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THE USE OF PERMANENT LEARNING GROUPS IN TEACHING 
INTRODUCTORY ACCOUNTING

BY: WAYNE ROY WILSON

MAJOR PROFESSOR: LARRY K. MICHAELSEN, Ph.D.

The study was designed to determine if there are significant 

differences in achievement, interpersonal relationships, and satis­

faction between students that experienced permanent group teaching as 

compared to the lecture method.

Data for the study were obtained via a quasi field experiment 

in which each of three instructors taught an experimental (group) and 

a control (lecture) Accounting I class at Cameron University, Lawton, 

Oklahoma, during the fall of 1981. The population consisted initially 

of 264 students, of which 185 completed their required course work.

Of the 185, 91 were control students and 94 were experimental students.

Performance data consisted of scores on the Level I Financial 

Accounting-Form A (AICPA) exam developed by the American Institute of 

Certified Public Accountants. Both parametric and non-parametric ana­

lytical procedures were used to test for performance effects.

Data on interpersonal relationships and satisfaction were obtained 

from a questionnaire that was administered on the first and last class 

period of the semester and from the "IDEA" post course survey form 

developed by the Center foi Faculty Evaluation and Development in 

Higher Education at Kansas State University. The Wilcoxon Rank Sums 

Test and the Kruskall-Wallis Analysis of Variance were used to test for 

significant differences between experimental and control groups.



The results of the study disclosed that performance of students in 

the experimental classes was consistently higher than in control classes 

but that the differences were not statistically significant. In addi­

tion, there were no statistically significant performance differences 

that were attributable to differences between instructors.

The results also indicated that students in experimental classes 

scored significantly higher on a number of interpersonal relationship 

satisfaction measures than did lecture students and that these differ­

ences tended to increase as the semester progressed.



THE USE OF PERMANENT LEARNING GROUPS IN 

TEACHING INTRODUCTORY ACCOUNTING

CHAPTER I 

THE PROBLEM 

Introduction

This paper has ac tua l ly  been a personal long term goal for  

over 30 yea rs .  I always thought learn ing  should be enjoyable and 

measurable agains t  an e s tab l i shed  s tandard,  th a t  the students  should 

make inputs  and understand the appl ica t ion  of s tandards to the evalua­

t ion  process.  In add i t ion ,  the course of the study should be well 

planned as to  t ime,  to p i c s ,  and organizat ion in to  the marketable pack­

age. This package would make use of the l a t e s t  in s t ru c t io n a l  method­

ology while providing u t i l i t y  to the i n s t ru c to r  and s tudent .

Purpose of Study 

I t  i s  the purpose of t h i s  study via a quasi f i e ld  experiment 

to provide research evidence to  e i t h e r  support or deny the hypothesis 

t h a t  the group learn ing techniques will  provide an improvement in 

student  performance and s a t i s f a c t i o n .

1



Need for  Study

In today 's  rap id ly  changing world, the re  is  a need for  some 

systematic method of  determining the value of various in s t ru c t io n a l  

methodologies in use.  I t  i s  also  important to determine the s tr eng ths  

and weaknesses of in s t ru c t io n a l  methodology and to accura te ly  eva luate 

cu r ren t  le ve ls  of e f f e c t iv e n e ss .

Currently,  the Department of  Business a t  Cameron Universi ty 

has no systematic method for  evaluat ion of in s t ruc t iona l  e f f i c i e n c y .

As a r e s u l t  of looking a t  other  i n s t r u c t o r s '  changes, in s t ru c t io n a l  

methods may be revised impulsively .  The f ina l  outcome of in s t ru c t io n a l  

methodology rev is ions  cannot be measured without empirical research .  

Arthur W. Chichering,  a respected au tho r i ty  in the area of  higher edu­

c a t io n ,  has addressed himself ,  in p a r t ,  to t h i s  problem with the 

fol lowing statement:

Innovation, exper imentat ion,  and research designed s p e c i f i c a l l y  
to  t e s t  and to  study some of the general proposit ions  i s  needed 
i f  curriculum procedures are to  become more e f f e c t iv e  and i f  
educational  p o l i c ie s  and p rac t ice s  are to derive l e ss  from myth 
and more from evidence and concre te experience.^

Permanent group teaching i s  a c tua l ly  being prac t iced  in other 

courses within the Business Department a t  Cameron. The courses are 

Business Policy,  Marketing, Adver t is ing,  and Problems of  Administra­

t i o n .  No documented research has been accomplished to determine s tu ­

dent  performance or s a t i s f a c t i o n ,  adding to  the ex i s t ing  need for  t h i s  

s tudy.

^Arthur W. Chickering,  Education and Iden t i ty  (San Francisco:  
Jossey-Bass,  1959), p. 219.



statement of Problem 

In genera l ,  the  problem was to  determine i f  the re  are s i g n i f i ­

cant  d if fe rences  in achievement or s a t i s f a c t i o n  between Pr inc ip les  of  

Accounting I s tudents  t h a t  experienced learn ing  groups as compared to 

those taught by the l e c tu r e  method.

S p e c i f i c a l ly ,  the problem was to  procure answers to  the follow­

ing quest ions:

1. Is the re  a s i g n i f i c a n t  d if ference  in achievement between

students  in the experimental groups (group learn ing  methodology) and

students  in the control group ( l ec tu re  methodology)?

2. Is the re  a s ig n i f i c a n t  d if ference  in achievement between 

students  in the experimental groups and in the control  groups due to 

i n s t ru c to r  influence?

3. Is the re  a s ig n i f i c a n t  d i f fe rence  in s a t i s f a c t i o n  between 

c la sses  using the group learn ing  techniques and c lasses  using the 

le c tu r e  technique?

4. Is the re  a s i g n i f i c a n t  d if ference  in s a t i s f a c t i o n  between

various i n s t ru c to r s  of  the experimental and the control groups?

Limitat ions of  Study 

This study was l imited  to  six Pr incip les  of Accounting I 

c la sses  taught  a t  Cameron Universi ty during the f a l l  semester of 1981. 

Any inferences drawn from t h i s  study were, th e re fo re ,  l imited  to  the 

population and are app l icab le  only to Cameron Universi ty .

Due to the time of  the o f fe r ings  and the prearranged schedules 

of  classes  a t  Cameron U nivers i ty ,  i t  was impossible for the accounting



i n s t ru c to r s  and admin is tra tor  of  the business program to  ca te r  com­

p le te ly  to the des ires  of  t h i s  in ves t iga to r  regarding the manipulat ion 

of  s tudents  and in s t ru c to r s  for  research purposes.  Therefore,  i t  was 

necessary to  deal with " in ta c t"  s tudent  groups for the purpose of  th i s  

s tudy.  The random assignment of s tudents  to the experimental and con­

t ro l  groups was una t ta inab le .

Other uncontrol led personal var iab les  would inc lude the amount 

of  study time each person had, the number of semester c r e d i t  hours in 

which each was en ro l l ed ,  and th e i r  previous exposure to bookkeeping 

and/or accounting.  Additional uncontrol led var iab les  are the time of 

day of the c l a s s ,  length of  the c lass  period,  the number of  t imes each 

c lass  meets per week and the number of  s tudents  enro ll ed  in each class  

sec t ion .

Assumptions

The study includes the following basic assumptions:

1. The s tuden ts '  a b i l i t y  as measured by the cumulative grade 

point  average i s  homogeneous and normally d i s t r ib u ted  between the 

experimental and control groups in t h i s  s tudy.

2. The des i re  of  individual  s tudents to enrol l  in a s pec i f i c  

sec t ion  was not influenced by previous knowledge of  the in s t ru c t io n a l  

methodology of  the c l a s s .  (The experimental and control  c lasses  were 

se lec ted  a f t e r  enro llment. )

3. The des i re  of  individual  s tudents  to enro ll  in a sp ec i f i c  

sect ion did not influence study in th a t  each in s t ru c to r  taught  an 

experimental and a control  c l a s s .



With the s ta ted  assumptions completed, the order of  p resen ta ­

t i on  seems to be the next logical  s tep .

Order of  Presentat ion 

Chapter II wil l cons is t  of  a selec ted review of the l i t e r a t u r e  

which the researcher considered pe r t inen t  to  t h i s  s tudy.  Research of 

group learning will involve s tud ies  from the elementary to the college  

l e v e l .  The primary areas developed consis t  of h i s to r i c a l  a r t i c l e s ,  

a c t ive  lea rn ing ,  and pair  l e a r n in g , to include several s i g n i f i c a n t  

fac to r s  of  pair  learn ing .

Chapter II I  will  se t  fo r th  the methodology to  include a s t a t e ­

ment of hypotheses,  procedures and measures. The r e s u l t s  of  the study 

will  be presented in Chapter IV. The conclusions and general d iscus­

s ions ,  to include siigggestions for  fu r ther  research ,  will  be given in 

Chapter V.



CHAPTER II 

REVIEW OF LITERATURE 

Introduction

The purpose of t h i s  chapter i s  to descr ibe what we know about 

learn ing in the group s e t t i n g .  L i te ra tu re  will  be reviewed from e l e ­

mentary through post-secondary c l a s s e s .  Review of r e l a t e d  l i t e r a t u r e  

i s  organized under the following headings: Acquisi t ion of Knowledge 

Through Active Involvement of  Students ,  Factors That Influence the 

Effec t iveness of  Learning in a Group Se t t ing ,  Group Learning,  Group 

P ar t i c ipa t ion  and Subsequent Performance.

Acquisi t ion of  Knowledge Through Active 
Involvement of  Students

Jerome Bruner, a psychologist  who has s t i r r e d  up many p e r t i ­

nent educational i s s u es ,  suggests  t h a t  the acqu is i t ion  of  knowledge is  

an ac t ive process and th a t  the student  should not be regarded as a 

passive rec ip ie n t  of  knowledge but r a the r  as an ac t ive p a r t i c ip a n t  who 

s e le c t s  and transforms information.  Many researchers  have heeded th i s



cons idera t ion  and have worked toward developing techniques th a t  force 

the  s tudent  to  ac t ive ly  manipulate information.^

A ctiv i ty  on the part  of  the  student  should f a c i l i t a t e  compre­

hension and re ten t ion  of  information for at  l e a s t  two read i ly  apparent  

reasons .  F i r s t ,  the ac t ive  manipulat ion of  information should make the 

le a rne r  aware of what should be remembered and not remembered as 

material  i s  learned .  Second, a c t iv e  manipulat ion of information should 

provide add it ional  encodings or connections as i t  is  being s to r e d .2

Rothkopf i s  also  a proponent of the ac t ive  involvement of  the 

studen t  during lea rn ing .  His metaphor "You can lead a horse to water 

but the  only water th a t  gets into his  stomach i s  what he drinks" i s  

used to  point out th a t  what a s tudent  learns depends la rge ly  on his 

own a c t i v i t i e s .  Rothkopf uses the term "mathemagenic" behaviors to 

r e f e r  to  a c t i v e ,  s tuden t-generated behaviors which give b i r t h  to  l e a rn ­

ing.  The study of  mathemagenic behaviors i s ,  more s p e c i f i c a l l y ,  the 

study of  s tuden t s '  ac t ions  th a t  are re levan t  to  the achievement of 

spec i f i ed  in s t ruc t iona l  o b je c t iv e s .  The assumption underlying 

Rothkopf's work i s  th a t  learn ing  i s  f a c i l i t a t e d  when the l ea rner  is  

required  to search the shor t  term memory system for the answer to  a 

quest ion or problem.^

^Jerome S. Bruner, On Knowing; Essays for  the Left Hand 
(Cambridge: Belknap Press of Harvard University Press,  1963), pp. 
129-148.

2 j b i d . ,  pp. 129-148.

^E. Z. Rothkopf, "The Concept of Mathemagenic A c t i v i t i e s , "  
Review of Educational Research, 40, 3 (1970):325-336.
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Shlomo and Yael be l ieve  t h a t  learning i s  f a c i l i t a t e d  by a c t i ­

vat ing the s tudents ;  and learning relevant  to i n t e l l e c tu a l  development 

takes place as a r e s u l t  of  a dynamic in te rac t ion  between the students  

and th e i r  environment. Students must organize and a s s im i la t e  t h e i r  new 

experiences in to  the s to re  of  concepts already possessed.  Environmen­

ta l  events are understood in l i g h t  of  our in t e l l e c tu a l  background and 

level of  development. They do not have a spec i f i c  meaning simply 

because the teacher presen ting them to  the students  th inks they have 

t h a t  meaning.4 In many educational  systems, p a r t i c u l a r ly  a t  the uni­

v e r s i t y  l e v e l ,  s tuden ts '  a c t ive  involvement i s  hindered by the f ac t  

t h a t  s tudents  s u b s t a n t i a l l y  outnumber the teachers ; hence, the i n t e r a c ­

t ion  between students  and teachers  i s  l im i ted .  One possible a l t e r n a ­

t i v e  i s  to plan for group a c t i v i t y .

Before discussing group a c t i v i t y ,  we must answer a fundamental 

quest ion:  What i s  a group?

For the purpose of  t h i s  s tudy,  a group i s  comprised of i n t e r ­

dependent individua ls  with mutual rela tedness  in t h e i r  a c t i v i t i e s  and a 

common g o a l T h e  groups discussed in th i s  study share a common goal 

of  learn ing the content of  t h e i r  f i r s t  col lege level accounting course.  

Shlomo and Yael suggested t h a t  educational planning and p ra c t i c e  should 

be primari ly student  cen te red .  In f a c t ,  s tudents  should be ac t ive  in

^Sharan Shlomo and Sharan Yael, Small-Group Teaching 
(Englewood C l i f f s :  Educational Technology Publ ica t ions ,  In c . ,  1976),
pp. 1-4.

^C. Gibb, "Leadership,"  in G. Lindzey and E. Aronson ( e d s . ) .  
The Handbook of Social Psychology, vol .  4, 2nd ed i t ion  (Reading: 
Addison-Wesley, 1969), pp. 205-282.



planning th e i r  learning experiences as well as in performing learning

tasks.® This was not a new approach to educational planning.  One of

the  e a r l i e s t  w r i te r s  of group study plans was Edward Randall Maguire.

In his book published in 1928 he s ta ted :

In the Group-Study Plan each pupil works forward in a s timu­
la t in g  and challenging environment; pup il - teacher  par tnersh ips  
a re formed; un i t s  of  work are se t  ou t .  The pass ive ,  l i s t e n i n g ,  
absorptive type of l e a rner  i s  not found in t h i s  procedure.  The 
f u r t i v e  pu lp i t  and the mourners'  bench have disappeared.  No 
clever l i t t l e  B i l l i e s  are found in these schoolrooms p a t i e n t ly  
wait ing for the r e s t  to  catch up. In b r i e f ,  here i s  exhib ited  
the school room as a working laboratory  in every subjec t  of the 
curriculum. The s e l f - a c t i v e ,  respons ib le ,  cooperat ive in d i ­
vidual is  c u l t i v a t e d .  School becomes l i f e . ^

Maguire was an exponent of the school in which pupil power had the

r ig h t  of  way over teacher t a l k .  He made the pupil occupy the center  of

the s tage.  The teacher was the re  to  a s s i s t  the pupil in the search for

knowledge. Maguire thought the old methods sought to  place emphasis on

the teacher teach ing;  and th a t  emphasis meant too often the teacher

t e l l i n g ,  order ing ,  exp la in ing ,  and imposing subject  matter and modes of

conduct.® We will now consider  the fac to rs  th a t  in f luence  the

e f fec t iveness  of  learn ing  in a group s e t t i n g .

Factors That Influence the Effec t iveness 
of  Learning in a Group Sett ing

A number of  s tud ies  have manipulated f ac to r s  th a t  appear to be 

important in group lea rn ing .  Some of the fac to rs  t h a t  have been

®Shlomo and Yael, pp. 1-4.

^Edward R. Maguire, The Group Study Plan (New York: 
Scr ibner ' s  Sons, 1928), p. 3.

®Ibid. ,  pp. 1-29.



10

considered are soc ia l  con tex t ,  social comparison, a b i l i t y  mix, age of 

the s tuden ts ,  and v e rb a l i z a t io n .

Social Context

Wickens provided the concept th a t  s tuden ts '  a c t ive  ro le  in 

learning i s  best  fos te red  in a social  contex t .  Students should be 

encouraged, by the  very s t r u c t u re  of the learning s i t u a t i o n ,  to  develop 

cooperat ive r e l a t i o n s  with t h e i r  classmates.  Learning i s  more p leasu r ­

ab le ,  more p o s i t i v e ly  motivated,  when constant  competit ion and the 

anxiety i t  e n t a i l s  are e l imina ted ,  or a t  l e a s t  reduced; and classmates 

become a source of mutual help.^

Gibb noted t h a t  groups are r a re ly  i f  ever homogeneous in terms 

of  IQ or academic achievement; however, the aim of small groups i s  to 

fo s te r  cooperat ion and communication among students  for  learning pur­

poses and to  c rea te  a social  context  for  individual  in v e s t ig a t io n  and 

involvement. The s tu d e n t s '  motivat ion to  work toge ther  with other  

group members i s  inc re ased ,  and they develop po s i t iv e  a t t i t u d e s  toward 

group a c t i v i t i e s . 10 Students who p a r t i c ip a t e  in coopera t ive groups 

tend to view t h e i r  s tud ie s  as work th a t  i s  meaningful r a th e r  than j u s t  

laboring a t  a make work t a s k .  They see t h e i r  teacher as a counselor  

and advisor ,  r a th e r  than as a taskmaster  or policeman--words used by 

students  in t r a d i t i o n a l  c lass rooms.H

Od. Wickens, "P iaget ian  Theory as a Model for  Open Systems of 
Education," in M. Schwebel and J .  Ralph ( e d s . ) ,  Piaget  in the 
Classroom (New York: Basic Books, 1973), pp. 179-198.

lOGibb, pp. 205-282.

11b . B l i t z ,  The Open Classroom: Making I t  Work (Boston:
Allyn and Bacon, 1973), pp. 4-34.
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A one-year d e s c r ip t iv e  study of e ig h t ,  s ix th -grade  classrooms 

by Meehan and Schusler  concluded th a t  group teaching draws some of i t s  

motivat ing power from a c rea t ion  of a social context  for le a rn ing .

The very d i f fe re nces  between p e r s o n a l i t i e s ,  which formal teaching tends 

to  ignore,  bring i n t e r e s t  and a wide range of  knowledge and s k i l l s  to 

the group. In formal classrooms,  the in s t ru c to r  t y p i c a l l y  e s tab l i sh es  

uniform standards  and requirements for everyone. In group l ea rn ing ,  on 

the other  hand, s tudents  often p a r t i c ip a te  in the es tablishment of  the 

s tandard .  This ,  in t u r n ,  c u l t i v a t e s  respect  for each person 's  unique 

con t r ibution  to  the c o l l e c t i v e  e f f o r t .  Toward the close of  the school 

year the teachers  and the pupils expressed t h e i r  f ee l ings  about th e i r  

experience with small groups.  The teachers  were asked: For you as a

teache r ,  what were some of the most valuable fea tu res  of  small-group 

organizat ion ( i f  any)? Five of the eigh t  teachers  reported benef i t s  

to  the pup i l s .  They found th a t  pupils  f e l t  more r e s p o n s i b i l i t y  toward 

one another and toward c lass  r u l e s .  The increased pupil r e s p o n s ib i l i t y  

was of ten expressed through encouragement to  shy, t imid pup i l s ;  through 

patience and help to  the d i s ru p t iv e ;  and through help in academic 

a reas .  Other teachers  l iked  the added time small groups provided for 

observing p u p i l s ,  for  seeing and helping in d iv id u a l s ,  and for  increased 

communication from the pup i l s .  Pupils were asked: What bene f i t s  did

the small groups o f fe r  pupils? What problems did pupi ls  meet during 

d i r e c t  and extended in t e r a c t io n  with t h e i r  peers? The pupils  showed a 

strong favorable a t t i t u d e  toward small-group work and a r e a l i s t i c  view 

of i t s  d i f f i c u l t i e s .  During the opening months of  the school year ,  the 

pupils  found t h a t  working in groups helped them with t h e i r  regular
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school s u b jec t s .  Later in the yea r ,  pupils  l iked  small-group work 

because of social-emotional  values.  They found t h a t  group work helped 

them get along b e t t e r  with o the rs ,  make more f r i e n d s ,  understand and 

l i k e  o thers  b e t t e r .  In add i t ion ,  the students  gained the confidence to 

express opinions and to  in t e r a c t  without f e a r .  The d i f f e r e n t  i n t e r ­

e s t s ,  backgrounds, values ,  and a b i l i t i e s  of the members a re ,  in f a c t ,  

the group's g re a t e s t  as se t  and the source of  i t s  p o te n t i a l ly  c rea t ive  

learning exper iences.  This study pointed out t h a t  small group i n t e r ­

ac t ion  provides the inherent  opportunity for socia l  comparison.1%

Social Comparison 

Evans inves t iga ted  the hypothesis t h a t  promising an opportun­

i t y  to engage in social  comparison would cause an increase  in motiva­

t i o n .  This increase in motivat ion would be r e f l e c t e d  by increases  in 

performance and ton ic  heart  r a t e .  Performance on modified forms of  the 

Wechsler Adult In te l l igence  Scale (WAIS) Digit  Symbol task  was used as 

the behavioral measure of  motivat ion .  The ton ic  hear t  r a t e  served as 

the psychophysiological measure of motivat ion.  Tonic heart  r a t e  r e fe r s  

to  ra te  measured over a t  l e a s t  a 30-second period.  Previous work by 

Evans demonstrated th a t  performance on modified forms of the WAIS Digit  

Symbol was s e n s i t i v e  to d i f fe rences  in motivat ion.  Recent work by 

Evans also  demonstrated th a t  an increase in ton ic  hear t  r a t e  i s  a 

dependable and cons is ten t  ind ica t ion  of  an increase in motivat ion.

Meehan and R. Schusler ,  "Small Groups in Sixth Grade," 
Elementary School Journal (1966-1967):241-245.
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The subjec ts  were volunteers  from an in t roducto ry  psychology 

c lass  p a r t i c ip a t in g  to  f u l f i l l  a c lass  requirement.  The experimental 

group cons isted  of  eight  males and eigh t  females and the control  group 

consisted of e ight  males and eight  females. Analyses were done taking 

sex out as another f a c t o r .

The f i r s t  th ree  of  f ive t r i a l s  served as the bas is  of p i lo t  

data allowing for  performance and hear t  r a t e  to  s t a b i l i z e .  During the 

fourth t r i a l  the experimental and control group received the same 

in s t ru c t io n s  with measurement of performance and heart  r a t e .  Analyses 

of the groups'  hear t  r a t e s  were identica l  and performance scores d i f ­

ferences were not s i g n i f i c a n t .  Jus t  prior  to the f i f t h  t r i a l ,  the 

experimental group was to ld  tha t  a f t e r  the next t r i a l  they would be 

given the opportuni ty to  compare t h e i r  score with 25 other in troductory  

psychology s tudents  who had been given the same amount of p rac t ice  on 

the ta sk .  The experimental subjects  manifested a s i g n i f i c a n t l y  grea te r  

improvement in performance as well as a s ig n i f i c a n t l y  grea ter  increase 

in tonic r a t e  compared to  the control group.13 Fest inger s t a t e s  th a t  

people have a need to  evaluate t h e i r  opinions and a b i l i t i e s  in compari­

son to o th e rs ,  e spe c i a l l y  when the re  is  no ob je c t ive  means of 

eva lua t ion . I ' l  Rad lo f f ' s  study revealed th a t  people des ired  a f f i l i a t i o n

13j.  Evans, "Motivational Effec ts  of  Being Promised an 
Opportunity to  Engage in Social Comparison," Psychological Reports,  34 
(1974):117-140.

l^L. Fes t inge r ,  "A Theory of  Social Comparison Processes,"  
Human Rela t ions,  7 (1954): 117-140.
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with other people when they had an opinion about a sub jec t  and had no 

"reference point" for t h a t  o p i n i o n . 15

Gruder 's work in 1971 showed th a t  whenever people were offered 

the opportunity to  engage in social  comparison they wanted information 

about the best  person,  the worst person,  the person j u s t  above them, 

and the person j u s t  below them.16 The use of permanent learn ing  groups 

in th i s  study will  allow social  comparison.

A bi l i ty  Mix Within Groups 

Webb compared learning in individual and group s e t t in g s  and 

cont ro l led  a b i l i t y  mix of  U.S. Navy s tuden ts .  Students were assigned 

to  e i the r  uniform or mixed a b i l i t y  groups. H igh-ab i l i ty  s tudents  did 

best on ob jec t ive  t e s t s  when they assumed a teaching ro le  in mixed 

a b i l i t y  groups. Medium-ability s tudents  did bes t  in uniform a b i l i t y  

groups when a l l  members had an equal opportunity to  exp la in .  Low- 

a b i l i t y  s tuden ts ,  however, did best  on objec t ive  t e s t s  when higher-  

ap t i tude students  presented them with clear  explana tions .  I t  would 

seem, then ,  th a t  h ig h - a b i l i t y  s tudents  should not be paired together  

because both students  want to  t a lk  and low -ab i l i ty  s tuden ts  should not 

study toge ther  as they might only confuse each o the r .  Webb also

15R. Radloff ,  "Opinion, Evaluation and A f f i l i a t i o n , "  Journal 
of  Abnormal and Social Psychology, 62 (1961):578-585.

16c. Gruder, "Determinants of Social Comparison Choices," 
Journal of Experimental Social Psychology, 7 (1971):473-489.
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considered subject  matter  and group s i z e ;  however, impact was not 

s i g n i f i c a n t  from these  va r i a b le s .

Rosen, Powell,  and Schubot concluded in t h e i r  study th a t  

people did well in a p ee r - tu to r in g  s i tu a t io n  as long as an equ i tab le  

t u to r in g  re l a t io n s h ip  was maintained.  The authors looked a t  a b i l i t y  

level  and competency of  178 undergraduate students  en ro l led  in educa­

t iona l  psychology a t  the Universi ty of  Georgia to determine whether 

s tudents  in a pair  s i t u a t i o n  should exchange r o l e s .  They found th a t  

s tudents  prefer red  the ro le  of the tu to r  and t h a t  they pre fe r red  to 

t u t o r  those of  t h e i r  own a b i l i t y  l e v e l . 18 in other  s tud ie s  looking a t  

hetero-homogeneity of ap t i tude  within groups,  Hurlock and Hurlock found 

t h a t  d i s c rep a n t -ap t i tu d e  groups did not lead to  poorer performance but 

did lead to unfavorable a t t i t u d e s  regarding group l e a r n i n g . 19 F r ick ,  

however, found th a t  grouping high and low-apti tude U.S. Air Force s tu ­

dents resu l ted  in much higher performance and le ss  time to  complete 

in s t ru c t io n s  for  the low-ap ti tude students  than t h a t  for  a low-apt i tude  

student  in the control group.20

1?N. M. Webb, Learning in Individual and Small Group Set t ings  
(Technical Report No. Tjl (Washington, D.C.: Personnel and Training
Research Programs, Office of  Naval Research, and Advanced Research 
P ro jec ts  Agency, October,  1977.)

18s. Rosen, E. R. Powell,  and D. B. Schubot, "Peer-Tutoring 
Outcomes as Influenced by the Equity and Type of  Role Assignment," 
Journal of Educational Psychology, 69 (1977):244-252.

19r . Hurlock and J .  Hurlock, "Paired Students Trained by CAI. 
Proceedings,  American Psychological Assoc ia t ion,"  1972, pp. 495-496.

ZOp. C. Fr ick ,  Study of  Peer Training With the Lincoln 
Training System (AFATC Report KE 73-116). (Keesler Air Force Base, 
Miss . ,  1973.)
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Age Mix Within Groups 

One extreme form in cross age in elementary school i s  when an 

older  s tudent  i s  paired with a younger s tudent .  Devin-Sheehan,

Feldman, and Allen reviewed approximately a decade of s tud ies  i n v e s t i ­

gat ing the e f fec t iveness  of cross-age t u t o r i a l s .  In these  s tu d ie s ,  

s tudents  did not lea rn  material  toge the r ;  in s te ad ,  one student  served 

as a tu to r  to  another s tu d e n t ( s ) .  In most of these  s tu d i e s ,  t u t o r s  

were older than those being tu to r e d .  Nearly a l l  of these s tudie s  

showed the t u t o r i a l s  to  be benef ic ia l  to  both t u t o r s  and those tu to red .  

In many cases ,  t u t o r s  improved t h e i r  own performance even more than 

those being in s t r u c t e d .  I t  may be th a t  even in learning groups as 

opposed to  tu to r /p u p i l  s i t u a t i o n s ,  older or h ighe r -ap t i tude  students  do 

be t t e r  with low-apti tude s tuden ts  as they assume the ro le  of "Teacher" 

and have the opportuni ty to  do an extensive amount of e x p la in in g .21

Verbalizat ion and Learning 

One reason for  the e f fec t iveness  of  learn ing  groups may be 

t h a t  groups provide s tudents  with the opportunity to  verba l ize  concepts 

which they encounter in t h e i r  individual s tudy.  Webb suggested th a t  

the amount of  "explaining" by U.S. Air Force s tudents  in group study 

re su l t ed  in increased performance i r r e s p e c t iv e  of  the a b i l i t y  mix of 

groups.  Additional support for the importance of  v e rba l iza t ion  i s  pro­

vided by Durl ing  and Schick.  They compared voca lizing  and nonvocal­

iz ing  pa i rs  in a concept at tainment t a sk .  The sub jec t s  were 84 college

21l . Devin-Sheehan, R. S. Feldman, and V. L. Allen,  "Research 
on Children Teaching Children:  A C r i t i c a l  Review," Review of
Educational Research, 46 (I976):355-385.
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students  who volunteered for  the experiment.  Their study noted tha t  

the g rea tes t  learn ing  gains were achieved by vocalizing pa i rs  followed 

by individual s  vocalizing to  an experimenter,  then nonvocalizing ind i ­

v idua ls ,  and f i n a l l y ,  nonvocalizing p a i r s .  This study suggests  tha t  

vocalizing i s  important but also th a t  a combination of  vocal izing and 

in te rac t in g  i s  perhaps even more im por tant .2%

Ross and DiVesta also id e n t i f i e d  the e f f e c t s  of  an t ic ipa ted  or 

actual voca l iza t ion  of an oral summary, as a con t r ibu t ion  to  learn ing .  

Their study s p e c i f i c a l l y  examined the e f f e c t s  of  an oral summary as a 

review s t r a t eg y .  The subjec ts  were 162 female undergraduates s o l i c i t e d  

from an int roductory  educational  psychology course.  They were awarded 

c r e d i t  toward th e i r  c l a ss  grade for  p a r t i c ip a t io n  in the study.  One 

trea tment group studied t e x t  material with the expectat ion  t h a t  they 

would present  an oral summary a t  a l a t e r  point  in t ime; another t r e a t ­

ment group studied without t h i s  expec ta t ion .  After studying the mate­

r i a l ,  one- th i rd  of  the students  (in both groups) presented oral 

summaries, one- th i rd  l i s t e n e d  to  the oral summaries (observation condi­

t i o n ) ,  and one- th i rd  of the students  did not rece ive a review s e s s i o n . 23 

All sub ject s  returned one week l a t e r ,  a t  which time they were 

administered short-answer and mult ip le -cho ice c r i t e r i o n  t e s t s  of  the 

information contained in the material s tud ied .  The researchers  found

22 r . Durling and C. Schick, "Concept Attainment by Pairs  and 
Individuals  as a Function of  Vocal izat ion ,"  Journal of  Educational 
Psychology, 68 (1976):83-91.

23$. M. Ross and F. J .  Divesta,  "Oral Summary as a Review 
Strategy for Enhancing Recall of Textual Mater ial , "  Journal of  Educa­
t ional  Psychology, 68 (1976):689-695.
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t h a t  ve rba l iza t ion  was superior  to  observation with respect  to shor t-  

answer performance. The actual  presenta t ion of an oral summary was not 

appreciably more e f f e c t i v e  than l i s t en in g  to  one, as measured by 

mul t ip le -choice items. Both types of review a c t i v i t i e s  were provided 

to  the experimental group to f a c i l i t a t e  re ten tion  as compared to  the 

control  group which was not provided an opportunity for  review. An 

important f inding was t h a t  observation groups s ig n i f i c a n t l y  outper ­

formed the control group. This leads to  the expectat ion t h a t  even 

quie t  members of  a group will benef i t  from l i s t e n in g  to  a group d iscus ­

sion .  The authors concluded th a t  the most optimal condit ion i s  a com­

binat ion  of ac t ive  oral repor t  with in s t ruc t ions  to  prepare to make an 

oral report  ( they suggest th a t  the expectat ion to  give an oral summary 

produces a pos i t ive  motivat ional  e f f e c t ) . 24

Group Learning

Many terms are used to describe group lea rn ing .  Pair  l e a rn ­

ing ,  peer learning groups are used interchangeably by w r i t e r s .  Within 

t h i s  s tudy,  the term "group learning" will be used. Group learning 

programs o f fe r  a promising a l t e r n a t iv e  to  the t r a d i t i o n a l  format.

Effect iveness

Frazer ,  Beaman, Diener, and Kelem conducted two s tud ie s  in 

which they compared the e f fec t iveness  of groups of two, t h r e e ,  or four 

s tudents  with a control group on college c lass  performance. Students 

were assigned par tners  and requested to arrange to study toge ther  a t

24I b i d . ,  pp. 689-695.
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t h e i r  convenience throughout the qua r te r .  The course grade assigned to 

each was determined by the average of  the performance of  t h a t  s tudent  

and his  partner  on t e s t s  and c lass  assignments.  They found t h a t  the 

group learn ing method was super ior  to  the typical  individual  perform­

ance.  Performance involved studying writ ten  material in groups,  then 

t e s t i n g  for  r e c a l l .  (There were not s ig n i f i c a n t  d i f fe rences  between 

the  peer learning groups.)  The authors suggested th a t  group learning 

programs could be implemented in col lege courses with minimal expense. 

They did not ind ica te  th a t  the re  was any special  planning,  t e s t i n g ,  or 

t r a in in g  involved for the co l lege  s tu d e n t s .25

Beaman, Diener,  Frazer ,  and Endreson conducted th ree  s tud ies  

to  assess the e f f e c t s  of voluntary and semi voluntary group learn ing  on 

e f f e c t iv e n e ss .  In the f i r s t  s tudy,  the subjec ts  were 85 un ive rs i ty  

students  taking an undergraduate course in persona l i ty  and individual  

d i f f e re n c e s .  Each s tudent  at tended four 50-minute l e c tu r e s  and one 50- 

minute discussion sect ion per week. The sec t ions  were conducted by a 

teaching a s s i s t a n t ,  who randomly assigned two of his  four sec t ions  to 

be the experimental group leaving  the other  two as the control group. 

Experimental subject s  with low grade point  averages were roughly 

matched to  students  with high grade point  averages.  The s tuden ts  were 

not  informed th a t  grade point  average was considered in t h e i r  partner  

assignments.  Students in the experimental group were informed during 

the  f i r s t  meeting of the d iscuss ion  sect ion t h a t  one of the course

25s. C. F raser ,  A. L. Beaman, E. Diener, and R. T. Kelem,
"Two, Three or Four Heads Are Bet ter  Than One: Modificat ion of  College 
Performance by Peer Monitoring," Journal of Educational Psychology, 69 
(1977):101-108.
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requirements was to  study the course mate r ia ls  each week with a p a r t ­

ne r .  The measure of academic performance was each in d i v id u a l ' s  course 

performance. The performance measure cons isted  of the to t a l  of  the 12- 

item weekly quizzes ,  a longer midterm, and a f inal  exam. All quizzes 

and exams cons is ted  of  t r u e - f a l s e ,  mul t ip le -cho ice ,  and shor t  essay 

ques t ions ,  with scoring performed by a departmental r eader .

The best  r e s u l t s  were from the students  who performed the 

requested mutual study a t  l e a s t  one-hal f  hour per week. I t  should be 

noted t h a t  the average of  67.2 minutes per week increased grade aver­

ages about 7.1%. Since many courses use a grading sca le  with 10% 

increments,  an increase of 7% would produce a l e t t e r  grade increase  for 

a la rge port ion of  the s tuden t s .  The major weakness of  the group 

learn ing  technique used in the f i r s t  study was t h a t  i t  induced only 

about one-hal f  of  the students  to  perform the minimal requirement of 

studying one-hal f  hour per week. Thus, a second study was planned to 

examine techniques of extending the benef i t s  of  group learn ing  to  a 

l a rg e r  segment of  s tuden ts  in a given course while minimizing t h e i r  

concerns about grade averaging.

In the second study,  the subjec ts  were 109 u n ive rs i ty  students  

en ro l led  the fol lowing quar te r  in the same course as in the f i r s t  

s tudy.  Again, two of the sec t ions  were randomly se lec ted  to  be the 

experimental group and two served as a control group.

Course grades cons is ted  of  th ree  exams worth 100 po in ts  each,

6 points  for each d iscuss ion sec t ion  a t tended,  and 3 po in ts  for  each 

voluntary p a r t i c ip a t io n  in a psychological experiment (up to  a maximum 

of 12 p o in t s ) .  The to t a l  poss ib le  score was 372 po in t s .  Each subjec t
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in the experimental group was assigned a partner  without regard to any 

c h a r a c t e r i s t i c s  of the s tudent ,  t h a t  i s ,  the sub jec t s '  grade point  

averages,  sex,  and so on were not considered in the par tner  ass ign­

ments. The par tners  were requi red to  study together a minimum of 45 

minutes each week to  rece ive the 6 poin ts  for at tending  each discussion 

s e c t io n .  Compliance was assessed using s e l f - r e p o r t  forms submitted at  

the  beginning of each discussion sec t ion .  Thus, roughly 17% of the 

course grade was contingent  upon the performance of  45 minutes of  

mutual study time per week.

Control subjec ts  al so  submitted weekly repor ts  of  th e i r  study 

behavior ,  but with no requi red amount of study time.  Hence, control 

sub jec t s  received 6 poin ts  purely for  at tending the discussion  s ec t io n .  

The measure of academic performance was each in d i v id u a l ' s  cumulative 

t o t a l  score for  the th ree  exams. Points for at tendance of  discussion 

sec t ions  and points  for  experimental p a r t i c ip a t io n  were not analyzed. 

All exams consis ted of 33 mul t ip le-choice  items with four choices .  The 

experimental group performed b e t te r  than the control group but did not 

reach s t a t i s t i c a l  s ign i f i cance .  Students could again refuse to p a r t i c ­

ipa te  in mutual s tudying,  but would be le ss  f ree  to  do so, s ince the 

r epor t ing  of  no time each week would lower t h e i r  grade.  Thus, a more 

a t t r a c t i v e  option would be to  agree with t h e i r  partner  to  report  the 

minimum study time even though they ac tua l ly  did not work toge the r .

The th i r d  inves t iga t ion  was designed to  examine t h i s  study 

time fac to r  again.  Since an undetermined number of subjec ts  f a i l e d  to 

perform the group learn ing  under these minimal requirement procedures, 

another modificat ion of  the voluntary p a r t i c ip a t io n  procedures of  the
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le ss  conservative t e s t  of improved performance and to provide ge n e ra l i ­

zat ion  to  a populat ion of s tudents  taking another course.

In the t h i r d  study,  the sub jec ts  were members of an under­

graduate course in abnormal psychology. The professor inv ited  any 

c la ss  member to  volunteer  to  p a r t i c ip a t e  with a partner  and to accept 

for  his grade the average of his p a r t n e r ' s  and his own performances.

Of the 108 c lass  members, 14 volunteered for  peer monitoring.

The subjec ts  selec ted  t h e i r  own pa r tne r s .  Each subject  next 

signed a b r i e f  con t rac t  ind ica t ing  th a t  he/she vo lun ta r i ly  agreed to  

study with a par tner  and understood he/she would receive his  grade 

based on the averages of the performances. Las t ly ,  the con t ract  

required t h a t  subjec ts  not drop the course a f t e r  the second week. The 

measure of academic performance was each i n d i v id u a l ' s  cumulative to t a l  

points  earned on the th ree  t e s t s  administered during the course.  Each 

t e s t  was worth 100 points  and consisted of  33 mul t ip le-choice items. 

Tests were scored by a teaching a s s i s t a n t .  The experimental subjects  

averaged 258 points  compared to 249.85 points  for  the control group. 

This was considered of marginal s t a t i s t i c a l  s ign i f icance  by the 

researche rs .

The th ree  s tudies  c i ted  suggest th a t  peer- learn ing  procedures 

produce co n s i s t e n t ly  pos i t ive  e f f e c t s .  In no case did an experimental 

group show poorer performance than i t s  control group. Presently the 

most e f f e c t i v e  method of  maximizing the bene f i t s  for  most s tudents  i s  

to  use the strong contingency of grade a v e r a g i n g . 26

2®A. L. Beaman e t  a l . ,  "Effects  of  Voluntary and Semi- 
Voluntary Peer-Monitoring Programs on Academic Performance," Journal 
of  Educational Psychology, 69 (1977): 109-114.
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Lightner completed an e f fec t iveness  study of  intermediate 

accounting students  u t i l i z i n g  the group learn ing  method (experimental) 

and le c tu re  method (control )  a t  San Diego Sta te Uni v e r i t y ,  San Diego, 

C a l i fo rn ia .  The p a r t i c ip a n t s  in L igh tner ' s  study were enro ll ed  in an 

upper level course of intermediate accounting,  where our subjec ts  were 

enro ll ed  in Accounting I.  The f a l l  semester c lasses  served as the con­

t r o l  c l a s s e s .  They were conducted under the or ig ina l  s t ru c tu re :  

l e c tu re s  were de l ivered  d a i ly ,  homework was ass igned,  and student  

in q u i r ie s  were answered. There was a nongroup mil ieu in which grading 

was based upon to t a l  points accumulated from examinations as follows:

Exam I ........................................................................................ 100 points

Exam II .....................................................................................  100 points

Exam II I  ...................................................................................  100 points

Final ..........................................................................................  200 points

Total ..........................................................................................  500 points

Spring semester c lasses  were taught  under a changed s t ru c tu re  

and served as the experimental c l a s s e s .  Students received identica l  

l e c t u r e s ,  homework assignments,  and examinations as administered during 

the f a l l  semster.  However, the spring semester s tudents  were required 

to  work in groups. Grading was based upon to t a l  points accumulated as 

f o l 1ows:
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Points From 
Individual 

Effor t

Points  From 
Group 
Effor t

Total
Points

Possible

Exam I 100 5 105

Exam II 100 5 105

Exam I I I 100 5 105

Final 200 10 210

Total 500 525

The measure of  the control and experimental c lasses  academic 

performance was each in d i v id u a l ' s  to t a l  po ints  from the four 

examinations.

The mean score of  the performance measure was higher for  the 

grouped c l a s s e s ,  and the d i f fe rence  in means on the examination scores 

for  in te rmedia te  accounting is  s t a t i s t i c a l l y  s ig n i f i c a n t  a t  a .10 

l e v e l .  Because a d i f fe rence  in the performance measure could be 

a t t r i b u t e d  to  a d i f fe rence  in the mix of s tuden ts  from the two semes­

t e r s ,  a t e s t  o f  homogeneity of the two c la sse s  was made. No s i g n i f i ­

cant d i f f e re n ce  was found between the average previous accounting 

grades for  the grouped and nongrouped students  which suggests  th a t  the 

grouped s t r u c t u r e  increased s tuden ts '  learn ing  of intermediate 

accounting.

Lightner also measured student  a t t i t u d e s  toward group le a rn ­

ing.  He found th a t  s tuden ts  in the experimental condit ion developed 

s i g n i f i c a n t l y  more p o s i t iv e  a t t i t u d e s  toward groups. Surpr is ingly  the
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students  from the two nongrouped intermediate  accounting c lasses  had a 

pos i t ive  a t t i t u d e  toward group l e a r n i n g . 27

Peer Teaching

One of  the most comprehensive s tudie s  was performed by Coy 

Jones. The objec t ives  of his study were: To determine to  what ex ten t

employing a s e t  of group learning techniques encouraged peer teaching 

and did i t  r e s u l t  in improved student  performance and s a t i s f a c t i o n .

The subjec ts  were 360 un ive rs i ty  students  taking one of 

eighteen labora to ry  sec t ions  of  an in t roduc tory zoology course.  Eight 

graduate teaching a s s i s t a n t s  taught  two s ec t ions ,  one experimental 

(group) and one control sec t ion .

The experimental group learn ing  techniques Jones provided for

were:

1. Opportunit ies  for forming permanent, heterogeneous 

learn ing  groups.

2. Maintaining group s izes  to  seven or fewer members.

3. A grading system in which group p ro jec ts  con tr ibuted  

s i g n i f i c a n t l y  to  each s tu d e n t ' s  course grade.

4. Experimental group negotiated the weighting of  individual

performance, group performance, and peer eva lua t ions .

5. Group pro jec ts  and peer evaluat ions  th a t  con tr ibuted  to

each i n d i v id u a l ' s  course grade.  The p ro jec ts  were s t ruc tu red  such th a t  

no s ing le  individual  could complete the p ro jec t  as success fu l ly  as a 

team e f f o r t .

27sharon M. Lightner,  "Accounting Education and P a r t i c ipa to ry  
Group Dynamics," Col lega te  News & Views, XXXV, i  (Fall 1981):6-9.
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The control c lass  was in s t ruc ted  in the normal manner-- 

s tudents  were permanently assigned to  lab ta b les  and shared equipment 

with other s tudents  to  complete non-graded p ro jec t s .

Both the experimental and control  cl asses  took 12 m i n i - t e s t s ,  

a mid-term, and f ina l  exam. Immediately following the mid-term and 

f inal  exams, a l l  s tudents  completed a ques t ionnai re to measure t h e i r  

perceptions of  the group's  cohesiveness,  cooperat ion,  quan t i ty  and 

qu a l i ty  of  peer teach ing,  and th e i r  s a t i s f a c t i o n  with the course.

Jones concluded th a t  experimental (group) sect ions  were s i g ­

n i f i c a n t l y  more cohesive and cooperat ive and s ig n i f i c a n t l y  outperformed 

control sec t ions  on individual quizzes and exams. The study indicated 

t h a t  no s ig n i f i c a n t  d if ference  ex isted  in s a t i s f a c t i o n  with the course 

between experimental and control s ec t ions .

Group P a r t i c ipa t ion  and Subsequent Performance

Many educational and t r a in in g  systems assume th a t  ind iv iduals  

who solve problems in cooperative groups will subsequently perform 

b e t t e r  than indiv iduals  who have previously solved problems alone.  

Conversely,  many cooperative problem-solving groups, such as com­

m i t t e e s ,  assume th a t  individual  problem-solving competence will  t r a n s ­

fer  to  subsequent group solut ion  to problems of the same general c l a s s .

28coy A, Jones,  "Peer Teaching in Permanent Project  Teams 
(PT2)" (unpublished doctoral d i s s e r t a t i o n .  The University of  Oklahoma, 
1982).
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Thus, general group-to-individual  and individua1-to-group problem­

solving t r a n s f e r  i s  p a r t i c u l a r ly  p e r t inen t  to performance.29

Problem-Solving Transfer

Klausmeier, Wiersma, and Harris  developed an experiment to 

a s ce r t a in  whether un ive rs i ty  students  acquired concepts equally e f f i ­

c i e n t ly  when i n i t i a l l y  working as ind iv idua l s ,  in p a i r s ,  and in groups 

of  four .  They also measured whether they performed equal ly well on an 

immediate and a delay t r a n s f e r  problem when working as ind iv idua l s .

How e f f i c i e n t l y  persons a t t a i n  concepts and other outcomes in 

the  cognit ive  domain when working as ind iv idua ls ,  in comparison with 

working in groups, i s  of s ign i f icance  in schools as in other behavioral 

s e t t i n g s .

One hundred twenty-eight  sub jec ts  were drawn randomly from 

c lasses  in educational psychology in two blocks of 64 during two 

semesters .

A 128-card,  ordered f igurai  board was used to present  the 

problem to  be solved.  I t  was designed so th a t  each card contained each 

of  seven a t t r i b u t e s  and one of  two defin ing c h a r a c t e r i s t i c s .  The to ta l  

d isp lay  incorporated the a t t r i b u t e s  and defining c h a r a c t e r i s t i c s  in al l  

possib le  combinations.  Thus, the seven a t t r i b u t e s  were number of bor­

de rs ,  con t inu i ty  of  borders ,  number of  f ig u re s ,  s ize of  f ig u re s ,  t e x ­

tu r e  of  f ig u re s ,  color  of f ig u re s ,  and shape of  f ig u re s .  The defin ing 

c h a r a c t e r i s t i c s  were one or two so l id  or broken l i n e s ;  one or two small

29patrick R. Laughlin and Joan M. Barth,  "Group-To-Individual 
and Individual-To-Group Problem-Solving Transfer ,"  Journal of 
Personali ty  and Social Psychology, 41, 6 (December 1981):1057-1089.
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or la rge  f igures  which had a so l id  or spotted t e x tu re ;  red or green 

co lo r ;  c i r c l e  or e l l i p s e  shape.

The four concepts to be a t ta ined  in the i n i t i a l  learning 

s i t u a t i o n s  by each ind iv idua l ,  p a i r ,  and quad were as fol lows: broken

borders ,  c i r c u la r  f ig u re s ;  two borders,  small f igu re s ;  so l id  red 

f ig u re s ;  and one la rge  f ig u re .  The concept used in the t r a n s f e r  

problem was one-border e l l i p t i c a l  f ig u re s .

Upon rece iv ing the i n s t r u c t io n s ,  the sub ject s  worked a t  the 

ta sk  according to the th ree  trea tment groups.  The subjec ts  who did not 

engage in the immediate t r a n s f e r  problem l e f t  the labora to ry  and were 

in s t ruc ted  to read an a r t i c l e .  After  12 minutes they were brought back 

to  the labora to ry  for  the delay t r a n s f e r  problem. The four i n i t i a l  

concepts and the immediate and delay concepts were a t ta ined  in a period 

of  30-60 minutes, depending upon the e f f ic iency  of  the sub jec t .

The mean time to a t t a in  the four concepts i n i t i a l l y  was 

computed for  each ind iv idua l ,  p a i r ,  and quad, y ie ld ing  a to t a l  of 48 

scores - -16  for in d iv id u a l s ,  16 for  p a i r s ,  and 16 for quads. In both 

the  immediate and in the delay t r a n s f e r  condi t ion ,  th e re  were 16 who 

had learned i n i t i a l l y  as in d iv id u a l s ,  16 in p a i r s ,  and 16 in quads.

The rank order in e f f ic iency  of  performance in i n i t i a l  l e a r n ­

ing was quads (3.27 minutes) ,  pa i rs  (3 .89) ,  and ind ividual s  (4 .62) .  

However, in immediate t r a n s f e r ,  the subjec ts  who learned i n i t i a l l y  as 

ind iv idua ls  were most e f f i c i e n t  (2 .34 ) ,  with time to  c r i t e r i o n  about 

h a l f  t h a t  of  the subjec ts  who now worked as ind iv iduals  bur had learned 

i n i t i a l l y  in pa i rs  (4.82) and quads (4 .62) .
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For immediate t r a n s f e r ,  the d i f fe rence  among trea tment groups 

was s ig n i f i c a n t  beyond the .05 l e v e l .  The sub ject s  who had learned as 

ind iv idua ls  were s ig n i f i c a n t l y  more e f f i c i e n t  than those who had 

learned in pa i rs  or in quads.

In delay t r a n s f e r  the rank order of  e f f ic iency  was in d i ­

v idua ls ,  p a i r s ,  and quads; the d i f fe rence  among treatment groups was 

not s i g n i f i c a n t  for the delay t r a n s f e r  cond i t ion .

One subs tan tive  r e s u l t  of  the experiment was th a t  pa i r s  and 

quads performed more e f f i c e n t l y  i n i t i a l l y  than did ind iv idua l s ;  but 

subsequently ,  when working as in d iv id u a l s ,  those who learned o r ig i n a l l y  

as ind iv iduals  performed s ig n i f i c a n t l y  b e t t e r  than those who learned in 

p a i r s  and quads .30 This ind ica te s  learn ing  may be inh ib i ted  i f  only 

group performance measures are used.

Group Effect  On Subsequent Individual Performance

McClintock and Sonquis t ' s  inves t iga t ion  focused on groups 

opera t ing in actual  classrooms. I t  was not pr imar i ly concerned with 

t h e o re t i c a l  i s s u e s ,  but r a the r  with the prac t ica l  implicat ion of an 

at tempt to r e s t r u c t u r e  student  r e l a t io n s h ip s  in college classrooms 

through the use of  small t a sk -o r ie n ted  groups. In add i t ion ,  they 

sought to. evaluate the consequences of  such a change for s tudent  

performance and a t t i t u d e s .

Students  from four discuss ion sec t ions  of  an in troduc tory  

sociology research  methods c l a ss  a t  the Universi ty of C a l i fo rn ia ,  Santa

30h. j . Klausmeier, W. Wiersma, and C. W. Har r is ,  "Effic iency 
of  I n i t i a l  Learning and Transfer by Indiv iduals ,  P a i r s ,  and Quads," 
Journal of  Educational Psychology, 54 (1963):160-164.
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Barbara,  pa r t i c ipa ted  in the experiment. Forty-eight  were assigned to  

a group condit ion and 35 were assigned to  an individual  condi t ion .  The 

p a r t i c i p a n t s '  grades on several  classroom tasks  were used as perform­

ance in d i c a to r s .  During the l a s t  period of the c lass  s tudents  evalu­

ated the c lass  to  report  t h e i r  perceived impact of group p a r t i c ip a t io n  

on t h e i r  performance and s a t i s f a c t i o n .

The r e s u l t s  indicated  th a t  working in groups to  prepare for a 

t e s t  did not a f f e c t  subsequent individual  performance on the t e s t .  

However, team work re su lt ed  in b e t t e r  performance and grades on a j o i n t  

paper than did individual  performance. The grades tha t  s tudents  

received as members of a group were on the average b e t t e r  than those 

they could have been expected to receive on the bas is  of  t h e i r  own 

p r io r  individual performance. In add i t io n ,  group performance was often 

b e t t e r  than what could have been expected of the best  s tudent  in the 

group. Additional evidence from the study indica ted  t h a t  the majori ty 

of group members had pos i t ive  experiences in t h e i r  groups .31

Laughlin and Barth bel ieved concepts learned f i r s t  in groups,  

then applied in d iv id u a l ly ,  should be assessed against  an in d iv id u a l - 

to - ind iv idua l  app l ica t ion  condi t ion .  Their purpose was to  control  for  

individual  le a rn ing ,  f a t i g u e ,  and motivat ional change over successive 

problems. They c i ted  six studies  th a t  were cons is ten t  in t h e i r  f in d ­

ings of superior  t r a in ing  performance for  groups,  but no evidence th a t  

ind iv idua ls  performed b e t t e r  in l a t e r  attempts to  independently apply

31[. McClintock and J .  A. Sonquist,  "Cooperative Task-Oriented 
Groups in a College Classroom: A Field Applicat ion,"  Journal of 
Educational Psychology, 68 (1976):588-596.
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the concepts.  Their experiment assessed group-to-1nd1vidua! and 

ind iv idual - to -group app l ica t ion  r e l a t e d  to reasoning problems requi r ing 

lo g i c ,  p r o b a b i l i s t i c  in fe rence ,  and hypothesis t e s t i n g .

The Laughlin and Barth experiment r e s u l t s  indicated  th a t  

cooperat ive groups performed more e f f e c t iv e ly  (fewer t r i a l s  to solu­

t io n s )  and used a s t ra tegy  of  t e s t i n g  tenable instances more than ind i ­

v idua ls .  Their r e s u l t s  indicated  th a t  previous group experience did 

not influence  subsequent individual  performance, nor did previous in d i ­

vidual experience influence  subsequent group performance.32

Summary

Taken toge the r ,  the resesarch  and professional l i t e r a t u r e  

c i t ed  ind ica te s  the fol lowing:

1. Acquisit ion of  knowledge i s  an ac t ive  process.

2. Groups tend to  feel more r e s p o n s ib i l i ty  toward one 

another than non-group c l a s s e s .

3. Groups tend to feel more pos i t ive  toward t h e i r  s tudies  

than non-group c l a s s e s .

4. Within groups, mixing h igh-ab i l ty  students  with 

low -ab i l i ty  s tudents  re su l t ed  in higher performance for a l l  le ve ls  of 

p a r t i c ip a n t s .

5. Within-group vocal iza t ion  improved performance.

6. Group p a r t i c i p a n t s '  s a t i s f a c t i o n  was s i g n i f i c a n t l y  

increased compared to  non-group p a r t i c ip a n t s .

32Laughlin and Barth,  pp. 1092-1093.
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The reasons suggested for the above are as follows:

1. An ac t ive  p a r t i c ip a n t  se lec t s  and transforms information 

which f a c i l i t a t e s  comprehension and re ten t ion  of information.

2. The group s t r u c t u r e  develops cooperat ive r e l a t i o n s  ra the r  

than competit ion and anx ie ty  and they see t h e i r  teacher as an advisor 

ra the r  than as a policeman.

3. Students p a r t i c i p a t e  with th e i r  in s t ru c to r s  in the 

establ ishment of  course s tandards .

4. H igh-ab i l i ty  s tudents  prefer  the ro le  of  t u t o r  and the 

lo w -ab i l i ty  s tudents  accept the tu to r  as long as an equ i tab le  

re l a t io n s h ip  i s  maintained.

5. The amount of "explaining" in group study r e s u l t ed  in 

increased performance i r r e s p e c t iv e  of a b i l i t y  mix of groups.

6. The p o s i t iv e  group experiences c i ted  in (1) through (5) 

account for the s i g n i f i c a n t  increase  in s a t i s f a c t io n  compared to 

non-group p a r t i c ip a n t s .

The review of l i t e r a t u r e  provided the background for  the 

development of  t h i s  s tudy .  Chapter II I  will develop procedures for 

t h i s  study to demonstrate:  workab il i ty ,  p r a c t i c a l i t y  and reduce the 

mystery th a t  may be associa ted  with permanent group teach ing .



CHAPTER II I  

PROCEDURES OF THE STUDY 

Introduction

The purpose of  t h i s  study was to provide research  evidence to 

e i t h e r  support or deny the hypothesis th a t  the re  i s  no s i g n i f i c a n t  d i f ­

ference in performance or s a t i s f a c t i o n  of  accounting studen ts  between 

c la sses  using the group learn ing  techniques and c lasses  using the l e c ­

tu r e  techniques .

During the conceptual izat ion  of t h i s  permanent group teaching 

study ce r t a in  outcomes were hypothesized. The occurrence and ex ten t  of 

these  outcomes would be d i f f i c u l t  to recognize by personal observat ion;  

th e re fo re ,  the following hypotheses were developed for empirical 

t e s t i n g .

Statement of  Hypotheses

Hypothesis 1: There i s  no s ig n i f i c a n t  d i f fe rence  in student
performance between c lasses  using the group learning techniques and 
c la sses  using the l e c tu r e  techniques.

Hypothesis 2: There i s  no s ig n i f i c a n t  d i f fe rence  between
class  performance due to  i n s t r u c to r  in f luence .

33
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Hypothesis 3: There Is  no s ig n i f i c a n t  d i f fe rence  in s tudent
s a t i s f a c t i o n  between c la sses  using the group learning  techniques and 
c la sses  using the l e c tu r e  technique.

Hypothesis 4 ; There i s  no s ig n i f i c a n t  d i f fe rence  between 
c l a s s  s a t i s f a c t i o n  due to  in s t r u c to r  in f luence .

The popula t ion,  design of s tudy,  to  include instruments used to  c o l l e c t  

d a t a ,  will be presented within the remainder of  Chapter I I I .

Populat ion

The population for  t h i s  study was the accounting students  

enro ll ed  in six of  e igh t  c la sses  of P r inc ip les  of  Accounting I a t  

Cameron Univers i ty,  Lawton, Oklahoma, during the f a l l  semester of 1981. 

Table I i d e n t i f i e s :  the con tro l /experimenta l  cl asses  of the f i r s t -  

course "P r inc ip les  of Accounting I" s ec t io n s ,  i n s t r u c t o r s ,  scheduled 

time of  day for  each c l a s s ,  the length of  the c l a s s ,  the number of 

times the c lass  meets per week, and the length of  the c l a ss  in weeks.

Design of  Study

The primary purpose of  t h i s  study was to  determine i f  a s i g ­

n i f i c a n t  r e l a t io n s h ip  ex is ted  between teaching methods experienced by 

s tuden ts  and th e i r  l e v e l s  of  s a t i s f a c t i o n  and performance in 

accounting.

Once the resources  requ ired  were i d e n t i f i e d ,  the primary task 

was obtaining those resources  from organ izat ions  and people who would 

p a r t i c i p a t e .  The Department of Business chairman was contacted in 

regard to the planned r esearch .  Dr. Jack F. Amyx, the chairman of the 

Department of  Business,  volunteered his  se rv ices as an i n s t r u c to r  of 

one experimental group and one control group. The scheduling of  people



T A BL E 1
PRINCIPLES OF ACCOUNTING I CLASS SCHEDULING INFORMATION

CAMERON UNIVERSITY, FALL 1981

C o n t ro l /  
Experimental Sec t ion I n s t r u c t o r

Time 
Scheduled*

Cl as s  
Length

Number of  
Meetings 
Per Week

Course
Length

Control 0430 J e t e r 8:30 A.M. 50 min. 3 16 weeks

Control 0435 Amyx 9:30 A.M. 50 min. 3 16 weeks

Experimental 0440 Amyx 10:30 A.M. 50 min. 3 16 weeks

Experimental 0445 J e t e r 11:30 A.M. 50 min. 3 16 weeks

Control 6025 Chester 5:30 P.M. 74 min. 2 16 weeks

Experimental 8015 Chester 7:00 P.M. 160 min. 2 8 weeks

*A11 
Room 201).

c l a s s e s  were ass igned  to  the same classroom for per iod of  time scheduled (Howell H a l l ,

Note: See Appendix VIII fo r  expanded Table 1 of  c l a s s  scheduling  in fo rm at ion .
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and c lasses  allowed for  one other i n s t r u c t o r ,  Mr. John S. J e t e r ,  to  

teach an experimental and a control group on the same days and in the 

same classroom. The th i rd  in s t ru c to r  needed was Dr. James W. Chester,  

who had r ecen t ly  completed his terminal degree a t  Oklahoma State 

Univers i ty .  His d i s s e r t a t i o n  inves t iga ted  the e f f e c t s  of course length 

on the achievement of accounting students  a t  Cameron Univers i ty.  His 

research indica ted a s ig n i f i c a n t  d i f fe rence  ex isted  in accounting 

achievement when the study of accounting was for  a period of  eigh t  

weeks as compared to  16 weeks. The eight-week s tuden ts '  achievement 

was s ig n i f i c a n t l y  lower. Dr. Chester volunteered to  teach the two 

night  c lasses  a f t e r  expressing confidence th a t  the 16-week sect ion 

would out-perform the eight-week sect ion in regard to achievement.

Dr. Larry K. Michael sen, of  the Universi ty of Oklahoma, and I 

j o i n t l y  hosted a b r ie f ing  session with the th ree  in s t ru c to r s  a t  Cameron 

to  provide ground ru les  th a t  would be adhered to  and to  answer ques­

t i o n s .  The e n t i r e  session was video taped and audio taped for  the 

i n s t r u c to r s  to  review a t  any time pr ior  to  or during the study.  This 

session was held July 22, 1981, and la s ted  approximately two hours.  The 

procedures and ru les  t h a t  were discussed and es tab l i shed  were:

1. Each in s t ru c to r  would teach one c l a s s ,  i d e n t i f i e d  as the

control  c l a s s ,  in t h e i r  normal manner, which in every case was l e c tu r e .

2. Each in s t ru c to r  would teach one c l a s s ,  i d e n t i f i e d  as the

experimental c l a s s ,  using group teaching method.

3o Each c lass  would meet in the same classroom.

4. Each in s t ru c to r  would id e n t i fy  the experimental and the 

control  c lass  a f t e r  i n i t i a l  enrollment and pr io r  to  t h e i r  f i r s t  c lass
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meeting.  Class r o s t e r s  would not be ava i lab le  to  i n s t ru c to r s  unti l  

a f t e r  s e lec t io n  was made.

5. Each in s t r u c to r  would develop and administer  identica l  

exams to  his  control and experimental c l a s s e s .  This would insure th a t  

the major exams for  the control and experimental groups would provide a 

common standard of  measurement.

6. The American I n s t i t u t e  of  C er t i f i ed  Public Accountants 

Achievement Tes t ,  Level I Financial Accounting-Form A would be adminis­

te red  as a p o s t t e s t  to a l l  control and experimental c l a s s e s .  This 

would provide a s tandardized and independent source of  achievement 

measurement.

7. A pre and post co l lec t ion  of  data would be made in the 

form of 20 ques t ions dealing with the s tuden ts '  experience.  Data 

would be c o l lec ted  on the f i r s t  day and the l a s t  day of  c l a s s .

8. The instrument i d e n t i f i e d  as "IDEA" developed by the 

Center for  Faculty Evaluation and Development in Higher Education a t  

Kansas S ta te Univers i ty would be administered as a post course measure­

ment of  perceived level of performance and s a t i s f a c t i o n .

9. Evaluation and grading of  experimental cl asses- -The  grades 

wil l  be determined by scores in th ree  areas:  (1) Individual Perform­

ance,  (2) Group Performance, and (3) Group Maintenance. Within these 

th ree  a rea s ,  the graded assignments will  be as fo l lows ; !

!See Appendix V for  the th ree  i n s t r u c t o r s '  sy l labuses  for the 
experimental group.
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Individual  Performance

a .  Major exams

b.  Homework problems

c .  Mini-exams

Group Performance

a .  Homework

b.  Mini-exams

c .  Decision Problems

Group Maintenance

a .  Peer Evaluation 

The percentage of  the grade th a t  wil l  be determined by scores 

in the major th re e  areas (Individual  Performance, Group Performance, or

Group Maintenance) and the r e l a t i v e  weight of  the major exams, homework

problems, and mini-exams within individual  performance will  be de t e r ­

mined by students  as a c lass  as soon as the student  work groups are 

formed. The procedure through which the grade weights are s e t  will be 

as fol lows:

a .  Groups will  be formed within the  c l a ss  from 

members of the c l a s s .

b.  Groups will  se t  prel iminary weights for each 

area and se lec t  a member to  meet with 

r ep re s e n t a t iv e s  of other groups.

c .  Representat ives  assemble in the center  of  the 

classroom and discuss un t i l  a consensus about 

the  des ired  grade weights in the th ree  areas i s  

reached.  NOTE: The only l i m i t a t i o n s  on the grade
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weights are th a t  (1) a minimum of 10% must be 

assigned to each major area and (2) a t  l e a s t  60% of 

the Individual Performance grade must be determined 

by the major exams.

There will be several short  Individual and Group mini evalua­

t i o n s  given during the course.  On group exams each group will  turn in 

only one exam and a l l  group members will  rece ive the same score.  All 

major exams will  be individual  exams.

Individual  peer evaluation  scores will  be the average of  the 

points  ind iv idua ls  rece ive  from the other  members of  t h e i r  group. All 

ind iv iduals  will  r a t e  a l l  of the other  members of t h e i r  group.

Assuming a r b i t r a r i l y  th a t  (1) the peer evaluation i s  worth 10 points 

and (2) t h a t  the re  are six members in a group, an example of the peer 

evaluat ion procedure will  be as follows:

a .  Each individual  must assign a t o t a l  of 50 points  

to  the other  f ive  members in the group.

b.  Raters must d i f f e r e n t i a t e  some in the r a t ­

ings ;  for  example, each r a t e r  must give a t  

l e a s t  one score of eleven or higher and a t  

l e a s t  one score of nine or lower.  NOTE: As a

r e s u l t  of  t h i s  procedure,  the average peer 

evalua tion score for  each group will  be i d e n t i ­

cal although the re  will  be some v a r ia t ion  in 

scores  within groups.

10. Collec t ion of Data—The in s t ru c to r  may des i r e  addit ional  

information from students  for se lec t ion  of  groups.  To assure a degree
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of balance the  data c o l lec t ion  will be accomplished on the f i r s t  day of 

c l a s s .  Data may inc lude :  business courses ,  such as accounting,  book­

keeping, mathematics,  computer, accounting experience,  or whatever the 

i n s t r u c to r s  may want to  know th a t  will help them assign students  to 

permanent work groups on the second day of c l a s s .  Group s ize  should not 

exceed seven members.

11. Each in s t r u c to r  will give the f i r s t  individual  and group 

m in i - t e s t  on the second day.

12. Each i n s t r u c to r  will be provided with a suggested sched­

ule for  the  f i r s t  t h re e  days and any addit iona l  forms or information of 

value to  i n s t r u c t o r s .  Information will  be supplied by the w r i te r  of 

the  study ,  p r io r  to  summer break.2

13. The e n t i r e  process wil l be or ien ted  toward the concept of 

a quasi f i e l d  experiment.

Sources of Data

Five sources were u t i l i z e d  in gathering meaningful information 

on group learn ing  processes ,  including the ro le of  social  in t e r a c t io n :

1. The American I n s t i t u t e  of C er t i f ied  Public Accountants 

Achivement Test ,  Level I Financial Accounting Form-A, administered as a 

s tandardized p o s t t e s t  to  a l l  s tudents;

2. Individual  te achers '  f ina l  grades based upon t e s t s  given 

and completion of o ther  required t a sk s ;

2 See Appendix VI for Suggestions.
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3. Off ic ia l  un ive rs i ty  repor ts  of  individual s tudents '  

a c t i v i t y  r e l a t i v e  to  t h e i r  completed hours of  co l lege c red i t  and 

cumulative grade point  average;

4. A ques t ionnaire  dealing with s tuden ts '  past experience and 

s a t i s f a c t i o n  to  serve as a precourse and postcourse measurement 

instrument;

5. The IDEA course evaluation instrument developed a t  the 

Center for Faculty Education and Development in Higher Education at  

Kansas State U nivers i ty ,  u t i l i z e d  as a postcourse standardized 

measurement.

Three of  the f ive  sources require  fu r the r  examination.

Sources 1, 4, and 5 wil l be discussed in depth.

Exper ience/Sati s fac t ion  Measures

The ques t ionnaire  th a t  dea l t  with past  experience and s a t i s ­

fac t ion  was developed by Dr. L. K. Michael sen and the r e s e a r c h e r .3 The 

ques t ionna i re ,  cons is t ing  of 20 ques t ions,  was used to measure: (1)

fee l ing  th a t  one can rece ive needed help on c la ss  work, t e s t s ,  and 

assignments; (2) having confidence in i n s t r u c t o r s ,  lab a s s i s t a n t s ,  and 

other  s tuden ts ;  and (3) fee l ing  th a t  channels of  communication are open 

and c l e a r .  Each item was rated on a seven-point  sca le  (1 = strongly 

agree,  2 = agree f a i r l y  s t rong ly ,  3 = ag ree ,  4 = c a n ' t  decide,

5 = d isagree ,  6 = d isagree  f a i r l y  s t rong ly ,  7 = strongly  d isagree ) .

The ques t ionnaire  was administered a t  the f i r s t  c l a s s  meeting of the 

semester ,  then again a t  one of the l a s t  c lass  meetings of  the semester .

3see Appendix IV for the entire questionnaire.
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The fac to rs  t e s t e d  here are the change in each of  the var iab les  from 

p re -c las s  to p o s t - c l a s s .  This instrument served as a check to  d e t e r ­

mine i f  the experimental manipulat ion measurably a f fec ted  s tudents '  

experience in the basic  accounting course.

The course evaluation  measurement instrument id e n t i f i e d  as 

"IDEA" was the pos t-course survey form t h a t  provided a course evalua­

t ion  measurement input  r e l a t i v e  to  student  reac t ions  to  in s t ruc t ion  and 

course.  This instrument was developed by the Center for  Faculty Evalu­

at ion  and Development in Higher Education a t  Kansas S ta te  U n ive rs i ty .4 

The actual survey form consis ted  of  38 ques t ions (see Appendix I for  

the form). Following i s  the breakdown of the ques t ions:

1. Ten ques t ions dealing with s tuden t s '  eva luation of t h e i r  

personal progress r e l a t e d  to  subject  m a t te r ,  general s k i l l s ,  and 

personal development.

2. Four ques t ions dealing with amount of  read ing ,  d i f f i c u l t y  

of  s ub jec t ,  and content  i n t e g ra t i o n .

3. Four ques t ions r e l a t i v e  to  des i r e  to  take:  the course,  

the  i n s t ru c to r  aga in ,  and a t t i t u d e  toward f i e l d  and cons idera t ion .

4.  Twenty ques t ions developed to  answer the ques t ion ,  "How 

did the s tudents  descr ibe in s t ru c t io n a l  methods or procedures?"

5. Allows for up to  25 addi t ional  ques t ions developed by 

r e s ea rche r .  For t h i s  s tudy,  e ight  special  quest ions were used for 

addi t iona l  measurement of  s a t i s f a c t i o n  and performance (see Appendix II 

fo r  special  q u es t io n s ) .

^W. E. Cashin and B. M. Per r in ,  Idea Technical Report No. 4: 
Descript ion of  Idea Standard Form Data Base (Manhattan”, KS: Center
for  Faculty Education and Development, 1978), pp.
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The "IDEA" measures a given course aga ins t  a l l  col lege courses 

and then al l  s im i la r  courses ,  allowing for  c l a ss  s i z e ,  motivat ion ,  and 

pr io r  research as to  weight of meaningful i tems.  In add i t ion ,  the cur­

ren t  researcher  i s  allowed to ide n t i fy  items deemed es sen t i a l  or impor­

t a n t .  For t h i s  s tudy,  s ix  objec t ives  were i d e n t i f i e d  as e s sen t ia l  or 

im por tan t .5

Essentia l  i t ems:

21. Gaining factual  knowledge ( terminology, c l a s s i f i c a t i o n s ,  

methods, t r e n d s ) .

22. Learning fundamental p r in c i p l e s ,  g e n e ra l i z a t io n s ,  or 

t h e o r i e s .

23. Learning to  apply course material  to  improve ra t iona l  

th in k in g ,  problem-solving and decision-making.

Important I tems:

24. Developing s p ec i f i c  s k i l l s ,  competencies and points  of 

view needed by profess ionals  in the f i e l d  most c lose ly  

r e l a t e d  to  t h i s  course.

27. Developing a sense of  personal r e s p o n s ib i l i t y  

( s e l f - r e l i a n c e ,  s e l f - d i s c i p l i n e ) .

29. Developing s k i l l  in expressing myself o r a l ly  or in 

w r i t in g .

The "IDEA" course evaluation  instrument was a s tandardized 

p o s t t e s t  to  which the p o s t t e s t  r e s u l t s  of  the ques t ionnaire  dealing 

with past  experience and s a t i s f a c t i o n  (developed by Dr. L. K.

Ssee Appendix III for "IDEA" interpretive guide.
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Michaelsen and the researcher)  were compared. The s im i la r i ty  of 

r e s u l t s  suggests  the reasonableness of t h i s  l a t t e r  ques t ionnai re as a 

p r e t e s t / p o s t t e s t  instrument.

Performance Measures 

The American I n s t i t u t e  of C er t i f i ed  Public Accountants (AICPA) 

publishes an examination designed to  measure elementary accounting 

knowledge a t  the completion of  the second course of  elementary 

accounting.  The instrument requires  a 50-minute t e s t in g  period and has 

an es tab l i shed  national  norm. The researcher  accepted th a t  s tudents 

having completed only one accounting course would probably score low on 

a t e s t  designed to measure knowledge a f t e r  completion of  two courses.

Four of  the six class  sessions  i l l u s t r a t e d  in Table 1 u t i l i z e d

a c lass  period of  50 minutes.  For t h i s  reason,  the AICPA Achievement

Test ,  Level I Financial  Accounting Form-A was determined to  be accept­

able for  admin is tra t ion  to al l  sec t ions  of s tudents  in t h i s  study.

The AICPA Achievement Tests are considered to be well-

developed instruments th a t  can y ie ld  accurate discriminat ions  among 

leve ls  of  accounting knowledge.6

The actual cu rrent  content  ou t l in e  for  the Level I Form A

Achievement Test used in t h i s  study i s  as fol lows:

I .  FINANCIAL ACCOUNTING No. of Questions

A. Basic Financial Accounting

1............S t r u c t u r e ...........................................  5

2. Underlying Assumptions ......................  5

^Information provided by Barbara B. Howell, Test ing Program 
Direc to r ,  American I n s t i t u t e  of C e r t i f i ed  Public Accountants, April 8, 
1981.
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B. Revenue and Expense Recognition

1. Accrual Concept ....................................... 6

2. Recording Process ................................... 3

C. Valuation Approaches

1. A s s e t s ........................................................ 5

2. L i a b i l i t i e s  ...............................................  4

3. Owners Equity ...........................................  2

D. Intercompany Investments 2

E. Analysis of Financial Statements 4

F. Prices and Values 2

Total 38

One question may require knowledge from several a rea s .  Thus, 

the statement:  "The AICPA Achievement t e s t s  are considered to  be well-

developed instruments th a t  can y ie ld  accurate  d iscr iminat ions  among 

le ve ls  of accounting knowledge."^ The researcher selec ted t h i s  

instrument to  measure actual postcourse performance.8 in addi t ion to 

the AICPA Achievement Tes ts ,  course grades and s tudents '  cumulative 

grade point average provided a bas is  for  performance evaluat ion .

S t a t i s t i c a l  Techniques Used

In t e s t i n g  the d if fe rence  in performance between groups of 

s tuden ts ,  the instrument for  measurement of performance was the Ameri­

can I n s t i t u t e  of  Cer t i f ied  Public Accountants Achievement Test,  Level I 

Financial Accounting-Form A (AICPA).9

? Ib id .

8See Appendix VII for  de ta i led  data r e l a t i v e  to  AICPA v a l i d i t y .

9See Appendix VII for v a l id i t y  of AICPA Achievement Test .
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The s t a t i s t i c a l  too ls  used to t e s t  Hypotheses 1 and 2 (per­

formance) are c l a ss i ca l  ana lysis  of  va r iance ,  the Wilcoxon Rank Sums 

Tes t ,  and the Kruskall-Wall is one-way analys is  of  variance.  I t  was 

decided th a t  both parametric and non-parametric t e s t s  would be used 

because the d i s t r i b u t io n  of the dependent var iab le  (AICPA scores)  could 

not unequivocally be ruled non-normal.

The r e l a t io n s h ip  between the var iab le  of  raw score on the 

AICPA t e s t  and CLASS (0 = l e c tu r e ,  1 = group) f i r s t  was examined using 

the  Wilcoxon Rank Sums Test .  In t h i s  procedure,  the values of  the 

dependent va r ia b le ,  AICPA t e s t ,  are replaced by t h e i r  rankings in the 

to t a l  sample of  al l s tuden ts .  These rankings then are summed for each 

value of the independent va r ia b le ,  CLASS, and the smaller  sum or the 

sum based on the smaller  sample i s  compared to  a tab led  value a t  the 

given sample s ize  and a s ign i f icance  level es tab l i shed  a p r i o r i . 10

Class ical  parametric ana lysi s  of  variance was used to  t e s t  for 

any influence other var iab les  might have on the r e l a t io n s h ip  between 

raw AICPA scores and CLASS or raw AICPA scores and TEACHER. In the 

f i r s t  s tep of  ANOVA with cova r i a te s ,  the e f f e c t s  of  to t a l  col lege hours 

completed and cumulative grade point average are removed by assigning 

them covar ia te  s t a tu s  and using standard regress ion  techniques to 

est imate  the amount of  variance in raw AICPA scores which can be 

s t a t i s t i c a l l y  explained through t h e i r  use.  The variance in raw AICPA 

scores ye t  unexplained a f t e r  t h i s  procedure i s  subjected to  a s tandard

lOj.  V. Bradley, D i s t r ib u t io n - f r e e  S t a t i s t i c a l  Tests 
(Englewood C l i f f s ,  N.J . :  P ren t i c e -H a l l , 1968), pp. 105-115.
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ana lys i s  of  variance using CLASS, TEACHER, and GRADE (grade earned in 

the  c l a s s )  as independent or expla ining v a r i a b l e s . i l

In t e s t i n g  Hypotheses 3 and 4, d i f fe rences  in s a t i s f a c t i o n  

between the two groups of  s tuden ts  ( l ec tu re  or group-oriented c l a s s e s ) ,  

the  trends  in one group were compared to  those in the other to  see i f  

they were s im i la r .  The possible  outcomes include:  (1) both groups may

have no s ig n i f i c a n t  t rend ind ica t ing  no tendency for e i th e r  group to  

change s a t i s f a c t i o n  leve ls  during the semster;  (2) the groups may have 

s im i la r  s i g n i f i c a n t  t rends  ind ica t ing  a tendency for both groups to  

change in the same way; or (3) the groups may show d i f f e r e n t  t r e n d s ,  

t h a t  i s ,  they may show s ig n i f i c a n t  t rends  in opposite d i r ec t ions  or one 

may show a s ig n i f i c a n t  t rend while the other shows no s ig n i f i c a n t  

t r e n d . 12

The p o s t t e s t  of the le ve ls  of s a t i s f a c t i o n  was analyzed using 

the  Wilcoxon Rank Sums Test and the Kruskall-Wallis  ana lysi s  of 

var iance .

The Kruskall-Wall is one-way ana lys i s  of  variance i s  simply a 

h igher-order version of  the Wilcoxon Rank Sums Test ,  i . e . ,  i t  i s  cap­

ab le  of  t e s t i n g  for d if fe rences  among any number of groups while the 

Wilcoxon t e s t  i s  l imi ted to  t e s t i n g  only two groups .13

11n. H. Nie, C. H. Hull ,  J .  G. Jenk ins ,  K. S te inbrenner , and
D. H. Bent, S t a t i s t i c a l  Package for  the Social Sciences , 2nd ed i t ion  
(New York: McGraw-Hill, 1975), pp. 398-410.

12see Appendixes I ,  I I ,  and IV for  complete data c o l lec t io n  
ins truments .

13Bradley, pp. 129-134.
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Kendall 's  Tau-C i s  used as the t e s t  s t a t i s t i c  for change in 

s a t i s f a c t i o n  measured as: (1) f ee l ing  th a t  one can rece ive  needed help

on c lass  work, t e s t s  and assignments;  (2) having confidence in i n s t r u c ­

t o r s ,  lab a s s i s t a n t s ,  and other s tu den ts ;  and (3) fee l ing  th a t  channels 

of  communication are open and c l e a r . 14 Tau-C is  a measure of r e l a t i o n ­

ship between var iab les  of  ordinal l e v e l .  The t e s t  i s  based on the 

number of  concordant and d iscordant  pa i rs  of  observations in the 

sample. Any two cases are said to  be concordant i f  the change in both 

var iab les  t e s t e d  i s  in the same d i r ec t io n  from one case to another .

This means i f  Person A has a higher score on Variable 1 than does 

Person B and al so has a higher score on Variable 2, then we say Persons 

A and B c o n s t i t u t e  a concordant p a i r .  If  Person A has a higher score 

on Variable 1 but i s  lower than Person B on Variable 2, then the pair  

AB i s  said to  be d is co rdan t .  All possible pai rs  of cases ( there  are 

N(N-l)/2)  are examined, and a count i s  kept of the number of  concordant 

pa i r s  (P) and discordan t  pa i rs  (Q). Then, (P-Q) i s  the d if fe rence  

between the number of concordant pa i rs  and the number of  discordant  

pa i r s  (pos i t ive  i f  the re  are more concordant than discordant  p a i r s ,  

negat ive  i f  the reverse i s  t r u e ,  and 0 i f  the number of  concordant 

p a i r s  equals the number of  d iscordant  p a i r s ) .  This means t h a t  Tau will  

be 0 i f  the re  i s  no r e l a t io n s h ip  between the two var iab les  (P-Q=0), 

l e s s  (more) than 0 i f  the var iab les  are negat ively re l a t e d  [P le s s  

(more) than Q]. The version of  Tau used i s  corrected for  t i e d  

observat ions so two or more observations  are allowed to  take the same 

value for  a p a r t i c u la r  va r ia b le .

14Nie e t  a l . ,  pp. 222-230.
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In the context of  the curren t  research,  i f  respondents taking 

the  survey a t  the end of  the semester tend to repor t  higher d isagree­

ment on an item than do respondents surveyed a t  the s t a r t  of the c l a s s ,  

then Tau will be p o s i t i v e . 15 i f ,  on the other hand, those surveyed at  

the end of  the semester show genera l ly  less  disagreement with an item 

than do students  surveyed a t  the s t a r t  of  the c l a s s ,  Tau will be 

negat ive.  Thus, depending on values of  Tau, we say the re  i s  a "trend" 

toward more disagreement (Tau i s  pos i t ive )  or toward less  disagreement 

(Tau i s  negative)  as the c l a ss  moves through the semester .

The "IDEA" course evaluat ion instrument was scored by the 

Center for  Faculty Evaluation and Development in Higher Education a t  

Kansas S ta te Universi ty .  The researcher  did perform an ana lys i s  of 

experimental versus control groups by in s t r u c to r .  This was accom­

plished by t e s t in g  the d i f fe rence  of  experimental versus control means 

from zero by individual  i n s t r u c t o r .  The purpose of  t h i s  act ion was to 

audi t  the repor t  provided by Kansas State Universi ty.

Having presented a de ta i le d  descr ip t ion  of  the procedures of 

t h i s  s tudy,  we may continue to  Chapter IV. In Chapter IV, the r e s u l t s  

of  the s t a t i s t i c a l  ana lysi s  will be presented.

ISgee Appendix IV for complete data collection instrument.



CHAPTER IV 

RESULTS OF THE STUDY 

Introduction

This chapter  repor ts  the r e s u l t s  of  the s t a t i s t i c a l  ana lysi s  

of  the data for each of  the four hypotheses.  To preserve c o n t in u i ty ,  

the r e s u l t s  will  be presented in the same sequence as the hypotheses 

were previously presen ted.  Hypotheses 1 and 2 concern s tuden t s '  per­

formance r e la ted  to educational experience provided by the Accounting I 

cl ass  in which they were en ro l led .

Results of  Testing Hypotheses 1 and 2

Hypothesis 1: There i s  no s ig n i f i c a n t  d i f fe rence  in student
performance between c la sses  using the group learn ing  techniques and 
c la sses  using the le c tu r e  techniques.

Hypothesis 2: There i s  no s ig n i f i c a n t  d i f fe rence  between
c lass  performance due to  in s t ru c to r  influence.

The r e s u l t s  of  t e s t i n g  hypotheses as s ta ted  above were:

1. The Wilcoxon Rank Sums Test y ie ld s  a mean rank of 77.21 

for  the 84 people in l e c tu r e  c l a sses  and 82.09 for the 74 studen ts  in 

group-oriented c la s s e s .

50
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2. The W -s ta t i s t i c  i s  6075.0 with a corresponding z-score 

(correc ted for  t i e s  in rankings)  of  - .6710.

3. The tw o- ta i led  p robab i l i ty  of  obtaining a t e s t  s t a t i s t i c  

g rea te r  than or equal to  t h a t  found i s  .5022 ( thus ,  the one - ta i le d  

p robab i l i ty  t h a t  the students  in group c lasses  score higher than those 

in l e c tu r e  c lasses  i s  ha l f  the tw o- ta i led  p robab i l i ty  or .2511).

Based on these r e s u l t s .  Null Hypothesis 1, t h e r e f o r e ,  cannot 

be re jec ted  a t  anything approaching the .05 l e v e l .

The c l a s s i ca l  ANOVA model was also  employed to  t e s t  the r e l a ­

t i onsh ip  so far  revealed while accounting for the influence  of  AICPA 

scores versus completed c r e d i t  hours and grade poin t ;  AICPA scores by 

c l a s s ,  teacher  and grade;  and AICPA scores by teacher /g rade  groupings.  

The r e s u l t s  of  t h i s  ana lys i s  are given in the Tables 2, 3, and 4 on the 

fol lowing pages.

As shown in Table 2, completed hours of  col lege  c r e d i t  have no 

s i g n i f i c a n t  influence on performance as measured by raw AICPA score .  

Cumulative grade point  average does have a s ig n i f i c a n t  r e l a t i o n s h ip  to 

performance and can be expected to explain approximately 14% of the 

variance in t e s t  scores .  Once the e f f e c t  of  the covar ia tes  i s  d i s ­

counted,  the ANOVA by CLASS, TEACHER, and GRADE WAS PERFORMED.

As shown in Table 3, for the th ree  var ia b les  CLASS, TEACHER, 

and GRADE, only GRADE, the mark achieved in the c l a s s ,  i s  s i g n i f i c a n t l y  

exp lanatory .  CLASS appears to  have l i t e r a l l y  no e f f e c t  upon t e s t  

scores when viewed in the context  of t h i s  model with mult i- independent  

va r i a b le s .
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TABLE 2
REGRESSION TEST OF AICPA SCORES VERSUS COMPLETED 

CREDIT HOURS AND GRADE POINT RELATIONSHIPS

Regression
Covariates Coef f ic ients F-Ratio Signif icance

Completed Hours of  College Credit  .009 1.429 .234

Cumulative Grade Point 2.361 31.590 .000

TABLE 3

ANOVA TEST 
TEACHER

OF AICPA SCORES BY CLASS, 
, GRADE RELATIONSHIPS

Main Effec ts Grouping
Deviat ion From 

Overall Mean F-Ratio Signi f icance

Class Lecture
Groups

+0.02
-0.03

.007 .932

Teacher Amyx
Chester
J e te r

-0.38
-0.55
+1.02

2.499 .090

Grade* D or F 
C 
B 
A

-2.06
-1.60
+0.23
+4.21

12.325 .000

Since the "F" did not occur in every c l a s s ,  "D"'s and "F" 's  
were combined to  form the category "D/F" which has a t  l e a s t  some 
observations for  each c l a s s .
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There are d i f fe rences  among in s t ru c to r s  (s tudents  of two 

in s t r u c to r s  score s l i g h t l y  below the overal l  mean on the average while 

s tudents  of  the th i rd  have an average score th a t  is  somewhat higher) 

but the d i f fe rences  cannot be considered s t a t i s t i c a l l y  s i g n i f i c a n t  once 

the e f f e c t  of the co v a r i a te s ,  completed hours of college c r e d i t  and 

and cumulative grade po in t ,  and the other  dependent v a r i a b le s ,  GRADE 

and CLASS, has been removed.

TABLE 4

ANOVA TEST OF AICPA SCORES BY 
TEACHER/GRADE GROUPINGS

Inte rac t ions**  F-Ratio S ignif icance

Teacher and Grade: 2.215 .045

Variance from Mean 
 __________ Table of  Groupings________

D or F C B

Amyx -4.05 -2.31 -0 .26  +6.83

Chester +0.45 -3.05 -0.47 +3.65

J e te r  -1.69 +0.04 +1.87 +4.55

**The other  two-way in t e r a c t i o n s ,  CLASS/TEACHER, CLASS/GRADE, and 
the three-way in t e rac t io n  CLASS/TEACHER/GRADE were found to  be 
non-s ign i f ican t  and r e s u l t s  are not reported.

As shown in Table 4, the in te rac t ion  of GRADE and TEACHER has 

an e f f e c t  (independent of  TEACHER or GRADE alone) which i s  s i g n i f i c a n t  

i f  r a the r  small ,  explaining approximately 6% of the variance in t e s t  

scores .
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The t a b le  shows th a t  s tudents  who receive a grade of "A" under 

Amyx or Chester or a grade of  "A" or "B" under Je te r  can be expected 

(as a group) to score well above average.  Those who receive  a "B" from 

Amyx, a "B" or "D or F" from Chester or a "C" from J e te r  can be 

expected to  score near average.  Below-average performances can be 

expected from groups of s tudents  receiving a "C" or below from Amyx, a

"C" from Chester ,  or a "D or F" from J e t e r .  The apparent con t rad ic ­

t io n s  between grade received in class  and scores on the standardized

t e s t  for some ca tegor ies  may be due to  d i f f e r in g  grading procedures,

the a b i l i t y  of  some in s t ru c to r s  to perform b e t te r  with students  who 

have a ce r ta in  level of  achievement, the small cel l s izes  a t  t h i s  level 

of  ana lys is  ( l a rg e s t  cel l  i s  31, smal les t  i s  4, so ce r t a in ly  no abso­

lu t e  pronouncements are poss ib le ) ,  and/or other var iab les  not in the 

a n a ly s i s .  Mean ranks for  the th ree  teachers  as shown in Table 5, were 

obtained by app l ica t ion  of  the Kruskall-Wall is ANOVA which produced the 

following mean ranks.

TABLE 5

MEAN RANK ON AICPA SCORE BY TEACHER

Teacher Mean Rank on Raw AICPA

Amyx 69.93

Chester 81.50

Jeter 91.06
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In summary, ne i ther  Null Hypothesis 1 (c la ss  format -  l e c tu re  

or group in t e rac t io n  - has no e f f e c t  on performance) nor Null 

Hypothesis 2 ( in s t ru c to r  influence  has no e f f e c t  on t e s t  performance) 

can be re je c ted  a t  the .05 level  of  s ign i f i cance .  Ins t ruc to r  influence  

may be a s ig n i f i c a n t  fac to r  for  s tudents  a t  a given grade level  but 

th e  small sample s ize  and other l i m i t s  of  the analys is  make any 

d e f i n i t e  conclusions concerning t h i s  e f f e c t  impossible.

Results of  Test ing Hypothesis 3

Hypothesis 3; There i s  no s ig n i f i c a n t  d i f fe rence  in student  
s a t i s f a c t i o n  between c lasses  using the group learn ing  techniques and 
c la sses  using the l e c tu re  technique.

Exper ience/Sati s fac t ion  Questionnaire 

The r e s u l t s  of  analyzing the raw scores on individual items 

from the instrument developed by Dr. Michael sen and the researcher  are 

presented in Table 6. The t a b l e  repo r t s  the values of  Tau and th e i r  

s ign i f i cance  le ve ls  for  the s a t i s f a c t i o n  var iab les  versus time (whether 

p re -c l a s s  or p os t -c l a ss )  for  l e c tu r e  c lasses  and group-oriented 

c l a s s e s . ^  Pos i t ive  values in t h i s  t a b le  ind ica te  th a t  disagreement is  

higher a f t e r  the class  than i t  was before ,  while negative values i n d i ­

ca te  a decrease in disagreement from pre-  to pos t -c l a ss  (since  the 

sca le  assigns agreement low values and disagreement high va lues ) .  The 

s t a t i s t i c a l  s ign i f icance  of  t h i s  t rend  i s  given in the t a b le  following 

each Tau. The s ign i f icance  level i s  general ly  in te rp re te d  as the prob­

a b i l i t y  t h a t  such a t rend could be a product of pure chance and th a t  

th e re  i s ,  in f a c t ,  no trend from p re -c la s s  to p o s t - c l a s s .  The adoption

ISee Appendix IV for complete data collection instrument.
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TABLE 6
TRENDS IN DISAGREEMENT WITH QUESTIONNAIRE ITEM 

FROM PRE-CLASS TO POST-CLASS

Lecture Groups

Item Tau
S t a t i s t i c a l

Signif icance Tau
S t a t i s t i c a l

Signif icance

Help From Ins t ruc to r :
L+— In Class (1) .144 .033 .033 .338

On Assignments (4) .120 .081 .026 .375
On Tests (7) .067 .201 -.055 .240

In s t ru c to r  Communication
Doesn' t Understand (10) .042 .295 .055 .242
Can Explain To Me (13) .000 .499 -.058 .226
Answers Inspire - .038 .317 -.097 .100

Confidence (16) 
Help From Students:

G+--In Cldss (2) .058 .227 -.280 .000
G+—On Assignments (5) - .048 .278 -.148 .029

On Tests (8) .025 .378 -.054 .244
Student  Communication

Doesn' t Understand (11) .029 .348 -.011 .445
Can Explain To Me (14) .058 .224 -.058 .224

G+--Answers Insp ire -.041 .303 -.164 .015
Confidence (17) 

Help from Lab Ass is tan t:
In Class (3) -.175 .030 -.441 .000
On Assignments (6) - .296 .001 -.370 .000

G+—On Tests (9) - .070 .230 -.174 .030
Lab Ass is tan t  Communication

Doesn't  Understand (12) .135 .071 .214 .009
Can Explain To Me (15) - .144 .063 -.280 .001
Answers Insp ire - .192 .020 -.254 ,.,002

Confidence (19) 
Confidence in Group:

G+--Group Answers Inspi re - .009 .455 -.172 .013
Confidence (18)

G+ = Groups c l a sse s  show a s ig n i f i c a n t  t rend while the other 
l e c tu r e  classes  do not.

L+ = Lecture c l a sses  show a s ig n i f i c a n t  t rend while the group 
c la sse s  do not.

The ( ) under item column ind ica te s  item number from data 
c o l l e c t io n  instrument (see Appendix IV for  complete ins trument) .
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of  a .05 level of  s ign i f icance  as a t e s t  of  a t rend s t a t e s  t h a t  any 

trend  which has only 5 or fewer chances out of  100 of occurring by 

chance i s  probably not due to chance but to  an actual change in s a t i s ­

fac t ion  from before -c lass  to  a f t e r - c l a s s .

While the two groups never show s ig n i f i c a n t  t rends in opposite 

d i r e c t i o n s ,  the re  are six var iab les  on which one group shows a 

s i g n i f i c a n t  tendency toward change while the other group shows no 

apparent  change.

Item 1 - I t  i s  genera l ly  easy for  me to  get individual  help 

from an in s t r u c to r  when I don ' t  understand something 

we have ta lked  about in c l a ss :  The l e c tu r e - c l a s s  

s tudents  show a s ig n i f i c a n t  t rend toward more d i s ­

agreement a f t e r  c lass  than before (Tau = .144,  s i g ­

n i f icance  = .033) while the group-class s tudents  

show no s i g n i f i c a n t  t rend (Tau = .033, s i g n i f ­

icance = .338).

Item 2 -  I t  i s  genera l ly easy for me to get indiviudal  help-

from another s tudent  when I don ' t  understand some­

th ing we have ta lked  about in c l a ss :  The group-

c lass  s tudents  show a s ig n i f i c a n t  tendency toward 

l e s s  disagreement a t  the end of  the semester 

(Tau =■ - .280 ,  s ign i f icance  = .000) while the 

l e c tu r e - c l a s s  s tudents  show no apparent change 

(Tau = .058, s ign i f i cance  = .227).

Item 5 - I t  i s  genera l ly  easy to  get individual  help from a

student  so t h a t  I can t e l l  whether or not I have
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c o r rec t ly  completed assignments before they have to 

be turned in:  Group-class s tudents  have a s i g n i f i ­

cant tendency to  disagree le s s  a f t e r  the c l a ss  than 

before (Tau = - .148 ,  s ign i f icance  = .029) while 

l e c tu r e - c l a s s  s tudents  show no s ig n i f i c a n t  t rend 

(Tau = - .048 ,  s ign i f icance  = .278).

Item 17 - When I have a ques t ion ,  I genera l ly  have a g rea t  

deal of confidence in answers I get from another 

s tudent  on a one-to-one b a s i s : The students  in 

group-oriented c la sses  experience s ig n i f i c a n t  

decreasing trend in disagreement (Tau = - .164 ,  s i g ­

n if icance  = .015) and the students  from lec tu re  

c lasses  show no real tendency to change during the 

course of the semester (Tau = .041, s ign i f i cance  = 

.303).

Item 9 - After I take a t e s t ,  i t  i s  genera l ly  easy to  get

individual  help from a lab a s s i s t a n t  in understand­

ing reasons for  in co r rec t  answers to the quest ions 

and problems: Again, group-class s tudents  show a 

decrease in disagreement (Tau = - .174 ,  s i g n i f i ­

cance = .030) while l e c tu re  students  show no trend 

(Tau = - .070 ,  s ign i f icance  = .230).

Item 18 -  When I have a ques t ion,  I genera l ly  have a g rea t  

deal of confidence in answers I get  from a group 

discussion involving several other  s tuden t s : As

before ,  s tudents  in group classes  tend to  show a
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decrease in disagreement over the course of the 

semester (T= - .172 ,  s ign i f i cance  = .013) but le c tu re  

students  show no change (Tau = .009, s i g n i f i ­

cance = .455).

In order to  t e s t  the d if ferences  in s a t i s f a c t io n  leve ls  (once 

the c l a ss  i s  completed) between group c la sses  and lec tu re  c l a s s e s ,  the 

Wilcoxon Rank Sums Test i s  again employed. The r e s u l t s  of t h i s  t e s t  

are shown in Table 7 on the following page.

The t e s t  was run on only those students  responding to the sur ­

vey a t  the end of  term. For every i tem, the observed level of s a t i s ­

fac t ion  (again,  indicated  by disagreement with a negative item or 

agreement with a pos i t ive  one) i s  h igher,  on the average,  in the group 

c lasses  than in the l e c tu r e s .  This d i f fe rence  i s  not always s i g n i f i ­

cant but is  e sp ec ia l ly  strong for  the following items:

Help from in s t ru c to r  in c lass  (1) p = .044 <.05
(S a t i s f ac t io n  s ig n i f i c a n t l y  higher 
in group c lasses )

Help from in s t ru c to r  on assignments (4) p = .064 not
(S a t i s f a c t io n  higher in group c la sses  s i g n i f .
but d i f fe rence  i s  not s ig n i f i c a n t  a t  
.05 l e v e l )

In s t ruc to r  does not understand (10) p = .100 not
(S a t i s f a c t io n  higher in group c la sses  s i g n i f .
but d i f fe rence  i s  not s i g n i f i c a n t  a t  
.05 l e v e l )

Help from students  in class  (2) p = .000 <.05
(S a t i s f a c t io n  i s  s ig n i f i c a n t l y  
higher in group c lasses )

Students  can explain to me (14) p = .023 <.05
(S a t i s f ac t io n  i s  s i g n i f i c a n t l y  
higher in group c lasses )
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TABLE 7
MEAN RANKS ON DISAGREEMENT BY CLASS FOR STUDENTS 

SURVEYED AT END OF TERM

Item Lecture Groups Signif icance

Help From In s t ru c to r :
(L) * In Class (1) 84.0 72.2 .044

On Assignments (4) 80.2 69.8 .064
On Tests (7) 82.2 73.8 .114

I n s t ru c to r  Communication
Doesn't  Understand (10) 70.4 79.0 .100
Can Explain To Me (13) 82.1 75.9 .185
Answers Inspire 84.4 76.6 .130

Confidence (16)

Help From Students:
(L) * In Class (2) 93.2 67.3 .000

On Assignments (5) 84.7 76.4 .121
On Tests (8) 81.0 73.3 .132

Student Communication
Doesn't  Understand (11) 76.8 80.2 .308

(L) * Can Explain To Me (14) 85.9 72.4 .023
Answers Inspire 81.6 75.6 .190

Confidence (17)

Help from Lab Ass is tan t :
(L) * In Class (3) 78.0 65.3 .024

On Assignments (6) 72.3 67.8 .246
On Tests (9) 68.5 61,9 .146

Lab Ass is tan t  Communication
(G) * Doesn't  Understand (12) 61.1 73.0 .028

Can Explain To Me (15) 72.7 65.6 .218
Answers Inspire 71.9 67.4 .246

Confidence (19)

Confidence in Group:
(L) * Group Answers Inspire 85.5 68.6 .008

Confidence (18)

* = Difference in le ve ls  s i g n i f i c a n t  a t .05 or l e s s .

(L) = Lecture 

(G) = Groups
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Help from lab a s s i s t a n t  in c l a ss  (3) p = .024 <.05
(S a t i s f a c t io n  is  s ig n i f i c a n t l y  
higher in group c la sses )

Lab a s s i s t a n t  does not understand (12) p = .028 <.05
(S a t i s f a c t io n  i s  s ig n i f i c a n t l y  
higher in group c lasses )

Group answers in sp i r e  confidence (18) p = .008 <.05
(S a t i s f a c t io n  i s  s ig n i f i c a n t l y  
higher in group c lasses )

Armed with these  r e s u l t s ,  we undertake to  grapple with Null 

Hypothesis 3: There i s  no s ig n i f i c a n t  d i f fe rence  in s a t i s f a c t i o n  

between c la sse s  using the group learning techniques and c lasses  using 

the  l e c tu re  techn ique.

Given our d e f in i t i o n  of  s a t i s f a c t i o n  for  the purposes of  t h i s  

s tudy,  s a t i s f a c t i o n  i s  defined as:  (1) fee l ing  t h a t  one can receive

needed help on c la s s  work, t e s t s ,  and assignments; (2) having 

confidence in i n s t r u c t o r s ,  lab a s s i s t a n t s ,  and other  s tuden ts ;  and (3) 

fee l ing  t h a t  channels of  communication are open and c l e a r .  With the 

consistency  of r e s u l t s  found in the a n a ly s i s ,  the following conclusions 

are reached:

1. Null Hypothesis 3 must be re je c ted  for those s a t i s f a c t i o n  

dimensions on which we find a s ig n i f i c a n t  d i f fe rence  in pos t -c lass  

l eve ls  of  agreement/ disagreement (Items 1, 2, 3, 12, 14, and 18 ju s t  

discussed and marked with a "*" in Table 7).

2. This hypothesis must be r e je c ted  for  those dimensions on 

which we f ind  a s ig n i f i c a n t  t rend from pre-  to  pos t -c l a ss  in one 

sec t ion  ( l e c tu r e  or groups) and no trend (or an obviously 

no n -s ig n i f i can t  t rend)  in the other sec t ion  (Items 1, 2, 5, 9, 17, and 

18 discussed e a r l i e r  and marked with a in Table 6) .
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3. Null Hypothesis 3 i s ,  thus ,  r e je c ted  ou t r igh t  for 9 of the 

19 s a t i s f a c t i o n  dimensions measured. The v a l id i t y  of t h i s  hypothesis 

for  the other 10 dimensions must be se r ious ly  questioned given the 

cons is ten t  tendency for  group-oriented c lasses  to  respond more 

p o s i t iv e ly  and to change in more pos i t ive  d i r ec t io n s  during the course 

of  the semester .

In genera l ,  the re  appears to be a d i f fe rence  between 

group-class s tudents  and lec tu re  students  on s a t i s f a c t i o n  measures.

The group-oriented c lass  tends to  score c o n s i s t e n t ly  higher on these 

measures of  s a t i s f a c t i o n  than do le c tu re  c l a s s e s .  This d if ference  is 

found to be s t a t i s t i c a l l y  s ig n i f i c a n t  on 9 of the 19 measures and was 

cons is ten t  throughout the range of  i tems.

Course Evaluation Quest ionnaire

The r e s u l t s  of  analyzing the raw scores on individual  items 

from the "IDEA" Instrument are presented in Table 8 on the following 

page. The t a b le  compares a l l  s ix c l a s s e s ;  i . e ,  th ree  control  and 

th ree  experimental c l a s s e s ;  and the th ree  te ache rs .  Table 8 also in d i ­

cates  th a t  out of  42 measurements, the experimental group outperformed 

the control c l a ss  in 30 measurements. This provides support for  the 

v a l id i t y  of  the pre-pos t  s a t i s f ac t io n /ex p e r ie n ce  instrument and the 

AICPA t e s t  from the s tu d e n t ' s  perceptions .

I t  was i n t e r e s t i n g  to  note the r e s u l t s  pa ra l le l ed  data 

gathered via other  data instruments.  For example, J e t e r ' s  experimental 

c l a ss  equalled or outperformed the control group in al l  a reas .  For an 

expanded "IDEA" form analysi s  of  experimental versus control  groups by 

in s t ru c to r  see r e s u l t s  of  Hypothesis 4.



TA B L E  8
IDEA REPORT -  PART VIII  SUMMARY PROFILE COMPARISONS OF ALL SIX CLASSES

Comparison
Group

Amyx C hester J e te r
Con. Éxper. u ffr .i Con. Exper. Blff.1 Con. Exper. T T fff.l

Outcomes

O verall E valuation All Courses 22 30 08 22 26 04 68 77 09
(P rogress on Relevant O b jectives) S im ila r Courses 19 30 11 16 10 -06 60 71 11

E-21. 22. 23 1 .24 . 27. 29

Would Like In s tru c to r  Again All Courses 53 34 -19 70 70 00 53 76 23
S im ila r Courses 54 29 -25 75 56 -19 34 65 31

Improved A ttitu d e  Toward F ie ld All Courses 20 40 20 29 54 25 61 73 12
S im ila r Courses 10 32 22 18 24 06 32 54 22

All Courses Total 95 104 9 121 150 29 182 226 44
All Courses Mean 31.7 34.7 3.0 40.3 50.0 9.7 60. 7 75,3 14.6
S im ila r Courses Total 83 91 8 109 90 -19 126 190 64
S im ila r Courses Mean 27.7 30.3 2 .6 36.3 30.0 -6 .3 42. 0 63.3 , 21 .3

Methods

Involving S tudents All Courses 32 16 -16 26 10 -16 26 63 37
S im ila r Courses 40 18 -22 31 7 -24 20 62 42

Communicating Content and Purpose All Courses 52 36 -16 60 36 -24 77 77 to
S im ila r Courses 50 32 -18 61 18 -43 66 66 to

C reating  Enthusiasm All Courses 24 24 00 19 29 10 65 65 00
S im ila r Courses 20 20 00 16 13 -03 51 51 00

Preparing Examinations^ All Courses 20 41 (21) 75 16 (-59) 61 54 (-on
S im ilar Courtes 25 51 (26) 88 11 1-77) 65 57 (-08)

All Courses Total 128 117 -11 180 91 -89 229 259 30

All Courses Mean 32.0 29.3 -2 .7 45 .0 22.8 -2 2 .2 57, 3 64.8 7.5

S im ila r Courses Total 135 121 -14 196 49 -147 202 236 34

S im ila r Courses Mean 33.8 30.3 -3 .5 49.0 12.3 -36 .7 50..5 59.0 8 .5

1Experimental p e rc e n ti le  minus co n tro l p e r c e n ti le  equals d if fe re n c e .

2The p aren theses in d ic a te s  low sco res a re  d e s ira b le .

Note: See Appendix IX fo r ind iv idual I n s t r u c to r s ' "IDEA" re p o rt ta b le s .

oo
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Results of  Test ing Hypothesis 4

Hypothesis 4: There i s  no s i g n i f i c a n t  d if fe rence  between 
c lass  s a t i s f a c t i o n  due to  in s t ru c to r  in f luence .

The t e s t  of t h i s  Hypothesis 4 i s  performed much l i k e  th a t  of  

Hypothesis 3.

Exper ience/Sati s fac t ion  Questionnaire

Table 9 on the following page shows the Tau s t a t i s t i c s  and 

s i g n i f i c a n t  l e ve l s  for t rend in agreement/disagreement from pre-  to 

pos t -c l a ss  by teacher .

We find  nine measures on which trends  d i f f e r  among teachers .

As with d i f fe rences  between l e c tu r e  and group students  in Table 9, the 

trends  are compared by d i rec t ion  and s ign i f i cance  l e v e l .  The measures 

on which d i f fe rences  are found are:

Item 1 - "Can get help from in s t ru c to r  in c l a ss " :  Amyx's

students  show a s ig n i f i c a n t  t rend toward more d i s ­

agreement a f t e r  c lass  than before (Tau = .165, s i g ­

n if icance  = .035) while s tudents  under the other two 

in s t ru c to r s  show no trends (Chester:  Tau = .066, 

s ign i f icance  = .267; J e t e r :  Tau = .010, s i g n i f i ­

cance = .458).

Out of  the nine var iab les  on which one or two teachers  show s ig n i f i c a n t  

t r e n d s ,  J e t e r  has the most pos i t ive  ( in the s a t i s f a c t i o n  sense) changes 

on eight  while s a t i s f a c t i o n  trends from pre-  to pos t -c la ss  were l e a s t  

p o s i t iv e  in C hes te r ' s  cl asses  for  s ix of  the  nine.

Item 16 - " I n s t r u c t o r ' s  answers in s p i r e  confidence": J e t e r ' s

s tudents  show a trend toward le ss  disagreement



65

TABLE 9
TRENDS IN DISAGREEMENT WITH QUESTIONNAIRE ITEM 

FROM PRE-CLASS TO POST-CLASS BY TEACHER

Item
Amyx Chester Je t e r

Tau S ign f . Tau Signf. tau . Signf,

Help From In s t ru c to r :
A+—In Class (1) .165 .035 .066 .267 .010 .458

On Assignments (4) .044 .323 .143 .111 .058 .279
On Tests (7) .036 .344 -.106 .159 .047 .306

In s t ru c to r  Communication
Doesn' t Understand (10) .086 .173 .024 .411 .024 .399
Can Explain To Me (13) .012 .448 .007 .474 -.115 .113

J+ Answers Inspire
Confidence (16) - .007 .471 .070 .253 -.236 .005

Help From Students:
J+-- In  c lass  (2) - .103 .126 -.019 .427 -.229 .006
J+—On Assignments (5) - .087 .167 -.044 .342 -.232 .007

On Tests (8) .046 .306 .049 .325 -.123 .094
Student Communication

Doesn' t Understand (11) .005 .477 .020 .424 .008 .466
Can Explain To Me (14) .004 .480 .024 .406 -.025 .393

J+--Answers Inspire
Confidence (17) - .  103 .124 -.011 .457 -.192 .020

Help from Lab Ass is tan t :
In Class (3) - .334 .000 -.186 .082 -.393 .000
On Assignments (6) - .350 .000 -.281 .022 -.392 .000
On Tests  (9) - .150 .076 -.182 .100 -.081 .228

Lab A ss is tan t  Communication
A+—Doesn't  Understand (12) .308 .002 .118 .187 .075 .233
J+—Can Explain To Me (15) - .139 .088 -.096 .241 -.368 .000

A+,J+-Answers Inspire
Confidence (19) - .193 .030 -.050 .360 -.373 .000

Confidence in Group;
J+—Group Answers Inspi re

Confidence (18) - .018  .423 - .098 .186 -.177 .028

+ = At l e a s t  one t e a c h e r ' s  c l a sses  show a s ig n i f i c a n t  t rend  
while a t  l e a s t  one other t e a c h e r ' s  c l a sse s  do not.  I d e n t i f i c a t io n  of 
teacher  or te achers :  A = Amyx; C = Chester ; J = J e t e r .
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(Tau = - .236,  s ign i f i cance  = .005),  but s tudents  of  

the others show no s ig n i f i c a n t  t rend (Amyx: Tau = 

- .007 ,  s ign i f i cance  = .471; Chester: Tau = .070, 

s ign i f icance  = .253).

Item 2 - "Can get help from students  in c la ss" :  J e t e r ' s

c la sses  move toward l e ss  disagreement (Tau = - .299 ,  

s ign i f icance  = .006) and the other c lasses  show no 

t rends  (Amyx: Tau = - .103,  s ign i f icance  = .126;

Chester: Tau = - .019 ,  s ign if icance  = .427).

Items 5 - "Can get help from students  on assignments";

17 - "S tudent 's  answers in sp i re  confidence";

15 - "Lab a s s i s t a n t  can explain to  me"; and

18 - "Group answers in sp i re  confidence,"  al l  d isp lay the

same pat te rn  shown by Items 2 and 16 j u s t  d i s ­

cussed.  J e t e r ' s  s tudents  show s ig n i f i c a n t  movement 

toward grea te r  s a t i s f a c t i o n  as the semester prog­

resses  (Tau ranges from -.177 to - .368,  al l  s i g n i f ­

ican t  a t  .05 or l e s s )  while s tudents  under the 

other  in s t r u c to r s  show no real  s h i f t  in 

s a t i s f a c t i o n .

Item 19 - "Lab a s s i s t a n t ' s  answers in sp i re  confidence": Both

J e t e r ' s  and Amyx's s tudents  move toward grea te r  

s a t i s f a c t i o n  ( J e t e r : Tau = - .373,  s ign i f icance  = 

.000; Amyx: Tau = - .193 ,  s ign i f icance  = .030) 

while Ches te r ' s  s tudents  seem not to change 

(Tau = - .0 5 ,  s ign i f icance  = .360).
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Item 12 - "Lab a s s i s t a n t  doe not understand my quest ion":

Amyx's s tudents  show a s ig n i f i c a n t  t rend toward more 

agreement, i . e . ,  l e s s  s a t i s f a c t io n  (Tau = .308, s i g ­

n i f icance  = .002) while the students  of  J e te r  (Tau = 

.075, s ign i f icance  = .233) and Chester (Tau = .118, 

s ign i f icance  = .187) show no real change.

Only two of the var iab les  ( " I n s t r u c t o r ' s  answers in s p i r e  con­

f idence ,"  number 16 and "Lab a s s i s t a n t ' s  answers in sp i re  confidence,"  

number 19) show s ig n i f i c a n t  d i f fe rences  across t eachers ,  although 

J e t e r ' s  s tudents  have highest s a t i s f a c t i o n  leve ls  on 10 of the 19 v a r i ­

ab le s ,  including both of those with s ig n i f i c a n t  d i f fe rences  among 

te ach e r s .

The t e s t  on le ve ls  of s a t i s f a c t i o n  across teachers  i s  not very 

conclus ive.  Table 10, on the following page, shows the mean ranks by 

teacher  var iab le  with s ign i f icance  le ve ls  as measured by the Kruskall- 

Wallis ana lys is  of  var iance.

We r e j e c t  Null Hypothesis 4 for the variab les  marked with a 

"+" ( s ig n i f i c a n t  t rend d i f fe rences  among teachers)  or a ( s i g n i f i ­

cant  level d i f fe rences  among teachers  p o s t - c l a ss )  in Table 10 but 

l e v e l s  and trends  across teachers  on the other var iab les  are unclear .

A c l a s s i ca l  two-way analysi s  of  variance model was employed to 

t e s t  the in t e rac t io n  between TEACHER and CLASS, i . e . ,  to see i f  d i f f e r ­

en t  combinations of  in s t ru c to r  and c la ss  format could influence leve ls  

of  s a t i s f a c t i o n  as measured p o s t - c l a s s .  One might suspect th a t  a given 

i n s t r u c to r  may have a grea ter  influence on s a t i s f a c t i o n  in his l e c tu r e  

c l a sse s  than in the group-oriented c la sses  or vice versa depending on
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TABLE 10
MEAN RANKS ON DISAGREEMENT BY TEACHER FOR 

STUDENTS SURVEYED AT END OF TERM

Item Amyx Chester J e te r S ign i f .

Help From Ins t ruc to r :
In Class (1) 82.9 76.9 73.1 .467
On Assignments (4) 77.0 70.9 75.5 .7876
On Tests  (7) 82.0 68.6 80.2 .286

Ins t ruc to r  Communication
Doesn' t Understand (10) 74.7 78.8 72.5 .775
Can Explain To Me (13) 85.1 74.6 74.7 .331

(A)(C) * Answers Inspire 88.0 90.9 63.2 .002
Confidence (16)

Help From Students:
In Class (2) 82.5 81.1 76.0 .719
On Assignments (5) 82.0 83.5 76.2 .683
On Tests (8) 79.3 76.0 74.9 .846

Student Communication
Doesn' t Understand (11) 74.6 84.7 78.9 .492
Can Explain To Me (14) 78.6 77.2 80.9 .914
Answers Inspire 82.8 73.0 77.1 .512

Confidence (17)

Help from Lab Ass is tan t:
In Class (3) 69.9 82.1 66.2 .160
On Assignments (6) 68.7 79.4 65.5 .255
On Tests (9) 64.7 67.5 63.7 .898

Lab Ass is tan t  Communication
Doesn' t Understand (12) 69.8 70.2 62.9 .560
Can Explain To Me (15) 74.7 75.6 60.7 .111

(C) * Answers Inspire 71.3 80.4 60.0 .053
Confidence (19)

Confidence in Group:
Group Answers Insp ire 79.3 71.8 76.6 .701

Confidence (18)

* = Level d i f fe rences  are s ig n i f i c a n t  a t  .05 or l e s s .

(A) = Amyx 

(C) = Chester
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his  own personal sk i l l  and habitual  model of in s t r u c t io n .  The ANOVA 

model t e s t s  le ve ls  of  s a t i s f a c t i o n  in l e c tu re  versus group c l a s s e s ,  

l e v e l s  across d i f f e r e n t  i n s t r u c t o r s ,  and le ve ls  in the six d i f f e r e n t  

i n s t r u c t o r - c l a s s  combinations (3 i n s t r u c t o r s ,  2 possib le  c lass  formats,  

mult ip ly ing 3 by 2 gives 6) to see i f  any s ig n i f i c a n t  d i f fe rences  

occur .  The r e s u l t s  show much the same pa t te rn  of  s a t i s f a c t i o n  le ve ls  

across  c lass  formats and in s t ru c to r s  t h a t  was revealed by the non- 

parametric procedures whose r e s u l t s  are shown in Tables 6 through 9 and 

discussed in the preceding paragraphs.

The t e s t  on in s t ruc to r - fo rm at  in t e rac t io n  f inds no s i g n i f i c a n t  

d i f fe rences  on any var iab les  across the six combination. The v a l id i t y  

of  the parametric ANOVA model i s  somewhat suspect  given the nature of 

the  data (hence, the re l i ance  on the non-parametric procedures he re to ­

fo re  employed). Signif icance le ve ls  for  influence of in s t ruc to r - fo rm a t  

combinations,  however, are so far  removed from the .05 level e s t a b ­

l i shed  a p r io r i  th a t  the model i t s e l f  could probably not cause enough 

d i s t o r t i o n  to cause erroneous r e j e c t i o n  a t  the .05 level of  the hypoth­

e s i s  th a t  the d i f f e r e n t  combinations produce d i f f e r e n t  s a t i s f a c t i o n  

l e v e l s .

Course Evaluation Quest ionnaire:  Combined Measures of  the
Effec t  of  Group Learning Techniques and Ins t ruc to r  

Upon Student S a t i s f a c t io n

The "IDEA" instrument ana lys i s  of  experimental versus cent ra l  

group by individual  i n s t ru c to r  provided the following:

AMYX—The quest ions on which s ig n i f i c a n t  d i f fe rences  occurred 

between l e c tu r e  and group c lasses  were 5, 12, 13, 16, 40 and 46.
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QUESTION 5: Changed approaches to  meet new s i tu a t io n s . - -T h e

control  c l a sses  scored s ig n i f i c a n t l y  higher on 

t h i s  quest ion.

QUESTION 13: Encouraged comments even i f  i r r e l e v a n t . —The

control  c l a sses  scored s ig n i f i c a n t l y  higher on 

t h i s  quest ion.

QUESTION 16: Clearly s ta t ed  objec t ives  of  the course.--The 

control  c l a sses  scored s i g n i f i c a n t l y  higher on 

t h i s  ques t ion.

QUESTION 12: Gave examination ques t ions which were u n c l e a r .— 

The control c lasses  scored s i g n i f i c a n t l y  higher 

on t h i s  ques t ion .  This i s  a negative item so 

exam quest ions were perceived to be c l ea re r  in 

experimental groups.

QUESTION 40: How many whole c l a sses  have you missed during 

the cou rse .—The control classes  scored s i g n i f ­

i c a n t ly  higher on t h i s  quest ion.  Attendance was 

th e re fo re  s i g n i f i c a n t l y  b e t te r  in the group 

c l a s s e s .

QUESTION 46: Overall i n s t r u c to r  r a t ing . - -T he  group c lasses  

ra te d  the i n s t r u c to r  s i g n i f i c a n t l y  higher than 

did the l e c tu r e  c l a s s e s .

CHESTER—The quest ions on which s i g n i f i c a n t  d if ferences  

occurred were: 13, 40, 45, 35, 12, and 19. (Night c lasses  control  16

weeks, experimental 8 weeks.)
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QUESTION 13: Encouraged comments even i f  i r r e l e v a n t . —Lecture

groups scored s ig n i f i c a n t l y  higher than groups.

QUESTION 40: How many c la sses  student  missed.--Lecture groups

scored s ig n i f i c a n t l y  higher.  Attendance was 

s i g n i f i c a n t l y  b e t t e r  in group c la sse s .

QUESTION 45: Impact of  la rge  c lass  s ize . - -L ec tu re  classes

scored s ig n i f i c a n t l y  higher. This i s  a negative 

item so la rge  c l a ss  s ize impacted less  

negat ively  on the group c la sse s .

QUESTION 35: Worked hard.--Experimental  c lasses  scored 

s i g n i f i c a n t l y  higher.

QUESTION 12: Gave exam quest ions which were u n c lea r .—

Experimental c l a sses  scored s ig n i f i c a n t l y  

higher.  Exams were perceived to be c lea re r  in 

the le c tu re  c l a s s e s .

QUESTION 19: Exam quest ions unreasonably d e t a i l e d . - -

Experimental groups scored s ig n i f i c a n t l y  h igher.  

Exams were perceived to be more reasonable by 

the  l e c tu r e  c l a s s e s .

JETER—Questions on which s ig n i f i c a n t  d if ferences  occurred 

were 2 and 11.

QUESTION 2: Helped students  answer own q u es t ions .—

Experimental groups scored s ig n i f i c a n t ly  h igher.

QUESTION 11: Explained reasons for c r i t i c i s m s . —Experimental

groups scored s ig n i f i c a n t l y  higher.
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ACROSS ALL TEACHERS—S ign i f i can t  d if ferences  occurred on 

ques t ions 5, 40, 45, 2, and 46.

QUESTION 5: Changed approaches to meet new s i t u a t i o n s . —

Lecture groups scored higher.

QUESTION 40: How many c lasses  student missed.—Lecture groups

scored s ig n i f i c a n t l y  higher.  Attendance was 

b e t te r  in groups.

QUESTION 45: Impact of  la rge  c lass  s i z e . —Lecture groups

scored s ig n i f i c a n t l y  higher.  Large class  s ize  

had a l e ss  negative impact in group c l a s s e s .

QUESTION 2: Helped students  answer own q u es t io n s .—Group

c lasses  scored s ig n i f i c a n t l y  higher.

QUESTION 46: Overall i n s t ru c to r  r a t i n g . —Group c lasses  scored

s i g n i f i c a n t l y  higher.

The above ana lysis  was support ive of the Kansas State 

Universi ty r ep o r t .

I t  was in t e r e s t in g  to note t h a t  across a l l  teachers  question 5 

which deals  with "The in s t ru c to r  changed approaches to  meet new 

s i t u a t i o n s , "  i s  the only one th a t  was negative toward the experimental 

c l a sses  as the researcher expected.

Within the experimental c l a sse s :

1. Attendance was s i g n i f i c a n t l y  b e t t e r .

2. Large class  s ize  had s i g n i f i c a n t l y  le ss  negative impact.

3. Helping students  answer own question score was s i g n i f i ­

cant ly  b e t t e r .

4. Overall i n s t ru c to r  r a t in g s  were s ig n i f i c a n t l y  b e t t e r .
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The Kansas Sta te  Universi ty ana lys is  of  "IDEA" data r e s u l t s  

were support ive of  pr io r  s a t i s f a c t i o n  r e s u l t s .  The repor t  did d isc lose  

t h a t  in addit ion to  s a t i s f a c t i o n ,  the a t t i t u d e  of  s tudents  toward the 

f i e l d  of  accounting improved more within the experimental group than 

the control  group which may be r e l a t e d  to  s a t i s f a c t i o n  with achievement 

d i r e c t l y  r e l a t e d  to  course work.



CHAPTER V 

SUMMARY, CONCLUSIONS, AND DISCUSSION 

Introduct ion

The content  of  t h i s  chapter  i s  divided into  three  s ec t i o n s .

The f i r s t  part  summarizes the purposes,  procedures, and f indings of  the 

study.  The second part  discusses the conclusions drawn from the f in d ­

ings of  the previous chapter .  Conclusions will be re la ted  d i r e c t l y  to  

the  four hypotheses. Part th ree  contains discussion and recommenda­

t i o n s  app l icab le  to  fu tu re  s tud ie s  in the area of  permanent group 

teach ing .

Summary of  Purpose, Procedures, and Findings 

The purpose of  th i s  study was to  provide research evidence to  

e i t h e r  support or deny the hypothesis t h a t  the re  i s  no s ig n i f i c a n t  d i f ­

ference in performance or s a t i s f a c t i o n  of  accounting students  between 

c lasses  using group learn ing  techniques and classes  using the l e c tu re  

techniques .  The source of  data would be a quasi f i e l d  experiment.

This research could aid i n s t ru c to r s  and admin is tra tors  of  accounting 

programs in determining the e f f e c t s  of in s t ruc t iona l  methodology on 

student  performance.
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Performance was measured by p o s t t e s t  scores on the AICPA 

Achievement Test Level 1 Form A. The primary method of  measurement 

of  s a t i s f a c t i o n  was based upon a p r e t e s t  and p o s t t e s t  cons is t ing  of the 

same ques t ions .  In add i t ion ,  a second post-survey "IDEA" form devel­

oped by Kansas State University was used as a check on a pr ior  pre /pos t  

s a t i s f a c t i o n  ques t ionnai re developed by the researcher .

This study involved six Accounting I classes  taught  a t  Cameron 

Universi ty during the f a l l  semester of  1981.

Due to the time of the o f fe r ings  and the prearranged schedules 

of  classes  a t  Cameron Universi ty,  i t  was impossible for the accounting 

in s t r u c to r s  and admin is tra tor  of  the business program to  ca te r  com­

p le te ly  to  the des i re s  of  t h i s  in v e s t ig a to r  regarding the manipulat ion 

of  s tudents  and in s t r u c to r s  for  research  purposes.  Therefore,  i t  was 

necessary to  deal with " in tac t"  s tudent  groups for  the purpose of t h i s  

s tudy.  The random assignment of  s tuden ts  to  the experimental and con­

t ro l  groups was una t ta inab le .

Other uncontrol led personal var ia b les  would include the amount 

of  study time each person had, the number of semester c r e d i t  hours in 

which each was en ro l l ed ,  t h e i r  previous exposure to bookkeeping and/or 

accounting.  Additional uncontrol led var iab les  are the time of  day of 

the  c l a s s ,  length of  the class  per iod ,  the number of  times each c lass  

meets per week and the number of s tudents  enro lled  in each class  

s ec t io n .

The i n i t i a l  to t a l  enrollment was 264 students  with 185 earning 

a f inal  l e t t e r  grade.  The c lasses  were taught  by th ree  i n s t r u c to r s ,  

with each assigned to one experimental and one control c l a s s .  All
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classes  were taught  in the same classroom. All of the accounting 

s tudents  in the experimental and control groups were administered the 

same major t e s t s  for  normal in s t ru c to r  measurement during the semester.

The study includes the following basic assumptions:

1. The s tu d en t ' s  a b i l i t y  as measured by the cumulative grade

point average i s  homogeneous and normally d i s t r i b u te d  between the

experimental and control groups in t h i s  study.

2. The des i re  of individual s tudents  to  enro ll  in a spec i f ic

sect ion was not influenced by previous knowledge of  the in s t ruc t iona l  

methodology of the c l a s s .  (The experimental and control c lasses  were 

se lec ted a f t e r  enrol lment .)

3. The d es i re  of individual  s tudents  to  enroll  in a spec i f ic  

sect ion did not influence study in th a t  each in s t r u c to r  taught an 

experimental and control c l a ss .

Each in s t ru c to r  was provided with a suggested scheme for  the 

f i r s t  th ree  days to  include required evaluation and grading of c l a sses .  

In the experimental c l a s s e s ,  the grades were determined by scores in 

th ree  areas :  (1) Individual Performance, (2) Group Performance, and

(3) Group Maintenance.!

The s t a t i s t i c a l  too ls  used to t e s t  performance hypotheses are 

c l a s s i ca l  ana lys i s  of  variance,  the Wilcoxon Rank Sums Test ,  and the 

Kruskall-Wallis  one-way analysis  of var iance .  I t  was decided th a t  both 

parametric and non-parametric t e s t s  would be used because the d i s t r i b u ­

t ion  of the dependent va r iab le  could not unequivocally be ruled

!see Appendix V for  the th ree  i n s t r u c t o r ' s  syllabus for  the 
experimental group.
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normal according to the Kolmogorov-Smirnov t e s t  but the t e s t  s t a t i s t i c ,  

though n o n -s ig n i f i c a n t ,  was somewhat high in the d i s t r i b u t i o n .

These rankings then are summed for each value of  the indepen­

dent v a r ia b le ,  CLASS, and the smaller  sum or the sum based on the 

smaller  sample i s  compared to a tab led  value a t  the given sample size 

and a s ign i f icance  level es tab l ished  a p r i o r i .

The Kruskall-Wall is one-way analysi s  of  variance i s  simply a 

higher-order version of  the Wilcoxon Rank Sums Tes t ,  i . e . ,  i t  i s  cap­

able of t e s t i n g  for d i f fe rences  among any number of groups while the 

Wilcoxon t e s t  i s  l imited  to  t e s t i n g  two groups only.  The Kruskall-  

Wallis t e s t  was used to  t e s t  for d i f fe rences  in the th ree  ca tegor ies  

for  Hypothesis 2.

The t e s t  of  the le ve ls  of s a t i s f a c t i o n  a t  cl ass  end used the 

Wilcoxon Rank Sums Test and the Kruskall-Wallis  ana lysi s  of  variance as 

in the previous t e s t s .  The t e s t  of change in the var iab le  used cross 

tabu la t ion  or contingency t a b le  analys is  with the s a t i s f a c t i o n  measures 

as dependent va r iab les  and the time of  survey (pre-  or pos t -c la ss )  as 

the independent v a r iab le .  Two ta b les  were constructed for each 

var iab le  - one for  s tudents  in l e c tu re  c lasses  and the other for 

s tudents  in group-oriented c la s s e s .

The t e s t  s t a t i s t i c  for  change in s a t i s f a c t i o n  i s  Kendall 's  

Tau-C. Tau-C i s  a measure of  r e l a t io n s h ip  between var iab les  of  ordinal 

l e v e l .  The t e s t  i s  based on the number of  concordant and discordant  

pa i rs  of observat ions  in the sample.

The r e s u l t s  of the s t a t i s t i c a l  ana lys i s  of  the student  account­

ing achievement ind ica tes  th a t  no s ig n i f i c a n t  d i f fe rence  in achievement



78

e x i s t s  between the experimental group and the control  group. In 

regards to  s tuden ts '  s a t i s f a c t i o n ,  the experimental c lasses  show con­

s i s t e n t l y  higher s a t i s f a c t i o n  than the control group. The "IDEA" su r ­

vey from Kansas S ta te University r e f l e c te d  the same t r ends .

Conclusions

The conclusions are based upon the f indings  from Chapter IV 

and correspond with the null hypotheses presented in Chapter I I I .

Hypothesis 1: There i s  no s ig n i f i c a n t  d i f fe rence  in student  
performance between students  in c lasses  using the group format and 
those in l e c tu r e  c l a s s e s .

We accept t h i s  hypothesis a t  the .05 level of  s ign i f i cance .  

There i s  no evidence to prove th a t  the two groups score d i f f e r e n t l y  on 

the AICPA t e s t .  This r e s u l t  i s  s imilar  to  the th ree  s tud ies  by Diener, 

F razer ,  and Endreson on th e i r  1971 study.  The r e s u l t s  are not 

compatible with Ligh tner ' s  1981 and Jones '  1982 s tu d ie s .  In t h i s  study 

performance was measured by a standardized t e s t  designed to  measure 

accounting studen t  performance.

Hypothesis 2 ; There i s  no s ig n i f i c a n t  d i f f e re n ce  in perfor­
mance due to  i n s t ru c to r  influence .

We also  accept  t h i s  hypothesis a t  the .05 l e v e l .  The d i f f e r ­

ences between studen ts  under d i f f e r e n t  in s t r u c to r s  appeared to  be bor­

d e r l i n e  s i g n i f i c a n t  before the e f f e c t s  of  the grade obtained in the 

c l a s s  and cumulative grade point  average were f i l t e r e d  ou t ,  but once 

t h i s  f i l t e r i n g  was done, the students  under one i n s t r u c t o r  were not 

found to score d i f f e r e n t l y  than students  under e i t h e r  of  the o thers  a t  

the .05 l e v e l .  There may be some d i f fe rences  across in s t r u c to r s  a t  a 

given grade l e v e l ;  for  example, an i n s t r u c t o r ' s  "C" studen ts  may score
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higher than his  own "B" students  or lower than ano the r ' s  "D" s tuden ts ,  

but t h i s  r e s u l t  i s  not f u l ly  supported due to  the small sample s ize .

I f  t r u e ,  t h i s  could mean only t h a t  the i n s t r u c to r s  grade students  d i f ­

f e r e n t ly  or i t  could ind ica te  t h a t  some in s t r u c to r s  perform b e t te r  with 

students  who are a t  a c e r t a in  competence level than they do with s tu ­

dents a t  other l e v e l s .  This r e s u l t  i s  support ive of  an observation by 

C. Jones (1982) t h a t  he bel ieved i n s t r u c t o r s '  in fluence did a f fec t  

performance outcome but not s i g n i f i c a n t l y .

Hypothesis 3: There is  no s i g n i f i c a n t  d i f fe rence  in student
s a t i s f a c t i o n  for  s tudents  in c lasses  using the group learn ing  tech­
niques and c la sses  using the l e c tu re  technique.

Given the d e f in i t i o n  of  s a t i s f a c t i o n  for the purposes of th i s  

s tudy,  s a t i s f a c t i o n  i s  defined as:  (1) fee l ing  t h a t  one can receive 

needed help on classwork,  t e s t s ,  and assignments;  (2) having confidence 

in i n s t r u c t o r s ,  lab a s s i s t a n t s ,  and other  s tuden t s ;  and (3) fee l ing  

t h a t  channels of  communication are open and c l e a r .

Based upon the above s ta t ed  d e f in i t i o n  t h i s  hypothesis i s  

r e je c ted  a t  the .05 l e v e l .  Students in group-oriented c lasses  score 

s i g n i f i c a n t l y  higher on a number of  s a t i s f a c t i o n  measures than do l e c ­

tu r e  students  and tend to  move more co n s i s t e n t ly  toward higher s a t i s ­

fac t ion  as the semester progresses.  Even for  those va r iab les  on which 

d if fe rences  were not s t a t i s t i c a l l y  s i g n i f i c a n t ,  the group-oriented 

c la sses  show c o n s i s t e n t ly  higher s a t i s f a c t i o n .  This r e s u l t  i s  suppor­

t i v e  of  S. Lightners '  1981 study.  Lightner repor ted s ig n i f i c a n t  

improvement in a t t i t u d e  toward group learn ing  ( s a t i s f a c t i o n )  by the 

p a r t i c ip a n t s .



80

Hypothesis 4; There i s  no s ig n i f i c a n t  d i f fe rence  between 
c la s s  s a t i s f a c t i o n  due to  in s t ru c to r  in f luence .

This hypothesis  i s  re jec ted  for several s a t i s f a c t io n  measures. 

The students  under one i n s t ru c to r  ( J e te r )  tend to  score much higher on 

s a t i s f a c t i o n  measures and progress toward grea te r  s a t i s f a c t i o n  more 

con s i s t e n t ly  than do students  of  the other  two in s t r u c t o r s .  The 

hypothesis cannot be r e je c ted  across measures of s a t i s f a c t i o n  in gen­

eral  probably because the p e r s o n a l i t i e s  of  the various in s t ru c to r s  will 

determine t h a t  some s a t i s f a c t i o n  dimensions will  be strongly influenced 

by a p a r t i c u l a r  i n s t r u c to r  and others  will not .  So, while c lass  format 

seems to  a f f e c t  s a t i s f a c t i o n  across the board,  the influence of the 

i n s t ru c to r  must be considered on an item-by-i tem b as i s .  These r e s u l t s  

t e n t  to  support the C. Jones 1982 study of zoology s tuden ts .  His 

t e s t s  of s a t i s f a c t i o n  revealed th a t  s a t i s f a c t i o n  was influenced by the 

i n s t r u c to r .

Discussion

The analys is  and comparison of  the data co l lec ted  for t h i s  

study indicated  th a t  the experimental groups '  performance was equal 

to  or exceeded the control groups in al l  cases .  This r a i s e s  a question 

as to  the value of  l e c tu r e  in th a t  the el iminat ion  of  l e c tu re  did not 

adversely a f f e c t  learn ing  as measured by a standardized instrument.

The th ree  in s t r u c to r s  were experienced in s t r u c to r s  and used a t e x t  with 

which they were f a m i l i a r .  Thus despit e  the lack of  s ig n i f i c a n t  scores 

r e l a t i v e  to  Hypothesis 1 and 2, the r e s u l t s  have implicat ions  app l i ­

cable to  the f i e l d  of  education.



81

The ana lys i s  a lso  i d e n t i f i e d  a s i g n i f i c a n t  improvement in the 

s tuden ts '  s a t i s f a c t i o n  with group lea rn ing .  Given the level of  pe r fo r ­

mance and s a t i s f a c t i o n  repor ted ,  the study c l e a r ly  ind ica te s  th a t  the re  

i s  room for  the  development of permanent learn ing  groups in teaching 

introductory accounting.

Concerns of This Study's In s t ruc to rs^

This s tudy 's  in s t r u c to r s  expressed many reserva t ions  and con­

cerns r e l a t i v e  to  group teaching.  Dr. Chester was concerned th a t  the 

group approach would not r e f l e c t  the t r u e  learn ing  of  the students  in 

accounting sub jec t  m atte r .  Mr. J e t e r  expressed his  concerns th a t  the 

approach was so r a d ic a l l y  d i f f e r e n t  from the t r a d i t i o n a l  methods of  

accounting in s t ru c t io n  th a t  he was very s k e p t i c a l .  In f a c t ,  he s ta ted  

t h a t  he " f e l t  the whole idea of 'group work' was i l l - s u i t e d  for  

accounting in s t ru c t io n  a t  the p r inc ip les  l e v e l . "  Other areas of con­

cern involved the  fol lowing: (1) establ ishment of  grading weights by

s tuden ts ,  (2) s t a r t - u p  cos ts  in time and e f f o r t  fo r  prepara t ion of 

mi n i - t e s t s  and d e t a i l e d  planning of  c l a ss  t ime,  (3) questioned r a t i o n ­

a le  of giving mi n i - t e s t s  p r io r  to  c lass  d is cuss ions ,  and (4) questioned 

the  cost  of  time to  complete individual  m in i - t e s t s  and then having the 

group c o l l e c t iv e l y  complete the  same mi n i - t e s t s .

In response to  the above concerns.  Dr. Larry K. Michael sen and 

the  researcher  hosted a discussion session with the  th ree  in s t ru c to r s  

a t  Cameron U nivers i ty .  The e n t i r e  session was video taped for  the 

i n s t ru c to r s  and made ava i lab le  for  t h e i r  review a t  any time during the

2see Appendix X for  i n s t r u c t o r s '  l e t t e r s  of  the group teaching 
experiment.
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study.  Four a r t i c l e s  by Michael sen were also  given to the in s t ru c to r s  

one week prior  to  the discussion s e s s i o n , 3>4j5,6

In response to  Dr. Ches te r ' s  and Mr. J e t e r ' s  concerns, Dr. 

Michael sen and the researche r discussed th e i r  experience with permanent 

learning groups and discussed cu rrent  r e la ted  research .

In regard to the other  previously s t a t e d  areas of  concern,  the 

following responses are provided:

1. The process provides the students  a say in how the grades 

a re  determined a f t e r  the in s t ru c to r  has defined the course c r i t e r i a .

2. The m in i - t e s t s  are the primary mechanism through which the 

i n s t ru c to r  assures  studen ts  are developing an understanding of the 

course concepts .  The de ta i l e d  planning serves as a map for  groups to 

e f f e c t i v e l y  manage c la ss  time.

3. Given th a t  the quest ions cover key a rea s ,  then only those 

areas not understood are d iscussed ,  which allows for  e f f i c i e n t  use of 

c l a ss  t ime.

^Larry K. Michael sen,  John P. Cragin, and Warren E. Watson,
"Grading and Anxiety: A Strategy for  Coping," Exchange: The
Organizational  Behavior Teaching Jo u rn a l , VI (1981):32-35.

^Larry K. Michael sen ,  W. Watson, J .  Cragin,  and L. D. Fink,  
"Team Learning; Potent ia l  Solution of  the Problems to  Large Classes,"  
Exchange: The Organizational  Behavior Teaching J o u rn a l , VII,  1, 
(1982):13-22.

^Larry Michael sen and S. Scott  Obenshain, "Developing Profes­
sional Competenance--The Case Where Two Heads Really Are Better  Than 
One," New Dimensions in Learning and Teaching, in press .

®Larry K. Michael sen,  Warren Watson, and L. Dee Fink,  "Peer
Tutoring Through P re in s tuc t ional  Min ites ts :  A P rac t ica l  Approach to 
Mastery Learning," (Manuscript,  The Universi ty of  Oklahoma, Apr i l ,  
1982), p. 8.
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4.  The group m in i - te s t  allows for  peer - teach ing ,  group 

bu i ld ing ,  and provides feedback of  t h e i r  group's  understanding of 

accounting concepts .

I t  was i n t e r e s t i n g  th a t  the i n s t r u c t o r s '  pos t-course l e t t e r s  

repor ted the following:

1. Group c lasses  appeared more relaxed and enjoyed the 

c l a sse s  more than the l e c tu r e  c l a s s e s .

2. The in s t r u c to r s  got to  know t h e i r  s tudents  on a personal

b as i s .

3. Performance of  the group c lasses  equaled or exceeded the 

performance of  the l e c tu r e  c l a s s e s .

4. Student  a t t r i t i o n  tended to be lower in the experimental

group.

5. Mi n i - t e s t s  were a very valuable t o o l .

6. They had learned from the experiment and planned to adopt 

the group approach in other  accounting c l a s s e s .

Researcher 's  Concerns Relat ive to  Future 
Applicat ions of  t h i s  Study

Is i t  poss ib le  th a t  "we are vict ims of  thought processes

developed for a much e a r l i e r  s ty l e  of  l iv ing?  People s t i l l  speak of

the sun s e t t i n g  ra the r  than the ear th  revolving away from the sun."^

This could apply to  some methods o f  teach ing .  " I f  the human race i s  to

surv ive ,  however, i t  will  have to  change more in i t s  ways of  thinking

^John D. Pulliam and Jim R. Bowman, Educational Futurism in 
Pursuance of  Survival (Norman: Universi ty of  Oklahoma Press,  1974),
p. 18.
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in the next twenty-five  years than i t  has done in the past twenty-five 

t h o u s a n d . P e r h a p s  the appl ica t ion  of  the teaching methods used with 

the  experimental groups will  a s s i s t  us in bringing about a small par t  

o f  the requi red change in th ink ing ,  i f  we do not approach change in 

teaching methods with "closed minds and hasty f e e t . " ^

Recommendations Applicable to  Future Studies 

F i r s t ,  the present study requ ires  r e p l i c a t i o n ,  e spec ia l ly  with 

respec t  to  performance and s a t i s f a c t i o n .  Since t h i s  study indicated 

t h a t  permanent group teaching does provide a vehicle for improved 

performance and s a t i s f a c t i o n ,  subsequent s tud ie s  in t h i s  area would be 

appropr ia te .  (See Appendix X for  individual  i n s t r u c t o r s '  l e t t e r s  of  

impression of  the group teaching experiment.) One important aspect  of 

fu tu re  research l i e s  in the development of  more se n s i t i v e  measurement 

inst ruments.  This would provide measures of  individual  d if fe rences  

between the l e a r n e r s '  need for  group work and aid the p red ic t ive  power 

of  research in t h i s  area .

A broader study should be conducted to determine a p ic tu re  of 

s tudent  performance and s a t i s f a c t i o n  throughout the e n t i r e  curriculum 

leading to  a major in the f i e l d  of accounting.  I f  possible the admin­

i s t r a t i o n  of  the CPA exam to  the graduating control and experimental 

c l a sses  would provide the u l t imate  measure of performance. The mea­

surement of  both performance and s a t i s f a c t io n  should be accomplished a t

^ I b i d . ,  p. 66.

^Daniel A. Wren, The Evolution of Management Thought (New 
York: John Wiley and Sons, 1979), p. 262.
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the completion of  each course.  The r e s u l t s  of  a study of  t h i s  nature 

could have important implica t ions  for  the f i e l d  of accounting and pos­

s ib ly  for  several  f i e l d s .

The r e s u l t s  of  t h i s  l imited  study have important implica t ions  

for  educational p r a c t i c e .  The performance, s a t i s f a c t i o n ,  and accepting 

in terpersonal  r e l a t io n s h ip s  have been improved by the permanent group 

teaching s t r u c t u r e .  Educators may wish to take note of  the implica­

t i ons  of  these r e s u l t s  for  classroom teaching.  Genera l izat ions from 

the present  study obviously must be made cau t ious ly ,  due to  such f ac ­

to r s  as the spec ia l iz ed  populat ion,  sample s ize  and length of the 

study.
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SURVEY FORM—STUDENT REACTIONS TO INSTRUCTION AND COURSES

Your thoughtful  answers to  these ques t ions will  provide help­
ful information to  your i n s t r u c t o r .

Describe the frequency of  your i n s t r u c t o r ' s  teaching proce­
dures ,  using the fol lowing code:

1 -  Hardly Ever 3 -  Sometimes
2 -  Occasionally 4 -  Frequently 5 -  Almost Always

The I n s t ru c to r :

1. Promoted teache r - s tuden t  discussion (as opposed to mere responses 
to  q u es t ions ) .

2. Found ways to  help s tudents  answer t h e i r  own ques t ions .

3. Encouraged s tudents  to  express themselves f r e e l y  and openly.

4. Seemed e n th u s i a s t i c  about the subjec t  ma t te r .

5. Changed approaches to  meet new s i t u a t i o n s .

6. Gave examinations which s t re s sed  unnecessary memorization.

7. Spoke with express iveness  and var ie ty  in tone of  voice.

8. Demonstrated the importance and s ign i f i cance  of  the subjec t  ma t te r .

9. Made p re sen ta t ions  which were dry and d u l l .

10. Made i t  c l ea r  how each top ic  f i t  into the course.

11. Explained the reasons for c r i t i c i s m s  of  s tu d en t s '  academic
performance.

12. Gave examination quest ions which were unclear .

13. Encouraged student  comments even when they turned out to  be
in c o r r e c t  or i r r e l e v a n t .

14. Summarized material  in a manner which aided r e t e n t io n .

15. Stimulated s tudents  to  i n t e l l e c tu a l  e f f o r t  beyond th a t  required by
most courses .

16. Clearly s t a t e d  the ob jec t ives  of  the course.
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17. Explained course material c l e a r l y ,  and explanations were to the 
po in t .

18. Related course material  to  real  l i f e  s i t u a t i o n s .

19. Gave examination questions which were unreasonably de ta i led  
(picky) .

20. Introduced st imula t ing  ideas about the sub jec t .

On each of the ob jec t ives  l i s t e d  below, r a t e  the progress you
have made in t h i s  course compared with th a t  made in other courses you
have taken a t  t h i s  college  or un ive rs i ty .  In t h i s  course my progress
was:

1 -  Low (lowest 10 percent of  course I have taken here)
2 -  Low Average (next 20 percent  of  courses)
3 -  Average (middle 40 percent  of  courses)
4 -  High Average (next 20 percent  of  courses)
5 -  High (highest  10 percent of  courses)

Progress on:

21. Gaining factual  knowledge ( terminology, c l a s s i f i c a t i o n s ,  methods, 
t r e n d s ) .

22. Learning fundamental p r in c ip le s ,  g e n e ra l iza t io n s ,  or th e o r i e s .

23. Learning to  apply course material to improve ra t iona l  th inking ,  
problem-solving and decision-making.

24. Developing spec i f i c  s k i l l s ,  competencies and points  of  view needed 
by profess ions  in the f i e ld  most c lose ly  r e la te d  to t h i s  course.

25. Learning how profess ionals  in t h i s  f i e l d  go about the process of 
gaining new knowledge.

26. Developing c rea t ive  c a p a c i t i e s .

27. Developing a sense of  personal r e s p o n s ib i l i t y  ( s e l f - r e l i a n c e ,  
s e l f - d i s c i p l i n e ) .

28. Gaining a broader understanding and apprec ia t ion of i n t e l l e c t u a l -  
cu l tu ra l  a c t i v i t y  (music, sc ience ,  l i t e r a t u r e ,  e t c . ) .

29. Developing s k i l l  in expressing myself o r a l l y  or in w r i t ing .

30. Discovering the implicat ions  of  the course material for 
understanding myself ( i n t e r e s t s ,  t a l e n t s ,  values ,  e t c . ) .
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On the next four ques t ions ,  compare t h i s  course with others you 
have taken a t  t h i s  i n s t i t u t i o n ,  using the following code:

1 •• Much Less than Most Courses
2 - Less than Most
3 -  About Average
4 -  More than Most
5 -  Much More than Most

The Course:

31. Amount of reading.

32. Amount of work in o ther  (non-reading) assignments.

33. D i f f icu l ty  of  subjec t  matter .

34. Degree to  which the course hung toge ther  (various top ics  and c lass
a c t i v i t i e s  were re la ted  to  each o the r ) .

Describe your a t t i t u d e s  toward and behavior in t h i s  course,  
using the following code:

1 -  Def in i t e ly  False
2 -  More False than True 4 -  More True than False
3 -  In Between 5 -  D ef in i t e ly  True

S e l f - r a t i n g :

35. I worked harder on t h i s  course than on most courses I have taken.

36. I had a s trong des i re  to  take t h i s  course.

37. I would l ik e  to  take another course from t h i s  i n s t r u c to r .

38. As a r e s u l t  of taking  t h i s  course,  I have more pos i t ive  fee l ings  
toward t h i s  f i e l d  of study.

39. Leave t h i s  space blank.  Continue with question A.

A. Blacken space number 3 on the Response Card.

For the fol lowing f ive  ques t ions ,  B-F, describe your a t t i t u d e s ,
f e e l i n g s ,  and behaviors by f i l l i n g  in the appropria te  space:

1 - Def in i t e ly  False
2 - More False than True 4 -  More True than False
3 - In Between 5 -  Def in i t e ly  True
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B. I am glad i t  was t h i s  teacher who taught  t h i s  course.
C. As a r e s u l t  of taking  th i s  course,  I l i k e  t h i s  subject  more.
D. I learned a g rea t  deal in t h i s  c l a s s .
E. Overal l ,  I ra te  t h i s  in s t ru c to r  a good teacher.
F. Leave t h i s  space blank.

I f  your i n s t ru c to r  has ex tra ques t ions ,  answer them in the space 
designated on the Response Card.

Your comments are invi ted  on how the in s t r u c to r  might improve 
t h i s  course or teaching procedures. Use the back of the Response Card 
(unless otherwise d i r e c te d ) .
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SPECIAL QUESTIONS

NOTE: Please answer the following questions on the computer ca rd.

40. How many whole classes  have you missed during the course _____

1. None 2. one 3. two 4. th ree  5. four or more

41. Your at tendance in t h i s  course was ______ than other  courses.
1. much lower 3. no d i f f e r e n t  5. much higher
2. lower 4. higher

42. Which of the following was the most important in determining whether 
or  not you studied the reading assignments.

1. The c la ss /m a te r ia l  was in t e re s t in g
2. The in s t r u c to r  expected i t
3. Feelings of  r e s p o n s ib i l i ty  for  your group
4. Expectat ions of your group
5. To help earn a b e t t e r  grade

43. Which of  the- following was the most important in determining how 
much e f f o r t  you put into the course?
1. The c la ss /m a te r ia l  was in t e re s t in g
2. The in s t r u c to r  expected i t
3. Feelings of  r e s p o n s ib i l i ty  for  your group
4. Expectat ions of your group
5. To help earn a b e t t e r  grade

44. Which of the following was the most important in determining whether 
or not you at tended c l a s s ,  p a r t i c u l a r ly  on days when you had (or 
could have had) a good reason not to?
1. The c la ss /m a te r ia l  was in t e r e s t in g
2. The in s t r u c to r  expected i t
3. Feelings of r e s p o n s ib i l i ty  for  your group
4. Expectat ions of  your group
5. To help earn a b e t t e r  grade

45. Which of  the following most accura te ly  describes the impact of the 
la rge  size of your class  on what you gained from taking the course.
1. I t  helped ( e . g . ,  provided i l l u s t r a t i o n s  of course concepts such 

as individual  vs. group scores on m in i - t e s t s )  more than i t  hurt 
( e . g . ,  l e s s  opportunity to  p a r t i c ip a t e  in t o t a l  class  
d iscuss ion)

2. I t  both helped and hurt (about equally)
3. Didn' t  have much e f fec t
4. Hurt more than i t  helped
5. Hurt a grea t  deal
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46. All th ings  considered ,  how would you r a te  the in s t ru c to r  compared to  
a l l  other  i n s t ru c to r s  you have had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

47. All th ings considered,  how would you r a te  the course compared to  a l l  
o ther  courses you have had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%
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INTERPRETING YOUR IDEA REPORT

DIAGNOSTIC SUMMARY
A. The DIAGNOSTIC SUMMARY (Part VI on page 3 of your REPORT) Is the  single m ost 

Important part of your IDEA REPORT t>ecause It combines other parts of the report. 
The DIAGNOSTIC SUMMARY lists your objectives (the objectives you selected  
when you completed the FACULTY INFORMATION FORM). It show s the studen ts ' 
RATING of their progress on each of your objectives. If your studen ts reported 
AVERAGE prooress or lass, It Identifies (In m ost cases) TEACHING METHODS you 
should consider Improving In order to help your students make greater progress. 
You m ust consider what actually went on In your course related to each teaching 
method. Usually, such consideration will suggest how you might teach the course 
differently and more effectively.

B. PROGRESS RATINGS
Your objectives are listed according to the am ount of progress the studen ts re­
ported on each, starting with the lowest (since these objectives are usually the ones 
you will want to work on first). If LOW Is printed. It means that your average fell in 
the bottom 10% of averages for Instructors teaching SIMILAR COURSES (similar In 
size and level of student motivation); LOW AVERAGE, the next 20%; AVERAGE, 
the middle 40%; HIGH AVERAGE, the next 20%; and HIGH, the top 10%. With the 
tDEA system, the students’ rating of their progress on your objectives is the 
primary criterion of your teaching effectiveness. We recommend that you first con ­
centrate your Improvement efforts on those objectives. If any, where the studen ts 
reported LOW or LOW AVERAGE progress.

C. TEACHING METHODS MOST NEEDING ATTENTION
1. WEAKNESSES RELEVANT TO PROGRESS refer to teaching m ethods which our 

researchshow sare correlated with s tu d en ts’ reports of progress on the given ob­
jective. ‘We suggest that Improving your use  of these  teaching m ethods will lead 
to greater student progress on your objectives. (The numbers refer to the Item 
numbers on the IDEA Survey Form, a  copy of which Is printed on the back page 
of this guide.)

WEAKNESSES were taken from the  m ethods In Part IV. They are teaching 
m ethods where the students gave you a LOW rating, i.e., where they reported 
that you used the method less frequently than Instructors In SIMILAR COURSES 
(similar In size and level of studeni motivation). WEAKNESSES are listed only 
when your students reported AVERAGE or less progress on your ESSENTIAL or 
IMPORTANT objectives. Note, that for m ethods 6,9,12, and 19, where Infrequent 
ratings are desirable, methods which the studen ts reported you used with HIGH 
frequency are considered WEAKNESSES.

2. STRENGTHS RELEVANT TO PROGRESS are m ethods related to your objectives 
which you used frequently. We have found that in trying to  Improve certain 
teaching methods. Instructors som etim es lose ground on others which are 
satisfactory. You should be careful not to change m ethods Indicated as 
STRENGTHS when you try to Improve WEAKNESSES.

3. If your students reported HIGH or HIGH AVERAGE progress, we do not suggest 
that you change any of your teaching m ethods, no matter how “atypical" your 
approach may be.

D. Since the twenty teaching methods which the  IDEA system  uses obviously do not 
Include all of the methods which could help studen ts make progress on an ob­
jective, occasionally the DIAGNOSTIC SUMMARY will not list any specific 
teaching m ethods as WEAKNESSES, even though the progress which the s tuden ts 
reported on objectives Is not as high as  one might wish. In such a case, you are 
best advised to look beyond the IDEA Items for suggestions about Improvement: 
consider the specifics of the course as you taught It; look at the  additional 
questions (Items 40-65) if you asked any, and a t the  open-ended com m ents by your 
students (on the back of the Response Cards); a lso  consult with your cn-campus 
coordinator, a  colleague, your departm ent head, or other appropriate people on 
your campus.
If you really understand your DIAGNOSTIC SUMMARY, you understand how the 
IDEA REPORT can help you to  consider what you might do to Improve your 
teaching. The rest of this guide explains the other six parts of your report.
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PART I. EVALUATION (PROGRESS RATINGS)
A. This part of the REPORT Is concerned with how much progress your students 

said they.made on the objectives you chose as ESSENTIAL or IMPORTANT for 
the course. Such progress Is the IDEA system ’s  primary criterion of teaching ef­
fectiveness.

B. Objectives you chose as ESSENTIAL are marked with two asterisks; your IM­
PORTANT objectives, with one asterisk.

C. Under the column headed MEAN are the averages of the  stu d en ts’ responses to 
each objective. Students made their ratings on a  scale of ” 1” (low) to ”5” (high). 
(See the IDEA SURVEY FORM, back page.)

D. Under the column COMPARISON WITH, your averages are compared with those 
of other teachers who have used the IDEA system.
1. ALL COURSES com pares your averages with all c lasses in the data bcse.
2. SIMILAR COURSES compares your averages only with c lasses of similar size 

(based upon the number of students you said were enrolled) and of elmllar 
level of motivation (based upon the way your students answered item 36; ”1 
had a  strong desire to  take this course.”).
We recommend that you concentrate on the SIMILAR COURSES comparison 
because class size and motivation affect most ratings. Generally speaking, 
larger c lasses  and lower motivated c lasses are more difficult to teach, i.e., 
those instructors receive lower student ratings.

3. For objectives which you rated, ”0 f  no more than minor importance,” NOT 
APPLICABLE is printed.

E. OVERALL EVALUATION is a  weighted average of the m eans of the stu d en ts’ 
progress ratings on your ESSENTIAL objectives (double weighted) and IM­
PORTANT objectives (single weighted.)

PART II. COURSE DESCRIPTION
The s tuden ts’ responses give you som e idea of how demanding (at least in term s 
of time), how difficult, and how well integrated they thought your course was.

PART III. STUDENTS’ SELF-RATINGS
This part reports what the students said about their effort and motivation and 
their attitudes toward you, the field of study, and the IDEA questions. Items 37 
and 38 (see SURVEY FORM) refer to course outcom es which are generally re­
garded a s  desirable; therefore, the s tuden ts’ responses to these  item s can be 
used as secondary criteria of your feaching effectiveness. S tudents may learn 
despite the instructor, but usually will not want to take another course from him 
or her. ’’Good” studen ts tend to make progress in ail of their courses, but they 
may also acquire a  d istaste  for the field. In both of the  above cases, the in­
structor has not been completely successful.

PART IV. METHODS
A. This part reports the studen ts’ rating of how frequently you used twenty 

teaching m ethods or approaches.
B.The column headed DIFFERENCE show s the difference of your average rating 

m inus the average for SIMILAR COURSES. The sfandard error of m easurem ent 
for ttiese methods was atXNJt 3. If your DIFFERENCE was between -.2 and + Z, 
you probably used that method about a s  frequently as other instructors teaching 
SIMILAR COURSES, and so  we translate It a s  MEDIUM frequency. If your DIF­
FERENCE was -.3 or lower, you probably u se  the method less frequently and so  
received a  LOW. DIFFERENCES of -f .3 or higher are translated a s  HIGH.

0 . While high frequency ratings on the teaching m ethods are generally desirable 
(except Item s 6 ,9 ,12 , and 19), these  frequency ratings should not be Interpreted 
a s  “good” or "trad” unless that method Is Identified a s  a  STRENGTH or 
WEAKNESS In the DIAGNOSTIC SUMMARY, which would indicate that the 
given m ethod has a  direct relationship to  the  accomplishm ent of one of your ob­
jectives.
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PART V. ADDITIONAL QUESTIONS
The IDEA system  provided you with the  opportunity to ask up to 25 additional 
questions which would be reported as Items 40 through 65. The vort gives the 
percent of your students choosing each option and the mean ' ;ch question 
you asked. You will need to consult your copy of the questio n order to in­
terpret their responses.

PART VI. DIAGNOSTIC SUMMARY
This part Is explained on the front page of this guide.

PART VII. SUMMARY PROFILE
This profile presents data from your report graphically.

A. OUTCOMES. If your students reported AVERAGE or above ratings on: 
PROGRESS ON RELEVANT OBJECTIVES, WOULD LIKE INSTRUCTOR AGAIN, 
and IMPROVED (their) ATTITUDE TOWARD FIELD, their overall evaluation was 
favorable, especially If your PERCENTILE RANKS compared to SIMILAR 
COURSES fell at the 50th percentile or higher.

B. METHODS. The profile of the four teaching m ethods describes your general 
teaching style. It should not be used for evaluation because it considers all of 
the teaching methods whether they were related to your objectives or not.
We DO NOT recommend ttwt the  SUMMARY PROFILE, or even the entire IDEA 
REPORT, be used a s  the SOLE m easure of teaching effectiveness.

I
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INSTRUCTORS - JACK, JOHN, JIM 

Complete t h i s  ques t ionna ire  on Day One.

® Ask studen ts  to complete ques t ions based upon Their Personal 
Experience a t  t h i s  point  in t ime.

•  Explain Lab A ss is tan t ,  i . e . .  Accounting lab ass is tance  as re la ted
to task  they perform (a quasi i n s t r u c t o r  th a t  does not grade
s tuden t s ) .

•  On ANSWER SHEET have students  wri te  MALE or FEMALE in space for  
name.

•  Answer sheets  will  remain anonymous.

•  Answer 5:;sets will  be maintained by c lass  sec t ion .

•  We wil l  complete the same ques t ionna i re  during the l a s t  week of  
c l a s s .

•  THANK YOU FOR YOUR TIME.

Wayne
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DATA COLLECTION - ACCOUNTING I CLASSES 
Fall 1981; Cameron Universi ty;  Lawton, Oklahoma

PLEASE PROVIDE YOUR RESPONSES ON ANSWER SHEETS PROVIDED.

There are no pre ferred  or c o r r e c t / i n c o r r e c t  responses.  
Responses should r e f l e c t  your opinion of  fee l ings  based upon your 
personal exper ience .

All answer sheets  will remain anonymous ; do NOT id e n t i fy  your­
s e l f  on answer shee t .

Please place the number or l e t t e r  of  your degree of  agreement 
or disagreement with each of  the following statements on the answer 
s h e e t .

1. Agree very s trongly
2. Agree f a i r l y  s trongly
3. Agree
4. Undecided
5. Disagree
6. Disagree f a i r l y  strongly
7. Disagree very s trongly
8. Don't know

THANK YOU FOR YOUR TIME.

1. I t  i s  genera l ly easy for me to get individual  help from an
in s t r u c to r  when I don ' t  understand something we have ta lked  about 
in c l a s s .

2. I t  i s  genera l ly  easy for me to get individual  help from another
studen t  when I don ' t  understand something we have ta lked  about in 
c l a s s .

3. I t  i s  genera l ly  easy for  me to get individual  help from a lab
a s s i s t a n t  when I don ' t  understand something we have ta lked  about 
in c l a s s .

4. I t  i s  genera l ly  easy to  get individual help from an in s t r u c to r  so
t h a t  I can t e l l  whether or not I have c o r re c t ly  completed ass ign-
ments before they have to be turned in .

5. I t  i s  genera l ly  easy to get  individual help from a studen t  so th a t
I can t e l l  whether or not I have co r rec t ly  completed assignments
before they have to  be turned in .

6. I t  i s  genera l ly  easy to  get  individual help from a lab a s s i s t a n t
so th a t  I can t e l l  whether or not I have c o r re c t ly  completed 
assignments before they have to  be turned in.
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7. After I take a t e s t  i t  i s  genera l ly  easy to  get individual  help
from an in s t ru c to r  in understanding reasons for  inc o rre c t  answers
to  the questions and problems.

8. After  I take a t e s t  i t  is  genera l ly  easy to  get individual  help 
from another s tudent  in understanding reasons for  incor rec t  
answers to the questions and problems.

9. After  I take a t e s t  i t  i s  genera l ly easy to  get individual  help
from a lab a s s i s t a n t  in understanding reasons for  inc o r re c t  
answers to the questions and problems.

10. When I t r y  to  get help from in s t ru c to r s  they f requent ly  have 
d i f f i c u l t y  understanding what my question i s .

11. When I t r y  to  get help from another s tudent  they f requen t ly  have
d i f f i c u l t y  understanding what my quêtions i s .

12. When I t r y  to  get help from a lab a s s i s t a n t  they f requen t ly  have
d i f f i c u l t y  understanding what my question i s .

13. When I t r y  to  get individual  help from in s t ru c to r s  they can
usually  explain things in a way th a t  I can understand.

14. When I t r y  to  get individual  help from another s tudent  they can
usual ly  explain things in a way th a t  I can understand.

15. When I t r y  to  get individual  help from a lab i n s t ru c to r  he/she can
usually  explain things in a way th a t  I can understand.

16. When I have a question I genera l ly  have a grea t  deal of  confidence
in answers I get from the i n s t r u c t o r .

17. When I have a question I genera l ly  have a grea t  deal of  confidence
in answers I get from another s tudent  on a one to  one b a s i s .

18. When I have a question I genera l ly  have a grea t  deal of confidence
in answers I get from a group discussion involving several other 
s tu d e n t s .

19. When I have a question I genera l ly  have a grea t  deal of  confidence
in answers I get  from a lab a s s i s t a n t .

20. I have at tended academic c l a sses  where a grea t  deal of  c l a ss  time
was in students  groups working to  learn  subjec t  conten t .
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ACCOUNTING 2013 

August 26 thrugh Deceid>er 22, 1981

10:30 -  11:20 M W F Howell H all, Room 201, Section 0440

INSTRUCTOR: Jack Amjnc

OFFICE: N-B 1082

TELEPHONE: 248-2200, Ext. 265

REQUIRED TEXTS:

P rinc ip les  of Accounting, by Needles, Anderson, and Caldwell, Houghton M ifflin ,
1981.

Workbook fo r  P rinc ip les of Accounting.

OFFICE HOURS: Daily -  8:30; T TH -  9:30-11:30; M W - 2:00.

EXAMS:

1. Chapters 1-4

2. Chapters 5-7

3. Chapters 8-11

4. Chapters 12-14

5. F inal 1-14 -  Wednesday, December 16, 1981, 10:00-12:00

NOTE: Ihe exam over chapters 12-14 and the f in a l  may be combined in to
one exam which w ill  be given during the scheduled f in a l exam time.

MINI-EXAMS:
Unannounced quizzes and/or announced quizzes w ill be given during the sem ester. 

DECISION PROBLEMS:
Occasional problems w ill  be assigned which requ ire  combining several concepts 

to  come to  a conclusion o r decision asked about.

HOMEWORK:

Each chapter of the textbook contains several problems. Several of these w ill  
be assigned to  be completed and turned in .  The workbook contains the paperwork on 
which to  work the  problems. S pecific  assignments w ill be d is trib u ted  la te r .

GRADING:

The grades w i l l  be determined by scores in  th ree areas: 1) Individual
performance, 2) group performance, and 3) group maintenance. Within these 
th ree  a reas , the graded assignments w il l  be as follows:
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Ind iv idual Performaoe Percentage of Score w ith in  area

1. Major exams 60 %

2. Homework problems 30"!5

3. Mlnl-Exams 10 %

Group Performance

1. Homework 60 %

2. Mlnl-Exams 40 %

3. Decision Problems 20 X

Group Maintenance

Peer Evaluation 100 X

The percentage o f the grade th a t w il l  be determined by scores In  the major th ree 
areas (Individual Performance, Group Performance, o r Group Maintenance) and the 
r e la tiv e  weight of the major exams, homework problems, and mlnl-exams w ith in  
Individual performance w ill  be determined by students as a c la ss  as soon as the 
student work groups are  formed. The prodedure through which the grade weights are 
s e t  w ill be as follow s:

1. Groups w il l  be formed w ith in  the c lass  from members o f the  c la ss .

2. Groups w ill  s e t  prelim inary w eights fo r each area  and s e le c t  a member to 
meet with rep resen ta tiv es  of o the r groups.

3. R epresentatives assemble In the cen te r of the classroom and discuss u n t i l  
a consensus about the desired  grade weights in  the th ree  areas I s  reached.

NOTE: The only lim ita tio n s  on the grade weights are  th a t 1} a minimum of 10%
must be assigned to  each major a rea , and 2) a t  le a s t  60% of the Ind ividual 
Performance grade must be determined by the major exams.

EXAMS: There w il l  be several sh o rt Ind iv idual and Group*****mlnl evaluations given 
during the course. On group exams each group w ill  tu rn  In  only one exam 
and a l l  group methers w il l  receive the same score .

group menhers w ill  receive the same score .

Peer Evaluation

Individual peer evaluation  scores w il l  be the average o f the po in ts  they receive 
from the o ther members of th e ir  group. Each Ind ividual w il l  r a te  a l l  o f the o ther 
members of th e ir  group. Assuming a r b i t r a r i ly  th a t 1) the peer evaluation  I s  worth 
10 p o in ts , and 2) th a t  there are s ix  members In  a  group, an example of the peer 
evaluation procedure w il l  be as follow s:

1. Each Ind iv idual must assign a to ta l  o f 50 po in ts to  the o th e r  f iv e  members In 
th e ir  group.
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2. Raters must d if fe re n tia te  some in  th e ir  ra tin g s , e .g . ,  each r a te r  must give 
a t le a s t  one score of 11 o r higher and a t  le a s t  one score of 9 or lower.

NOTE: As a r e s u l t  o f th is  procedure, the average peer evaluation  score fo r each
group w il l  be Id e n tic a l although th e re  w ill  be some v a r ia tio n  in  scores 
w ith in  groups.

WITHDRAWAL FROM CLASS:

I f  fo r  any reason you stop attending c la s s ,  please o f f ic ia l ly  withdraw from the 
c la ss . Otherwise, you may received an "F" or a "WF" fo r  the sem ester. Also, i f  
you have excessive absences fo r  the c la ss  you may be withdrawn from the  c lass a t the 
request of the in s tru c to r .  Excessive absences are defined as a su f f ic ie n t number 
o f absences so th a t a student i s  not progressing in  a sa tis fa c to ry  manner in  c la s s .

The Percent o f Weight Determined by Students:

A -  Individual Performance 70%

B -  Group Performance 20%

C -  Group Maintenance 10%

Total 100%
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CLASS: P rin c ip le s  of Accounting 2013 lll:30  M W ? —Howell H all, Rortn 201
TEXT: P rin c ip le s  of Accounting. 1st e d .; Needles, Anderson, Caldwell

INSTRUCTOR: John S. J e te r
OFFICE: Howell B a ll 212 D
PHONE: 248-2200, extension 367 or 365

OBJECTIVE: To provide the bas ic  accounting knowledge necessary fo r  ad d itio n a l
study in  accounting.

ATTENDANCE:

The nature of accounting requires c lass attendance. I f  absences become excessive 
(4 or more during day c lasse s , more than 1 per night se ss io n ), the in s tru c to r  re ­
serves the r ig h t to  drop any student. The grade assigned in  such a s i tu a tio n  w ill  
be H or F depending on the ind iv idual case.

I f  for any reason a student must drop the c lass i t  i s  h is  o r her re sp o n s ib ility  to
drop in  the proper manner as outlined in  the catalog.

ACCOUNTING LAB

We have es tab lish ed  an accounting lab . This lab w ill  be s ta ffe d  ( f u l l  time) by a
facu lty  member. D e ta ils  concerning location  and hours w il l  be fo rth  coming.

EVALUATION AND GRADING

The grades w il l  be determined by scores in  th ree areas: 1) Ind iv idua l performance,
2) group performance, and 3) group maintenance. Within these th ree  a reas , the
graded assignments w i l l  be as follows:

Individual Performance % of score w ith in  areas
(1) Homework Problems 0-10
(2) M ini-evaluations 10-40
(3) Major exams (3 + 1  f in a l)  40-100

Group Performance
(1) Mini evaluation  40
(2) Homework Problems 20
O ) Special group problems 40

Group Maintenance
Peer Evaluation 100

The percentage of th e  grade th a t w ill  be determined by scores in  th e  major three 
areas (Individual Performance, Group Performance, or Group Maintenance) and the 
re la tiv e  weight of the  m ini-evaluations. Mid-term vs the f in a l  exam w ith in  ind iv idual 
performance w ill  be determined by students as a c lass as soon as the  student work 
groups are formed. The procedure through which the grade weights a re  s e t  w il l  be 
as follow s:

1. Groups w ill  s e t  prelim inary w e i^ ts  fo r  each area and s e le c t a member to 
meet w ith rep resen ta tiv es  of other groups.

2. Representatives assemble in  the center of the classroom and d iscuss u n t i l  a 
consensus about the  desired grade weights in  the th ree  areas i s  reached.
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NOTE: The only lim ita tio n s  on the grade weights are th a t (1) a minimum of 10%
must be assigned to  each major a rea , and (2) a t le a s t 60% of the Individual 
Performance grade must be determined by the major exams.

EXAMS:

There w il l  be several sh o rt, m ini-evaluations given during the course. All other 
exams w ill  be major hour-exams. A ll exams w ill  be graded based on to ta l  points 
with the following % guidelines:

90-100 -  A 
80-89 -  B 
70-79 -  C 
60—69 — D 
Under 60 F

MAKE-UP EXAMS:

There w ill  be no make-up exams given in  th is  c lass  unless the reason fo r missing 
an exam has been approved in  advance by the in s tru c to r . By the way, th is  in s tru c to r  
ra re ly  approves an absence.

NOTE: A study guide fo r  the course i s  ava ilab le  and can be purchased a t the book­
s to re . _This guide w i l l  prove to  be very he lp fu l to  a l l  s tuden ts.

PEER EVALUATION

Individual peer evaluation  scores w ill  be the average of the po in ts they receive 
from the o ther members o f th e ir  group. Each ind iv idual w ill  r a te  a l l  o f the o ther 
members o f th e ir  group. Assuming a r b i t ra r i ly  th a t 1) the peer evaluation  i s  worth 
10 p o in ts , and 2) th a t there are s ix  members in  a group, an example of the peer 
evaluation procedure w ill  be as follows:

1. Each ind iv idual must assign a to ta l  o f 50 points to  the o ther f iv e  members in  
th e ir  group.

2. Raters must d if fe re n tia te  some in  th e ir  r a tin g s , e .g . ,  each r a te r  must give a t 
le a s t  one score of 11 or higher and le a s t  one score of 9 or lower.

NOTE: As a re s u lt  of th is  procedure, the average peer evaluation  score fo r each 
group w ill  be id e n tic a l although there w ill  be some variation, in  scores w ithin 
groups.

THE PERCENTAGE OF WEICTT DETERMINED BY STUDENTS :

A- Individual Performance 55%

B- Group Performance 35%

C- Group Maintenance 10%

T otal 100%
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ACCOUNTING 2013 

O ct.22 through December 22, 1981

7:00 -  9:40 PM T& TH Howell H all, Room 201, Section 3015

INSTRUCTOR: Dr. J .  W. Chester 

OFFICE: NB 1089

TELEPHONE: 248-2200, Ext. 270

REQUIRED TEXTS: P rin c ip le s  of Accounting, by Needles, Anderson, and Caldwell,
Houghton M ifflin  1981,

Workbook fo r P rinc ip les  of Accounting.

OFFICE HOURS: Dally 8:30 -11:00 AM

EXAMS: 1. Chapters 1-3

2. Chapters 4-5

3. Chapters 6-9

4. Chapters 10-14

MINI-EXAMS: Unannounced quizzes and/or announced quizzes w il l  be given during the
sem ester.

HOMEWORK; Each chapter of the textbook contains several problems. Several of
these w il l  be assigned to  be completed and turned In . The workbook 
contains the paperwork on which to  work the problems. S pecific  
assignments w il l  be d is trib u ted  la te r .

GRADING: The grades w ill  be determined by scores In  three areas: 1) Ind ividual
performance, 2) group performance, and 3) group maintenance. Within 
these th ree areas, the graded assignments w ill  be as follow s:

INDIVIDUAL PERFORMANCE PERCENT OF SCORE WITHIN AREA

1. Major Exams 60-90%

2. Homework problems 5-30%

3. Mlnl-Exams 5-30%

GROUP PERFORMANCE

1. Homework 50%

2. Hlni-Exams 50%

GROUP MAINTENANCE 

Peer Evaluation 100%
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The percentage o f the  grade th a t w ill  be determined by scores in  the major 
th ree  areas (Ind iv idual Performance, Group Performance, o r Group Maintenance) and 
the r e la t iv e  weight o f the major exams, homework problems, and mini-exams w ithin 
ind iv idual performance w ill  be determined by students as a c la ss  as soon as the 
student work groups are formed. The prodedure through which the  grade weights are 
s e t  w ill  be as fo llow s:

1. Grpups w il l  be formed w ithin the c lass from members o f  the  c la ss .

2. Groups w ill  s e t  prelim inaiy weights fo r each area and se le c t  a number to  
meet w ith rep resen ta tiv es  of o ther groups.

3. R epresentatives assemble in  the cen ter o f  the  classroom and discuss u n til  
a consensus about the  desired grade weights in  the th ree  areas i s  reached.

NOTE: The only lim ita tio n s  on the grade weights are th a t  (1) a minimum o f 10% must 
be assigned to  each major area, and (2) a t  le a s t  60% o f the Individual Per­
formance grade must be determined by the major exams.

EXAMS: There w il l  be sev era l short Individual and Group ***** mini evaluations
given during th e  course. Oii group exams each group w ill  tu rn  in  only one 
exam and a l l  group members w ill received the same score .

***** A ll group members w ill  received the same score.

Peer Evaluation

Indiv idual peer evaluation  scores w il l  be the average o f  the  po in ts they receive 
from the o ther members o f th e i r  group. Each ind iv idual w ill  r a te  a l l  o f  the other 
members of th e i r  group. Assuming a rb i t ra r i ly  th a t  1) the peer evaluation  i s  worth 
10 p o in ts , and 2) th a t  th e re  are s ix  members in  a group, an example o f  the peer 
evaluation procedure w il l  be as follows :

1. Each in d iv id u al must assign a to ta l  o f  50 po in ts to  the o ther fiv e  members in  
th e i r  group.

2. Raters must d if fe r e n t ia te  some in  th e ir  ra tin g s , e .g . ,  each r a te r  must give a t 
le a s t  one score o f  11 or higher and a t  le a s t  one score o f  9 o r lower.

NOTE: As a r e s u l t  o f  th is  procedure, the average peer eva lua tion  score fo r  each
group w i l l  be id e n tic a l a l th o u ^  th e re  w ill  be some v a r ia tio n  in  scores 
w ithin groups.

WITHDRAWAL FROM CLASS:

I f  fo r  any reason you stop attending c la s s , p lease o f f ic ia l ly  withdraw from 
the  c la s s . O therwise, you may receive an "F" or a "WF" fo r  th e  sem ester. Also, 
i f  you have excessive absences fo r the c lass  you may be withdrawn from the c lass 
a t  the request o f  the  in s tru c to r .  Excessive absences are defined as a su f f ic ie n t 
number o f  absences so th a t  a student i s  not progressing in  a s a tis fa c to ry  manner 
in  c la ss .

The Percent of Weight Determined by Students:

A -  Individual Performance 
B -  Group Performance 
0 -  Group Maintenance

Total 1002
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SUGGESTIONS FOR ACCOUNTING EXPERIMENT

Day 1

A. Overview of course ob jec t ive /goa l s

B. Col lect ion  of  da ta  you may des i r e  fo r  s e lec t ion  of  groups,  i . e . ,
Business courses .  Accounting, Bookkeeping
Accounting experience 
Math
Computer
Whatever you want to  know t h a t  wil l  help you to  assign students  to 

groups on Day "2".

C. Homework assigned f o r  Day 2 reading or problem.

D. D is t r ibu te  handout on "grading system"
Ind iv idua l ,  group, peer  eva lua tion .
Do Not Discuss. This wil l  give you some ind ica t ion  of t h e i r  a b i l i t y  

t o  read.

SUGGESTED FORMAT FOR DATA COLLECTION YOU 
MAY DESIRE FOR SELECTION OF GROUPS:

1. AGE 20 or  below 21-25 26-30 Over 30

2. SEX Female Male

3. Number of c r e d i t  hours completed in col lege

4.  Grade point  average in c o l l e g e ___________

5. Grade point  average in high school _________

6. Have you had Bookkeeping or Accounting in high s c h o o l? ____

7. How many hours per week wil l  you be working fo r  pay?

Under 1 0 ______  10 to  2 0 _______  20 to  3 0   Over 30

8.  Are you m a r r i e d ?  ______

9. Are you or  have you been on ac t ive  duty in some branch of serv ice?

10. Total number of c r e d i t  hours you are en ro ll ed  in t h i s  semester?
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11. What was the l a s t  math c l a ss  you have had ( e i th e r  high school or 
co llege?)  _______________________________________

What grade did you make in th a t  c lass?  ______

Day 2

A. Assign students  to  th e i r  permanent work groups.

B. Assign group loca t ion  in the classroom.

C. Inform groups they will work in t h e i r  area and group throughout the 
semester .

D. Inform the groups th a t  a f t e r  each meeting they must re tu rn  al l  
f u rn i tu re  to  o r ig ina l  placement.

E. Establish  grade weight - in each group then -  group
rep re sen ta t ive s  - e s t a b l i s h  -  c lass  weights

F. Give individual  m in i - t e s t  over homework. (Set time allowed for 
t e s t )

G. Each individual  wil l  hand in answer sheet  upon completion.

H. When a l l  members of  a group are complete, give the group one answer
sheet to complete th a t  will  r e f l e c t  a consensus of  t h e i r  opinion.

I .  Inform groups in the  fu tu re  only one time l i m i t  wil l be given for 
both individual  and group performance.

J .  Cover any theory you d e s i r e .  Make assignments for  Day 3. Suggest 
the groups may want to get names and phone number of  t h e i r  members.

Day 3 Be - a - couple of  minutes l a t e .

A. Tell the groups you expect them to be reviewing work, time is 
1imited.

B. Take up a part  or a l l  the homework, your choice.

C. Ask i f  th e re  are any quest ions over assignment.

D. Mini t e s t .  Both in d iv id u a l ,  and group under one "time" a l lo c a t io n .

E. Cover what you want and make assignment for  Day 4.

Day 4 Go on. You Have I t  ALL! Remember the experimental group takes 
the same major t e s t s  as the control group.
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AICPA DEVELOPMENT

The achievement t e s t  developed by the American I n s t i t u t e  of  

C e r t i f i ed  Public Accountants (AICPA) was used as a s tandardized 

measurement of  a l l  s tu d en t s '  achievement. The AICPA achievement t e s t s  

were developed according to s t r i c t  psychometric s tandards .  The f i r s t  

s tep  i s  the de l in ea t io n  of  a content  o u t l in e  or t e s t  b lu e p r in t ,  which 

contains a l l  of  the knowledges t h a t  are considered to  be appropr ia te 

for  a spec i f ied  level  of  achievement. This o u t l in e  i s  derived by AICPA 

Subcommittee on Tes t ing ,  which comprises accounting p r a c t i t i o n e r s  and 

educators .  Thus the content  ou t l ine  rep resen ts  the expert  judgment of 

p rac t ic ing  p ro fess iona ls  in accounting.

Once the content  o u t l in e  i s  d e l inea ted ,  weights are assigned 

to  the various components, in order th a t  the number of quest ions for 

each component can be e s t a b l i s h e d .  The content  o u t l in e  for the Level I 

Achievement Tes t ,  Form A, i s  shown on the following pages.

The next s tep  in the development of a t e s t  i s  the actual  w r i t ­

ing of  the t e s t  i tems.  This i s  done by the individual  members of  the 

Subcommittee on Tes t ing ,  who then j o i n t l y  review a l l  of  the items and 

r ev ise  them as necessary .  In genera l ,  a t  l e a s t  twice as many items are 

w r i t ten  as are a c t u a l l y  ca l led  for  by the t e s t  b lu e p r i n t ,  s ince i t  can 

be expected t h a t  some items will  be discarded.  Once the items are 

w r i t ten  and reviewed,  they are p re te s ted  on groups of  accounting s tu ­

dent .  Data from these  p r e t e s t s  provide information about the r e l i ­

a b i l i t y  or cons is tency of the t e s t  and the e f f ec t iv en e ss  of each item 

in d iscr iminat ing  among high and low sco re rs .  Based on the p re te s t
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data ,  bad items are d iscarded ,  remediable items are r ev ised ,  and good 

items are r e t a in e d .  Thus the f ina l  form of the t e s t  i s  developed 

according to  an empirical ba s is .

The Level I Achievement Tes t ,  Form A, was p re te s ted  on a 

sample of 392 f i r s t - y e a r  s tudents  in accounting a t  four-year co l leges .  

The or ig ina l  seven ty- f ive  items were subjected to  an item ana ly s i s ,  and 

the f inal  form of t h i r t y - e i g h t  items was derived based on th i s  item 

ana ly s i s .

Psychometric is sues  re l a t e d  to  the AICPA Achievement t e s t s  

include concepts of  v a l i d i t y —t h a t  i s ,  evidence t h a t  the t e s t  ac tua l ly  

measures accounting knowledge ra the r  than knowledge of  some other sub­

j e c t ,  and r e l i a b i l i t y ,  or how accurately  the t e s t  measures tha t  

accounting knowledge.

Among the several  kinds of v a l i d i t y ,  two are p a r t i c u l a r ly  

re levan t  to  achievement t e s t s .  The f i r s t  i s  content  v a l i d i t y ,  which 

r e f e r s  to  the actual content  th a t  the t e s t  i s  assessing  and is  

demonstrated through the careful preparat ion  described above. That i s ,  

content  v a l i d i t y  may be in fer red  as a r e s u l t  of  a method th a t  includes 

expert  opinion and consensus among p rac t ic ing  p ro fe s s iona ls .

The second kind of v a l id i t y  re levan t  to  achievement t e s t s  i s  

c r i t e r i o n - r e l a t e d  v a l i d i t y ,  in which performance on the t e s t  i s  shown 

to  be re l a t e d  to  an independent measure of t h a t  which the t e s t  

a s sesse s .  A standard c r i t e r i o n  measure is  GPA. Since the Level I 

Achievement Tes t ,  Form A, i s  r e l a t i v e l y  new, the r e l a t io n s h ip  of the 

t e s t  to  GPA has not ye t  been demonstrated.  However, the re  have been

ISee Appendix XI for full reprint.
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s tud ie s  showing the c r i t e r i o n - r e l a t e d  v a l id i t y  of  other forms of  the 

Level I t e s t . l  I t  seems f a i r l y  sa fe to  assume th a t  a new form of a 

t e s t  will demonstrate comparable v a l id i t y  with older  forms, a t  l e a s t  

un ti l  new v a l i d i t y  s tud ie s  can be completed.

The r e l i a b i l i t y  of  a t e s t  r e f e r s  to the accuracy with which i t  

measures. R e l i a b i l i t y  i s  expressed in the form of a co r re l a t i o n  c o e f f i ­

c i e n t :  the nearer  the coe f f i c i e n t  approaches to  1, the more the t e s t  

variance represen ts  t rue  d if fe rences  among respondents ra the r  than 

measurement e r r o r .  The KR20 r e l i a b i l i t y  index for  the Level I Achieve­

ment Tes t ,  Form A, was computed on the sample (N = 392) of  s tudents  on 

whom the t e s t  was p re te s t ed ,  and was shown to  be .78. Since some 

methods of  es t imating the r e l i a b i l i t y  of  a t e s t  involve co r re la t io n  

c o e f f i c i e n t s ,  the re  must be e i th e r  two admin is tra t ions  of  the t e s t  to  

the same group of  respondents,  or the t e s t  must be s p l i t  in ha l f  and 

the  two halves co r re l a t e d .  Either  method i s  problematic:  two adminis­

t r a t i o n s  for the same group i s  wasteful of  time and may r e s u l t  in spur­

ious second scores due to carry-over e f f e c t s ;  and s p l i t t i n g  a t e s t  into 

two halves involves an a rb i t r a ry  decision as to  how the t e s t  will  be 

s p l i t ,  s ince the re  are numerous ways th a t  the t e s t  may be divided.  

Methods of  es t imat ing the r e l i a b i l i t y  of a t e s t  from a s ing le  adminis­

t r a t i o n ,  without s p l i t t i n g  the t e s t ,  were developed by G. V. Kuder and 

M. W. Richardson in 1937 and provide a measure of  the in terna l  con­

s is tency  or equivalence of  the t e s t  i tems.  One of  t h e i r  formulas,  

ca l led  the Kuder-Richardson Formula 20 (KR20), i s  based on the propor­

t i o n  of  persons passing each item and the standard dc ivation of  the 

to t a l  scores .  The r e s u l t  i s  equal to  the average of  al l  possib le
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s p l i t - h a l f  c o r r e l a t i o n  c o e f f i c i e n t s  for  the group t e s t e d .  I t  may be 

expected t h a t  t h i s  value would inc rease as bad items were deleted  from 

the t e s t .

In summary, the AICPA achievement t e s t s  are considered to  be 

well-developed instruments th a t  can y ie ld  accurate  d iscr iminat ions  among 

le v e ls  of  accounting knowledge.2

The actual cu rren t  content ou t l in e  for  the Level I Form A 

Achievement Test used in t h i s  study:

I .  FINANCIAL ACCOUNTING No. of  Questions

A. Basic Financial Accounting

1. S t r u c t u r e .......................................  5
a .  Statement of  Operations

(1) Revenues
(2) Expenses
(3) Net Income
(4) Extraordinary Items,

Restatements and Dis­
continued Operations

(5) Segments
b. Statement of  Financial Posit ion

(1) Assets
(al  Current 
(b) Non-current

(2) L i a b i l i t i e s
(a) Current
(b) Non-current

(3) Owners Equity
(a) Corporate
(b) Other Legal Forms

c .  Statement of  Changes in Financial Posi t ion 
("Total funds")
(1) Sources
(2) Applications

^Information provided by Barbara B. Howell, Testing Program 
D irec to r ,  American I n s t i t u t e  of  C er t i f i ed  Public Accountants,  April 8, 
1981.
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2. Underlying Assumptions
(a) Rea liza t ion
(b) Conservatism
(c) Going Concern
(d) Monetary Unit
(e) Exchange Prices

B. Revenue and Expense Recognition

1. Accrual Concept ......................
a .  Periodic Determination
b. Adjustments
c .  Errors and Omissions
d.  Product vs.  Period

No. of  quest ions

2. Recording Process ..............................
a .  Basic cycle
b. Basis Books of  Accounting

C. Valuation Approaches

1. Assets ....................................................
a .  Current

(1) Cash and Marketable S ecur i t ie s
(2) Receivables
(3) Inventories
(4) Prepaids

b.  Non-Current
(1) Tangible
(2) Intangible

2. L i a b i l i t i e s  ...............................................
a .  Current
b. Non-current

(1) Bonds (Premium and Discount)
(2) Pensions
(3) Leases
(4) Tax Allocations

3. Owners Equity ...........................................
a .  Corporate

(1) Capital Stock
(2) Other Contributed Net Worth
(3) Retained Earnings
(4) Treasury Stock

b. Partnersh ip  or Proprie torships
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No. of questions

D. Intercompany Investments ..........................  2

1. Various Methods (v iz ,  c o s t ,  equ i ty ,  
consolidated)

2. Consolidated Reports (v iz ,  intercompany 
t r a n s a c t io n s ,  majori ty and minori ty 
i n t e r e s t )

3. Purchase

4. Pooling

E. Analysis of  Financial  Statements

1. P r o f i t a b i l i t y  and Act iv i ty
Measures ( e . g . ,  EPS and ROI) . . . 2

2. Liquidity Measures ( e . g . ,  cur rent  
r a t i o n s )  ...................................................  1

3. Safety of  Investment ( e . g . ,  debt to
equi ty  r a t i o )  ....................................... 1

F. Prices and Values

1. General Price Level Adjustments . 1

2. Current Value Adjustments . . . .  1

~ W ~

One question may requ ire  knowledge from several a reas .  For 

example, a question dealing with s t r u c t u r e  could deal with information 

from a l l  th ree  sub-un it s :

a .  s tatement of ope ra t ions ,

b. s tatement of f inanc ia l  p o s i t ion ,

c .  s tatement of  changes in f inancia l  pos i t ion  ( " to ta l  funds"),

Thus, one can read i ly  accept the statement :  "The AICPA achievement

t e s t s  are considered to be well developed instruments th a t  can y ie ld  

accurate discr iminat ions  among le ve ls  of  accounting knowledge."3

‘Ibid.
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Validity of the 
AICPA Achievement Tests

The Achievement Tests of the College Accounting Testing 
Program show a high degree o f validity as predictors of 
accounting course grades and accounting grade-point averages in 
this study reported by Dr. Mildred E. Katzell. Staff Consultant 

with the Professional Examinations Division o f The Psychological 

Corporation.

The AICPA Testing Project Office is continually engaged in 
stiidies o f the effectiveness o f the various accounting testing 
programs that it offers. Earlier reports from this office have 
dealt with the validity of the AICPA personnel tests in 
accounting firms and o f the aptitude and achievement tests as 
predictors o f success in the profession, to name but a few.

Reports o f local validation studies o f the College 
Accounting Testing Program have also appeared from time to 
time in the Journal o f  Accountancy. McCormick and Mont­
gomery (August, 1974) reported the experience of Florida 
Atlantic University in assessing the elementary accounting 
achievement and probable success in an accounting curriculum 
o f entering transfer students. David M. Buehlmann (May, 
1975) later described the use o f the program as a predictor o f 
success in advanced accounting study and as a counseling 
device for slow-starting accounting students at Illinois State 
University at Bloomington-Normal.

This report presents validation data derived from analyses 
o f AICPA Achievement Test results in relation to accounting 
course grades and grade-point averages provided by nine

colleges and universities. The test forms that were used in the 
studies included Level 1 Forms E. ES. and FS. and Level 11 
Forms J, K, and L  The tests were administered between April 
1971 and December 1974 by the (pspective colleges. Late in 
1974 and early in 1975 the colleges provided the AICPA 
Testing Program Office with the accounting course grades and 
grade-point averages for the tested students. These data served 
as the basis for the validity studies reported here.

Testing Instruments
For the reader who is not familiar with the AICPA College 

Accounting Testing Program, a brief description is provided of 
the achievement tests that were used in this series o f  studies.

The Level 1 Achievement Tests emphasize understanding of 
financial and managerial accounting concepts as presented in 
accounting courses. These tests are designed to evaluate 
accounting knowledge at the epd o f the first year o f college 
accounting. They have also proved useful in assessing whether 
prospective employees are likely to be successful accountants. 
Form E of the Level 1 test requires two hours for completion ;

TABLE 1
VALIDITY OF LEVEL I ACHIEVEMENT I  cSTS IN RELATION TO GRADES IN ACCOUNTING

Test Score Criterion

No. of Corre- Std. Std. S E. Test
Collao» Criterion Students letion Mean Dev. Mean Dev. E sl.vt Form

C 1st Vr. Acctg. GPA, 3/73 18 . 7 1 " 23.4 6.3 3.9 0 .6 0.45 ES
2nd Yr. Acctg. GPA, 2/74 34 . 6 8 " 21.4 7.0 4.1 0.7 0.53 FS

D Accounting, 72-73 11 .53 61.2 10 .0 4.2 0.7 0 .6 6 E

H Principles of Acctg., 9/73 60 .4 5 " 29.1 6 .0 3.6 0 .6 0.54 FS
Intermediate Acctg, 9/73 60 .6 0 " 29.1 6 .0 3.1 0 .8 0.65 FS
Cost Accounting, 9/73 6 0 . 5 9 " 29.1 6 .0 3.4 0 .6 0.49 FS
Advanced Accounting, 9/73 SO . 4 1 " 29.1 6 .0 3.4 0 .6 0.56 FS
Accounting Problems, 9/73 60 .4 5 " 29.1 6 .0 3.2 0.5 0.45 FS
Contemporary Acctg Problems, 9/73 60 .5 3 " 29.1 6 .0 3.3 0.7 0.60 FS
Accounting GPA, 9/73 60 .6 7 " 29.1 6 .0 3.3 0.5 0.38 FS

#  S. E. Est » Standard Error of Estimate, computed by the use of the following formula:

SE
est

)  ( ■
N

N - 2

in which s^ is the standard deviation of the criterion; N is the number of students:

and r is the validity coefficient. This formula includes a correction for any bias that may result from the use of small 
(50 or fewer) samples.

' Less than 1 chance in 100 that a correlation of this sire would occur by chance.
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TABLE 2
VALIDITY OF LEVEL II ACHIEVEMENT TEST. FORM J, IN RELATION TO ACCOUNTING GRADE-POINT AVERAGES

Tw t Score Criterion

College Criterion
No. of 
Students

Corre-
letion Mean

Std.
Dev. Mean

Std.
Dev. E sc#

A ' Accounting GPA. 5/73 32 .64** 42.4 16.6 4.7 0.4 .32
Accounting GPA. 5/73 41 .78** 46.5 . 16.7 6.5 0.4 .26
Accounting GPA. 12/73 54 .73 '* 41.3 17.1 4.3 0.3 .21
Accounting GPA. 12/73 40 . 7 5 " 47.7 19.2 6.5 0.4 .27
Accounting GPA. 5/74 46 . 6 3 " 46.7 13.2 5.7 0.4 .32
Accounting GPA. 5/74 62 .6 7 " 46.3 15.0 6.5 0.4 .30

E 3rd Yr. Acctg. GPA. 4/71 16 .8 3 " 37.6 15.4 3.3 0.6 .36
Senior Acctg. GPA. 10/72 29 .7 5 " 30.3 13.2 2.8 0.5 .34
3rd Yr. Acctg. GPA. 4/73 18 .6 5 " 36.2 12.7 2 .9 ” 0.S .48

G Accounting GPA. 3/73 23 .5 4 " 33.8 12.8 2.8 0.4 .35
Accounting GPA, 11 /73 33 .6 7 " 36.8 15.4 2.9 0.5 .38
Accounting GPA, 3/73 Ai­ .7 8 " 3S.2 15.4 2.9 0.5 .32
Accounting GPA, 12/74 d s  • . i6 0 " 31.5 13.0 2.9 0.5 .41

1 Accounting GPA. 3/74 35 .33* 23.3 10.7 2.7 0.5 .49

# S ee  Table 1 for interpretation.
* = Less than 5 chances in 100 that a correlation of this size would occur by chance.

** » Less than 1 chance in 100 that a correlation of this size would occur by chance.

Forms ES and FS are shorter forms that require only SO 
minutes o f working time.

The Level II Achievement Tests feature problems in 
managerial accounting, auditing, statistical sampling, opera- 
tioiis research, systems, and electronic data processing. The 
results have demonstrated practical utility as measures of 
knowledge o f accounting principles and procedures, as guides 
to personnel decisions regarding advanced positions, as esti­
mates o f  the equivalence o f accounting experience to formal 
academic preparation, and as predictors o f performance on the 
CPA examination. Form J o f the Level II Test takes two 
hours; Forms K and L each take SO minutes.

The College Accounting Testing Program also includes the 
Orjentation Test and the Strong Vocationtd interest Blank. 
The Orientation Test is an aptitude test which covers 
vocabulary, business reading, and business arithmetic. The 
Strong Vocational Interest Blank permits comparison of 
individual interests with those o f persons engaged in many 
occupations, including practicing accountants.

Statistical Tables
The four accompanying tables set forth the data for the 

Level I and Level II Achievement Tests in the nine colleges. To 
preserve anonymity, the colleges have been identified only by 
letters, which appear in the first column of each table. Criteria 
against which the test scores were correlated were either 
individual accounting course grades or accounting grade-point 
averages, as shown in the second column. The third column 
indicates the number o f students in each sample. The samples 
tanged in size from 11 to  70, with most exceeding 30.

The validity cocMicients are presented in the column 
headed “Correlation.”  They are followed by the mean and

standard deviation of the achievement test scores and then the 
mean and standard deviation o f the criterion measures. The 
column titled “S.E. Est." presents the standard errors of 
estimate. It will be noted that the standard errors vaiy from a 
low of .21 (Table 2, College A) to a high of .96 (Table 4, 
College B). Since most o f the standard errors were less than 
.50, the grade predicted for a student from performance on 
the Achievement Test in most instances would be less than .5 
grade point from the grade the student actually received. Thus, 
for example, if a grade-point average o f 3.5 were predicted 
from a student's test performance, in about two-thirds o f the 
cases one could expect the actual grade-point average to  fall 
between 3.0 and 4.0, when the standard error o f estimate is .5. 
O f course, when the standard error is less, the prediction is 
more accurate; when the standard error is larger, it is more 
variable.

Table 1 has an additional column to indicate the Form of 
the Level 1 Achievement Test to which the data pertain. Tables 
2. 3, and 4 each deal with a different form o f the Level II 
Achievement Test. Forms J, K, and L, respectively.

Discussion
During the first six months o f 1974, 279 colleges adminis­

tered over 19,000 tests from the College Accounting Testing 
Program to  their students. During the comparable period in 
1975, 292 colleges administered over 23,000 o f the compara­
ble tests. In each year, over 80% of those tests were the Level I 
and Level II Achievement Tests.

It would appear that the competition among students 
entering the field of business and majoting in accounting is 
providing an incentive for students to measure up to the 
challenge of national competition. An article by Park Leathers
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(September, 1972) reported that students whose Level II 
Achievement Test scores were at the 50th percentile or higher 
were about twice as likely to  pass each o f the four parts of the 
CPA examination (Auditing. Theory, Practice, and Law) as 
those whose Level 11 scores were below the 50th percentile. 
That article also showed that the higher the scores on the 
Level II Achievement Test, the greater was the likelihood that 
a first-time CPA candidate would pass all parts o f the 
examination. Those findings demonstrate a.form o f predictive 
validity for the Level II Achievement Test against criteria 
based on CPA examination performance.

The present study has viewed the relationship between 
Achievement Test scores and more immediate criteria. While 
the results should still be classified as criterion-related validity, 
in most instances the criteria were obtained shortly after the 
administration o f the predictor test. That is to  say, the 
Achievement Tests were administered just before the end of 
the terms from which the grades served as criteria. These 
results might, therefore, be considered to be either predictive 
or concurrent validity studies.

In  reviewing the validity coefficients in the four tables, it is 
important to .recall that a higher correlation coefficient is 
required for statistical significance to be attained with a small 
sample than with a large sample. Thus, for example, with the

sample o f eleven students in College D (Table I), the 
correlation o f  .53 fails to  reach a level beyond that which 
could have occurred by chance. Similarly in College B (Table 
3), the correlation o f .32 based on 19 students failed to  attain 
statistical significance. In contrast, the correlations o f .54 
based on the records o f 23 students in College G (Table 2) and 
of .32 based on 73 students in College B (Table 4 ) are 
significant at the .01 level. This can be interpreted to  mean 
that a correlation o f that size is likely to occur by chance less 
than once in 100 times.

Among the four tables, 43 coefficients are reported. O f 
these, only three are too low to attain significance, given the 
size o f the samples on which they are based, indicating that 
correlations o f  that magnitude might have occurred by chance 
in those groups. Another three coefficients are statistically 
significant at the five per cent level, meaning that correlations 
of that size could occur by chance five times in a hundred, in 
groups composed o f those numbers o f  students. The remaining 
37 coefficients are significant at the one per cent level or 
better. Those correlations are unlikely to  occur by chance even 
once in a hundred instances. This evidence of validity is 
especially noteworthy in view o f the variety o f courses and 
institutions from which the data were gathered, and the 
diversity o f the factors that enter into the determination of 
individual grades.

TABLE 3
VALIDITY OF LEVEL II ACHIEVEMENT TEST, FORM K, IN RELATION TO GRADES IN ACCOUNTING

Test Score Criterion
No. of Corre- Std. Std. S.E.

Collwe Criterion Students ration Mean Dev. Mean Dev. E»l.#

B Advanced Accounting, 12/73 19 .53* 15.8 4.9 3.0 0.9 .81
Internal Auditing, 12/73 19 .32 15.8 4.9 3.3 0.7 .70

C Senior Accounting GPA, 2/72 45 .7 4 " 16.9 7.0 3.9 0.7 .48

H Principles of Acctg., 9/74 52 .5 4 " 31.4 6.9 3.6 0.6 .51
Intermediate Acctg., 9/74 52 .5 2 " 31.4 6.9 3.1 0.8 .70
Cost Accounting, 9/74 52 .5 8 " 31.4 6.9 3.4 0.5 .42
Advanced Accounting, 9/74 52 .4 8 " 31.4 6.9 3.4 0.6 .54
Accounting Problems, 9/74 52 .5 4 " 31.4 6.9 3.2 0.5 .42
Contemporary Acctg. Prob., 9/74 52 .4 7 " 31.4 6.9 3.4 9.6 .54
Accounting GPA, 9/74 52 .7 0 " 31.4 6.9 3.4 0.5 .36

#  See Table 1 for interpretation.
* ■ Less than S chances in 100 that a correlation of this size would occur by chance. 

"  -  Lets than 1 chance in 100 that a correlation of this size would occur by chance.
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TABLE 4
VALIDITY OF LEVEL II ACHIEVEMENT TESTS, FORM L, IN RELATION TO GRADES IN ACCOUNTING

Test Score Criterion

Ckilleoe Criterion
No. of 
S tudanti

Corre-
iation Mean

Std.
S î ï , Mean

Std.
Dec.

s. E.

B Advanced Acctg., 5/73 71 . 5 6 " 10.5 6.4 2.8 1.0 .84
Internal Auditing, 5/73 71 . 6 3 " 10.5 6.4 3.0 1.1 .86
Advanced Accounting, 5/73 73 . 3 2 " 11.3 6.3 2.8 1.0 .96
Internal Auditing, 5/74 73 . 5 5 " 11.3 6.3 3.5 0.9 .76

C Accounting GPA, 3/73 53 . 4 8 " 13.5 6.3 4.0 0.6 .54
Accounting GPA, 2/74 65 . 6 6 " 13.1 8.0 3.9 0.6 .45

J Principles of Acctg., 73-74 47 .26 13.0 7.6 3.2 0.8 .79
Intermediate Acctg., 73-74 49 .3 0 ' 13.7 7.6 2 .6 , 0.8 .78
Advanced Accounting, 73-74 47 . 4 2 " 13.5 7.7 2.6 0.9 .83

■# See Table 1 for interoretation.
* "  Leu than 5 chance: In 100 that a correlation of this size would occur by chance. 

'*  •  Leu than 1 chance in 100 that a correlation of this size would occur by chance.

Summ iiy
The level I and Level II Achievement Tests o f the College 

Accounting Testing Program show a higti degree of validity 
against criteria o f accounting course grades and accounting 
grade-point averages. This generalized statement is applicable 
in différent institutions, with different forms o f the tests, and 
for different courses in the accounting program. This high 
degree of validity gives further assurance to  accounting firms 
as well as to accounting educators with respect to  the quality 
of the preparation o f those whose test results are included in 
their academic records.
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T A B L E  1

PRINCIPLES OF ACCOUNTING I CLASS 
CAMERON UNIVERSITY,

SCHEDULING 
FALL 1981

INFORMATION

Control/
Experimental Section Instructor

Time
Scheduled*

Class
Length

Number of 
Meetings 

Per 
Week**

Clock 
Hours per 
Semester**

Course
Length

Location
of
Class

Control 0430 Jeter 8:30 A.M. 50 min. 3 40 16 weeks Howel1 
Room

Hall
201

Control 0435 Amyx 9:30 A.M. 50 min. 3 40 16 weeks Howel1 
Room

Hall
201

Experimental 0440 Amyx 10:30 A.M. 50 min. 3 40 16 weeks Howell
Room

Hall
201

Experimental 0445 Jeter 11:30 A.M. 50 min. 3 40 16 weeks Howell
Room

Hall
201

Control 6025 Chester 5:30 P.M. 74 min. 2 40 16 weeks Howel1 
Room

Hall
201

Experimental 8015 Chester 7:00 P.M. 160 min. 2 40 8 weeks Howell
Room

Hall
201

♦All classes were assigned to the same classroom for period of time scheduled (Howell Hall Room 201). 

**Amount of actual instructional time available in the classroom.

totn



T A B L E  l A

PRINCIPLES OF ACCOUNTING I STUDENT INFORMATION 
CAMERON UNIVERSITY, FALL 1981

Section

Total
Students
Enrolled

Experience and 
Satisfaction

Pretest Posttest
Post
AIDS

AICPA
Posttest

Letter
Grade Withdrew % Withdrew

Grade
Point

Average

J 0430 (C) 45 42 28 28 28 29 16 .35 1.93

A 0435 (C) 49 42 34 34 34 37 12 .24 2.24

A 0440 (E) 48 45 34 35 35 34 14 .29 2.38

J 0445 (E) 47 44 25 23 25 28 19 .40 2.28

C 6025 (C) 34 28 19 21 21 25 9 .26 2.56

E 8015 (E) 41 38 22 22 22 32 9 .24 2.78

Totals 264 239 162 163 165 185 79

Total Mean 44 39,8 27.0 27.2 27.5 30.8 13.1 .30 2.36

Control Grade Point Mean 2.24 
Experimental Grade Point Mean 2.48 
Control Withdraw Mean 12 
Experimental Withdraw Mean 14

(C) = Control 
(E) = Experimental 

J = Jeter 
A = Amyx 
C = Chester

tocr>
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ID E A  R E P O R T
P a r t  I  E v a l u a t i o n  ( P r o g r e s s  R a t i n g s )

A m y x  -  C l a s s e s  4 3 5 - 4 4 0

Question Number

Comparison With
Control Experimental All Courses Similar Courses
Mean Mean Difference! Control Exper. Control Exper.

A. Subject Matter Mastery

21. ** Factual-Knowledge 3.4 3.6 0.2
22. ** Principles & Theories 3.5 3.7 0.2
24. * Professional Skills & Viewpoints 3.4 3.1 -0.3

B. Development of General Skills

23. ** Thinking & Problem Solving 3.3 3.4 0.1
29. * Effective Communication 2.7 2.9 0.2

C. Personal Development

27. * Personal Responsibility 3.4 3.5 0.1

Overall Evaluation
(Progress on Relevant Objectives)

Sum of Means 19.7 20.2 0.5

Mean Average 3.3 3.4 0.1

Avg. Avg. Low Avg. Avg.
Avg. Avg. Low Avg. Avg.
Avg. Low Avg. Avg. Low Avg.

Low Avg. Avg. Low Avg. 
Avg. Avg. Avg.

Avg. Avg. Avg.

Avg.
Avg.

Avg.

Low Avg. Avg. Low Avg. Avg.

&

^Experimental mean minus control mean equals difference. 

♦♦Professors rated the objective as essential. 

♦Professors rated the objective as important.



ID E A  R E P O R T
P a r t  I I  Course  D e s c r i p t i o n

A m y x  -  C l a s s e s  4 3 5 - 4 4 0

Control Experimental
Difference!

All
Comparison With 

Courses Similar Courses
Question Number Mean Mean Control Exper. Control Exper.

31. Amount of Reading 3.1 3.2 0.1 Avg. Avg. Avg. Avg.

32. Amount of Other Work 
(Non-reading)

3.9 3.9 0.0 High Avg. High Avg. High High

33. Difficulty of Subject Matter 3.7 3.9 0.2 High Avg. High Avg. High Avg. High

34. Content Integration 3.6 3.7 0.1 Avg. Avg. Avg. Avg.

Sum of Means 14.3 14.7 0.4

Mean Average 3.6 3.7 0.1 Avg. Avg. Avg. Avg.

CO
VO

^ E x p e r i m e n t a l  m e a n  m i n u s  c o n t r o l  m e a n  e q u a l s  d i f f e r e n c e .



IDEA REPORT
Part III 

Amyx
Students' Self Ratings 
- Classes 435-440

Control Experimental
Difference!

All
Comparison With 

Courses Similar Courses
Question Number Mean Mean ïontroT Exper. Control Éxper.

35. Worked Hard 4.3 4.1 -0.2 High High Avg Avg. High

36. Strong Desire to Take Course 3.7 3.8 0.1 Avg. Avg. High -----
37. Would Like Instructor Again 4,0 3.6 -0.4 Avg. Avg. High Avg. Avg.

38. Improved Attitude Toward Field 3.3 3.7 0.4 Low Avg Avg. Avg. Avg.

Sum of Means 15.3 15.2 -0.1

Mean Average 3.8 3.8 0.0 Avg. Avg. Avg. Avg.

ê

1 E x p e r i m e n t a l  m e a n  m i n u s  c o n t r o l  m e a n  e q u a l s  d i f f e r e n c e .



IDEA REPORT
P a r t  IV Methods

Amyx -  C la s s e s  435-440

Q uestion Number
Control

Mean
Experimental

Mean Di f  fe re iice l

D iffe ren ce  From A 
S im ila r Course Mean^ 

Control Exper.
T ran s la tio n ^  

Control Exper.

A. Involving S tudents

1. Promoting Teacher S tudent D iscussion 3.3 3.5 0.2 —0.4 -0 .2 Low Medium
2 . Helped S tuden ts Answer Own Q uestions 3 .6 3.7 0.1 0.1 0.2 Medium Medium
3 . Encouraged S tuden ts to  Express 3.7 3.6 0.1 -0 .3 —0.4 Low Low

Themselves 
5 . Changed Approaches to  Meet New 3.7 2.8 0.9 0.2 -0 .7 Medium Low

S itu a tio n s  
11. Explained Reasons fo r  C ritic ism s 2.9 2.8 0.1 -0 .2 -0 .4 Medium Low
13. Encouraged Comments Even i f 3.6 3.0 0 .6 -0 .1 -0 .7 Medium Low

Irre le v a n t 

Sum o f Means 20.8 19.4 -1 .4
Mean Average 3.5 3.2 -0 .3 — — —

B. Communicating C ontent and Purpose 

8 . Demonstrated th e  S ig n ifican c e  of 4.1 3.9 -0 .2 -0 .0 -0 .2 Medium Medium
th e  Subject 

10. Made i t  C lear How Each Topic F i t 3.9 3 .9 0.0 -0 .0 -0 .0 Medium Medium
14. Summarized in  Hays Which Aided 3.7 3.4 -0 .3 0.1 -0 .2 Medium Medium

R eten tion  
16. C lea rly  S ta ted  O b jec tiv es o f 4.3 4 .0 -0 .3 0 .4 -0 .0 High Medium

th e  Course 
17. Explained Course M aterial C lea rly 4.1 3.9 -0 .2 0 .2 -0 .0 Medium Medium
18. Related M aterial to  Real L ife 3.6 3.8 0.2 -0 .6 -0 .4 Low Low

S itu a tio n  

Sum o f Means 23.7 22.9 -0 .8
Mean Average 4.0 3.8 -0 .2 — — — —

C. C reating  Enthusiasm 

4 .4  Seemed E n th u s ia s tic  About the 3.9 3.9 0 .0 -0 .5 -0 .5 Low Low
Subject M atter 

7. Spoke With E xpressiveness and 3 .6 3.1 -0 .5 -0 .4 -0 .8 Low Low
V ariety

( 9 .)  Made Dry and Dull P re se n ta tio n s •(2 .2 ) • (2 .0 ) (-0 .2 ) (0 .1 ) ( -0 .1 ) (Medium) (Medium)
15. Stim ulated S tuden ts to  High 3.0 3.3 0.3 -0 .3 0 .0 Low Medium

In te l le c tu a l  E ffo r t 
20. Introduced S tim u la ting  Ideas About 3 .0 3.0 0 .0 -0 .7 -0 .7 Low Low

th e  Subject 

Sum of Means •1 3 .5 13.3 -0 .2
Mean Average •3 .4 3.3 0.1 — — —— — — ——



P a r t  IV Methods (C on tinued )
Amyx -  C la s s e s  435-440

Q uestion Number
Control

Mean
Experimental

Mean 01ffe re n c e l

D ifference  From A 
S im ila r Course Mean2 

Control Exper.
T ranslat1on3 

Control Exper.

D. P reparing  Examinations

(6 .)4  Gave Exams S tre ss in g  Unnecessary (2 .5 ) (2 .1 ) (-0 .4 ) (0 .3 ) ( -0 .1 ) (High) (Medium)
Memorization 

(1 2 .)  Gave Examination Q uestions Which (2 .3 ) (1 .8 ) (-0 .5 ) (0 .2 ) ( -0 .4 ) (Medium) (Low)
Here U nclear 

(1 9 .)  Exam Q uestions Here Unreasonably (2 .6 ) (2 .6 ) ( 0 .0 ) (0 .4 ) (0 .3 ) (High) (High)
D eta iled  

Sum o f  Means * (9 .6 ) (6 .5 ) ( -3 .1 )
Mean Average * (2 .4 ) (2 .2 ) ( -0 .2 )

^Experim ental mean minus c o n tro l mean equals d if fe re n c e .

%Th1s I s  th e  d if fe re n c e  In r e la t iv e  frequency between th e  average fo r  your c la s s  and th e  average fo r  s im ila r  
c la s s e s .  The d if fe re n c e  I s  c a lc u la te d  fo r  each Item by su b tra c tin g  th e  mean fo r  th e  ap p ro p ria te  com parative group from 
th e  means o f  your r a t in g s .  (E x trac ted  from "Idea" In te rp re tiv e  Guide, published by Kansas S ta te .  1976, p . 8 .)

^ T ran sla tio n  In te rp re ts  th e  d if fe re n c e  between th e  frequency w ith which you used a given teach ing  method and the  
frequency w ith  which th a t  method Is  ty p ic a l ly  used In s im ila r  co u rses . "High" I s  p r in te d  I f  th e  I n s t r u c to r 's  mean Is  0 .3  
o r  more above th e  mean fo r  s im ila r  co u rse s . This suggests th a t  th e  In s tru c to r  used th a t  method o r engaged In th a t
behavior more freq u e n tly  than  did most In s tru c to rs  teach in g  s im ila r  c la s s e s .  I t  was decided to  use 0 .3  to  make th i s
d ete rm in a tio n  because th e  s tandard  e r ro r  o f measurement fo r  most o f th ese  Items was approxim ately 0 .3 . For most Item s, 
"High" (4 o r  5) I s  d e s ira b le .  For th e  fou r Items In p a re n th e s is , however, low ra tin g s  (1 o r  2) a re  considered  d e s ira b le . 
Thus, fo r  Item (9) Made Dry and Dull P re se n ta tio n s , P ro fesso r A 's "(Low)" ra t in g  I s  d e s ira b le . (E x trac ted  from "Idea" 
I n te rp r e t iv e  Guide, pub lished  by Kansas S ta te ,  1976, p . 8 .)

^The paren th eses r e fe r s  to  Item s where low sco res a re  d e s ira b le . A pplies to  q u es tio n s (9 ) ,  ( 6 ) ,  (1 2 ), and (19 ).

*C. (9) excluded from "C" sum o f  means; Included In "D" sum o f  means.



I D E A  R E P O R T
P a r t  V A d d i t i o n a l  Q u e s t i o n s

A m y x  -  C l a s s e s  4 3 5 - 4 4 0

Control Exper. Di f f e r -
1 2 3 4 5 Omit Mean Mean encel

Item Complete Question T - T  T n r  C l  " C 'E  H T T  Z  E % % %

40.

41.

42.

43.

44.

How many whole c l a s s e s  have you missed during 
th e  course ?

T .1. none one 3. two 4. th ree 5. four or more 

than o ther

9 17 18 29 9 23 24 20 41 3 0

Your attendance in this course was __
courses:

1. much lower 3. no different 5. much higher
2. lower 4. higher

Which of the following was the most important in 
determining whether or not you studied the reading 
assignments.

1. The class/material was interesting
2. The instructor expected it
3. Feelings of responsibility for your group
4. Expectations of your group
5. To help earn a better grade

Which of the following was the most important in 
determining how much effort you put into the course?

1. The class/material was interesting
2. The instructor expected it
3. Feelings of repsonsibility for your group
4. Expectations of your group
5. To help earn a better grade

Which of the following was the most important in 
determining whether or not you attended class, 
particularly on days when you had (or could have had) 
a good reason not to?

1. The class/material was interesting
2. The instructor expected it
3. Feelings of repsonsibility for your group
4. Expectations of your group
5. To help earn a better grade

15 6 6 6 0 26 3 14 74 43 3

3.7

0 3 6 3 59 40 24 31 12 11 0 11 3.4

4.2

21 9 6 3 3 26 0 9 71 37 0 17 3.9

15 6 12 9 9 34 0 11 62 34 3 6 3.8

2 .6  - 1.1

3.5 0.1

3.9 -0 .3

3.8 -0 .1

3.6 -0 .2

w



P a r t  V A d d i t i o n a l  Q u e s t i o n s  ( C o n t i n u e d )
A m y x  -  C l a s s e s  4 3 5 - 4 4 0

Control Exper. Di f f e r -
1 2  3 4 5 Omit Mean Mean encel

Item Complete Question C E C E  C E d É C É C E  % % %

45. Which of the following most accurately describes the 18 14 9 26 65 37 3 0 0 20 6 20 2.6 2.4 -0.2
impact of the large size of your class on what you
gained from taking the course?

1. It helped (e .g ., provided illustrations of course 
concepts such as individual vs. group scores on 
mini-tests) more than it  hurt (e .g ., less 
opportunity to participate in total class 
discussion)

2. It both helped and hurt (about equally)
3. Didn't have much effect
4. Hurt more than it helped
5. Hurt a great deal .p.

46. All things considered, how would you rate the 59 17 12 37 24 37 6 6 0 0 0 0 1.8 2.4 1. 2
instructor compared to all other instructors you have
had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

47. All things considered, how would you rate the 26 23 26 29 35 26 9 14 3 6 0 0 2.4 2.4 0.0
course  compared to all other courses you have had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

^Experimental mean minus contro l mean equals d i f fe ren ce .  

2ai 1 q u a n t i ty  numbers are expressed as percen t.



IDEA REPORT 
P a r t  VI D iagnos ti c  Summary 

Amyx -  C la sses  435-440

O bjec t ive Weakness
S t u d e n t ' s  Progress Importance Rating Highly Relevant

Control  Class 435

21. Factual  Knowledge
22. P r i n c i p l e s  & Theories
23. Thinking & Problem Solving
24. P ro fess iona l  S k i l l s  & Viewpoint 
27. Personal  R e s p o n s ib i l i t y
29. E f f e c t i v e  Communication

E s s e n t i a l
E s s e n t i a l
E s s en t i a l
Important
Important
Important

Low Avg. 
Low Avg. 
Low Avg. 

Avg. 
Avg. 
Avg.

15 
15 

20, 15 
20, 15 
20, 15

Experimental Class 440

24. P ro fess iona l  S k i l l s  & Viewpoint
21. Factual  Knowledge
22. P r i n c i p l e s  & Theor ies
23. Thinking & Problem Solving 
27. Personal  R e s p o n s ib i l i t y  
29. E f f e c t i v e  Communication

Important
E s s en t i a l
E s s e n t i a l
E s s en t i a l
Important
Important

Low Avg. 
Avg. 
Avg. 
Avg. 
Avg. 
Avg.

20, 5 

5
20, 5 
20, 5



I D E A  R E P O R T
P a r t  V I I  S u m m a r y  P r o f i l e

A m y x  -  C l a s s e s  4 3 5 - 4 4 0

Comparison
Group

Control
Percentile

Rank

Experimental
Percentile

Rank Difference!

Outcomes

Overall Evaluation All Courses 22 30 08
(Progress on Relevant Objectives) Similar Courses 19 30 11
E=21, 22, 23 1=24, 27, 29

Would Like Instructor Again All Courses 53 34 -19
Similar Courses 54 29 -25

Improved Attitude Toward Field All Courses 20 40 20
Similar Courses 10 32 22

Methods

Involving Students All Courses 32 16 -16
Similar Courses 40 18 -22

Communicating Content and Purpose All Courses 52 36 -16
Similar Courses 50 32 -18

Creating Enthusiasm All Courses 24 24 00
Similar Courses 20 20 00

Preparing Examinations All Courses 20 41 21
Similar Courses 25 51 26

lExperimental percentile minus control percentile equalIs difference.



ID E A  R E P O R T
P a r t  I  E v a l u a t i o n  ( P r o g r e s s  R a t i n g s )

C h e s t e r  -  C l a s s e s  0 2 5 - 0 1 5

Question Number

Comparison With
Control Experimental All Courses Similar Courses
Mean Mean Difference^ Control Exper. Control Exper.

A. Subject Matter Mastery

21. ** Factual-Knowledge
22. ** Principles & Theories
24. * Professional Skills S Viewpoints

B. Development of General Skills

23.
29.

** Thinking & Problem Solving 
* Effective Communication

C. Personal Development

27. * Personal Responsibility

Overall Evaluation
(Progress on Relevant Objectives)

Sum of Means

Mean Average

3.4
3.4 
3.3

3.4
2.7

3.3

19.5

3.3

3.5
3.3
3.3

3.5
3.0

3.7

20.3

3.4

0. 1
- 0 . 1
0 .0

0.1 
0. 3

0.4

0.8

0.1

Avg.
Avg.
Avg.

Avg.
Avg.

Avg.

Avg. 
Low Avg. 

Avg.

Avg.
Avg.

Low Avg. Low Avg. 
Low Avg. Low 
Low Avg. Low Avg.

Avg.

Avg.
Avg.

Avg.

Low Avg. 
Avg.

Avg.

Low Avg. Low Avg. Low Avg. Low Avg.

-P»

^Experimental mean minus control mean equals difference. 

**Professors rated the objective as essential. 

♦Professors rated the objective as important.



ID E A  R E P O R T
P a r t  I I  Course Desc r ip t i on

C h e s t e r  -  C l a s s e s  0 2 5 - 0 1 5

Control Experimental
Di fferencel

Comparison With 
All Courses Similar Courses

Question Number Mean Mean Control Exper. Control Exper.

31. Amount of Reading 3.4 3.8 0.4 Avg. High Avg. Avg. High Avg.

32. Amount of Other Work 
(Non-reading)

3.7 3.9 0.2 High Avg. High Avg. High Avg. High Avg.

33. Difficulty of Subject Matter 3.7 3.7 0.0 High Avg. High Avg. High Avg. High Avg.

34. Content Integration 3.8 3.7 —0.1 Avg. Avg. Avg. Low Avg.

Sum of Means 14.6 15.1

Mean Average 3.7 3.8 0.1 High Avg. High Avg. High Avg. High Avg.

^ E x p e r i m e n t a l  m e a n  m i n u s  c o n t r o l  m e a n  e q u a l s  d i f f e r e n c e .



ID E A  R E P O R T
Part III Students' Self Ratings 

Chester - Classes 025-015

Control Experimental
Difference!

Comparison With 
All Courses Similar Courses

Question Number Mean Mean Control Exper. Control Exper.

35. Worked Hard 3.4 4.4 1.0 Avn. High Avg. High

36. Strong Desire to Take Course 3.8 4.3 0.5 Avg. High Avg. ----- -----

37. Would Like Instructor Again 4.3 4.3 0.0 High Avg. High Avg. High Avg. Avg.

38. Improved Attitude Toward Field 3,5 3.9 0.4 Avg. Avg. Low Avg. Low Avg.

Sum of Means 15.0 16.9 1.9

Mean Average 3.8 4.2 0.4 Avg. High Avg. Avg. High Avg.

45"l£>

^ E x p e r i m e n t a l  m e a n  m i n u s  c o n t r o l  m e a n  e q u a l s  d i f f e r e n c e .



IDEA REPORT
P a r t  IV M ethods

C h e s te r  -  C la s s e s  025-015

Q uestion Number
Control

Mean
Experimental

Mean 01fference^

D iffe ren ce  From A 
S im ila r  Course Hean^ T ran sla tio n ^  

Control fx p e r. Control Exper,

A. Involving S tudents

B.

C.

1. Promoting Teacher S tudent D iscussion 3.3 3.2 -0 .1 -0 .4 -0 .7 Low Low
2 . Helped S tuden ts Answer Own Q uestions 3.3 3.5 0.2 -0 .2 -0 .1 Medium Medium
3 . Encouraged S tuden ts to  Express 4.1 3.6 -0 .5 0.1 -0 .5 Medium Low

Themselves
5 , Changed Approaches to  Meet New 3.4 2.8 -0 .6 -0 .1 -0 .8 Medium Low

S itu a tio n s
11. Explained Reasons fo r  C ritic ism s 2 .2 2.1 -0 .1 -0 .9 -1 .1 Low Low
13. Encouraged Comments Even I f 3.9 2 .9 -1 .0 0 .2 -0 .9 Medium Low

Irre le v a n t

Sum o f Means 20.2 18.1 -2 .1
Mean Average 3.4 3.0 -0 .4 — — — —

Communicating Content and Purpose

8 . Demonstrated th e  S ig n ific a n c e  of 4.3 4 .0 -0 .3 0 .2 -0 .2 Medium Medium
th e  Subject

10. Made I t  C lea r How Each Topic F i t 4 .0 3.9 -0 .1 0.1 -0 .2 Medium Medium
14. Summarized In Hays Which Aided 3.4 3.3 -0 .1 -0 .2 -0 .4 Medium Low

R eten tion
16. C lea rly  S ta ted  O b jec tiv es o f 4 .6 4 .2 -0 .4 0 .6 0.1 High Medium

th e  Course
17. Explained Course M ateria l C lea rly 4 .0 3.5 -0 .5 0.1 -0 .6 Medium Low
18. Related M uterlal to  Real L ife 4 .2 3.7 -0 .5 0 .0 -0 .6 Medium Low

S itu a tio n

Sum o f Means 24.5 22.6 -1 .9
Mean Average 4.1 3.8 -0 .3 — — — —

C reating  Enthusiasm

4 .“* Seemed E n th u s ia s tic  About th e 3.4 3.9 0.5 -0 .9 -0 .6 Low Low
Subject M atter

7 . Spoke With E xpressiveness and 3 .8 3.8 0.0 -0..2 -0 .3 Medium Low
V ariety

( 9 .)  Made Dry and Dull P re se n ta tio n s * (2 .4 ) * (1 .8 ) (-0 .6 ) (0 .4 ) (-0 .0 ) (High) (Medium)
15. S tim ulated S tuden ts to  High 3.1 3.3 0.2 -0 .1 0 .2 Medium Medium

In te l le c tu a l  E ffo r t
20. Introduced S tim u la ting  Ideas About 2 .9 2.7 -0 .2 -0 .8 -1 .2 Low Low

th e  Subject

Sum of Means *13.2 *13.7 *0.5
Mean Average *3.3 *3.4 *0.1 — — — —

oi
O



P a r t  IV M ethods (C on tinued )
C h e s te r  -  C la s s e s  025-015

Q uestion Number
Control

Mean
Experimental

Mean D iffe ren ce!

C iffe ren ce  From A 
S im ila r  Course Mean2 

Control Exper.
T ran s iationO 

C ontrol Exper.

0 . P reparing  Examinations

(6 .)4  Gave Exams S tre ss in g  Unnecessary (1 .4 ) (1 .8 ) (0 .4 ) -0 .8 -0 .3 (Low) (Low)
Memorization 

(1 2 .)  Gave Examination Q uestions Which (1 .8 ) (2 .9 ) (1 .1 ) -0 .3 0 .8 (Low) (High)
Here U nclear 

(1 9 .)  Exam Q uestions Were Unreasonably (1 .5 ) (3 .1 ) (1 .5 ) -0 .7 1.0 (Low) (High)
D eta iled

Sum of Means 
Mean Average

(7 .1 )
(1 .8 )

(9 .6 )
(2 .4 )

(-2 .5 )
(-0 .6 )

^Experimental mean minus co n tro l mean equals d if fe re n c e .

Z fh is  i s  th e  d if fe re n c e  in r e la t iv e  frequency between th e  average fo r  your c la s s  and th e  average fo r  s im ila r  
c la s s e s .  The d if fe re n c e  i s  c a lc u la te d  fo r  each item hy su b tra c tin g  th e  mean fo r  th e  a p p ro p ria te  com parative group from 
th e  means o f  your r a t in g s .  (E x trac ted  from "Idea" In te rp re t iv e  Guide, pub lished  by Kansas S ta te ,  1976, p , 8 .)

^T ran sla tio n  in te r p r e t s  th e  d if fe re n c e  between th e  frequency w ith which you used a given teach ing  method and th e  
frequency w ith which th a t  method i s  ty p ic a l ly  used in  s im ila r  co u rses . “High" i s  p r in te d  i f  th e  i n s t r u c to r 's  mean i s  0 .3  
o r  more above th e  mean fo r  s im ila r  co u rses . This suggests th a t  th e  in s t r u c to r  used th a t  method o r engaged in  th a t  
behav ior more freq u e n tly  than  d id most in s tru c to r s  teach ing  s im ila r  c la s s e s .  I t  was decided to  use 0 .3  to  make th i s  
de term ination  because th e  s tandard  e r ro r  o f measurement fo r  most o f  th ese  item s was approxim ately 0 ,3 . For most item s, 
“High" (4 o r  5) i s  d e s ira b le .  For th e  four item s in  p a re n th e s is , however, low ra tin g s  (1 o r  2) a re  considered  d e s ira b le . 
Thus, f o r  item (9) Made Dry and Dull P re se n ta tio n s , P ro fesso r A 's “(Low)" ra t in g  i s  d e s ira b le .  (E x trac ted  from “Idea" 
In te rp r e t iv e  Guide, pub lished  by Kansas S ta te ,  1976, p . 0 ,)

4fhe p aren theses r e fe r s  to  item s where low sc o res a re  d e s ira b le .  A pplies to  q u es tio n s ( 9 ) ,  ( 6 ) ,  (1 2 ), and (1 9 ).

*C. (9) excluded from “C" sum o f means; included in  "0“ sum o f  means.



ID E A  R E P O R T
P a r t  V A d d i t i o n a l  Q u e s t i o n s

C h e s t e r  -  C l a s s e s  0 2 5 - 0 1 5

1 2 3 4 5 Omit
Control
Mean

Exper.
Mean

Di ffer- 
encel

Item Complete Question ■ C E t  Ë c ■ I r"F C T t  É % % %

40. How many whole classes have you missed during 
the course ?

1. none 2. one 3. two 4. three 5. four or more

29 68 29 27 19 0 5 0 19 5 0 0 2.6 1.5 -1.1

41. Your attendance in this course was than other 
courses:

1. much lower 3. no different 5. much higher
2. lower 4. higher

0 5 14 5 62 50 14 32 5 9 5 0 3.1 3.4 0.3

42. Which of the following was the most important in 14 23 0 5 10 14 0 5 76 50 0 5 4.2 3.6 -0.6

43.

44.

determining whether or not you studied the reading 
assignments.

1. The class/material was interesting
2. The instructor expected it
3. Feelings of responsibility for your group
4. Expectations of your group
5. To help earn a better grade

Which of the following was the most important in 
determining how much effort you put into the course?

1. The class/material was interesting
2. The instructor expected it
3. Feelings of repsonsibility for your group
4. Expectations of your group
5. To help earn a better grade

Which of the following was the most important in 
determining whether or not you attended class, 
particularly on days when you had (or could have had) 
a good reason not to?

1. The class/material was interesting
2. The instructor expected it
3. Feelings of repsonsibility for your group
4. Expectations of your group
5. To help earn a better grade

19 14 0 5 5 14 0 0 76 68 0 0 4.1

0 9 19 0 10 13 0 18 71 50 0 5 4.2

4.0

4.0

tnro

- 0.1

- 0 . 2



P a r t  V A d d i t i o n a l  Q u e s t i o n s  ( C o n t i n u e d )
C h e s t e r  -  C l a s s e s  0 2 5 - 0 1 5

Control Exper. Differ- 
1 2 3 4 5 Omit Mean Mean encel

Item Complete Question C E C E C E C E C Ë C E  % % %

45. Which of the following most accurately describes the 5 55 5 14 81 27 10 0 0 0 0 5 3.0 1.7 -1.3
impact of the large size of your class on what you 
gained from taking the course?

1. It helped (e .g ., provided illustrations of course 
concepts such as individual vs. group scores on 
mini-tests) more than it  hurt (e .g ., less 
opportunity to participate in total class 
discussion)

2. It both helped and hurt (about equally)
3. Didn’t  have much effect
4. Hurt more than it  helped tn5. Hurt a great deal w

46. All things considered, how would you rate the 48 41 29 41 19 9 0 0 5 5 0 5 1.9 1.8 -0.1
instructor compared to all other instructors you have
had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

47. All things considered, how would you rate the 29 27 29 45 24 14 10 0 10 9 0 5 2.4 2.1 -0.3
course compared to all other courses you have had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

^Experimental mean minus control mean equals difference. 

%A11 quantity numbers are expressed as percent.



IDEA REPORT 
P a r t  VI D iagnos ti c  Summary 

Ches te r  -  C la sses  025-015

S t u d e n t ' s  Progress
O bjec t ive
Importance Rating

Weakness 
Highly Relevant

Control Class 025

21. Factual  Knowledge
22. P r in c i p l e s  & Theor ies
24. P ro fes s iona l  S k i l l s  & Viewpoint
23. Thinking & Problem Solving 
27. Personal  R e s p o n s ib i l i t y  
29. E f f e c t i v e  Communication

E ssen t i a l
E s s en t i a l
Important
E s s en t i a l
Important
Important

Low Avg. 
Low Avg. 
Low Avg. 

Avg. 
Avg. 
Avg.

9 
20 
20 

20, 9

Experimental Class 015

22. P r in c i p l e s  & Theories  
21. Factual  Knowledge
23. Thinking & Problem Solving
24. P ro fes s iona l  S k i l l s  & Viewpoint 
27. Personal  R e s p o n s ib i l i t y
29. E f f e c t i v e  Communication

E s s en t i a l
E ssen t i a l
E s s en t i a l
Important
Important
Important

Low 
Low Avg. 
Low Avg. 
Low Avg. 

Avg. 
Avg.

5, 17, 14 
17, 14 

20, 5 
20, 5 
20, 5

cn45*



ID E A  R E P O R T
P a r t  V I I  S u m m a r y  P r o f i l e
C h e s t e r  -  C l a s s e s  0 2 5 - 0 1 5

Comparison
Group

Control
Percentile

Rank

Experimental
Percentile

Rank Oifferencel

Outcomes

Overall Evaluation All Courses 22 26 04
(Progress on Relevant Objectives) Similar Courses 16 10 -06
E=21, 22, 23 1=24, 27, 29

Would Like Instructor Again A11 Courses 70 70 00
Similar Courses 75 56 -19

Improved Attitude Toward Field All Courses 29 54 25
Similar Courses 18 24 06

Methods

Involving Students All Courses 26 10 -16
Similar Courses 31 7 -24

Communicating Content and Purpose All Courses 60 36 -24
Similar Courses 61 18 -43

Creating Enthusiasm All Courses 19 29 10
Similar Courses 16 13 -03

Preparing Examinations A11 Courses 75 16 -59
Similar Courses 88 11 -77

tT!tn

^Experimental percentile minus control percentile equals difference.



ID E A  R E P O R T
P a r t  I  E v a l u a t i o n  { P r o g r e s s  R a t i n g s )

J e t e r  -  C l a s s e s  4 3 0 - 4 4 5

Question Number
Control
Mean

Experimental
Mean Di fferencel

Comparison With 
All Courses Similar 

Control Exper. Control
Courses
Exper.

A. Subject Matter Mastery

21. ** Factual-Know!edge 4.1 4.0 —0.1 High Avg. High Avg. High Avg. Avg.
22. ** Principles & Theories 3.9 4.1 0.2 High Avg. High Avg. Avg. High Avg.
24. * Professional Skills & Viewpoints 3.8 4.0 0.2 Avg. High Avg. Avg. High Avg.

B. Development of General Skills

23. ** Thinking & Problem Solving 3.9 4.0 0.1 High Avg. High Avg. Avg. High Avg.
29. * Effective Communication 2.7 2.9 0.2 Avg. Avg. Avg. Avg.

C. Personal Development

27. * Personal Responsibility 4.0 4.0 0.0 High Avg. High Avg. High Avg. High Avg.

Overall Evaluation
(Progress on Relevant Objectives) Avg. High Avg. Avg. High Avg.

Sum of Means 22.7 23.0 0.3

Mean Average 3.7 3.8 0.1

lExperimental mean minus control mean equals difference. 

**Professors rated the objective as essential. 

♦Professors rated the objective as important.



I D E A  R E P O R T
P a r t  I I  C o u r s e  D e s c r i p t i o n

J e t e r  -  C l a s s e s  4 3 0 - 4 4 5

Control Experimental
Di fferencel

Comparison With 
All Courses Similar Courses

Question Number Mean Mean Control Exper. Control Exper.

31. Amount of Reading 3.6 3.8 0.2 High Avg. High Avg. High Avg. High Avg.

32. Amount of Other Work 
(Non-reading)

4.1 4.2 0.1 High High High High

33. Difficulty of Subject Matter 3.6 3.8 0.2 High Avg. High Avg. High Avg. High Avg.

34. Content Integration 3.8 4.0 0.2 Avg. High Avg. Avg. Avg.

Sum of Means 15.1 15.8 0.7

Mean Average 3.8 4.0 0.2 High Avg. High Avg. High Avg. High Avg.

on

^ E x p e r i m e n t a l  m e a n  m i n u s  c o n t r o l  m e a n  e q u a l s  d i f f e r e n c e .



I D E A  R E P O R T
P a r t  I I I  S t u d e n t s '  S e l f  R a t i n g s

J e t e r  -  C l a s s e s  4 3 0 - 4 4 5

Control Experimental
Di fferencel

Comparison With 
All Courses Similar Courses

Question Number Mean Mean Control Exper. Control txper.

35. Worked Hard 4.2 4.3 O.I High High High Avg. High

36. Strong Desire to Take Course 4.1 4.2 0.1 High Avg. High Avg. ----- -----

37. Would Like Instructor Again 4.0 4.4 0.4 Avg. High Avg. Avg. Avg.

38. Improved Attitude Toward Field 4.0 4.2 0.2 Avg. High Avg. Avg. Avg.

Sum of Means 15.3 17.1 0.8

Mean Average 4.1 4.3 0.2 High Avg. High High Avg. High

a

^ E x p e r i m e n t a l  m e a n  m i n u s  c o n t r o l  m e a n  e q u a l s  d i f f e r e n c e .



lUEA REPORT
P a r t  IV M ethods

d e te r  - C lasses 430-445

Q uestion Number
C ontrol

Mean
Experimental

Mean D iffe ren ce l

D iffe ren ce  From A 
S im ila r Course Mean^ 

C ontrol Exper.
T ran s la tio n ^  

C ontrol Exper.

A. Involving S tudents 

1. Promoting Teacher S tudent D iscussion 3.4 3.5 0.1 -0 .5 -0 .4 Low Low
Z. Helped S tudents Answer Own Q uestions 3.1 4.2 1.1 -0 .5 0 .5 Low High
3 . Encouraged S tuden ts to  Express 3.7 4 .0 0.3 -0 .5 -0 .1 Low Medium

Themselves 
5 . Changed Approaches to  Meet New 3.6 3.9 0.3 -0 .0 0 .2 Medium Medium

S itu a tio n s  
11. Explained Reasons fo r  C ritic ism s 2.9 3.6 0.7 -0 .4 0 .4 Low High
13. Encouraged Comments Even i f 3 .5 4 .0 0 .5 -0 .3 0 .2 Low Medium

Irre le v a n t  

Sum o f Means 20.2 23.2 3 .0
Mean Average 3.4 3.9 .5 " — — —

B. Communicating Content and Purpose 

8 . Demonstrated th e  S ig n ifican c e  o f 4 .3 4.1 -0 .2 0 .0 -0 .1 Medium Medium
th e  Subject 

10. Made i t  C lear How Each Topic F i t 4.1 4 .3 0 .2 -0 .0 0 .2 Medium Medium
14. Summarized in  Wavs Which Aided 3.9 3.7 -0 .2 0.1 -0 .0 Medium Medium

R etention  
16. C learly  S ta ted  O b jec tiv es o f 4 .4 4 .6 0.2 0 .3 0.4 High High

th e  Course 
17. Explained Course M aterial C lea rly 4 .5 4 .5 0 .0 0.4 0 .3 High High
18. Related M aterial to  Real L ife 4 .5 4 .5 0.0 0.2 0 .2 Medium Medium

S itu a tio n  

Sum o f Means 25.7 25.7 0 .0
Mean Average 4.3 4.3 0 .0 — — —

C. C reating  Enthusiasm 

4 .4  Seemed E n th u s ia s tic  About th e 4 .2 4.3 0.1 .0 .3 -0 .2 Low Medium
Subject M atter 

7 . Spoke With E xpressiveness and 4 .0 4.4 0.4 -0 .1 0 .3 Medium High
V ariety

( 9 .)  Made Dry and Dull P re se n ta tio n s * (1 .4 ) * (1 .5 ) (1 .1 ) (-0 .4 ) ( -0 .3 ) (Low) (Low)
15. S tim ulated S tuden ts to  High 3.9 3 .6 -0 .3 0 .4 0.1 High Medium

In te l le c tu a l  E ffo r t  
20. Introduced S tim u la ting  Ideas About 3 .7 3 .6 -0 .1 -0 .2 -0 .3 Medium Low

th e  Subject 

Sum o f  Means *15.8 15.9 0.1
Mean Average •4 .0 4 .0 0.0 — - - - - - -

un
t o



P a r t  JV M ethods (C o n tin u ed )
J e t e r  -  C la s s e s  430-445

Control
D iffe ren ce  From A 

S im ila r Course Mean^ T ran sia tlo n ^
Question Numljer Mean Mean 01ffe re n c e l Control Exper. Control Exper.

Ü. Preparing  Examinations

(6 .)^  Gave Exams S tre ss in g  Unnecessary (1 .7 ) (1 .8 ) (0 .1 ) (-0 .3 ) ( -0 .2 ) (Low) (Medium)
Memorization

(1 2 .)  Gave Examination Q uestions Which (1 .7 ) (Z .2) (0 .5 ) (-0 .3 ) ( 0 .2 ) (Low) (Medium)
Were U nclear

(1 9 .)  Exam Q uestions Were Unreasonably 
D e ta iled

(1 .9 ) (1 .7 ) ( -0 .2 ) ( -0 .2 ) (-0 .4 ) (Medium) (Low)

Sum o f  Means •(6 .7 ) (7 .2 ) (0 .5 )
Mean Average •(1 .7 ) (1 .8 ) (0 .1 )

^Experim ental mean minus c o n tro l mean equals d if fe re n c e .

Zyhls I s  th e  d if fe re n c e  In r e la t iv e  frequency between th e  average fo r  y ju r  c la s s  a rd  th e  average fo r  s im ila r  
c la s s e s .  The d if fe re n c e  I s  c a lc u la te d  f o r  each item  by su b tra c tin g  th e  mean fo r  th e  ap p ro p ria te  com parative group from 
th e  means o f your r a t in g s .  (E x trac ted  from "Idea" In te rp re t iv e  Guide, published  by Kansas S ta te ,  1976, p . 8 .)

^T ran sla tio n  In te rp r e ts  th e  d if fe re n c e  between th e  frequency w ith which you used a given teach ing  method and th e  
frequency w ith  which th a t  method Is  ty p ic a l ly  used In s im ila r  co u rses . "High" I s  p r in te d  I f  th e  I n s t r u c to r 's  mean Is  0 .3  
o r  more above th e  mean fo r  s im ila r  co u rses . This suggests th a t  th e  In s tru c to r  used th a t  method or engaged in  th a t  
behav ior more freq u e n tly  th an  d id  most In s tru c to rs  teach in g  s im ila r  c la s s e s .  I t  was decided to  use 0 .3  to  make th i s  
de te rm in a tio n  because th e  stan d ard  e r ro r  o f  measurement fo r  most o f  th ese  Items was approxim ately 0 .3 . For trost Item s, 
"High" (4 o r  5) I s  d e s i r a b le .  For th e  four Items In p a re n th e s is ,  however, low r a t in g s  (1 o r h) a re  considered  d e s ira b le . 
Thus, f o r  Item (9) Made Dry and Dull P re se n ta tio n s , P ro fe sso r A 's "(Low)" ra tin g  I s  d e s ira b le .  (E x trac ted  from "Idea" 
In te rp re t iv e  Guide, pub lished  by Kansas S ta te ,  1976, p . 8 .)

4fhe paren th eses r e fe r s  to  Items where low sco res a re  d e s ira b le .  A pplies to  q u es tio n s  ( 9 ) ,  ( 6 ) ,  (1 2 ), and (19 ).

•Excluded from "C" sum o f  means; Included ln"D" sum of means.
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I D E A  R E P O R T
P a r t  V A d d i t i o n a l  Q u e s t i o n s

J e t e r  -  C l a s s e s  4 3 0 - 4 4 5

Control Exper. Differ- 
Omit Mean Mean ence^

Item Complete Question C E  C E  C E  C E  C E C E  % % %

40. How many whole classes have you missed during 11 22 7 13 25 30 36 9 21 26 0 0 3.5 3.0 -0.5
the course_______ ?

1. none 2. one 3. two 4. three 5. four or more

41. Your attendance in this course was  than other 0 0 11 4 46 70 29 22 14 4 0 0 3.5 3.3 -0.2
courses:

1. much lower 3. no different 5. much higher
2. lower 4. higher

42. Which of the following was the most important in 0 4 11 9 4 13 0 13 82 57 4 4 4.6 4.1 -0.5
determining whether or not you studied the reading
assignments. ^

1. The class/material was interesting i-*
2. The instructor expected it
3. Feelings of responsibility for your group
4. Expectations of your group
5. To help earn a better grade

43. Which of the following was the most important in 14 9 14 4 4 9 0 9 68 70 0 0 3.9 4. 3 0.4
determining how much effort you put into thecourse?

1. The class/material was interesting
2. The instructor expected it
3. Feelings of repsonsibility for your group
4. Expectations of your group
5. To help earn a better grade

44. Which of the following was the most important in 11 13 29 13 4 22 0 0 57 52 0 0 3.6 3.7 0.1
determining whether or not you attended class,
particularly on days when you had (or could have had) 
a good reason not to?

1. The class/material was interesting
2. The instructor expected it
3. Feelings of repsonsibility for your group
4. Expectations of your group
5. To help earn a better grade



P a r t  V A d d i t i o n a l  Q u e s t i o n s  ( C o n t i n u e d )
J e t e r  -  C l a s s e s  4 3 0 - 4 4 5

Control Exper. Differ-
1 2  3 4 5 omit Mean Mean encel

Item Complete Question C E  C E  C E  C E  C E C E % % %

45. Which of the following most accurately describes the 14 35 14 17 58 39 4 9 0 0 0 0 2.6 2.2 -0.4
impact of the large size of your class on what you
gained from taking the course?

1. It helped (e .g ., provided illustrations of course 
concepts such as individual vs. group scores on 
mini-tests) more than it  hurt (e .g ., less 
opportunity to participate in total class 
discussion)

2. It both helped and hurt (about equally)
3. Didn't have much effect
4. Hurt more than it  helped ^
5. Hurt a great deal cr>■ ro

46. All things considered, how would you rate the 68 70 25 13 7 13 0 4 0 0 0 0 1.4 1.5 1.1
instructor compared to all other instructors you have
had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

47. All things considered, how would you rate the 61 65 25 9 7 22 4 0 0 0 4 4 1.5 1.5 0.0
course compared to all other courses you have had?

1. Top 10%
2. Next 20%
3. Middle 40%
4. Next 20%
5. Bottom 10%

^Experimental mean minus control mean equals difference. 

%A11 quantity numbers are expressed as percent.



IDEA REPORT 
P a r t  VI D iagnos ti c  Summary 

J e t e r  -  C lasses  430-445

S t u d e n t ' s  Progress
O bjec t ive
Importance Rating

Weakness 
Highly Relevant

Control Class 430

22. P r i n c i p l e s  & Theories E s s en t i a l Avg. 2
23. Thinking & Problem Solving E s s en t i a l Avg. 2
24. P ro fe s s iona l  S k i l l s  & Viewpoint Important Avg. 2
29. E f f e c t i v e  Communication Important Avg. 2
21. Factual  Knowledge E s s en t i a l High Avg. *
27. Personal  R e s p o n s ib i l i t y Important High Avg. *

Experimental Class 445

21. Fac tual  Knowledge E s s en t i a l Avg.
29. E f f e c t iv e  Communication Important Avg. — — —

22. P r i n c i p l e s  & Theories E s s e n t i a l High Avg. *
23. Thinking & Problem Solving E s s e n t i a l High Avg. *
24. P ro fe s s iona l  S k i l l s  & Viewpoint Important High Avg. *
27. Personal  R e s p o n s ib i l i t y Important High Avg. *

cr>
CO

Favorable P rogress :  P resen t  Methods E f f e c t iv e



I D E A  R E P O R T
P a r t  V I I  S u m m a r y  P r o f i l e

J e t e r  -  C l a s s e s  4 3 0 - 4 4 5

Comparison
Group

Control
Percentile

Rank

Experimental
Percentile

Rank Di fferencel

Outcomes

Overall Evaluation All Courses 68 77 09
(Progress on Relevant Objectives) Similar Courses 60 71 11
E=21, 22, 23 1=24, 27, 29

Would Like Instructor Again All Courses 53 76 23
Similar Courses 34 65 31

Improved Attitude Toward Field All Courses 61 73 12
Similar Courses 32 54 22

Methods

Involving Students All Courses 26 63 37
Similar Courses 20 62 42

Communicating Content and Purpose All Courses 77 77 00
Similar Courses 66 66 00

Creating Enthusiasm All Courses 65 65 00
Similar Courses 51 51 00

Preparing Examinations All Courses 61 54 -07
Similar Courses 65 57 -08

lExperimental percentile minus control percentile equals difference.
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2S00 Wed Gore Blvd.

Lawtoiie OUahomt 73S05

TO: Jack Anyx, James Chester, John Jeter  

FROM: Wayne R. Wilson 

DATE: February 2, 1982 

SUBJECT: Accounting F i-ld  Experiment

Gentlemen, I wish to  express my appreciation for your many hours of hard work 
that you w illin g ly  devoted to  the accounting f ie ld  experiment. You are tru ly  
the p ro fessio n a l's  professional educators.

It is  my b e lie f  that the data gathered w ill add to  the body of knowledge in 
the f ie ld s  of education, management, and marketing.

I would lik e  for you to  provide in w riting your perceptions and thoughts for  
inclusion  in my d isserta tion  to  the follow ing qu estions.

1 . Your perceptions o f the project during explanation and 
preparation for the experiment; prior to  actual sta rt of 
c la s s e s .

2 . Your perceptions and thoughts while the c la ss  was being 
conducted.

3 . Your personal evaluation o f the f ie ld  experiment with the fu ll  
understanding you have not been provided access to  data 
gathered. Later you w ill be provided the data and given an 
opportunity to  respond.

4 . Do you plan to  or are presently using any o f  the methods used 
with the experimental group.

5. Your permission for use of your name in the d isser ta tio n .

I shall consider i t  an honor to  be associated  with people of your ca lib er  and 
sh a ll s tr iv e  to  reach your standards. Once again, thank you for your 
support.
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P«|MrtmeHt «( Bw hifu 2800 Wctt Gore B!vd.

lAwlon.OUthoma T2S05

TO:

FROM:

DATE:

Mr. Wayne Wilson 

Jack Amyx

May 13, 1982

SUBJECT: Impressions o f  the Group Teaching Experiment

My participation  with you and your study in the group teaching experi­
ment proved to  be a unique exoerience for me. I am happy to  provide you with
some reactions to  my experiences in the Principles o f Accounting I c la s s .

1. I got to  know the students in the experimental c la s s  on a more 
personal b a sis  than I would have in the trad ition a l lecture and 
question/answer s e t t in g . In the process o f responding to  a 
group question 1 would often  be to ld  other extraneous informa­
tion  or would hear the exchange of information between group 
members. O ften, the points would go beyond the c la ss  material 
and involve comments which allowed me to  share a part o f th e ir  
personal f e e l in g s .

2. The students in  the experimental c la ss  got to  ta lk  with roe in a 
more informal manner and, I th ink, got to  become acquainted 
with me in a le s s  “o f f ic ia l"  manner. I have no idea how th is
may have a ffec ted  th e ir  perception o f me or th e ir  a ttitu d e
toward me.

3. The in -c la ss  demand on me for help in the experimental c la ss  
seemed to  be a “fe a s t  or famine" situ a tio n . There were times 
when no group asked me questions. However, my impression is
that when we did reach a problem area, that I was wanted by
several groups at approximately the same tim e. I b e liev e  there 
may have been a l i t t l e  frustration  at times when a group could
not get th e ir  question immediately answered by me.

4 . I had d if f ic u l ty  in  having the experimental c la s s  members 
follow  my request that any questions I answered would be group 
questions—not individual questions. I b e liev e  the group- 
question requirement may have caused some fru stra tion  to  some 
students during those times when I was not “busy“ with another 
group,, but would s t i l l  respond to  a question only a fter  they 
had exhausted th e ir  group resources.
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Mr. Wayne Wilson 
May 13, 1982 
Page 2

5. The group setting was very good for the "how to" part of the 
course, but I feel that the average and below average student 
s t il l  did not pick up any added understanding of the theory of 
accounting by being In the group setting. I'm not sure they 
were hurt on the understanding of accounting theory by being In 
the group setting, but I don't believe the average student was 
greatly helped. On the other hand, the above-average student 
had a chance to reinforce his understanding of the application 
of accounting by helping to explain troublesome areas to other 
students In his group. However, there were still areas of 
theory which even the above-average student did not grasp with­
out asking a question about It and having some instructor 
help.

6. I believe that there was no significant difference between the 
two classes (experimental and control) In the level of letter 
grades assigned for the semester grades, nor In the number of 
students who withdrew from the course. The experimental group 
had 15 A's and B's assigned, while the control group had 13. 
There were the same number of D's and F's In both groups. The 
experimental class had 14 students withdraw during the semester 
while the control class had 12. My personal observation Is 
that I seldom have two sections which conclude with such simi­
lar grade distributions, witn the experimental class having a 
2.38 class average and the control class averaging 2.24.

7. The groups within the experimental class were very different 
from each other In their process of operation. Students were 
randomly assigned to groups, but I made an overt effort to try 
to get students of similar abilities and backgrounds distrib­
uted among all the groups. The groups started with either six 
or seven members. However, the semester ended with the size of 
the groups ranging from three to seven. Four groups lost three 
members each, one group lost two members, and two groups ended 
the semester with all members still attending class. Also, the 
groups varied In their appraoch to the in-class work. One 
group worked the entire semester as one large discussion group 
with no one dominant leader. Another group Immediately seg­
mented itse lf into three smaller sub groups to discuss indi­
vidual situations, while a third group had very little  general 
group discussion until one member asked another for help on a 
specific problem. Two other groups each worked as one large
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Mr. Wayne Wilson 
May 13, 1982 
Page 3

discussion group with a dominant leader emerging in each group. 
However, I felt each group worked in its own way within the 
general guidelines outlined to them.

8. I plan to use some form of group work in my future accounting 
classes. Since it is a principles class, I plan to structure 
it so it will have a lit tle  more instructor-directed discussion 
on the beginning theory section and on three or four other 
areas where students traditionally have problems grasping the 
theory.

I enjoyed working as a part of the experiment. I think I learned from 
it and I believe it will modify my approach and method of teaching in the 
future.

vj
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2(00 West Core Blvd.

Law ton, O LU hon» 73S6Ô

January 20, 1982

Mr. Wayne Wilson
Assistant Professor of Management 
Cameron University 
Lawton, Oklahoma 73505

Dear Wayne:

The purpose of this communication is to share a few of my observations 
with you after having completed the recent research in group participation as 
a method of presenting Accounting I at Cameron University.

Needless to say, I did have my reservations in regards to presenting 
Accounting to freshmen students utilizing this methodology. My bias was 
derived from the preconceived notion that the approach would not reflect the 
true learning of the students in this type subject matter. Fortunately, the 
experience has alleviated those past fears.

The following observations were noted by this instructor during the 
course of instruction. I realize no empirical evidence is available to back 
up some of the following statements, but nevertheless, there could be some 
elements in these observations that could trigger creative thought in others 
interested in this type research.

a) The experimental group appeared more relaxed and seemed to 
enjoy the classroom environment to a greater degree than 
the control.

b) Student attrition seemed rather low in the experimental 
group (20%) as compared with the control (33%) and a 
national figure (40%).

c) The experimental group was more prepared to discuss homework
assignments than the control,

d) The instructor was able to cover all the necessary material in
the experimental group and was not able to cover the last
chapter in the control group.

e) The grades were higher in the experimental group (Mean =
2.78) as compared with the control (Mean = 2.56).
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Hr. Wayne Wilson 
January 20, 1982 
Page 2

It appears to be very obvious that some of the differences previously 
mentioned were caused by the interaction in the experimental group which was 
evidently lacking in the control.

Currently, I am teaching a section of Principles of Accounting I. It is 
my pleasure to report to you that I am trying the group methodology again. 
Perhaps this method of instruction will aid in removing Accounting Instruc­
tors out of their 12th century form of presentation of subject matter.

Good luck in your research!

Dr. James W. Chester 
Assistant Professor of Accounting
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2M0 West Goi« Blvd.

Lftwton. Oklahoma 7SS0!>

TO: Wayne Wil«

FROM: John 

DATE: March 30/1*82 

SUBJECT: Evaluation of Accounting Field Experiment

Perception» Prior to Start:

I had employed the group method in my business policy classes, 
therefore, I was somewhat familiar with the idea. However, the 
approach was so radically different from the traditional methods of 
accounting instruction that I was very skeptical at first. In fact, 
I felt the whole idea of "group work" was ill-suited for accounting 
instruction at the principles level.

Perceptions During Experiment:

My initial skepticism began to lessen as the students began to 
understand the idea behind the experiment. For the most part, they 
became very enthusiastic. As class proceeded, I began to enjoy the 
rapport within the class. It seemed that many of the normal bar­
riers were broken. The students semed more relaxed and uninhibited 
with their questions and ideas. While this was evident within the 
groups, it was especially evident between the groups and myself.
The only negative feelings I had during the experiment was the fact 
that a student could do failing work on the individual level and 
still pass the course because of the group grade. This may have 
been peculiar to my class. The students assigned a high value to 
the group grade (35%).

General Impression of the Experiment:

I feel that the experimental class performed at least as well if  
not better than the control group. They certainly seemed to enjoy 
the class more. I also feel the mi ni-tests were a very valuable 
tool. They provided a constant incentive within the group to study 
and prepare. This "lack of incentive" is a constant problem in our 
beginning accounting classes.
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Page 2
March 30, 1982

At the start I had some serious doubts about the experiment. 
Looking back, however, 1 find most of those doubts have been erased 
and I am left with a favorable impression of the idea of group pro­
cess in the accounting classroom. I am using a group approach in 
my business policy classes this semester, and I plan on adopting it 
in the future in other accounting classes.


