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The purpose of this study was to investigate the possible long-term effect of 

belonging to a high school Gay-Straight Alliance or similar support group. Specific focus 

was placed on college student attitudes in terms of personal, social, and academic 

functions. Secondarily, participant demographic and academic characteristics were 

examined for a possible moderating effect on their attitudes with regard to the same 

functions. To assess the perceived maturity of each participant, each student was given 

Russell Cassel ' s Ego Development Scale (EDS), a 60-item questionnaire used to 

ascertain the degree to which individuals function in personal, social, and academic 

settings. 

The focus of this research was to test the following condensed hypotheses: With 

regard to personal, social , or academic issues, there is no relationship between belonging 
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to a high school Gay-Straight Alliance or similar support group and the self-perception of 

maturity or ego development. In order to test the hypotheses, a test comparing the means 

achieved by the two groups (involved versus not-involved) on each of the subtests 

(personal, social, and academic) was conducted. Additionally, a general linear model was 

used to discover ifthe demographic or academic characteristics of participants played a 

moderating effect on the outcome oftheir scores on the subtests of the EDS. 

The findings indicated a connection between high school support participation 

and a high social subscore, or high social maturity. While the mean score achieved by the 

involved group was higher than the mean score achieved by the not-involved group in 

both the personal and educational subtests as well, those connections were not found to 

be statistically significant. Secondarily, while many of the demographic variables tested 

did not prove to have a significant effect on the personal, social, or educational subscores, 

some interesting themes emerged. These include a noted disordinal interaction between 

year in school and the differences found in mean subscores between participants versus 

non-participants. 

Recommendations for future research are offered, including providing the 

participants a more personal forum for sharing their views with regard to how high school 

support changes student attitudes. 

Vll 



TABLE OF CONTENTS 

LIST OF TABLES ...... ...... .... .......... ..... ..... .... ..... .... ... ............... ............................ .... X 

LIST OF FIGURES ····· ·························· ··············· ······· ···· ········ ······· ·········· ····· ·········· · XI 

CHAPTER 

INTRODUCTION .. .... .. ...... .... ................ ... ..... .... .............. ... ... .............. ............. } 
Gays in the Community ................................ ............................... .......... .. .... 2 
Gay Youth .................................................................................................... 5 
Gay Students ................................................................................................ 6 

Purpose ........... ................ ...... ........ .............................. ............ ............. .... 7 
Primary Research Questions .............................................................................. 8 
Secondary Research Questions ........................................ ..... ..... ... ... .... ... .. ......... 9 
Null Hypotheses ................ ... .......... ...... .... .... ...................................... ...... ....... ... 9 
Secondary Null Hypothesis ................................................................................ 9 
Significance of the Problem ..................................... ........... ... ..... ..... .......... ...... I 0 
Definitions ........ ...... ..................... ............. .................. .............. .................. 12 
Limitations and Delimitations .... ..... ... ..... ........... ...... ... .. ....... ..................... ....... 14 
Chapter Summary ............................................................. ... .... ............ ......... ... 15 

2 CONCEPTUAL FRAMEWORK ..................... ............. ........ .... .. ........ ....... ..... 17 
Review of Literature .......... .... .......................................................................... 18 

GLBT Services in the Community ... ...... ... ... ..... .. ....... ....... ... ..... .... ...... .. .... 19 
GLBT Services in Schools .......................................... ... .. ....... ... ........... ..... 19 
High School to College Transition ............................................................ 30 
Queer Theory ............................................................................................. 32 
Queer Identity Development Models ... ....... ...................... ....... ....... ....... .... 35 

Chapter Summary ....................................................... .... ............ ..................... 38 

3 DESIGN OF THE STUDY ........ ........... .. ..... .................... .... .. .. ..... ... ...... ....... ... 39 
Setting and Population ...................................................... ....... ......... ... .. ....... .. .40 
Procedures ............................ ....................................................... ......... ...... 41 
Instrumentation .................... ........... ....... ..... .. .. .... .......... .. ..... .... ..... ... .. ..... ........ . 44 
Reliability ........................................................................ .. ................. ....... 48 
FaceValidity .................................................................................................. 5} 
Construct Validity ...... ....... ... ........................................................................... . 51 
Concurrent Validity ......................................................................................... 51 
Operational Definitions and Coding ofVariables ....... ................ ................ .... 52 

Vlll 



Analysis Techniques ........ ....... ............ ..... ...... ..... ..... ... .............. ..... ......... ...... ... 54 
Chapter Summary ...... ..... ............................. ... ..... ....... ....... ... ....... .. ...... ............ 55 

4 RESULTS OF THE STUDY .................... .... ............... ...... ...... ... ..... .... .. .... ...... 51 
Primary Research Questions and Null Hypotheses ......................................... 57 
Secondary Research Question and Null Hypothesis .............. ...... ... .... ............. 58 
Descriptive Statistics ...... .. ............ ... ........ ........ ............. ........... ..................... ... . 59 
Quantitative Variables ............. ........... ............... .... ......... ... ... .... .. .. .......... ... ...... 59 

Age ....... ..... ....... ................ .... .. ... ............................ ............. ........... .. 59 
Outness .................................................................................................. 59 
High School Grade Point Average ..... .. ..... ....... ..... ... ........... ....... ....... ..... ... . 60 

Qualitative Variables ..................................................................................... .. 61 
Sexual Orientation ... ........ .... ...... ........... ..... ........ ...... ............ ....... .... ..... .. .... 61 
Gender .................................................................................................. 61 
Ethnicity ............... ........................................... .... ........... .... ....... ....... .... ... 62 
School Attended ......................................................................................... 62 
School Classification ... ............ .... ........... .... .. .. ..... ..... .......... .. .... ... ....... ....... 62 
Support lnvolvement. ...................... ............. ....................................... .. ..... 62 
Duration of Involvement .... ......... ... ................... ....... ... ....... ..... .... ... ... ......... 63 
Nature of Involvement ..... ............. ................... ............. ... .. ........ .. ..... .... ... .. 63 

Hypotheses Testing ......... .............. ....... ....... .......... ............................. ....... ....... 65 
Null Hypothesis 1 .... .. ...... ...... ...... .. ................. .... ................ ... .............. .. ... . 65 
Null Hypothesis 2 ................................................................................ ..... . 67 
Null Hypothesis 3 .......................................... ........................................ .... 69 
Summary ofHypotheses 1, 2, and 3 .......................................................... 70 
Null Hypothesis 4 ................. .............. ...... .......................................... ..... .. 72 
Summary of Hypothesis 4 and Independent Variables .............................. 80 

5 SUMMARY ................... ... ... .. ...... ........ ... .... .. ..... ........ .. ..... .. ...................... .... 82 
Conclusions .... ...... .... .... ............. ........... .. ....... ......... ............. ......................... 83 
Recommendations ..... .. .. ......................................................... .... .. .................... 8 7 

Support Service Recommendations .... ... ....... .......... ................... ................ 87 
Future Research Considerations ....... ... .... .... ....... .... ....... ........................ .... 88 

REFERENCES ............ ....... ............ .... ... ........ ......... .. ......................... ................ 90 

APPENDIXES 

A Introductory Letter .......................... ....... ....... ............................................ .... . 1 04 

B Survey Instrument .......................................................................................... 1 06 

VITA ................................................................................................ 110 

lX 



LIST OFT ABLES 

TABLE 

Junior College Student Norms ......... ...... ... .... .. ... ..... ..... ... ....... ......... .... ............... . .4 7 

2 Reliability ........................ .... .... ....... ............ .... ... ........ ... .. ..... .... ......................... ... 50 

3 Descriptive Statistics for Quantitative Variables Comparing Involved (I) 
Participants Versus Not-Involved (NI) Participant Groups ................................. 61 

4 Descriptive Statistics for Qualitative Variables Comparing Involved (I) 
Participants Versus Not-Involved (NI) Participant Groups ..... .... .... ........ ............ 64 

5 Personal Score: Involved (I) Participants Versus 
Not-Involved (NI) Participant Groups ......... .................................................... .... 66 

6 Social Score: Involved (I) Participants Versus 
Not-Involved (NI) Participant Groups ... ............................................... ........... .... 68 

7 Educational Score: Involved (I) Participants Versus 
Not-Involved (NI) Participant Groups .................................................. ............... 70 

8 Summary Statistics for Hypotheses 1, 2, and 3 .................... ............................. .. 71 

9 Personal Score Versus Independent Variables .... ..... ...... ...... ... ............................ 7 4 

10 Social Score Versus Independent Variables ...... ... .... ...... ....... ........ ......... ...... ....... 77 

11 Educational Score Versus Independent Variables ....................... ........... ...... ....... 80 

X 



LIST OF FIGURES 

FIGURE 

Conceptual Framework ...................... ........ .... .... .... .... .. .... ................... .. .............. 18 

2 Personal Score: Year in School Interaction Plot .... .. ........................................... 75 

3 Social Score: Year in School Interaction Plot ..................... .... ...................... ...... 78 

Xl 



Not to spite those who said I shouldn' t, 

but for those yet too afraid and who couldn ' t 



Chapter 1 

Introduction 

Homosexual American students, despite suggestions to the contrary by 

educational groups claiming widespread political correctness and tolerance, still face 

discrimination at school in undeniable proportions. While it has become generally 

forbidden in popular culture to discriminate outwardly towards racial minorities by using 

words like nigger or gook, gay students remain unprotected from similar public insults 

(Unks, 1994). The termsfaggot, dike, homo, and queer are used frequently on high 

school and college campuses still operating under core heterosexist mores, including 

those found in curriculum, athletics ' attitudes and traditions, extracurricular activities 

(e.g., Homecoming, powder-puff games, etc.), and support groups. Based on the Equal 

Protection Clause of the 14th Amendment, gays and lesbians are not considered to be a 

suspect class and therefore not given the same protections offered to other minority 

groups (Barber, 2004). Indeed, while the argument can be made that improvements have 

been made to provide equal educational and extracurricular opportunities for racial and 

ethnic minorities and protect them from the torment that has historically taken place in 

American schools, the same opportunity for protection has not been afforded to gay and 

lesbian youth. 

While gay students have most likely attended American schools since their 

opening, recognition of this fact did not occur until small-scale attempts were made to 

form gay-oriented groups at a few universities in the 1960s (Beemyn, 2003). Without 
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support, research indicates that gay and lesbian students have a hard time developing 

healthy identities and, as a result, experience difficulties related to success in and out of 

the school setting (D ' Augelli & Patterson, 2001; Jordan, 2000). Although support groups, 

in some form, for students who are gay, lesbian, bisexual, and transgender (GLBT) exist 

in over 3000 high schools today, much of the research regarding their success has been 

limited to what these groups do for students while they are in high school (Cloud, 2005). 

This research study was intended to expand this body of knowledge by attempting to 

establish a connection between GLBT students' perceived attitudes and maturity, support 

received at the high school level, and future personal, social, and academic success. 

Gays in the Community 

Homosexuality is not a new community issue. Evidence can be found in the Bible 

that suggests the presence of homosexuals within ancient communities. For example, the 

book of Genesis provides a story depicting men from the city of Sodom requesting two 

male angels so the group "could have sex with them" (Glimps, 2005, ,-r 4). In ancient 

Egypt, archeologists have discovered stone carvings of men locked in an embrace and 

exchanging nose-kisses, a common sign of intimacy dating from the fifth dynasty of the 

Old Kingdom, around 2380-2330 B.C.E. (Vilanch, 2006). Centuries later, Hitler's Nazi 

regime used pink triangles to identify homosexuals who would be marked for 

persecution; today this symbol is embraced by the gay and lesbian community as a 

symbol ofvisibility and resistance (Glimps). 

On June 28, 1969, during an era when it was illegal to cross dress or dance with a 

partner of the same sex, New York police raided a well-known gay establishment called 

the Stonewall Inn (Cusac, 1999). This raid set offthree days of rioting by the local gay 
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and lesbian community, sparking a grassroots movement this community had never 

experienced before. In the decades that preceded the riots, those who were sexually 

different commonly sought medical cures for their differences in the form of 

psychoanalysis, electroshock, lobotomies, or castration (Yoshino, 2006). 

While the Stonewall riots are regarded by popular culture as the beginning of the 

gay rights movement in America, some argue the movement began in 1950 with the 

forming ofthe first gay rights group called the Mattachine Society in Los Angeles 

(Hudson, 2005). Still others believe the movement began in 1965 on the steps of 

Independence Hall in Philadelphia when a group of 40 men gathered to protest 

discrimination against homosexuals (Hudson). According to Stein, pre-Stonewall myth 

shared by both straight and gay society indicated that most gays and lesbians were living 

lives marked by "silence, invisibility, and isolation" (2005 , p. 606). As a result, further 

significant consciousness, or outward public awareness of homosexuals did not emerge 

until after Stonewall (Stein). Even then, the pressure on the gay community shifted 

merely from an overarching demand to convert to heterosexuality to a softer, more 

accepted demand to simply fit in (Yoshino, 2006). 

The origins of homosexuality have been argued for centuries. For the most part, 

gay rights activists argue that gay people are born gay (Glimps, 2005). In fact, studies 

have been presented that depict homosexuality as an innate, unalterable part of a person' s 

identity (D ' Augelli, 1994; Muller, 2004). However, conservative religious groups argue 

fervently that homosexuality is a decision; one that can be changed with the right 

nurturing and direction. The gap between the ideas of these groups has never been as 

publicly debated and politically charged as it is today. In fact, an "ex-gay" movement that 
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has not seen popularity since the 1960s has been resurrected in the form of groups such as 

PFOX (Parents and Friends of Ex-Gays and Gays) whose purpose is to minister to gays 

and lesbians who are living a "chosen and dangerous lifestyle" (Benjamin, 2005, p. 26). 

While campaigning against sex education programs that teach tolerance towards 

homosexuality, PFOX distributed pamphlets that insinuated that gay sex actually caused 

AIDS (Benjamin). 

As further indication of the timeliness of GLBT issues, the 2004 elections saw 11 

states pass constitutional amendments defining marriage as a union between a man and a 

woman (Wildman, 2006, p. 37). While gay and lesbian issues were largely ignored or 

given secondary status in the past, recent elections have thrust this controversial issue to 

the forefront. In the 2006 Florida Primary race for governor, one candidate made his 

stance against the legalization of gay marriage a focal point for his political campaign 

(Crowley, 2006, ~ 29). The results of the 2006 mid-term election yielded seven more 

states either solidifying the ban on same-sex marriage rights already in place or passing 

new laws to accomplish the same by restricting marriage to a man and a woman 

(Initiative and Referendum Institute [IRI], 2006, p. 1 ). This brings the current total of 

states with such laws up to 23 (IRI). 

In the meantime, battles for and against gay-oriented legislation in other states 

wage on. Supreme courts may rule on marriage equality cases, including whether a 

marriage between a same-sex couple should be recognized in a state it was not 

performed, whether same-sex victims of domestic violence qualify for such charges if 

they are not legally married, and limitations on gay foster parents (Wildman, 2006). As 

recently as 2003, otherwise law-abiding citizens in 20 states in America could still be 

4 



found sexually illegal and jailed for crimes related to homosexual acts (Henderson, 2003, 

p. 378). 

Gay Youth 

The earliest studies of gay youth can be traced to a 1972 study conducted by Ritch 

Savin-Williams that focused on hustlers and homeless teens (Lehoczky, 2005). Only 

since the 1990s have researchers collected data more representative of average American 

youth. While the problems faced by GLBT youth are not exclusive to this group (i.e., 

substance abuse, school failure, truancy, suicide, etc.), research provides insight into risk 

factors unique to GLBT youth (Anderson, 1996; Garofalo, Wolf, Kessel, Palfrey, & 

DuRant, 1998; Glaus, 1988; Jordan, 2000). In summary, GLBT youth engage in risky 

behavior for different reasons than their heterosexual counterparts. Prominent theories 

postulate that GLBT youths ' behavior may be linked to a need for seeking relief from 

feeling marginalized by society and subsequent isolation and depression (Jordan). There 

have been many reports indicating that GLBT youth and adults are more likely than 

heterosexual youth and adults to abuse alcohol and illegal drugs (Anderson; Garofalo et 

al.; Glaus). Consequently, it should be noted that the previously outlined risks associated 

with substance abuse (e.g., homelessness, prostitution, running away) are a particular 

concern for the GLBT population simply because of the increased possibility that they 

might abuse drugs and alcohol (Jordan). While GLBT youth are more likely to participate 

in harmful activities (e.g., smoke, drink, and use drugs) than their straight peers, there 

remains a significant lack of related services provided in the United States (Muller, 

2004). 
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Homosexual youth usually begin to label their feelings of attraction during their 

teens (Johnson, 1996). Unfortunately, for many of these youth, witnessing previous 

negative experiences towards GLBT individuals in their lives usually makes this 

experience undesirable. Unlike heterosexual youth who enter into sexuality believing sex 

to be a positive experience, homosexual youth enter into this right of passage feeling 

negative about sex before they even experience it (Birden, 2002; D' Augelli, 1994; 

Johnson). While heterosexual youth are supported through the normal dating and breakup 

transitions by family, friends, and church members, GLBT youth are usually faced with 

dealing with the same teenage issues alone (Johnson; Schmitt & Kurdek, 1987). 

According to Johnson, this atypical transition into sexual life could lead to many of the 

issues that have been statistically linked to GLBT youth and adults, including suicide. 

Additionally, one out of every four gay or bisexual males gets kicked out of their home 

because oftheir orientation (Gibson, 1989, p.112). A 1986 survey ofthe Seattle, 

Washington, homeless population found that 40 percent of the youth living on the street 

identified themselves as gay, lesbian, or bisexual (Daikos, 2002, p. 75). 

Gay Students 

While the likelihood is great that gay students have attended American schools as 

long as American schools have been in existence, official acknowledgment of any real 

gay presence did not begin until the first student groups were chartered at a few 

universities in the late 1960s (Beemyn, 2003). The first student groups did not form in 

high schools until a small effort began in 1990 in California by an independent teachers ' 

group (Gay, Lesbian, and Straight Education Network [OLSEN], 2006). In both cases, 

the existence of these groups signaled the earliest attempts at extending support services 
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to previously isolated gay and lesbian students. Today, although the official name is often 

changed to disguise the group' s identity, most ofthese groups on both high school and 

college campuses are called Gay-Straight Alliances (Beemyn). 

Several research efforts have provided insight into the special concerns GLBT 

students face, including higher frequency of drug use, promiscuity, weaker academic 

performance, and truancy (Birden, 2002; Blumenfeld, 1994; Cloud, 2005). Hostile 

Hallways, a widely referenced 2001 follow-up survey (originally published in 1993) 

summarized that GLBT students continue to hear anti-gay remarks and 61 percent 

reported knowing someone who has been called gay or lesbian (American Association of 

University Women [AAUW], 2001). The same survey indicated that, in most cases, 

teachers either fail to respond to those remarks or contributed to the name-calling 

(AAUW). Student groups on high school and university campuses were formed, in part, 

to combat these issues. GLBT students who attend schools with gay-friendly programs or 

instruction reported fewer sexual partners, less risky sexual encounters, and less 

substance abuse than did other GLBT students (Blake, Ledsky, Lehman, Goodenow, 

Sawyer, & Hack, 2001 ). 

Purpose 

Much of the literature regarding the impact of a high school Gay-Straight Alliance 

(GSA) or similar support group (e.g., The Gay, Lesbian, Straight Education Network 

[GLSEN] and National Youth Advocacy Coalition [NY AC] ) has focused on the impact 

those groups have on students while they remain in the high school setting (Blumenfeld, 

1994; Jordan, Vaughn, & Woodworth, 1997; Lee, 2002). In parallel fashion, attempts 

have been made to measure the effectiveness of similar programs at the university level 
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(Evans & Herriott, 2004). However, little research can be found concerning the affects of 

high school GSAs beyond the high school years. The purpose of this study was to 

examine the relationship between having belonged to a high school Gay-Straight Alliance 

or similar support group and the attitudes of GLBT college students in their first two 

years. Specific focus was placed on the perception this group of students had concerning 

their overall maturity in terms of ability to function in relation to personal issues, social 

issues, and academics. While primarily focusing on the differences in the answers given 

by students who did versus students who did not participate in high school GSAs, the 

researcher also examined the duration and nature of support involvement for students 

who indicated having been involved at the high school level. Secondarily, the researcher 

analyzed differences in answers based on basic demographic data and academic 

information collected from each participant. Those variables were gender, sexual 

orientation, age, ethnicity, high school Grade Point Average (GPA), current school, 

current year in school; and whether or not the participant reported being out to their 

immediate family, friends, and school personnel. 

Primary Research Questions 

1. Is there a relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the perceptions of GLBT lower division college 

students regarding the way they handle personal issues? 

2. Is there a relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the perceptions of GLBT lower division college 

students regarding the way they handle social issues? 
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3. Is there a relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the perceptions of GLBT lower division college 

students regarding the way they handle academic issues? 

Secondary Research Question 

4. Is the effect of a high school Gay-Straight Alliance or similar support group 

experience influenced by the demographic data and academic characteristics of the 

participants with regard to personal, social, and academic issues? 

Null Hypotheses 

1. With regard to personal issues, there is no relationship between belonging to a 

high school Gay-Straight Alliance or similar support group and the self-perception of 

maturity or ego development. 

2. With regard to social issues, there is no relationship between belonging to a 

high school Gay-Straight Alliance or similar support group and the self-perception of 

maturity or ego development. 

3. With regard to academic issues, there is no relationship between belonging to 

a high school Gay-Straight Alliance or similar support group and the self-perception of 

maturity or ego development. 

Secondary Null Hypothesis 

4. The demographic data and academic characteristics of college students will 

not have a significant effect on the perceptions indicated by participants in terms of their 

attitudes towards personal, social , and academic issues. 
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Significance of the Problem 

Previous research related to GLBT youth served to confirm problems faced by 

GLBT students. GLBT youth who already have a hard time finding a safe environment at 

home become dependant on the school environment for support (Birden, 2002). When the 

support system at school is weak or non-existent, GLBT students fall further into traps 

that too often lead to suicide, academic failure, drug use, or other negative behaviors 

(Birden; Garofalo et al. , 1998). One study revealed that GLBT university students rated 

academic life more negatively than their heterosexual counterparts; a finding that 

supports the idea that campus hostility manifested by lack of available support leads to 

decreased academic satisfaction (Waldo, 1998). 

A good support system for GLBT youth in the form of a GSA or similar group 

may help to counteract some of the negative experiences faced by GLBT youth in 

American schools (Beemyn, 2003 ; Birden, 2002; Cloud, 2005). GLBT students have 

reported an increased interest in school based on a feeling of belonging, safety in 

numbers, and respect from peers and faculty that they failed to achieve before 

involvement in the GLBT support group (Cloud; Cooley, 1998). As GLBT issues are 

included more frequently in the curriculum and open classroom discussions, GLBT youth 

begin to feel they are an important part of the school and respond positively as a result 

(Birden; Friend, 1993). Furthermore, the ability of GLBT youth to form positive, change

making relationships with teachers, counselors, and administrators appears to play a role 

in the success of GLBT students (Birden; Fontaine, 1998; Friend). For this reason, the 

most basic tenets of GLBT support service efforts include trying to changing the beliefs 

GLBT students have about the attitudes and behaviors exhibited by teachers, 
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administrators, and counselors and, at the same time, trying to change the stereotypes 

some ofthese same staff members have towards GLBT youth (Lee, 2002; Reynolds & 

Koski, 1994). 

Research related to GLBT studies has historically served to prove only that these 

students have difficulty succeeding in and out of school. Sexual minority students have 

traditionally struggled in the K-12 system and continue to struggle academically and 

socially in a university system were they feel they are treated less fairly, are less 

confident than heterosexual students, and have more negative relationships with faculty 

and advisors (Waldo, 1998). The research described here makes conclusions based on 

how GLBT support services help these students in present terms. As a result of a review 

of the literature, areas for further research emerged. This included attempting to 

understand how support services may help GLBT students beyond secondary education. 

In a society where the high school diploma as a terminal degree is becoming obsolete as 

sufficient for success, it may no longer be practical to remain satisfied with support 

services that focus on achieving high school success as the climax. Does involvement in a 

high school GSA or similar support group make for a more successful college student? 

Does this involvement help change their attitudes towards life outside high school? In 

other words, are the GLBT students who receive support services better prepared for 

college and beyond? Existing research leaves little doubt that GLBT students, both at the 

K -12 and university levels, have experiences that leave them emotionally vulnerable and 

academically at-risk. Having concluded that there is a strong relationship between having 

a support system in place for GLBT students in high school and their success in that 

setting, the findings reviewed begged for further research that may help educators 
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understand what lasting effects GLBT support services may have for students beyond the 

walls of the K -12 system. 

Definitions 

Bathhouse - A place for gay men to engage in both sexual and non-sexual social events. 

They were "a place for men to find other men for sex, businesses to make money, 

safe havens from homophobia and places to celebrate gayness; places to eat, 

exercise, or sit in a jacuzzi" (Berube, 1984) 

Coming Out- A process of acknowledging one's sexual feelings to oneself and others, 

letting go of negative cultural messages, and meeting others like oneself. 

Disclosing one's sexual orientation (Muller, 2004, p. 2) 

Ego Development- For the purposes of this study, Ego Development was defined simply 

as "maturity." However, the concept of ego (and, in turn, its development) has 

been described in more detail in the following ways: 

• the anchor for self awareness (Cassell, 197 4) 

• more than the personality ofthe individual; it is the substance that 

guarantees unity to life, and it represents the unchanging and imperishable 

soul-substance which serves as the self-identity for an individual (Cassell , 

1974) 

• self esteem, impulse control, character development, interpersonal 

relations, cognitive preoccupations, and self concepts (Cassell, 1974) 

• a "master trait," a holistic construct around which personality is 

constructed (Loevinger, 1976) 
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• a unitary framework encompassing impulse control and character, 

interpersonal relations, conscious preoccupations and cognitive style 

(Lindfors, Elovainio, Sinkkonen, Aalberg, & Vuorinen, 2005) 

Gay- A person who is attracted to a person of the same sex (Glimps, 2005). 

Lesbian- A female who is attracted to another female (Glimps, 2005). 

Bisexual- A person who is attracted to both sexes (Glimps, 2005). 

Transgender- An individual whose identity or behavior falls outside of stereotypical 

norms (Glimps, 2005). 

Gay, Lesbian, Bisexual, & Transgender (GLBT) Students- For the purposes of this 

study, GLBT students was defined as those students who self-identified 

themselves as being such. 

Gay, Lesbian, and Straight Education Network (GLSEN) is a national organization 

attempting to educate the public about homophobia and transphobia. Through its 

Gay-Straight Alliance program, it also provides general guidelines for forming 

support groups at the high school and college levels for GLBT and GLBT

friendly youth around the country (OLSEN, 2006). 

Gay-Straight Alliance (GSA)- a school-based group organized to end anti-gay bias and 

homophobia in school and create positive change, making schools a welcoming 

and safe place for all students, regardless of sexual orientation or sexual identity. 

GSAs help eliminate anti-gay bias, discrimination, harassment, and violence by 

educating school communities about homophobia and the lives of youth (OLSEN, 

2006). 
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Heterosexism - The belief that everyone is, or should be, heterosexual. Heterosexism 

involves both subtle and overt prejudice against homosexuality maintained by 

pervasive societal institutions that promote this belief (Friend, 1993; Little & 

Marx, 2002). 

Homophobia - The fear and condemnation of homosexuality (Muller, 2004, p.2) 

Lower-division college students - A student in their first two years of college. In order to 

control for natural maturity differences that may occur with age, only traditional

aged students were used (i.e., approximately 18-23 years of age). 

Outness - For the purposes of this study, this independent variable was used to describe 

whether or not a student self-identified as having shared their sexuality with their 

immediate family, close friends, and school personnel. A detailed explanation of 

the formula, including the justification for the use of this formula, is found in 

Chapter 3. 

Limitations and Delimitations 

1. This study was limited to freshman and sophomore students who were 

enrolled at Florida Atlantic University (F AU) and Palm Beach Community College 

(PBCC) during the Spring term of 2007 and to students who self-identified themselves as 

being gay, lesbian, bisexual, or transgender. GLBT students at F AU and PBCC may or 

may not be comparable to other GLBT college students in the state of Florida or in other 

parts ofthe country. 

2. The results of this study were limited to the extent that they were dependant 

on voluntary cooperation of respondents. In addition, this research study was limited to 

the degree that respondents answered survey questions truthfully. 
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3. The results ofthis study were limited to the extent that the respondents who 

volunteered for participation in the study may have been inherently more mature and 

responded as such naturally rather than as a function of having belonged to any high 

school support group. 

Chapter Summary 

Homosexuality has been a community issue for centuries. Historians, theorists, 

theologians, politicians, and academics have argued the origins of homosexuality and 

attempted to provide justification for both condemnation and support of gays and 

lesbians. In the last decades, necessary community outreach services that support gays 

and lesbians have increased, but remain limited. Gay and lesbian youth is one group that 

has been affected by the lack of existing support services. Nowhere is this more apparent 

than in the school system, where students who are sexual minorities continue to struggle 

academically, skip school for fear of physical abuse, and even drop out all together. In 

some cases where support services exist in the school setting, gay and lesbian students 

have shown an increased propensity to stay in school, participate, and seek assistance for 

help with bullies. 

The purpose of this study was to examine how high school GLBT support 

services may help gay and lesbian students beyond the secondary level. Specifically, the 

study examined the relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the attitudes of GLBT lower-division college 

students. Attention was placed on the perception this group of students had concerning 

their overall maturity in terms of ability to function in relation to personal issues, social 

issues, and academics. While primarily focusing on the differences in the answers given 
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by students who did versus students who did not participate in high school GSA's, the 

researcher also examined the differences in answers based on general demographic and 

academic variables. 

Chapter 1 has presented the introduction, statement ofthe problem, research 

questions, significance of the study, definition of terms, and limitations and delimitations 

of the study. Chapter 2 contains the conceptual framework and review of related literature 

and research related to the problem that was investigated. The methodology, justification 

for using such methodology, and procedures used to gather data for the study are 

presented in Chapter 3. The results of analyses and findings to emerge from the study will 

be contained in Chapter 4. Chapter 5 will contain a summary of the study and findings, 

conclusions drawn from the findings , a discussion, and recommendations for further 

study. 
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Chapter 2 

Conceptual Framework 

As gay and lesbian students transition from high school to college, they will 

experience many factors that influence their personal, social, and academic success. A 

conceptual framework that identifies some ofthe more crucial transition issues will be 

helpful in understanding this perspective. This conceptual framework will focus on the 

gay and lesbian identity models developed by Cass (1979), D' Augelli (1994), and 

Fassinger (1991 ). These theories are based, in part, on a foundation formed by queer 

theorists like Michel Foucault (Spargo, 1999). Foucault's research was one ofthe first to 

tum the spotlight of gay-focused research away from the cause of sexuality and instead to 

the exploration and function of sexuality in society (Spargo). Figure 1 depicts a model 

representation of the elements involved in this conceptual framework and will be 

described in the literature review outlined here. The attitudes exhibited by GLBT students 

are influenced by many factors . While there may be other issues affecting GLBT student 

attitudes, this research will focus on the way these attitudes have been shaped by 

historical contexts, high school-to-college transition issues faced by both traditional and 

GLBT students, and identity theories focused on describing the role development plays in 

shaping student attitudes and maturity. 
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Identity Theories • Academic 

• Individual 

• Group 

Figure 1. Conceptual Framework. 

Review of Literature 

As depicted in Figure 1, this literature review will position this research study 

within a historical context by outlining the services provided both to the GLBT 

community and to GLBT students in the high school setting and exploring high school-

to-college transition issues that impact both traditional and GLBT students. Additionally, 

related dissertations and studies will be examined in an attempt to expand the analysis of 

the impact of the queer theory movement on the emergence of gay identity development 

theories and their attempts at explaining student success. Specific emphasis is placed on 

the effect group participation plays on the attitudes and developmental outcomes 

displayed by GLBT students. The structure of the literature reviewed here will follow the 

framework depicted in Figure 1. 
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GLBT Services in the Community 

While experts have insisted that it can be nearly impossible to devise a strategy 

that reaches an invisible hidden population, the 1969 Stonewall Riots forced gay 

community issues that were largely ignored into mainstream consciousness (Cusac, 1999; 

Rothblum, 1994). In the late 1960s and early 1970s, the biggest issue facing the gay 

community was unequal treatment (Hudson, 2005). For these two decades, relatively 

uncontroversial issues dominated the landscape of gay research and community outreach 

services, focusing on the coming-out process, aging, relationships, social interaction, and 

even parenting (Rothblum). The emergence ofthe AIDS epidemic in the late 1970s and 

early 1980s caused all of this to change when early figures showed nearly 75 percent of 

all American AIDS cases were gay or bisexual men (Disman, 2003 , p.77). For the first 

time, the GLBT population found themselves fighting against the backlash of a 

mainstream society who placed the sole blame on homosexuals for the spread of this 

disease and fighting each other because of a perceived inability to find the culprit and 

solve the problem (Botnick, 2000). Initial efforts to regulate popular gay bathhouses and 

to educate the community about the truths concerning AIDS transmission were instead 

met with widespread bathhouse closings across the country (Disman). In some areas, 

already thinly stretched community resources were vaporized by this cause alone and 

other important issues suffered (Disman). 

GLBT Services in Schools 

Research dedicated to GLBT students has been limited due to the stigma attached 

to homosexuality, the invisibility faced by this population, and the unpopularity of open 

discussion regarding anti-homophobic rhetoric (Love, 1998). Throughout history, 
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educational institutions have traditionally reflected societal norms rather than blazing 

their own trail. Often, it seems the more controversial social issues are the ones with 

which educational systems have the most difficult time dealing. An example of this 

difficulty can be found by examining the way schools have traditionally dealt with gay, 

lesbian, bisexual, and transgender students. Even though colleges and universities are still 

more liberal than most other American institutional settings, GLBT students continue to 

tum to each other for the bulk of their needed support and affirmation (Rhoads, 1997). 

Although informal gay student groups have probably been around for most of 

American education's history, the first gay student group can be traced back to the higher 

education ranks at Columbia University (Beemyn, 2003). Columbia's Student Homophile 

League was officially chartered in 1967 by a gay student named Stephen Donaldson and 

gained acceptance partly because the university chaplain acted as the advisor to the group 

(Beemyn). The second group, a chapter of Columbia' s under the same name, formed at 

Cornell in 1968 (Beemyn). These two groups laid the groundwork for gay groups as a 

place for students to develop alliances with those engaged in other struggles, to talk about 

their personal experiences, and, by including non-gay members, they were the first to 

make real attempts at making gay liberation an important concern for non-gay people. 

The relative ease with which these first organizations formed can be deceiving. In 

the decades that followed these early formations, many groups continued to meet secretly 

because its members feared being revealed as gay (Beemyn, 2003). The existence of 

these groups did, however, spawn many groups all over the country that were allowed on 

campuses with little or no argument by administrators. In some cases, administrator bias, 
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state law, or a combination of factors got in the way and the attempts at forming gay 

student groups were blocked. 

The first formal gay support groups in a high school setting were formed in 1990 

by a group of 70 volunteer gay and lesbian educators who called themselves the Gay and 

Lesbian Independent School Teachers Network (GLSTN) (GLSEN, 2006). When 

GLSTN formed, there were only two gay support groups in place in the United States and 

one state with legislation on the books that protected GLBT students. The goal of this 

group that would later permanently change its name to the Gay, Lesbian, and Straight 

Education Network (GLSEN) was to educate the community concerning the needs of 

GLBT students and to provide a place for these students to receive support. As recently 

as 1997, there were as few as 100 formal Gay-Straight Alliances (GSAs) on American 

high school campuses; a number that had jumped to at least 3,000 by 2005 (Cloud, 2005 , 

~ 3). Established to "foster a climate of tolerance in schools and communities" (Williams, 

2003 , ~ 3) concerning sexual orientation and gender identity, GSA meeting rights are 

protected under the First Amendment and the federal Equal Access Act (GLSEN, n.d. ; 

Glimps, 2005). The 1984 Equal Access Act (20 U.S.C. §§ 4071-74) stipulates that 

schools that receive public monies cannot bar a student-led, non-curriculum club 

(including a GSA) from meeting if any other extracurricular clubs meet on campus 

(Buckel, n.d.). According to GLSEN, schools can set an example of respect for the law 

and the principles of the United States by honoring the core principles set for in the 

Constitution. However, many schools have unsuccessfully attempted to circumvent this 

protection by disallowing other groups the privilege of meeting on campus; all in the 

name ofblocking the GSA from meeting (Cloud; Palm Beach County Human Rights 
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Campaign [PBCHRC] , 2006). Despite these challenges, the Equal Access Act has been 

upheld in court proceedings nationwide; most significantly in Board of Ed. of Westside 

Community School v. Mergens (1990), where the definition of a noncurricular club was 

established. More recently, students at El Modina High School in Orange County, 

California, won the right to form a Gay-Straight Alliance on their high school campus in 

a legal battle over their school district when the school attempted to bar the formation of 

a GSA based on the notion that the group could be constituted as curricular in nature and 

therefore not covered by the Equal Access Act (Colin ex rel. Colin v. Orange Unified 

School District, 2000). 

Recent research on support services for GLBT students has focused on the 

outcomes achieved by these and similar groups (Blumenfeld, 1994; Jordan, Vaughn, & 

Woodworth, 1997; Lee, 2002). Support services for GLBT students gained prominence in 

the landscape of American education as a response to the vast research that indicated gay 

and lesbian students are more likely than straight students to skip classes or drop out of 

school (Glimps, 2005; Lee; Reynolds & Koski, 1994). One Massachusetts research effort 

concluded that GLBT youth skip school at least once a month because they are afraid of 

being physically harmed on campus (Muller & Hartman, 1998). 

Research has further indicated that gay and lesbian students face an increased risk 

of suicide and academic failure (Muller & Hartman, 1998; Reynolds & Koski, 1994). 

Several studies have shown that GLBT students are more likely than their heterosexual 

counterparts to have a lower GPA and report less positive attitudes and more school 

trouble (e.g., Cooley, 1998; Fontaine, 1998; Russell , Seif, & Truong, 2001). OLSEN' s 

2003 National School Climate Survey highlighted that GLBT high school students' 
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GPAs were 10 percent lower than their straight counterparts (GLSEN, 2006). The same 

study showed GLBT students reported that because they were usually unsuccessful in 

attempts to identify supportive teachers and staff, they were twice as likely not to have 

plans to further their education beyond high school (Muller, 2004). Studies by Anderson 

also concluded that the recent heightened visibility of gay and lesbian youth in the media, 

coupled with a school system ill-equipped to meet their needs, has led to a need for closer 

inspection of the support systems in place for these youth (Jordan, Vaughn, & 

Woodworth, 1997). 

For the most part, the existence of GLBT youth in American schools has been 

systematically ignored (Friend, 1993). Being largely unidentifiable to their peers in 

comparison to other minority groups (e.g. , African American, Asian, and women) has 

only served to promote gay and lesbian invisibility (Unks, 1994). Legally, protective 

measures have not been provided to gays and lesbians because they are not considered a 

suspect class as defined by the Equal Protection Clause ofthe 14th Amendment (Barber, 

2004 ). This type of forced invisibility has been the cause of many educational problems, 

usually in the form of lack of success, for GLBT youth. There are several ways to codify 

what it means to be successful in school. Commonly, success in school is defined by 

classroom achievement. For groups that have faced the barriers to educational success 

like GLBT students have, success stimulated by school support services can be viewed in 

terms of increasing school attendance, reinforcing school safety issues, increasing 

academic success, and encouraging thoughts of post-secondary and career pursuits. 

As previously outlined, GLBT students have historically had attendance issues. In 

a study of a Gay-Straight Alliance conducted by Lee (2002), one student indicated she 
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was more likely to come to school orice she was part of the Alliance simply because she 

now looked forward to seeing her new friends. This student added that being a member of 

the group made her feel that she had a place in the school. In another study, Birden 

(2002) concluded that no matter what teaching methods a teacher uses, a student will be 

truant if he/she does not feel they are an important part of the school. Understanding 

some of the common experiences faced by GLBT students can help teachers build 

focused lessons that influence positive learning for everyone involved (Renn, 2000). 

Birden (2002) also suggested that feeling safe at school contributed to increased 

attendance. An important survey conducted by the Massachusetts Department of 

Education, researchers found that GLBT youth were more than 5 times more likely to 

skip school (Glimps, 2005). Furthermore, without a support group or other measures in 

place to help them stop the cycle of abuse and hatred that exists in their schools, GLBT 

youth are more likely to drop out of school completely and begin the path to a 

marginalized adulthood with diminished skills and damaged employment opportunities 

(Glimps). Many of the support groups studied for this literature review had goal 

statements that included lines such as, "to provide a safe place for ... students and staff to 

talk about sexuality and anti-homophobia programs in the community" (Blumenfeld, 

1994, p. 114 ). In one investigation, students felt that school-based support groups were 

the important first step to entrenching a safer environment in their schools (Jordan, 

Vaughn, & Woodworth, 1997). In her study of students in a GSA in a Utah school, Lee 

(2002) found students reported less harassment in the form of verbal and physical attacks, 

possibly because the group members now were rarely seen alone, making them less of a 
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target. From this research, it appears as if belonging to a support group for GLBT 

students increases the likelihood that truancy will decrease as well. 

The benefit of GLBT support services on academic success has also been studied. 

One way high school support services, like Gay-Straight Alliances, have helped GLBT 

students achieve greater academic success is by creating opportunities for open dialogue 

between gay and straight students (Glimps, 2005). In many schools, pre-GSA days meant 

silence in the classroom for GLBT students afraid to be singled out for being different. 

Studies indicate that class participation is central to student achievement in the classroom 

(Schunk, 2004; Tucker, Herman, Pederson, Vogel , & Reinke, 2000). GLBT students who 

attend schools with gay-friendly programs or instruction reported fewer sexual partners, 

less risky sexual encounters, and less substance abuse than did other GLBT students 

(Blake et al., 2001 ). Another way support services are improving academic success is by 

helping to create a more nurturing environment between faculty members and students. 

Several studies have highlighted the impact perceived negative responses from teacher to 

student have on student performance (e.g. , D' Augelli, 1994; Hinshaw, 1992; Jordan, 

2000). Through the implementation of more frequently used support programs across 

American high school and university campuses, schools are finding GLBT students 

engaged in more positive relationships with teachers and professors, leading to greater 

academic success (Renn, 2000.) 

Information retrieved from Gay-Straight Alliances has spurred some schools to 

redesign their curriculum to meet the needs of GLBT students (Blumenfeld, 1994). In 

some cases, Lee (2002) found that perceived academic improvement due to their 

involvement in the GSA eventually led to an actual overall improvement in their 
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academic record. In Lee's (2002) study, the students reported that being monitored by 

their sponsor made them work harder on their academics and caused them to start 

thinking about college and career goals. At the university level, published results from 

the 2003 Rankin Study spurred many institutions to assist their GLBT students by adding 

curricula focused on GLBT issues, focused residence life and resource centers, and rapid 

response systems to deal with anti-gay harassment claims (Rankin, 2005). The findings of 

the Rankin Study had been based on GLBT students' perception of campus climate, 

particularly as it related to these students and their ability to reach their maximum 

academic potential (Rankin). 

The success of GLBT students is influenced by the way they perceive the 

behaviors and attitudes of their teachers, administrators, and counselors. GLBT students 

are affected by the inclusion of GLBT issues in classroom discussions, their comfort in 

sharing their sexuality with a teacher, counselor, or administrator, and their ability to 

form alliances with important school personnel that can help GLBT effect change within 

the school environment. 

As explained previously, while investigating the outcomes of GLBT support 

groups, Blumenfeld (1994) found schools changing their curriculum to fit gay and lesbian 

students ' needs. Taking this concept one step further, Blumenfeld found examples of 

teachers who invited GSA members into their classrooms to lead discussions on 

important topics that could benefit the whole class. In these cases, the curriculum was not 

only about GLBT students, but the students became a working part of the module. 

However, in other cases, efforts like this have been struck down as age-inappropriate 

(Birden, 2002). The research shows that because many schools remain unwilling to 
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approach homosexuality as an open topic of discourse, it appears that heterosexi~t 

discussions continue to dominate classrooms across America (Birden). 

Another way GLBT students are affected is their comfort level with coming out to 

a teacher, counselor, or administrator. As outlined by ReyJlolds and Koski (1994), 

students want a supportive person in whom to confide, but often hesitate in seeking out 

that person. The reasons GLBT students hesitate in this process vary, but fear of rejection 

and fear of being outed to their families by school officials are commonly expressed as 

reasons for keeping one's orientation a secret. GLBT youth not only have to worry about 

being oppressed in school, but they are also often victimized by their own families 

(Friend, 1993). According to Reynolds and Koski, many GLBT students also see 

educators as ill-informed about gay issues. Some counselors surveyed even seemed 

uncomfortable with the topic. In one study, a guidance counselor who worked at a school 

for more than 20 years said, "I don 't ever recall a student coming to me and telling me 

that he or she was a homosexual. I don' t think we have any gay kids here" (Birden, 2002, 

p. 61 ). Furthermore, data shows that most teachers and counselors receive no pre-service 

education on GLBT issues and the majority of these professionals are actually more 

homophobic than the general population (Birden, 2002). To combat these issues, schools 

that are including support services for GLBT students are beginning to provide in-service 

and other related training to teachers and staff (Cloud, 2005; Lee, 2002). When GLBT 

support services exist as part of the school culture, a systematic change in the attitudes of 

faculty and staff members can be facilitated through formal training opportunities 

(Cooley, 1998). 
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In addition, some school districts are taking a broader approach to teacher 

training. School districts across the country are implementing training programs for 

teachers, such as Training for Trainers in New York, which focuses on teaching teachers 

how to deal specifically with ant-gay bias in their classrooms (OLSEN, 2006). Jordan, 

Vaughn, and Woodworth (1997) found that most students felt a generally positive 

response from teachers and counselors and 25 percent felt comfortable enough to talk 

with them about details oftheir sexual orientation. Even so, organizations like OLSEN 

continue to work with national, state, and local governments to ensure the best and safest 

school policies are implemented (OLSEN, 2006). In Palm Beach County, where this 

study was conducted, the local Human Right Council (PBHRC) assisted an area high 

school GSA chapter when it faced opposition (PBHRC, 2006). This type of advocacy has 

increased the likelihood that GSAs will be allowed at high schools throughout the area 

and that further training will be conducted for teachers and staff. 

Beyond being able to tell someone they trust about their sexual orientation, GLBT 

youth need someone on their side that can help them effect positive changes in their 

environment. Because many of these youth are still closeted at home or rejected by their 

families, teachers, administrators, and counselors often become these important allies. 

Beyond the notion that support services are provided to help GLBT youth develop 

positive relationships with peers in school, research indicated GLBT support services 

helps these youth build important relationships with adults as well. 

A review of the literature finds several reasons why building alliances with school 

officials is important. According to Birden (2002), after accepting any of the common 

statistics showing that between 6-10 percent of the population is gay, lesbian, bisexual , or 
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transgender, educators must accept that at any given time, there are at least one or two 

GLBT youth in America' s classrooms. Furthermore, Birden cites anecdotal evidence 

indicating that GLBT youth often come out to school officials much sooner than they 

come out to their own families . This knowledge, combined with the understanding of the 

difficulties faced by GLBT youth, underscores the special need for the increase of 

faculty-GLBT youth alliance building efforts. In a study done by Blumenfeld (1994), one 

student indicated her suicidal thoughts were consistently thwarted by the availability of a 

trusted adult from her school ' s GSA as a support system. In another case, a teacher

advocate helped a student overcome initial resistance from administration and win the 

right to bring a same-sex date to the school ' s prom (Friend, 1993 ). These kinds of stories 

highlight the need for further research on how strong alliances can help the most 

vulnerable GLBT youth. 

In a study conducted by Lee (2002), students who became active in their school ' s 

GSA felt that belonging to the GSA helped them form imp~rtant alliances with the school 

principal and other administrators and caused adults at the school to respect them. 

Sometimes, the building of the alliance that effects so much change is initiated because a 

teacher, counselor, or administrator helps a group of GLBT students start a GSA on their 

campus. While investigating the experiences of GLBT high school students, Jordan, 

Vaughn, and Woodworth (1997) found that ofthe third ofthe GLBT students surveyed 

who stated a GSA or similar group existed at their school, all of the students said these 

groups were started with the help of faculty or staff members at their school. Most of the 

students (nearly 75 percent) surveyed in this study also stated at least one faculty member 

in their schools was supportive of their efforts. Conversely, the same study yielded 
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almost half the students reporting at least one person at school who was not supportive of 

GLBT efforts (Jordan, Vaughn, & Woodworth). In those cases, administrators, teachers, 

or counselors accounted for half the negative responses towards the GLBT students. 

Overall, the literature reveals a strong relationship between the importance of establishing 

connections involving GLBT students and faculty and staff as a bridge for each student to 

reach their full potential in high school and beyond. 

High School to College Transitions 

Transitioning from high school to college can be difficult for any student. 

Chickering (1969) describes the semester prior to college entrance as a particularly 

volatile time in a student's life. The high school senior year is the first time many 

students begin to contemplate the significant changes that lay ahead ofthem and many 

students experience confusion and anxiety related to this uncertainty (Goodnough & 

Ripley, 1997). Historically, literature concerning transitions to college has focused on 

student growth, their development as learners, and their potential in future academic 

experiences (Gardner & Vander Veer, 1997). Challenges facing today's institutions and 

their students include ever-changing student characteristics, complex societal needs, 

demands for increased accountability despite decreased external support, communication 

and information systems that are difficult to keep up with, and the absence of clear 

purpose (Chickering & Kytle, 1999). Several studies have shown that social support may 

be a critical element to the success ofbeginning college students (e.g., Hays & Oxley, 

1986; National College Transition Network, 2005; Tinto, 1997). As a result of the 

findings discovered in his broad research on student transitions, Tinto argued that in order 

to be successful and supportive of each other, a student and the values of the institution 
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they attended need to be compatible. These highlighted needs for social support as a 

precursor to success and a sense of compatibility between student and institution provide 

a backdrop into some of the reasons why support services at the high school level are 

crucial for any student transitioning to college, particularly those as emotionally, socially, 

and academically needy as the literature has indicated some GLBT students to be (Cloud, 

2005; Glimps, 2005; Johnson, 1996). 

There is evidence that GLBT students experience transitions between high school 

and college less easily than their heterosexual peers (Marsh, Byrne, & Shavelson, 1998). 

Some of these challenges lay in the basic differences between the development ofGLBT 

and that of heterosexual students. In the often cited Education and Identity, Chickering 

(1969) describes various stages that undergraduates move through in order to become 

lifelong engaged learners and citizens. The fourth stage, Establishing Identity, may be 

especially problematic for minority groups like women or GLBT students because of a 

sense of invisibility they might feel while trying to answer questions concerning their 

identity (University of Maryland-Baltimore County, 2006). 

Another challenge specific to the GLBT population is the general lack of social 

support existing for this population. Previously, research was outlined that indicated the 

important role social support plays in the successful school transition of the general 

population. This social support can be weak or nonexistent for non-heterosexual students 

(Blumenfeld, 1994; Goodnough & Ripley, 1997; Lee, 2002). When support services 

specific to the needs of GLBT students are in place at the high school level, the 

opportunity exists for necessary social support to surface in time to provide these students 
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with the information and confidence needed to make a successful high school-to-college 

transition. 

Queer Theory 

Following the Stonewall Riots of 1969, the GLBT movement and its communities 

were hotly debated and difficult to define (Mitchell, 2003). Even as gay rights 

movements burst onto the American landscape, most gays and lesbians continued to face 

discrimination and to experience pressure to blend into society in ways that meant 

denying their sexual identities (Chauncey, 2004; Yoshino, 2006). In the late 1980s, anti

sodomy laws that were being battled in court yet upheld and the spread of AIDS were 

becoming the centerpieces of anti-gay discrimination (Chauncey). As liberation and 

equality movements gained popularity and force, scholarly discourse in gay and lesbian 

studies took a turn from fictional forms to mostly non-fiction forms focused on more 

intense social change (Mitchell). By some accounts, the sexual politics ofthe 1970s and 

80s, coupled with the emergence of analytical models ofthought like Foucault's, is what 

ultimately led to the development of queer theory (Spargo, 1999). By the time the 1990s 

came about, Gay and Lesbian Studies as a class and as a degree-earning major were being 

taught formally on many campuses across the United States (Halperin, 2003). 

Before his death of AIDS in 1984, Michel Foucault became one ofthe most 

important intellectual catalysts ofthe gay and lesbian community (Spargo, 1999). His 

work continues to provide the framework from which contemporary queer theorists work. 

In Foucault's view, it was not the origin of sexuality that society should be concerned 

with, but rather how sexuality functions within society in terms of power structure and 

knowledge that is most important (Spargo). In this mold, early queer theorists argued that 
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sexual identity was formed as a result of previously existing literary creations (i.e. , gays 

and lesbians come to think oftheir sexuality in terms of what they read and see, instead 

of what they actually feel) (Mitchell, 2003). In recent years, queer theory has led to 

models in identity development that are associated with increased social and political 

activism (D' Augelli & Patterson, 2001). 

While Foucault ' s framework can be seen as the springboard from which major 

theorists expanded, the origins of contemporary theoretical research on GLBT issues can 

be traced to the early 1990s. In her effort, Teresa de Lauretis attempted to unsettle the 

complacency she perceived existed in the exceedingly popular field of Gay and Lesbian 

Studies; by now what she called the "established and convenient formula" (Halperin, 

2003 , p. 340). Gay and Lesbian Studies had come to be known as the "examination, 

analysis and interpretation ofthe phenomenon characterized by romantic and affectional 

preference by individuals for others of the same sex" (New York Public Library, n.d. , ~ 

1 ). Lauretis coined the phrase "queer theory" as the title of a conference she held at the 

University of California (Halperin). Purposefully controversial in her choice of using the 

previously taboo-like word queer, Lauretis attempted to accomplish what Gay and 

Lesbian Studies had been unable to do (Halperin). Queer theory challenged the views of 

homosexuals as unnatural and deviant much the same way feminism challenged the way 

women were seen as inferior or passive (Spargo, 1999). 

For the first time in academic circles, the heterosexist assumptions that 

underpinned conventional theory were being challenged and respect was being extended 

to research that came from non-heterosexual frameworks. Until now, most formal 

research was conducted from a white, male, middle-class frame of analysis (Halperin, 
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2003 ). A nature versus nurture debate materialized and popular models of homosexual 

causes shifted from Judea-Christian to more medical focuses (Morrison, 2005). Deeply 

entrenched in societal and educational ideals, heterosexism encompasses the pervasive 

assumption that everyone is heterosexual or at least should be, and that any other way of 

living is "abnormal, unnatural, and wrong" (Muller, 2004, p. 2). These ideals led to 

research from theorists like Freud that said that while homosexuals can be cured oftheir 

malady, they are the way they are because their development has been stymied in some 

way (Morrison). With the emergence of queer theory, a new way of communication 

emerged almost overnight that scrutinized the way sexual and gender differences are 

recognized and how both translate into power circulation and social resource distribution 

(Henderson, 2003). 

Since its introduction by Lauretis in the early 1990s, there have been many 

attempts by other theorists at defining queer theory. Morris (1998) summarized several of 

these definitions by specifying the multiple definitions of the word queer. The definition 

of queer theory changed depending on whether queer is a noun, subject position, politic, 

or an adjective. In its simplest form, examined by defining queer as a noun or subject 

position, queer theory is a theory about gays and lesbians and their perspective much the 

same way music theory is categorized as the theory of music (Shlasko, 2005). Possibly 

the most important of these definitions has been to look at queer theory as an adjective or 

modifying theory. Through this lens, queer theory attempts to do what all theories do; 

understand and explain the world around us, but goes one step further in as much as it 

recognizes the likely impossibility of developing unbiased explanations (Shlasko ). 

Perhaps by design, queer theory attempts to critique and understand the mostly 
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heterosexist world at the same time (Greene, 1996; Parker, 2004; Shlasko ). Mitchell 

(2003 , p. 196) described queer theory as an attempt to "turn identity inside-out" and 

prove that "gay" and "lesbian" are not the stable categories once commonly thought to 

be. Indeed, queer theory was a new framework for investigating gender and sexuality 

separately from the narrow notions of gay and lesbian identity (Halperin, 2003). By 

looking at homophobia, racism, and sexism together, researchers were beginning to find 

ways to critique traditional discriminatory practices held in America. In summary, the 

emergence of queer theory established a way for academia to critique previously accepted 

norms of gender and sexuality and helped spark useful discussion on many forms of 

difference, categorization, and inequality (Shlasko ). 

Queer Identity Development Models 

Research studies related to the impact of high school Gay-Straight Alliances are 

limited. Only since the 1970s has research emerged that sheds some light on GLBT 

issues in higher education (Stevens, 2004). In the decades that have followed the 

emergence of queer theory in academia, Cass (1979), D' Augelli (1994), Fassinger and 

Miller (1996), and others have proposed theories that focus on lesbian/gay identity 

development as an avenue for successful transition into college and beyond (Evans & 

Herriott, 2004; Rhoads, 1997; Stevens, 2004). Many of these theories focused on the 

coming out process as central to the development of the healthy homosexual identity 

(Bilodeau & Renn, 2005; Fassinger, 1991; Savin-Williams, 1988). The final two (out of 

six) stages in Cass' 1979 model dealt with identity pride and integration of identity: the 

development of an us versus them view into a focus on issues that reaches beyond 
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sexuality (Robbins, Chatterjee, & Canda, 1988). According to King and Smith (2004 ), 

aligning one' s goals with a positive gay identity is central to positive well-being. 

While most of the earlier stage models focused primarily on internalized stages, 

D' Augelli ' s 1994 model was the first to outline the role environment (i.e., a person 's self

concept, relationships with family, and connections to peer and community groups) 

played in the development of a person's gay or lesbian identity (Bilodeau & Renn, 2005). 

Belonging to a high school GSA may be the first step to creating a healthy lesbian/gay 

identity. According to D' Augelli, creating such an identity first "requires both a 

conscious distancing from a heterosexual lifestyle and the creation of a new identity that 

has homosocial and homosexual dimensions" (Evans & Herriott, 2004, p. 316). In 

D' Augelli's earliest models, self-identification as lesbian or gay usually took place 

around 20 years old; more recent models indicate initial awareness takes place around 10 

years old and the first same-sex experience happens around 14 years old (Muller, 2004, p. 

5). This shift in theory is significant when considering the importance of providing 

support services for GLBT youth during the beginning and perhaps most vulnerable 

stages of their awareness. 

According to Cass (1979), most people grow up assuming they are heterosexual. 

It sometimes requires remarkable strength and courage to depart from heterosexual 

socialization and instead to seek alternative ways of existing that help develop one ' s true 

self (D ' Augelli , 1994). Accepting oneself as gay is an important part of overall well

being for GLBT individuals (King & Smith, 2004). Belonging to a high school GSA 

becomes many GLBT students ' first opportunity to create an identity not based on 

heterosexist ideals. 
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Later, Fassinger' s work built onto D'Augelli ' s identity development model 

(Stevens, 2004). According to her work, a person moves through four stages (awareness, 

exploration, deepening/commitment, and internalization/synthesis). Awareness describes 

when a person recognizes the differences that exist between him/her self and the 

heterosexual norm (Fassinger & Miller, 1996). This stage usually includes feelings of 

fear and confusion. The second stage, exploration, describes the active exploration of 

strong feelings towards same-sex people (Fassinger & Miller). This stage includes 

excitement and wonder as a person's hidden sexuality is discovered. The third stage, 

deepening/commitment, involves a decision to relate exclusively to same-sex partners for 

emotional and sexual needs (Fassinger & Miller). The last stage, 

internalization/synthesis, involves internalizing a person' s sexuality as part of his/her 

overall identity and results in contentment and pride about personal preferences 

(Fassinger & Miller). 

During the third stage (deepening/commitment), belonging to a support group 

becomes particularly important since this is the stage when gays and lesbians come to 

accept not only their own sexual identity, but their membership in a larger group of 

sexual minorities. Developing a positive peer group is of paramount importance during 

teen years, when students begin their first significant relationships with non-family 

members (Russell, Seif, & Truong, 2001 ). Overall, the most important factor, according 

to Fassinger ( 1991 ), is that people move through developmental stages at a different pace 

if they are alone than if they are part of a community, or group. Following this theoretical 

framework, students belonging to a GSA would likely develop their lesbian/gay identity 

more quickly than those who do not belong to such a group (Fassinger). 
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Chapter Summary 

This chapter provided the theoretical framework from which the basic tenets of 

this research study should be viewed. The concepts focused primarily on three areas: the 

historical context and justification of the services provided both to the GLBT community 

and to GLBT students in the high school setting, high school-to-college transition issues 

that impact both traditional and GLBT students, and the impact of the queer theory 

movement on the emergence of gay identity development theories and their attempts at 

explaining student success. The conceptual framework and the succeeding literature 

review present the major concepts paramount to the structure of the research. 

Historically, services directed at gay and lesbian populations have been medical 

or psychological in nature. More recent support services targeting GLBT youth have 

focused on academic success and empowerment. Theories of identity development that 

emerged in response to the development of gay and lesbian studies and queer theory have 

attempted to provide the logic behind GLBT student success. Finally, evidence was 

provided that indicates GLBT youth may experience high school-to-college transitions 

less smoothly than their heterosexual peers. 
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Chapter 3 

Design of the Study 

This quantitative research study was conducted using quasi-experimental, ex-post 

facto approach, involving neither manipulation of variables or randomized design. The 

post-test only approach was used based on the notion that subjects ' participation in their 

high school GSA was already determined before they participated in the study. When 

experimental research is not possible, as is often the case when evaluating educational 

programs that cannot usually be evaluated in a laboratory setting, quasi-experimental, ex

post facto designs can be useful in providing valuable evidence of program impact and 

solving ethical and practical problems (Campbell & Stanley, 1963; Diem, 1999). While 

ex-post facto studies cannot prove unequivocal causation, they can provide significant 

insight into understanding some phenomena (Hammersley, 2001). 

The purpose of this study was to investigate the relationship between a lower

division GLBT college student' s previous participation in a high school Gay-Straight 

Alliance or similar support group and (a) their perceptions regarding the way they handle 

personal issues, (b) their perceptions regarding the way they handle social issues, and (c) 

their perceptions regarding the way they handle academic issues. Secondarily, the 

researcher attempted to investigate the effect of demographic and academic variables on 

the way these students handle personal, social, and academic issues. Those variables were 

gender, sexual orientation, age, ethnicity, high school grade point average (GPA), current 
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school, current year in school; and whether or not the participant reported being out to 

their immediate family, friends, and school personnel. 

By measuring these students' perceptions once they have matriculated to college 

(in their first two years) the researcher was attempting to understand the long-term effects 

of such programs after the students have finished their high school careers. If variables 

proved to be predictive of greater maturity and development, this information may have 

been useful in providing justification for increased services for gay and lesbian students 

at the high school level. 

Setting and Population 

The research setting was Florida Atlantic University and Palm Beach Community 

College. Florida Atlantic University is a large urban multi-campus university with an 

annual enrollment of over 25,000 credit students and 16,000 full-time equivalents 

(Condore, 2007). Ofthose students, 6,122 were classified as freshman or sophomores. In 

2006, the student population was 61 percent female and 39 percent male and ofthese 

students, 94 percent were Florida residents (Condore ). Palm Beach Community College 

is also a large urban multi-campus institution. This community college serves over 

46,000 lower-division students (Panorama, 2007). The ratio of female to male students at 

PBCC is nearly identical to that at F AU (Panorama). By most dependable estimates, 

between 3.6 percent and 8.9 percent ofthe United States' population identifies itself as a 

sexual minority (Reynolds, 2004, p. 13). Using these estimates, there could be anywhere 

between 220 (3.6 percent) and 545 (8.9 percent) GLBT freshman and sophomores at 

FAU and between 1,656 (3.6 percent) and 4,094 (8.9 percent) GLBT students at PBCC. 

To select participants, students who were enrolled at Florida Atlantic University and 
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Palm Beach Community College in the Spring term of 2007 were included if they met the 

following criteria: (a) they were freshman or sophomores in college, (b) they were 

traditional-age students, and (c) they self-identified themselves as a GLBT student. 

Procedures 

In the December 2006, Florida Atlantic University' s Institutional Review Board 

approved these data collection procedures and found that the research met all applicable 

ethical and legal standards for the protection of the rights and welfare of the participants 

ofthis study. 

For the purposes of this study, participants were divided into two groups: those 

who belonged to a high school GSA and those who did not. The only criteria for 

participant inclusion were self-identification as GLBT and freshman or sophomore status 

at Florida Atlantic University or Palm Beach Community College. A comprehensive 

search for participants was conducted through a detailed outreach to local support 

programs that target GLBT individuals. The purpose of the study, contact information 

and detailed instructions for participating in the research study was outlined upon initial 

contact with potential participants. The detailed outreach for participants was done 

through the following local organizations and locations: 

I. Compass- Gay and Lesbian center located in Lake Worth, Florida that offers 

HOPE Youth Services, a safe, non-judgmental environment staffed by counselors and 

professionals to empower and educate youth and their families 

2. Palm Beach County Human Rights Campaign (PBCHRC) -A non-profit 

organization that is dedicated to ending discrimination based on sexual orientation, 

gender identity, and gender expression. The PBCHRC promotes equality through 
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education, advocacy, direct action, impact litigation, and community outreach (PBCHRC, 

2006). The PBCHRC has been instrumental in recent years in assisting local high school 

Gay-Straight Alliance chapters when they have run into roadblocks at their schools. 

3. MCC Church- A Christian church in Boynton Beach, Florida that provides 

support groups and other outreach services for GLBT individuals 

4. Parents and Friends of Lesbians and Gays (PFLAG)- local meetings offered at 

Hochman Jewish Community Center (JCC)- A Community Center in Boynton Beach, 

Florida that offers bi-weekly PFLAG meetings. 

5. Florida Atlantic University Gay-Straight Alliance, and 

6. Other establishments frequented by gays and lesbians in Palm Beach and 

Broward County. 

At the aforementioned organizations and locations every attempt was made by the 

researcher to make contact with organizers who know the youth who fit the criteria of 

participation for this study. The researcher introduced herself at meetings and posted 

flyers calling for participants. When initial contact was made with a potential participant, 

an introductory letter (see Appendix A for sample letter), instructions for access to the 

survey instrument (see Appendix B), and a stamped envelope was provided when needed. 

In order to obtain a larger sample of students who participated in a high school 

GSA, the researcher worked with the Guidance Counselors who run GLBT support 

groups in the five local high schools in Palm Beach County. Recruiting participants 

through social networking is a commonly used research tactic, especially when 

participants are coming from groups that are not visible in the population (Rothblurn, 

1994 ). Students who have been through these programs and have recently graduated were 

42 



identified by the guidance counselor and contacted by that counselor to determine if the 

student wished to participate in the study. The purpose of this step was to increase trust 

and understanding and provide potential participants a safe, anonymous way to deny or 

accept the initial request for participation. If the student agreed, the guidance counselor 

let the student know that the researcher would contact the student to initiate participation 

procedures. 

As part of all the outreach efforts made, the researcher also asked potential 

research participants if they had friends or acquaintances they would give copies ofthe 

survey to (a process sometimes called the "snowball" technique) in order to obtain a 

larger possible sample (Rothblum, 1994). Due to invisibility and isolation from other 

social arenas and a need for security within a group setting, gay and lesbian youth tend 

have close relationships with at least several other gay and lesbian youth (Blumenfeld, 

1994; Glimps, 2005 ; Tomlinson & Fassinger, 2003). Because ofthis, several research 

studies conducted on GLBT populations have been done using the snowball technique to 

obtain participants (Hopkins, 1969; Rothblum; Schmitt & Kurdek, 1987; Tomlinson & 

Fassinger). 

To determine an appropriate number of participants for this study, an A Priori 

Power Analysis using the GPower program was conducted. Since no estimate of effect 

size in the population being studied exists in the literature, Cohen ' s (1992, p. 156) 

categorization of effect sizes was used to identify at least a medium effect size, or 0.5. 

For the purposes of this study, the researcher chose an a of .05 and determined there 

should be at least .8 probability (power) of identifying the specified effect size. The 

results ofthe power analysis indicated that 128 total participants would be adequate for 
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this study. These results did not preclude additional students from participating in the 

study. 

Instrumentation 

The selection ofthe instrumentation to be used in this research study was done 

based on several factors. Previously, research was outlined that detailed the struggles 

faced by GLBT youth in and out of educational settings. For the most part, the sources of 

the problems outlined came from exterior sources that GLBT youth cannot control. 

However, research evidence exists that shows some problems faced by GLBT youth 

come from within. This research indicates that negative self-image is associated with 

various psychological problems, such as low self-esteem, depression, psychiatric 

disturbance, and behavior problems in school (Lindfors et al. , 2005). Several studies have 

found that students who have higher levels of self-esteem typically reach higher levels of 

academic achievement (e.g., Hair & Graziano, 2003; Marsh, Byrne, & Shavelson, 1998). 

Research further indicates that depression and anxiety are positively correlated to poor 

academic performance, particularly during a college student's first two years (Andrews & 

Wilding, 2004). Similarly, disruptive behavior and persistent behavior problems have 

long been associated with poor classroom performance, higher dropout rates, and lower 

college attendance rates (Hinshaw, 1992). 

Self-concept also plays a significant role in the gay identity development of 

GLBT youth. The results from at least one study indicate that purposeful departure from 

unobtainable goals and alignment with identity-consistent goals may be related to overall 

individual happiness (King & Smith, 2004). In this study, outness was found to be a 

predictor of well-being (King & Smith). The way an individual feels about him/herself 
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becomes the definition of who he/she is. Using Cass' 1979 identity development model , 

the peak of development for GLBT individuals would be identity pride; the point when a 

gay person is likely to feel more confident about his/her own lifestyle than the 

heterosexual alternative that was previously denied. With these points in mind, Russell 

Cassel ' s Ego Development Scale was selected as the instrument that was used to assess 

each participant's perception of his/her attitudes towards major life areas outlined below. 

Data were collected using R.N. Cassel's Ego Development Scale (EDS). The 

EDS is a 60-item scale that assesses the self-perception of personality and the degree to 

which individuals function in terms of personal, social, and educational development 

(Center For Positive Practices, 2004). High scores on the EDS indicate a mature or high 

ego development and low scores indicate a less mature or low ego development. The 60-

item scale is divided into three equal 20-item sections; personal development, social 

development, and educational development. The EDS has been used in several studies 

that have investigated the role self perception plays in overall development, the 

importance of developing identity, and factors important to adolescent achievement (e.g., 

Cassel & Todd, 1974; Cassel & Zander, 1974; Hoegh & Bourgeois, 2002). 

Scoring on the EDS is done on a five point Likert scale (1 =yes to 5=no and 

whatever is closest to the truth in between those two) with individual part scores and total 

scores ranging from 7 to 32+ with high scores indicating greatest maturity or highest ego 

development (Cassel, 1974). For the purposes of this study, only the part scores were 

used (see Table 1 for complete details). Based on the scores each participant attains in 

each section (Part !-Personal Development, Part 11-Social Development, and Part III

Educational Development) the participant' s level of development or maturity can then 
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categorized descriptively within six stages of ascending development (Cassel). The 

descriptive corresponding stages are described by the author of the instrument are 

provided for discussion purposes and are as follows: 

• First Stage- Stable world of objects where integrated wholeness and 

decentering of Piaget are completed. 

• Second Stage- Impulse stage with the advent and completion of one ' s 

basic personality formation. 

• Third Stage- Self-protection where confrontation serves to forge more 

precisely one's personality functioning. 

• Fourth Stage- Conscientious stage involving motives and consequences, 

and where scientific decision making rules. 

• Fifth Stage- Autonomous with complete sense of individuality and with 

independence for emotions and inner conflict. 

• Sixth Stage- Transcending conflict with reconciling of polarities and with 

sensitivity for own personal self-actualization. 

46 



Table 1 

Junior College Student Norms 

Part! Part II Part Ill Total 
T-Score Personal Social Educational Ego Description 

Development Development Development Development 

80 31+ 31+ 32+ 31+ Sixth Stage - Transcending 
conflict w/reconciling of 

75 30 30 31 31 polarities and w/sensitivity 
for own personal self-

40 29 29 30 29 actualization 

Fifth Stage - Autonomous 
65 28 28 29 28 w/complete sense of 

Individuality and w/ 
60 26 27 28 27 independence for 

emotions, inner conflict 

55 24 26 27 26 Fourth Stage -
conscientious stage 
involving motives and 

50 22 24 25 24 consequences. where 
scientific decision making 
rules 

45 20 23 23 22 Third Stage - Self-
Protection where 
confrontation serves to 

40 18 21 22 21 forge more precisely one ' s 
personality functioning 

35 16 19 20 19 Second Stage - Impulse 
Stage w/advent and 
completion of one ' s own 

30 14 17 18 17 basic personality 
Formation 

25 II 14 14 13 First Stage - Stable world 
of objects where 
integrated wholeness and 
decentering ofPiaget 

20 7 7 7 7 are completed 

Mean 22.25 23.75 24.60 23.53 

SD 3.64 3.53 3.61 3.71 

N=650 

Note. For use of this profile, the Part Score for each of three parts is added and then divided by 3. The Total 

Score is the sum of the three part scores (each divided by 3) divided by 3. 
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When a participant agreed to enter the study, they were given a choice between 

taking the survey in written form or having access to the EDS scale online through an 

anonymous password on a protected site. Specific instructions were provided by the 

researcher. This method is recommended by researchers for two reasons: it provides a 

way to screen for participants who are genuinely interested in participating in the study 

and it allows the researcher to calculate an estimate of return rates (Tomlinson & 

Fassinger, 2003). 

Except for an initial request for basic demographic information specific to the 

study (e.g., gender, GPA, outness, previous GSA participation), there was no attempt to 

track participants or match up responses with a particular individual. Information inputted 

into the site was immediately transferred to a password protected database. In this way, 

information provided by participants was accessible only to the researcher. If the 

participant indicated that they did not have computer access, then a paper copy was 

provided to the participant. In this case, a pre-addressed, stamped envelope was also 

provided when necessary. The results for participants taking the survey in written form 

were entered into the database by the researcher in order to protect the security of the 

instrument and the identities of the participants. 

Reliability 

Reliability information for the Ego Development Scale was provided by the 

author ofthe instrument in terms of the Total Score. According to the author, the reason 

for this is that the three Part Scores (Personal, Social, and Educational) are to be used 

only for diagnostic purposes; not independent of Total Score (Cassel, 1974). However, 

the three part scores are intended to provide valuable information concerning why an 
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individual's total ego development score is high or low (Cassel). For the purposes of this 

study, only the subscores of the scale were used and therefore Total Score reliability 

indices are provided here for reference only. Results indicated Total Score reliability to 

be strong for each group that used the instrument (see Table 2 for complete results). 

Reliability indices for the subscores were calculated from the actual production sample of 

the study. The results from each subtest were also tested for internal consistency, with 

resulting Cronbach Alpha's of0.83 (educational subscore), 0.80 (social subscore), and 

0.75 (personal subscore) being produced from the sample. In the social sciences, 0.70 is 

considered a commonly accepted benchmark alpha coefficient when analyzing reliability 

(Helms, Henze, Sass, & Mifsud, 2006). 
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Table 2 

Reliability 

Groups Involved Odd/Even Test/ Internal SEM 
Items Retest Consistency 

I. Elementary School 
(1) 4th grade 

N=63 .723 
(2) 5th grade 

N=73 .789 
(3) 6th grade 

N=81 .801 
(4) 5th grade 

N=350 .720 2.65 
( 5) 6th grade 

N=145 .856 1.42 

II. Junior High School: 
(1) ih grade 

N=57 .793 
(2) 8th grade 

N=83 .796 
(3) 9th grade 

N=45 .823 
(4) total junior high .873 1.08 

III. Senior High School 
(1) 1oth grade 

N=43 .810 
(2) 11th grade 

N=271 .840 
(3) 1th grade 

N=33 .870 
( 4) total senior high .910 0.97 

IV. Junior College/Lower Division 
(1) N=400 .852 .930 1.00 

V. Adult Persons/Non-College 
(1) N=98 .742 .861 2.08 

VI. Senior College/Upper Division 
(1) N=107 .852 .937 0.97 
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Face Validity 

The question of face validity deals with whether the questions on the EDS appear 

to deal with the assessment of ego development or maturity solely based on their content. 

According to the author, both the casual observer and the sophisticated measurement 

specialist will agree that the three arenas covered (personal, social, and educational) are 

ofbasic importance in life (Cassel, 1974). Ifthat premise is agreed upon, then it becomes 

clear that all items on the EDS deal with factors reflective of the perception individuals 

have of themselves within each of these arenas. 

Construct Validity 

According to Cronbach and Meehl (1955), construct validity is involved when a 

test is purported to measure something that has yet to be defined operationally. According 

to the author, when the EDS was created no standard measure of ego development 

existed in the literature (Cassel, 1974). Consequently, while construct validity may not be 

the best test of validity available, other models of ego development scales have since 

emerged that provide proof of construct validity for the Ego Development Scale in terms 

of modeling what ego development is believed to be (Lindfors et a!., 2005). 

Concurrent Validity 

Concurrent validity refers to the correlation between some index and another 

score that serves as the standard for the thing being measured (e.g., the Stanford-Binet 

Intelligence Test is typically used as a construct for relating another measure of 

intelligence) (Cassel, 1974). It may also be used to describe the correlation between an 

index and another known, but not necessarily related measurement tool (Garson, n.d.). 
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For the EDS, the concurrent validity information is offered which correlates the EDS to 

various measures including Intelligence (using I.Q.), Teacher Ratings for Expected 

Student Performance in School Work, Barksdale Self-Esteem Scores, age of students, and 

height of students. Moderate correlations, significant at the .1 level or above, were found 

between Intelligence (r=.297 to .395), Teacher ratings of expected performance (r=.347 

to.414) and the EDS (Cassel). Complete intercorrelation tables are provided by the author 

for participants in 5th and 11th grade. 

Operational Definitions and Coding of Variables 

The following variables served as independent variables in the statistical analysis 

described in this study: 

Sexual Orientation- the student' s self-identified sexual orientation, recorded as a 

categorical variable (gay, lesbian, bisexual, transgender, or other). Surveys 

submitted from participants indicating their sexual orientation as heterosexual 

were excluded from the tested data set. 

Gender- the student' s gender, recorded as a categorical variable (male, female, or other). 

School Attended- the student's current school, recorded as a categorical variable (Florida 

Atlantic University, Palm Beach Community College, or both). 

School Classification- the student's year in school, recorded as a dichotomous value 

(freshman or sophomore). 

Ethnicity- the student's ethnicity, recoded as a dichotomous value, separated into non

minority and minority categories. Minority included anyone that gave a response 

other than "Caucasian/White," including Hispanic, African-American, other 

black, Caribbean, Asian/Pacific Islander, American Indian, and other. 

52 



Age- the participant's age. 

Support Involvement- whether or not each participant was involved in a high school 

support service for GLBT students (yes or no). 

Duration of Involvement- how long each participant that was involved in a high school 

support service received that support. Recorded as a categorical variable: one 

semester or less, one school year, two school years, three school years, and all 

four years of high school. 

Nature of Involvement- the nature of group experienced by each participant that was 

involved in a high school support service. Recorded as a categorical variable: 

support group for gay students, support group for gay students and their 

supporters, activist group who made changes for the school environment, secret 

group run by a Guidance Counselor, or "out" club that met after school and 

advertised openly. 

Outness- each student's self-reported level of openness concerning their sexual 

orientation with regard to their immediate family, close friends, and school 

personnel. Each participant was asked, "Who are you out to?" For analysis 

purposes, outness was defined in terms of an overall score. Each of the first five 

answer choices (parents, siblings, close friends, teachers, and administrators) were 

given equal weighting of 20 points and the last option (everyone-I don ' t hide it) 

was given full weighting of 100 points to indicate those students being out to 

everyone. Assigning equal weights to what would first appear to be very 

dissimilar groups is generally accepted as a valid measure of outness on a college 

campus (Gortmaker & Brown, 2006; Mohr & Fassinger, 2000). 
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High School Grade Point Average- the participant' s self-reported, unweighted high 

school grade point average. 

The following variables served as dependent variables for the analysis described 

in this study: 

Personal Development (or Maturity- the participant's score on the Personal subsection of 

the Ego Development Scale. 

Social Development (or Maturity)- the participant's score on the Social subsection of the 

Ego Development Scale. 

Educational Development (or Maturity) -the participant's score on the Educational 

subsection of the Ego Development Scale. 

Analysis Techniques 

A quantitative analysis of the data was done based on the responses given to the 

EDS. Comparison data is presented in Chapter 4 showing the differences in response for 

students who belonged to a high school GSA or similar support group and those who did 

not. Specific hand scoring instructions for the Ego Development Scale were provided by 

the author of the instrument. Based on having an online survey program that allowed for 

automated scoring, the researcher modified these hand-scoring instructions for scoring 

purposes only, but scoring method had no effect on the results. Whether done by hand or 

by computer, the scoring remained the same for all participants. 

Each participant achieved a numeric score in each of the three sections (personal, 

social, and educational). Descriptive statistics and a graphical summary are presented in 

Chapter 4 including the mean, standard deviation, variance, and range and are used to 

describe the sample and characteristics of each of the two participant groups. 

54 



Mini tab 15 Statistical Software was used to conduct t-tests to determine if there is 

a significant difference, at a 0.05 significance level, in the scores for students who have 

been involved in high school GSA' s compared to those who have not. This nominal alpha 

(0.05) was corrected according to Bonferroni ' s inequality wherein each null hypothesis 

was tested at the alpha/3 level. Bonferroni's inequality was appropriate in order to 

decrease the probability of committing a Type I error since several tests were conducted 

using just one data set (Huberty & Morris, 1989). A general linear model was also used to 

examine the effect of basic demographic data and academic characteristics, individually 

and interactively, as potential moderators of the effect of the GSA experience on the 

perceived maturity level of participants. A model was created with the EDS subscore as 

criterion and 3 predictors (the demographic variable, involvement, and the product of the 

demographic variable and involvement.). Using this method, the researcher attempted to 

uncover relationships between, for example EDS score, GP A, and participation in the 

high school support group instead of just between two of those factors. 

Chapter Summary 

This research study is quantitative, using a quasi-experimental, ex-post facto 

approach, involving neither manipulation of variables or randomized design. The post

test only approach was used based on the notion that subjects' participation in their high 

school GSA was already determined before they participated in the study. The only 

criteria for participant inclusion in this study were self-identification as GLBT and 

freshman or sophomore status at Florida Atlantic University or Palm Beach Community 

College. By most dependable estimates, between 3.6 percent and 8.9 percent of the 

United States' population identifies itself as a sexual minority. Using these estimates, 
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there could be generally between 1,900 and 4,700 GLBT students at FAU and PBCC 

combined. 

To determine an appropriate number of participants for thi s study, an A Priori 

Power Analysis using the GPower program was conducted. The results of the power 

analysis indicated that 128 total participants would be adequate for this study. Data was 

collected using R.N. Cassel ' s Ego Development Scale (EDS) and was provided to 

participants in their choice of written or online form. The EDS is a 60-item scale that 

assesses the self-perception of personality and the degree to which individuals function in 

terms of personal, social, and educational development. Justification for the use ofthis 

instrument was provided. Instrument validity and reliability information was also 

provided. 
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Chapter 4 

Results ofthe Study 

The purpose of this study was to examine the relationship between a lower

division GLBT college student's previous participation in a high school Gay-Straight 

Alliance or similar support group and their perceptions regarding the way they handle 

personal issues, social issues, and academic issues. Secondarily, students' basic 

demographic data and academic characteristics were examined as moderators of the 

effect of support group participation on their attitudes in the areas of interest. 

The first section of this chapter will review the descriptive statistics and graphical 

summary including the mean, standard deviation, variance, and range describing the 

population and characteristics of each of the two participant groups. The second section 

will present the findings of the analysis comparing the scores achieved by the two groups 

(GSA versus non-GSA participants) in each ofthe three sub-sections ofthe Ego 

Development Scale. A general linear model was used to examine the effect of pre

existing demographic data and academic characteristics, individually and interactively, as 

potential moderators of the effect ofthe GSA experience on the perceived maturity level 

of participants. 

Primary Research Questions and Null Hypotheses 

1. Is there a relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the perceptions of GLBT lower division college 
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students regarding the way they handle personal issues? With regard to personal issues, 

there is no relationship between belonging to a high school Gay-Straight Alliance or 

similar support group and the self-perception of maturity or ego development. 

2. Is there a relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the perceptions of GLBT lower division college 

students regarding the way they handle social issues? With regard to social issues, there 

is no relationship between belonging to a high school Gay-Straight Alliance or similar 

support group and the self-perception of maturity or ego development. 

3. Is there a relationship between having belonged to a high school Gay-Straight 

Alliance or similar support group and the perceptions of GLBT lower division college 

students regarding the way they handle academic issues? With regard to academic issues, 

there is no relationship between belonging to a high school Gay-Straight Alliance or 

similar support group and the self-perception of maturity or ego development. 

Secondary Research Question and Null Hypothesis 

4. Is the effect of a high school Gay-Straight Alliance or similar support group 

experience influenced by the demographic data and academic characteristics of the 

participants with regard to personal, social, and academic issues? The demographic data 

and academic characteristics of college students will not have a significant effect on the 

perceptions indicated by participants in terms of their attitudes towards personal, social, 

and academic issues. 
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Descriptive Statistics 

The sample studied consisted of 133 students who were enrolled at either Florida 

Atlantic University or Palm Beach Community College in the Spring term of2007. The 

participants were self-identified as gay, lesbian, bisexual , or transgender and as either 

freshman or sophomores at either institution. Prior to analysis, descriptive statistics were 

run on all quantitative and qualitative variables. The mean, standard deviation, and range 

were computed for the dependant and independent variables, where appropriate. 

Quantitative Variables 

Age 

The mean age of the 97 not involved participants was 20.24, the median age was 

20, the standard deviation was 1.74, and the range was 7.0. The mean age ofthe 36 

involved participants was 19.56, the median age was 19, the standard deviation was 1.44, 

and the range was 6.0 (see Table 3 for summary of descriptive statistics for quantitative 

variables comparing involved participants versus not-involved participant groups). 

Out ness 

For analysis purposes, outness was defined in terms of an overall score. Each of 

the first five answer choices (parents, siblings, close friends, teachers, and administrators) 

were given equal weighting of20 points and the last option (everyone-! don ' t hide it) was 

given full weighting of 100 points to indicate those students being out to everyone. 

Assigning equal weights to what would first appear to be very dissimilar groups is 

generally accepted as a valid measure of outness on a college campus (Gortmaker & 

Brown, 2006; Mohr & Fassinger, 2000). 
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The mean outness score ofthe 97 not involved participants was 76.70, the 

standard deviation was 33.00, and the range was 100.00. The mean outness score ofthe 

36 involved participants was 86.67, the standard deviation was 27.46, and the range was 

100.00. 

High School Grade Point Average 

Of the 133 participants, 124 reported their high school unweighted grade point 

average. Out of the not involved (n=90) students who reported GPA, the mean GPA was 

3.24, the standard deviation was 0.47, and the range was 2.0. Out of the involved (n=34) 

students who reported GPA, the mean was 3.23, standard deviation was 0.56, and the 

range was 2.0. 
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Table 3 

Descriptive Statistics for Quantitative Variables Comparing Involved (I) Participants 

Versus Not-Involved (NI) Participant Groups 

Variable Mean Standard Deviation Range 

NI (n=97) 20.24 1.74 7.0 

Age I (n=36) 19.56 1.44 6.0 

NI (n=97) 76.70 33.00 100.00 

Outness I (n=36) 86.67 27.46 100.00 

NI (n=90) 3.24 0.47 2.0 

GPA I (n=34) 3.23 0.56 2.0 

Qualitative Variables 

Sexual Orientation 

Ofthe 97 not-involved students, 38 (39.18 percent) identified as gay, 35 (36.08 

percent) identified as lesbian, and 24 (24.74 percent) identified as bisexual. Ofthe 

involved participants, 10 (27.78 percent) participants identified themselves as gay, 13 

(36.11 percent) as lesbian, and 13 (36.11 percent) as bisexual (see Table 4 for summary 

of descriptive statistics for qualitative variables comparing involved participants versus. 

not-involved participant groups). 

Gender 

Out of 97 not-involved students, 39 ( 40.21 percent) identified themselves as male 

and 58 (59. 79 percent) as female. Out of 36 involved students, 14 (38.89 percent) 

identified as male and 22 (61.11 percent) as female. Zero (0.00 percent) involved or not

involved students chose option 3 (other). 
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Ethnicity 

Ofthe 97 not involved participants, 60 (61.86 percent) identified themselves as 

Caucasian/White (non-Hispanic) and 37 (38.14 percent) as Minority/non-White. Ofthe 

involved participants, 15 ( 41.67 percent) identified as Caucasian/White (non-Hispanic) 

and 21 (58.33 percent) as Minority/non-White. 

School Attended 

Ofthe 97 not involved participants, 42 (43.30 percent) attended FAU and 53 

(54.64 percent) attended PBCC. Two not involved students (2.06 percent) reported being 

dually enrolled at both F AU and PBCC. Of the 36 involved participants, 13 (36.11 

percent) attended FAU and 23 (63.89 percent) attended PBCC. No involved students 

(0.00 percent) reported dual enrollment. 

School Classification 

Out of the 97 not involved students, 37 (38.14 percent) indicated they were 

freshman and 60 (61.86 percent) indicated they were sophomores during the Spring 2007 

term. Out of 36 involved students, 13 (36.11 percent) reported being freshman and 23 

(63.89 percent) reported being sophomores. 

Support Involvement 

Out of 133 participants, 36 (27.07 percent) indicated having been involved (herein 

referred to as "involved") in some type ofhigh school support service for GLBT students. 

The rest of the students (97, or 72.93 percent) reported not having been involved (herein 

referred to as "not involved") in any support service while in high school. 

62 



Duration of Involvement 

Out of the 36 support participants, 9 (25.00 percent) participated for one semester 

or less, 13 (36.11 percent) participated for one year, 6 (16.67 percent) participated for two 

years, 4 (11.11 percent) participated for three years, and 4 (11.11 percent) participated for 

all four years of high school. 

Nature of Involvement 

For this survey question, participants were asked to describe the nature ofthe 

support group they belonged to in high school. Participants were able to choose more 

than one response to describe their group. Based on 69 responses given by the 36 

participants who indicated having participated, the description "support group for gay 

students and their supporters" was chosen 26 times (37.68 percent of the total responses), 

"support group for gay students" was chosen 19 times (27.54 percent) , "out club that 

met after school and advertised openly" was chosen 13 times (18.84 percent), "activist 

group who made changes for the school environment" was chosen 7 times (1 0.14 

percent), and "secret group run by a guidance counselor" was chosen 4 times (5.80 

percent). 
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Table 4 

Descriptive Statistics for Qualitative Variables Comparing Involved (I) Participants 

Versus Not-Involved (NI) Participant Groups 

n %of sample 

Variable Categories NI I NI I 

Gay 38 10 39.18 27.78 

Lesbian 35 13 36.08 36.11 

Sexual orientation Bisexual 24 13 24.74 36.11 

Male 39 14 40.21 38.89 

Female 58 22 59.79 61.11 

Gender Other 0 0 0.00 0.00 

Caucasian/White 60 15 61.86 41.67 

Ethnicity Minority/Non-White 37 21 38.14 58.33 

FAU 42 13 43.30 36.11 

PBCC 53 23 54.64 63.89 

School attended Both 2 0 2.06 0.00 

Freshman 37 13 38.14 36.11 

School classification Sophomore 60 23 61.86 63.88 
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Hypotheses Testing 

Null Hypothesis 1 

Hypothesis 1 states that with regard to personal issues, there is no relationship 

between belonging to a high school Gay-Straight Alliance or similar support group and 

the self-perception of maturity or ego development. Levene ' s test for equal variances was 

conducted, resulting in a p-value of 0.006, indicating a statistical difference between the 

variance of the participating versus non-participating groups. A two-sample t-test (see 

Table 5 for a personal score comparison of involved students versus not-involved 

students and norm data) was then conducted to compare the means achieved by each 

group in the personal subtest (unequal variances were assumed between the two groups 

as a result of the aforementioned Levene ' s test). The mean personal score for involved 

students (M=24.45) was not only higher than that of not-involved students (M=23.60), 

but it was also higher than the norm presented by the instrument (M=22.2).However, the 

difference in the means was not significant at the .05 alpha level, therefore H01 could not 

be rejected. Although the difference was not statistically significant, the effect size of the 

sample was 0.28, signifying at least a small effect of the participation in a high school 

support group versus non-participation. 
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Table 5 

Personal Score: Involved (I) Participants Versus Not-Involved (NI) Participant Groups 

Test of 
Equal Two-
Variance sample 

Standard SE Levene's t-test t-
Variable Mean a Deviation Mean (p-value) (p-value) value df 

Norm 22.25 3.64 
(n=650) 

Personal 
score NI 23.60 2.81 0.29 0.006 0.22 -1.24 50 

(n=97) 

I (n=36) 24.45 3.76 0.63 

aThis is the mean of the personal subscore achieved on the EDS. 
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Null Hypothesis 2 

Hypothesis 2 states that with regard to social issues, there is no relationship 

between belonging to a high school Gay-Straight Alliance or similar support group and 

the self-perception of maturity or ego development. Levene' s test for equal variances was 

conducted resulting in a p-value of 0.298, indicating no statistical difference between the 

variance ofthe participating versus non-participating groups. Assuming equal variances 

between the two groups, a two-sample t-test was then conducted to compare the means 

achieved by each group in the social subtest. The mean score achieved by the involved 

group (M=25.70) was higher than the group that was not-involved (M=24.13) and the 

norm group (M=23 .75). The two-sample t-test (see Table 6 for a social score comparison 

of involved students versus not-involved students and the norm) uncovered a statistical 

difference in the means achieved by the two groups that was significant at the .05 alpha 

level (p=.Ol) and meant H02 could be rejected. Additionally, the effect size ofthe sample 

was 0.48, symbolizing a medium effect of the participation in a high school support 

group versus non-participation. 
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Table 6 

Social Score: Involved (I) Participants Versus Not-Involved (NI) Participant Groups 

Test of 
Equal Two-
Variance sample t-

Standard SE Levene's test t-
Variable Mean a Deviation Mean (p-value) (p-value) value df 

Norm 23.75 3.53 
(n=650) 

Social 
score NI 24.13 3.14 0.32 0.298 0.01 -2.49 128 

(n=94) 

I (n=36) 25.70 3.46 0.58 

aThis is the mean ofthe social subscore achieved on the EDS. 
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Null Hypothesis 3 

Hypothesis 3 states that with regard to academic issues, there is no relationship 

between belonging to a high school Gay-Straight Alliance or similar support group and 

the self-perception of maturity or ego development. Levene ' s test for equal variances was 

conducted resulting in p-value of 0.678, indicating no statistical difference between the 

variance of the participating versus non-participating groups. Assuming equal variances, 

a two-sample t-test (see Table 7 for an educational score comparison of involved students 

versus not-involved students and the norm) was then conducted to compare the means 

achieved by each group on the educational subtest. The mean educational score for 

involved students (M=25 .34) was higher than the almost identical mean subscores of not

involved students (M=24.62) and the norm (M=24.60). However, the difference in the 

means was not significant at the .05 alpha level, therefore H03 could not be rejected. 

Although the difference was not statistically significant, the effect size of the sample was 

0.20, suggesting at least a small effect of the participation in a high school support group 

versus non-participation. 
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Table 7 

Educational Score: Involved (I) Participants Versus 

Not-Involved (NI) Participant Groups 

Standard SE 
Variable Mean a Deviation Mean 

Norm 24.60 3.61 
(n=650) 

Educational 
score NI 24.62 3.69 0.38 

(n=93) 

I 25.34 3.19 0.53 
(n=36) 

Test of 
Equal 
Variance 
Levene' s 
(p-value) 

0.678 

aThis is the mean of the educational subscore achieved on the EDS. 

Summary of Hypotheses I , 2, and 3 

Two-
sample 
t-test 
(p-
value) t-value 

0.31 -1.03 

The mean subscores for all three subtests and the total score were higher for 

students who belonged to a high school support group than for the non-involved students, 

the sample as a whole, and the norm group (see Table 8 for summary statistics). For the 

scores where the differences in mean were not significant (personal and educational 

df 

127 

subscores ), the calculated effect sizes of the sample presented at least a small effect of the 

participation in a high school support group versus non-participation. However, the 

difference in the mean was only statistically significant for the social subscore and 

therefore, only H02 could be rejected. 
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Table 8 

Summary Statistics for Hypotheses I , 2, and 3 

Group Personal 
Mean 

Involved 24.45 

Not 
Involved 23 .60 

Whole 
Sample 23.83 

Norm 
Group 22.25 

Social 
Mean 

25.70 

24.13 

24.56 

23.75 

Educational 
Mean 

25.34 

24.62 

24.82 

24.60 
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Total Score 
Mean 

25.16 

24.12 

24.40 

23.53 



Null Hypothesis 4 

Hypothesis 4 states that the demographic data and academic characteristics of 

college students will not have a significant effect on the perceptions indicated by 

participants in terms of their attitudes towards personal, social, and academic issues. In 

order to test this hypothesis, each of the independent variables was analyzed to establish 

its bivariate effect on the score achieved by each of the participants, independent of (i.e., 

main effect) high school support participation. Each independent variable was also 

analyzed to establish its moderating effect on the differences in mean subscore obtained 

by support participants versus non-participants. In these regards, very few of the 

demographic characteristics had F-values that were significant at the .05 alpha level. 

Personal subscore versus independent variables. When examined without 

consideration of participation in the high school GSA, the mean personal subscores were 

unequal (p=.018) for participants based only on age (for a summary of results, see Table 

9 for Personal Score versus Independent Variables). Based on this model, the older the 

participant, the higher the personal subscore (Also see Table 9 for simple correlations that 

resulted in statistically significant values). This result is typical in terms of natural 

maturity growth rates among college aged students (Osato & Sherry, 1993; Sheldon, 

Houser-Marko, & Kasser, 2006). 

When analyzed for effect on the subscore interactively (with participation in the 

high school support group) the difference in mean personal subscore was statistically 

dissimilar for students based on school classification (p=.002). The mean personal score 

for freshman was 23.26 for not-involved students and 21.77 for involved students. 

Conversely, the mean personal subscore for sophomores was 23.81 for not-involved 
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students and 25.97 for involved students (see Figure 2 for Personal Score: Year in School 

Interaction Plot), resulting in a disordinal effect. Despite the effect the high school 

support may have on these students, the result of the freshman scores could be indicative 

of some of the transition issues typical to college students in their first year of school 

(Tinto, 1997). 
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Table 9 

Personal Score Versus Independent Variables 

2 Beta 2 Beta 
Variable Main Effect Interaction 

Age 0.018 0.477 0.356 NIA 

Outness 0.571 NIA 0.441 N/A 

GPA 0.659 N/A 0.068 N/A 

Sexual orientation 0.323 N/A 0.132 N/A 

Gender 0.667 NIA 0.083 NIA 

Ethnicity 0.995 NIA 0.486 NIA 

School attended3 0.443 N/A 0.494 N/A 

School classification 0.418 N/A 0.002 -1.829 

Duration of involvement 0.628 NIA N/A NIA 

Nature of involvementb 0.091-0.774 NIA N/A NIA 

3For the purposes of this analysis, the two students who indicated having been dually 

enrolled at FAU and PBCC are not included.b This is the range ofp-values obtained for 

the five answer choices, none of which were significant at the 0.05 level. 
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Social subscore versus independent variables. When examined without 

consideration of participation in the high school GSA, there were no statistical 

differences found for mean social subscores based on any of the demographic areas (for a 

summary of results, see Table I 0 for Social Score Versus Independent Variables). When 

analyzed for effect on the differences in mean subscore (interactively, with participation 

in the high school support group) the effect on the differences in social subscores were 

statistically unequal based on School Classification (p=.009). Similarly to the disordinal 

direction of the personal scores, the mean freshman not- involved student scored 24.25; a 

number that dipped slightly to 23.67 for previously involved freshman. Being involved in 

a high school GSA did, however, have an effect on sophomore student results. The mean 

for involved sophomores was 26.86 versus 24.05 for those who were not involved (see 

Figure 3 for Social Score: Year in School Interaction Plot). 

The effect on the difference in social subscore was also statistically unequal based 

on GPA (p=.023). As GPAs increased so did the effect ofthe participation in the support 

group (Also see Table I 0 for simple correlations that resulted in statistically significant 

values). Similar to the way they did for the personal subscore, students with similar GP As 

had higher mean social scores if they reported previous involvement in a high school 

GSA. 
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Table 10 

Social Score Versus Independent Variables 

2 Beta 2 Beta 
Variable Main Effect Interaction 

Age 0.190 N/A 0.865 N/A 

Outness 0.406 N/A 0.377 N/A 

GPA 0.828 N/A 0.023 -1.276 

Sexual orientation 0.486 N/A 0.074 N/A 

Gender 0.606 N/A 0.138 N/A 

Ethnicity 0.995 N/A 0.244 N/A 

School attended3 0.475 N/A 0.271 N/A 

School classification 0.540 N/A 0.009 -1.693 

Duration of involvement 0.270 N/A N/A N/A 

Nature of involvementb 0.081-0.464 N/A N/A N/A 

3For the purposes of this analysis, the two students who indicated having been dually 

enrolled at FAU and PBCC are not included.b This is the range ofp-values obtained for 

the five answer choices, none of which were significant at the 0.05 level. 
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Educational subscore versus independent variables. When examined without 

consideration of participation in the high school GSA, the educational subscores were 

unequal for participants based on age (p=.042), Sexual Orientation (p=.021 ), and 

Ethnicity (p=.056). Older students typically had slightly higher mean educational scores 

than younger students (for a summary of results, see Table 11 for Educational Versus 

Independent Variables). Broken down by sexual orientation, lesbian participants had the 

highest mean educational score (M=25 .98), compared to 24.17 for gay participants. The 

mean educational score for minority students was 25.90 versus 24.39 for white students. 

When analyzed for effect on the subscore interactively (with participation in the 

high school support group) the differences found in educational subscores were 

statistically unequal based on GPA (p=.033). As GPA increased, so did the difference in 

the effect of the support group (Also see Table 11 for simple correlations that resulted in 

statistically significant values). Similar to the way they did for both the personal and 

social subscores, students with similar GP As had higher mean social scores if they 

reported previous involvement in a high school GSA. For involved students, the higher 

their GPA, the higher their score. Conversely, the lowest scoring students were those with 

lower GP As and who were not involved in a high school support group. 
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Table 11 

Educational Score Versus Independent Variables 

Variable 2 Beta 2 Beta 
Main Effect Interaction 

Age 0.042 0.471 0.883 NIA 

Outness 0.367 NIA 0.283 N/A 

GPA 0.151 NIA 0.033 -1.375 

Sexual orientation 0.021 0.752 0.961 NIA 

Gender 0.090 NIA 0.810 NIA 

Ethnicity 0.056 1.313 0.869 N/A 

School attended3 0.465 N/A 0.769 NIA 

School classification 0.410 NIA 0.181 NIA 

Duration involvement 0.238 NIA N/A NIA 

Nature involvementb 0.228-0.853 NIA NIA NIA 

3For the purposes of this analysis, the two students who indicated having been dually 

enrolled at FAU and PBCC are not included.b This is the range ofp-values obtained for 

the five answer choices, none of which were significant at the 0.05 level. 

Summary of Hypothesis 4 and Independent Variables 

While the results of this analysis did not yield a large number of demographic 

variables that showed a significant effect on the outcome of participant scores, some 

demographic variables did prove to result in influencing each of the subscores. Therefore, 

H04 should be rejected. That higher GPA' s and increased age played a role in having 

higher subscores was not a surprise to the researcher, as literature and common sense tells 

us age and academic success will usually mark increased maturity (Bennett & Baird, 
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2006). On the other hand, the disordinal interaction of year in school and the differences 

noted in participant versus non-participant subscores was unexpected and clearly 

necessitates further inquiry. 
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Chapter 5 

Summary 

The purpose of this study was to investigate the relationship between high school 

gay, lesbian, bisexual, and transgender support services and the attitudes of college 

students. Critical focus was placed on examining student attitudes in terms of personal, 

social, and educational issues. Additionally, the researcher examined the effect of 

demographic variables and academic characteristics on the attitudes reported by 

participants. Previous research has most often focused on the difficulties gay and lesbian 

students have in high school (academically and socially) and, in turn, the short-term 

success the over 3000 existing American high school GLBT support groups have had 

with regard to ameliorating some of these issues. In the county where this research took 

place, only five out of twenty-three regular education high schools have support groups 

for GLBT students. With the higher education focus ofthe 21st century job market in 

mind, this research attempted to expand on the existing literature by examining a possible 

long-range connection between high school support and educational and emotional 

success. 

To examine more closely if participation in a high school GLBT support group 

could have an effect on college student attitudes, the differences of the means achieved 

by each of the groups (participant versus non-participant) on each of the subtests of the 

Ego Development Scale were tested. The difference in the means was tested for 

significance at the .05 alpha level, using a two-sample t-test. Additionally, further 

analysis was done using a general linear model to determine the effect of demographic 
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characteristics and academic variables as potential moderators of the EDS subscores, both 

independently and interactively with regard to support participation. 

Conclusions 

While it is important to note that the mean score achieved by the involved group 

was higher on all three subtests than it was for the not-involved students, it was only 

statistically different for one subtest (social). The effect size calculated for mean personal 

and educational subscores did, however, indicate at least a small effect for both scores. 

Additioanlly, in comparison to the norms presented for the EDS (see Table 1, p. 47), the 

participants that reported belonging to a high school support group scored higher on all 

three subscores. 

The social subtest score for involved students was 25.70 and 24.13 for not

involved students. This result punctuates existing literature that details the importance of 

GLBT-specific support to thwart risky social behavior, provide the safety-net required for 

students to have the desire to persist in a school setting, and allow for the social support 

necessary for success at the onset of college (Blake et al. , 2001 ; Hays & Oxley, 1986; 

National College Transition Network, 2005; Tinto, 1997). Despite the increasingly liberal 

nature of American colleges and universities, these results highlight the fact that GLBT 

students continue to turn to each other for support through even successful transitions to 

higher education (Rhoads, 1997; Tinto, 1997). 

That the effect of participation in a high school GLBT support group did not have 

a statistically significant effect on the other two subtests [personal (p=.22) and 

educational (p=.31 )] was initially surprising. Upon further investigation and synthesis, 

even though there appears to be a casual relationship between group membership and 
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more mature behavior across the board, there appear to be too many other factors that 

contribute to one's personal and educational maturity. Of the three areas measured 

(personal, social, and educational) it made sense that the support group participation 

would have the most effect on the mean social subscore. In reviewing the literature, many 

of the themes revealed GLBT students to be more comfortable in school and more willing 

to participate in school activities when they had group membership to look forward to 

(Lee, 2002). Support groups unearth social networks for GLBT students; between GLBT 

students and straight students, between GLBT students and teachers, and between GLBT 

students and the community (e.g. , Glimps, 2005; Jordan, Vaughn, & Woodworth, 1997; 

Lee; Reynolds & Koski, 1994). Furthermore, there are some indications that social 

maturity and social conformity may be linked to increased academic success (Wilson & 

Shulha, 1995). In essence, a GLBT student who is more comfortable socially, and who 

actually wants to be a part of the academic environment they belong to, may perform 

better academically as well. 

Much of the literature regarding GLBT youth has focused on finding a cause and 

cure for many ofthe personal, social, and academic problems associated with youth of 

sexual minority. While many previous studies (e.g., Cooley, 1998; Fontaine, 1998; 

Muller & Hartman, 1998; Reynolds & Koski, 1994) have shown GLBT youth to behave 

more erratically both in and out of the classroom, this research shows that GLBT-focused 

support at the high school level can be one method used to combat the issues faced by 

gay and lesbian students. Additionally, this research study strengthens the notion that 

peer connections play an integral role in the positive gay identity development of GLBT 

youth (D ' Augelli , 1994). 

84 



The analysis of H04 did not reveal enough information to say, definitively, which 

demographic or academic variables may play a role, independently or interactively, with 

more mature attitudes in terms of personal , social, and academic issues. Instead, the 

results ofthis analysis uncovered some themes that could be explored further. That 

increased Grade Point Average would have an effect on the differences in the social and 

educational subscores obtained for participant and non-participant groups was not 

surprising. With regard to GP A, more information is needed as to whether or not the 

increased GP As were more of the result or the catalyst in the amplified subscores, 

regardless of support group involvement. 

One surprising result found that differences in subscores were affected by the 

participant' s year in school. The disordinal interaction of year in school and obtained 

subscores was interesting in so much that it would seem logical that freshman who 

previously participated in a support group would score higher than those who did not. In 

fact, that only occurred for sophomore students who scored higher if they had previously 

participated in a support group, while freshman had higher subscores if they did not 

participate in a high school support group. 

While many of the independent variables did not indicate statistically significant 

differences, some of them yielded moderate (p< .1 0) correlations. In this regard, GP A 

(p=.068) also had an interactive effect on differences found between participants ' mean 

personal subscores. As GP A increased, so did the effect of the participation in the support 

group. Students with similar GP As had higher mean personal scores if they reported 

previous involvement in a high school GSA. 
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Another interesting result was the moderate effect seen on differences in the 

social subscores obtained by lesbians and personal subscores obtained by women versus 

gays and men, respectively. Gender (p=.083) appeared to have a moderate effect (p<.1 0) 

on the differences between participant' s mean personal scores. While the personal score 

for male not-involved students was 23 .81 versus 23 .36 for involved males, the personal 

scores for involved females increased from 23.45 to 25.15. This result corroborates the 

notion that, for women in particular, there is evidence that group membership is integral 

to personal success (Moxley, 1999; Westermann, Ashby, & Pretty, 2005).This could be 

due to the increased need for this group (women and minorities in general) to feel they 

are part of a supportive, positive group. 

Although there was only moderate statistical correlation (p< .1 0), Sexual 

Orientation (p=.074) seemed to also have an interactive effect on differences seen in 

participants ' versus non-participants' mean social subscores. The differences seen 

between the mean social score of participants versus non-participants was greatest for 

students self-identified as lesbians. Lesbians that were not previously involved had a 

mean score of24.15 and those that were involved had a mean score of27.64. This 

outcome coincides with noted research regarding the importance of group membership to 

the personal and social success oflesbians and women in general (Moxley, 1999; 

Schmidt & Nilsson, 2006). 

These results simply serve to corroborate a prevalence of research supporting 

social networking as a springboard to successful transitions from high school to college 

and beyond (e.g. , Glimps, 2005; Hays & Oxley, 1986; Tinto, 1997). Since sexual 

minorities are still not considered a protected class and therefore not given the same 
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protections as other minority classes, this finding may be critical in terms of adjusting a 

school system that has thus far been largely unable to find a way to support this type of 

minority, socially and academically (Barber, 2004; Unks, 1994; Waldo, 1998). Adding 

something as simple as a high school GLBT support group, no matter what form it is in, 

may go long way to reversing centuries of isolation for this largely hidden minority. 

Recommendations 

The results of this study add useful information to the body of literature pertaining 

to the growing number of support groups and opportunities found in American high 

schools today. Students who feel supported and who are supported will be happier, treat 

others better, and perform better in school. In many cases, this support does not come in 

the form of an official Gay-Straight Alliance or less informal support group. Successful 

students can feel supported by their parents, peers, teachers, administrators, and guidance 

counselors. The following are recommendations for support services and future research 

considerations; 

Support Service Recommendations 

1. Based on the finding that social attitude may be improved by participation in a 

GLBT-focused support group, it is recommended that every high school in Palm Beach 

County have a support group for GLBT students. Based on the feedback received by this 

research throughout this project and a review of national media, many people perceive 

Palm Beach County as being a trendsetter in so many regards and this should not be an 

area where it falls behind. 

2. While this researcher encourages schools to stick to the guidelines set forth by 

OLSEN when establishing an official Gay-Straight Alliance, this researcher also 
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acknowledges the data indicating that the effect of support group participation is not 

moderated by what type of GLBT support group students belong to. 

3. It is also recommended that local high schools begin working with local 

colleges to develop GLBT support services at the college level. At this time, F AU and 

PBCC "share" a GLBT support group based out ofF AU and that group was nearly non

existent. The benefits of implementing this type of articulation could have an effect on 

the differences between freshman and sophomore participants noted in this study. 

Future Research Considerations 

1. First, the researcher acknowledges that a larger sample could have helped to 

resolve some ofthe questions regarding the effect of the high school support group that 

were not quite significant. While it was determined that 128 participants would be ample 

to discover at least a medium effect size, a larger sample could have increased the 

chances of finding more significant effects. 

2. It would be interesting to know the participants' feelings regarding their high 

school support involvement. How do they think the support helped them? Clearly, there 

are areas for more in-depth review that would require a more personal analysis of each 

student's experience. 

3. Also, more should be known about the actual groups that students participated 

in. Students were allowed to describe their groups in pre-scripted choices, but there was 

no opportunity for students to give greater detail regarding the actual make-up of their 

groups. 

4. Further analysis should be conducted regarding other possible contributing 

demographic and academic variables. 
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5. Based on this researchers observations throughout the project and a review of 

national media, Palm Beach County appears to be an area considered to be made up of 

affluent and generally open-minded individuals. Because students at F AU and PBCC 

tend to come from Palm Beach, it would also be beneficial to conduct this research in a 

similar fashion in a demographically different part of the state or country. 

In the last decade, American high schools have done a better job protecting 

our most vulnerable populations, but there is still much work to be done. A 

preponderance of research outlines the important role support plays in the overall success 

of students in high school and beyond. High school and university administrators must 

realize the value of GLBT support services and look for ways to implement these 

programs, even in their simplest forms. 
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Greetings students: 

Marlene Tamayo 
Ph.D. Candidate 

Florida Atlantic University 
122 Barefoot Cove 

Hypoluxo, FL 33462 
(561) 512-4260, mtamayo@fau.edu 

In high school, some of you may have had the chance to participate in a Gay-Straight 
Alliance or very similar support group. Some of you may not have had this opportunity. I 
am pursuing a study of the impact of this type of support group on student attitudes once 
they have left high school and are gone to college. I am particularly interested in studying 
the differences in the attitudes of those of you who participated in the high school support 
groups versus those of you who did not in the following areas; your perception of how 
you handle personal issues, social issues, and academic issues. 

If you are willing to participate in this study, you are asked to complete a short survey. 
You will be asked questions about how you handle personal, social, and academic issues. 
The survey may take approximately 20 minutes to complete and may be completed in 
either written or electronic form. Your candid responses will help provide useful 
information for improving and expanding support services for other gay, lesbian, 
bisexual, and transgender students. 

Your participation in this study is voluntary. All of the data from this study will be kept 
confidential and the individual results and information in this study will not be released in 
any way that may reveal the identification of participants without the participant's lawful 
agreement. 

You have the option of completing this survey on paper or completing an identical online 
version. If you choose the paper version, please complete the enclosed survey instrument 
and send your responses back in the self-addressed stamped envelope as soon as possible. 
If you would like to complete the online version or need additional information, please 
contact me at (561) 512-4260 or via email at mtamayo@fau.edu. For related problems or 
questions regarding your rights as a subject, the Office of Sponsored Research of Florida 
Atlantic University can be contacted at (561) 297-2310. For other concerns, the 
Responsible Project Investigator, Dr. Townsend can be reached at townsend@fau.edu or 
(561) 297-3550. 

Both your time and effort are greatly appreciated. 

Sincerely, 

Marlene Tamayo 
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Before you fill out this survey, please make sure you have read and understand the 
Consent Form for Participation. Thank you for participating. 

Please describe yourself by answering the following questions. Place an X next to the 
descriptions that most closely match you. 

1) Are you? 
A) Gay __ _ 
B) Lesbian __ _ 
C) Bisexual __ _ 
D) Transgender __ _ 
E) Heterosexual __ _ 
F) Other __ _ 

2) Are you? 
A) Male __ _ 
B) Female __ _ 
C) Other (please describe your identification here) __________ _ 

3)) Where do you go to school? 
A) Florida Atlantic University __ _ 
B) Palm Beach Community College __ _ 
C) Other (please write in the name here)---------------

4) What is your classification in school? 
A) Freshman __ _ 
B) Sophomore __ _ 
C) Other (please write in your classification here) __________ _ 

5) Which ethnic/racial group do you most closely identify with? 
A) Caucasian/White (non-Hispanic) __ _ 
B) Hispanic __ _ 
C) African-American __ _ 
D) Other Black (Caribbean, Hispanic, etc.) __ _ 
E) Asian/Pacific Islander __ _ 
F) American Indian __ _ 
G) Other (please write in identification here)-------------

6) What is your age? 
Please write in your age here __ _ 

7) Were you involved in a Gay-Straight Alliance or similar support group while you 
were in high school? 
Yes ---
No (if no, please skip to question #10) 
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8) If yes, how long were you involved in that program? 
A) Less than one semester __ _ 
B) One school year __ _ 
C) Two school years __ _ 
D) Three school years __ _ 
E) All four years of high school __ _ 

9) Please describe the nature ofyour program. (check all that apply) 
A) Support group for gay students __ _ 
B) Support group for gay students and their supporters __ _ 
C) Activist group who made changes for the school environment __ _ 
D) Secret group run by a Guidance Counselor __ _ 
E) "Out" club that met after school and advertised openly __ _ 

10) Who are you "out" to? (check all that apply) 
A) Parents __ _ 
B) Siblings __ _ 
C) Close Friends __ _ 
D) Teachers __ _ 
E) Administrators __ _ 
D) Everyone (I don't hide it) __ _ 

11) What was your UNWEIGHTED high school Grade Point Average (GPA)? 
Please write your high school unweighted GP A here ____ _ 

Please complete the following survey by marking an X for "yes" or "no" to each 
question. 1 

If the truth lies somewhere in the middle of yes or no for you, please choose the 
number on 

the scale that most closely matches your description. Let's say, for example, the 
survey 

says, "I feel very sick right now". If you just have a little cough, but feel okay 
otherwise, 

you might want to say you feel kind of sick and therefore place a check over the "3". 
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PERSONAL DEVELOPMENT 

1. I often giggle when nothing is really funny 
2. People consider me good natured 
3. I usually get along well with my parents 
4. I usually play fair with my friends 
5. I usually change when I know I am wrong 
6. I am usually careful about things 
7. I often do things wrong without thinking 
8. I usually figure things out for myself 
9. I often feel I am left out of things 
10. Often, I can hardly wait to get out ofbed 
11. Often, I feel like crying about nothing 
12. Often, I feel tired in the middle of the day 
13. My feelings are often easily hurt 
14. I often have trouble controlling my temper 
15. Often, I am on the go and can' t seem to stop 
16. Often, I daydream a lot and my mind wanders 
1 7. Often, I lack self confidence in myself 
18. Often, I feel unwanted and disliked 
19. People often consider me the quiet type 
20. I often like to start new things 

SOCIAL DEVELOPMENT 

21 . Most of my friends are in my class 
22. Classmates miss me when I am absent 
23. People usually think I am friendly 
24. I go out of my way to be with friends 
25. I think I am important to my classmates 
26. Often, I am aggressive and mean to others 
27. Often, I get into fights with others 
28. I am often a poor sport when I lose 
29. Often, I play mean tricks on others 
30. Many friends are much younger than myself 
31. I have many bad manners 
32. I usually enjoy meeting new people 
33 . Often, I show-off in front of my friends 
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34. It is easier for me to talk to the class D 

35. My friends often come to see me D 

36. Many friends are much older than myself D 

37. I am very popular with boys my own age D 

38. I am very popular with girls my own age D 

39. Often, I have trouble keeping my friends D 

40. I can usually carry on a good conversation D 

EDUCATIONAL DEVELOPMENT 

YES 
1 

41. Usually, I like to go to school D 

42. When school work is hard, I usually give up D 

43. Arithmetic is easy for me D 

44. I usually get along well with the teacher D 

45. I usually get good grades from the teacher D 

46. Doing well in school is important to me 0 

47. I usually get my school work done on time D 

48. Often, I answer before other pupils do D 

49. Often, I annoy other students at work D 

50. My parents always nag me about homework D 

51. Often, I read the funny papers 0 

52. Often, I watch TV at home D 

53. Often, I forget what and where the lesson is D 

54. Often, I am sleepy and restless in school D 

55. Often, I help others with school problems D 

56. Often, I have trouble remembering things D 

57. I often read books not in my lessons D 

58. I usually do my school homework D 

59. I usually do well on tests D 

60. My parents are interested in how well I do D 

D D D 
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1The asterisks in this manuscript will not be included in the actual survey given to 
participants. They are included here for scoring purposes, to denote oppositely scored 
items. 
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Name: 

Date and Place of Birth: 

Education: 

Doctor of Philosophy: 

Master of Education: 

Bachelor of Social Work: 

Experience: 

Educational Specialist: 

Guidance Counselor: 

Residence Life Coordinator: 

Guidance Counselor: 

VITA 

Marlene Tamayo 

October 6, 1973 

Tampa, Florida 

Florida Atlantic University 

Boca Raton, Florida; 2007 

University of South Florida 

Tampa, Florida; 1999 

Florida Atlantic University 

Boca Raton, Florida; 1996 

Baycare Heath System, BEACON Project 

Largo, Florida; 2007-present 

Palm Beach County School District 

West Palm Beach, Florida; 2003-2007 

Lynn University 

Boca Raton, Florida; 2001-2003 

Jefferson High School 

Tampa, Florida; 2000-2001 
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