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ABSTRACT 

TRISTAN A. POTTER STRAIT 

THE COLLEGE EXPERIENCE: IS THERE A RELATIONSHJP BETWEEN PLACE 
ATTACHMENT AND THE STUDENT EXPERIENCE? 

MAY2012 

The purpose of this study is to examine the relationship between place attachment 

and college student satisfaction. In this study, 150 participants completed the following 

questionnaires: a demographic questionnaire, the Place Attachment Questionnaire (P AQ; 

Fitch, Smith, Rozene-Byberg, & Mootz, 2011 ), and the Freshman Experience Survey II 

(FES; Nicholas, 1990). It was hypothesized that those who show strong levels of place 

attachment would show high levels of satisfaction, which was supported. Next, it was 

hypothesized that women would show stronger levels of place attachment and student 

satisfaction than men, and this was not supported. Third, it was hypothesized that 

students of color would have lower levels of place attachment and student satisfaction, 

which was not supported. Fourth, socioeconomic status was hypothesized to negatively 

impact student satisfaction aqd place attachment among students, which was not 

supported. Finally, students whose parents did not attend college are believed to show 

low levels of place attachment and student satisfaction, and this was supported. Research, 

theoretical, and clinical implications of these findings are discussed. 
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CHAPTER I 

INTRODUCTION 

Attachment theory explains how people form relationships to others (Bowlby, 

1969/1982). After observing children and their caregivers, Bowlby (1969/1982) decided 

that attachments define our behaviors, thoughts, and feelings towards others. Everybody 

has some sort of connection to a caregiver, whether it be secure or insecure (Bowlby, 

1969/1982). The nature of the attachment affects our behaviors not only towards our 

caregivers, but to other figures throughout our lives as well (Feeney, 2008). 

These figures can be other people, such as romantic partners, or even places. A 

phenomenon known as place attachment is the idea that people can become attached to 

places, just as they get attached to people (Kyle & Chick, 2007; Smaldone, Harris, & 

Sanyal, 2008). When people become attached to places, their thoughts, feelings, and 

actions all become involved; people form an emotional bond through memories and 

behaviors such as returning to a place or staying in the place that they love (Chow & 

Healey, 2008; Scannell & Gifford, 2009; Spencer, 2005). It is believed that this 

comprehensive attachment can be applied to students and their college campus (Chow & 

Healey, 2008). Some of the characteristics that help foster place attachment among 

college students are also the characteristics that are measured to determine if students are 

satisfied with their experience. These characteristics include a sense of belonging and 

involvement on campus (Kaltenbome & Bjerke, 2002; Schreiner, 2009). There are a 
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multitude of studies that focus on student satisfaction, but only one was found that 

covered place attachment among college students (Chow & Healey, 2008). This is 

surprising since there appears to be a relationship between the two constructs. 

Understanding students and what they appreciate and what they dislike about their 

campus and college experience can be valuable, and it is believed that a study focusing 

on place attachment and satisfaction can help define the student experience a little better. 

People begin fom1ing attachments in infancy to their primary caregiver (Bowlby. 

1969/1982). Babies engage in attachment behaviors in order to gain proximity to their 

caregiver. Caregivers respond in such a way that will fom1 the bond and define the 

attaclunent style (Bowlby, 1969/1982). Depending on whether the caregiver comes to the 

baby's aid or does not, the bond will either be secure or insecure. A secure bond is 

fonned when infants experience their caregiver coming in times of need and keeping the 

babies safe from harm. An insecure bond is formed when babies do not experience their 

caregiver to be reliable and cannot rely on their caregiver to help in time of need 

(Bowlby, 1969/1982). Securely attached infants are more likely to explore and move 

away from their primary caregiver. Insecurely attached infants do not always like to 

explore or move far away from their primary caregiver, for fear that the caregiver will not 

be there when needed (Weinfeld, Stroufe, Egeland, & Carlson. 2008). These behaviors 

and attachment style will follow individuals throughout their lives and affect their 

attachments with other people and with objects (Bowlby, 1969/1982; Feeney, 2008). 

Adults form attachments with one another, in the form of romantic relationships 

(Bowlby, 1969/1982). These relationships are characterized by a style as well. These 

2 



styles are similar in nature to secure and insecure; if adults know their romantic partner 

will be a caregiver in times of need and distress, then a secure attachment is formed. If 

adults are unsure of their romantic partner and are not sure of their partner's level of 

commitment to the relationship or whether they will be willing to help in times of need. 

an insecure style attachment is fom1ed (Feeney, 2008). The partners both act as the 

caregiver and the recipient at various times throughout the relationship, so both must be 

reliable for a secure attachment to fom1 (Feeney, 2008). Of course, if one had an insecure 

attaclm1ent with his or her primary caregiver in infancy, it might be more difficult to fom1 

a secure attachment with a romantic partner in adulthood (Feeney, 2008). 

Like attachments between people, attaclunents can fo1111ed between people and 

places as well (Kyle & Chick, 2007; Smaldone et al., 2008). This is a comprehensive 

bond that encompasses thoughts, feelings, :.md actions (Chow & Healey, 2008; Spencer, 

2005). When a place becomes special and has meaning for a person, an attaclm1ent is 

fonned (Kaltenbom & Bjerke, 2002; Swaminathan, 2004; Van Patten & Williams, 2008). 

Place attaclm1ent can have many different functions, such as fulfilling a need, helping \ 

people feel safe and secure, or having resources that can help a person achieve a goal 

(Scannell & Gifford, 2009). For whatever reason, places can become important to people, 

and this can be helpful to understand in certain fields and professions. 

It is believed that college students can become attached to their campus (Chow & 

Healey, 2008). It has been found that when students feels safe within their academic 

enviromnent, and have secure relationships with instructors and peers, then they are more 

likely to explore various facets of themselves and explore personal and professional areas 
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for growth (Swaminathan, 2004). This is similar to Bowlby's (1969/1982) attachment 

theory. So, it is reasonable to assume that if students are attached to their college campus, 

then they are more likely to be satisfied and to complete their degrees. However, this is 

not a known fact, so a study that focused on this relationship would be helpful. 

Attrition and retention are important for university administrators (Le & Tam, 

2008). Many gauge their success rates by how many students complete their degree at 

their university (Hossler, Ziskin, & Gross, 2009). There are a variety of reasons why 

students may or may not complete their degrees. The reasons why are not the main focus 

of this paper, but are related to the constructs being studied. Therefore, it is helpful to 

understand these reasons in order to better understand the implications of the relationship 

between student satisfaction and place attaclm1ent. 

By definition, attrition occurs whenever students withdraw from a university, and 

retention occurs whenever students complete their degree by graduating (Hossler et al., 

2009; Hussey & Smith, 2010; Troiano, Liefeld, & Trachtenberg, 2010). Barriers can keep 

students from graduating, but there are several factors that can encourage students to 

persist and earn their degrees (Ban & Schuetz, 2008; Frost, Strom, Downey, Schultz, & 

Holland, 201 0; Kinzie, Gonyea, Shoup, & Kuh, 2008; Spellman, 2007; Wild & Ebbers, 

2002). Some of these factors not only encourage a student to persist until graduation, but 

can also foster an attachment between the student and the college campus (Chow & 

Healey, 2008). An example is student involvement in extra-cunicular activities. Students 

who become involved in organizations and clubs are not only more likely to graduate, but 

also have an emotional bond with their campus (Chow & Healey, 2008). This 
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relationship has not been studied extensively, and could be useful for university 

administrators who wish to increase their retention rates. 

Finally, students can be either satisfied or dissatisfied, or fall somewhere in 

between on a continuum with their college experience. University administrators wish to 

know how satisfied their students are in order to measure how well they are serving their 

students (Awang & Ismail, 2010). Many students apply to college and enroll with certain 

expectations for their experience. If those expectations are met, then the student is likely 

to be satisfied. If they are not met, then the student is likely to be dissatisfied (A wang & 

Ismail, 2010). Satisfaction is important for university administrators to understand 

because it affects both retention and recruitment efforts. Those who are satisfied are more 

likely to persist until graduation and tell others about their positive experience at the 

university (Awang & Ismail, 2010; Schreiner, 2009). Therefore, satisfaction is important 

to understand because of its implications for the university. 

Satisfaction and retention have a strong relationship. One study found that when 

students feel safe at their university, when they achieve academically and progress in 

their studies, and when they feel like they belong at their university. they are not only 

more satisfied, but they are also likely to persist until graduation (Schreiner, 2009). Other 

studies found that when students become involved in organizations and clubs, they are 

also satisfied (Aitken, 1982; Awang & Ismail, 201 O; Berdie, Pilapil, & Im, 1970; 

Gluskinos & Wainer, 1971; Knox, Lindsay, & Kolb. 1992). This was another topic 

covered within the retention literature. This reiterates the strong relationship between the 

two constructs. 
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Multicultural characteristics affect student satisfaction, attrition, and retention. 

Unfortunately, minorities are at a higher risk for attrition (Ban- & Schuetz, 2008; Museus 

& Ravello, 2010). Many minority students experience a culture clash when first coming 

to a university, which can cause a difficult transition in the first year (Hussey & Smith, 

2010). This can often lead the student to withdraw from the university. However, if the 

university encourages organizations to celebrate diversity, then the transition may be 

easier (Jenkins, 2007). With attrition rates higher for minorities, satisfaction levels can 

also be lower. It is important to help minority students to fo1111 relationships with their 

peers and for them to feel a sense of connection on campus in order for them to be 

satisfied (Fischer, 2007). Again, the relationship between satisfaction, retention, and 

attrition appears to be related, even between groups of people. 

While it has not been explored empirically, there were similar themes in the place 

attachment and student satisfaction literature. Sense of belonging appears to be important 

for both constructs (Fischer, 2007; Kaltenbome & Bjerke, 2002; Schreiner, 2009). When 

students feel like they belong on campus, they are more likely to be satisfied, persist until 

graduation, and fonn attachment bonds to their college campus. While the relationship 

between place attaclunent and student satisfaction has not been previously studied, the 

similarities between the two constructs cannot be ignored. Therefore, it was believed that 

conducting a study that examined this relationship would be helpful for both the field of 

psychology and higher education. 

6 



Statement of Purpose 

The purpose of this study was to examine the relationship between place 

attachment and student satisfaction in college students. Very few researchers have 

examined place attachment among college students, and nothing has been found to date 

which specifically focuses on place attachment and student satisfaction. Therefore. this 

study helped fill a gap in the literature. This investigator examined the relationship 

between place attachment and student satisfaction, but also a number of other factors that 

may affect this relationship. 
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CHAPTER TT 

LITERATURE REVIEW 

This chapter will cover the current literature that discusses the variables and 

related subjects of the study: attachment theory, place attachment, attrition, retention, and 

student satisfaction. The chapter will conclude with the purpose of the study and how this 

particular projects relates to the fields of both higher education and counseling 

psychology. There is very little literature that links these subjects and variables together. 

so this chapter attempts to illuminate the relationship between place attachment, 

retention, and student satisfaction. 

Attachment Theory 

Attachment theory expanded the field of psychology. Bowlby (1969/1982) 

believed that attachment behaviors helped to explain the way children, adolescents, and 

even adults behave towards one another. His extensive research covers the lifespan, and 

includes animals, which culminate into his body of work and the origin of attachment 

theory (Bowlby, 1969/1982). 

Bowlby ( 1969/1982) began his studies by looking at past theories of behavior, 

mainly focusing on Freud's (Freud, 1910/1957) ideas of pleasuring being the motivating 

factor of human behavior. After thorough investigations and many observations. although 

Bowlby felt that Freud's ideas were valuable, he also believed that there was something 

more. Bowlby was then motivated to begin his own research more specifically on the 
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relationships between parents (i.e., predominantly mothers) and their offspring (Bowlby, 

1969/1982). 

After deciding that Freud's ideas did not completely explain human behavior, 

Bowlby observed relationships between children and their caregivers (Bowlby, 

1969/1982). Bowlby ( 1969/1982) believed that the main variable in all of the studies was 

the proximity of the mother or caregiver to the child and the type of attachment behaviors 

exhibited by her or the primary caregiver. He defined caregiving behaviors as anything 

that facilitates attachment behavior, and it occurs when mothers, fathers, or primary 

caregivers respond to their child's needs or wants (Bowlby, 1969/1982). Attaclm1ent 

behavior, on the other hand, is defined as any kind of action or behavior taken by infants 

or children to gain proximity to their caregiver. This can be demonstrated by crying, 

screaming, smiling, cooing, grasping, or calling out (Bowlby, 1969/1982). 

Bowlby described the attaclm1ent process in the following manner. Bowlby 

theorized that there are several systems that work together in attachment including the 

attaclm1ent behavioral system in the infant and the caregiving system in the parent or 

guardian (Bowlby, 1969/1982). Bowlby believed that attachment behaviors are integrated . 

within individuals and work together in response to certain stimuli (Bowlby, 1969/1982; 

Cassidy, 2008). The infant responds to certain cues, both internal and external, such as 

fear of an unknown object, place, or person, or the perception of great distance between 

the child and the caregiver (Bowlby, 1969/1982; Cassidy, 2008). These cues tell the child 

which attaclm1ent behaviors to use in order to achieve proximity to his or her caregiver 

quickly, such as crying, crawling, running, or asking for his or her caregiver. The infant 
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will learn through trial and error which behaviors are the most effective (Bowlby, 

1969/1982; Cassidy, 2008). This attachment behavioral system then activates the 

caregiving system in the parent or guardian. The attachment and caregiving systems work 

in congruence with one another in order to protect the child and provide proximity 

between the child and the caregiver (Bowlby, 1969/1982). The caregiving system 

includes behaviors such as retrieval of the child, soothing, or rocking the child. All of 

these behaviors ensure proximity to the child, and the system is activated when the child 

is distressed and engages in attaclunent behaviors (Bowlby, 1969/1982; Cassidy, 2008). 

When infants are successful in gaining proximity to their caregiver and their needs are 

met, the attaclunent system is deactivated, and ru1 attaclm1ent bond then forms between 

caregiver and child, shaping the child's ability to attach to other people or objects later in 

life (Bowlby, 1969/1982). 

The attaclm1ent behavioral system is related to other systems as well, such as the 

exploratory system (Cassidy, 2008). These two systems ru·e closely c01mected, and so a 

full understanding of both is necessary. Children eventually begin exploring on their 

own; Bowlby (1969/1982) believed this served a survival function, because he viewed 

exploration as a way for children to leam and better understand their surroundings, 

teaching them what is safe and what is dangerous (Cassidy, 2008). Bowlby (1969/1982) 

stated that while exploration is necessary for survival, exploration without any restraint or 

supervision can actually be unsafe. Children may encounter an object or person on their 

own that is frightening or dangerous. Or, the situation may be safe for exploration, but the 

children will still seek their caregivers in order to judge the caregivers' reaction. These 
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reactions will help guide the children's future exploration. Either way, when children feel 

unsure, the attachment behavioral system is activated and children will seek their 

caregiver through attachment behaviors and attempt to gain proximity (Bowlby 

1969/1982; Cassidy, 2008). The caregiving system is then activated in the caregiver, and 

he or she may reciprocate by soothing the child and making him or herself available to 

the child. This caregiving response will satisfy the child and deactivate the attaclu11ent 

behavioral system, allowing the child to continue exploring (Bowlby, 19691982; Cassidy, 

2008). The child can examine the situation and detem1ine if his or her caregiver is near 

enough so they can explore comfortably. If the caregiver is not near, the child may not 

wish to engage in exploration. However, if the caregiver is nearby and appears to be 

accessible to the child if he or she needs, then the child is more likely to explore his or 

her environment (Bowlby 1969/1982; Grossmann, Grossmann, Kindler, & Zimmen11an, 

2008). 

Secure exploration is beneficial for children. This occurs when they are 

confidently exploring their envirom11ent because they know their caregiver is a safe 

haven who will aidJhem and protect them if they encounter something strange or 

frightening (Grossmann et al., 2008). Children who have a safe haven and secure base are 

more likely to explore their envirom11ent than those who do not. Thus, it is impo11ant for 

caregivers to be readily accessible in times of trouble or novel situations (Bowlby, 

1969/1982; Grossman et al., 2008). 

The response of the caregiver is crucial for the deactivation for the attachment 

behavioral system. Attaclunent behaviors are believed to occur until the infant or child 

11 



reaches his or her goal, which is proximity to his or her caregiver(s) (Bowlby, 1969/1982; 

Cassidy, 2008). After proximity is achieved, the infant or child will then retum to his or 

her nom1al and satisfied state, because the safe haven function is met. The safe haven 

function helps the child feel safe after feeling anxious or frightened (Bowlby, 1969/1982; 

Zeifman & Hazan 2008). Furthennore, the caregiver' s function of a safe haven also 

creates a secure base for the infant or child to return to if frightened when engaging in 

exploration (Bowlby, 1969/1982; Zeifman & Hazan, 2008). The secure base provides 

infants with a place from which they can leave and explore their environment without 

feeling threatened (Hazan & Shaver, 1994). The caregiver has comforted, soothed, and 

protected the child before, so the child feels more confident to explore on his or her own 

once he or she knows his or her caregiver is a safe haven and he or she have a secure base 

to return to in times of fear (Bowlby, 1969/1982; Cassidy, 2008; Weinfeld et al., 2008; 

Zeifman & Hazan, 2008). 

The reactions and responses of the caregiver can impact the type of attachment 

that fom1s between the infant and caregiver. There are variations in the quality of 

attaclunents. All children fonn attaclm1ents, but some are secure while others are insecure 

in nature (Bowlby, 1969/1982; Cassidy, 2008). Infants are securely attached when they 

are confident that their caregivers are near and accessible to them, while insecurely 

attached infants are less confident that their caregivers will soothe them in times of 

trouble (Bowlby, 1969/1982; Cassidy, 2008). Securely attached infants are less likely to 

engage in attaclm1ent behaviors when they feel safe and secure. They are also more likely 

to interact with their environment tlu-ough exploration (Weinfeld et al., 2008). Insecurely 
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attached infants are not as confident; in fact, they can feel anxious or even fearful 

concerning the reliability of their caregivers response. When distressed, their caregivers 

are inconsistent in their responses, and the infant may not be trustful that his or her 

caregiver will always come to their aid in time of distress (Weinfeld et al., 2008). As a 

result, insecurely attached children will engage in attachment behaviors even when they 

are not in a dangerous or novel situation. They also may not explore confidently. keeping 

them from truly engaging in their environment. Therefore, while all children become 

attached to their caregivers, some attaclunents are more beneficial than others (Weinfeld 

et al., 2008). 

Attachment Figures 

While infants form an attachment to a primary caregiver, they can also form 

attachments to other people (Bowlby, 1969/1982; Cassidy, 2008). These attachments are 

usually to others that play large roles in their life, such as another parent, sibling, 

grandparent, or other integral people. However, even though the child can fom1 multiple 

attaclunents, they are not all equal in nature (Cassidy, 2008). Bowlby (1969/1982) 

believed that infants form an attachment hierarchy. with the primary attachment figure 

being the primary caregiver. This can be seen in the infant's strong desire for their 

primary caregiver over other attaclunent figures, patiicularly in times of distress 

(Bowlby, 1969/1982). Bowlby called this preference for the primary attaclm1ent figure 

monotropy (Bowlby, 1969/1982). This is not to say that the other attachment 

relationships are negative or poor in quality, but the infant will prefer one person to 

soothe them over others (Bowlby, 1969/1982). It is believed that infants will form the 

13 



strongest attachment with the person that spends the most time with them. Cassidy (2008) 

believes this serves a survival function. For example, when infants are distressed or in 

danger, they do not have to take time to decide which attachment figure to tum to. 

Instead, infants will generally cry for their primary attachment figure (Cassidy, 2008). 

While infants and children can and do fom1 multiple attachments, they will prefer one 

particular person over others (Bowlby, 1969/1982). 

As children grow into adulthood, they developmentally fom1 attachments with 

other people, such as friends and romantic partners (Bowlby, 1969/1982; Feeney, 2008). 

These attachments are influenced by the quality of attaclm1ents the person had as a child 

with his or her caregivers; whether the person was securely or insecurely attached as a 

child can impact his or her relationships later in life. As the child matures, he or she will 

fonn expectations of attachment figures based on the nature of the relationship with their 

primary caregiver~ such as what the child could anticipate from his or her caregiver when 

distressed. The type of response given to the child and the availability of the caregiver 

shapes these expectations. These presumptions will continue into adulthood and will 

translate into their expectations of a friend or a romantic partner (Bowlby, 1969/1982; 

Feeney, 2008). For example, those who are securely attached to their primary caregivers 

as a child are more likely to use the relationship skills learned, such as constructive 

conflict techniques, being open with others, and having a positive outlook in regards to 

the relationship, with their romantic paiiner, which could lead to a more satisfying, 

positive relationship (Bowlby, 1969/1982; Feeney, 2008). This is also impacted by the 
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partner's attachment style. In adult relationships, if both partners are securely attached, 

then the relationship is more likely to be satisfying (Feeney, 2008). 

Along with attachment style, there are other similarities between infant 

attachments and adult romantic attachments, such as the variables involved in fonning 

the attachment bond. Attachments between child and caregiver are complementary in 

nature; the child needs security and safety from the adult, and the adult provides that via 

the caregiving system (Hazan & Shaver, 1994). Adults fom1 attachments to romantic 

partners, as mentioned earlier, with a similar system. Adults fom1 an attachment with 

each other in a reciprocal manner; both people are both the caregiver and the one needing 

care and safety. As people age, they will transfer attachment behaviors from their parents 

to friends, and finally a romantic partner. It has been found that, like infant attachment, 

adults, when distressed, wish to gain proximity to their significant other and tum to their 

partner in times of trouble as a safe haven and secure base (Feeney, 2008). The partner 

then is synonymous with the parent, and will assume the caregiving role, which will then 

deactivate the attaclm1ent behavioral system. The attachment behaviors tend t<? be 

displayed differently in adulthood. For example, adults may not cry and scream when 

their partner is simply in another room. Instead, adults may cry and feel depressed when 

separated from their patiner for a long pe_riod of time (Feeney, 2008). After developing an 

attachment in infancy, individuals continue to develop attachments throughout their life. 

Bowlby (1969/1982) also observed that children can become attached to objects, 

known as transitional objects. These may include blankets, pacifiers, dolls, pets, or a 

special toy. As the person ages, the attachment may shift to other objects, such as groups 
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of people. These groups can be religious, political, or social in nature (Bowlby, 

1969/1982). Finally, Bowlby (1969/1982) mentioned that a person could become 

attached to a place. Although this was not the focus of Bowlby' s (1969/1982) work, it has 

consequently shaped the work of other fields. Place attachment has similar elements as 

Bowlby' s (1969/1982) original concepts in attachment theory and is relevant to the idea 

that someone can become attached to a place, including a university or institution of 

education (Chow & Healey, 2008). 

Place Attachment 

Experts have defined place attachment as the measurement of the emotional and 

psychological ties, or level of attaclunent, someone has to a certain place (Kyle & Chick, 

2007; Smaldone et al., 2008). It is composed of psychological responses, such as the 

meaning a place holds for a person or the satisfaction that fonns after a positive 

experience; human behaviors, such as social interactions and cultural rituals; and 

enviromnental characteristics, such as the physical landscape of the place (Stedman, 

2003). If a space is special, it will involve meaning through use and involvement, and 

when this occurs, a space transfom1s into a place, where meaningful experiences can 

occur (Kaltenborn & Bjerke, 2002; Swaminathan, 2004; Van Patten & Williams, 2008). 

A place is significant and allows meaningful experiences to occur for a person. For 

example, Swaminathan (2004) found that school children excelled in their studies when 

the classroom was transfo1111ed from a space into a place. This transfonnation happened 

over time, and required that the envirom11ent be safe, respectful, and a place for the 

children to enjoy (Swaminathan, 2004). Eventually, the children grew attached to their 
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school and classrooms (Swaminathan, 2004). A place then, by definition, is a space in 

which a person fom1s an attaclunent (Kaltenbom & Bjerke, 2002) 

If a person becomes attached to a place, then a sense of belonging may develop 

(Kaltenbom & Bjerke, 2002). Scannell and Gifford (2009) found that this is likely to 

happen when a place is similar to a person's interests or values. People may feel more at 

home, or more like they belong, if the place they are visiting or lives fulfills their wants 

and needs (Scannell & Gifford, 2009). Researchers (Chow & Healey, 2008; Kyle & 

Chick, 2007) have found that attachments to places are not static, but they evolve. This 

evolution might occur because people will leave places to which they are attached. For 

example, they may move to a new home and become attached to their new location 

(Chow & Healey, 2008). Chow and Healey (2008) studied university students who left 

their home for college. These students, after making new friends. becoming involved in 

the campus community, and exploring the surrounding area and town, became attached to 

their college campus. It has been found that while humans have an enduring co1mection 

to their primary caregiver, other attaclm1ents tlu·oughout their life may evolve (Feeney, 

2008). Like attachment hierarchy or monotropy, place attachment appears to be similar in 

nature, because the attachments to places appear to change over time (Chow & Healey, 

2008; Kyle & Chick, 2007). Attachments need time to progress and become stronger 

(Stedman, 2003). Time and frequency are important; for example, the more a place is 

visited, or the longer it serves as a residence, the stronger the attaclunent formed may be 

(Chow & Healey, 2008). With the phenomenon being so comprehensive, it may 
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sometimes be difficult to fully attach to a place within a short amount of time (Chow & 

Healey, 2008). 

Psychological ties to a place are comprehensive and include cognitions, feelings, 

and actions; all are necessary in order to fonn a strong attaclunent, which is similar to 

Bowlby's (1969/1982) idea of secure attachment (Chow & Healey, 2008; Spencer, 2005). 

Cognitions are very imp01iant, because they represent the effects of the brain where 

memories fom1 (Scannell & Gifford, 2009). When a special experience occurs in a place, 

a memory can then form, helping the place to remain special for a person even after he or 

she leaves (Scannell & Gifford, 2009). These significant memories, or cognitions, 

emotionally c01mect the person to a place, and form an attaclunent; however, without the 

emotional connection, the attaclm1ent is likely not to fom1 (Scannell & Gifford, 2009). 

Researchers ( e.g., Sca1mell & Gifford, 2009) also discuss the action aspect of place 

attaclunent, stating that many people express their attaclm1ent through their behaviors. 

For example, people prefer to remain close to a special place and not move too far away 

(Scaimell & Gifford, 2009). Conversely, if the special place is a long distance away, then 

people might visit often in order to reconnect or experience the security and safety of the 

place (Scaimell & Gifford, 2009). Cognitions, emotions, and behaviors are all necessary 

for a lasting, strong attaclunent. 

Because place attaclm1ent does involve so many different aspects of a person, it 

can affect personal identity (Kyle & Chick, 2007; Kyle, Graefe, Maiming, & Bacon, 

2003; Long & Perkins, 2007). When personal identity becomes strongly affected, the 

person's sense of self becomes intricately related to that space and environment (Dale, 
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Ling, & Newman, 2008). Over time, the place can represent the person (Kyle et al., 2003; 

Scannell & Gifford, 2009). For example, when asked who a person is, someone may 

answer that he or she is a United States' citizen, showing a strong sense of identity for 

that country. This would be a different affiliation than someone who may be from another 

country, like Mexico. The affiliation with the place affects that person's sense of self 

(Kyle & Chick, 2007). 

Place Identity and Place Dependence 

Place identity and place dependence are two components of place attachment that 

are important (Smaldone et al., 2008; Vaske & Kobrin, 2001 ). Place identity is concerned 

with emotions and how the place fulfills an emotional need, while place dependence is 

more focused on whether or not the place fulfills a practical need (Anderson & Fulton, 

2008; Kyle, Graefe, Manning, & Bacon, 2004; Smaldone et al., 2008). While the two are 

separate components of place attaclm1ent, researchers believe that both are necessary for 

an attachment to fonn (Smaldone et al., 2008; Vaske & Kobrin, 2001 ). 

A person's relationship with a place is central to place identity, and without this 

relationship, place attachment could not fonn (Chow & Healey, 2008; Hunt, 2008). Place 

identity mainly focuses on the emotional ties a person has with a place (Anderson & 

Fulton, 2008; Kyle et al., 2004). Researchers have decided that place identity occurs 

when a place becomes important because of the meaning placed upon it. The emotional 

meaning imposed on the place precedes the bond that fom1s (Kyle et al., 2003). So, place 

identity involves the emotional component of place attachment. Place attaclm1ent 

encompasses emotional, cognitive, and behavioral aspects, so place identity is only a 
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fraction of the overall attachment (Kyle et al., 2003). It is a large part, but other 

components are needed to fonn an attachment bond. 

The other part of place attachment is called place dependence, which is a more 

dynamic process (Smaldone et al., 2008; Vaske & Kobrin, 2001). Place dependence is 

fom1ed by two characteristics: (a) Does the place fulfill a need; and (b) ls the specific 

place better than others (Smaldone et al., 2008)? An example of this is places people go 

for recreational activities (Kyle et al., 2003). Mountains are necessary for those who wish 

to ski, lakes and rivers are necessary for people who prefer to fish, and land is necessary 

for those who like to ride horses. Each person becomes dependent on the physical place 

when engaging in these activities. Thus, the place fulfills a need, but that is not enough. 

People wish to find the best places to ski, fish, or ride horses. Not all recreational spots 

are the same, and people will seek out the places they enjoy best; once both instances 

have occurred, place dependence has formed (Smaldone et al., 2008). This is 

synonymous to the caregiving system in childhood and adult attaclunents. Children and 

adults fom1 attachments with people that fulfill their needs in a unique and special way 

(Cassidy, 2008; Hazan & Shaver, 1994). The caregiver provides a service to the recipient, 

helping him or her to feel safe and assured that the caregiver will be there when needed 

(Cassidy, 2008; Hazan & Shaver, 1994). These places are doing something similar. 

People attach to places that fulfill a need and provide a special service, whether it be 

providing a large amount of fish or a beautiful mountain to ski down (Smaldone et al., 

2008). This is just one example of how both attachment theory and place attachment are 
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similar. Both place dependence and place identity are important for a strong level of 

place attachment. 

Function of Place Attachment 

Some researchers believe that there are various reasons why people become 

attached to a place or various places. Scannell and Gifford (2009) believe that place 

attachment contributes to a person's chance of survival. This is similar to Bowlby's 

theory of the function of human attachments, as discussed earlier (1969/1982). 

Historically, people are more likely to settle in places that have the resources available 

that are needed for survival, such as water or abundant food (Scannell & Gifford, 2009). 

In developed countries, this was a necessity before teclmology became so advanced that 

people could live anywhere. However, in underdeveloped countries, this is still a concern 

and present. 

People also become attached to places where they feel secure (Scmmell & 

Gifford, 2009). This is also related to Bowlby's (1969/1982) theory of a safe haven and a 

secure base. When a place becomes safe, people feel free to attach emotionally with the 

space, similar to attaching to a caregiver who is a safe haven. They may even try to stay 

in that place, or remain close and return soon after leaving, or not travel far away, 

especially in times of danger or threat (Scrumell & Gifford, 2009). This idea is related to 

the function of staying in a place for survival. Staying close to a known, familiar place 

increases safety. Again, this can be linked to Bowlby's attachment theory; infants remain 

in close proximity to their caregivers in order to feel safe, and return to that person in 

times of danger (Bowlby, 1969/1982). Adults also remain close to their romantic partners 
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in order to feel safe emotionally (Hazan & Shaver, 1994 ). Adults have emotional needs 

that can be met by another person, particularly a romantic partner. If the need is being 

met, then the adult will continue to stay in the relationship and will tum to that person in 

times of distress or won-yin their lives (Hazan & Shaver, 1994). A romantic partner helps 

some people to deal with every day stresses to stay in a healthy psychological and 

emotional state (Hazan & Shaver, 1994 ). However, there are other reasons why people 

may become attached to a place. 

Certain places may be conducive for the attainment of a personal goal (Scannell 

& Gifford, 2009). According to Scmmell and Gifford (2009), the function of attaining a 

goal can satisfy the need to be successful. The feeling of success can emotionally attach a 

person to a place (Scaimell & Gifford, 2009). The goal can either be recreational or more 

serious in nature. For example, a person who catches fish may return to the same lake or 

pond because he or she has repeatedly caught a large amount of fish there. Another 

example is a college student who stays at a ce1iain university to reach his or her goal of 

graduating with a college degree. These people who were successful in their goal may be 

more attached to these places than others (Scmmell & Gifford, 2009). 

There is an emotional component involved in place attachment as well (Scaimell 

& Gifford, 2009). People can experience emotions while working towards their goal, 

which gives the person an incentive to keep working for his or her accomplishment, thus 

keeping him or her at that pmiicular place (Scannell & Gifford, 2009). Scannell and 

Gifford (2009) also comment on the emotional regulation piece that occurs when people 

strive towards a goal. They may experience a wide range of feelings while working for 
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something. These feelings will also positively reinforce the person and keep him or her in 

that particular place until he or she have reached his or her goal (Scmmell & Gifford, 

2009). While this may not be as important a function as survival, it is still a valuable 

reason why people become attached to places. 

Models and Theories of Place Attachment 

Several different theories have been generated to help explain place attaclunent 

(Greit 2009; Scannell & Gifford, 2009; Stedman, 2003). Overall, there is some 

disagreement among the different theories. For example, some theorists believe that 

social constructions, such as culture, are more important when fom1ing bonds and ties, 

while others place an emphasis on the physical enviromnent, such as the natural 

landscape (Kaltenbom & Bjerke, 2002; Stedman, 2003). Nonetheless, all of the theories 

do note that people fonn an attaclunent to place. The following will delineate the 

different theories of place attachment and how they are similar and different. 

The Meaning-Mediated Model of Place Attachment 

The Meaning-Mediated Model of attaclm1ent espouses that the physical 

enviromnent is important in fostering place attachment (Stedman, 2003). In this theory, 

although experiences are deemed important, attachment, is the result of the actual 

physical landscape. This theorist believes that place influences the types of experiences . 

one had; therefore, the attaclm1ent should be attributed to the place and not the experience 

(Stedman, 2003). Stedman (2003) researched this model and found that it was a good fit 

for learning about the relationship between the natural landscape and place attaclunent. 

Stedman (2003) surveyed people who lived around or vacationed at a patiicular lake. 
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There was the possibility that the shoreline around the lake would be turned into housing 

developments. Many residents were very opposed, being attached to the lake and its 

natural landscape. While these results are important to note, little research has been 

conducted in this area. Therefore, the theory has not been expanded upon and there is not 

model that corresponds with the theory. Although Stedman (2003) found support for the 

importance of the natural landscape in place attachment, others believe that social aspect 

of the place should be the main focus. 

The Experiential Model of Place Attachment 

The Experiential Model of Place Attachment argues that previous experiences and 

behaviors foster place attachment (Stedman, 2003 ). In other words, the different 

experiences that people have are linked to the place in which they had the experience. 

Stedman (2003) believed that the physical landscape could be linked to that experience 

and will be associated with it for the length of a person's memory. Whatever actions took 

place at that particular site are associated with the landscape and vice versa. Therefore, 

the space will become linked to the experience and place attaclm1ent will form (Stedman, 

2003). Stedman (2003) researched this model in comparison to the Meaning Mediated 

Model and found the Experiential Model to be of poor fit. Therefore, it does not explain 

place attachment well and has not been researched by others (Stedman, 2003 ). 

Neighborhood Attachment Theory 

Other researchers believe they can explain place attaclunent as well. For example, 

the Neighborhood Attachment Theory focuses on residents' level of attachment to their 

neighborhood. Social interactions can occur in many places, like neighborhoods. 

24 



Neighborhood attachment is comprised of a type of behavioral and emotional attaclm1ent 

(Greit: 2009). Behavioral attaclunent is the actions a person takes within their 

neighborhood irt order to ensure a friendly, safe environment (Greit~ 2009). The 

emotional connection is much like the connection that has been discussed earlier, one of 

sentiment and a feeling of connection to the neighborhood (Guest & Lee, 1983 ). This 

emotional attachment is usually fanned when a person believes that the neighborhood he 

or she lives in is safe from crime, the resident appreciates the physical characteristics or 

natural landscape of the neighborhood and the surrounding area, and one is socially 

active and invested in the neighborhood (Guest & Lee, 1983). This emotional c01mection, 

coupled with the specific behaviors found in neighborhoods and residential communities, 

form to comprise neighborhood attaclm1ent (Greif, 2009). 

As can be seen, the researchers discussed have differing opinions. Some 

emphasize behaviors and actions in tem1s of place attaclm1ent (Kyle et al., 2003). 

Woldoff (2002) explained the behavioral component of neighborhood attaclunent. The 

act of being a neighbor to others and problem solving at a group level leads to place 

attaclunent of a neighborhood (Woldotr: 2002). This includes socially suppo1iing one 

another, helping in crime watch or voicing opinions in political matters that affect the 

residential area (Greif: 2009). Lewicka (2005) believes that neighborhoods benefit from 

high levels of place attachment, because the residents are more likely to engage in social 

and civic interactions with each other. These types of interactions are behavioral in 

nature, reinforcing the idea that this is an important component of place attaclm1ent. 

According to Greif (2009), behavioral attachment is necessary for bonds to fom1 to a 
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specific residential community. Greif (2009) used this theory as the basis of her study 

that focused on neighborhood attachment among various racial and ethnic groups. She 

found that for many groups, there were a varying levels of attachment that were not 

related to the model, such as discrimination and immigration status (Greif~ 2009). 

Woldoff (2002) found support for this multi-dimensional theory of neighborhood 

attachment in her study that focused on the impact of local stressors on levels of 

neighborhood attachment. She found that depending on the stressor, residents may have 

differing levels of behavioral and emotional attachment to their neighborhood. Her results 

confirm that both components are needed to fully explain the phenomenon of 

neighborhood attachment (Woldotl~ 2002). 

Discursive Social Psychological Theory 

Discursive social psychological theory is the idea that cultural experiences, 

beliefs, or symbols influence one's attachment to places (Kyle & Chick, 2007; Scannell 

& Gifford, 2009; Van Patten & Williams, 2008). It emphasizes the effect cultures have 

on place attaclm1ent, stating that culture impacts the meaning placed upon experiences 

and the type of experiences someone has (Van Patten & Williams, 2008). Religious 

places are an example of this. People can become attached to their place of worship 

because of their experiences, rituals, or belief system. Others may travel to a place such 

as Mecca or Jerusalem for a religious experience (Scannell & Gifford, 2009). In fact, 

people are so attached to these types of places that they will protect them in times of 

danger, which is evidenced by the different wars fought over religious locations (Scannell 

& Gifford, 2009). Therefore, cultural aspects can be very important in the way we 
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perceive places and become attached to them. Van Patten and Williams (2008) tested this 

theory and found it a good fit for place attachment.Through these findings, they believe 

that meanings attached to a place are social in nature. In other words, without social 

interactions, places cannot become meaningful (Van Patten & Williams, 2008). 

Tripartite Model of Place Attachment 

Finally, Scannell and Gifford (2009) proposed a three-dimensional, or tripartite 

model, of place attachment. In this model, Scannell and Gifford (2009) explained place 

attachment as involving the person, the place, and the psychological processes 

experienced in fom1ing the attachment. First, they believe that ·place attachment affects 

both the individual and groups of people. On the personal level, it affects the individual 

because of the attachment that fom1s. On the group level, the effects of place attachment 

can be seen by cultural values (Scmmell & Gifford, 2009). That place is special to the 

group of people because of the special society that is in that particular location. They also 

believe the place, whether for its physical landscape or the social interactions that it 

facilitates, is an important factor (Sca1mell & Gifford, 2009). For example, some people 

love the way a place looks; its natural characteristics can become special. Or, the place is 

a spot of social interactions, helping to create, strengthen, or renew relationships. Finally, 

the researchers believe that the psychological processes involved such as thoughts, 

feelings, and emotions, as discussed earlier, are imperative for an attachment to form 

(Scannell & Gifford, 2009). They tested their model and their theory and learned that it is 

a good fit for the phenomenon of place attaclm1ent. 
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As can be seen, there are several different aspects that make up place attachment, 

and there is a lot of disagreement among researchers as to which characteristic is most 

important. Some place emphasis on a particular facet of place attachment, such as the 

physical landscape, while others believe that attachment is much more comprehensive 

and involves several different dimensions. This research study will primarily use Scannell 

and Gifford's (2009) model because it does incorporate many different facets that are 

believed to be important. 

The Place Attachment Questionnaire 

While there are models and theories that explain place attaclm1ent, there are very 

few scales that help measure place attachment. Fitch and colleagues (2011) researched 

the ·literature and did not find a scale that addressed all of the dimensions as set forth by 

Scannell and Gifford (2009). Therefore, the researchers believed it was necessary to 

develop a new scale. The researchers conducted a study for the development and 

validation of the Place Attachment Questionnaire (PAQ; Fitch et al., 2011 ). Their study 

took place at a southwestern university with 214 participants. The participants were asked 

to complete several assessments, with the Place Attachment Questionnaire being 

included. After collecting the data, the researchers conducted an exploratory analysis that 

showed the P AQ to be valid and reliable (Fitch et al., 2011 ). Two significant factors 

emerged from the scale, making it more comprehensive than other existing scales. These 

two factors are Connection/Jdent(fication, and Emotional Connection (Fitch et al, 2011 ). 

Questions that measure Connectionlldentffication are similar to "'It is a part of myself:" 

and questions that measure Emotional Connection are similar to '"I feel sad when I am not 
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there." Both of these factors showed strong reliability, with Cronbach alpha reliabilities 

of .94 and .89 respectively. For this reason, the PAQ will be used for this particular study. 

Variables That Foster Place Attachment 

There are variables that foster place attachment. These include the environment, 

social interactions, culture, certain behaviors, personality traits, or historical events 

(Chow & Healey, 2008; Kaltenbom & Bjerke, 2002; Kyle et al., 2003; Kyle et al., 2004; 

Lewicka, 2005; Payton, Fulton, & Anderson, 2005; Smaldone et al., 2008; Stedman, 

2003; Tognoli, 2003; Van Patten & Williams, 2008). All of these variables either work 

together or separately when a person forms an attachment with a place. It is necessary to 

understand these variables in order to better understand place attachment. 

Physical Landscape 

There are various reasons why a person would become attached to a place. For 

some, the actual place itself helps foster the bond, such as the landscape, physical 

environment, or attractiveness (Chow & Healey, 2008; Kaltenbom & Bjerke, 2002; 

Smaldone et al., 2008; Stedman, 2003). This is related to the Meaning-Mediated Model 

researched by Stedman (2003). Some people really enjoy being in certain environments 

for various reasons and would feel a great loss if it is destroyed (Scannell & Gifford, 

2009). Researchers have found that residents of towns that have been destroyed by 

natural phenomenon such as tornadoes, floods, or earthquakes will actually rebuild their 

town to look exactly like it did before the disaster (Scaimell & Gifford, 2009). In these 

instances, the citizens will disregard any voice for change or improvements, because their 

attaclunent to their place of residence is strong and they do not wish for any type of 
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variation (Scannell & Gifford, 2009). Scannell and Gifford (2009) believe that residents 

may wish for familiarity over any improvement that may be made when rebuilding a 

town. Therefore, physical environn1ent and landscape can be an important component of 

place attachment (Chow & Healey, 2008; Kaltenbom & Bjerke, 2002; Smaldone et al., 

2008; Stedman, 2003). 

Social Interactions 

While some appreciate the physical appearance of a place, others may eqjoy a 

place because of a more social aspect, which is supported by the Neighborhood 

Attachment model (Van Patten & Williams, 2008). Fanning new relationships, engaging 

in an active social life, sharing experiences with others, fonning memories, and 

interacting with family and friends makes a place special (Chow & Healey, 2008; 

Kaltenbom & Bjerke, 2002; Kruger, 2006; Kyle & Chick, 2007; Scannell & Gifford, 

2009; Stedman, Beckley, Wallace, & Ambard, 2004). A place that fosters social 

interaction or group identity also facilitates place attachment (Scannell & Gifford, 2009). 

Culture 

Not only do individual interactions foster place attachment, but social interactions 

on a group level can be important, too. Researchers believe society, in a more general 

sense, can play a role. For example, culture that smTounds a place facilitates the 

fom1ation of attachments, as seen in the Discursive Social Psychological Theory 

(Kaltenbom & Bjerke, 2002; Payton et al., 2005; Van Patten & Williams~ 2008). For 

example, in many places, a cultural aspect that is special and specific to a society might 

be religious rituals (Scannell & Gifford, 2009). Participating in these rituals is impotiant 
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to some people and can be extremely significant (Pollini, 2005). As reviewed earlier, 

significant events can attach a person emotionally to a place (Scannell & Gifford, 2009). 

Actions and Behaviors 

Along with the emotional piece mentioned previously, behaviors are also a 

component of place attachment and are believed to help strengthen the attachment 

between a person and a place (Scannell & Gifford, 2009). An example of this for many 

might be engaging in recreational activities (Kaltenbom & Bjerke, 2002; Kyle et al.,, 

2004; Kyle et al., 2003). Like the Experiential ModeL researchers have found that being 

involved in a certain number of activities can strengthen an attachment (Anderson & 

Fulton, 2008; Stedman, 2003 ). Other actions may include the act of visiting a place 

several times, often, and for long periods of time makes a place feel familiar and creates 

continuity (Anderson & Fulton, 2008; Chow & Healey, 2008; Smaldone et al., 2008). 

Additionally, the more time people spend at a place, the more secure they will feel while 

being there, because the new place eventually becomes familiar (Chow & Healey, 2008). 

These behaviors are all very different reasons and subjective and personal to the 

individual. 

Personality Traits 

Because place attachment is subjective and personal. personality is also believed 

to be a factor, specifically in instances of relocation (Tognoli, 2003). In short, people 

react differently to situations. Someone's personality is individual to him or her and 

largely dictates how he or she will handle new experiences. It is believed that certain 

characteristics of personality may be better suited to adjusting to a new home, vacation 
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spot, or other kinds of moves (Tognoli, 2003). Tognoli (2003) found that individuals who 

have certain traits, such as a high internal locus of control, or those that believe they can 

control their situations, and a high level of self-esteem are more likely to have an easier 

transition when first leaving home and going to college (Tognoli, 2003). 

Historical Events 

Finally, historical events can influence place attachment, as well. Some research 

has been conducted exploring the levels of place attachment for citizens of countries that 

have been affected by war. Lewicka (2005) found that after a war was long over, people 

were able to fom1 a stronger place attachment to their home country, specifically if the 

country was previously affected by censorship and non-democratic fon11s of government. 

The researcher found that the citizens felt afraid and disconnected from each other and 

their home country during the time of enforced censorship. After the war was over and 

censorship was banned, the citizens could become attached to their country again by 

rediscovering their homes and national identity (Lewicka, 2005). In other words, the 

citizens were able to freely express their national identity and their ancestral roots 

without fear, giving them the ability and freedom to emotionally attach with their country 

(Lewicka, 2005). Interestingly, Lewicka (2005) found that citizens who were under 

democratic rule had lower levels of place attaclm1ent. The researcher believes this is 

because citizens who were under a democratic form of govenunent do not feel 

disco1mected from their country, and so do not feel the need to rediscover their collective 

history and develop attaclm1ents to their home country (Lewicka, 2005). 
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Group Differences in Place Attachment 

While the variables previously discussed do affect place attachment, various 

cultural groups experience places differently, and so have varying levels of place 

attachment and different variables that affect their overall attachment. Some members of 

varying racial/ethnic groups will have different experiences of place attachment because 

of social factors, such as immigration status, discrimination, and attaclunents to their 

homeland (Greif, 2009). Others may fear deportation, keeping them from getting attached 

to their cun-ent residence (Greit: 2009). 

Place attachment along different cultural variables, in particular those who 

identify as immigrants, has not been heavily researched, but some have studied the 

phenomenon (Greif, 2009). Greif (2009) found that immigrants have lower levels of 

place attaclunent than people who are living in their native land. In addition, Greif (2009) 

also found that Hispanics who have immigrated to the United States (U.S.), experience a 

weaker attachment to their home country the longer they stay in the U.S. However, for 

those that do not have legal citizenship, Grief (2009) found that they might be afraid to 

become attached to a place from which they may be forced to leave. 

Other variables affect place attaclunents levels among cultural groups, as well. 

For example, it may seem that those who have lingering attaclunents to their native 

countries might have a more difficult time becoming attached to their current country of 

residence, but Greif (2009) did not find that to be true. Actually, it was noted that some 

immigrant groups participated more in their new homeland, by attending neighborhood 

block pa11ies or interacting socially with neighbors infonnally, which dispels the idea that 
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immigrants have a harder time fom1ing emotional bonds to their relocated home (Greif, 

2009). Greif (2009) explains this in terms of homeland ties; where the immigrants' ties to 

their homeland accentuate their positive feelings for their local neighborhood. These 

positive feelings can be displayed in the person's level of sentiment and satisfaction for 

their new neighborhood (Greif, 2009). Overall, Greif (2009) found that homeland ties did 

not significantly detract from immigrant's levels of place attachment to their new home. 

While homeland ties may not adversely affect place attachment levels, discrimination 

does (Greit: 2009). Although immigrants can fonn an attachment to a new place, within 

the U.S. immigrants have weaker attachments than Caucasians. It is possible that 

discrimination and oppression may be a contributing factor (Greit: 2009). Greif's (2009) 

study found that when a immigrants reside close to a native group of people, the natives' 

levels of neighborhood activity, satisfaction, and attachment decreases, possibly because 

of racial prejudice towards the immigrants (Greif, 2009). Greif s findings are in line with 

other studies conducted on immigration and place attachment (Greif: 2009). The overall 

culture of the United States and our struggles with racial/ethnic discrimination have been 

found to affect immigrants' level of satisfaction in their neighborhoods. 

Place attachment has not just been studied among different groups within the 

U.S.; it has been examined among citizens of other countries as well. Lewicka (2008) 

studied place attaclm1ent in regards to two different cities in Poland that had been greatly 

affected by World War II. Both cities had been ruled by multiple countries and had a very 

diverse past and population. She found that the residents' place attaclm1ent was 

influenced by their etlmic bias, or the way they culturally perceived their city. Etlmic bias 
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can be defined as one ethnic group's ideas about their influence over their homeland or 

city, thinking they had a greater impact than another ethnic group. For example, some 

people write textbooks and history books, telling only one side of a story that includes 

their ethnic group, leaving out any role or contribution another ethnic group may have 

made during that time (Lewicka, 2008). Ethnic bias was evident in her study in the way 

the people from the cities had varying levels of place attaclunent, and varying levels of 

pride in their city or their city history (Lewicka, 2008). Cultural aspects are an important 

component of this phenomenon and are important enough to be considered for further 

research. 

As can be seen, there are several group differences conceming place attachment. 

Various factors can impact a person's level of place attaclm1ent in a multitude of ways. 

Some factors, such as fear of deportation, can detract from place attaclunent, while etlmic 

bias can strengthen a person's level of place attaclunent (Greit~ 2009; Lewicka, 2008). 

Therefore, a person's level of place attaclm1ent is subjective and individual to him or her 

(Lewicka, 2008). 

Place Attachment Among Students 

Other groups, such as college students, experience place attachment in a unique 

way as well. As noted earlier, individuals can become attached to many different places, 

one of these being a college or university campus (Bowlby, 1969/1982). Proximity of 

home to the college campus, a sense of community, and personal growth (Swaminathan. 

2004; Tognoli, 2003) all contribute to college students' attaclunent to their college 

campus. 

35 



There are a couple of characteristics or traits that are indicators of place 

attachment among college students. The proximity of their home to their university plays 

a large role (Tognoli, 2003). If a home is close enough, students can visit when they wish. 

Research shows that students who go home frequently are likely to have a stronger sense 

of attachment to their university, because they are able to avoid homesickness (Tognoli, 

2003). 

Homesickness can be alleviated and place attaclm1ents strengthened if a sense of 

community can be built on campus (Tognoli, 2003). Campus activities, clubs, and teams 

can bring this idea of community or belonging for a student. Therefore, students who are 

involved in these activities have a stronger attachment to their university (Tognoli, 2003). 

Being able to develop personally and professionally, feeling respected, and having 

relationships with peers, faculty and stafl: help students feel secure within their academic 

envirom11ent (Swaminathan, 2004). When one feels secure, the student then has the 

freedom to express creativity and to live one's life (Swaminathan, 2004). This is akin to 

the exploratory system. As reviewed earlier, infants and children tend to explore their 

environment when they feel safe and secure in their attachments with their primary 

caregiver (Bowlby, 1969/1982). Students who feel secure are more likely to explore 

different facets of themselves, such as their creative tendencies or their independence 

(Swaminathan, 2004). When students feel like the faculty and staff at their university 

supports them and their success, they are more likely to enjoy their experience. They 

invest a lot of time and effort into their education, and there are many barriers that could 
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negatively impact their experience (Spellman, 2007). Creating a strong place attachment 

is one way to alleviate some of the stress of going to college. 

Place attachment is a phenomenon that is heavily researched in some areas, such 

as how it affects recreational activities and vacation choices (Smaldone et al., 2008). 

However, there is very little in the literature about how place attachment affects students 

(Chow & Healey, 2008). It is believed that place attaclunent is linked to attrition and 

retention rates and overall student satisfaction. This idea will be further explored 

throughout this study. . 

Attrition 

Attrition is an imp011ant topic for educators and administrators at college 

campuses (Le & Tam, 2008). For some, attrition rates are how universities base their 

success or failure (Hossler et al., 2009). By definition, attrition is when a student 

withdraws from or transfers out of the university (Hossler et al., 2009; Hussey & Smith, 

2010). It has been found that students face baniers both when enrolling and when 

attempting to complete their degrees (Spellman, 2007). A barrier is anything that makes it 

diflicult for students to register for classes or graduate with their degree. Often, these 

barriers are the same (Spellman, 2007). Barriers include lack of support and multicultural 

issues, such as prejudice (Ban & Schuetz, 2008; Park & Hee, 2009; Stratton, O'Toole, & 

Wetzel, 2007). It has been found that rates of enrollment and attrition are positively 

conelated, meaning that as students enroll, they also withdraw (Barr & Schuetz, 2008). In 

order to better serve students, it is important to understand the different reasons why 

students fail to complete their degree (Spellman, 2007). 
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The Importance of Support 

College is a challenge; therefore, it is imperative that students feel supported 

during this time. A lack of support could cause a student to leave (Park & Hee, 2009). 

Students need a way to retain ties with old family and friends, create new ones on their 

campus, or both. When students become involved and make friends, they not only create 

a support system, but they also create emotional ties to the campus. Failing to develop 

these ties can result in withdrawal (Stratton et al., 2007). Those who have high levels of 

interactions with their peers and colleagues usually perform better scholastically (Le & 

Tam, 2008). As a result, getting students to connect, either through campus events, clubs, 

organizations, intramural sports, or group projects, could help overall performance and 

outcome (Chow & Healey, 2008). While creating a support system on campus is 

imp011ant, retaining familial ties can be just as beneficial (Stratton et aL 2007). 

Familial support is important. If present and involved in a child's life, a parents' 

level of supp011 for his or her child can influence whether a child stays in college or 

withdraws (Stratton etal., 2007). Sometimes, the parent's effects are indirect. For 

example, parents who have a low level of education are more likely to have students who 

do not complete their education (Stratton et al., 2007). Researchers believe that parents 

who did not attend college have difficulties giving the psychological support to their 

children while they are students (Stratton et al., 2007). Bar and Schuetz (2008) point out 

that most first generation students are unde11,repared for the rigors of college. Being a 

first generation student can be extremely difficult, and without that support or adequate 

preparation, he or she is more likely to withdraw (Barr & Schuetz, 2008; Stratton et al., 

38 



2007). Many universities have trouble meeting the needs of students who are 

underprepared, which contributes to high attrition rates among first generation students 

(Barr & Schuetz, 2008). Similarly, ,students who come from lower-class families are 

more likely to withdraw than students who come from middle or upper class families 

(Stratton et al., 2007). Stratton et al. (2007) implied that this could be attributed to the 

high cost of education, making it difficult for a lower-class family to financially support 

their children in their academic pursuits. Parental support, whether financial or emotional, 

is important for success in college (Stratton et al., 2007). Support may be especially 

important for students of color, who are at a high risk for withdrawal (Hussey & Smith, 

2010). 

Withdrawal and Multicultural Considerations 

As student populations become more diverse, it has become more difficult for 

universities to accommodate all students (Hussey & Smith, 2010). Some researchers have 

looked at the multicultural facets of withdrawal (Tinto. 1987 /1993 ). Researchers have 

found large differences, finding that minorities are more likely to withdraw (Barr & 

Schuetz, 2008; Museus & Ravello, 2010). Because of the current research, minorities in 

this paper will include students of color and women. With the rate of minority students 

growing in student populations, it is important to note the different reasons behind their 

withdrawal. 

Unfortunately, social and contextual factors may affect attrition for ethnic and 

racial minority students (Barr & Schuetz, 2008; Museus & Ravello, 2010). Hussey and 

Smith (2010) believe that many problems arise from a culture clash. Students come from 
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one background to an institution or a degree program that has a different vocabulary, 

value system, or culture altogether. This requires a certain amount of adjustment on the 

student's part, which can be difficult (Hussey & Smith, 2010). For the most part, 

universities do not accommodate the needs of minority students. Instead, minority 

students are expected to assimilate into their campus culture, which is not always a 

successful endeavor (Hussey & Smith, 2008). Next, students change quite a bit while 

attending college. Universities need to recognize that not all students will change in the 

same direction or at the same pace. This is especially true with diverse student 

populations. Having the expectation that all students will react the same way to college 

life can be problematic both for minority students and for universities (Hussey & Smith, 

2008).Therefore, as student populations change and evolve, so must universities if they 

wish to combat attrition rates (Hussey & Smith, 2008). 

One way for universities to change would be to recognize the need for diversity 

within their faculty and staff. It is impotiant for students of color to have faculty members 

of color. If barriers keep people of color from instructing at a university, a student of 

color can be negatively affected (Opp, 2002). Opp (2002) believes it is because faculty 

members of color are more likely to implement programs that would encourage students 

of color to graduate, and they can help create more equality on campus in tenns of racial 

diversity. 

The dynamic between a staff person of color and a student of color can be related 

to social cognitive career theory in terms of vicarious learning and role-modeling. Social 

cognitive career theory postulates that vicarious learning is an element of career 
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development (Lent, Brown, & Hackett, 1994 ). In other words, people learn through 

others such as mentors or superiors at their job site how to successfully do their job and 

set career-related goals for themselves. This encourages the employee to continue to 

work and perfect their skill set, which in tum promotes a sense of self-competence. Lent 

and his colleagues (1994) believe that self-efficacy plays a large role in the development 

of interest in a task and the level of persistence in a task. Those that are more efficacious 

are more likely to complete their task and be interested while perfom1ing on the job. The 

mentor or superior is considered to be a role-model who the employee leams from and is 

instrumental in the employee's success. Without the role-model, the employee may not 

engage in the task at all, stunting his or her career development (Lent et al., 1994). The 

same can be said for a student of color and a staff member of color. The staff member is 

the mentor from whom the student vicariously learns, and after which he or she models 

his or her behavior. The student is encouraged by the staff member and develops a real 

interest in the subject matter being taught. Having a role-model can greatly encourage a 

student to succeed. However, without one, the student is more likely to withdraw (Opp, 

2002). 

Some minority students have different concerns than needing a role-model, such 

as language baniers. Students who learned English as a second language may have an 

extremely difficult time successfully completing assignments and classes (Barr & 

Schuetz, 2008). It is important for campuses to encourage diversity through 

organizations, events, and overall attitudes. Students are not the same, even though 

universities operate on a system that revolves around the assumption that students are all 
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alike. Hussey and Smith, (2010) believe that universities should change the way they 

operate to be more sensitive to individual students and their differences. They believe that 

this will increase retention rates. Students are more likely to withdraw when aspects of 

the university do not cater to a student's unique background, interests, and culture 

(Hussey & Smith, 2010). 

Disparities in attrition rates are not only found between ethnic groups, but 

between genders as well. Stratton et al. (2007) found attrition differences between women 

and men. They found that when registered as a full-time student, women are more likely 

to withdraw than men. However, as women get older, they are more likely to complete 

their degree while men are more likely to withdraw. So, age has been found to be a 

variable that is different between women and men in tem1s of attrition (Stratton et al., 

2007). Stratton and colleagues (2007) attribute this difference to a person's persistence 

and interest in earning his or her degree. Therefore, women may be more interested in 

obtaining their degree as they get older, and so are more likely to persist, while men 

appear to be less invested in their education as they age. 

As noted, there are a myriad ofreasons why students may withdraw. It would be 

hard, if not impossible, for a university to prevent every single one of these factors. 

However, knowing what these different reasons for attrition are can be extremely helpful. 

Spellman (2007) and Tinto (1987/1993) outline different ideas for addressing attrition, 

such as having knowledgeable staff who can give conect infonnation to students, 

successfully recruiting students, and implementing a retention program that involves the 

entire campus. Once some of these reasons are understood more completely, the variables 
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contributing to attrition may be controlled, contained, or even eliminated, thus making 

the university more successful in tenns of retaining students. Tinto ( 198711993) gives 

several different helpful tips for a university to reduce attrition rates, thereby increasing 

retention rates and helping universities succeed in their mission to educate students. 

Retention 

Although retention will not be explicitly explored in this study, it is a concept that 

is interconnected with the variables of student satisfaction and attrition. Retention has 

varying definitions. In essence, it is the completion of a college degree (Troiano et al., 

2010). Many times, retention rates are how people judge a university's success. Having 

many students study at one institution for four years brings a large amount of income and 

financial stability for universities (Fike & Fike, 2008). Similar to the variables that affect 

attrition, there are various factors that contribute to retention, such as student involvement 

on campus and various support systems, (Barr & Schuetz, 2008; Frost et al., 201 O; 

Kinzie et al., 2008;Wild & Ebbers, 2002). An understanding of these variables can also 

help faculty and staff know how to better serve and retain students. 

One of these variables is the university. Sometimes ce11ain factors about the 

university itself can attract students. Attending a university and studying within a highly 

ranked program can encourage a student to stay until graduation (Le & Tam, 2008). This 

could be because when classes are of high quality, students tend to engage in the learning 

material. When students are actively engaged and truly learning, they tend to stay 

(Barbatis, 2010). Engagement in learning occurs when the student is interested and 

motivated enough to actively leam in the classroom, and when the instructor creates an 
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environment that fosters student learning. The higher the level of engagement, the more 

likely the student is to stay at that university (Kinzie et al., 2008). This is somewhat 

related to the idea of the function of places in place attaclm1ent theory. As stated earlier, 

people generally become attached to places that help them fulfill a goal (Scannell & 

Gifford, 2009). Students have the goal of attaining their degree, and the university 

environment can be especially helpful in the attainment of that goal (Le & Tam, 2008). 

Therefore, some of the variables that encourage retention are similar to the variables that 

encourage an attachment to fonn between a person and a place. 

Retention and Student Involvement 

The responsibility of retaining students is not solely with the university; having 

retention programs are of little benefit unless the student participates (Fike & Fike, 2008). 

Becoming involved on campus is a good indicator that students will complete their 

degree (Frost et al., 2010), because becoming involved can help ease the transition to 

college. One way to become involved is to develop friendships via organizations, clubs, 

or the student's degree program (Oliver, Ricard, Witt, Alvarado, & Hill 2010; Wright, 

1964). Chow and Healey (2008) interviewed first year college students in England, and 

learned that some were very eager to join organizations or sports teams in order to meet 

people and make new friends. This, overall, aided their transition to college, making it a 

more enjoyable experience (Chow & Healey, 2008). Chow and Healey (2008) also found 

that the students who formed social friendships and became more involved on campus 

formed an attachment to their college campus. Not only was their transition to college 

made easier, but the students also had strong levels of place attaclunent ( Chow & Healey, 
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2008). Again, the variables that affect retention and place attachment appear to be similar 

in nature. 

Student investment is important during the transition phase. Helping the student to 

increase investment can occur in a number of ways. A student who interacts with faculty 

and peers is more likely to be retained (Frost et al., 2010). Designing programs around 

the students instead of around the university's ideas, objectives, or timelines allows for 

more individualized attention (Hussey & Smith, 2010). For example, earning a degree 

that is considered practical can help students to feel like everything they have invested is 

worthwhile (Le & Tam, 2008). Students tend to think their education is worthwhile if the 

benefits literally outweigh the costs (Stratton, et al., 2007). 

When interacting with groups and becoming involved, students often receive 

support from their peers (Wild & Ebbers, 2002). Becoming acquainted with professors, 

other students, and those in their chosen field can help them gather information and 

helpful hints, or tips, for success (Stratton et al., 2007). Retention rates improve if these 

acquaintances deepen into close, family-like relationships and friendships (Oliver et al., 

2010). These deep, close relationships provide needed support to students (Oliver et aL 

2010). Many students spend a vast amount of time on their college campuses, studying, 

attending cla.ss, eating, attending events, and living in the residence halls. For many, it is 

inevitable that a social life will occur. Aiding a student in the endeavor of developing a 

social life can help retention effo1is (Reason, 2009). 

Creating social events, such as a concert or dance on campus, helps students meet 

other people (Mallinckrodt & Sedlacek, 2009). Students who engage in such recreational 
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activities offered by the university are more likely to stay and complete their degree 

(Robbins et al., 2009). Other non-academic programs that can help retention are 

community service programs. Students who participate in these are more likely to stay 

until they graduate (Frost et al., 2010). Service learning programs generally cause many 

different staff members to work together, uniting different departments across campus. 

When these divisions work together effectively, students benefit and tend to stay at the 

same university until graduation (Frost et al., 2010). In short, becoming involved is 

important for students. Those who patiicipate in social activities are more likely to 

complete their degree at the same institution (Frost et al., 2010). 

As noted, student participation in both academics and social endeavors on campus 

is beneficial for retention (Barbatis, 201 0; Frost et al., 2010), because it requires student 

patiicipation (Fike & Fike, 2008). While some responsibility does lie with the student, it 

would be difficult to participate in these various programs and domains without 

university support. Many researchers have found university suppoti to also be beneficial 

for retention efforts (Frost et al., 201 0; Hossler et al., 2009). 

Retention and University Support 

Most universities have both an academic division, consisting of professors and 

instructors, who oversee the degree programs, and a student life division, consisting of 

student services perso1mel who guide organizations, social clubs, and leadership 

programs (Frost et al., 2010). These two entities do not always agree or cooperate, yet 

when they collaborate, the students benefit (Frost et al., 201 0; Hossler et al., 2009). It has 

also been found that when these divisions develop a patinership, student learning 
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improves (Hossler et al., 2009). For example, when university officials allocate money to 

instruction and student life, these divisions become integrated and students are retained 

(Frost et al., 2010). 

University support is not only seen in alliances between departments, but also in 

programs that focus on the student. Incorporating student support programs is a good way 

to help retain students (Ban & Schuetz, 2008; Nichols, 2010). However, simply having 

these programs is not always enough. Like the courses, it is important for student support 

services to be of high quality (Barbatis, 2010). Otherwise, students may not receive the 

help needed. Spellman (2007) and Tinto (l 987 /1993) noted that for many prospective 

students, the first university official they contact works in student supp01i services, such 

as the admissions department. The overall attitude and demeanor of the university official 

creates a first impression for the prospective student, which is influential in the students' 

expectations of the university (Spellman, 2007; Tinto, 1987/1993). lt has been found that 

if a university does not meet the expectations of the students, they are more likely to 

withdraw, so it is imperative that student support programs are of high quality (Barbatis, 

2010; Tinto, 1987/1993). 

Having academic support systems appear to be just as important (Heaton

Shrestha, May, & Burke, 2009; Kinzie et al., 2008). Nonetheless, these support systems 

are only helpful if the student utilizes these resources (Robbins et al., 2009). Sometimes 

this can be difficult and confusing. Once students have learned how to navigate their way 

around campus and learns how their campus operates, they will have learned how to use 
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available resources, and they will have an easier time using these resources to their 

advantage (Barbatis, 2010). 

Resources may be found in other areas as well, such as activities offered to 

students. People enrolled at a university can engage in certain activities that would affect 

their decision to either stay or withdraw. Participating in study abroad programs, 

internships, and finding a mentor have all been examined, and all have been found to help 

retention rates (Kinzie et al., 2008; Putsche, Storrs, Lewis, Haylett, 2008; Rouse & 

Rooda, 2010). Putsche and colleagues (2008) specifically focused on the effects of a 

mentoring program, and found that it was successful in retention efforts, especially for 

women, because a mentoring relationship offers support to the student. Successfully 

completing a capstone project or attending freshman orientation are positive indicators as 

well (Hossler et al., 2009; Kinzie et al., 2008). 

Other fom1s of academic support, such as academic advising, have been found to 

have a large impact on student retention. Offering academic advisors and their services to 

students helps the students to feel more comfortable in deciding to continue their studies 

at a chosen university (Hossler et al., 2009; Museus & Ravello, 201 0; Robbins et al., 

2009). Certain characteristics concerning advising have been noted as being especially 

helpful (Museus & Ravello, 2010). For example, academic advising that is holistic, 

realistic, proactive, caring, and accessible has been found to be most beneficial. Other 

characteristics that are important include advisors who are empathic, understanding, and 

authentic (Museus & Ravello, 2010). Advising, and university support in general, is 

important for retention eff01is, especially when factors outside of school can make it 
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difficult for students to succeed in earning their degree (Frost et al., 201 0; Hossler et al., 

2009; Spellman, 2007). 

Retention and Multicultural Considerations 

Support can be important for students of color, who face a large number of 

barriers while pursuing their college degree (Jenkins, 2007). Students of color can feel 

alienated among a campus that is composed primarily of another ethnicity or majority 

culture. Minority students are at a higher risk for attrition (Jenkins, 2007; Opp, 2002). 

However, a few strategies for retention have been noted. These include creating a sense 

of belonging on campus for students of color, developing programs that are inclusive for 

all students or even programs that focus primarily on a minority group, and matching 

students of color with tutors who are of the same racial/etlmic background (Hossler et al., 

2009; Jenkins, 2007; Mallinckrodt & Sedlacek, 2009; Museus & Ravellos, 201 0; Opp, 

2002; Spellman, 2007). Minority students tend to withdraw in higher rates than others, so 

these retention strategies can be impo1iant for a university to be successful in helping all 

students obtain their degree. 

A sense of belonging can contribute towards retention rates (Hossler et al., 2009; 

Mallinckrodt & Sedlacek, 2009; Museus & Ravellos, 201 0; Spellman, 2007). If students 

feel like they belong, then they are more likely to invest their time at the university. 

Unfortunately, students of color rarely feel like they belong among a campus that is 

composed primarily of another ethnicity or majority culture. As a result, students of color 

are at a higher risk for attrition. ln order to create a sense of belonging for a student of 

color, it is impo1iant for university officials to value their cultural identity (Opp, 2002). 
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This can be done by including minority students into existing programs, or developing 

cultural programs that are specific to their heritage (Jenkins, 2007). Helping students feel 

like they belong on their college campus can improve retention rates (Hossler et al., 

2009). Also, a sense of belonging is important for place attachment as well (Kaltenbom 

& Bjerke, 2002). People are more likely to form an emotional connection to a place if 

they feel like the place is welcoming of themselves as a person and is accepting of their 

values (Scannell & Gifford, 2009). So, a sense of belonging may not only encourage 

retention rates among students of color, but it may help them to fonn an attaclm1ent to 

. their college campus as well. 

Many universities do not create programs specifically for minority students, 

which can be hurtful for retention (Jenkins, 2007). They are afraid of being perceived as 

catering to one group as opposed to others. However, Jenkins' (2007) study reported that 

minority students and staff members of color believe that there are many more barriers to 

be faced as a person of color. Therefore, special programs do need to be in place in order 

to help combat those barriers. It was found that universities who were more attentive to 

their diverse student population did benefit from higher retention rates among all 

students, including those who identify as being ethnically or racially diverse (Jenkins, 

2007). 

Developing cultural programs is not the only way to help students of color to feel 

like they belong; supporting them in other ways increases retention rates (Jenkins, 2007). 

For students of color, it is important to have tutors who are also of an etlmic minority 

(Opp, 2002). Opp (2002) believes having students of color tutor their peers who are also 
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members of an ethnic minority is important because it increases the frequency and 

duration of interactions between minority students. As stated earlier, students gain 

support from their peers and friends, and support is helpful in retention efforts (Stratton et 

al., 2007). 

Retention is important for universities to measure, because it can determine their 

success in preparing students for the workforce and other roles in life (Fike & Fike, 

2008). Various factors play into a students' decisions to complete their degree, and there 

are many strategies a university can take to encourage a student to stay (Tinto 

1987 /1993). Exploring and understanding these factors can aid universities to be more 

successful in encouraging students to persist until graduation. 

Student Satisfaction 

Student satisfaction is equally impo1iant for universities to understand (Noel

Levitz et al., 2010). Generally, students come to college with certain expectations 

regarding their experiences. Depending on whether those expectations are met will 

detem1ine how satisfied the student becomes (Awang & Ismail, 2010). Many universities 

survey students on their levels of satisfaction in order to measure how well they are 

serving their students (Awang & Ismail, 2010). Researchers believe that student 

satisfaction can be important for retention effo1is, making it pertinent for university 

officials to evaluate (Awang & Ismail, 201 0; Schreiner, 2009). Student satisfaction can 

even affect recruitment efforts. If cun-ent students are happy with their experience, then 

they can positively influence prospective students to enroll in the same university 
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(Awang & Ismail, 2010). Therefore, student satisfaction is an important component for 

university officials to evaluate and measure. 

It has been demonstrated that students are not satisfied by the same factors, nor 

are they satisfied at the same level (Berdie et al., 1970). Furthennore, some students place 

importance on one component of their student experience while others will place 

importance on a different component (Berdie et al. 1970). No matter the reason for 

student satisfaction or dissatisfaction, it is a strong indicator of how well the university is 

functioning overall (Berdie et al., 1970). 

It has been found that students are satisfied by a number of different variables at 

the university level. These variables include type of institution, student classification, 

campus climate, academic achievement, social life, living arrangements, and co

cun-icular activities (Aitken, 1982; Awang & Ismail, 201 0; Bean & Bradley, 1986; Berdie 

et al., 1970; Gluskinos & Wainer, 1971; Gruber 1980; Knox et al., 1992; Low, 2000; 

Noel-Levitz et al., 2010; Park & Hee, 2009; Schriener, 2009; Suhre, Jasen, & Harskamp, 

2007). Not only do students differ on the level of importance that they place on these 

different factors, but group differences within the student population have been found as 

well (Bean & Bradley, 1986; Fischer, 2007; Grebe1mikov & Skaines, 2009; Gruber, 

1980; Low, 2000). Researchers believe that if students are satisfied in these different 

areas, regardless of group affiliation, then they are more likely to be motivated to succeed 

and complete their degree (Knox et al., 1992; Sclu·einer, 2009). Chow and Healey (2008) 

researched place attachment among college students during their first year, and many of 

the same variables listed above were also instrumental in forming an attachment to the 
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college campus. Therefore, the elements of student satisfaction may be very similar to the 

elements of place attachment. 

Many researchers believe that expectations are set before students even enroll in 

college (Spellman, 2007). Often, students are in contact with staff members prior to ever 

registering for classes. The interactions students have with university personnel can shape 

their expectations for their college experience (Spellman, 2007). Therefore, it is 

important for staff and faculty members to be honest and forthright with students in the 

beginning so students can set realistic expectations (Byrne & Flood, 2005). If students 

create unrealistic expectations, they are more likely to be disappointed and ultimately 

impact their decision to stay or leave the university (Byrne & Flood, 2005; Fischer. 

2007). 

Satisfaction and Retention 

University officials understand satisfaction to be important not only for student 

happiness, but also for their own benefit as well. Satisfaction has a large impact on 

retention rat.es, and is important for the university as a whole (Schreiner, 2009). Schreiner 

(2009) specifically studied the effect of satisfaction and retention and found that certain 

university characteristics can be especially crucial in satisfaction levels. For example, 

campus climate seems to be extremely impo1iant. If students feel like they belong or are 

welcome while on campus, then they are more likely to be satisfied and persist 

throughout their degree program (Schreiner, 2009). This was especially true for first year 

students, so it can be important to help students to feel at home on their college campus 

early on in their academic career (Sclu·einer, 2009). Kaltenbom and Bjerke (2002) also 
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found that a sense· of belonging is related to place attachment. People feel at home in a 

place where they are welcomed as whole, meaning their lifestyle and value system is 

accepted (Scannell & Gifford, 2009). Therefore, it is reasonable to believe that if students 

feel like they belong at a university, not only will they be satisfied, but they may also 

become attached to the campus. 

Furthennore, satisfaction levels also vary depending on where a student is in 

tem1s of years (Schreiner, 2009). For example, first year students have different levels of 

satisfaction than second, third, or fomih years. For students who were further along in 

their studies, demonstrated GP A became more important in indicating satisfaction. So, 

first year students may not place much emphasis on their GPA, but foutih year students 

might (Schreiner, 2009). In addition, first year students' satisfaction levels were highly 

impacted by perceiving their campus as safe and welcoming, having an advisor who is 

available and helpful, and believing that the courses in their degree program is relevant 

and has value (Schreiner, 2009). Along with GP A, sophomores indicated that having 

places for co-curricular activities is important, perceiving their faculty as fair, and being 

happy with the content of their courses were all factors for satisfaction and retention. 

Additionally, third year students wished for their advisors to be knowledgeable about 

their chosen field or career path, to be able to meet with faculty outside of class, and 

growing intellectually as factors that impacted their satisfaction and retention, and 

whether or not they will persist in their education (Schreiner, 2009). Finally, seniors cited 

that an equal ratio of men and women on campus is important along with a diverse 

student body in their decision to stay and graduate and their overall satisfaction. 
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Furthem1ore, grade point average was a very strong indicator for students in this stage of 

their academic experience (Schreiner, 2009). Therefore, what satisfies a student may 

change as he or she persists through college. However, the variables that impact 

satisfaction also impact a student's decision to stay, indicating that satisfaction is 

instrumental in retention rates (Schreiner, 2009). 

Student satisfaction is important to understand because of the impact it has on 

retention rates (Schreiner, 2009). Students are satisfied for various reasons, and these 

reasons may affect their decision to stay at a university until graduation, and it can also 

impact the level of attachment formed between the student and the campus. While a lot of 

literature focuses on students at 4-year institutions, some researchers have been interested 

in satisfaction levels among students various types of institutions and campuses (Gruber, 

1980; Noel-Levitz et al., 2010). 

Student Satisfaction at Different Institutions 

Some research has been conducted focusing on students who attend different 

types of institutions and their levels of satisfaction (Gruber, 1980; Noel-Levitz et al., 

2010). It has been found that students who attend community colleges or vocational 

schools are more satisfied than students who attend four-year institutions. Researchers 

believe this could be attributed to a less formal enviromnent that is found in junior 

colleges or the de-emphasis on academic competition that is also found in junior colleges 

(Gruber, 1980). It has also been found that a majority of students who attend community 

colleges report that they are attending their top-choice school, which is an indicator of 

satisfaction (Noel-Levitz et al., 2010). Researchers also believe that these higher 
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satisfaction levels may be attributed to price. Community colleges are generally more 

affordable than four-year institutions (Noel.;.Levitz et al., 2010). All of these factors, 

environment, level of competitiveness, personal choice of school, or affordability all 

contribute towards student satisfaction, indicating that many students who attend 

community colleges are more satisfied than students who attend four year universities 

(Gruber, 1980; Noel-Levitz et al., 2010). 

Satisfaction not only varies across types of institutions, but it can also vary within 

the institution. For example, students are given opportunities to get involved in a variety 

of ways, not matter what college or university they attend. These activities can have a 

large impact on the student's level of satisfaction while in school (Aitken, 1982; Awang 

& Ismail, 2010; Berdie et al., 1970; Gluskinos & Wainer, 1971; Knox et al., 1992). 

Student Satisfaction and Co-Curricular Activities 

There has been some focus on student satisfaction in co-curricular activities 

(Aitken, 1982; Awang & Ismail, 201 0; Berdie et al., 1970; Gluskinos & Wainer, 1971; 

Knox et al., 1992). These areas can include social life. It was found that highly satisfied 

students included relationships as being extremely impo1iant (Bean & Bradley, 1986; 

Berdie et al., 1970; Fischer, 2007; Gluskinos & Wainer, 1971). Usually, students who 

were highly extroverted have a more satisfying social life on campus, and a more 

satisfying experience overall while attending college (Berdie et al., 1970). Gluskinos and 

Wainer ( 1971) also found that students cited friends as being .an important factor in 

satisfaction. These researchers believed that interactions with others were a personal 

experience for a student, and if they are positive and satisfying, then they will lead a 
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student to be more satisfied overall (Gluskinos & Wainer, 1971). Other researchers have 

found that students who do not fonn social ties on campus are at a much higher risk for 

withdrawal (Fischer, 2007). A student's social life has a large impact on their experience 

as a student and overall satisfaction with the university (Bean & Bradley, 1986; Berdie et 

al., 1970; Fischer, 2007; Gluskinos & Wainer, 1971). 

Recreational facilities are another co-curricular area that affected student 

satisfaction (Knox et al., 1992). Knox and colleagues (1992) found that satisfaction levels 

with recreational facilities actually had a positive relationship with enrollment rates. The 

higher the percentage of full-time students on campus, the more likely students would be 

satisfied with recreational activities and facilities (Knox et al., 1992). When there are 

more students on campus, those who are interested in participating in recreational 

activities might have an easier time finding others to participate as well, which explained 

the positive relationship between enrollment rates and satisfaction in recreational 

activities (Knox et al., 1992). Also, universities with a larger student body may have a 

wider variety of recreational facilities, giving students options of different activities they 

can engage in. Therefore, high enrollment rates impact satisfaction concerning 

recreational facilities and activities, which has been found to positively affect the student 

experience overall while attending college (Knox et al., 1992). 

Where students live can have an impact on satisfaction as well (Aitken, 1982; 

Knox et al., 1992). Students who lived on campus were more likely to be satisfied with 

their social life, which had been demonstrated to have an overall impact on satisfaction 

(Knox et al., 1992). When living in residence halls, students usually interact together 
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quite often, from conversations in the hall to living with another student as a roommate. 

If someone is satisfied with the other people living on his or her floor, has no major 

objections to their behaviors, and likes his or her roommate, he or she is more likely to be 

satisfied overall (Aitken, 1982). Students who live on campus are also more likely to 

report being satisfied with the reputation and prestige of their school (Knox et al., 1992). 

According to researchers, universities that have residential facilities on campus have 

larger budgets and more income than campuses that do not, which lends a certain amount 

of prestige (Knox et al., 1992). Age can also effect the satisfaction with social 

interactions in residence halls. Older students living in donnitories are less likely to be 

satisfied than younger students. Researchers believe this might be because there is a 

smaller group of older students living in the dom1s, which limits their social interactions 

(Aitken, 1982). As can be seen, social interactions and relationships are extremely 

important for students to be satisfied with their on-campus living arrangements (Aitken, 

1982). 

Student Satisfaction and Academic Achievement 

Like social interactions and involvement in co-curricular activities, academic 

achievement has been linked to student satisfaction numerous times (Aitken, 1982; 

Awang & Ismail, 201 0; Bean & Bradley, 1986; Gluskinos & Wainer, 1971; Knox et al., 

1992; Low, 2000; Park & Hee, 2009; Suhre, Jasen, & Harskamp, 2007). Park and Hee 

(2009) conducted a study that researched course fonnat and student satisfaction. 

Interestingly, the more satisfied students were enrolled in courses that were relevant to 

their lives or career aspirations. This is especially true for adult learners, potentially 
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because they approach their education with practicality (Park & Hee, 2009). In other 

words, nontraditional students have various roles outside of college, and may sometimes 

gravitate towards courses that appear to be salient to their lives (Park & Hee, 2009). 

Furthennore, Park and Hee (2009) discovered that online courses are helpful for students 

who have numerous roles and obligations outside of school, and offering a course in a 

distance education fonnat can also increase satisfaction. They recommended that 

instructors offer the course in various fom1ats and to help to engage the adult learner by 

making the course interesting and practical, and in so doing, lower attrition rates (Park & 

Hee, 2009). 

Other researchers have found program characteristics to be impo1iant for student 

satisfaction (Awang & Ismail, 2010). They found that students have high expectations for 

their instructors. Students wish for their instructors to be experts in the spe~ific area they 

are teaching and to be fair in the treatment of students. The students who participated in 

this study happened to be very satisfied with the level of knowledge their instructors have 

in their specific field, which increased their satisfaction with their degree program in 

general (Awang & Ismail, 2010). The researchers found that students were much more 

concerned and satisfied with teaching and learning outcomes than with faculty life, 

indicating that they were generally satisfied with the academic aspect of their college 

experience. Furthermore, the students felt it was important to feel a sense of pride for 

their faculty and for their faculty to have a strong, positive reputation in the community. 

Therefore, the student's perception of the faculty's knowledge and competence appears to 

be imp01iant in academic satisfaction (Awang & Ismail, 2010). 
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Suhre and colleagues (2007) also explored the characteristics of a student's 

degree program and its impact on his or her level of satisfaction. They believed that 

student satisfaction with his or her degree program was related to study habits and his or 

her possible decision to withdraw from the course. The researchers believed that 

satisfaction with the degree program was determined by the fulfillment of expectations a 

student brings when enrolling or registering for courses (Suhre et al., 2007). These 

expectations are specifically about the characteristics of the program and the type and 

intensity of the study activities required by various instructors. They found that those 

students who were satisfied with their degree program were less likely to withdraw, and 

that satisfaction generally increased as students eamed class credits and worked towards 

graduation (Suhre et al., 2007). Suhre and colleagues (2007) also learned that those 

students who were satisfied with the degree program were more motivated to study and to 

attend tutoring. This, in turn, increased their chances for earning credit hours for their 

classes, which has already been demonstrated as increasing satisfaction. In addition, if 

students were attending tutoring and studying regularly, then they were likely to have an 

acceptable grade point average, which has also been fo'und to positively impact 

satisfaction levels (Suhre et al., 2007). The researchers recommended that in order to 

make a degree program enticing to a student, an instructor should use various teaching 

methods, set realistic goals for students, and to highlight a student's interests and 

strengths (Sulu-e et al., 2007). These recommendations could help reinforce satisfaction 

levels by encouraging a student to study and earn grades that will earn the most credit 

(Sulu·e et al., 2007). 
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Suhre and colleagues (2007) were not the only ones to find grades to be important 

in student satisfaction. Aitken (1982) found this to be true as well. A student's academic 

experience appears to be highly relevant when measuring satisfaction, with GPA having 

the largest impact on satisfaction (Aitken, 1982). Those that eam high grades are more 

likely to persist until graduation and be satisfied (Aitken, 1982). Knox and colleagues 

( 1992) learned of some interesting effects of good grades on student satisfaction levels. 

They found that if students earn good grades, then they are less likely to report that 

classes are harder than were expected. They also found that students who eamed good 

grades were more likely to report their classes and fellow students as interesting (Knox et 

al., 1992). Also, identifying as a good student was con-elated with earning high grades, 

but is unclear which one causes the other (Knox et al., 1992). All of these affect 

satisfaction levels. Students are more likely to be satisfied when they are successful in the 

classroom (Gluskinos & Wainer, 1971; Knox et al., 1992). Students who make good 

grades early on in their academic career are not only more likely to be satisfied, but also 

are likely to persist (Knox et al., 1992). Clearly, grades are extremely important in 

student satisfaction and retention. 

Academic integration has been found to have a positive effect on satisfaction 

(Bean & Bradley, 1982). Bean and Bradley ( 1982) defined academic integration as being 

engaged with the course material and being motivated to learn more and study. Not only 

does academic integration affect satisfaction, but it also positively impacts GP A. This 

was found for both men and women that participated in this study (Bean & Bradley, 

1982). As stated earlier, GPA has a strong relationship with satisfaction. Therefore, 
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academic integration both directly and indirectly affects student satisfaction levels (Bean 

& Bradley, 1982). 

Student Satisfaction and Multicultural Considerations 

Even if students are achieving high academically, there are still differences in 

satisfaction between groups of people (Bean & Bradley, 1986; Fischer, 2007; 

Grebennikov & Skaines, 2009; Gruber, 1980; Low, 2000). With the rate of minority 

students enrolling in higher education increasing, it is important to understand what 

brings them satisfaction (Fischer, 2007). While more minority students are enrolling, 

attending college is not always a pleasant experience. Many minority students face 

hostile environments when attending classes, which negatively impacts their perception 

of the campus climate (Fischer, 2007). It is important to note that different people and 

groups have different experiences. For example, Fischer (2007) found that African 

Americans rated their college campuses as much more hostile than Asians and Hispanics. 

Minority students reported that they encounter problems related to their race, such as 

being discouraged from taking a class because of their race, receiving a bad grade in a 

course because of their race, or hearing a derogatory comment based on their race 

(Fischer, 2007). This can influence a student's perception of his or her campus and even 

label it as hostile. Those that had more negative perceptions of their college campus had 

lower levels of satisfaction. Fischer (2007) found that this was even true for Caucasians, 

who generally rated their college campus climate as positive. Minorities who have 

particularly negative perceptions of their college climate and low levels of satisfaction are 
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at higher risk for withdrawal. This can be a real concern for college campuses who are 

concerned with retention rates (Fischer, 2007). 

There are also group differences concerning satisfaction levels and academic 

relationships with instructors and classmates (Fischer, 2007). African Americans and 

Hispanics who had a relationship with their instructors reported higher ratings of 

satisfaction in Fischer's (2007) study. Fischer (2007) believed these types of relationships 

can develop into mentorships, which could be extremely important for students of color 

who might not feel like they belong on a college campus where they are the minority. 

Also, those that forn1 infom1al relationships with their peers in class were more satisfied. 

This was true specifically for Asians and Caucasians (Fischer, 2007). Students developed 

infom1al academic relationships when they gather together to study for a test, for 

example. Fanning these types of relationships can also help students feel more integrated 

on campus and like they belong. Fischer (2007) believes that relationships with peers and 

professors can be especially impo11ant for students of color and their levels of 

satisfaction. 

Making friends, whether in the classroom or elsewhere, was also impo11ant for 

satisfaction levels (Fischer, 2007). All groups were more likely to be dissatisfied and to 

withdraw if they did not fonn relationships and social c01mections to others. However, it 

appears that it is even more important for minority students (Fischer, 2007). For example, 

African Americmi and Hispanic students who participated in organized activities, where 

they socially interacted with others on campus, reported greater levels of satisfaction and 

academic achievement. Also, Asian students who fanned social com1ections to others 
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were found to significantly increase satisfaction levels (Fischer, 2007). Fischer (2007) 

believed that based on these findings, students of color who become involved and fonn 

social relationships with other students are more likely to be satisfied and to persist until 

graduation. 

Gruber ( 1980) researched the differences in satisfaction between African 

American and Caucasian students. He discusses how satisfaction is generally based on 

expectations. If a person has a high expectation that is not met, then he or she is not likely 

to be satisfied. However, if she or he has low expectations initially, and the experience 

greatly exceeds the expectation, then the person will likely be greatly satisfied (Gruber, 

1980). He predicted, and found, that African American students may be more satisfied 

when they attend vocational schools or community colleges rather than four-year 

universities. Gruber ( 1980) found that most African Americans do not have high 

expectations for furthering their education when graduating from high school. Gruber 

( 1980) found that Afi:ican American students who did not expect to attend college had 

higher levels of satisfaction when they did actually enroll in a college, even when it was a 

community college or vocational school. He went on to explain that African American 

students who did not expect to attend college but do so anyway experience an increase in 

status because of their level of education (Gruber, 1980). Also, African American 

students who not only attend college, but are also mentored by faculty members are likely 

to be more satisfied (Strayham-& Terrell, 2007). So, exceeding expectations and fanning 

special relationships with faculty in~reased satisfaction levels for African American 

students. 
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Gender differences were also found in satisfaction levels for students (Bean & 

Bradley, 1986; Grebennikov & Skaines, 2009). Bean and Bradley (1986) found that 

women, more so than men, were more satisfied if they feel like they belong at their 

college campus. This was called institutional fit (Bean & Bradley, 1986). Institutions can 

create programs and encourage female students to participate in order to increase 

satisfaction levels. Bean and Bradley ( 1986) recommended that organizations and 

programs, such as getting involved in residence hall programs, orientation, and sororities, 

were places where female students can make friends and iilcrease their sense of 

belonging. These types of programs have been found to increase satisfaction levels (Bean 

& Bradley, 1986). 

While institutional fit is predictive of high satisfaction for women, other variables 

negatively affect satisfaction (Bean & Bradley, 1986). The research has found that 

academic difficulty can decrease satisfaction levels for female students. Academic 

difficulty is defined as a student's perception of their course material as being extremely 

challenging or the program as being extremely competitive (Bean & Bradley, 1986). Men 

were less likely than women to be dissatisfied when faced with academic difficulty. In 

other words, academic difficulty had a larger impact on female students than male 

students (Bean & Bradley, 1986). 

Grebennikov and Skaines (2009) also researched gender differences in 

satisfaction. They f0tmd that an increasing number of women were enrolling in 

institutions of higher education and may soon compromise the majority of the college 

student population. This may be because women are more likely to value a college . 
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education than men (Grebennikov & Skaines, 2009). However, the authors found that 

while women may value their education more, they are more likely to be dissatisfied with 

certain aspects of their college campus, such as having administrative problems quickly 

resolved, the registration process, obtaining information about enrollment and 

registration, and obtaining accurate infomrntion about various courses (Grebennikov & 

Skaines, 2009). The authors learned that women had high expectations for these areas 

that were not fulfilled, thus leading to their dissatisfaction (Grebennikov & Skaines, 

2009). Female students also rated other areas in their college experience as having a lot of 

importance and held high expectations that went unfulfilled. These include accessing 

books and research materials in the library, being helped by librarians, receiving financial 

support while conducting research, and improving their oral and written skills 

(Grebennikov & Skaines, 2009). Generally, in this study, female students were less 

satisfied than their male counterparts (Grebe1mikov & Skaines, 2009). The authors 

believe that women take their college experience more seriously, because their education 

is more imperative for a successful career (Grebennikov & Skaines, 2009). Women have 

faced many career barriers, both presentday and in the past (Blustein, 2006). Sexism, 

sexual harassment, and lower pay all affect women's career choices (Blustein, 2006). 

Since most women wish to avoid these barriers, they may believe that a college education 

is the solution (Gammie, Paver, Gammie, & Duncan, 2003). Women may feel that in 

order to be considered equal to men in their chosen field, they must perform at a higher 

level in college (Gammie et al., 2003). Therefore, women have higher expectations for 
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their college experience and are more likely to be dissatisfied when their expectations are 

not met (Grebennikov & Skaines, 2009). 

Student satisfaction is important for a student to e~joy his or her experience in 

college, regardless of group afiiliation (Byrne & Flood, 2005). Satisfaction levels are 

affected by various factors, all of which are important to students success. It is important 

for universities to measure student satisfaction in order to detennine how they are 

functioning and serving their students, and because of the intricate relationship between 

student satisfaction and retention (Awang & Ismail, 201 0; Schreiner, 2009). If 

universities truly wish to be successful in helping students to enjoy their time while 

enrolled and retaining them until graduation, then the different factors that affect 

satisfaction are imperative to understand. (Schreiner, 2009). 

Hypotheses 

After reviewing the literature, it became apparent that many of the factors that 

influence place attachment also influence student satisfaction. Therefore, it was 

hypothesized that those students who have stronger levels of attachment to their campus 

will also have high levels of satisfaction with their overall college experience. Also while 

reviewing the literature, it appeared that satisfaction levels differ among students as well 

as levels of place attachment among people. So, it was hypothesized that certain factors 

within the group of students will have an impact on student satisfaction and place 

attaclunent. These factors are gender, SES, being a student of color, and parents' level of 

I 

education. Specifically, it was hypothesized that gender will affect both student 

satisfaction and place attachment. Next, SES level was hypothesized to affect student 
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satisfaction and place attaclm1ent, as would racial/etlmic membership. Finally, if a student 

is a first-generation student, meaning her or his parents did not attend or complete 

college, it was hypothesized that his or her levels of place attaclm1ent and student 

satisfaction would be impacted by this characteristic. 

Conclusion 

Satisfaction can be difficult to experience because of the large amount of pressure 

put on a student, and sometimes it is helpful to seek outside help to better·cope. This can 

be found in the fom1 of therapy (Baff & Schuetz, 2008). Therapy can help a student learn 

healthy coping skills to better deal with the intensity of their academic pursuit (Wright, 

1964). When students feel competent, and are able to cope appropriately, they are more 

likely to stay in school (Heaton-Shrestha et al., 2009; Spellman, 2007). There has been a 

recent trend of an increase in mental health issues among the college student population 

(Center for the Study of Collegiate Mental Health, 2010). It has been found that many 

college students may not have severe problems before coming to college, but after 

enrollment, they begin dealing with something more intense that warrants treatment 

(Center for the Study of Collegiate Mental Health, 2010). Those that seek treatment from 

mental health professionals are more likely to stay irr school (Heaton-Shrestha et al., 

2009; Spellman, 2007), and those that stay in school and complete their degree are more 

likely to be satisfied with their overall experience (Schreiner, 2009). This research hopes 

to contribute findings concerning the relationship between place attachment and student 

satisfaction. 
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CHAPTER III 

METHODOLOGY 

This study examined the relationship between place attachment and student 

satisfaction among students at a 4-year university. This chapter outlines the participants, 

instruments used, research design, methodology, data collection procedure, and 

hypotheses. 

Participants 

The participants for this study were college students, 18 years or older, at a 

southwestern institution. Participants were enrolled in psychology courses, such as 

Introduction to Psychology or Developmental Psychology. However, only those that 

identified as undergraduate students were included in the analysis. Also, participants 

were compensated with extra credit for their psychology course for their participation in 

this study. In order to avoid coercion, students were also given an alternative assignment 

they could complete and still receive extra credit. Students were notified of the study 

through their course instructor. The overall population of the campus sampled was 

predominantly female, as was the majority of the sample, with 309 being female, 22 

being male, and I identifying as transgender. The student population is diverse, with 

20.4% being African American and 16.6% being Hispanic (TWUfact sheet, 20 I 0). The 

sample was somewhat less White than the overall campus, where 32% participants 
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identified as Caucasian, 27.9% identified as African American, and 27.6% identified as 

Hispanic/Latino/a/ American. The researcher recruited 409 participants for this study, but 

only included 333 in the analysis. The rest were excluded for a number of reasons, 

including incomplete data sets, response sets, and those who were considered outliers. 

The participants' ages ranged from 17to 50 with 38.7% being 19 years of age. However, 

only those over the age of 18 were included in the analysis. Other descriptive analyses 

were run on the demographic information and can be seen in Table 1. 

Table 1 

Descriptive Statistics.for Year in School, Gender, Ethnicity, Sexual Orientation, First 

Generation Status, and Income Level 

Frequency Percent 
Year in School 

First Year 200 60.1 
Sophomore 82 24.0 

Junior 40 11.7 

Senior 8 2.4 

Graduate 0 0 
Non-degree seeking 2 .6 

Total 333 100.0 

Gender Men 22 6.6 
Women 309 92.8 
Trans gender 1 0.3 

Total 333 100.0 
Continued 
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Frequency Percent' 
Ethnicity 

African American 93 27.9 
Asian American 32 9.6 

Caucasian 107 32.1 

Hispanic/Latino/a 92 27.6 
American 
Native American 3 .9 

Other 5 1.5 
Total 333 100.0 

Sexual Orientation 
Bisexual 12 3.6 
Gay 4 1.2 

Lesbian 114 4.2 

Heterosexual 297 89.2 

Other 5 1.5 

Total 333 100.0 

First Generation Status 
Yes 179 53.8 
No 153 45.9 

Total 333 100.0 

Income Level $0-$10,000 33 9.9 
$10,000-$20,000 30 9.0 

$20,000-$30,000 39 11. 7 

$30,000-$40,000 39 11.7 

$40,000-$50,000 42 12.6 

$50,000-$60,000 26 · 7.8 

$60,000-$70,000 25 7.5 

$70,000-$80,000 21 6.3 

$80,000-$90,000 22 6.6 

$90,000-$100,000 20 6.0 

$ I 00,000 or more 35 10.5 

Total 333 100.0 
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Instruments 

The participants were asked to complete a Demographic Questionnaire, the Place 

Attachment Questionnaire (Fitch et al., 2011), and the Freshman Experience Survey Part 

II (Nicholas, 1990). 

Demographic Questionnaire 

The Demographic Questi01maire (Appendix A) was developed by the researcher 

and asked basic questions about the student, such as age, year in school, relationship 

status, sexual orientation, race/ethnicity, etc. Also, the student was asked if he or she was 

a first generation student and their family's level of income for the previous year. 

Descriptive data can be seen in Table 1. 

The Place Attachment Questionnaire (PAQ) 

The Place Attaclunent Questi01maire (P AQ; Appendix B) is a 23 item survey that 

uses a 6-point Likert scale, with 1 (Not Very True) to 6 (Very True) (Fitch et al., 2011). 

The PAQ was originally created to assess a person's level of place attachment to their 

home, but it was modified for this study so that it could be used by university students. In 

the cun-ent study, participants were asked to think and reflect upon their feelings and 

experiences at their university. Previously, researchers have conducted an exploratory 

factor analysis, and they found 2 clear factors present in their study, named 

Co1mection/Identification and Emotional Co1mection. Connection/Identification is 

demonstrated by questions such as "It is part of myself' and Emotional Connection is 

demonstrated by questions such as "I feel sad when I am not there." There are a total of 

14 questions that are included in the Connection/Identification subscale, and scores 
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ranged from 17 to 78. A total of 9 questions make up the Emotional C01mection subscale, 

and scores ranged from 10-60. These two factors produced Cronbach alpha reliabilities of 

.94 and .89 respectively. Higher scores on each subscale indicate higher levels of place 

attachment. Additional descriptive data for each table can be seen in Table 2. 

The Freshman Experience Suniey (FES) 

The Freshman Experience Survey (FES; Appendix C) was created by Nicholas 

( 1990) to assess a student's expectations of college life and the process the student 

underwent when choosing a university to attend. Nicholas (1990) originally used the 

survey for his dissertation, but it is now being used by the researcher's university. This 

university distributes the FES to every student who attends orientation in order to assess 

their college choice process and their expectations for their upcoming college experience. 

The FES has also been used at another university in the Midwest as well. The FES 

was created mainly by questions that Nicholas (1990) had about students' college choice 

process and their satisfaction with their overall college experience. The FES is split into 

two parts, with the college choice process and exp.ectations for the college experience 

being the focus of FES I and the student satisfaction piece being the focus of FES II. A 

portion of the FES 11 was used for this study. The FES II has 31 questions with a 5-point 

Likert scale with 1 being Strongly Disagree and 5 being Strongly Agree (Nicholas, 1990). 

The portion used included questions 22-31. Scores ranged from 18-4 7. Some of the 

questions include "In general, how satisfied are you with your decision to attend [name of 

university]?" and "I am satisfied with my social life here" (Nicholas, 1990). Of the 10 

items included, 3 were reverse-scored in order to prevent response sets. The scale has 
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been found to be both reliable and valid in previous testing. Unfortunately, the actual 

reliability infonnation could not be obtained before the current study took place. Yet, 

such analysis was conducted in the present study, and it showed poor reliability with a 

Cronbach's alpha of .29. As for validity, it has very strong face validity. Some questions 

asked are directly related to the different factors that affect student satisfaction, such as 

social life, academic achievement, or becoming involved on campus (Nicholas, 1990). 

Higher scores on the FES II indicate higher levels of student satisfaction. 

Procedure 

Once IRB pem1ission was obtained, the Undergraduate Psychology Department 

Chair was contacted in order to gain pem1ission to use undergraduate psychology 

students enrolled in courses during the Spring 2012 semester as participants in the study. 

The instructor then notified the students that they were able to pa1ticipate in this study if 

they so wish, and how to do so. The students who decided to participate were given 

access to the study online. The participants were asked to fill out an infonned consent 

(Appendix D) detailing the study, why the study was conducted, how the information is 

being used, and who to contact if the student felt in distress after completing the surveys. 

The participants were then given the opportunity to take the Demographic Questionnaire, 

the PAQ (Fitch et al., 2011) and the FES II (Nicholas, 2011) online, in that order. 

Psychdata does offer the option to counterbalance the instruments, yet in this study, the 

instruments were presented in the order noted in the instrumentation section because the 

PAQ (Fitch et al., 2011) measures place attaclm1ent, which is the main focus of this 

study. 
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After completing the survey, students were directed to another survey where they 

were able to enter in their data in order to receive research credit. This information has 

been maintained independently from survey data. The researcher then granted credit to 

the participants who participated, and this infonnation was sent to the instructors online. 

The participants were given the researcher' s contact infom1ation in the event that the 

student wished to know more about the study or had any questions or concerns. Finally, 

participants were given a list of mental health providers (Appendix E) as a resource if a 

student felt distressed or in crisis after completing the study. This l~st was provided online 

at both the beginning and the conclusion of the study. 
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CHAPTER IV 

RESULTS 

Statistical Analyses 

Preliminary Data Screening 

In order to examine the variables, preliminary analyses were conducted and the 

data was observed (see Tables l and 2). The data was screened to ensure normality of 

distributions (i.e., skewness and kurtosis). Results indicated that some of the 

demographic variables were skewed, such as year in school, gender, ethnicity, and sexual 

orientation. However, other demographic variables were symmetric, such as whether or 

not the participant was a first generation student, and the student's level of income. Some 

variables in the sample can be described using standard deviations and medians, while 

other variables should be described using inter-quartile ranges and means. Therefore, the 

data was not transfom1ed because of the statistics used. Because a large sample 

participated in this study, it is reasonable to believe that the population from which the 

sample came from was also skewed (see Table 2). Con-elations matrices were used to 

detem1ine the strength of relationships between the variables. Furthermore, Cronbach' s 

alpha coefficients were computed for each measure used in the study. Finally, missing 

data was addressed via mean substitution. 
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Descriptive Analyses 

Scale ranges, means, standard deviations, and internal consistencies are 

demonstrated in Table 2. 

Table 2 

Descriptive Statistics and internal Consistency Reliabilities.for Scales and Subscales 

Scale Range 

Minimum Maximum M SD a 

PAQ 

Identification 17.00 78.00 54.44 11.856 .86 

Emotional 10.00 60.00 42.35 8.02 .76 

FES II 18.00 47.00 30.41 4.27 .29 

Note: PAQ= Place Attaclm1ent Questio1rnaire; FES II = Freshman Experience Survey II. 

For categorical demographic variables, frequencies and percentages were calculated (See 

Table 1). 

Analysis of Hypotheses 

Hypothesis 1 

The first hypothesis explored the relationship between place attachment and 

student satisfaction. It postulated that students with strong levels of place attaclm1ent 

were more likely to have strong levels of satisfaction with their university experience. 

More specifically, it was hypothesized that the students who score high on the subscales 

of the PAQ (Fitch et al., 2011) will also have high scores on the FES II (Nicholas, 1990). 

A correlation was calculated to explore the relationship between participant's overall 
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satisfaction with their college experience and their level of place attachment. The 

Identification/Connection subscale of the PAQ (Fitch et al., 2011) was not significantly 

correlated with the FES (Nicholas, 1990), r(331) = .06, p = .14. However, the Emotional 

Co1mection subscale of the PAQ (Fitch et al., 2011) was significantly correlated with the 

FES (Nicholas, 1990), r(331) = .096, p =.04. Therefore, a partial relationship was found 

between place attachment and student satisfaction (see Table 3). 

Table 3 

Tests of Correlation between Place Attachment and Student Satisfaction 

PAQEmotional P AQidentification 

Student Satisfaction .1 * .06 

*p<.05 

Hypothesis 2 

It was hypothesized that there are gender differences in place attachment and 

student satisfaction. More specifically, it was believed that women would have higher 

scores on the subscales of the PAQ (Fitch et al., 2011) and would endorse higher levels of 

student satisfaction on the FES II (Nicholas, 1990) than men. A 2 group MANOV A with 

3 dependent variables was utilized examining the effect of gender (men and women) on 

participanf s level of place attachment and student satisfaction. No significant effect was 

found (F(3, 329) = .27,p = .84). However, the validity of this result is seriously in 

question because of the lack of equal representation between genders. Neither place 

attachment nor student satisfaction was significantly influenced by gender (see Table 4 ). 
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Table 4 

Tests of Benveen-Subjects E/fects examining the E.tfect <~/'Gender on Place Attachrnent 

and Student Sati ... ~faction 

Type III 
Sum of Mean 

Source Dependent Variable Squares df Square F Sig. hi 
Gender PA Q Identification 116.22 3 38.74 .28 .84 .00 

P AQEmotional 265.34 3 88.45 1.38 .25 .01 

FES 18.38 3 6.13 .33 .80 .00 

Hypothesis 3 

It was hypothesized that students of color would be more likely to experience 

lower levels of place attachment and student satisfaction on campuses that are 

predominantly Caucasian. Specifically, it was hypothesized that students of color would 

have lower scores on the subscales of the PAQ (Fitch et al., 2011) and the FES II 

(Nicholas, 2011 ). An independent samples t-test was utilized examining the effect of 

ethnicity (African American, Asian American, Caucasian, Hispanic/Latino/a American, 

Native American, and Other) on participant's level of place attaclm1ent and student 

satisfaction. There was not a significant difference in the scores for Caucasian students 

(M=54.84, SD=l 1.307) and students of color (M=53.62, SD=l 3.00) on the 

Identification/Co1mection subscale of the PAQ (Fitch et al., 2011; t(330) = .87,p = .19). 

There was not a significant difference in the scores for Caucasian students (M=42.5, 

SD=7.97) and students of color (M=42.05, SD=8.19) on the Emotional Connection 

subscale of the PAQ (Fitch et al., 2011; t(330) = .48, p = .32). There was not a significant 
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difference in the scores for Caucasian students (M=30.34, SD=4.41) and students of color 

(M=30.57, SD=3.99) on the FES (Nicholas, 1990; t(330) = -.45, p = .33). Neither place 

attachment nor student satisfaction were significantly influenced by ethnicity (see Table 

5). 

Table 5 

Independent Sample t-Test examining the Effect ofEthnicity on Place Attachment and 

Student Satisfaction 

Ethnicity 

White Non- t l!.{ Sig. (1- Mean Cohen~s 
White tailed) Difference d 

PAQidentification M 54.84 53.62 .87 330 .19 1.22 .1 

SD 11.31 13.0 

PAQErnotional M 42.5 42.05 .48 330 .32 .45 

SD 7.97 8.19 .06 

FES M 30.34 30.57 -.45 330 .33 -.23 

SD 4.41 3.99 -.05 

Hypothesis 4 

First generation students were hypothesized to be more likely to experience lower 

levels of place attachment and student satisfaction. Again, it was predicted that first 

generation students, as compared to students who are second, third, etc., will have lower 

scores on subscales of the PAQ (Fitch et al., 2011) and the FES II (Nicholas, 1990). An 

independent samples t-test was utilized examining the effect of first generation status on 
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participant's level of place attachment and student satisfaction. There was a significant 

difference in the scores for first generation students (Jvl=52.87, SD=l2. l 9) and students 

who are not first generation (M=55.79, SD=l 1.46) on the Identification/C01mection 

subscale of the PAQ (Fitch et al., 2011; t(330) = 2.25, p = .02). There was a significant 

difference in the scores for first generation students (M=41.41, SD=8.39) and students 

who are not first generation (M=43 .16, SD=7 .65) on the Emotional C01mection subscale 

of the PAQ (Fitch et al., 2011; t(330) = 1.99, p = .03). There was not a significant 

difference in the scores for first generation students (1';1=30.03, SD=4.39) and students 

who are not first generation (M=30.75, SD=4.16) on the FES (Nicholas, 1990; t(330) = 

1.54, p = .07). Only place attachment was significantly influenced by parent's level of 

education (see Table 6). 
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Table 6 

Independent Samples t-Test examining the Effect o,_f Parent's Level o..lEducation on Place 

Attachment and Student Satisfaction 

First 
Generation 

Yes No t df Sig. (1- Mean Cohen's 
tailed) Difference 

P AQidentification M 52.87 55.79 2.25 330 .02 2.92 

SD 12.19 11.46 

P AQEmotional M 41.41 43.16 2.0* 330 .03 1.76 

SD 8.39 7.65 

FES M 30.03 30.75 1.54 330 .07 .72 

SD 4.39 4.16 

Hypothesis 5 

It was hypothesized that students that who identify as a member of a lower 

socioeconomic group would be more likely to experience lower levels of place 

attachment and student satisfaction. Low socioeconomic status was defined as any 

family that makes less than $30,000 a year. More specifically, students who come from 

families of lower socioeconomic status would have low scores on the subscales of the 

PAQ (Fitch et al. , 2011) and the FES II (Nicholas, 2011 ). An independent samples t-test 

was utilized examining the effect of socioeconomic status on participant's level of place 

attachment and student satisfaction. There was not a significant difference in the scores 

for students from low socioeconomic groups (M=52.84, SD=l 2.11) and students from 
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middle and upper socioeconomic groups (M=55.11, SD=l 1.74) on the 

Identification/Connection subscale of the PAQ (Fitch et al., 2011; t(329) = -1.61, p = 

.06). There was not a significant difference in the scores for students from low 

socioeconomic groups (M=41.52, SD=8.52) and students from middle and upper 

socioeconomic groups (M=42.71.11, SD=7.82) on the Emotional Com1ection subscale of 

the PAQ (Fitch et al., 2011; t(329) = -1.23, Ji = .11 ). There was not a significant 

difference in the scores for students from low socioeconomic groups (M=30.01, 

SD=4.58) and students from middle and upper socioeconomic groups (M=30.57, 

SD=4.13) on the FES (Nicholas, 1990; t(329) = -1.11,p = .14). Neither place attaclunent 

nor student satisfaction was significantly influenced by socioeconomic status (see Table 

7). 
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Table 7 

Independent Samples t-Test Examining the Ef]ect oflncome Level on Place Attachment 

and Student SatLrfaction 

Income Group 

Low High df Sig. (1- Mean Cohen's 
tailed) Difference d 

PAQidentification M 52.84 55.11 -1.61 329 .06 -2.27 -.19 

SD 12.11 11.74 

PAQEmotional M 41.52 42.71 -1.23 329 .11 -1.18 -.15 

SD 8.52 7.82 

FES M 30.01 30.57 -1. 11 329 .14 -.56 -.16 

SD 4.58 4.13 

Summary 

The data did partially confim1 Hypothesis 1, indicating that place attachment and 

student satisfaction are weakly related constructs. Therefore, those that have strong levels 

of place attachment may be satisfied with their college experience, and those that are 

satisfied with their college experience may have strong levels of place attachment, 

specifically with the Emotional piece of place attachment. 

Second, Hypothesis 2 was not confirmed, indicating that gender does not have an 

effect on place attachment and student satisfaction. Therefore, men and women~ s level of 

place attachment and student satisfaction does not differ significantly, and any 
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differences in levels of place attachment and student satisfaction cmmot be attributed to 

gender differences. 

Next, Hypothesis 3 was also not confinned, indicating that ethnicity does not have 

an effect on place attachment and student satisfaction. Therefore, students of color did 

not have significantly lower levels of place attachment and student satisfaction than 

Caucasian students, and any differences in levels of place attaclm1ent and student 

satisfaction cannot be attributed to ethnic/racial differences. 

Next, Hypothesis 4 was partially confinned, indicating that parent's level of 

education does have an effect on place attachment, but not student satisfaction. 

Therefore, first generation students did have significantly lower of place attachment than 

students whose parents have higher levels of education, and any differences in levels of 

place attachment may be attributed to differences in parent's level of education. 

Finally, Hypothesis 5 was not confirmed, indicating that income level does not 

have an effect on place attachment and student satisfaction. Therefore, those that come 

from a lower socioeconomic group did not have significantly lower levels of place 

attachment and student satisfaction than those who come from higher socioeconomic 

groups, and any differences in levels of place attaclm1ent and student satisfaction caimot 

be attributed to differences in levels of income. 
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CHAPTER V 

DISCUSSION 

This chapter will begin by summarizing the analyses used and the hypotheses that 

drove the study. Then the results will be discussed, which will include their significance 

and meaning. Next, a section covering limitations, possible avenues for future research, 

and implications of the results will follow. Finally, a summary of the study is placed at 

the end of the chapter. 

This study's purpose was to explore the relationship between college student 

satisfaction and place attachment. It was hypothesized that students with strong levels of 

place attachment would also have strong levels of satisfaction with their college 

experience. Also, it was hypothesized that women would have higher levels of place 

attachment and student satisfaction than men. Next, it was hypothesized that students of 

color would have lower levels of place attachment and student satisfaction when on 

campuses that are predominantly Caucasian. Fourth, it was hypothesized that first 

generation students would have low levels of place attachment and student satisfaction. 

Finally, it was hypothesized that students who are of a low socioeconomic group would 

have low levels of place attachment and student satisfaction. 

Summary of Findings 

The researcher conducted preliminary analyses to examine the relationship 

between place attachment and college student satisfaction, as explained in Hypothesis 1. 
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The results do show a partial relationship, indicating that those who have strong levels of 

place attachment may have strong levels of student satisfaction, and those that are 

satisfied with their college experience may have strong levels of place attachment. There 

was a statistically significant relationship between the Emotional Connection subscale of 

the PAQ (Fitch et al., 2011) and the FES II (Nicholas, 1990). As stated in earlier 

research, an emotional connection is needed in order fonn an attachment to a place 

(Scannell & Gifford, 2009). An emotional attachment can be manifested in a sense of 

belonging, where the person feels at home in that particular place (Kaltenbom & Bjerke, 

2002; Scannell & Gifford, 2009). Interestingly, a sense of belonging is also involved in 

student satisfaction; it is a necessary component of overall satisfaction with a college 

experience (Schreiner, 2009). Perhaps the students who participated in this particular 

study have experienced a sense of belonging to their campus, allowing them to develop 

an attachment and experience a certain level of satisfaction. There is no previous research 

to compare this study to, so future research is necessary in order to better understand 

these results and interpret them with confidence. 

Not only was the relationship between place attachment and student satisfaction 

examined, but so were various factors that were believed to have an effect on both 

constructs. First, . gender was examined in Hypothesis 2 as possibly having an effect on 

place attachment and student satisfaction. However, the results showed that there was not 

a significant difference. In tenns of student satisfaction, this is not in congruence with 

previous research; traditionally, men have higher levels of student satisfaction than 

women (Bean & Bradley, 1986; Grebennikov & Skaines, 2009). It was hypothesized that 
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women would have higher levels of place attachment and student satisfaction because the 

participants attended a predominantly women's university. The results may not have been 

significant because the sample size that identified as male was small; only 22 men 

participated. Research has shown that women generally feel less satisfied with their 

college experience because they may feel like they must outperform their male 

counterparts in order to be viewed as equals in the classroom (Gammie et al., 2003). 

However, since this particular campus has such a low percentage of male students, the 

female students may not feel the same level of competitiveness, which allows them to 

have higher levels of place attachment and student satisfaction. Therefore, a person's 

gender would not have an effect on his or her levels of place attachment or student 

satisfaction because it is a non-issue on this campus. It could be helpful in the future for a 

researcher to use a more diverse sample in tenns of gender. 

The effect of ethnicity on place attaclm1ent and student satisfaction levels was 

also explored in Hypothesis 3. Previous research states that people of color have lower 

levels of both place attaclm1ent and student satisfaction (Fischer, 2007; Greif, 2009; 

Gruber, 1980; Lewicka, 2008). However, these findings were not supp011ed in the cu11'ent 

study. No significant difference was found among various racial and ethnic groups in 

tenns of place attaclunent and student satisfaction. The researcher believes this could be 

attributed to the general diversity of the campus.-As stated earlier, the campus had a high 

level of diversity, with many racial and ethnic groups being represented strongly in the 

student population (TWU fact sheet, 2010). The same cmmot be said of the faculty and 

staff; those employed by the university are predominantly Caucasian, which contributes 
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to the campus climate. However, since the student body is so diverse, this could lead to a 

more welcoming atmosphere for various groups, allowing students of color to both attach 

to the campus and to also be satisfied with their college experience. They may not face 

the same level of obstacles that others face, such as a hostile environment. Future 

research would be helpful in this area in order to better understand and interpret these 

results. 

Parent's level of education was believed to have an effect on place attachment and 

student satisfaction, as explained in Hypothesis 4, and a significant effect was found for 

place attachment, but not student satisfaction. Previous research states that first 

generation students are more likely to have lower levels of student satisfaction and are 

more likely to withdraw from their university (Barr & Schuetz, 2008; Stratton et al., 

2007). The cun-ent study did partially confinn these findings; those who were not first 

generation students were more attached to their campus, specifically on the 

Identification/Connection subscale. This helps to support the idea that first generation 

students face more barriers when attending college, and so have a more difficult time 

becoming attached to their college campus (Ban- & Schuetz, 2008; Stratton et al., 2007). 

Understanding the effect that parents' level of education has on a student while attending 

college can better prepare counselors and faculty and staff at institutions of higher 

education to best serve their students and clients. 

Finally, level of income was explored in terms of its effect on place attachment 

and student satisfaction in Hypothesis 5. It was believed that those who had a lower 

income would have lower levels of both place attachment and student satisfaction. This 
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relationship is supported in the literature; students from a low SES are more likely to 

have low levels of satisfaction and are more likely to withdraw. They face barriers that 

make it difficult to succeed while attending school (Stratton et al., 2007). However, the 

results of the current study did not support these findings. The results did show an effect 

between those from a low SES group on the Identification/Connection subscale of the 

PAQ (Fitch et al., 2011 ), but it was not a strong enough effect to be labeled as significant. 

The demographic frequencies showed a large amount of students who participated that 

came from a low SES group. It is possible that this sample is fairly representative of the 

overall population at this university, indicating that most students who attend this 

institution are from lower income families. This would create a sense of belonging for 

students who come from a low SES group, which has been shown to contribute to levels 

of place attachment and student satisfaction (Scannell & Gifford, 2009; Schreiner, 2009). 

It is unclear as to why the majority of the sample came from a lower SES group, but 

perhaps students from a lower SES group attend this pmiicular institution for a reason. 

The institution awards a large amount of money in both scholarships and financial aid, 

which could help reduce the ban·iers that students from low SES groups face while 

attending college (TWU brags: Excellence, 2012; TWU.fact sheet, 2010). If this is true, 

then the students may come to this institution because they know they will receive help in 

this particular area, thus reducing a barrier that could prevent them from graduating 

(Stratton et al., 2007) If the university helps the student pay for his or her education, 

coming from a low SES family may not have a large effect on the student's levels of 

place attaclunent and student satisfaction, because any lack of income is compensated by 
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financial aid awards. These are some possible explanations for this particular finding, but 

future research is needed to further explore the effect of income on place attachment and 

student satisfaction. 

Strengths, Limitations, and Directions for Future Research 

This study has both strengths and limitations. First, the sample size would be 

considered a strength. The desired sample size for this study was 150 participants, and 

333 were included in the final analyses. This means that most of the results can be 

interpreted with confidence because the sample size provided an ample number of 

participants for the study. Also, the participants were taken directly from a college 

campus and were all cunent students, which was exactly the population needed for this 

study. The FES (Nicholas, 1990) measures satisfaction levels of students on a college 

campus, and the PAQ (Fitch et al., 2011) was modified so that it measures a student's 

level of place attaclm1ent to his or her college campus. The questions asked on the 

surveys were salient and pe1iinent to this pruiicular sample, helping with the accuracy of 

the data. 

Even though there are some strengths to this study, there are also limitations. 

First, convenience sampling was used to recruit participants. Even though they were all 

college students, they were all college students on the same campus. Therefore, these 

results may not be generalizable to the college student population at large (Cohen & 

Swerdlik, 2005). Also within this sample, the vast majority of pat1icipants were female, 

so the sample was not diverse in terms of gender. Therefore, these results cannot be 

generalized to male students at a college or university. Studies have found differences in 
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levels of student satisfaction between women and men (Bean & Bradley, 1986; 

Grenennikov & Skaines, 2009), so it would have been helpful to have more male 

participants in order to get a better comparison between genders in terms of student 

satisfaction and place attachment. Not only are the results not generalizable, but the 

external validity of the study is compromised. It would be beneficial if a more diverse 

sample was included in future research in this area. 

Next, the actual validity and reliability of the FES II could not be obtained before 

the current study began, causing ambiguity for the researcher. It was included in the study 

because it was deemed to be the best fit for this particular project, but the reliability and 

validity of this study could not be compared to earlier research which included this 

questionnaire. It was stated that the reliability and validity is strong for this questi01maire, 

but the researcher does not have exact data (Nicholas, 1990). Therefore, the researcher is 

unclear as to whether the reliability and validity of this study is typical or atypical. The 

cun-ent study produced a poor reliability for the FES II. This could be because only 

certain questions from the FES II were used, or because the reliability was poor in the 

first place. Future researchers should be aware of this and use the reliability and validity 

results of this study for comparison. Future research could also use another questio1maire 

that may have that particular info1n1ation available, if possible. 

This study did not look at the effect of sexual orientation on place attaclm1ent and 

student satisfaction. However, research indicates that there are multicultural differences 

in both constructs (Bean & Bradley, 1986; Fischer, 2007; Grebe1mikov & Skaines, 2009; 

Greif: 2009; Gruber, 1980; Low, 2000). This particular group difference was not explored 
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from a specific hypotheses, but it could be helpful to understand. There is not any 

research that could be found focusing specifically on sexual orientation specifically 

concerning place attachment and student satisfaction, but the research that is available on 

multicultural considerations does all appear to conclude that any kind of characteristic 

that is different from the majority of people would result in lower levels of place 

attachment or student satisfaction (Awang & Ismail, 201 0; Greit: 2009). There is research 

concerning the effect of multicultural issues on retention and attrition, but the literature 

examining the effect of mttlticultural ·. issues and student satisfaction is sparse. It could be 

beneficial if future research explored whether sexual orientation followed suit, and if so, 

to what extent, what that means, and maybe give indicators on how university 

administrators could help students of varying sexual orientations to have higher levels of 

place attachment and student satisfaction. 

Next, all of the surveys included used measures of self-report, which can be 

problematic. Sometimes, pmiicipants do not accurately report of their own feelings, 

thoughts, or behaviors (Dmming & McElwee, 1995). Therefore, it could be helpful to 

conduct a study where another method of measurement is used, such as observation, or 

even a blind study. This could help eliminate any biases or inaccurate reports. 

Research, Theoretical, and Clinical Implications 

Research Implications 

The results of this study are important because of the lack of research available. 

This is the first known study to examine the relationship between place attachment and 

student satisfaction. Even though a partial relationship was found in this study, future 
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research could yield different results if the study took place on a different campus, used a 

different sample, or even used a different questionnaire. This is only the first study in this 

area, so little is known about the current link between the two constructs. In order to 

better understand this relationship, more research is needed. 

Next, some of the results of this study contradicted previous research, which 

warrants attention. Because this was not expected, it would be beneficial if this could be 

reexamined at another time with another study. It is unclear as to why the results 

contradicted previous research, but it is interesting to note. For example, all previous 

researchers noted that students of color should have a more difficult time being satisfied 

on a campus that is mainly Caucasian (Gruber, 1980; Fischer, 2007). This perhaps could 

be attributed to the fact that the campus from where the sample came was already diverse, 

and so many students of different backgrounds may feel at home at this university. This 

was not confirmed, so future research is needed to better understand and possibly explain 

the discrepancy. 

Also, the majority of the participants did endorse high levels of place attachment, 

which is particularly interesting. Only one study could be found that focused on place 

attachment among college students (Chow & Healey, 2008). More research is needed in 

this area to better understand the various factors that contribute or detract from place 

attachment among college students. The current study examined a number of factors that 

were believed to have an impact, but only one significantly impacted levels of place 

attaclm1ent and student satisfaction. Therefore, it would be helpful if other factors were 

94 



examined in order to determine what directly contributes to place attachment among 

college students. 

Theoretical Implications 

Attachment theory states that attaclunent style affects everyone throughout their 

life (Bowlby, 1969/1982). Since place attachment is affected by attaclm1ent style, it is an 

important concept to understand the way it affects people and their ability to find 

happiness in a c~rtain place (Bowlby, 1969/1982; Feeney, 2008). This study provides 

evidence that students can attach to their college campus while attending school, which 

expands the understanding of this phenomenon; exploring the cause of attaclm1ent to a 

college campus and the various factors that affect this attaclunent can only add to the 

existing theory. For many, attending college is a special time of life for many reasons, 

and place attaclm1ent appears to contribute to this particular experience. College 

counselors can apply the theory of place attaclm1ent to college students while seeing them 

for various mental health issues, and use it to guide their treatment and interventions. The 

theory lacked research on this particular population, so this study helps to broaden the 

scope of this theory and deepen the understanding of the phenomenon of place 

attaclunent. 

This theory can even impact those working in the field of higher education. The 

well-being of college students is a major concern for most universities, especially with 

mental health issues increasing among this particular population (Center for the Study of 

Collegiate Mental Health, 20 I 0). Those who work in this field can strive to create an 

atmosphere that enables a student to fonn a secure attachment with his or her college 
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campus. They can partner with those working in the college counseling centers to discuss 

different ways to make the campus a more welcoming place for students. This could be 

particularly useful for first generation students, since it was found in this study that this 

particular population appears to have some dif1iculty fom1ing secure attachments with 

their college campus. Since it was confim1ed that college students are not exempt from 

fom1ing attachments to places, those in the field of higher education can start 

incorporating attachment theory into their daily work, their research, and their 

curriculums. 

Clinical Implications 

While there is still a lot left to be understood about the effects of place attaclm1ent 

on college students, it is important for counselors to realize that college students do 

experience place attachment to their college campus while attending school ( Chow & 

Healey, 2008). Since there was a relationship found between place attachment and 

student satisfaction, it would be useful for counselors to be aware that place attachment 

does play a role in the college student experience. Counselors can assess for place 

attaclunent when seeing college students and incorporate building a stronger attaclm1ent 

to their college campus and/or college town into their daily practice. 

Because many mental health professionals are employed by institutions of higher 

education (Gelso & Fritz, 2001 ), it is reasonable to believe that the majority of clients 

seen by these professionals are in college counseling clinics, and the majority of clients 

are students of that particular institution. It might be helpful for counselors who serve 

college students to assess for place attachment in the intake process. Counselors could 
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use the P AQ (Fitch et al., 2011) to learn if the student is securely attached to his or her 

college campus. If not, this could be a contributing factor to the student's presenting 

problem. Knowing this information at the beginning of treatment would help the 

counselor to be infonned about the client's overall mental health and any contributing 

factors to the presenting problem. 

After assessing the student's level of place attachment, the counselor could then 

incorporate techniques that are influenced by the factors that contribute towards place 

attachment into his or her treatment plan. If the student is not securely attached, the 

counselor could devise a treatment plan that would help the student build an attachment 

to the college campus while also treating the presenting problem. The counselor could 

reassess the attachment levels of administering the PA Q throughout therapy to learn if the 

treatment plan is effective and be able to better serve the client by keeping record of the 

client's improvement or decline. If the client is well attached to the college campus, the 

counselor could use thatas a strength tlu·oughout therapy and build upon it to help 

alleviate any distress related to the presenting problem. The results of this study help 

counselors to better understand place attaclunent in general, it can also help guide 

treatment for this specific population. Not only could the results of this study benefit 

future clients, but it could benefit counselors as well. Counselors now know that place 

attachment plays a role in a college student's life, and they can learn and create new 

teclmiques to use in their daily therapy sessions. This can help broaden their repertoire of 

techniques used, and perhaps strengthen their abilities as a counselor. Since this is such a 
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new area of research, there is a lot of potential for counselors in this field to learn more 

about this theory and incorporate it into their clinical practice. 

Relevance to Counseling Psychology 

This study yielded results that are relevant to the field of counseling psychology. 

The fields of counseling psychology and higher education are linked, and could benefit 

from the results of this study. This link goes even further. As stated earlier, the majority 

of counseling psychologists are employed by institutions of higher education (Gelso & 

Fretz, 2001 ). Specifically, over 50% of the participants worked in a college setting. Even 

more impressive is the fact that the rate of counseling psychologists employed by 

colleges and universities have remained stable since 1949 (Gelso & Fretz, 2001 ). This 

has allowed the fields of higher education and counseling psychology to develop a strong 

relationship. The relationship between the two fields began to flourish when Lightner 

Witmer opened a psychological clinic at the University of Pe1msylvania. Since then, 

many other clinics have been established on college campuses, making college 

counseling centers standard on campuses around the nation (Gelso & Fretz, 2001 ). 

Therefore, it is important for professionals to understand the various factors that affect 

college students' mental health, including place attachment and student satisfaction. 

Understanding the construct of place attachment in general is important for the 

field of counseling psychology. Only one study could be found examining place 

attachment among college students (Chow & Healey, 2008), implying that this specific 

area is not greatly understood. In order to be fully competent and to best serve clients, 

either by research, instruction, or practice, it is generally accepted that a counseling 
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psychologist must be current on all research in the area of the presenting problem. So, if a 

client is seeking therapy for dissatisfaction in a particular place, it .would be important for 

a counseling psychologist to research the various factors that contribute towards that 

dissatisfaction, which would include place attachment. This study helps fill the gap in the 

literature and could help infonn counseling psychologists as to the -contributing factors 

for the dissatisfaction. Without this study, counseling psychologists do not have a lot of 

resources to help them understand the construct of place attachment and how it can cause 

or alleviate distress. 

Not only is the construct of place attachment relevant to the field of counseling 

psychology, but also are the various factors that contribute to place attachment. 

Individual differences are bound to be present in levels of place attachment, because the 

phenomenon is unique and specific to each person (Lewicka, 2008). Therefore, it 

imperative for a counseling psychologist to take into account the various unique aspects 

of a client when assessing for levels of place attachment, such as parent's level of 

education. This study helps those in the field of counseling p·sychology to better 

understand these factors. This knowledge can help guide future research, instruction, and 

clinical practice. The results from this study inform the field on the differences between 

people conceming place attachment and even the factors contributing to these 

differences. 

This particular study examined various factors that are related to diversity and 

multiculturalism, which is a salient issue to counseling psychologists. Those who work in 

the field generally strive to be aware of clients' backgrounds and how their upbringing 
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and culture may impact them in their daily lives. Unfortunately, there was not a lot of 

research to be found concerning student satisfaction and multicultural issues, so it would 

have been difficult for a counseling psychologist to know how each person's unique 

background impacts their college experience. This study helps to shed some light on 

those factors, and how various groups may experience college differently from others. 

The current study is relevant to practitioners, instructors, and researchers in the 

field of counseling psychology. It is such a new subject that future research is needed in 

order to fully understand the phenomenon of place attachment its effects on mental 

health. For those that practice therapy, using the PAQ (Fitch et al., 2011) for assessment 

and treatment could help counselors to better serve their clients. Overall, the results of 

this study appear to be useful for the field of counseling psychology. 

Conclusion 

The relationship between place attaclm1ent and student satisfaction was examined 

and explored in this study. Not only was the relationship examined, but also were the 

effects of gender, level of income, race/ethnicity, and first generation status on the 

correlation between the two constructs. There are several directions for future research, 

including using a more diverse population in order to learn about the specific effects of 

race and ethnicity on levels ofplace attachment and student satisfaction. The results of 

this study are not in line with some of the previous research regarding some of the factors 

that contribute towards place attachment and student satisfaction, such as ethnic/racial 

background, gender, and level of income (Bean & Bradley, 1986; Fischer, 2007; 

Grebennikov & Skaines, 2009; Greif, 2009; Grnber, 1980; Lewicka, 2008; Stratton et al., 
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2007), but it is somewhat in line with research concerning parent's level of education 

(Barr & Schuetz, 2008; Stratton et al., 2007). It contributes to the field and helps fill the 

gap in literature in this area. Counseling psychologists can either use the infom1ation 

presented in this study as a future topic of research or as a way to assess and treat clients 

who may present as distressed in a certain place. 
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Age: 

Year in School (check one): 

Gender: 

Ethnicity: 

Demographic Questionnaire 

First Year 

__ Sophomore 

Junior 

Senior 

Graduate 

__ Non-degree seeking 

Not a student 

I am a man. 

I am a woman. 

__ I am transgender. 

Other: ------

African American 

Asian American 

Caucasian 

__ Hispanic/Latino/a American 

Native American 
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Sexual Orientation: 

__ Not included in this list. Please specify: 

Bisexual 

__ Gay 

Lesbian 

Heterosexual 

Other: ------

Did your parents attend college? 

Yes 

No 

How much money did your family earn this past year?: 

$0--$10.000 

$10,000--$20,000 . . 

$20, 000--$3 0, ooo

$30, 000--$40, 000 

$40,000--$50,000 

$5 0, 000--$60, 000 

_ $60,000--$70,000 
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$70,000--$80,000 

$80,000--$90,000 

$90,000--$100,000 

$100,000 or more 
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Place Attachment Questionnaire (Fitch, Smith, Rozene-Byberg, & Mootz, 2011) 

Throughout our lives, many of us have grown fond of a place or places. We attach 

meaning to certain locations, such as the place we grew up and find ourselves longing to 

at times retum. 

Please take a moment and recall a place that is meaningful to you. For this place, 

think about: How happy or unhappy you were, How your moods fluctuated while you 

were there, How emotionally close or not close enough you felt to this place, How the 

place might have been better, What tangible things you remember (i.e., the smell of the 

air, how the street you lived on looked, your favorite store, park, or building). 

In responding to the questionnaire below, please try to give the response that most 

accurately describes your beliefs, feelings, or behavior in relation to this specific location. 

Remember there are no right or wrong, good or bad answers. 

Please respond to this questionnaire using the following scale: 

1 

Not 

Very 

True 

2 

I . It is a part of myself 

3 

2. I know the place very well. 

4 

3. I want to be involved in what is going on there. 
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Very 

True 



4. I miss it when I am not there.

5. I visit this place often.

6. I am happy when I leave this place.

7. There are people who are similar to me in this place.

8. I feel sad when I am not there.

9. I miss hearing the language accents from this place.

10. I can relate to other's values in this place.

11. I feel understood in this place.

12. I feel connected to this place.

13. I never feel out of place when I am there.

14. I have pride in this place.

15. It is difficult for me to leave this place.

16. I feel that my spiritual needs are met in this place.

I 7. I have fond memories of this place. 

18. Sports teams from this place are important to me.

19. This place has grown in importance to me.

20. The lifestyle of this place means a lot to me.

21. I have access to many unique things in this place.

22. When l watch sports, I long to be there.

23. I enjoy the events (for example: plays, conce1is, etc.) at this place.
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The Freshman Experience Survey II (Nicholas, 1990) 

The next questions concern your satisfaction with your decision to attend Texas 

Woman's University and with your experience so far this year. 

22. In general, how satisfied are you with your decision to attend Texas Woman's

University? 

1. Very satisfied

2. Satisfied

3. Neither satisfied nor dissatisfied

4. Dissatisfied

5. Very dissatisfied

Using the following scale, please indicate whether you agree or disagree with each 

statement by circling the number. 

Strongly 
Disagree 

2 3 4 5 

Strongly 
Agree 

23. I am confident that I can successfully meet the academic
_ 
demands here. 

24. The academic program here has generally met my expectations.

25. lam not satisfied with the help I have received from my academic advisor in

the selection of my courses. 
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26. I am not satisfied with my academic perfom1ance so far this year. 

27. The social life here has generally met 111y expectations. 

28. I am satisfied with my social life here. 

29. I know at least one student here very well. 

30. I know at least one member of the faculty, staff, or administration well enough 

to talk to them if I need to. 

31. I do not make use of the campus services available to students. 
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TEXAS WOMAN'S UNIVERSITY 

CONSENT TO PAR TIC IP ATE IN RESEARCH 

Title: The College Experience: Is There a Relationship Between Place Attachment and 

Student Satisfaction? 

Investigator: Tristan Potter ....................... ............... .......................... 903/267-5830 

Advisors: Jenelle Fitch, Ph.D ................................................. 940/898-2312 

Explanation and Purpose of the Research 

You are being asked to participate in a research study for Tristan Potter's thesis at 

Texas Woman's University. The purpose of this research is to examine the relationship 

between place attachment and college student satisfaction. You will receive 3 of your 

required class experiential credits for your participation in this study. 

Research Procedures 

For this study, you will be asked to fill out a se�ies of questionnaires related to 

your satisfaction and expei·ience at this university. You will also be asked about your 

emotional c01mection to the university. Your maximum total time commitment in the 

study is estimated to be approximately 20 minutes, but no more than 30 minutes. You 

will be able to fill out the questionnaires at your own convenience, but be aware that your 

answers will not be saved to come back to complete at a later time. Thus, it is required 
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that you complete the entire set of questionnaires at one time. Once you submit'your 

questionnaires you will be directed to another webpage. Here, you will be asked to fill in 

your name, your instructor's name, and the class you are currently enrolled in. This 

info1111ation will be sent to your instructor so you may receive the appropriate credit for 

your participation, and will be kept separate from your survey results in order to protect 

your confidentiality. 

Potential Risks 

Potential Risks related to your participation in this study include the possibility of 

a release of confidential information. Confidentiality will be protected to the extent that is 

allowed by law. There is a potential risk of loss of confidentiality in all email, 

downloading, and intemet transactions. A pru1icipant code number will be used instead of 

your real name. Only the investigator and her advisor will have access to the data 

collected. All files will be stored on a blank flash drive that will be stored in a locked file 

cabinet in the investigator's residence. All data will be deleted within 5 years of the 

conclusion of this study. It is anticipated that the results of this study will be published in 

the investigator's dissertation as well as in other research publications and local and 

national presentations. However, no names or otheridentifying infomrntion will be 

included in any publication. 

Another risk of participating in this study is possible emotional discomfort due to 

the material in the surveys. If you do experience any emotional discomfort regarding any 

aspect of any of the questionnaires, you may stop answering the questions at any time. A 
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list of mental health providers in the area will be provided at both the beginning and the 

end of the study. If you experience any emotional discomfort due to this study, please 

feel free to contact a mental health provider off of this list. The researchers will try to 

prevent any problem that could happen because of this research. You should let the 

researcher know at once if there is a problem and she will help you. Also, you will be 

given a list of local mental health providers in the event you wish to seek therapy after 

completing these surveys. However, TWU does not provide medical services or financial 

assistance for injuries that might happen because you are taking part in this research. 

A third possible risk is your loss of time. The instruments were chosen to be 

quick, using like11 scales as opposed to other methods of data collection. As mentioned 

previously, the entire packet should take approximately 20 minutes, but not more than 30 

minutes to complete. However, you are free to withdraw from the study at any time. 

A final risk relates to any coercion or pressure you may feel for participating in 

this study. Please know that your pmiicipation in this study is completely voluntary and 

will not affect your grade in any particular class. Should you feel any pressure please 

notify the primary investigator and she will make appropriate a1rnngements to facilitate 

your comfort. Should you feel that you would like to withdraw from the study, you are 

free to do so at any time. 
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Participation and Benefits 

Your involvement in this research study is completely voluntary, and you may 

discontinue your participation at any time without penalty. Your participation in this 

study will help you meet a class requirement for participation in research studies. If you 

are interested, you may receive a summary of the results of this study, which will be 

mailed or e-mailed to you upon request. 

Questions Regarding the Study 

If you have any questions concerning this research you may ask the researchers; 

their phone numbers are at the top of this fonn. If you have any questions about your 

rights as a participant in this research or the way the study has been conducted, you may 

contact Texas Woman's University Office of Research and Sponsored Programs at 940-

898-3378 or via e-mail at lRB@twu.edu. You may print a copy of this consent form to 

keep for your records. 

By clicking the "l agree" button below, you acknowledge that you have read this 

infommtion and are giving your infonned consent to participate in this study. 

(Button will go here) 
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Referral Agencies 

Da) las - Ft. Worth area: 

Texas Woman's University Counseling Center 

Denton, Texas 

(940)-898-3801 

Galaxy Counseling Center 

Garland, Texas 

(972)-272-4429 

Timbcr)awn Trauma Program 

DalJas, Texas 

(800)-426-4944 

Counseling Institute of Texas 
Garland~ Texas 

(972)-494-0160 

Friends of the Family 

Lewisville and Denton, Texas 

(940)-387-5131 
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The Family Place 

Dallas, Texas 

(214 )-599-2170 

Outside of the Dallas- Ft. Worth area: 

American Psychological Association Referral Service 

1-800-964-2000 

http://locator.apahelpcenter.org/ 

National Register of Health Service Providers in Psychology 

http://www.nationalregister.org/ 

American Board of Professional Psychology Directory of Specialists 

http://www.abpp.org/abpp public directory.php 
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