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. achievement in school is influenced by many things other than

the sum total of intellectual abilities. The same is true of success

in 1ife. . . . We have seen that intelleect and achievement are far

] L3N

from perfectly correlated., o ddentify the internzl and exbernal

>

factors that help or hinder the frustration of exceptional tslent,

and to measure the extent of thelr influences, are surely among the

major problems of our time,

Ilewig M, Terman
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CHAPTER I

INTRODUCTION TO THE STUDY

Introduction

Many investigators in the fields of education and psychology have
sought answers to the problem of individual differences in college
achievement, Numerous variables have been studied including both
aptitude and personality or motivational factors., Frequently, how-
ever students whose academic prognosis is favorable fail to reach
their potential. Others, conversely, achieve at a level considerably
beyond their predicted potential., The aim of the present study, there-
fore, is to further investigate this gap or what Rust and Ryan (55)
have called the coefficient of alienation, i.e., the unexplained dif-
ference left by the correlation between academic grades and those
predictors of college success that are currently in use. In general,
the factors leading to academic success or failure, above and beyond
those of ability, have not been readily apparent or reducible to mean-
ingful, operational definitions. Thus, the attempts to measure per-
sonality variables thought to be associated with achievement in college
have, in the main, arrived at inconsistent or negligible results. Yet,
despite these difficulties, the high over-all relationship between these
factors is readily admitted by most authorities. Fresh approaches to

the problem thus seem warranted.



Thus, in an investigation of the effects of stress upon personality,
Lazarus (32) asserts that,

« s o« o the traditional search for main effects of independent vari-
ables in stress experimentation must give way to analysis of interactions
among variables, if such experimentation is to be most meaningful and
realistic. (32, p. 576)

Secord (59) has reached a somewhat similar conclusion, Accord-
ingly, he says,

« « « o attempts have been made to develop measures based on patterns
of answers to self inventories, on the assumption that such measures
may reveal personality characteristics not disclosed by the simple
additive counts of answers. . . . (59, p. 308)

Rokeach (54) asks, "What sort of theory and what sort of measur-
ing devices are needed which would enable one to skirt around the con-
tents of a person's thoughts and beliefs and still reveal intact its
formal characteristics?® (54, p. 227) Emphasis is thus being focused
upon integration and organization within this area of research,

It seems probable that the Qesort technique as developed by
Stephenson (65) possesses sufficient subtlety, depth, and scope to
fulfill these purposes and is, therefore, an ideal method for studying
personality structures and cognitive organization, The present re-
search is based upon the assumption that attitudes and academic achieve-

ment are both operationally definable and quantifiable and that their

relationship can be empirically studied by means of a Q-sort.
Statement of the Problem

The problem posed was to ascertain whether attitudes, as herein
measured, were significantly related to achievement, as herein measured,
at East Texas State College. While this may seem to be a limited
approach to the aforementioned "gap", Centi (12) after analysis of the

published research has warned that,



. + o the factors important to academic success are different from
school to school. In view of this, it would seem important for the
college counselor to determine what factors influence academic success
or failure in the particulaer institution which he serves. (12, p. 457)

k specific question further delimits the scope of the present
undertaking., Will Hast Texas State College first semester freshmen
of similer sbility as measured by The School and College Ability Test,
but who differ in relative achievement as measured by grade point

averages, nave significantly different attitudes, ideal-attitudes
S0y 2 s 3 s

ideal-attitudes as

)

and discrepancy scores betwesn atbitudes and
measured by a {-sort?

An additional purpose of the study was to ewpirically develop
the Q-sort 1nstrument with which to measure inter-individual dif-
ferences in attitudes among college students.

. b

Specific Hypotheses Tested

about the relationships of attitudes and achievement among the various
groups, this procedure was not followed since it would have been

N

primarily a test of the intuitive skill of the experimenter. loreover,

the mumber of hypotheses necessary to cover all of the potentialities

woulid have bheen impractical and needlessly burdensome. In any event

h«

while not bound by the vreguirement of a vigorous validation study,

it seems entirely within bounds to interpret significant differences

discovered by the presernt method as a preliminary validation of some

of the existing relationships between attitudes and achievement behavior,
The scope of the present sbudy is, therefore, dsfined by the

following hypothesis: There will be significant differences in the

area and valence scores for attitudes, ideal-attitudes, and discrep~-



ancies bétween attitudes and ideal-attitudes among the groups which
compose the study, The four groups were (1) male, better—achievers,
(2) male, poorer-achievers, (3) female, better-achievers, and (h) fe=
male, poorer-achievers.

The specific hypotheses teasted stated as null hypotheses were as
follows:

(1) Attitudes toward self, teachers and education are the same
for the four groups.

(2) Ideal-attitudes toward self, teachers, and education are the
same for the four groups.

(3) Discrepancies between attitudes and ideal-attitudes toward
self, teachers and education are the same for the four groups.

(L) Positive, neutral, ambivalent, and negative attitudes of the
four groups are the same,

(5) Positive, neutral, ambivalent, and negative ideal-sttitudes
of the four groups are the sane.

{6) Discrepancies between attitudes and ideal-attitudes of
positive, neutral, ambivaleﬁt and negative valences of the four groups

are the same,
Conceptual Framework

Gordon W. Allport {2) has defined an attitude as a neuropsychic
state of readiness for mental and physical activity. According to
Sargent (57 ) ’

An attitude is more than a state of mind, It is a tendency to act.
A person's attitudes determine in larpge measure how he will behave,

Some social psychologists go so far as to define social psychologzy as

the scientific study of attitudes. (57, p. 282)

Because definitions of attitudes are overlapping in some cases,



contradictory in others, and finally, almost countless in number, with~
out further discussion the foregoing point of view is advanced asg
representative of the nresent position. An attitude or cognitive
stiucture is defined as 2 learned, persisting, predisposition of the
organism which tends to decrease the vardability of behavior. It is
additiohally hypothesized that these structures vary from individual
to individual and are ultimately related to behavior, in this case
academic achievement., Attitudes are herein structured in terms of
arecas and valences. Rach of these 1s taken inte account on three
levels, that of self, ideal~-self, and discrepancy measures. However,
beyond this point of theoretical structuring, the definition of
sttitudes is empirical in nature, That is, items in the G~sort were
selected not because they theoretically should measure attitudes, but
because they have been demonstrated to discriminate among actual
college students in G-sort behavior. The methed is comparable to
that utilizged in the measurement ¢f intelligence where it is un-
certain just what it ie that is being measured, but where empirically
selected items do discriminate and where individusl differences in
response to these items zre subsecuently related to behavioral criteria,
In like manner no attempt will be made to rigidly define the ultimate
nature of attitudes. Items which discriminate among students have
been selected and our coucern 1s with the hypothesized relsiionship
between these variables and the criteria of academic achievement. Tﬁé
following operational definitions have thus been specified:

(1) Attitude - The way the subject actually sees himself in terms
of a Q-sort.

(2) Ideal-Attitude - The way the subject would like to see himself



in terms of az G-sort,

{(3) Self-Ideal Discrepancy - The difference bhetween the individﬁal's
attitﬁdes and ideal-atititudes.

{4,) Better Achievers - The 20 males and 20 females earning the high-
est grade point averages among the original 100 subjects.

{5) ?oérer'ﬁchievers ~ The 20 males and 20 females earning the low-
est grade point averages among the original 100 subjects.

The role of congruence has received considerable attention in
achlevement research, and its conception needs additional clarification.
Rogers (52) has suggested that the neurotic or poorly integrated person
can be represented by two circles which are only slightly congruent;
after successful therapy in the case of such & person, the two are
assumed to have a greater degree of congruence., In diagram form these

ideas are presented in Figure 1.

Self-Structure Experience

£y

Figure 1. Schematic presentation of from left to right, a poorly
integrated, moderately integrated, and hilighly integrated
individual as conceived by Hogers in terms of s
ence congruence.

elfl, experi-

-

Hogers goes on to point out that the highly congruent individual

©

represents the end point of healthy personality development. In this

state a basic congruence between the phenomenal field of experience



and the conceptual structure of the self has been achieved, a condition
representing freedom from internal strain and anxiety as well as freedom
from potential strain,

Behaviorally, however, congruence may well be accompanied by numer-
ous complications and diverse expressions depending on other aspects
of the personality. What might be optimum congruence for one situation,
might be minimum congruence for another, Moreover, lack of congruence
itaelr might in one instance lead to high achievement in a kind of
compensation effort and in another to low achievement due to a with-
drawal reaction,

Thus congruence in and of itself alone is held to be insufficient
for the prediction of behavior such as college achievement., A point
of view which retains its virtues as a measure of personality inte-
gration but additionally attempts to meet the aforementioned dif-
ficulties is presented by analogy.

Malmo (36) has expressed dissatisfaction with current measures
of motivation in terms of antecedents, holding that they are usually
gross oversimplifications of complex motivational states, He, there-
fore, has recommended a fresh approach to the problem, utilizing pat-
terns of concurrent physiological correlates,

In much the same manner many attacks upon the achievement problem
have been based upon the assumption of the unitary charecter of vari-
ables. That is, a single dimension is visualized or postulated along
which persons may be ordered. The alternative point of view, similar
to Malmo's position, holds that single variables are more fruitfully
conceptualized as configurations or patterns of a pluralistic nature,

Thus in the present study, while congruence is one of the variables



tested for relationship to academic achievement, both attitudes and
ideal-attitudes are likewise included. Furthermore, each of these
levels is treated as non-unitary and as consisting of patterns of
areas and valences, Where Malmo hopes to find patterns of physiolog-
ical correlates which taken togelher represent motivational differ-
ences, the present study aims at the discovery of patterns of atti-
tudes, ideal-attitudes, and discrepancies which are important for
college achievement,

Rogers's (52) generzl theory of human behavior embraces three
aspects: perception, behavior, and consequences. Stated in the
simplest terms and related to present interests, consequences such
as academic achievement are a function of behavior which in turn is
a function of perception. The present study is an attempt to quantify
the ;ognitive structures which are felt to underlie perceptive
phenomena and to ascertain their relationship with achievement be-

havior,
Plan of the Study

The design of the study was based upon the method of difference.
The independent variables were sex and academic achievement which
were differentially present in each group. The dependent variables
were the Q-sort scores, The Q-sor% method itself was based upon
an adoptation of the rank ordering method. Controls were instituted
for ability factors. The presentation which follows begins with
a review of the related literature in Chapter II. Chapter III con-
sists of a description of the procedure of the study. Chapter IV

deals with the treatment of the data and the analysis of the results.



Finally, Chapter V presents the summary of the study and the conclusions

that were reached,
Summary

The gap between academic grades and present predictors of college
success has been reviewed, An approach ianvolving the quantification
of patterns of atiitudes, ideal-attitudes, and congruence measures
has been outlined as a potentially fruitful me;ns of attack on this
problem. The present study has been described as 2 preliminary attempt
teo designate some of these attitudinal variables and to assess their

relationship with achievement.



CHAPTER II
A REVIEW OF THE RELATED LITERATURE
Introduction

Implicit in the statement of the basic ;m;blem of the study are
the assumptions that, (1) cognitive structures do exist, (2) grade
point averages are a measure of college achievement, and (3) there
is a more or less invariant relationship between these variables.
The clarification and defense of these assumptions provides the

framework in which the related literature will be discussed.
Cognitive Structures

The cognitive structure is one method of approach to the problem
of how man gains information and understanding of his environment, and
how this experience comes to affect subsequent behavior. There appears
to be a consistency to behavior which cannot always be explained in terms
of the environmental stimulus elements. Cognitive structures are there-
fore postulated as ", . . reported or inferred perceptual organizations,
as mediators between stimulus patterns and behavior." (58, p. 91) With-
in this frame of reference, cognition is a part of behavioral organi-
zation and plays a basic role in the 5-R unit. Broadly speaking this
is the position of holistic and molar theorists such as Stern (68),
Allport (2), Goldstein (23), Rogers (52), Tolman (72), Snygg and
Combs (63), Lewin (34), Kretch and Crutchfield (31), and the Gestalt

10



psychologists.

The etiology of these constructs is not the concern of the present
paper., Only further research can discover their genetic history. The
purpose is solely to quantify these structures as they are currently
demonstrated by individuals,

The literature on cognitive concepts is almost limitless, involving
a variety of approaches, methods, and a confusing difference in term-
inology. Thus according to Bieri (7),

Theories of behavior that use perceptual or cognitive constructs
have found it necessary to postulate some organizing or schematizing
process which is held responsible for the active interpretation and
representation of external events to the organism. (7, p. 112)

To illustrate he lists: Freud's ego, Lewin's functional firmness
of boundaries between the individual and his environment, Tblman‘s‘
cognitive map, Bartlett's concept of schema which refers to the organi-
zation of previous experience which effects the individual's behavior
in a current situation, Piaget's aspecté of assimilation and differ-
entiation of the environment, and Kelly's personal construct system.
Many additional conceptualizations have elsewhere been described, and
as a result this area, while rich in promise, is likewise full of
confusion.

Theoretical justification for the cognitive approach can be found
in the conclusions of diverse theorists on scientific method. Stevens
(69), for example, holds that mentalistic concepts such as percepts,
images, and ideas can be operationally defined. Boring (9) adds that
verbal reports are legitimate when subjects discriminate between
stimuli. Consistent with these views, cognitive attitudes are herein
adopted as intervening variables which mediate between the stimulus

situation of the college environment and the behavioral response of



achievement therein. Riggs (50) clarifies the process assumed to be

involved as follows:

We conceive of an individual's dominant tendency as operating to
facilitate figure-ground organization so that valued meanings stand
out while others drop back and, in effect, are rejected. . . . a
person's dominant tendency gives consistency to all his evaluations.

In this sense ordinary interests, large-scale values, attitudes, senti-
ments, preferences, and minor hedonic choices are related parts of the
same psychological process, namely, evaluative organization of the per-
ceived environment. (50, p. 437)

Going a step further, Bieri (7) states that,

« « «» perception is an active process involving a transformation of
sensory data into a conceptual scheme consistent with the previous
learning and experience of the individual - and - . . . . an under-
standing of these structural differences is of value in predicting
the behavior of the individual. (7, p. 112)

Jones, et al. (29) add:

It is as if each participant must_come to an initial decision [56
matter how tentative or erroneous/ regerding the nature of the social
situation in which he is involved, Out of this decision evolves a
set to attend to, and to employ in certain ways, the information pro-
vided by the other person. (29, p. 155)

Kelly (30) holds that each individual develops his own personal
repertoire of constructs by means of which he structures his world and
tries to anticipate events. These constructs may be thought of as
elements of a system by means of which the individual codifies his
experience., Thus knowledge of the content and structure of constructs
is basic for understanding both perception and behavior.

The importance of such sets as they vary from individual to in-
dividual for academic behavior and achievement would appear to be
crucial, Through quantification of these systems, meaningful predic-
tions about behavior should be augmented.

In over-all sympathy with these views, but utilizing self term-
inology, Rogers (52) summarizes his position as follows:

As experiences occur in the life of the individual, they are either
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(a) symbolized, perceived, and organized into some relationship to the
self, (b) ignored because there is no perceived relationship to the
self structure, (c) denied symbclization or given a distorted sym-
bolization because the rience is inconsistent with the structure
of the self, (52, p. 503) The organism reacts to the field as it

is experienced and perceived. This perceptual field is, for the
individual, 'reality'. (52, p. 484)

In the present conceptualization,both the self and the ideal-self
are treated as attitudes within a framework similar to Rogers. Justi-
fication for this assumption is found in Manis's (37) statement that,

« « « (1) the self concept may be defined, in common-sense fashion, as
the organiged collection of attitudes, opinions, and beliefs an in-
dividual holds about himself, and (2) that, it is at least initially
justified to assume that the self concept is not essentially different
from any other set of attitudes, opinions, or beliefs collected by an
individual about any given object or topic. (37, p. 362)

Thus the self concept is conceived as eguivalent in function to
other cognitive structures like those discussed in the preceding para-
graphs, The ideal-self is considered as a composite of traits which
we accept in ourselves and which we esteem highly in others.

Another matter of concern involves the stability of these structures
over time, Bieri (7) expresses confidence in the enduring quality of
cognitive structures as follows:

« + » o it is assumed that relatively consistent, enduring modes of cog-
nitive schematization will characterize the individuesl's behavior across
situations. Genetically, we assume that as the individual's cognitive
system develops in one realm of experience, it will tend to generalize
to some extent to new realms of experience subsequently encountered by
the individual. (7, p. 112) . . . the manner in which an individual
structures and cognizes one realm of events bears some relationship to
how he structures another realm of events. (7, p. 116)

Moreover, the following experimental evidence indicates that sta-
bility characterizes these structures. Fngel (19) has demonstrated the
relative stability of the self concept over two years in adolescence,
finding an over-all item-by-item correlation of .53 between Q-sorts

obtained in 1954 and 1956, with an instrument of which the ten day



test-retest reliability was .68. Smith (62) found knowledge of a
person's pre-existing attitudes appeared to be a better predictor of
his responses to a heterogeneous, intercultural experience than was
information about the intercultural experience itself. GCollin (24)
reports findings supporting the hypothesis of generality of cognitive
style, indicating an apparent relationship between organizing tendan-
cies and behavior. Messick (43) found that apparently individuals

did perceive attitudes in terms of definite structure, and when called
upon to make judgments concerning attitude relationships, responded in
terms of the dimensional frame of reference. Lecky (33) and Sarbin
(56) have likewise defended the principle of constancy of cognitive
structures.

It would appear then that the evidence for cognitive structures
as enduring, mediating factors in behavior, is sufficient to justify
their further empirical study. Intervening variables postulated for
this purpose in the present study are areas and valences of the self,

the ideal-self, and discrepancies between these levels.
Grade-Point Averages as a Measure of Achievement

Since letter grades after the first semester of college are the
criteria in this study for determining "poorer" and "better" achieve-
ment, the reliability of these measures is germane.

Bendig (6) has investigated the reliasbility of letter grades
as college achievement ratings, and concluded from his data that the
usual evaluation system results in grades with a moderate degree of
reliability. His calculated correlation was .80. However, Clark (13)

discovered a Pearsonian correlation of usually somewhat less than .80
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between first and second term grades. Thus, while grades as measures
of college achievement are somewhat less than perfect, they do possess
a reasonable degree of reliability and appear to be the best measure
available, French (20) presents a cogent argument for the use of
freshman as opposed to upperclass grades as the criteria for college
achievement. He states that:
+« + « While students take a considerable variety of courses in the
freshman year, their freshman programs are much more alike than their
upperclass programs. For this reason 'average freshman grades' may
be not only more quickly available but also more meaningful than
average grades received when the students are working in different
subject matter areas having different degrees of difficulty. (20, p. 67)
Moreover, a study by Brush (10) demonstrated thai, in general,
four year cumulative average validities do not differ consistently
from freshman validities. From this viewpoint, the situation at East
Texas State College is particularly desirable in that all freshman
students enroll in a program of general education which ensures par-
ticipation in a highly similar academic program for the period in

which grades are to evaluate achievement.
The Relationship Between Cognitive Structures and Achievement

The search for factors related to achievement in college has con-
stituted one of the larger areas of educational research., Most fre-
quently these studies have utilized techniques of correlation and the
usual area of concentration has been that of intelligence or aptitude.
ILinear relationships existing between various indices of scholastic
aptitudes or capacities and college success have been computed. Segal
(60), Durflinger (18), Travers (73), and Harris (26) have edited
summaries of the results of some of the research studies in this area.

In general the correlations discovered tend to be low, with the ma-
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jority of findings showing correlations of between .30 and .50. These
studies indicate that, although rank in high school class, achieve-
ment test, and scholastic ability tests, in that order, are the best
single predictors of college success, higher predicability can be ob-
tained when these measures are used together or in combination. Using
multiple correlations, Segal and Durflinger report correlations having
values between .70 and .75. Multiple correlations of from .60 to .70
are reported by Travers and Harris. Therefore, even when using com-
binations, correlations of ability and achievement are far from per-
fect.

In view of these facts additional approaches to those concerned
with intellectual characteristics seem warranted. Of particular
interest in the present connotation is Travers's (73) conclusion
that the advantage of high school grades for prediction resides in the
fact that they represent a greater work sample and involve personality
variables essential to academic achievement. He adds immediately,
however, that these variables presently are largely unknown.

Attesting to the difficulties inherent in the identification of
these factors Rust and Ryan (55) assert that:

Orientation in this field ZSbn—intellectual factoré? is particularly
difficult because the literature presents a vast multiplicity of experi-
mental variables, deals with all academic levels, and is characterized
by a wide varistion in the adequacy of experimental design. (55, p. 442)

Reviews of the literature dealing with relationships between
academic achievement and factors designated as non-intellectual have
been made by Harris (25), Stagner (64), and Travers (73). In general
their conclusions parallel those of LHust and Ryan. 5Stagner states
that, "Linear correlations of intelligence, achievement and person-

ality measures are low and are probably so as a result of the inherent
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nature of the relationship.” (64, p. 655)

If true, this seems tantamount to admission that attempis to solve
this problem are doomed from the outset. However, the question arises
as to whether such pessimism is entirely justified. The difficulties
of establishing linear relationships may reflect the non-existence of
such relationships or merely the inability to measure them accurately
with current instruments and techniques. OStagner, despite the above
conclusion, admits that personality factors do have marked influence
on the correlation of aptitude and achievement.

Sarbin's (56) statement illustrates the degree to which person-
ality and cognitive structures are interwoven with complex behavior
such as academic achievement.

Included in the college student's role expectations are certain actions
such as going to classes, listening to lectures, writing exams, organ-
izing abstract material, using the library, etc,, and certain qualities
such as friendly, cooperative, good-natured, etc. . . If the actions
and qualities which comprise this role are congruent with the self
concept of a particular person, then there is a high probability that
he will perform according to the role expectations of the professors
and other members of the college community. (56, p. 250)

Wylie (76) states that, "Behavior is a function of the self-
concept rather than being predictable simply from an observer's
knowledge of so called objective reality." (76, p. 600) Bartlett's
(4) classic studies of memory, moreover, showed that the indi-
vidual's attitudes and expectations have a pronounced influence on
the memory process. In collsges and universities today, memory surely
may be taken to play a direct role in the achievement of individuals.
In consideration of the strength and vigor of the many viewpoints
pointing to some regularity of relationship between personality and
motivation, attention must be directed to the interpretation advanced

earlier that difficulties in this area may reflect merely the lack of



sophistication in measurement techniques. While the literature on
methods of personality assessment is far too voluminous to be compre-
hensively reviewed, a brief summary will highlight some of the most
important theoretical positions.

Davids (17) reports the following classification of current
methods of assessment: (1) Direct methods - methods in which the sub-
ject is asked consciously to report about some feature of his person-
ality. (2) Indirect methods - procedures that assess personality
without the individual's conscious awareness of what he is revealing
in his responses, (3) Projective methods - assessment procedures
which require the subject to impose structure or completion upon some
form of ambiguous or incomplete stimuli.

To assess the nature of the differences of these methods Davids
measured neuroticism by all three and found his information from each
source to be approximately the same. He concluded, "that the varied
avenues of approach to personality assessment do, indeed, lead in the
same direction, and regardless of method employed, the end product is
likely to be similar."” (17, p. 429) On the other hand Cattell (11)
argues that deliberate self-evaluation should be avoided even if the
answers are not treated at face value because severe distortion is
probable, In his words these are "motivation-situation-allergic"
responses, Since this controversy is likely to rage among psychologists
for some time, in lieu of sufficient evidence for settling the issue, it
will merely be pointed out that the present Q-sort method embodies as-
pects of each of the three methods listed above.

In any event it seems logical to conclude that the sophistica-

tion of techniques for personality assessment has not progressed to



the point where it can safely be interpreted that the failure to find
stable correlations between personality and achievement sufficiently
evidences their non-existence.

Thompsoh (71) for one is of the cpinion that the measurement
of personality factors is of "paramount importance to present-day
education whether in its guidance, grouping, or admissions programs."
(71, p. 398) Garrett (22) concurs in that,

The data reveals that many colleges are basing their entrance
requirements on factors which do not have adequate value in predict-
ing success in college, and therefore, deny entrance to many students
who should be admitted. (22, p. 130)

He further points out that while it is wasteful to have the un-
fit in college, it is likewise wasteful to keep the fit out of college.
Ostrum (49), while conceding that instruments that measure abilities
and aptitudes with a fair degree of accuracy have been developed,
still holds the opinion that their use for predictions in learning
situations has not proven so successful as had been hoped. Ability
alone does not appear to constitute the entire answer to the problem,
"Since the best validities reported . . . do not approach the limit
made possible by the ascertained reliabilities, the theoretical best
possible prediction of college grades is still far away," (20, p. 87)
Thus the need for research utilizing new instruments, as well as
novel adoptations of those currently in use, appears to have been

clearly demonstrated,
Current Research in Personality Variables and Achievement

The group form of the Rorschach has been one of the instruments
used in research into the personality-achievement area. Perhaps the

mest outstandingly successful attempt, as well as one of the most con-
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troversial, was that of Munroes (47) who reported relating a number

of Rorschach variables to subsequent success in college. Margulies (38)
likewise concluded that the Rorschach could prove useful for predicting
success and failure in school., Thompson (71) concurs, finding that
the group Rorschach can be used in the prediction of academic success
above and beyond the prediction possible from a standardized intelli-
gence test. His reported correlations were .38 between test variables
and first semester grades in psychology. Montaldo (45) also reports
positive results. Beckham (5) in a study of high school students

found that honor students possessed emotional maturity "far in excess"
of a failure group and concluded that this is an important factor in
high school success,

In direct contrast to these positive results is Cronbach's (15)
finding that the claims made for objective treatment of the group
Rorschach were not substantiated by his data. A direct repetition
of Munroe's study, for example, found no significant correlations,
suggesting that these findings were atypical and perhaps unique to
Sarah Lawrence College. Similarly, McCandless (40) found that
analysis of the conventional Rorschach categories failed to demon-
strate any statistically important differences between groups of
officier candidates who differed widely in academic achievement.

The position Rust and Ryan (55) have taken towards these contro-
versial findings outlines the difficulties inherent in the use of an
instrument designed for one purpose and subsequently employed for an-
other. They say:

It seems reasonable to assume that academic behavior is not in-

dependent of personal adjustment. Yet it does not seem reasonable to
assume that such adjustment will have a uniform effect upon academic



proficiency. Efficiency in and motivation for study may be increased
or decreased depending upon the nature and degree of the problems in-
volved., For the most part a quantitative scoring of Rorschach variables
cannot be designed to measure adjustment and then be expected to predict
academic behavior as a by-product. (55, p. 452)

Cther attempts, aside from those involving the group LRorschach,
have been made to solve the achievement prediction problem. Altus (3)
adapted the Minnesota Multiphasic Inventory for this purpose. Holding
intelligence constant, he attempted to find significant relationships
between the way college students responded to adjustment items and
the type of grade average which they earned. His conclusion was that
adjustment items can be found which are associated with academic
achievement and which have no relationship with intelligence as cur-
rently measured,

In still another effort Ostrom (49), utilizing the occupational
level key of the Strong Vocational Interest Blank, found a significant
relationship between honor point ratio and both academic aptitude and
occupational level, He, therefore, feels that occupational level is a
valid motivational measure and has a place in a predictive battery,

On the other hand in a separate study (48), this same investigator
found no relationship between this measure and high school academic
grade average.

Within much the same procedural framework several attempts have
been made to relate (U-sort results to academic achievement with most
of the attempts accompanied by some degree of success., Many, however,
were limited in scope and concerned with discrepancy or with self re-
garding attitudes alone as unitary measures. The study most closely
related to the present work is that conducted by Robinowitz (51)

wherein the U-sort measurement of attitudes was utilized in the attempt
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to differentiate among different groups of high school achievers.
Significant differences in differential use of area and valence state-
ments were found between experimental and control subjects, thereby
encouraging belief in the ability of the Q-sort procedure to sensitively
measure qualities of the cognitive structure related to achievement.
Also using a Q-sort, Turner, et al. (74) discovered an "emergent, com-
posite picture of the college student high in self-ideal congruence

[;E contrasted with the student low in self-ideal congruenqé? is that

of one who. . . has a higher scholastic average. . ." (74, p. 205)

Using other measures of the self-ideal-self discrepancy, Martire
(39) likewise succeeded in establishing a relationship between a "kind"
of motivational pattern and a "kind" of self discrepancy. Rust and
Ryan (55) found achievement to be positively related to super-ego
status as defined in their study. Teahan (70) found that high
achievers were predominantly future oriented.

Taken in total, the evidence from these studies, while conflicting
in nature, supports the conclusisn that relationships between person-
ality variables and achievement do exist and that further experi-
mentation along these lines is justifiable. In view of the many com-
plications, instant and complete success in this area can hardly be
hoped for, but the critical need for this information appears to justi-
fy a spirit of tenacity in the face of high failure probability.

In conclusion, the concept of discrepancy which has received so
much theoretical and experimental consideration merits further
attention. Shoben (61) summarizes the issues involved as follows:

e« « «» + » man's ability to assume an attitude toward the 'merely possible!

suggests that the normal person has ideals and standards that he tries
to live up to even though they often exceed his grasp. For an inte-
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grative adjustment doewm not consist in the attainment of perfection
but in a striving to act in accordance with the best principles of
conduct that one can conceive. Operationally, this notion implies that
there is an optimum discrepancy between one's self concept_and one's
ego ideal. Those for whom this discrepancy is too large Zih favor, of
course, of the ide are likely to condemn themselves to the frustra-
tion of never approximating their goals and to an almost perpetually
low self-esteem, Those whose discrepancies are too low, on the other
hand, are probably less than integratively adjusted either because they
are failing to fulfill their human capacity to envision themselves as
they could be or because they are self-deceptively over-estimating
themselves. (61, p. 188)

The findings concerning the relationship of discrepancy scores to
behavior such as college achievement are controversial, however, Martire
(39) hypothesized that subjects who showed high generalized achieve-
ment motivation would show greater discrepancies between the self and the
ideal-self, In general his hypothesis was confirmed. Conversely, in
experiments with performance and stress Miller (44 ) discovered need-
achievement to be practically independent of the self-ideal discrepancy.
McKenna, et al. (42) are also inclined to doubt the simple assumption
that high degrees of self-ideal congruence indicate correspondingly
high degrees of self-acceptance and adjustment. This interpretation
may be a gross oversimplification, In verification of their position
the foregoing authors found that the self concept was a better pre-
dictor than the ideal of the friend's perceived characteristics
when self-ideal congruence was high with the opposite holding when
it was low. Thus conflicts of inconsistencies within the ideal-self
must be considered as well as those of self and/or discrepancies,

Along the same line Mowrer (46) has proposed the tentative suggestion
that therapy results in a change in the present self or ego as opposed
to change in the ideal-self or super-ego. Rogers (53) has reached

a similar conclusion. It is possible in the light of these considera-

tions that correlations between ideal attitudes and achievement be-
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havior might be more stable than those of either attitudes or discrepancy
factors. The simultaneous study of all these factors together has not
yet been undertaken to the knowledge of the writer. Single levels of
the personality may be only part of the story and the present study

seeks to broaden the scope of this approach.
Sex Differences in Cognitive Structures

The present position distinguishes between the sexes in its ex-
perimental design. Supporting the hypothesis of sex differences in
cognitive structures is McKee's (41) statement that:

+ +« » » the content of the self-conceptions of men and women will very
likely reflect the differences in the esteem with which the two sexes
are regarded. And further, the sex difference in discrepancy between
what one believes one is and what one would like to be will also re-
flect this differential esteem. (41, p. 371)

Experimentally there is evidence with which to support this position.
Margulies (38) found that successful girls showed even more marked
differences from unsuccessful girls than did two groups of boys on
Rorschach responses, Helper (27) found that for boys good adjust-
ment is associated with the modeling of the self concept after the
father, but the same is not true for girls modeling the mother. This
points to possible differential sex dynamics in the functioning of
these structures. Abelson (1), using high school grades as a pre-
dictor, found a significant sex difference at four of seven colleges
and a highly significant over-all difference in favor of greater
homogeneity of girl's college grades. Thus a sex difference for
both of the variables in the present study, cognitive structures as

well as achievement measures, must be taken into consideration.
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Summary

In the foregoing chapter discussion has been centered upon selected
examples from the literature on cognitive structures, achievement and
other factors germane to the present undertaking. The position that
cognitive structures do exist, are related to achievement, and can be
measured, has been defended as one potentially fruitful approach to

the problem of academic prediction.



CHAPTER 11X
INSTRUMENTS, SUBJECTS, AND PROCEDURE
Introduction

In this section a general description of G-sort technique is pre-
sented, féllowed by an account of the procedure by which the present
form of this instrument was developed. The School and College &bility
Test is then described. Finally, the subjects and the procedures of

the study are set forth.
f=Sort Technique

In a Q-sort the subject is given a series of statements, in this
instance sixty, and asked to sort them along a continuum from ‘'most
like" to "least like" according to a particular frame of reference.
Distributions and value assignments used are presented in Figure 2.
Statements are placed in freguencies from three through five, seven,
nine, and twelve and hence to three at the opposite end of the dis-
tributien. The Q-values assiguned to these placements range from one

in "least like me"” to nine in Mmost like me¥,

Most Like Least Iike
Discrimination = H : : H : 2 : : Placing”
Prequencies 3 5 97 9 12 9 7 5 3 "Med Ranks"
O-Values 9 8 7 & 5 L 3 2 1 ‘ordered Hetrich

Figure 2, Distributions and value assignments used in the Q-sort.



Q-technique or the procedure for the correlation of persons, in-
stead of tests, was developed by William Stephenson. Cronbach (14)
has described the method as follows:

In the Q-sort, we have a variant of the forced-choice procedure
which has so many psychometic advantages. For one thing, this method
or interrogation is much more penetrating than the common questionnaire
where the person can say 'Yes' to all the favorable symptoms and 'No!
to all unfavorable ones, The method is free from those idiosyncracies
of response which cause some persons to respond 'Cannot say' twice as
often as others, and so make their scores noncomparable., The forced
choice requires every person to put himself on the measuring scale in
much the same manner. Since more statements are placed in the middle
piles, the subject is freed from many difficult and rather unimportant
discriminations he would have to make if he were forced to rank every

statement. (14, p. 378)

Additional advantages of the method have been enumerated by the
same writer,
First, the Q-sort, . . . . provides a flexible method for obtaining a
qualitative description Z;} self-description/ of the individual in a
form for rigorous manipulation. . . . Second, the Q-sort permits
comparison of many different personas which coexist as features of the
same individual., . . . Third, correlation between persons provides a
basis for studying the homogereity of groups. . . . The fourth present
use. . . o is to study cranges, especially in therapy. (14, p. 377)

Moreover, since attitudes may be said to possess both ego and
super-ego components, through self and ideal-self sorts, the technique
offers a means for assessing both, as well as the relationship or con-
gruence between them, Rating all items insures that any given item
will be evaluated within the context of all other items. Stephenson
(66) adds that in this method a population of traits is selected;
these are put in an order of representativeness for the individual,
those most characteristic of him being given high scores, and those
least characteristic are scored low.

Thereby according to Mowrer (46), the G-sort leads to the identi-
fication of personality types, whereas the correlation of tests leads to

the isolation of personality traits or factors. Broadly speaking the
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present research is seeking to identify the "type" of person who is a
better achiever as opposed to the poorer achiever,

For the actual selection of items Cronbach (14) has provided the
following eriteria:

First statements, while logically bearing on the same domain, should
represent a large number of continua. Correlating persons seems to

have no advantage if we present items which all fall into one scale

dealing, say, with age or weight, Second, statements being compared

should have about the same average degree of desirability, over the

entire population. If statements range from black to white, the

sorts of different persons will be about the same, and the method

becomes insensitive, Third, each statement should have substantial
variance, in that different persons put it in different piles. (14, p. 380)

Mowrer (46) adds that:

By thus composing a S sort of what Kluckhohn and Mowrer have_called 'pan-
_human' characteristics Z;hd using a dichotomous distributiq§7, one could
insure the finding that different persons correlate highly, i.e., are
quite homogenreous, If, on the other hand, one selected highly 'idio-
syncratic?! characteristics, such as place and date of birth, address

of present residence, and full name of spouse as items, one could in-
sure the finding that the correlation between persons is very low,

i.e., that persons are very hetrogeneous. Or, by selecting character-
istics, such as society-bound characteristics or role-bound character-
istics which fall in between in the matter of universality, one could
ensure results which would group, or 'factor', individuals into societies
or into special roles /such as professions, religions, political parties,
ete./ (46, p. 359)

And finally, Cronbach (16) issues the following warning:

It is evident that any estimate of the similarity of particular
profiles must be evaluated relative to the similarity of people in
general on the measures in question. A high index of similarity be-
tween two persons might indicate that they are unusually alike, or
might indicate that they possess in common only the characteristics
most humans have. (16, p. 458)

The present (Q-sort instrument was composed to be consistent with
these ideas. With Stephenson's (65) presentation used as the model,
three areas, four valences, and three levels were used., The levels
were achieved by obtaining a self sort, an ideal-self sort, and com-

puting discrepancies between these measures. The three areas were

(1) self, (2) other (specifically teachers), and (3) intellectual or
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institutional, These were selected to be consistent with certain educa-
tional aims described in Behavioral Coals of General Fducation in High
School (21). It was the consensus among this group of educators that
there are three directions behavioral growth must take if students are
to competently carry on the common activities of life in a manner
satisfactory to themselves and acceptable to society: (1) growth to-
ward self realization, (2) growth toward desirable interpersonal re-
lations in small (face to face) groups, and (3) growth toward effec-
tive membership or leadership in large organigzations. Fach of these
is given some degree of representation in one of the three areas into
which the Q-sort is divided. Fach is held to bear relationship to
academic achievement, The "self” area includes those ideas most
intimately associated with the self as both object and instrument.
Traits such as sophistication, optimism, superiority, moodiness, and
freedom of expressing emotion make up the individual items. The "other™"
area involves attitudes concerning teaching and teachers., Liking
teaching, success of teachers in other fields, and adequacy of teachers
as models are samples of the items used. The "idea" area is best de~
fined negatively in that it is composed of items that are not so in-
timately associated with self or interpersonal relations as are the
first and second aress respectively. OSample items refer to ideas
versus subject matter in education, liking for early morning classes,
grade objectives, academic standards, and the tendency to live for the
present.,

While a degree of overlap exists between areas, it is assumed
that individuals possess characteristic differences in the way they

see themselves and/or prefer to describe themselves. That is, where
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one person prefers self-referent statements, another may prefer other-
referent ones, and still another, idea-referent types. The degree of
distinctiveness of areas, as constituted, is felt to be sufficient

for these tendencies to find expression in sorting beha&ior.

The valences are positive, neutral, ambivalent, and negative, &
positive statement tends to enhance the value of any concept included
in the instrument, while a negative form of the same statement tends to
diminish its wvalue. The ambivalent statement at one and the same time
both enhances and diminishes the value, and neutrality is expressed in
either a neither-nor form or as a statement of moderation.

The structure of the Q-sort, summarizing how items were combined

into areas and valences, is presented in Figure 3.

Positive Neutral Ambivalent Negative

Ttems
included
in

each
block

Self Area

RS2 18 VIRV I o

Other Area

Tdea Area

Figure 3. Schematic presentation of the internal structure of the (-sort.

Valences were included in that they are more or less inherent in the



31

dimensions and patterns of complex attitudes. It appears that humans
may like a particular thing, may dislike it, may both like and dislike
-at the same time, or may be indifferent to it altogether, and that the
arrangement of these values varies from item to item. Placement of
four valence expressions of an item along a continuum of "most like" to
"least like" represents a more subtle measurement then may be obtained
by rating a single item stated in one valence form.

Scores assigned to subjects upon which group comparisons are to be
based are thus a composite of the value placements of five separate items,
A self-positive score, for example, represents the pooled value of five
self-positive statements., Such cluster scoring has been highly recom-
mended by Stephenson (65), and Cronbach (16) has summarized its advan-
tages,

In the same manner that cluster scoring reduces the weight given to
specifics, it also reduces the weight given to differences between
persons arising from error of measurement, Hence cluster scores, and
similarity measures based on them, will be more reliable than scores
based on the items. (16, p. 471)

Stephenson (67) is now essentially using cluster scoring in his
analysis of variance based on the Q-sort, In the light of these facts
this method was considered highly advantageous for use in the prosent
research,

A basic question concerning the form of the Q-sort involves forced
sorts versus unforced sorts, In the former, the subject is forced to
put a certain number of statements in each pile or bin, whereas, in the
latter, he is free to put as many or as few in each pile as he might
wish. Both Cronbach (14) and Jones (28) have suggested that the
forced distribution procedures result in a significant loss of infor-

mation due to the elimination of differences in scatter within profiles.
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However, Block (&) has experimently investigated the relative merits
of the two techniques and concludes that,

The forced approach is more useful where item order is judged of para-
mount importance. In many instances, it seems likely that the varia-
tion introduced by unforced sorting can be attributed to peripheral or
unimportant sources, or its meaning be expressed within the item order.
Consequently, no great loss is suffered and many benefits are achieved
in these circumstances by forcing 2ll sorters into comparable data-
systems. (8, p. 492)

In the light of this informstion the forced method was adopted
for the present research with the feeling that at this stage, facili-
tation of comparisons between profiles more than compensated for the
possible loss in additional metric information.

The actual selection of the items for the Q-sort was made almost
entirely upon an empirical basis. The first step was the compilation
of a population of statements., The majority of these were submitted
by 48 students in a course in Introductory Psychology. Students
were asked to write ten positive statements and ten negative statements
reflecting attitudes toward self, teachers, and education. The group
was of mixed classification, including freshmen, sophomores, juniors,
and seniors. Many of the statements submitted were irrelevant and
subject to immediate elimination. After duplications were likewise
eliminated, the remaining statements were rewritten in positive, neutral,
ambivalent, and negative form. Additional statements were then added.
Some were taken from Rogers and Dymond's (53) self statements, and
others were added by the investigator.

Together these statements made up four separate Q-sorts of a
single area, four valences, and 96 items each. There was one self

area sort, one teacher area sort, and two idea area sorts. Bach sort

was then administered to subjects enrolled in 2 course in Personality
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Foundations required of all East Texas State College students. Four
classes were used, thus ensuring an adequate sampling of students at
E.T.S5.C., with the majority of them freshmen. No one individual made
more than one sort. All sorts were for "self" as actually seen to
exist for the subject.

Two criteria were used for the selection of items to be retained
in the final form of the instrument., The first consideration was the
discriminating power of the item, and second was the content of the item
per se. From this point of view the ideal distribution of an item
sorted by thrity subjects would be three or four placements in each
pile or bin from one through nine. That is, where three students
rated this item as most like them, three others rated it as least
like them, and so forth throughout the available nine classifications.
Since four items within each sort were closely related in terms of
different valence statements of the same subject matter, as well as
the sampling limitations, this ideal could only be roughly approxi-
mated. In somewhat arbitrary fashion slightly more weight was given
to the discriminability of positive and negative statements than to
neutral and ambivalent ones at this particular stage of development.

In cases where two or more items discriminated between subjects in
approximately the same degree, an item was retained if its subject mat-
ter or content was dissimilar to other items in the final form. The
aim was to have items as psychologically distant from one another as
possible. Theoretical meaningfulness was likewise taken into consid-
eration., That is, if one item appeared to have ego-involvement for a
subject and discriminated in similar manner to an item with less

apparent ego-involvement, the former was retained. While these judg-



ments were often admittedly subjective in nature, in nearly all cases
where a particular item was weighed relative to another item within
this frame of reference, the advantage of one or the other seemed
apparent and clear cut,

In this manner the original pool of items making up the four sorts
were reduced. For example, of the 24 distinct items making up the self
sort, eight were retained, Likewise, eight items each were retained
from the teacher-sort and the two idea sorts. Each of these items was
represented by four valence statements, This procedure resulted in a
combined sort of 96 items, including the three areas and four valences,
This instrument was in turn administered to 26 subjects similar to those
described above., Items approximating a normal distribution across the
nine classifications after this recombination were retained, while
those which failed to discriminate between subjects were eliminated,
Thus the Q-sort wasfarther reduced to a sort of 60 items, the final
size of the instrument, This form was readministered to 33 subjects
as a final check,

The results of this last pre-sort indicated that further changes
needed to be made in the wording of a few items, but the mazjority were
unchanged, Evidence from all pilot studies was utilized in the deci-
sions concerning the final form of each statement, The items making
up the Q-sort administered in the present research, together with the
history of each item throughout the three preliminary sorts, are pre-
sented in Appendix A.

The discriminating power of single items is, however, but a
single feature of the ideal Q-sort as presently conceived. A second

aspect of theoretical excellence involves the over-all distribution
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and balance between areas and valences. Here again, perfection can
only be spproximated due to the number of variables involved. The
discriminating power of individual items cannot be sacrificed. Since
any change in a valence will have repercussions in the reaction to
areas, a resulting improvement in one direction can result in increased
weakness in another. Thus, the quest for perfection in these dimensions
might be endless. Moreover, existing bias in the population sampled may
make it impossible to achieve perfect balance so that any one area and
valence has the same placement potential as any other.

In the results of the nreliminary Q-sorts a reasonable avproxi-
mation of these goals was achieved despite these inherent difficulties.,
Balance between areas proved to be high. An individual subsequently
described in terms of Q-sort scores, as self, other, or idea dominated,
may, therefore, be presumed to be so as a result of his individual per-
ceptual tendencies. Little apparent prejudice for one area as opposed
to another appears to reside within the instrument as constructed. The
analyses of area balance are presented in Appendix B.

Th

®

results for the valences were somewhat further from the ideal.
Negative items, for example, in the standardizing population were skewed
toward the "least like me" boxes. The difficulty of making negative
statements equally attractive as were positive, ambivalent, and neutral
ones seemed insurmountable, however. In addition, neutral items showed
a tendency to cluster about the middle box, "neither like me, not unlike
me”, PBoth positive and ambivalent items disclosed a slight positive
skewness toward "most like me". As a result there exists certain
valence prejudices within the instrument. If account is taken of these

limitations, the balance of the instrument seems reasonably high.



These figures are likewise presented in Appendix B.

In the ultimate use of the Q-sort, an ideal sort, as well as a self
sort was to be made. To test the workability of the instrument for this
function, a 60 item sort was also made under the ideal sort conditions
by 31 subjects. The results are summarigzed in Appendix C., The distri-
butions of the ideal-sorts differed considerably from the self sorts
for the same group of subjects. Confidence in the ability of the in-
strument to describe the ideal-self as well as discrepancies between
self and ideal-self is thereby enhanced,

A Q-sort has thus been constructed so that preliminary sorts have
empirically established: (1) high levels of discrimination by individual
items, (2) almost perfect balance of the area components so that with an
unbiased population statements from any one area are as popular or un-
popular as those from any other, (3) fair balance in the valence compon-
ents, and (4) the ability to obtain differential placements by the same
subjects on the different levels of self and ideal-self,

As these preliminary findings seem to demonstrate, Livson (35) re-
ports experimental evidence that: "The Q-sort does seem to be able to
say what the sorter wants to say despite the sorter's doubts that his
true impressions are coming through." (35, p. 164) The technique
would appear to be an adeguately sensitive method with which to measure

intervening cognitive variables.
Cocperative School and College Ability Test!

The purpose of this test is to aid in estimating the capacity of

lanual for the School and College Ability Test, Cooperative Test
Division, Educational Testing Service, Princeton, New Jersey.

P &
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a student to undertake the next higher level of schooling. It consists
of four sub-tests, Parts one and three are measures of developed
ability in skills that are closely related to student success in the
verbal kinds of school learning; parts two and four are measures of
ability in quantitative skills of number manipulation and problem
solving, The kinds of material in the four parts of the test are as
follows: Part I - 30 sentence completion tasks, Part II - 25 numerical
computation tasks, Part III - 30 vocabulary tasks, and Part IV - 25
numerical problem solving tasks., It was upon the results of The School
and College Ability Test that the ability factor was controlled in the

reported experiment,
Subjects

The School and College Ability Test was administered to approxi-
mately 600 entering freshmen at East Texas Stite College in the Fall of
1959. The scores of these individuals were rink ordered and the median
calculated. The *wenty-"{ve males and twenty-five females scoring im-
mediately above the median, plus the twenty-five males and twenty-five
females scoring immediately below the median on this test were admin-
istered the Q-sort on October 14, 1959. Complete instructions given to
the subjects are presented in Appendix D. At the end of the first
semester of college, January of 1960, grade points were calculated for
these one hundred subjects based upon a scoring system of four points
for A's, three points for B's, two points for C's, one point for D's,
and gero points for F's., This total was divided by the total hours
taken by the student. Drop-outs were excluded from the investigation.

Courses such as orientation, physical education, and other one hour
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credit courses were excluded in the calculation of grade point averages.
The next step was to divide the total group into four groups as
shown in Figure 4, The median grade point average for both males and
females was calculated, and in each instance the twenty individuals
scoring furthest above and below the medians were retained, while

those nearest the medians were excluded from the study.

Median Grade Point Average™

High Low
Group I Group III
Male "better achievers” o %S W Male "poorer achievers"
Group II Group IV
Female "better achievers" 20 5 5 20 Female "poorer achievers"

*The ten males and ten females scoring nearest to each of the
respective G,P,A. medians were dropped from the study.

Figure 4. Basis for grouping subjects.

Thus groups of "better achieving” males, "better achieving" females,
Ypoorer achieving" males, and "poorer achieving" females, numbering
twenty each, resulted, These were the subjects included in the study.
The means of The School and College Ability Test for each group were
then calculated to test whether the ability fector had been equalized.

The t-values obtained are presented in Chapter IV.
Statistical Design of the Research

Because analysis of variance is a statistical method used for
determining whether significant differences exist between groups,
when several different kinds of variables are being investigated, it

was the method chosen to test the null hypotheses listed on page 4.
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The .05 and .0l per cent levels of probability were assumed. To clari-
fy the procedure that was followed in the statistical analysis, the
final compilation sheet used in assembling the data of the study is

reproduced in Figure 5.

Matrix
Subject No.
Self Sort Totals
Self Teacher Fducational
Positive Al Bl 1 1
Neutral D B F 2
Ambivalent G H I 3
Negative J K L o
13 14 15
Ideal Sort Totals
Self Teacher Educational
Positive A5 B5 c5 5
Neutral D E F 6
Ambivalent G H I 7
Negative J K L 8
16 17 18
Discrepancy Totals
Self Teacher Educational
Positive A9 B9 c9 9
Neutral D E F 10
Ambivalent G H 11
Negative J K L 12
19 20 2

Figure 5., Final form on which data of the study was summarized. Score
Al is an additive of placement values of five self-positive
statements., Scores 1, 5, and 9 are totals of all the positive
statements irrespective of areas on the levels of self sort,
ideal-sort, and discrepancy scores respectively. Scores 13,
16, and 19 are totals of all the self statements irrespective
of valences on the three levels respectively. The other scores
are derived in similar manner.

The actual form utilized in scoring, plus the forms for each of the



antecedent steps, are presented in Appendiz E. Scores represented by
nuabers 1 through 21, and letters A through L, on each level in Figure 5
vere tested to determine Lhe significance of differences in the means

of the four groups on each of these measuree. Thus differences on both
combined and single aspects of cognitive attitudes as herein structured
were analyzed, Self, ideal, and discrepancy scores broken into four
valences and three areas made up a total of 57 variables to be studied
among the four groups,

The assumptions uaderlying use of the anslysis of variance according
to Wert, et al, (75) are: (1) the observations within each category must
be vandom samples, and (2} the variances within the subegroups are
homogenecus, i.2., they are data from a single normally distributed
population, According to these same authors thesec assumptions are not
as strict as is sometimes suppesed, however. They says ¥, . . it is
becoming more apparent that the analysis of variance technlque is
sufficiently satisfactory even where there is considerable departure
from the strict fulfillment of the assumptions, (75, p. 184)

In the present instance randomness is felt to correspond to that
found in cluster sampling. If, for example, every third house in a
block is selected, every individual has had the chance of being found
in this heouse. It is ultimately a matter of probability. In the same
way and to some extent within the present study, every entering fresh-
man has had the opportunity of earning & score which would have placed
him within the experimental group. The assumption of a rvandom sample
from hypothetical populations of "better®” and “peorer® achievers would

appear to have been met to at least a moderate degree.



Summary

In this chapter the theoretical considerations underlying the Q-sort
and the development of the present form of the instrument have been
described. Two approaches seemed possible in the development of the
instrument. The first would seek a theoretical basis for justification
of the inclusion of a particular item, while the second would seek empiri-
cal evidence concerning the item's power to discriminate between persons.
The present method represented somewhat of a compromise in that areas
and valences were selected within a theoretical framework, but the items
themselves were retained primarily upon an empirical basis. The results
of preliminary sorts indicate that the instrument as derived does dis-
criminate between persons, The procedure of the study has likewise

besn outlined.



CHAPTER IV
TREATMENT OF DATA AND ANALYSIS OF RESULTS

The following chapter is composed of a detalled account of the

statistical treatment of the data, and the analysis of the results.
Grouping by Grade Point Average

The means and standard deviations of The School and College Ability
Test scores for the groups of male and female, better and poorer achiev-
ers, are presented in Table I. The average age of the females was 18.2

(years) and the males 18.4 (years).

TABLE I
MEANS AND STANDARD DEVIATIONS FOR SCAT SCORES

Male Better Msle Poorer Female Better Female Poorer

Achievers Achievers Achievers Achievers
Standard Deviation 1-82 1.72 2. 93 3-39

The results of the t-tests for the significance of the differences
in group means for standard scores on The School and College Ability
Test are presented in Table II.

None of the results were significant, and it may be concluded that

there are no differences in scholastic ability in the four groups. The

L2
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grade point average of 2,32 for better achiever males, .88l for poorer
achiever males, 3.015 for better achiever females, and 1.691 for poorer

achiever females is apoarently the result of factors other than ability.

TABLE II
t~-VALUES FOR DIFFERENCES BETWEEN SCAT STANDARD SCORE MEANS

Groups t-Value
Females better, females poorer .09
Males better, males poorer . «26
Males better, females poorer 28
Males better, females better obidy
Females better, males poorer .26
Females poorer, males poorer 11

Analysis of Variance

The analysis of variance for the self positive area is presented in
Table ITII. Analyses are the same for the remaining 56 categories. De-
grees of freedom are the same throughout, and the analysis is for sex,

achievement, and interaction.

Attitudes: Analysis of Results

The first null hypothesis concerning attitudes was that attitudes
towards self, teachers, and education are the same for the four groups.
For achievement groups the hypothesis cannot be rejected for self or
for education as may be seen by inspection of Tables XIII and XIX, How=-

ever, for attitudes toward teachers, the null hypothesis must be re-



jected. Significant differences were found to exist in this area as
reported in Table XV. For sex groups the null hypothesis is rejected
for self, teachers, and education. Significant differences are re-
ported in each of these areas in Tables XIII, XIX, and XV. Achieve-
ment groups differ in their attitudes towards teachers, and sex

groups differ in their attitudes towards self, teachers, and education.

TABLE III
ANALYSIS OF VARIANCE OF SELF POSITIVE ATTITUDES

Source of Degrees of Sum of Mean
Variation Freedom Squares Square
Sex 1 130 130
Achievement 1 11 11
Interaction 1 L5 L5
Within 6 146k 19.3
Total 79 1650
Sex F,76 = 130 = 6.7
19.3
Achievement  F;,76 = 11 = <1.00
19.3
Interaction Fl,?é = = 2.33

43
19.3

The second null hypothesis relative to attitudes was that positive,
neutral, ambivalent, and negative valences of the four groups are the
same, For the achievement grouping the hypothesis cannot be rejected
for any valence since the only significant findings were in the teacher
areas as presented in Tables V, VII, IX, and XI. The total placement
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of positive items does, however, approach significance as indicated in
Table V. A tendency thus exists for better achievers to give posi-
tive items higher placement than dc poorer achievers. TFor sex groups
the null hypothesis cannot be rejected for positive, neutral or
ambivalent valences, Significance is approached in the neutral valence,
with a trend appearing for females to give higher placement to neutral
items than the males in this study. For the negative valence the null
hypothesis is rejected as the difference in placement of these items,
irrespective of area, is significant at greater than the .0l level of
confidence as reported in Table XI, Achievement groups do not differ
in attitude valences, but sex groups differ in their use of negative
statements for self description, with males placing negative state-
ments higher than do females. A detailed discussion of these find-
ings is presented in the following paragraphs.

Attitudes - Positive Valence

The means of the four groups for self positive, teacher positive,
education positive, and total positive attitudes are presented in
Table IV.

The F-values for the analysis of variance of the difference
between these means are presented in Table V,

The means of the better achievers are higher than those of the
poorer achiever for teachers, education, and total positive, indicating
a tendency for this group to describe themselves by higher placamuntl
of positive items. The F-value of 3.39 for total pesitive, approaches,
but falls short of the .05 level of confidence. The trend, however,

becomes significant for the positive teacher items. Better achievers,



both male and female, give higher placement to teacher positive items
than do poorer achievers. On the self level the trend is divergent
with the mean of the male lower achievers exceeding that of the male
higher achievers, whereas the reverse relationship is found for the
females., This result is reflected in the analysis of variance re-
sults by the F-value of 2,33 for interaction on the self positive

level,
TABLE IV
ATTITUDE MEANS POSITIVE VALENCE
Males High Males Low Females High Females Low

Self Positive 13_-70 19.45 22.75 20,50
Teacher Positive 29.05 27.05 29.40 26.00
Education Pesitive 25,75 25.55 26,65 26,05
Total Positive 73.50 72.05 78.80 72.55

TABLE V
F-VALUES: DIFFERENCE BETWEEN MEANS, ATTITUDES-POSITIVE VALENCE

Sex Achievement Interaction
Self Positive 6, T4% — 2.33
Teacher Positive s 5.70% e
Education Positive —— —_— —
Total Positive 1.92 3.39 1.31

# Significant at the ,05 level of confidence
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in these groups describe thenselves in higher positive teras than do
the nales,
It appears that as s group these entering frashmen atbtach grester

value to tescher positive and educational positive items than to self

nogitive items., Thirty elight per cent of the value of total positive

statements is made up of teacher 1
item placexent, and only 27% by self item placement. Thus the con-
clusion may be enteritained that these entering freshmen are more con-

3

cerned with the teachsr sresz than with elthsr self or educationsl ideas.
comparing attitudes and idosl-abiitudes following the section on ideal-
attitudes.

Abtitudes - Nevitral Valence

The means of the four groups for self positive, teacher positive,

the achievement grouns and none of the F-wvalues approach signiflicancs,
Placemont of neubtral items by relatively different achievement lovel
groups is the same, For sex groups a trend for differential place~-
ment of nentral items does exist end reaches significance for ths

dacationsl newtral ibems, TFemales give these items higher place-



ment than do males, and there is a tendency for higner placement of
ali neutral items. lHowever, for items dealing with teachers the trend

is reversed, and though tho difference is well shori of significance,

males tend to place these items higher than females,

TABLE VI

ATTITUDE MEANS NEUTRAL VALENCE

Males High #ales Iow TFemales High TFemales Low

<

Self Heutral 28450 28415 29¢L5 31.05
Teacher Heubtral 264,90 25435 25435 24e90
Bducation HNeutral 25.80 25,55 27 .50 28.45

Total Neubral §1.20
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TABLE VII

3':[";‘47—: ﬁ.l ‘Er*z\.;* 2
Aehicvement Interaction
Self Neutral 3.95 —— 1.08
Teacher Neubral . 145 1.45 ——
Fducation Neutral 5, 86% —— ——
Total Neutral 327 — 1ed2
# Significant st the .05 level of confidence
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bivalent, educetion ambivalent, and tobal 2abivalent attitudes are

presented in Table VIIZ,

'ABLE VIII

ATTITUDE MUANS AYMBIVALENT VALENCE

T

Males High HMales Low lewmales lilgh Iemales low

Self Ambivalent 26445 26.15 26445 27.95
Teacher Ambivalent 28,00 28.50 28,85 28425
Fducation Ambivalent 26475 28.25 27.55 27.50
Total Ambivalent 81,20 82,90 82,85 83,70

+

The F-valuss for the analysis of variance of the difference

between these means are vresented in Table IX,

TABLE IX

F-VALUES: D

e Ty "1 B al 1 7 TUARIRY Y T ¥
ol MEANG, ATTTTUDES-ANBIVALSNT VALBNCE

Sex Achlievenent Intaeraction
Self Awbivalent 1,17 R ——
Tescher fmbivalent —— ——rcen e
duegtion Anbivalent — —— ——
Total Ambivalent N - ——

There are no apparent trends for either sex or achievement groups
to use amblvalent items in a2 differential manner. Thus ambivalent

statenents do not sppear to discriminste between either sex or achieve~
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ment grouns,.

Eptitudes - Wegative Valence

The means of the four groups for self negative, teacher negstive,
education negative, and total negative attitudes are presented in

Table X,

\BLE X
TABLE 3

ATTITULE ASANS NEGATIVE VALENCL
ot

v

Hales High Hales Low Ffemsles High TFemales Low

Sel1f Negative 2310 22440 . 20,60 20.30
Teacher Negative 18,65 21.80 16.85 19.70
Education Negative 22435 21,80 18,60 19.35
Total Hegative 64410 66,00 56,05 59.35

The F-values for the analysis of variance of the difference
between these means are presented in Table AI.

The difference between the achievement groups in the placement of
teacher negabive items is significant at pgreater than the .01l level of
confidence. The poorer achievers show a strong tendency to give these
items higher placement than do the better achievers. There is likewise,
although well short of significance, z tendency for this te be trus of
total placement of negative statements, the F-value sqgualing 1.82.

The trend for differential placement of nsgative ibems according
to sex is the most extreme yet sncountered. In the sducation and

total areas the difference is sipnificant at well beyond the .01 level
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of confidence, and in the self and teacher areas tie difference is just
short of significance at the .05 level of confidence. The females in
this sample appear to consistently give lowsr placement to negative
statements than do the males, particularly with educational statements.
The males appear to be considerably more willing to describe themselves

in negative terms in all areas.

TABLE XI
F-VALUES: DIFFERENCE BETWEEN MEANS, ATTITUDES-NEGATIVE VALENCE

Sex Achievement Interaction
Self Negative 3.67 S— it
Teacher Negative 3.65 8,65%¢ ——
Education Negative 10.85%# —— _——
Total Negative 14, 57%% 1.82 —

% Significant at the .01l level of confidence
Attitudes - Self Area

The means of the four groups for self positive, self neutral, self
ambivalent, self negative, and total self attitudes are presented in
Table XII,

The F-values for the analysis of variance of the difference
between these means are presented in Table XIII,

There is no difference between the various achievement groups in
their placement of self statements, irrespective of the valence con-
sidered. The sex difference, however, is significant in the positive

valence and in the total self placements. Moreover, differences in



trand for hoth neutral znd seem

to handle self ststements

i1

semewhat differently than 4o Tenslss,  They

neutral, and ambivalent ctalements over-all lower placement {(less

generally lower than that of the females.

ATTITUDE MEANS SELF ARSBA

Hales High Hales Low lemales High TPemoles Low
Self Positive 18,70 19,45 2275 20,50

Self Neutral 28.50 28,15 29.45 31.05
Self Ambivalent 26,45 26,15 26,45 27.95
Self Hegative 23.10 22.40 20,60 20.30

Total Self 96.75 96,15 99.25 95.80

TABLE XIII

P-VALUES: HOE BEIVEEN MPANS, ATTITUDES-SELD ANLRL

Sex Aehievemnent interaction

 Self Positive 6. T4 ——— 2633
Self Neutral 3,95 — .08
321f Ambivalent 1.17 ——riar —
Self Wegative 3.67 — —

tal Self Lo 97H e e
% Significant at the .05 level of confidence
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Attitudes -~ Teacher Area

The means of the four groups for teacher positive, teacher neutral,
teacher ambivalent, teacher negative, and total teacher attitudes are

presented in Table XIV,

TABLE XIV

ATTITUDE MFANS TEACHER AREA

Males High Males Iow Females High Females Low

Teacher Positive 29.05 27.05 29.40 26.00
Teacher Neutral 26,90 25.35 25.35 24.90
Teacher Ambivalent 28.00 28.50 28,85 28.25
Teacher Negative 18,65 21.80 16.85 19.70
Total Teacher 102,60 102,70 100.45 98.85

The F-values for the analysis of variance of the difference
between these means are presented in Table XV,

The difference between the achievement groups is significant at
greater than the ,01 level of confidence in the use of teacher negative
statements, and at greater than the .05 level of confidence in the use
of teacher positive statements. The better achievers give higher place-
ment to the teacher positive items and lower placement to the teacher
negative items than do the poorer achievers of both sexes. In this
instance the placement of the two classes of items is both compli-
mentary and consistent, although the negative items discriminate to
a finer degree than do the positive ones.

There is a significant difference between the sex groups in the



total placement of teacher items, with malss receiving the higher
values, The sex difference in the use of teacher negative items
just misses being significant. The males tend to assign these
statements higher vslues than do the females. In view of the higher
achievement of the females in the sample, this finding is highly

consistent with the findings for the achievement groups.

TABLE XV

F-VALUES: DIFFERENCE BETWEEN MEANS, ATTITUDES~TEACHER AREA

Sex Achievement Interaction
Teacher Positive —_—— 5.70% e
Teacher Neutral 1.45 1.45 i
Teacher Ambivalent e —_— —
Teacher Negative 3.65 8.65%¢ R
Total Teacher 4. 89% ——— e

* Significant at the .05 level of confidence

#% Sipgnificant at the .01 level of confidence

Since the primary focus of interest in the present research is in
differences between better and poofer achievers, irrespective of sex,
item analyses were made of the teacher positive and teacher negative
statements. Results for the positive items are presented in Table XVI,

A general trend thus exists for the better achievers to place
each of these items in a higher category than do the poorer achievers,
The only exception to this was found with Item 20, where the males
followed the general tendency, but where the females reversed the

placement, resulting in a negative value for the difference between



the means for this item. The most discriminating item was number two
which reads, "I feel I would like being a teacher.” Next was Item 17
reading, "I feel teachers would be successful in positions other than

teaching."

TABLE XVI
ANALYSIS OF TEACHER POSITIVE ITEMS

25

Items Making Up Means Means

This Category Males & Females High Males & Females Low Difference

Item 2 6.25 L.85 1.40
Ttem 17 6.075 5.10 975
Ttem 20 5.525 5.75 (.225)
Ttem 35 6.00 5.60 40
Iten 50 3.375 3.225 15
Total Mean 5.845 5.305 2.70

Results for the negative items are presented in Table XVII,

The trend here is for the better achievers to give lower place-
ment to negative teacher items than do the poorer achievers. Inter-
estingly, Items 20 and 50 on the positive level, coresponding to
Items 32 and 59 on the negative level, do not discriminate between
groups in either instance. Item 20 reads, "I feel that teachers
treat students as equals." Item 50 reads, "I feel at ease when talk-
ing to teachers."” Both these items have a personal connotation and
express directly or indirectly a relationship between sorter and
teacher. Item 2, quoted earlier, offers a simple choice. No stigma

is attached to not liking teaching as a vocation. Item 17 which was



guoted earlier, and Item 35 which reads, "I feel teachers are good models

Q9

for adult behavior patterns," call for direct evaluation of teachers as
a group with, however, the relationship asvects somewhat wmodified., It
appears as though on attitude levels teacher ltems discriminszte between

?,

better and poorer achlevers to a greater degree than do either self or

educational referent items. Furthermore, it appears that the more

impersonal and non-relational these items, the more discrimination

they provide.

TABLE XVII

ANALYSIS OF TEACHER NECGATIVE ITHHS

Ttems Making Up Means Heans

This Category Males & Females High Hales & Females Low  Difference
Ttem 14 7.00 9.75 (2.75)
ftem 29 _ 6.60 8.80 (2.20)

Ttem 32 7.25 7.30 (.05)
Ttem A7 5,75 6.70 {.95)

Ttem 59 8,85 8.95 .10
Total Mesn 7.09 8.30 (6.05)

Perhaps it is not the degree to which students perceive of them-—
selves as having difficulty or ezse in their reletionships with teachers
which is important for subsequent verformance as = student, bub the ex-
tent to which group stereobypes have been accepted for thinking of
teachers,

Lttitudes - Bducation Area

o

The means of the four groups for education positive, education
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neutral, education ambivalent, education negative, and total educational

attitudes are presented in Table XVIII.

TABLE XVIII

ATTITUDE MEANS EDUCATIONAL AREA

Males High Males Low

Females High Females Low

Education Positive 25.75
Education Neutral 25.80
Education Ambivalent 26,75
Education Negative 22.35
Total Educational 100,65

25.55
25.55
28,25
21.80
101.15

26,65
27.50
27.55
18,60
100,30

26.05
28.45
27.50
19.35
101.35

The F-values for the analysis of variance of the difference

between these means are presented in Table XIX,

TABLE XIX

F-VALUES: DIFFERENCE BETWEEN MEANS, ATTITUDES-EDUCATIONAL AREA

Sex Achievement Interaction
Education Positive —— i S
Education Ambivalent s o e
Education Negative 10,85%# — i W

Total Educational ———

#* Significant at the .05 level of confidence
#% Significant at the .01 level of confidence
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No differences between the achievement groups exist in this area
on any valence or in the total of the placements. For sex groups
neutral educational items are placed on a differential basis at greater
than the .05 level of confidence., Negative educational item differences
are significant at greater than the ,01 level of confidence, The neu-
tral items are given higher placement by the females than by the males,
Conversely, the negative educational items are given higher placement
by males than by females. Since the females were relatively better
achievers than the males, these results may be taken to mean that
negative attitudes towards educational ideas are a possible handicap

for subsequent achievement.
Ideal Attitudes -~ Analysis of EResults

The first null hypothesis concerning ideal-attitudes was that
ideal-attitudes towards self, teachers, and education were the same
for the four groups. For achievement groups the hypothesis cannot
be rejected according to the evidence obtained. As presented in
Tables XXX, XXXII, and XXXIV the .05 level of confidence is not
achieved. However, in several instances significance is approached.
For the sex groups the null hypothesis must be rejected, These groups
differ in their self-ideal-attitudes (Table XXX), in teacher-ideal-
attitudes (Table XXXII), and in education-ideal-attitudes (Table XXXIV).
The nature of these differences is discussed in further detail in the
section following each of these tables. Interaction was found to be
significant on two occasions (Tables XXX and XXXIV), indicating that
the use of ideal statements for self and education may be differential

for achievement dependent on sex.
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The second null hypothesis relative to ideal-attitudes was that
positive, neutral, ambivalent, and negative valences of the four groups
are the same, For the achievement groups the hypothesis is rejected
since a significant difference at greater than the .05 level of con~-
fidence and near the ,01 level of confidence was found in the dif-
ferential use of negative statements as presented in Table AXVII,
For sex groups the null hypothesis must likewise be rejected since
differences were found beyond the .05 and .0l levels of confidence
as presented in Tables XXI, XXV, and XXVII.

Achievement groups thus were found to differ in the use of
valence statements at the ideal-attitude level and the sex groups to
differ in the use of both area and valence statements. The detailed

discussion of these differences follows,

Ideal Attitudes - Positive Valence

The means of the four groups for ideal self positive, ideal
teacher positive, ideal education positive, and total positive ideal-

attitudes are presented in Table XX,

TABLE XX

IDEAL~ATTITUDE MEANS POSITIVE VALENCE

Males High Males ILow Females High Females Low

Ideal Self Positive 23.45 2l e25 30,60 26,90
Ideal Teacher Positive 32.50 29.40 32.85 32.50
Ideal Education Positive 26,65 28,25 29,35 28.20

Total Positive 82. 60 81. % 92 .80 87.&
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The F-values for the analysis of variance of the difference

between these means are presented in Table XXI,

TABLE XXI
F-VALUES: DIFFERENCE BETWEEN MEANS, IDEAL-ATTITUDES-POSITIVE VALENCE

Sex Achievement Interaction
Ideal Self Positive 18,43%% 1,61 3.83
Ideal Teacher Positive 2,58 2.58 1.66
Ideal Education Positive 1.80 ——— 1.91
Total Positive 15, 35%¢ % bl 1.20

## Significant at the .0l level of confidence

For achievement groups no significant differences are found in
positive valence, ideal-attitude placements. For sex groups a signifi-
cant difference at beyond the .0l level of confidence is found for
total placement as well as in the self area, Positive ideal state-
ments in general are given higher placement by females than by males,
and this is particularly true of self positive statements. There is
a general trend for interaction variables to be higher than was found
on the attitude level. Interaction is close to significance on the
self level. Apparently, the female better achievers tend to place
self positive items higher when describing themselves on the ideal
level than do the poorer achievers, whereas the male better achievers
tend to give these same items lower placements than do the male poorer
achievers. It should be noted that the difference is much larger for

the females than for the males, and that the lower female mean is well
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above the higher male mean. Higher positive ideals tend te be an

advantage to the females taken as betber achievers than males, and
moreover within the female sex this same higher placement continves
o accompany better achievement. The same general tendency is re-

flected in the non-significant Fevalue of 2.12 for total positive

achlevenment groups.

Ideal Abtitudes - Heutral Valence

The means of the four groups for ideal self neutral, ideal
teacher neutral, ildecl education neutral, and total neutral ideal-

attitudes are presented in Table XXII,

TABLE XXIT

IDBEAL-ATTITUDE MEANS NEUTRAL VALENCE

Males High ¥ales low Temales High TFemzles Low

Ideal Self Neutral 30,30 30,05 32,20 31.05
Idesl Teacher Heutral 27425 27.25 26 .40 25,50
Ideal Education Heutral 29,65 26,65 28.95 30.20
Total Neutral 87.20 83.95 87.55 86,65

The F-values for the analysis of variance of the difference
between these means are vpresented 1n Table XXIIT,

No significent Gifferences were found in the neubtral valences
between achievement groups. The same is true for grouping by sex,
although the placement of ideal teacher neutral items approaches

a

significance. The only significant item in this category iz the
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interaction value for education neutral. In this instance the male
better achievers give such items higher placement than do the male
poorer achievers, whereas the female poorer achievers reverse this
trend. In general, however, neutral statements on the level of
ideal-attitudes do not appear to discriminate between the groups

composing this study.

TABLE XXIII
F-VALUES: DIFFERENCE BETWEEN MEANS, IDEAL-ATTITUDES-NEUTRAL VALENCE

Sex Achievement Interaction
Ideal Self Neutral 1.89 — i
Ideal Teacher Neutral 3.49 —— St
Ideal Education Neutral 2.17 — L .89%
Total Neutral ———— 1.67 —

# Significant at the .05 level of confidence

Ideal Attitudes - Ambivalent Valence

The means of the four groups for ideal self ambivalent, ideal
teacher ambivalent, ideal education ambivalent, and total ambivalent
ideal-attitudes are presented in Table XXIV,

The F-values for the analysis of variance of the difference
between these means are presented in Table XXV,

For the achievement groups no significant differences are found
for ambivalent valences on the ideal-attitude level. For sex groups
the difference is significant at better than the .05 level of confidence

for the total of ambivalent statements as well as for educational and
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teacher ambivalent statements. Males tend to place ambivalent statements
higher in describing themselves on the ideal level than do females. This
in particular is true of educational ambivalent statements, Ambivalence
is apparently better tolerated in the ideal-attitudes of males than of
females. If this is true, since females as a group achieved in excess

of males, then ambivalence in ideal-attitudes might possibly be a

handicap for grade-point achievement.

TABLE XXIV
IDEAT~ATTITUDE MEANS AMBIVALENT VALENCE

Males High Males Low Females High Females Low

Ideal Self Ambivalent 23.50 23.40 22.95 22.90

Ideal Teacher Ambivalent 24.90 25,65 24.05 23.45

Ideal Education Ambivalent 26.20 25.70 23.55 24495
TABLE XXV

F-VALUES: DIFFERENCE BETWEEN MEANS, IDEAL-ATTITUDES-AMBIVALENT VALENCE

Sex Achievement Interaction
Ideal Self Ambivalent — —s e
Ideal Teacher Ambivalent 4.05% —— ————
Ideal Fducation Ambivalent 5.3 ——— 1.84
Total Ambivalent 5.76% —— it

#* Significant at the .05 level of confidence



The means of the fouwr groups for idesl self negative, ideal
teacher negative, ideal education negstive, and total negative ideal-

attitudes are presentad in Table XXVI.

TOPAL-ATTITURE MEANS NuCATIVE VALENCE

Hales High Males Low [Pemales High Temales Low

o

Ideal Self Negative i7.2 19,70 14.65 15.50
Ideal Teacher Hegative 17.25 17.60 15.70 18.30
Ideal HBducation Negative 21.15 22.10 18.75 20,65
Total Negative 55,60 5940 49.10 Shok5

The F-values for the analysis of variance of the difference

between these means are pregsented in Table XEVII,.

TABLE XEVIL

F-VALUES: 85, IDEAL-ATTITUDES-NIGATIVE VALENCE
Sex Achievenent Interaction
ideal Self Hesgative 13.8)%3% 3.35 ——
ideal Teacher Negative e 2.69 1.63
ldeal Bducation Negative P 2.43 —
Totsl Regative Li.h3ses T 205N e

# Slgmificant at the .05 level of confidence
#% Gignificant at the 0L level of confidence
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For the total placement of negative statements on the ideal level,
the difference in the achievement groups is significant at greater than
the 01 level of confidence, The lower achievers show é fendency to
give higher placément to these negative itéms than do the bstter
achievers, For sex groupings the difference 1s likewise significant
for total negative items as well as for self items, in particular,
and educational items to a lesser degree. In each instance the males
tend to place negative items higher then do females, The ideal place-
ment of negative items Lhus successfully discriminated between the
achievement groups composing the present study.

In view of the success of these statements an item analysis was
made for all negatiﬁe items. The results are presented in Table XXVIII,

As may be seen only two iteme (32 and 30) reverse the trend for
higher plaéement by the lower achieving groups. The tendency thus
appears to be general and spread over all negative items regardless
of area, Individual differences in items within areas are noticeable,
however, with the brunt of discrimination carried by two itsms in each
area, 13 and 46 on the s2lf level, 14 and 47 on the teacher level, and
45 and 48 on the educational level. & willingness to place these items
{and the others to 2 lesser degiee) relatively higher in a self descrip-
tion of ideal-attitudes seems to accompany relatively poorer grade-point
achievement. The same is true fof males versus females, in that males
pla¢e such statements higher than do females, Since the same relation-
ships did not hold for the complimentary positive ideal-attitude state-
ments, it appears that a.kind of defensiveness méj be involved, Whereas
achievement groups tend to gilve equivalent placement to positive items

displaying perhaps a generalized desire toward positive ideal-self
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description, a concurrent inability to contain self doubt in the use of

negative statements may be postulated.

Thus the individual who tends

toward poorer achisvement nay find it imvossible, even on the ldeal
x iy 2

Jevel, to refrasin from olacing negative statements relatively higher
P! B & g &

than will those whose success potential is greater.

TLRYE OWITE
TrEe AMALYSIS OF INRAL-NE s STAVEAENTS
Means Heans
Maies & Females High Yales & FPemesles Low i fference
Self 13 1.925 2,90 (.975)
Ttens
16 4.375 Lo h25 (.05)
31 2.95 3.05 (.10)
L6 3.975 4.375 (.40)
58 _2.70 2.85 (:15)
15,925 17.60 (1.675)
Teacher 14 3.40 4.30 (.90)
Items )
29 34575 3,725 (.15)
32 3.275 3.075 .20
L7 3.25 3.70 (45)
59 2.975 3415 (.175)
15,475 17.95 (1.475)
Fducation 15 5.10 5,225 (.125)
ftems
30 5,05 3.975 .075
L5 2,975 3495 (.975)
L8 3.75 L.125 (.375)
60 fs 075 Lo 10 (.025)
19,95 21,375 (1.425)
fobal 56,925 (4.575)

Over-all HMean

L]
LAY

L]
ol WS
o R

3:795
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Ideal-Attitudes - Self Area

The means of the four groups for ideal self positive, ideal self
neutral, ideal self ambivalent, ideal self negative, and total ideal

self attitudes are presented in Table XXIX,

TABLE XXIX
IDEAL-ATTITUDE MEANS SELF AREA

Males High Males low Females High Females Low

Ideal Self Positive 23445 24,25 30,60 26.90
Ideal Self Neutral 30.30 30.05 32,20 31.05
Ideal Self Ambivalent 23.50 23.40 22,95 22,90
Ideal Self Negative 17.20 19.70 14.65 15.50
Ideal Self Total W45 97.40 100.40 96.35

The F-values for the analysis of variance of the difference
between these means are presented in Table XXX,

For the achievement groups no significant differences are found
in the use of self statements on the ideal level. For sex groups
differences are found at well beyond the .0l level of confidence,
These differences were described earlier in the discussions accompany-
ing Tables XXI and XXVII, Of additional interest here is the signifi-
cant interaction effect found for placement of self statements of all
valences., The female better achievers place these statements generally
higher thﬁn do the female poorer achievers, whereas for males the re-
verse relationship is obtained. Differential meanings of self ideal-

attitudes for the two sexes appears to exist. For females high place-
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ment of self-area, ideal-atbitudes appears to be related to better
achievement, and high self ideals may be considered an asset, Tor

males, however, it would sppear that relatively higher ideal:

A7

!fz

are a
handicap. These differences might well bear z relationship to the
nore positive attitudes toward self found to exdist for the females
of this study. High self-ares stiitudes perhaps lead to toleration
of high self-area, ideal-attitudes, whereas individuals relatively
lower in self attitudes cannot tolerate the higher levels of ideal-

attitudes,

j -l.-T4LJ ) s_z{
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Sex Aehievement Intersction

Ideal 3Self Positive 18,43%¢ 1.61 3483

Idesl Self Neutral 1,89 B —
Ideal Self Bmbivalent i e ——
Tdeal Self Megative 13,844 3.55 e

Ideal Self Total 2,68 —— 5 458

® Significant at the (05 lew=l of confidence
LB O

¥
¥

%

ignificant at the 0L level of confidence

Tdeal-Abtitudes —~

The means of the four groups for ideal teachsr positive, ideal

teacher neutrel, ideal teacher zmbivalent, idsal teacher negative, and

totel ideal teacher attitudes are presented in Teble Xl

5y, )

the P-values for the analysis of variance of the difference
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between these means are presented in Table XXXII,

TABLE XXXI

IDEAT~ATTITUDE MEANS TEACHER AREA

Males High Males low TFemales High TFemales low

Ideal Teacher Positive 32.50 29.40 32.85 32.50
Ideal Teacher Neutral 27.25 27.25 26 .40 25.40
Ideal Teacher Ambivalent 24.90 25.65 2L.05 23.45
Ideal Teacher Negative 17.25 17.60 15.70 18.30
Ideal Teacher Total 101.9C 99.90 99.00 99.65

FVALUTS 2

TABLE XXXII

DIFFERENCE BuTWEEBN MEANS, IDEATL-ATTITUDES-TEACHER AREA

Sex Achievement Interaction
Ideal Teacher Positive 2.58 2.58 1.66
Ideal Teacher Neutral 3.49 ——— —
Ideal Teacher Ambivalent 4,05 - ——
Ideal Teacher Negstive —r— 2.69 1.63
Ideal Teacher Total 1,10 —— ——

#* Significant at the .05 level of confidence

No significant differences are found for the ideal teccher area
between achievement groups. For sex groups 2 significant difference at
better than the .05 level of confidence is found for teacher ambivalent

statements. Males tend to give such items higher placement than do the
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females of the =study.
Tdeal-Attitudes - Education Area

The means of the four groups for ideal education positive, ideal
education neutral, ideal education ambivalent, ideal education nega-

tive, and total ideal educational attitudes are presented in Table

XEXITIT.
TABLY, XITY
IDEAL-ATTITUDE MEANS BEDUCATION AUEA
Males High Males Low Females High Females Low

Ideal Education Positive 26,65 28.25 29.35 28.20
Ideal Fducatiop Neutral 29,658 26,65 28,95 30.20
Ideal Education Ambivalent 26,20 25.70 23.55 2L.95
Ideal Education Negative 21.15 22,10 18.75 20.65
Ideal Educational Total 103,65 102.70 100.60 104.00

The F-values for the analysis of variance of the difference
between these means are presented in Table XXXIV,

For the achievement groups no significant differences are found
for ideal educational area statements. For sex groups significant
differences are found in both ambivalent and negative statements,
Males tend to place both these educational valences higher than do
females in the ideal-attitude category. Interaction was likewise
found to be significant for the neutral valence, indicating that

placement is differential for achievement groups within sex cate~



gories.

FVALUES:

TABLE LIV

DIFFERENCE BETWERN MBANS, IDBAL-ATTITUDES-EDUCATION AREA

Bex Achievement Interaction
Tdeal ZEducation Positive 1.80 —— 1.91
Ideal #ducation Neubral 2.17 —— 4,.89%
Ideal Education Ambivalent 5. Ll —— 1.84
Ideal Bducation Negative bo Ll 2.43 ——
Idesl Gducational Total —— —— 2.46

#* Significant at the .05 level of confidence

Comparison of Attitudes and Ideal-Attitude Means

A comparison of positive attitudes and positive ideal-attitudes

discloses, by and large, the same relationships of areas on both levels.

That is, the teacher area is given the greatest value in both cases,

with the educational ares next, and the self area being assigned the

lowest values. These figures are presented in Table XXXV,

The means of negative statements for the same two levels of

attitude and ideal-attitudes are zregented in Table XEXVI.

Table XXXV indicates that in using positive statements for both

ideal~attitudes and attitudes, the teacher ares receives the highest

values (most like one's self and most like the sslf you want to be).

kiith negative statements on the attitudinal level; Table XiXVI, these

results are mirrored in the findings that the teacher area was given

the lowest valuss and self areas the highest. This would seem to



indicate thst to these students both teacher and educational referent
statements are more important than self referent ones., However, in
Table XXAVI in the means for negative statements on the idesl level,
the more loglcal arrangement is found. Here lovest values are given

to self referent statements and highest to educational referent ones.

TABLE, XXXV

MEANS OF POSITIVE STATEMENTS ARRANGED BY AREA FROU

HIGHEST TO LOWEST VALUES

B
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Hales High Males low Females High Females Low

Positive Attitudes

Highest Teacher 29.05 27.05 29.40
BEducation 25.75 25.55 26,65 26.05
Teacher 26,00
Towest  Self 18,70 15.45 22.75 20.50

Positive Ideal-Attitudes

Highest Teacher 32.50 29.40 32.85 32.50
Education 26.65 28.25 28.20

lowest  Self 23.45 25,25 30.60 26.90
Bducation 29.35

Apparently something can be expressed about the seli using
negative ideal statements which does not come through using positive
ideal statements or in the use of elther valence on tne level of
attitudes. Since negative ideal stetement placements discriminated

between achievement groups more successfully than did any obher cate~

gory, these findings are taken as heving considerable significance



for the purpose of the study. It might be noted that seldom has such
a category been included in measurement devices utilized in the study

of achievement wvariables.

TABLE XXXVI

MEANS OF NEGATIVE STATEMENTS ARRANGED BY ARBA FROM
HIGHEST TO LOWEST VALUES

Males High Males low Females High TFemalss iow

Negative 4Lttitudes

Highest Self 23,10 2240 20,60 20,30
Education 22,35 21.80 18.60

Lowest Teacher 18.65 21.80 16.85 19.70
Tducation 19.35

Negative Ideal-Attitudes

Highest Educsation 21,15 22,10 18.75 20,65
Teacher 17.25 15.70 18.30

lowest Self 17.2 15.70 14.65 15.50
Teacher . 17.60

Further comparative placement results are given in Table XXXVII,

The males in this study assign lower values to wositive self refer-
ent statements than to any other valencs., Hven negative statements are
congidered more descriptive of the self than are positive statements,

Fernale lower achievers have made positive and negatlive placements al-

=
=

most equivalent, and only with the female better achievers do positive
statements exceed the negative by any appreciable smourt. TFven on the

ideal level neoutral statements arve sppasrently mere attraciive than are

gy
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positive ones,

TABLE XXXVIX

MEANS OF SELF ATTITUDES AND IDBAL-ATTITUDES ARRANGED BY VALENCE FROM
HIGHEST TO LOWEST VALUES

'*‘e

“’T

Hales High Hales low Females High Females Low

Self Attitudes

iHghest  Neubral 26,50 26.15 29 eli> 31.05
babivelent 2645 26.15 R6.45 27.95

Hegative 23.10 2240
Ilowest Positive 15.90 19.45 22.75 20.50
Negative - 20,60 20,30

Ideal Attitudes

Highest Neutral 30,30 30.05 32.20 31.05
Pogitive 24,25 30.60 26.90
Ambivalent 23.50 23.40 22,95 22,90
Positive 2345

Lowest Negative 17,20 19,70 14,65 15,50

Discrepancy Scores - Analysis of Results

The first uull hypothesis concerning discrepancy scores was that
for areas of self, teachers, and education, scores would be the same
for the four groups. Ior the achlevement groups the hypothesis can-
ot be rejected since no sigrilicent differences were found., The
resulte are presented in Tables XXXIX, XLI, XLIIT, and X1V, For group-

ing by sex, once again the null hypothesis cannol be rejected as the
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resulte presented in these same tables disclose no F-values significant
at the .05 level of confidence.

The second null hypothesis welativs to discrepancy was that posi-
tive, nsutral, ambivalent, and negative valence discrepancy scores are
the same, For the achlevement gronps the hypothesis cannol be rejscted

mificant differences were obtained., The results are presented

]
iz}
—
>
j4]
[*2
n
H'

in Tables XXXIX, LI, XLIIXI, and XLV, Tor the sex groups the hypothesis
hag to be rejected in that g significant difference was found in the
uge of ideal ambivalent statements as presented in Table XLIII.
Thus, the achicvement groups are the same in discrepancy scores
for both areas and valences. The sex groups, while the same for

areas, differ significantly in vslence usage. The results are dis-

cusged in detail in the paragraphs which follow.

Discrepancy - Positive Valence

The means of the four groups for self positive, teacher positive,
education positive, and total positive discrepancy scores are pre-
sented in Table XXXVIII,

The F-values for the analysis of variance of the difference
between these means are presented in Table XXHIX.

For the achievement groups no differences wers found in dis-~
crepsincies between attitudes and ideal-attitudes using positive
statements. ¥For the sex groups no significant differences were
found bub significance was approached for total positive and teacher
positive statements. The females in the study tend to have greater

discrepancies, and the trend is observable in all but the educational

scores, Thus, females tend Lo place positive statements higher on the
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idzal level than on the sbtiitude level {grester stance belween sueh
stotements) than do the wales. Since in general females as a group
wers betlter achievers than males &s 2 group, the greater discrepancy
discovered may be considerad an asset in achievement. WwWithin the
female group, however, 1t should be noted thaet larger sell and edu-

cational discrenancies 2

re2 accompanisd by b

stter achlevenent, but in

the teacher ares the onnosite effect is rather strikingly displayed.
In this instance greater discrepancies are accompanied by poorer
achisvenent,
TABLE RXXVITI
DISCREPANCY HBANS POSITIVE VAimNC
Males High Hales Low Females High Females low
Disc. Self Positive {4.75) {4.80) (7.85) {6.40)
Tisc, Teacher Positive {3.45) {2.35) (3.45) £.50)
Pisc. TGducation Positive {.90) {2.70) {2.70) (2.13)
Totel Positive Disc. {9.10) (9.85) {14.00) (15.05)
TARLY JXXIX
FVALUES: DIFFE ANS, DISCHREPANCY-POSITIVE VALENCE
Sex Achiovanent interaction
Disc. Self Positive 2.51 ———— ———
Disc. Teacher Positive 3,28 e 3.28
Disec., Fducation Positive e —— 1.21
Total Fositive Disc. 3458 ——— e
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For teacher positive discrepancies the means of the females are
larger than those of the males, There is, moreover, differential
placement for achievement groups within the sex groups since the

F-value for interaction spproaches significance,
Discrepancy -~ HNeubtral Valence

The means of the four groups for self neutral, teacher neutral,
education neutral, and total neutral discrepancy scores are presented

in Table XL,

TABLE XL

DIDCREPANCY MEANS NHEUTIRAL VALENCE

Males High Males Low Females High Females Low

Disc, Self Heutral (1.80) (1.90) (2.75) {0.00)
Disc, Teacher Neutral (.35) (1.90) {1.05) {.50)
Dise. Education Weutral {(3.85) {1.10) (1.45) (1.75)

Total Neutral Disc. (6.00) (4.90) (5.25) (2.25)

The F~values for the analysis of variance of the difference
between these means are presented in Table XLI,

Discrepancies between attitudes and ideal-attitudes using neutral
statements were not significant for either sex or achievement groups.
There wzs a slight tendency throughout this category for interaction
F—vaiues to be larger than any of the F-values for differences be-
tween groups, once agaln indicating differential placement by sex

within the achievement groups.
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PABLE XLT
FLYLLITES: DIFFEIENCE DETHER DISCREPANIY-NEUTRBAL VALENCE
Sex Achievemant Interaction
Mse, Self Neutral ——— 1.16 1.32
isec, Teacher Neutral ) o 1.00
Disc. Bducation Neutral ———s 1.25 1.92
Total Heutral Disc. et 1.01 ——

Discrepancy - Ambivelent Valence

L

The means of the four groups for self ambivalent, teacher am-
bivalent, education asbivalent, and toial ambivalent discrepancy

scores are tresented in Table ZLIL.

TABLE K

DISCREPANCY MEANS AMBIVALANY VALENCE

Males High Males Low Jemsles High Females Low
Dise, Self Amb, 2.95 275 3.50 5.05
M.se, Teacher Amb, 1.10 2.85 4,80 £.80
Mise. Education Amb. 55 2.55 4.00 2.55
Total Ambivalent Disc. 660 8.15 12.320 12.40

K

The F-values for the analysis of variance of the differance
between these means are presented in Table XLITI,

The achievement groups did not differ significantly in discrepancy
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scores for smbivalent statements. For sex grouns the difference between
total scores was significant 2t grester than the .05 level of confidence.
The femzles tend to place ambivalent stabements higher on the attitude
level, relative to these same statements on the ideal level, than do

the males. It might be said, therefore, that the female's attitudes

are wore anbivalent and th

'&

r ideal-abtitudes less so. The trend
waz consistent Ffor all levels oxcept that of teacher stabewents. In-
teraction approached significance on the esducation ambivelent dis-
crepsncy scores. 1hne successful females had greater discrepaneles

in this area than the less guccessful females, whersas the less

successful males had greater discrepancies than did the more success-

F-VALUES: DIFFERENCE BETWEEN MBANS, DISCREPANCY-AUBIVALENT VALENCE

o8

Dex Achievement Interaction
Disc, Self hmb., 1.52 —— ——
Bigc. Teacher 4mb, 5.2¢ ——— ———
bisc. fducation Anb. 3.51 —— 3,57
Total Ambivalent Dise. 6,90 e — S

education negative, and tobal ne

5t

sented in Table XLIV.
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TABLE XLIV

DISCEEPANCY MEANS NEGATIVE VALENCE

Males High Males low T[emales High Females Low

Disc. Self Negative 5.90 2.70 5,95 4.80
Disc. Teacher Negative 1.40 4.20 1.15 1.40
Disc. Fducation Negative  1.20 (.30) (.15) (1.30)
Total Negative Disc. 8.50 6.60 6.95 4.90

The F-values for the analysis of variance of the difference

between these moans are presented in Table ALV,

TABLE XLV

F-VALUZ3: DIFFERENCE BETWiEN H4EANS, DISCREPANCY-HEGATIVE VALENCE

Sex Achievement Interaction
Disc. Self Negative ——— 2.55 ——
Disc. Teacher Negative 1.98 1.98 1.31
Disc., Bducation Negative 1,39 1.80 —_—
Total Negative Disc. —— — ——

None of the differences between groups were significant for
either sex or achievement for discrepancy scores derived from thé
placement of negative statements, An interesting trend is encountered
in the figures in Table XLV, however. Negative educational statements
tend to receive higher placement on the ideal-attitudinal level than

on the level of attitudes. Thus, threc of the four figures are nega-



tive values. 4&s can be seen all equivalent means for self and teacher
negative statements are positive, indicating that higher placement
occurred when describing attitudes. It would appear logical to find
negative statements placed higher when describing the self than when
describing the ideal self. These facts may be interpreted to mean
that negative feelings sbout educational ideas are conslderably more
accepbable to these students than are negative statements concerning
gither teachers or self as object.
Discrepancy - Area Totals

In the interest of brevity the individual area means and F-values
have not been reproduced as they were for both attitudes and ideal-
attitudes. WMeans for the discrepancies in self positive, neutral,
ambivalent, and negative valences may be found in the first row of
figures in Tables XXXVIII, XL, XLII, and XLIV, The same procedure
may be followed for both teacher and education areas. F-values are
presented for ﬁh@ analysis of variance of the differences between
these means in Tables XXXIX, XLI, XLITII, and XLV, The means of the
four groups for total self areas, total teacher area, and total edu-

cation area discrepancy scores are presented in Table XLVI,

TABLE XLVY

DISCHEPANCY MEANS - TOTAL 3COHES FOR THREE AHEAS

Males High Males Low Iemales High Females lLow

se. Self Total 2.30 {1.25) (1.15) 3.45
Disc. Teacher Total .70 2.80 1.45 {.80)

Dise. Bducation Total (3.00) (1.55) (.30) (2.65)
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The F-values for the analysis of variance of the difference

between these mesns are presented in Table XIVII,

TABLE XLVII

e

F-VALUES: DIFFERENCE BETWETH MEANS, TOTAL SCORGS FOR THREZ ARBAS

Sex Achievement Interaction
Pisc. Self Total e —— 5.77%
isc. Teacher Total ——e —— 1.40
Disc. Bducation Total ——e —— 1.29

* Significant at the .05 level of confidence

The only significant result discovered in the use of tetzl area
statements was for interaction of self discrepancy scores inclusive
of all valences. More successful females and less successful males
had discrepancies where the over-all idesl-attitude placement was
higher than the over-all attitude placement. Conversely, less
successfnl females and more successful males made over-all higher
placements of self attitude statements than of self ideal-attitude

statenents,



CHAPTER V
SUMMARY AND CONCLUSIONS
General Summary of the Investigation

This investigation compared groups of better and poorer achievers,
male and female, in terms of Q-sort scores for attitudes, ideal-atti-~
tudes, and discrepancy scores. These categories were in turn broken
into areas of self, teacher, and =ducation, and into positive, neutral,
ambivalent, 2nd negative valences. Null hypotheses that the better
and poorer achievers and the two sexes were the same on the resulting
57 tabulations were tested.

The primary purpese of the study was to isolate factors, within .
the cognitive structure of the individual, which ére associated with
better and poorer achievement during the first semester of college.

It was assumed that commonalities in these structures which have
measurable effects upon subsequent achievement levels exist between
individuals.

In the Fall of 1959 at Bast Texas State College, the entire
enteri: g class, totaling approximately 600 individuals, was given The
School and College Ability Test. The twenty-five males and twenty-
five females scoring just below the median, and the same number scor-
ing just sbove the median were then given the Q~sort test. At the end
of the first semester grade point averages were calculated for these

one hundred individuals. The ten males and ten females whose averages
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were nearest the median for their respective groups were dropped from
the study. This procedure resulted in four groups for which G-sort
results were compared: (1) liale better achievers, (2) Hale poorer
achievers, (3) Female better achievers, and (4) Female poorer achiev-
ers. The independent variables then were sex and achievement, and
the dependent variables were the 57 separate Q-sort measures. The
Q-sort instrument itself was empirically developed specifically to
serve the purvoses of this study. Normative groups were composad
of students at this same college.

The data wers treated shtatistically by thé method of‘analysis of
variance., " The method adopted allowed differences belween sex groups,
achievement groups, and interaction between sex asnd achievenment to

be evaluated simultaneously for each separate Q~sort measurement.
Summary of Hesults

One of the first and most impressive findings concerned the
differential achievement level of the males and females composing
the Study. The over-all mean grads point average for females was
2.353 and for males 1,605, representing a difference of three-guarters
of a grade point (.748). While this difference is considerably less
then differences between male better and poorer achievers (1.439) and
female better and poorer achievers (1.324), it is, nevertheless, large
enough that the sex differentisl may bz regasrded as a different kind
of achievement grouping for present purposes. Therefore, it seems

Justifiable to conglude that the sex variable must be controlled in

8l

achievement research. ¥From these results it looks as though achievement

were not common to the two groups but is at leasgt in part unigue to



each., Achievement in males may need to be studied quite apart from
achievement in females.

A second finding and one which points to the urgency for con-
{inuing research in the achievement aresa is the range of grade point
achievement encountersd in these subjects. TFor males the range was
from 3.11 t0 O (zero), and for females from 3.81 to .56. Hemember-
ing that all subjecis were of nearly squsl ability as measured by
The School =nd College Ability Test, the dramatic effects of other
factors has been forcefully demonstrated.

One of the contentions of the present thecretical position was
that discrepancies between sell and ideal self might have limited
value conceived as a unilinear factor related to achievement. It
was pogbuiated that in one instance discrepancy might lead to greater

achievement and conversely might in the next, lead to poorer achieve-

ef

'y

ment., Justification of this poinbt of view is inferred from the fact
that no significant differences were found between achievement groups
in discrepancy scores for any arez or valence., On the other hand,

slgnificant differences were found for achievement groups for both
attitudes and ideal-attitudes. Horeover; one significant interaction
figure was found for discrepancy self total scores which was well be-
yond the ,05 level of confidence, indicating that self discrepancy has
differential meaning in terms of achlevement for males znd fewmales.
There were in addition two F-values for interaction of discrepancy
scores above 3.00, one sbove 2,00 and six above 1.00. On the level
of the ideal self there weras two significant interaction F-values,

one above 3,00, one sbove 2,00, and five above 1.00, Conversely, on

the attitude level no significant interaction effects were found,
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none ahove 3.00, one above 2,00, and finally only one over 1.00.
Taken in total these findings seem to Justify at least the tentative
assumption that attitudes may have a more linear relationship to
achievement across sex boundaries, whereas in a very general sense
both ideal-attitudes and discrepancies tend to have curvilinear
relationships to achievement in terms of sex grouping. It is im-
portant to note that it is nobt argued that these aspects of attitudes
are not related to achievement, but only that these relationships may
turn out to be curvilinear in nature. Only further research can
provide answers to these cuestions, The present conclusicn is that
diserepancy does not have a simple linear relationship with achieve-
ment or at least such relationships could not be demonstrzted in the
present samples. HNot a single F-value for any area or valence, in-
dividual or total, approached significance for the discrepsncy scorss.
A further conclusion is that attitudes towards teachers sre
more important for better achievement than are attitudes towsrds
the self or sducetion. Furthermore, there exists some reason for
concluding that negative statement uszge is superior to positive
statement for distinguishing between achievement groups. In effect
it appears as if a person might describe himself either positively
or negatively, or might place items concerned with educational ideas
either high or low (whether positive or negative), and still achieve
either "better" or "poorer" as defined in this study. However, this
game person's handling of positive and negative teacher items does
seem to prejudice his achievement potential. If positive teacher
items are given low placements or even more importantly, if negative

teacher items are placed high, there is a tendency for ithis individual
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to acliieve in the "poorer” category. This difference was significant
at greater than the ,01L level of confidence for negative statements
and at greater than the .05 level of confidence for positive state-
ments.

On the ideal-attitude level the use of negative statements

differentiated between achievement levels more than did any other

valence used in the study. Thus, an individual might tend to de~

scribe himself in ideal terms with high or low placement of posiitive

. > .

neutral, or ambivalent statements, and still achieve in either cate

i

5, 3

gory. However, ii hie bends to place negativ

&

items high in the ideal
description, he is wore likely to achieve in the "poorer® category
This difference was ignificant at just bslow the 0L level of con-
fidence.

& major question for future resezrch concerns the degree to
which these resulis are s function of the presence of the non-
discriminating areas and valences included in the study. 1If for
the moment, it is assumed that these significant differences womid

increase when separated from the unsuccessful areas and velences, i.e,,

3

those which did not discriminate between achievement groups; then
theoretically an instrument might be devised along the following
lines. The sort would be made up of perhaps 60 items, bthirby

positive and thirty negative., Thirty of these iltems would be self

instrument

5

referent and thirty teacher referent, resulting in

possessing two areas and two valences. Thus in the present instru-

ment where teacher negstive atiituces were mede up of five itenms,
in this revision there would be fiftesn items. In the same way

Y

where negative items were made up of twenty'iﬁems in the present
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study (tbhree aveas), in the revision there would be thirty items
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o
=
@
=
G
0
by
£
2
s
fos]

divided into two areas. If the significan
the present study are not a function of &1l elements which made up
the instrument, but would increase their powers of discriminatic

in the existing direction through grester representation, ithese {ind-

ings might become useful for individual prediction.

It appears that instruments for differentistion between achieve-

v

ment groups on non~academic factors, as was the contention, can profit-

3

ably be broken into parts even as the whole is retained. For ex-

Y

anple none of the area differences in the use of negative statements

o

"icient

i—n

on the ideal level alone was sufll o attain significance. The

total of these statements, however, approached the .Ul level of con-

fidence. Therefore, total valence usages appear to be important. {n

-

the other hand on the atititude level, the total teacher area was not

N P

£ to be significant no: L neutral or ambivalent stabe-
found to be significa or were teacher neubral or ambivalent stat

ments. Both positive and negative statements were, however. In this

pe

case breaking totals into component parts disclosed sipgnificant dif-
feresnces which were obscured in the total, Farthermore, the assump-~
tion of differences in levels appears to have been Jjustified, Certain

abtitudinal componenus were found to be relsted to achievement. Iike-

)

wise alternative features of ideal-sttitudes were found o be re-

lated to achievemenbt, These were, however, structurally different

though obtained {rom the same stimmlus media. GStill a third level,

,f}.u

that of discrepansy, was not found vo discriminate, OSome evidenuce

that these levels are differentially related to achlevsment sppears
) Y
to have been desonsirated.

Otill apother finding which appears to be of considersbls theo-



retical, as well as practical importance, is the degree of difference
in cognitive structure found to exist between males and females. Thus
in attitudes, females were found to differ from males in two components
at better than the .01 level of confidence, in four at better than the
.05 level of confidence., Thus, six of nineteen possible differences
were found to be significant. Moreover, four of the remaining values
were greater than 3.00 and three greater than unity. Only six of the
nineteen were found to be less than unity.

For ideal-attitudes females differed from males in four components
at better than the ,0L level of confidence and in four additional at
better than the .05 level of confidence. Thus, eighlt of nineteen
possible differences were found to be significant on the ideal-
attitude level. Furthermore, of the remaining differences, one F-
value was above 3,00, three above 2,00, three above 1.00, and only
four were less than unity.

Therefore in terms of a Q-sort, females may be said to differ a
great deal in their self descriptions and to an even greater degree
in their ideal sorts. While attitudinal differences between sexes
have been postulated and given experimental verification by numerous
studies, the degree of difference which wés found to exist here seems
to justify re-emphasis.,

Two final factors appear to merit discussion. The first is the
apparent concern which incoming college students at this institution
have with teachers. In the light of the reported findings, the col~
lege teacher is apperently unavoidably involved in student's attitudes
towards teachers as an integral part of the learning process. The

last of these factors was the degree of negative feelings making up



the self attitudes of these students. They appear to enter college
full of self doubt and dominated by feelings of depreciation toward
the self. The impact of their subsequent experience, i.e., their

success or fallure, may be seen as possessing the ubtmost importance

for the future of these tendencies.
Concluding Statement

The results of this study are offered as an exploratory attempt
toward isolating variables which ultimately might make prediction of
college grade achievements possible in other-than-ability terms., 1In
the more immediate sense it is hoped that the findings might prove
useful to counselors, as well as others, who share responsibility for

the experiences of the entering college freshman.
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APPENDIX A

Q-SORT ITEMS TOGETHER WITH PLACEMENT HISTURY
IN PRELIMINARY SORTS



"east Like™

Miost Like™

Box No. 1 2 3 4 5 6 7 8 9
1, I feel I am a superior person.
3. 11 4 -5 h 3 3 3 0 0 = 33
24 5 L 3 6 5 1 1 0 1 = 26
1, 5 8 2 2 6 2 1 1 2 = 30
21 16 10 12 14 7 5 1 3 = £9
5. I feel I am neither a superior nor an inferior person.
3e 0 0 i 2 2 0 kL 7 17 = 33
2e 9] O 1 1 S ) 3 8 3 = 26
1. 0 2 2 4 10 b 3 2 3. = 30
O 2 I i 16 10 10 17 23 = 89
9. I sometimes fesl I am a superior person and sometimes that I am
inferior.
3 i 0 2 7 10 5 2 6 0 = 33
2. 9] 1 1 3 6 7 5 2 1 = 26
1. 0 2 3 3 6 8 A 2 2 = 30
1 3 6 13 22 20 11 10 3 = 89
13, I feel I am an inferior nerson.
3e 6 5 5 7 L 2 3 1 0 - 33
24 7 4 5 5 1 3 0 1 0 = 26
1. 3 3 6 8 3 b 2 1 9] = 30
16 12 16 20 8 9 5 3 0 = 89
Le I feel I am sophisticabed,
3. 1 5 6 8 9 2 1 0 1 = 33
2, 1 5 L 4 b 6 1 1 0 = 26
1. 5 2 3 6 2 3 1 2 0 = 30
7 13 13 18 18 12 3 4 1 = 89
8¢ I feel I am neither sophisticated nor unsophisticated.
3 1 0 3 5 3 3 15 1 2 = 33
29 0 O 5 7 7 5 l G l = 26
1. 0 1 2 2 11 L 3 3 1 = 30
1 1 10 17 21 12 19 I 4 = 89
12, I sometimes feel that I om sophisticated and at other times that I
am unsophisticated.
3. 0 2 3 b 12 5 4 3 0 = 33
2 0] 0 2 5 6 L 6 3 0 = 26
1. 1 3 1 5 1k L 1 1 0 = 20
1 5 6 1 32 13 11 7 0 = 89



16, I feel I am unsophisticated,

3 1 3 5 L 7 8 2 0 3 = 3
26 0 b b 2 4 5 2 3 2 = 26
1. 1 4 4 L 10 2 3 2 0 = 30
2 11 13 10 21 15 7 5 5 = 89
19, I feel I em opbimistic,
3. C 2 1 3 11 8 3 5 0 = 33
2o 0 1 1 L 5 1 5 I 5 = 26
1 0 1 1 L 7 5 5 5 2 = 30
0 4 3 11 23 14 13 14 7 = 89
23. I feel I am sbout average in optimism and pessimism,
3 O 0 1 3 9 8 5 b 2 = 33
2. 0 1 1 2 15 3 2 0 1 = 26
1. 0 1 5 9 2 5 1 0 Q = 30
0 s T s 33169 4 3 = &

27. 1 somebtimes feel I am optimistic and somebtimes that I am pessimistic.

3. 0 0 2 4 9 8 5 2 3 = 33
2, 1 0 1 1 2 9 7 3 2 = 26
1. 0 2 2 ) 5 5 7 3 0 = 20
1 2 5 11 16 22 19 8 5 = 89
31. I feel I awm vessimistic.
3. 0 7 7 1C 7 2 0 0 O = 33
2. 3 6 5 6 3 1 1 1 8] = 26
1 3 ) L 6 6 2 1 1 1 = 30
6 19 16 22 16 5 2 2 1 = 89
3ke I feel I express my emotions freely.
3. 2- 5 5 5 6 2 5 2 1 = 33
2. 2 1 i 5 0 8 7 2 0 = 26
1. 2 L 3 b 5 8 3 1 3 = 30
6 7 9 U 11 18 15 5 LY = 89
38, I feel I am about average in the freedom with which I express my
emotions,
3. 0 1 1 2 L 8 6 6 5 = 33
2e 0 2 0 3 g 9 2 1 1 = 26
1. 1 1 5 3 g 6 3 g 8] = 30
1 L 6 11 20 23 11 7 6 = 89
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k2. 1 somebimes feel I express my emotions freely and ab other times
that I do not.

3. O 0 3 i 2 9 9 & 1 = 33
2. 0 2 3 5 1 7 5 2 i = 26
1. _Q 0 L, 3 b 5 6 6 2 = 20
O 2 10 ] 7 21 20 1% & = 89
L6, I feel I do nobt express my esoctions freely.
3. 2 I 5 5 10 3 G 1 2 = 33
2. 2 5 6 Vi 3 1 1 1 0 = 26
1. 0 O 7 7 & & ] 1 2 = 30
b 9 19 19 8 I 3 & = 89
49, 1 am not moody.
3 6 2 i g 6 3 3 0 3 = 33
Ze 5 3 kL L i 4 3 P 0 = 26
. 5 5. 5. .2 5 3 L 1 0 = 30
16 10 10 15 12 10 10 3 3 - 29
E2. I am neither moody nor nob moody.
3 G 1 0 3 5 10 7 2 5 = 33
2. 0 3 Q & 11 3 2 L O = 26
1. 0 2 3 g 13 1 1 Q i = 30
0 6 3 15 29 14 10 3 6 = 89
25. I sometimes feel I am moody and sometimes that I am not,
3. O 3 G 3 5 10 4 b 4 = 33
2. 0 1 2 2 3 5 7 4 2 - 26
1. 0 0 2 5 5 9 4 A 1 = 30
o L b, 0 13 2% 15 12 7 = g9
55. I an moody.
3. 5 & I3 & 3 b 2 2 3 = 33
2. 2 2 1 2 b A 3 A A = 26
1. _1 2 2 1 g 5 3 ] 5 = 230
g 10 7 7 15 13 g 9 12 = 89
2. I feel T would like being o teacher,
3 1 3 2 3 3 7 5 1 8 = 33
2. 4 2 1 I 1 O L 5 5 = 26
1. 6 0 2 L 2 2 3 & 5 = 30
1l 5 5 11 6 9 12 1z 18 = &89
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I have neutral feelings aboub being a teacher,

30
2'
1

=4

[ nalRAS N

I feel teschers would be successful in positions other than

I sometimes feel teachers would be successful in positior
than teaching and sometimes that they would be failures.
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ers would be average in positions other than teaching.
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I feel teachers would be failures in positions other than teaching.
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2h.

28.

39'

43,

I feel that teachers treat students as equals.

I feel teachers neither treat students as equals nor as inferiors.

3. 1 1l b 3 8 g 2 b 1
2. 0 0 2 9 3 b b k 0
1. 8 0 L 1 3 9 12 3 1

1 1 T 13 14 22 18 11 2

3. ¢ 2 3 7 15 1 A a 1l
2. G 1 2 7 10 5 1 0 0
1. 1 1 8 8 g 2 2 0 (o

1 L 13 22 8 7 o) 1

I sometimes {eel teachers treat students as equals and sometimes
that they treat them as inferiors.

33

3. 0 2 2 6 11 2 7 2 1
2. 0 0 L 7 1 9 g 0 0
1. 0 1 2 3 6 13 3 2 G
0 3 5 16 18 24 18 L 1
I feel thal teachers treat students as inferiors.
3. 3 3 13 6 7 1 0 0 0
2. 0 3 8 6 3 3 3 0 0
1. 3 5 b ¢ 5 4 1 0 G
5 11 27 13 15 8 4 0 0

I feel teachers are

good models for adult behavior patisrns.

3. 0 0 L 2 10 12 2 2 1
2. 0 G 0 7 & 8 2 0 1
1. 0 0 2 3 9 8 6 2 0

0 -0 é 12 27 28 10 4 2

I feel teachers are average models for adult behavior patberns.

2. 0 0 1 8 11 3 1 2 0
1. 0 4 5 5 10 5 1 0 0
1 5 7 17 25 15 9 9 1
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BBt 0t g4 n iunu

i ui

I sometimes feel teachers are good models for adult behavior
patterns and somsbimes that they are poor.

3. 0 2 1 2 é 7 6 7 2
2. 0 1 0 3 I 6 7 3 2
1. Q 1 2 2 8 ) 6 3 2

0 4 3 7 18 19 19 13 6

ig o
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50.

e

2Je

56.

7:

103

I feel teachers are poor models for adult behavior patterns.

3. 4 7 8 2 3 2 0 1 0 = 33
2. 1 5 8 5 5 2 O Q ] = 26
1. 1 2 1 8 8 1 9 9o o = 30
6 14 26 21 16 5 0 -1 0 = 89
I feel at ease when talking to teachers.
3. 2 2 8 1 3 6 7 1 = 33
2. 0 4] 0 3 3 9 5 4 2 = 26
1. 0 2 =2 3 3 8 b b6 1 =z 30
2 L 5 12 8 20 17 17 L - a9

I feel neither at ease nor tense and nervous when

talking to teachers,

3. 1 2 3 8 9 6 0 3
2, 2 0 3 b 10 7 1 1
1. 1 1 1 6 11 5 2 3

2 3 7 18 30 18 3. 7

I sometimes feel at case and gsomebtimes feel tense
tallding to teachers,

1 = 33
o = 26
¢ = 30
T = 89

and nervous when

3. 0 5 b 3 3 2 5 5 3 = 33
2. 0 1 0 2 7 9 5 0 2 = 26
1. 0 0 1 b 6 7 5 3. L = 30
0 6 5 9 16 21 15 8 9 = 89
I Feel tense and nervous when talking to teachers.
3. 3 5 7 9 2 5 0 1 1 = 33
2. 3 3 4 i 3 4 2 0 Y = 2
1. ] 5 5] b 6 b1 1 o = 30
6 1 19 20 11 13 3 2 L = 89
I prefer being taught ideas rather than subject matber.
3 0 2 3 5 1 3 3 3 O = 33
2 0 2 2 7 3 5 2 1 b = 26
1. 0 1 3 3 I3 7 L 5 3 = 30
9] 5 8 15 21 15 g 9 7 = 89
I have no preference elther for being taught ldeas over subject
matter or for subject matter over ideas.
2. 1 3 5 5 13 5 0 1 0 - 33
2. 1 1 3 7 6 5 0 3 0 = 26
1 -t 3 4 5 31 4 0 o 9] = 20
3 7 14 17 30 14 0 4 0 = 89
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18,

b3
P

30,

33.

I sometimes prefer being taught ideas and sometimes prefer being

taught subject matter,

3. 0 1 3 3 9 8 7 2 0
2e 0 0 2 3 L 8 7 1 1
1. 0 4 2 2 8 11 2 1 9]

0 5 7 8 21 27 16 4 1

¥ préfer being taught subject matter rather than ideas.

3. 0 2 9 3 9 0 4 5 1

2. 1 1 3 5 5 A 3 3 1

1. i 3 4 b 7.5 3 2 1
2 6 16 12 2L g 10 10 3

I like early morning classes.

3. 1 4 b 3 5 5 7 3 1

2. 2 3 2 L I 5 2 3 1
8 7 7 12 14 15 13 10 3

I have no feeling for or against early morning classcs,

3. 0 2 6 10 7 3 2 3 0
2, 0 2 1 5 11 L 1 1 a
1. 0 1 6 L 11 7 0 10

70 5313 20 26 ik 3 5 0
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33
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89

33
20

I sometimes like early morning classes and sometimes dislike them.

3. o 1 0 L 7 10 9 0 2
2. 0 1 2 2 5 7 b 5 0
1. &) 1 3 3 10 6 3 4 i
0 3 5 G 22 23 16 9 2
I dislike early morning classes.,
3 1 3 6 6 8 5 2 2 O
2 0 2 & 5 4 by 4 3 0
1. 2 1 2 10 5 L 0 2 L
3 6 12 21 17 13 6 7 L
I feel I should make high grades.
3. 7 12 2 6 1 1 3 1 o
2. ¢ 1 1 5 4 6 2 3 L
1. 2 2 3 6 5 6 L 0 2
9 15 6 17 10 13 9 b 6
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20
89



37,

L5,

bl

48,

I feel I should make average grades.

3 0 0 3 iy 1 by 11 8 2
2. 7 b 4 b L 2 X 0 0
1. L2 3 Ly 8 2 2 2 1

11 6 11 12 13 9 14 10 3

W aHun

I sometimes feel I should make high grades and sometimes feel
tent if my grades are passing.

3. 2 2 8 4 3 7 1 3 3 =
2. 1 2 & b 2 4 2 1 2 =
1. 1 5 2 5 7. 6 Z 1 1 =
4 9 16 15 12 17 5 5 6 =
I am content with my grades if they are passing.
3. 7 3 & 2] 1 1 3 3 1 =
2. 10 8 i & 0 0 0 9] 0 =
le 12 b 5 L 0 1 2 2 0 -
29 15 15 16 1 2 5 5 L =
I tend to live for the present rather than for either the past
or the future,
3, 0 2 & 6 6 2 5 3 3 =
2. 2 0 dy L 4 -1 3 8 o -
ki 2 i 15 15 5 12 19 3 =

105

I tend to live equally for the present, the past, and thes future,

I tend to live more

3. L

- 3. 3 O 3 5 5 8 2 5 2
2e o3 i 5 10 1 -1 1 0
1. L 3 2 ) 11 2 1 1 Q
11 6 6. 16 26 11 L 7 2

I sometimes tend to live for the present and sometimes for t

past and fubure,

3. 0 & 2 3 10 7 4 2 1
2. 0 0 1 2 5 9 5 3 1
1. 0 G 1 3 6 10 9 3 1
0 4 b4 a 21 26 15 8 3

5 10 5 ) -2 1 G 8]

2 Q I 3 6 6 4 0 1 2
1. Q 4 & 7 7 5 9] 1 2
A 13 17 18 19 11 1 2 L
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for the past and the future than for the present,
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5L I feel today's acsdemic standards are too low,

3. 0 2 7 5 W 5 2 2 0 = 33

2. 0 1 5 2 7 3 L 3 1 = 26

. o0 1 k. 5 & b 5 3 0 = 30

0 L 16 12 23 14 11 8 1 = &9

5L, I feel today's academic standards are about right.

3. 0 5 3 & & ) & 2 1 - 33

24 O i 1 7 9 4 3 1 0 = 26

1. 0 0 1o ko35 7o 1L 1 = 30

0 6 5 15 32 17 g L 2 - &9

57. I sometimes feel today's academic standards are too low and some-
times that they sre too high.

3e ¢ 1 3 6 1 3 4 2 0 = 33

2 0O 0 1 5 9 6 5 0 0 = 26

1. Q 2 3 1 13 7 5 9 3 = 20

O 1 7 12 36 16 14 2 i = 89

60. 1 feel today's academic standards are too high.

3. 5 3 3 iz g 2 0 0 0 = 33

Ze 1 3 g 5 7 1 1 o o] = 26

1. 1 4 5 7 5 2 1 L 1 = 30

' 7 10 16 2 23 5 2 1 1 = 89



APPENDIX B

ANALYSIS OF THE STANDARDIZING SORTS INDICATING BALANCE
OF CUMULATIVE AEFA AND VAILENCE PLACEMENTS
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TABLE B-1

108

The Distribution of Areas and Valences Obtained by the Second Pre-
liminery Sort Where the Instrument was Composed of 96 Items (Only
the Placement of the 60 Items Finally Retained are Summariged)

Meast Iike Me®

ilost Like le®

Box No. 1 2 3 3 5 6 7 g 9
Valences™
Positive 28% 21% 20% 25%  19%  25%  27%  3TF  47%
Neutral 199 19% 183 28% g 23% 1g 1% 103
Aobivalent L% 1MF 15% 193 20%  37E A9%  29%  23%
Negative 494 AW9%  L7% 283 17%  15%  13%  17% 203
Total 100Z 100% 100% 100% 100Z 100% 100% 100% 100%
Areas
Self 38%  L0%Z 32% 28% 30% 343 37% 338 LO%
Teachers 23%  25% 314 38% 36% 3% 358 268 32%
Education 392 357 312 343 3% 30%  28% 363 23%
Total 1004 100% 1007 1007 100% 100% 1003 100% 100%

*Perfect balance for valences would exist if ecach value were

twenty-five per cent.
by thirty-three and one-third per cent.

For areas perfect balance would be represented



TABLE B-II

169

The Distribution of Areas and Valences Obtained by the Third Preliminary
Sort Where the Instrument was Composed of 60 Items

"Least Like Me®

Moat Jike Me¥

Box Yo, 1 2 3 k 5 b 7 ) 9
Yalences
Positive 328 28% 209  24% 254 263 25% 23%  20%
Neutral 12%  12% 17% 2h%  25% 26%  32%  34%  LL%
fmbivalent. L1635 174 208 28% 343 4% 333 23%
Wegative 529 LA4% k2% 3% 224 L% 9% 104 13%
Total 100% 1007 100% 100% 100% 100% 100% 1004 100%
.HLI‘E&S
Self 36 304 263 31% 324 3% 36%  33% 5294
Teachers 32% 35% 34% .33% 328 36% 32 3% 31%
Bducation 32%  35%  LO%  36%  36% 30%  32% 304 0 17%
Total 100% 100% 100% 100% 100% 1004 100% 100% 100%




TARLE B-III

Distrivution of Areas and Valences Cumulated for all the Preliminary
Sorts for the Final 60 Items of the Q-Sort (In the Perfectly Balanced
Instrunent Under Box 9 of the Valences There Would be Tour in Bach of
the Categories, Under Box 8, Eight in Each, etc,)

¥Least like ie® "WMost Like Hel

Box No. 1 2 3 IA 5 6 7 8 9
Valences
Positive "% 7% 9% 153 W14 W% 13% 10% 5% = 100%
Neutral 3% 5 10% 17%  30%  15% 95 1% 4% = 100%
Ambivalent 1% 5% £ 128 29 232 7% 108 4% = 100%
Negative 9% W% 182 19% 18% 9% 5% 5% 3% = 100%
Total 208 318  L4% 63% 863 6bLh  Li%  32% 163
Self 58 8% 10%  15% 2% 6% 2% 7% 6% = 100%
Teachers L% 7% 11% 168 219 17% 12% 8% 4% = 100%
Bducation 52 8% 124 17%  23% 15% 103 7% 3% = 100%

Total 4% 23%  33% 48% 654 48%F  34%  22%  13%

¥perfect balance would exist if the figures for areas and valences
were the same in each box,



APPENDIX C

ANALYSIS OF PLACEMENT ON THE PRELIMINARY IDEAL~SORT SHOWING
THE BALANCE OF AREAS AND VALENCES



TABLE C-I

Distribution of Areas and Valences for the Last 60 Item Preliminary
Sort on an Ideal-Sort Instruction Basis for 31 Subjects

112

"Least Like de"

"Host Like Me'

Box No. 1 2 3 L 5 6 7 g 9
Valences
Positive 18% 163 168 152 22% 25% 37%  L5% 463
Neutral 3% 12% 1285 7% 28%  35% 344 37%  L1%
Ambivalent 13%  21% 274 30% 30% 33% 233 12% 8%
Wegative 665 519 L5% 383 208 73 6% 6% 5%
Total 1004 1009 100% 1004 10042 100%Z 100% 100% 100%
Areas
Self 54%  LO%  23%  28% 25%  36% 3LkE 375 56%
Teachers 28% 3274 37% 34%  30%  36% 3% hon 213
Education 18%  28%  AK0Z 387 L5% 28% 329 23% 23%
Total 100% 100% 100% 100% 1004 1004 100% 100%Z 100%
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Directions for Card Sorting 14

Sort 1.

The way you sort the cards shows how you think they describe
you, how much each statement is like you or unlike you, going from
most like you on the extreme left end to most unlike you on the
extreme right end. As you go out toward the left, from the middle
column, each column is more and more like you., The words used to
describe these greater differences in degree from the center are:
somewhat, fsirly, quite, and most, Similarly, as you go out toward
the right from the middle column, each column is less and less like

you, You will notice the instructions are given on each column card;
for example

3 Cards Column 9 MOST like you

There are 60 cards in each of these decks. Each card has a statement
of how people think, feel, act, and so on., For any person, they are
more or less true or not true, or in between, You are to work with
one deck at a time, finishing one before you do the next, What you
are to do is this: Sort the cards of a deck into 9 Columns, To

help you in this, you have a small pack of 9 cards labelled Column 9,
Column 8, Column 7, and so on, First then, put these 9 cards out in
a row on the table:

COL9 COL 8 COL 7 COL 6 COL S5 COLL c¢cOL 3 COL2 COL1

Next, you will notice you are told how many cards to put in each
column:

3 5 T 9 12 9 7 5 3

It is best not to cover one card with another, but to place them in
columns below the Column cards, In this way you can see all the
cards, to read and compare and shift them until you have them placed
right, and the right number in each column,

As you go through the deck for the first time, you may put any
number of cards in any column to start with, Or you may simply put
some cards to the left, some to the right, and some in the middle,
then shifting them about as you read and compare them, When you
do have the right number in each column, put the cards in each column
in a pile, and place the Column Cerd for that pile on top of it.

Then starting from left end put each pile on top of the plle to the
right, until all cards are in one pile, Put your identification
card on top, place a rubber band around, and go on to the next deck,

Sort 2,

The way you are to sort the cards this time shows what you
want to be going from most like you want to be on the extreme left
end to most unlike you want to be on the extreme right end. As you
go out toward the left, from the middle column, each column is more
and more like you want to be: as you go out toward the right, from
the middle column, each column is-more and more unlike you want to
be. Again, the words used to describe these differences in degrees
as you go out from the center are: somewhat, fairly, quite, most,
Similarly, as you finish, place the cards together as you did the
first deck.
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VERBAL INSTRUCTIONS

You have been given two sets of cards.,

The first card sort you are to make is for yourself as you really
are. The second for yourself as you would like to be. Detailed in-
structions for what you are to do have been given you on a separate
sheet.,

Any information revealed in these sorts will be confidential and
will not effect you personslly in any way. The results are for the
purpose of scientific research selely. 7The data will be meaningless
if you are not completely open and truthful in your responses.

Please cooperate., Will you now read the instruction sheet?

Note to Adviser:
When the hour ig nearly up, please pass out the "Hardy” excuses

to avoid having the late finishers make a hurried completion.
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NOTIFICATION TO THE SUBJECTS

Dear Student:

You have been selected from the Freshman Class of '59 for partie-
ipation in a research project, Will you, therefore, please report to
Room ____ on Wednesday morning, October 14, at 9:30 AJM. instead of to
the auditorium for the CGuidance 101 meeting? Abttendance will be taken
for this meeting in Room ____, It is vitally important that you be
present. Please make every effort to attend.

Thank you.

Sincerely,

Fverette D. Erb
Dept. Student Personnel
& Cuidance

Subjects were given the above letter at a Guidance 101 meeting
on October 7, 1959. This is a required Ireshman orientation course.
food rapport seemed reasonable to expect since students seem to wel-

come an excused absencea.
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FOR Q=SORT RESULTS
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Individual Record Sheet

Self Ideal Discrepancy
S, I. D, S. I. D,

17
20
35
50
P, T ToPe ___

b

21
2l
39
53
N. To ToNo _

10
25
28
L3
56
A. T.T.Ae ___

1l
29
32
L7
59

Ng. T.T. Ng.

al So Total T

Subject No, 119

37
Lo
5l
T, E. N.

11
26

L1

57
T.E.A.

15
30
L5
L8
60
T.E.Ng,

Total E,

S.

I,

D.
Total
Valen




Matrix

Subject No,
-elf_sort Totals

Self Teacher Educational

Pogitive

Neutral

Ambivalent

Negative

[deal sort Totals

Self Teacher Educational

Positive

Neutral

Ambivalent i

Negative |

Discrepancy Totals

Self Teacher Educstional

Positive

Neutral

Ambivalent

Negative !

L U T ——
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