F a c u l t y is not respected a n d that m a n y courses 
of fered are not p e r c e i v e d as b e i n g a c a d e m i c a l l y c h a l l e n g i n g . Perhaps the nega­
t ive assoc ia t ion b e t w e e n p o s i t i v e affect a n d self-concept of ab i l i ty is u n i q u e to 
this F a c u l t y , o r at least u n i q u e to faculties w h e r e the s tandards are not h i g h l y 
r e g a r d e d b y s tudents . 

U n i v e r s i t i e s are agents of s o c i a l i z a t i o n ( B i d w e l l , 1989; Pascarel la & Teren­
z i n i , 1991; Z e i c h n e r & G o r e , 1990) that i n a d v e r t e n t l y or b y des ign inf luence the 
d e v e l o p i n g e d u c a t i o n a l a t ta inment of s tudents . It is m e a n i n g f u l a n d i m p o r t a n t 
to g a i n i n f o r m a t i o n about s tudents ' percept ions of their experiences i n the 
e d u c a t i o n a l e n v i r o n m e n t a n d to de termine w h e t h e r c o n d i t i o n s i n the e n v i r o n ­
m e n t faci l i tate or i n h i b i t s tudents ' abi l i t ies to m a k e the changes they need to 
m a k e i n o r d e r to acquire n e w k n o w l e d g e , sk i l l s , a n d att i tudes (Roberts & 
C l i f t o n , 1991). Soc ia l cap i ta l theory as tested i n this s t u d y offers a r i ch perspec­
t ive f r o m w h i c h to c o n s i d e r the i m p o r t a n c e of socia l s t ruc tura l relat ions that 
are par t of s t u d e n t s ' d a y - t o - d a y experiences i n the i n s t i t u t i o n . T h i s s t u d y 
in t roduces scales that c a n be u s e d to assess the a v a i l a b i l i t y of socia l c a p i t a l i n 
a n e d u c a t i o n a l e n v i r o n m e n t a n d a m o d e l for e x a m i n i n g the effects of socia l 
c a p i t a l o n s tudent effort a n d e d u c a t i o n a l at ta inment . The results of test ing the 
m o d e l i n one facu l ty i n a s ingle u n i v e r s i t y indicate that b o t h the scales a n d the 
theoret ica l m o d e l p r o v i d e a p r o m i s i n g c o n t r i b u t i o n to assessments related to 
the goals a n d objectives of un ivers i t i e s . F u r t h e r s t u d y of other faculties a n d 
other u n i v e r s i t i e s are n e e d e d i n order to va l idate , refute, or ref ine the results 
a n d interpreta t ions presented here. Never the less , this s t u d y suggests that there 
is a theoret ica l ly i n f o r m e d w a y for univers i t ies , faculties, a n d profess iona l 
schools to a t tend i n t e n t i o n a l l y to socia l s t ruc tura l factors that have i m p o r t a n t 
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effects o n s tudents . A t t e n d i n g to the inte l lec tual d e m a n d s a n d the socia l s u p ­
p o r t that is p r o v i d e d b y the i n s t i t u t i o n is essential for a c h i e v i n g one of the 
u n i v e r s i t y ' s m o s t i m p o r t a n t goals , that of e d u c a t i n g students . 
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Appendix 
Scale Items Measuring Social Capital 

(Clifton, Etcheverry, Hasinoff, & Roberts, 1996; Roberts & Clifton, 1991) 

Challenge—Structure. In the Faculty of Education, I have been challenged to ... 
1. remember an extensive number of new terms. 
2. recall a substantial number of new concepts. 
3. interpret the meaning of new facts and terms. 
4. remember an extensive number of facts. 
5. recall a significant number of facts. 
6. remember complex facts. 

Challenge—Function. In the Faculty of Education, I have been challenged to ... 
1. demonstrate how theories are useful in real life. 
2. identify organizing principles in my courses. 
3. use theories to address practical questions. 
4. analyze complex interrelationships between concepts. 
5. develop new ideas based on theories. 
6. apply theories to new situations. 
7. make original contributions to classroom discussions. 
8. identify the strengths and weaknesses of arguments. 
9. apply theoretical principles in solving problems. 

10. organize ideas in new ways. 
11. identify bias in written material. 

Interaction With Professors. The Faculty of Education is a place where ... 
1. professors treat me fairly 
2. professors give me the marks I deserve 
3. professors take a personal interest in helping me with my work 
4. I am treated w i t h respect 
5. professors help me to do my best 
6. professors are fair and just 
7. professors listen to what I say 

Interaction with Students. The Faculty of Education is a place where ... 
1. I find it easy to get to know other people 
2. people care about what I think 
3. mixing w i t h other people helps me to understand myself 
4. people think a lot of me 
5. other students accept me as I am 
6. I get on wel l w i t h other students in my class 

Positive Affect. The Faculty of Education is a place where ... 
1. the things I learn are important to me 
2. I really get involved in my work 
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3. I like learning 
4. I enjoy being 
5. I have acquired skills that w i l l be of use to me 
6. the things I learn w i l l help me in my life 
7. I am given the chance to do work that really interests me 
8. the things I am taught are worthwhile learning 
9. I really like to go each day 

10. the work I do is good preparation for my future 
11. I have learned to work hard 
12. I f ind that learning is a lot of fun 

Scale Items Measuring Time Management (Britton & Tesser, 1991) 
Time Attitudes 

1. do you continue unprofitable routines or activities? 
2. do you make constructive use of your time? 
3. do you believe that there is room for improvement in the way you manage your 

time? 
4. on an average class day, do you spend more time wi th personal grooming than 

doing school work? 
5. do you often find yourself doing things which interfere wi th your school work 

s imply because you hate to say " N O " to people? 
6. do you set and honour priorities? 

Time Planning Scale 
1. do you make a list of the things you have to do each day? 
2. do you plan your day before you start it? 
3. do you make a schedule of the activities you have to do on work days? 
4. do you write a set of goals for yourself each day? 
5. do you spend time each day planning? 
6. do you have a clear idea of what you want to accomplish during the next week? 

Scale Items Measuring Self-Concept of Ability (Brookover, Patterson, & Thomas 1962) 
1. think of your university friends. Do you think you can do your university course 

work ... better than all of them/better than most them/about the same/poorer 
than most of them/poorer than all of them 

2. think of the students in your faculty. Do you think you can do your university 
course work ... better than all of them/better than most them/about the 
same/poorer than most of them/poorer than all of them 

3. when you complete your undergraduate degree, do you think that you w i l l be ... 
better than all students/better than most students/about the same/poorer than 
most students/poorer than all students 

4. do you think you have the ability to complete a doctoral degree ... yes for 
sure/yes probably/maybe/no probably not/no for sure 

5. forget how your professors grade your work. H o w good do you think your work 
is ... excellent/good/same as most of the students/below most of the 
students/poor 
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