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Introduction

The education system in our society is under attack, [£ig acoustomed
fo attack by professional within education's own ranks (c.g., Gardner, 1967;
Cillagser, 1969 Goodlad, 1973%; Herrscher, 1973), but recently it ig being
publicty indicted at the layman's level as well (Sheils, [975), gStudent’s are
not learning, are disenchanted with school, drop out in alarming numbers,
tune out in alarming ways, such as drug abuse, vandalism of school property,
assault on school personncl, and present other types of discipline problems,
So the charges go.

Various explanations have been offered., This project examines one
postulate--innovative counseling and instruction are more effective in educating
nontraclitional students than traditional education methods., The assurnption is
that current practices are not effective with nontraditional students. Our
changing national values regarding disprivileged youth have opened the doors
of community colleges to a population of youths who historically have not been
included in the education system. These are the youths who have heen labeled
disadvantaged by socioeconomic standards. Whatever else they may or may
not be, these students must be considered nontraditional by previous school
population norms. Therefore, it should not be expected that traditional teaching
methods used with the traditional student population should also succeed with
this new population of nontraditional students, We are suggesting that part
of the problem with the school system is failure to tailor education methods

and philosophies to specific student populations.



In order to develop specific programs for a specific target group,
it is important to know the characteristics of that papuiati@n!’ Néntradif
tional students come from low income families and typically are members
of various minority groups., They are characterized by feelings of power-
lessness, worthlessness, and alienation. Typically, they manifest mala-
daptive behaviors including delinquency, hostility, unrealistic levels of
aspiration, lack of problem-solving skills and lack of experience, They
have '"limited ego strength, uncertain personal identities and weak internal
control over their behavior' (Ehrle, 1968). As students, they are considered
high risk at both the high school and college level, as few remain in commu-
nity college beyond one semester (Roueche, 1968). They read far below the
10th grade level and have poor verbal and communication skills, In summary,
the nontraditional student is socially, emotionally and intellectually handi-
capped. These characteristics must be considered in planning an education
program for this population.

The purpose of this study was to design and evaluate a program to
meet the needs of these nontraditional students, It was decided to conduct
the study at the community college level as these schools now enroll a
T‘I‘lajt:rit’;f of students from nontraditional backgrounds. Almost all public
community colleges practice open admissions, Also, 80% of these colleges
have instituted special programs (called remedial, developmental, basic
or guided studies) for students who are ill-prepared for college work, 'which
suggesta that they offer the flexibility necessary for an experimental

program, However, while these schools are open to new techniques, the
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special programs so far tried have not been totally satisfactory in reducing
the rate of attrition (Roueche, 1968). Therefore, the community college
was considered an appropriate setting to develop a program designed
specifically for nontraditional students. These schools as a group are
available, concerned, innovative and open to outside help in improving their
special programs for nontraditional students.

The program had to be designed for socio-emotional as well as
academic development. Therefore, both counseling and instructional
methods were to be considered, The instructional approach to be examined
was a system of individualized learner-oriented instruction designed for
mastery., This system emphasizes careful behavior sequencing to ensure
both student success and active involvement in learning. These features
were considered important in order to minimize the psychological damage
of repeated failure and to reduce alieﬁaticni Furthermore, teaching
nication skills, a weakness in this population. To allow for low but diffe-
rential reading levels, much audiotutorial instruction was to be used. It
was hypothesized that this self-paced, self-controlled and self-directed
learning system would maximally increase achievement in an atmosphere
that also promoted a sense of personal worth and control.

The counseling method to be examined will be referred to as the
"counseling for internality' strategy. It is in fact a composite of methods
shown by the research to be effective in dealing with persons who [eel

powerless, worthless and alienated, as does this population It was suggested
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that nontraditional students who were counseled by this composite would
not only grow personally but would also increase their academic achieve-
ment.

Therefore, a study was designed whereby individualized instruction
and the counseling for internality strategies could be implemented in
cornmunity colleges in a controlled design. Measures of student behavior
over three full academic semesters were taken., These behaviors were
evaluated to assess the effectiveness of the individualized instruction and
counseling for internality methods. The central theoretical focus of the
study was Rotter's concept of internal-external locus of control (Rotter,
1966). It had been shown repeatedly that disadvantaged persons have a
higher degree of external locus of control orientation than do non-disadvan-
taged persons. The following section will explain why externality can be
a handicap and will present evidence that internality can be increased by

appropriate instruction and counseling.
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Background of Locus of Control

Tulian B. Rotter can for a large part be thanked for the internal-
external locus of control concept. The basis for its birth was his theory

of social learning postulated in his 1954 book, Social Learning and Clinical

Psycholoy As McLaughlin (1971) points out, Rotter combines a Hullian

approach to behavior with cognitive theory. There are four major variables
in Rotter's theory which must be understood in order to appreciate it (Rotter,
Seeman, Liverant, 1962, p. 480). These are: ''(1) the potential for
behavior to occur; (2) the expectancy that these behaviors will lead to a
given fginfarcgment in a given situation; (3) the value of the reinforcement
in that situation which is the object of the behavior; and (4) the psychological
situation in which the behavior reinforcement sequence occurs, '

A reinforcement foliowing a particular response or behavior strengthens
the expectancy that the next time this response, event, or behavior occurs a
reinforcement will fallr;:w‘ it, and so forth in the future (Rotter, 1955). As
Lefcourt (1966) points out, in Rotter's theory the potential for a behavior to
occur in a given situation is based on a person's expectancy that the behavior
will insure the attainment of the available reinforcement and the availab.e
reinforcement values for that person, Rotter hypothesizes in 1is 1966 mono-
graph, thatthese expectancies of reinforcement generalize from specific
situations to situations that are more or less related; therefore, generalized
expectancies are cstablished inthe person's mind. Rotter (1955) details

methods of determining similarity or dimensions of similarity among
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situations,

Rotter (1966) further suggests that as a person grows and matures
he distinguishes when there are and are not causal relationships between
veventsi A person's reinforcement history determines the degree to which
a person connects his own actions with the reinforcements he cbtains in
life, Rotter, et al,, (1962, p. 480) point out, ''each new occurrence of a
reinforcement provides information leading to both a change in the potential
for that behavior to occur and to a rise or a lowering of the expectancy for
the reinforcement to occur,' Thus, the individual's expectancies change
only as he sees the causal relationship between his behavior and reinforcement.

If a person has a tendancy not to see or realize the causal relationship
between his behavior and the reinforcement (either positive or negative), then
the occurrence of the reinforcement provides less information to him and
his expectancies change less. Conversely, if a person sees the contingency
between his own behavior and a reinforcement, the reinforcement will
strengthen or weaken the potential for that particular behavior to happén in
the samme or similar situation (Rotter, 1966).

At this point the reader can most likely see how the concepts of
internal and external locus of control came into being. An external (Rotter,
1966) is a person who does not perceive a reinforcement (one which is in
actuality at least in part due to him or his behavior) as being entirely contin-
gent upon his own behavior. Luck, chance, powerful others, etc., are seen
by the external as the cause of the reinforcement, As can be imagined from

the previous discussion, the external would not believe he could control the
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reoccurrence of reinforcement, and thus an occurring reinforcement would
provide less informmation about the correctness of his behavior. Due to this,
his expectancies and his behavior would change to a lesser degree (Rott~".
et al., 1962). The external would be likely to see reward and punishr

or failure as due to luck, fate or chance or powerful others and alter his
hehavior less--with a great likelihood that he would retain some inefficient
behaviors. Basically then, externality reduces the amount of new learning
that should occur due to new experiences (Rotter, et al., 1962).

The internal, it follows is a person who generally perceives that an
event or reinforcement (a reinfor cement which isinactuality at least in part
due to him or his behavior) is "contingent upon his own behavior or his own
relatively permanent characteristics' (Rotter, 1966, p. 1). The internal
is more open to new learning, as his expectancies and behavior will change
as exper?gpce indicates is necessary--he is more realistic. Obviously, the
he did he would most likely be classified as mentally ill or unbalanced.
Also, it should be mentioned that internality/externality is not a clear-cut
dichotomy but more of a continuum.

Empirical Support for the Theory

An internal locus of control orientation, then, means that a person
feels he can control the payoffs in life. He has the skills, abilities, or
characteristics to acquire the reinforcements which he values and desires,
in his opinion., The externally-oriented person does not [eel he has personal

control of the payoffs in his life. Some other factor such as luck, fate, chance,
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powerful cthers, etc. is seen as having more influence over his life than
he does. The thesis of the theory is that internality is more desirable than
externality. Subsequent studies investigating this thesis have attempted to
correlate locus of control with indices of mental health and successful life
adjustment,

Externality has been shown to be positively correlated with:

Alienation. (Tolor and LeBlanc, 1971)

Anxiety. (Christner, 1974; Dixon, etal., 1973; Feather, 1967;
Hountras and Scharf, 1970; Joe, 1971; Lefcourt, 1966; Liberty, et al., 1966;
Nelson and Phares, 19”7-1: ﬂawicki; 1972; Platt and Eisenman, 1968; Powell
and Vega, 1972; Ray and Katahn, 1968; Rotter, 1966: Tolor and Reznikoff,
1967; and Watson, 1967)

(Raker, 1971)

Hostility., (Turner, 1971; Williams and Vantress, 1969)

Learning problems in children. (Loeb, 1975)

Mood disturbance, (Kilpatrick, Dubin and Marcotte, 1974)

Psychopathology,. (Blaler, 1961; Cromwell, et al., 1961; Feather,

1967; Harrow and Ferrante, 1969; MacDonald and Games, 197]; Palmer, 1971;
Platt, et al., 1971: Shybut, 1968; Smith, et al., 1971)

Suicide proneness. (Abramovitz, 1969; Goldstein and Reznikoff,

1971; Williams and Nichels, 1969)

Untrusting attitude, (Hamsher, Beller and Rotter, 196 8)

At the other end of the continuum, there is evidence that internality is

positively correlated with: 20
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Academic achievement. (Clifford and Cleary, 1972; Coleman, et al.,

1966: Doane, 1973; Eilersen, 1972; Grun, Korte and Baum, 1974; Harrison,

1968: McGhee and Crandall, 1968; Nowicki and Roundtree, 1971)

Activity level in entrepreneurs. (Durand and Shea, 1974)
Ape. (Staats, et al., 1974; Wolk and Kurtz, 1975)

Constructive reaction to frustration. (Brisset and Nowicki, 1973;

Butterfield, 1964)

Creativity. (DuCette, et al., 1972)

Impulse control, (Davis and Phares, 1967; Hersch and Scheibe, 1967;

Phares, 1965, 1968; Phares, Ritchie and Davis, 1968; Seeman, 1963)

Initiative. (Ibid.)

Job satisfaction., (T'seng, 1970)

Mental ability (not IQ). (Powell and Centa, 1972)

Positive self-concept. (Beebe, 1971; Fish and Karabenick, 1971

Warehime and Woodson, 1971; Wickersham, 1971)

Problem-solving ability, insight. (Baugh, 1973; Tolor and Reznikoff,

1967)

Realistic aspiration level. (Lefcourt, 1966)

School satisfaction, (Koop, 1968)

As Christner (1974) concluded, "internals have a higher self-concept and
are generally better adjusted, more independent, more achieving, more
realistic, more open to new learning, more creative, more flexible, more

self-reliant, etc. Externals are more anxious, more hostile, more suicide
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prone, less achieving, have more psychopathology, are more frustraced,
lese realistic, more dependent and helplgss, less open to new learning, less
trusting, less flexible, etec, (pp. 6-7)." Th&zlj_e is ample evidence from the
research that extarnality is indeed a handicap.

Externality and the Disadvantaged

Locus of control theory predicts that disadvantaged populations will
score high on externality. These nontraditional populations have suffered
discrimination and manipulation which would theoretically interfere with the
development of internality, The research findings have not been completely
consistent on this point, Several studies concluded that, when socic-economic
status is held constant, thgre are no locus of control differences between
Anglos and blacks (Gable and Minton, 1971; Milgram, 197L; DuCette, et al,,
1972) or Chicanos (Garza and Ames, 1974), However, the general caﬁsensus
is that blacks are indeed more external than Anglos in the same population,
i,e., in the lower-class, in the upper-middle class, in unemployment groups,
and in prison (Battle and Rotter, 1963; Coleman, et al., 1966; Deslonde, 1971:
Katz and Greenbaum, 1963; Lefcourt and Ladwig, 1965, 1966; MacDonald,
1971; Peters, 1972: Scott and Phelan, 1969; Shaw and Uhl, 1971; Williams and
Stack, 1972). Chicanos and American Indians have also been shown to be
exterﬁaliysnriented (Coleman, et al., 1966; Friend, 1973; Graves, 1961;
Rogers, 1973) Furthermore, persons in iower socio-economic status groups
score more externally than persons in higher socio-economic groups (Bartel,
1971; Graves, 1961: Shaw and Uhl, 1971, Yieh, 1971).

The comclusion that ''groups whose social position is one of minimal
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power either by class or race tend to score higher in the external control
direction' (Lefcourt, 1966, p. 212) is understandable. It cannot pe denied
that these -gréups are in f’ac:;t less powerful and that members therefore feel
they have less control over the payoffs in our society., The implication for
our study was that one way to help nontraditional students both academically
and emotionally could be to decrease their high level of externality.

Male-Female Differences

Before a discussion of strategies for decreasing externality is
presented, another relevant theoretical finding should be considered. Rotter's
(1966) original claim of no sex differences in locus of control scores has not
been conclusively sui:ﬁoftéd (MacDonald, 1973). For exaéiple; in a study
of academic achievement, internality was shown to be positively correlated
for males (Koop, 1968) but negatively correlated for females (Koop, 1968;
Thurber, 1972). -P;urtbermérg, the predictions are not consistent for boys
and girls at the grade school level (McGhee and Crandall, 1968; Solomon,
et al,, 1969). Other discrepancies between scores of the sexes at the college
level have been reported (Gozali, et al., 1973; Reimanis, 1974; Wareheime
and Foulds, 1971; White, 1971). Therefore, as it might be misleading to pool
the data for both sexes in a locus of control study, the data was analyzed
separately by sex in the present study.

MacDonald (1973) has proposed a role theory explanation of these
disparate male-female results, He posits females are taught to believe, or
at least to profess, that they are the weaker, less powerful, less capabhle

sex and that the males in their lives are in control of their environment.
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Another possible explanation is Davis's (1971) concept of defensive externality,
Such a person behaves as an internal in striving to effect changes in her life
(e.g., Procikuk and Breen's (1975) finding that defensive externals have
higher grade point averages than do congruent or true externals), but she.
scores as an external, Her claim that she actually has no real control aver
the rewards in her life is possibly a defense against the uncomfortable
possibility of failure. Another suggestive finding is that the motive to avoid
success in collegefernales was signilicantly, p.DSitiVé)lY cor‘related with
external control senres (Midgley and Abramd, 1974), This indicates that a
and. her relationships with males may score externally tod explain away her
success as duetoothers and beyond her control. Furthermore, it was found
that female defense externals had higher grade point averages than did male
defensive externals (Proeikuk and Breen, 1975), Apparently some undetermined
gender factor is interacting with locus of control orientation which could
confound results if ignored,

Instruction Strategies

Research involving shifts from externality to internality with diverse
populations has beén accumulating, Appropriately enough, this research has
tested two approaches--education (instruction) and counseling, Several of
the instruction studies used nontraditional populations as their subjects.

Two of these studies worked with disadvantaged urban youth involved
in Upward Bound Summer Programs. Hunt and Hardt (1969) demonstrated

increases in internality and self-esteem over an 18 month period with these
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high school students, Ingram (1972) noted that male participants returning

to the program for the second summer scored higher on internality than did

new male participants, One study was testing a pr@g‘rarﬁ to educate indigent
mothers outside of the school setting using non-professional teachers (Bilker,

1971)., The group showed significantly more internality after nine months of

tutoring.

Various populations have been used in other studies on the effect of
instruction on locus of control scores, One study using av.middle class sample
found a positive correlation between internality and nongraded instruction,
but a negative correlation between nongraded instruction and science
achievement (Brooks, 1973). Research has shown that direct instruction
can increase the internality scores of educable mentally retarded children
(Wycker and Tyler, 1975). These 9-12 year olds were part of a 12 week
instruction program which focused on training for adaptive behavioral responses
and awareness of consequences. The same results were found }vith yet
another completely different population, r:ne“c)f senior nursing staff females
(Martin and Shepel, 1974), Again, the focus was on training for specific
behavioraluskillg, in this case discriminative ability in counseling situations.
These researchers considered the program a success in increasing internality,
as well as trust, insight and self-confidence,

Two other studies involved similar populations. One examined a
particular type of course r—eferréd to as a Personalized System of Instruction
with college students (Johnson and Croft, 1975). Based on Rotter's (1966)

theory, it was predicted that internals would complete the course faster and
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carn higher grades than externals, This hﬁ‘pathesis was not supported by

the results. However, the results did indicate a significant shift toward
internality, which was attributed to participation in this type of course.

The second study used high school graduates applying to college (Fry, 1975).
The results were &‘Qﬁsi;tént with Rotter's (1966) theory of differential behavior
for internals and externals. Internals were able to learn in all treatment
conditions, but they made the greatest gains when allowed to control the
instruction. In contrast, externals made the greatest gains when they had the
least control over the instruction, and these gains exceeded all other subjects'.
This is a provocative finding because it seems to contradict the aforementioned
studies, With respect to the present study, it implies t)hat, highly external
nontraditional students would be best served by traditional methods of instruc-
tion stressing external teacher control, That was not our hypothesis. We
predicted that nontraditional programs emphasizing individualized attention,
tutoring and success experiences would help external stx,idents more than
traditional programs. However, our major goal is to increase, internality

and thereby increase learning. This aspect was not examined in i?fy‘s (1975)
study.

A recent study (lL.eon, 1974) with specially aflmitted, disadvantaged
college freshman also had direct implications for this project. Leon (1974)
reported that students who performed best academically showed more
internal control at the completion of their freshman year. One possible
conclusion is that success experiences can have a positive effect on a

person's locus of control orientation, Leon's finding conforms to our predictions, :




Counseling St rategies

With respect to counseling for internality, there are numerous studics
illustrating external to internal (E-I) shifts. Specific [£-1 counseling strategies
have been developed. A review of the earlier studies will be presented to ana-
lyze the operative components of these strategies. A review of more recent
studies will be used to itlustrate the wide range of studies which produced
E-I shifts,

Reimanis and Schaefer (1970) developed a strategy which concentrates
on the subject's verbal behavior. In order to illustrate to the subject that he
does in fact have power to change his situations, the counselor uses three
techniques. As reviewed in MacDonald (1972, p. 6) these are:

1. Challenging or confronting "external statement' (e.g., "They
want me to he...') with "internal questions'' (e.g., '""What do you want to be ?).
With each cc:nfrontatioﬁ the counselor or therapist attempts to replace an
external control statement or thought made by the subject with an internal one,

2. Rewarding internal statements (e.g., "I will seek tutoring,'" "'I'll
ask my professor for help').

3. Getting the subject to recognize and focus upon the contingencies
of his behavior. If he does such and such, then a result will occur.

a., Questioning what he could have done differently to change
the outcome(s) of a past problem(s),
b. Questioning what he might do to manipulate the outcome(s) -
of a present problem(s). .

c. Questioning what he would do in the future to cope with
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specific problems,

Using these techniques, Reimanis and Schaefer were able to demonstrate a
gignificant difference in the post-test Locus of Control scores (comparced Lo
control groups) of large samples of college students,

Another strategy was successfully tested by Dua (1970). Referring to
his strategy as an Action Program, Dua was able to show a significant increase
in internality in female freshman university students within eight weeks.
Summarizing from MacDonald (1972, pp. 6-8) again:

Dua (1970) theorizes that the attitudes of cxternals are realistically

rooted in past experiences, They do nol expect to succeed because

they haven't succeeded in the past. ZThey haven't succeeded in the
past because they haven't learned efficient methods of producing
change.
Therefore, the job of the counselor is to help the student acquire some
specifie skills, Dua's subjects were women who had trouble relating in
interpersonal situations, His techniques were:

Each client was asked to list three '"significant others" with

whom she had difficulty relating, After which, the counselor

helped the client to define her interpersonal problem in behavioral

terms. The counselor then helped the clients individually to

establish specific action programs that would lead to developing new

but specific behaviors aimed at improving relationships with a

significant other. Tangible actions were suggested by the counselor.

(MacDonald, 1972, pp. 7-8.)

Still another strategy was used by Masters (1970) in a case study of
an adolescent male. MacDonald (1972) refers to this as the Reconstrual
Method. Attempts are made to change the person's attitude toward a behavior,

but not to change the behavior itself, which is deemed necessary and unavo idable,

Examples used involved household chores in which the boy felt manipulated by

xS
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his parents, The counscelor suggested that the behavior be viewed as a very
effective means by which the <bDy can manipulate his parents--if he performs
the behavior, especially without prompting, he can expect certain positive
reinforcements from his parents, This technique has limitations (such as
universality of appropriate problems), but may be useful in cases such as the

one illustrated by Masters.

Majumder, et al, (1973), combined these three strategies (confrontation,

action, and reconstrual) into a model to train counselors. The clients were
participants in a summer project for disadvantaged youth, Controlling for
counselor implementation of the model (upon review of their tapes, it was

), a significant

found that some counselors were not actually using the model),
difference was found between Interual-External counseled, non-Internal-
External counseled, and non-counseled groups.

A final, early study will be reviewed because of its implication that
an External to Internal shift can be produced in a very short, intensive time
span, Williams (1970) demonstrated a significant increase in internality in
a three day human relations training cxperience using T-groups (127
participants in none T-groups). Although specific methods are not discussed,
Williams describes the general purpose of these encounter or sensitivity

groups: "T-group training usually emphasizes responsibility for one's own

behavior, awareness of the needs of others, the -é.r:quisificn of improved
interpersonal skills, and the free-flow of 'here and now' (mostly limited to
what develops within the time span of the groups) data based upon explicit
hehaviors and stated values (pp. 1-2)." Williams felt that '"the small-group
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furﬁﬁnfpfﬂvidedthé social situation and the learning goals of T-groups
scemed to parallel a social reinforcement process directed toward internal
control (p. 2)" and found evidence of increased internal control in these
marathon groups ol college students, staff and faculty.

The increased popularity of group therapy is reflected in the more
recent literature on locus of control and counseling. One group of incarcerated
adolescent felons were tested and found to be highly external prior to an inter-
vention strategy stressing exploration, confrontation and reeducation (Moser,
1975). The experimenter attributed the subsequent shift towards internality
to the altered perception of self as a controller instead of a victim of
external forces,

A weekend T-group with college students found that the students
increased in internality and the control group actually decreased in internality
(LLewis and Dawes, 1974), A further conclusion was that individuals with
external locus of control orientations who would be incliﬂed to change may
be the least likely to participate in experiences which would bring about the
changes. That conclusion has important implications for research involving
highly external persons.

A study to examine two types of group treatment used college students
separated into internal and external groups (Abramowitx, et al., 1974). The
researchers reported that more internals were more responsive to nondirective
group therapy, and more externals were more responsive to directive group
therapy. Still another study (Kilmann, 1974 ) tried to determine the diffe-
rential effects of direct versus nondirect group therapy. The short term

30
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groups with female narcotic addicts found neither type of T-group showed
a significant Extcrnal-Internal shift after trecatment. Therefore, there

was no significant difference in shift hetween direct and nondirect therapy.
However, as in the Lewis and Dawes (1974) study abcve, the control group

shifted enough toward externality to result in a significant diflerence between

x4

the T-group subjects and the controls, Kilmann concluded that T-groups can
have a beneficial effect on the locus of control scores of this population by
halting the natural shift toward externality., He also found differential
effects on internals and externals, in that internals in the direct and the
control conditions shifted toward externality, His conclusion was that
nondirect group therapy is the best strategy for internals,

When this is compared to the Fry (1975) study on instruction in which
the internals made the greatest gains in the conditions with least external
control, it appears that there is an optimal level of control beneficial to
internals--no control is not helpful (nontreatment condition in Kilmann's study)
nor is too much control (external control groups in both Kilmann and Fry).
However, the findings for externals are not as clear in the Kilmann study.
Apparently, they remained static in both T-groups as well as in the control
group, -so that it is possible that the internals accounted for the significant
difference hetween T-groups and controls. This would seem to agree with
Kilmann & Howell's (1974) conclusion that regardless of the therapeutic approach,
internals are better therapeutic risks than externals.

Several studies to be reviewed illustrate the effect of behavior

modification techniques on locus of control scores, Eitzen (1974) reported
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residential setting based on behavior modification strategies produced
significant External-Internal shifts in juvenile delinquent boys. Another
study (Reimanis, 1974) using first and third graders as well as college
students was also successful, It is noteworthy that the female college students
failed to sustain the gain over a six month period, Yet another study
(I'reidman and Dies, 1974) used test-anxious subjects to compare the effects
of counseling and behavior therapies. The results indicated internals
exhibited more resistance to the control indicated in these two therapeutic
techniques. Again, these findings agree with Abramowitz, et al., (1974),
Lewis and Dawes (1974), Kilmann & Howell (1974) and Fry (1975:) that
internals do not respond favorably to too much external control.

Rationale for the Present Study

In summary, there is ample evidence that a person's locus of control
orientation can be modified, Both instruction and counseling strategies have
produced External-Internal shifts in a wide range of populations. The findings
for internals appear to be more consistent than for externals with respect to
Rotter's (1966) thenry that internals reject control and externals do not. In
the present study, a population was selected which previous research had
shown to he high on externality., It was predicted that, as a group, these
highly external students would respond (with External-Intermal shifts) to
individualized instruction. This prediction appears to contradict the evidence
to date that externals do not improve with nondirective strategies. However,
this project hypothesized that the added elements of individualized attention
and success experiences in individualized instructicn would encourage the

32
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highly external students to realize their potential, In acddition, once these
students saw that they could indeed do well in a program in which they had
increcased control, their locus of control scores would increase toward
internality. If the highly external students were to achieve well in a teacher
controlled program, there would be less reason for them to experience an
fxternal-Internal shift since the teacher might be seen by them as more
responsible for their success than they themselves.

Similarly, with the counseling stfategy the student was as much
involved in the planning and contracting of the outcome as was the counselor.
Once again, though, counseling was focused on attaining success experiences
and minimizing failures. It was felt that this would create an atmosphere
conducive to risk-taking whereby the student could see that she or he could
indeed exercise more control than previously over external forces, Also,
behaviors and consequences would be discussed so that the student could
learn to predict which behaviors were more likely to result in success and
thus a resultant sense of control,

Therefore, it was predicted that in the long run these highly external
nontraditional students would benefit most from student co-controlled
instruction and counseling. Only in such situations could they solve academic
and personal problems and also decrease high externality, which is ultinﬁatéiy
the most helpful outcome of all by enabling them to solve future problems

more skillfully.

Instrumentation

The most frequently used measure of locus of control to date has been
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the Internal-[External Control Scale developed by Rotter (1966) as a refline-
ment of instruments initiated by his students, Phares (1955) and James (1957).
This self-report measure has heen extensively analyzed and has spawned
dc;m::ns of new instruments attempting to adapt and/or correct Rotter's original
scale. A review of this body of literature was compiled in order to select
instruments for the present study,

As the investigation progressed, the feasibility of using Rotter's
original scale was questioned. One concern was the challenge to Rotter's
(1966) original claim that the scale was free of the social desirability response
bias. The current consensus is that the I-E scale is indeed contaminated by
by this bias (Altrocchi, Palmer and Davis, 1968; Berzins, Ross and Cohen,
1970; Feather, 1967; Gold, 1978; Goss and Morosko, 1968; Joe,
1971; Lefcourt and W.ae, 1969).

Furthermore, the I-E scale apparently taps more than one clearcut
locus of control dimension (MacDonald, 1973), Factor analyses have shown
a confound of political (Boor, 1973; Mirels, 1970), social (Levenson, 19721,
ideological (Collins, 1973) and the original personal control factors.

Finally, the I-E scale's forced-choice format and difficult reading
level make it difficult to use with non-college populations, thereby limiting
generalizability. Therefore, it was decided that the Rotter scale would not
be used in the present study., Two suitable scales were found, and both were
included in this study.

The Nowicki-Strickland Scale for Adults (ANS-IE, Nowicki and Duke,

1973) was selected., This scale overcomes some of the problems of the Rotter
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scale--social desirability, denial of psychopathology, a better Predictive

of achievement behavior, easier to reacd and understand=--but still compares

favorably to the Rotter scale as far as validity and reliability are concerned.

Also, it compares more favorably than Rotter's scale as a predictive measure

based on social learning theory (Rotter, 1954). It further and importantly

serves as a measure of control expectancy as well as success expectancy.

A detailed description and analysis of this scale is available, see appendix E.
The other locus of control iﬁstrumeﬁt' conaists of Levenson's (1972)

three scales: Internal (I), Powerful Others (P) and Chance (C), This in-

strument was developed to try to account for the multidimensionality found in

Rotter's scale. l.evenson considered it important to discriminate between

those individuals who believe in chance or luck controlling their lives

versus those who feel powerful others are in control. These two types of

externals would be expected to behave and believe differently. The poten-

tial for control is greater in those who believe that the world is ordered

but powerful others are in control than it is in those who believe the world

is unordered and things happen by chance. For example, it has been shown

that the study habits and attitudes as well as grade point averages were

significantly different for college students scoring high P and those scoring

high C, in the predicted directions (Procikuk and Breen, 1974). The de-

tailed description of this instrument is available, see appendix E.

In addition, the Marlowe-Crowne Soéial—Desirability Scale (Crowne

and Marlowe, 1960) was included in the test battery. Due to research
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mentioned above indicating social desirability had heen a problem in some
locus of control research, it was felt this was a pood methodological safe-
guard., This seemed especially relevant since Nowicki (1973) reported
social desirability may be a factor affecting females' behavior in achieve-
ment situations. For more detail, please refer to the write-up of the
Marltowe-Crowne scale. see appendix E,

Finally, two instruments to measure anxiety were used and are
availahle, see appendix E. The State-Trait An&;{ety Inventory (Spielberger,
et al., 1970) was selected for this project since it is considered by many
authorities to be the most useful, well constructed and sound anxiety
measure available, It was felt that the trait-state conception of anxiety:
was important for this project since high anxiety-prone students may react
to the treatments differently than low anxiety students, which can be mea-
sured by the trait scale. Also, it would seem valuable to compare the
relationship of anxiety to locus of control in this nontraditional pooulation,

It could be illuminating to compare the anxiety scores before and alter treat-
ment o see if the relationship between anxiety and locus of control changes
as a result of manipulation, for either state or trait anxiety.

The Achievement Anxiety Text (Alpert and Haber, 1960) was included
because it offers measures of facilitative and debilitative anxiety in academic
situations, which is quite pertinent for the purposes of this study. Also, many
of the studies reported relating anxiety and locus of cnntrol used this instrument
and found significant correlations between debilitative anxiety and externality

as well as facilitative anxiety and internality (Christner, 1974). The facilitative
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scale will add to the predictive power in an academic situation by including
an indicator of adjustment that the debilitative scale by itself might not show,
For a comprehensive review and analysis of the relationship between locus
of c:ontréi and anxiety as well as academic achievement, refer to Christner
(1974).

In addition to this test battery of five self-report instruments, two
biographical questionnaires were used. One was administered before the
treatment to collect demographic data on the subjects for possible use in
analyzing correlates of internality and externality. The other was admini-
stered after the treatment to collect follow-up data on the work adjustment
of students after the treatment. An explanation of this questionnaire is
included in avpendix B,

The final criterion used to evaluate the success of the counseling and
instruction treatments was academic performance, as reflected in grade point
averages and attrition data, This data was obtained directly from the school
records, To summarize, the other two criteria were mental health, as
measured by the five scales in the test battery (two locus of control, two
anxiety, and one social desirability), and subsequent work adjustment, as
reported in the follow-up questionnaire.

The discussion will now be directed from backgrcund and rationale
to specific aspects of the design. The hypotheses of the study are :statad in

the following section as the focus of the design.
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SECTION III

HYPOTHESES
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The purpose of the design will be to test the following hypotheses:

1. Nontraditional students will show a greater increase in the
criteria for success following participation in either individualized instruction
' courses or in counseling for internality than will nontraditional students in
traditional courses aﬁd traditional counseling.

2. Individualized instruction and counseling for internality programs
will not differ in effectiveness in increasing scores on the success measures.

(Null hypothesis to test differential effectiveness of instruction and counseling

strategies.)

50

IIi = 1 S



SECTION IV
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Part A: Design
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Design

L

The basic research design was a factorial analysis of co-variance
of change scores containing two levels of instruction (individualized and
traditional); two 1evelé of counseling (counseling for internality and tradi-
tional counseling) and two levels of sex (male, female). In addition, each
dependent variable was examined by quarterf—fspiits of the pre-test scores
of each student in order to better understand if students differing in initial
scores differed in amount of change. The dependent variables were as
follows: Nowicki-Strickland Internal-External Locus of Control score,
the three subscale scores on the Levenson I, P, C Locus of Control Scale,
the students' scores on both the state and trait anxiety scalgs from the
State Trait Anxiety Inventory, facilitative and debilitative anxiety scores
from the Alpert-Haber Achievement Anxiety Test, and the students’
ééores on the Marlowe- Crowne Social Desirability Scale were used as a
methodological check for the researchers.

The design can easily be depicted in the following four-fold table:

Instruction
- ) | Individualized Traditional
. — , duallz N . ona:
» E ] ) ,
g - School 2 : School 1
oo o g School 3 School 7
= % § School 9
L =
0 O D
B — . R — — _ _
: 3
8] g School 4 School 8
e School 5 School 10
;S School 6 School 10-Nursing
; School 9-Nursing

Table VI-A-1: Design
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The procedures used in assigning Farti;ular schools to either level
of counseling factors were: the selection of schools for the counseling
cells was a function of two primary considerations - (1) schools with a high
instructional rating on individualized instruction checklist, and (Z) schools
willing to devote inservice time to the development of Reality Therapy and

Counseling for Internality Skills by counselors and instructors, The staff

Locus of Control counseling training, Schools who received this training
and were highly rated instructionally were in the double treatment - indivi-
dualized instruction and experimental counseling cell. The schools in the
traditional cells received no training. Subsequent observations of all
counseling cells indicvated that counseling in the experimental and traditional

cells occurred with equal frequency but that the experimental schools did

use the Reality Therapy and Counseling for Internality techniques. (See
section IV, part C for further details on the composite counseling strate-
gies intervention).

The procedures used in assigning particular schools to either level
of the instructional factor were; schools were qualified for the individual-
ized instruction cells based upon the self-report of instructors using the
Washburn-Herrscher Individualized Instruction Checklist (See in Appen-
dices). Project staff verified instructor self-ratings by making indepen-
dent observations. Inter-rater reliability was extremely high, Our

criterion for qualification for being in the individualized instruction cell
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was any school where over 75% of the instructors responded yes to over
50% of the bl items of the Washburn-Herrscher Questionnaire. This was
an arbitrary definition but was consistent with the expert opinion regard-
ing which schools were delivering the best individualized instruction.
Opinions were based upon the items in the individualized instruction check-
list (Sée Section IV, part B for further details),

In addition to the hypothesis testing by controlling the caunselir}g
and instructional variables, the inter-relationships among variables both
independent and dependent were examined in detail by correlational stra-
tegies. Certain demographic éEaractgristics of the subjects, i.e. income
level, sex, age and racial/ethnic background were carefully analyzed.
The main focus for the data gatherinngas the fall semester of 1974, The
pre-test was administered at the beginning of this semester. This was
followed by the first post-test given in December, 1974, A second post-
test was administered in late spring or early summer of 1975, School 9
Nursing Program and School 10 and its Nursing Program did not partici-
pate in the second post-testing. Additional data were subsequently
gathered through the use of a follow-up questionnaire which was mailed
to participating students in three separate mailings in Jaﬁuarxy and Eebftis'
ary 1976, The primary data analyses focused upon the Fall semester of
1974 because during this time-all the subjects \x:-ere involved in their
respective developmental studies program or nursing programs. Since

not necessarily all the students were involved in developmental studies
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programs or nursing after the Fall semester of 1974, the subsequent

post-test was conducted as a follow-up to see what further changes had
occurred in the students scores on the personality test. The follow-up
questionnaire which was mailed early in 1976 was conducted to examine

such things as vocational interests, aspirations, etc.
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SECTION IV

METHODS AND PROCEDURES

Part B: Description of Individualized Instruction Intervention

Training and Measurement
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The instructional systems set in place or observed in operation
among NIMH participating schools are based on the writings of Ralph Tyler
(1950), James Popham (1970), Bela Banathy (1973), and Jerrold Kemp (1971).

| Thé particular systems model exported and endorsed by this project
and against which the criteria for evaluation instruction in project schools
was determined is a synthesis of the work of the above writers and
succinctly articulated in operational terms by Herrscher (1973) and
Washburn (1975).

The basic elements of this model (Herrscher, 1973) are as follows:
(a) rationale, (b) specific instructional objectives, (c) pre-assessment,

(d) learning activities, (e) post-assessment, and (f) revision.

An Instructional System

Wiantlvas Pre- , Learnin
Objeclives D——C agsossmeont >——> A:tiviziégs

Rationale Revision e assessmant

Laarner Learnar
In Qut

Figure IV-B-1
[Vv-B-1
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Herrscher (1973) and Washburn (1975) state that a systems approach cnables
the instructor to monitor and measure the degree of mastery (Rloom, 1973)
over a given content and/or skill area.

An Examination of Each Facet of the Systems Approach

1. Rationale. According to Herrscher (1973) and Washburn (1975)
Studenfs have increased mcxtivatiéﬁ to learn when they ar e told in clear
non-esoteric language why it is important that they master the course
content; Without a clear student-centered rationale, learning activities
become barriers to climb over rather than being tied to the student's
personal and/or vocational needs,

An instructor writing a course or unit rationale needs to relate his
reasons for requiring the learning of specific content to the student's
purpose and objectives. This approach suggests that instructors would
benefit by listening carefully to reasons students give for taking the course
and, where possible, tie the rationale to as many student needs as possible.
In addition, an Eszéc:tive rationale might relate course content to actual
on-the-job behavior. Specific reasons might also be given concerning how
certain elements of the course will prepare the student for success at the
next course level,

2.

Objectives. Herracher (1973) and Washburn (1975) describe

objectives as the foundation or cornerstone of any instructional system.
Clearly stated ohjectives are vital not only as a territorial map for
instructors and students but as the basis for any successful evaluation
program. 58
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The objectives for a unit of instruction are written in terms of
student behavior, Objectives state what the student will be able to do
as a result of the instruction.
Washburn (1975) encourages not only instructor-designed objectives,
but those developed out of conversations between the student and the teacher,
Mink (1975) offers a systematic approach for teachers to usc in the
negoliation of learning objectives with students. Mink's '"Counseling for
Internality! is a behavior change strategy quite compatible with the systems
’-/,w/ﬂach. Mink's model builds on and incorporates most of the elements of
| Glasser's (1969, 1972) Reality Therapy principles, a system with proven
applicatian in the educational sefting.

3. Pre-Assessment. Herrscher (1973) and Washburn (1975) both

agree pre-asgsessment is necessary to determine the readiness of the student
to pursue the course objectives. According to these authors, this step is
needed to determine (a) if the student has the necessary prerequisite
knowledge and skills to benefit from the instruction, (b) which, if any,

of the stated objectives he can already perfoirm, and (c) where he should

be placed on the learning activities continuum when there is an indication

he already can perform some of the expected behaviors. Pre-assessment
offers the opportunity for remediation should the student not possess entry
level skills as well as the redirection into areas more compatible with his

current skill profile.

4, Learning Activities, Learning activities are the vehicles used
'by the student to move through the course or unit of instruction and to
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satisfy the behavioral requirement(s) of the objective(s)., The learning
activities are means to the objective(s), not ends in themselves,

L.earning activities should be carefully selected in light of the
instructor's understanding of the student(s) he is teaching. Non-traditional
students often benefit from non-traditional means of learning. Research
appears to point in the direction of dialogical methods and multisensory
modes of instruction,

Regardless of the approach used, Herrscher (1973) suggests the
following factors be given serious consideration,

Explicit directions, Student should be given explicit directions

regarding all procedures and policies. Operationalizing the systems
approach is a new experience for most students and many instructors.
Assumptions, often left unquestioned under traditional modes of instruction,
should be carefully scrutinized. When in doubt, be explicit., Where possible,
try out the system on a small group of learners and revise the directions

accordingly.

Learning modules of appropriate length. The length of a module

or unit of instruction would vary with the age, maturity, ability and
motivation of the students in the target group. Units for developmental
course should be designed for completion in 1 - 3 instructional periods.

Frequent practice. Prior to taking the criterion test for the

performance level desired (A, B, C, etc.) the student should be given
ample opportunity to practice equivalent behavior in a suitable setting.
If criterion is not reached, the student typically engages in another
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period of instruction and/or practice followed by a subsequent attempt at
criterion. This eycle may be continued until the student masters the
content at the mutually agreed upon level,

Knowledge of results. Non-judgmental feedback to the learner about

his performance keeps the student involved and motivated, Feedback of the
kind that focuses specifically on what the student is doing well and builds
on the base of previous accaﬁpiishmenﬁs will, in most cases, produce a
level of performance satisfactory to the teacher and the student alike.

A rule of thumb is not to allow a period of instruction to end without
providing explicit feedback to the student regarding progress on the

task at hand, Feedback need not come Gn‘ly- from the instructor but can be
designed into the learning activities themselves.

Media, Media, according to Washburn (1975), needs to be carefully
tied to objectives and is best determined after the objectives are in place,
Herrscher (1973) indicates media can be broadly defined as persons,
materials, and activities. Thus, media can be said to be all planned input
into the classroom to produce the desired léarﬁiﬁgg

5. Post-Assessment, Herrscher (1973) as well as Washburn (1975)

strongly support the notion of a criterion-referenced approach to evaluation.
In criterion-referenced testing, a sto-ndard of acceptable student performance
is established prior to the test, Each student's performance is compared
against the standard, not against other students in the class, Typically
students negotiate a standard (i.e., A, B, or C) suitable to their objectives

and attempt to achieve criterion for that standard,
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The difference between norm and criterion referenced testing is

shown in the following table by Herrscher (1973).

Table IV-B-1

Norm-Referenced Approach

_Criterion-Referenced Approach

Testing is used to ascertain a
student's level of performance
in relation to the performance
of others

Testing is used to ascertain a
student's performance with
respect to an established cri-
terion or performance standard.

The normal curve is a guide in Mastery of objectives is the

assigning grades. It serves to basis for grading, with instruc-

sort students, tion adapted to individual
learning rates.

Aptitude is viewed as the capacity
for learning.

Aptitude is viewed as the time
required to master objectives,

Testing is used to assess
individual students.

Testing is used to assess
teaching.

Research (i.e., Bloom, et al, 1973) has indicated we all learn

different subjects -t different rates,

If instruction is to respond appro-

priately to this fact, then the system delivering the instruction must be

sufficiently flexible to accommodate students learning at different rates

and in different ways, The same is true of the evaluation system. Thus,

a testing system based on criterion-referenced approaches is essential.

6. Revision, Course revision (Herrscher, 1973; Washburn, 1975)

is based on feedback from the students. Revision data is gathered for the

can achieve the objectives, REVi%i%“ data is more valid and useful when
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gathered systematically.

Washburn (1975) believes that the revision praceés is the most
essential element of the systems approach to instruction, Four of
Washburn's means of gathering revision data are outlined here:

Error rate: This involves the collection of responses to each
test item and an analysis of those items in which the desired
response is not obtained with the expected degree of consistency.

Interview technique: This typically involves a small group of
student working. with the teacher or evaluator to determine
specific ways in which the instruction can be improved, This
technique is often more successful immediately following a
specified unit of instruction rather than at the end of the course

Diagnostic-criterion test: Here an instructor attempts to measure
the criterion behavior itself. For example, do the behaviors called
for fairly represent the achievement of the objectives? In addition,
the instructor or evaluator looks at the degree to which the students
reached criterion on each of the objectives. For example, how
many students reached what criterion level at the A, B, C, D,
performance level?

Block out: This approach permits the streamlining of the system by
"blocking out' all material in a given learning sequence not demon-
strated as essential in meeting objectives. Blocking out permits

an instructor to eliminate much of the ""busy work."

These and other systematic approaches should prove helpful in the
revision of any instructional system.

The six elements or steps of a systems approach to instruction
(rationale, objectives, pre—assessr}jent, learning activities, post-assessment,
and revision) form the framework utilized by the NIMH project staff in
training instructors and in evaluating the instruction systems of appropriate
project schools.

63

[V-R-7




Measurement of Individualized Instruction

In order to measure the degree of individualized instruction
practiced in the developmental studies programs of participating
community colleges, a checklist was developed by project consultants.

The "NIMH Project Definition of Individualized Instruction Checklist"

was evolved by Drs, Barbara P, Washburn and Barton Herrscher in the
fall of 1974, The Checklist was designed against the systems )appr@ach

to instruction set forth in this paper. The Checklist validity and interrater
reliability was determined via pilot testing at Austin Cammuni’ty College,
Austin, Texas. Subsequently, trained NIMH project stéff members rated
approximately 20% of the instructors, with the exception of College 8, in
each of the developmental studies programs at participating schools. Those
instructors also rated themselves and then the self-ratings and observer
ratings were checked for reliability. The following chart and table were
used to summarize the Checklist data,

School 7's instructors did not wish to rate themsglvesj 50 two
qualified project staff rated their classes on the individualized instruction
checklist. Their ratings fell into the traditional end of the instructional
cell so this is where they were placed in the study, No ratings were ob-
tained from School 10's developmental studies instructors or from the
nursing instructors. Again a very qualified NIMH Project staff member
rated the instructional aspect of both programs, Both were placed in the
more éraditianal instruction cell by these ratings. This is perhaps due to
the programs only recently (at the time of the study) having been instituted.
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‘able [V-B-2

Summary of NIMH Project " Checklist’ Data by College

NIMH § Ttems | Sections | 0 | 0 ; m

Project |N: | YESby | Meeting | 60% é,s Lot | 75% g | LOSt 1007% S Lost
College | | 50% | Criterion | Data| | Dta | Data

4 3 4 | 8 3 | 6 | 29%

o R s S TS A T IR T T L O I A O U

) 3 | 4% | b Wl o5 | 2%

5 T A0 i T B B T T A 1L | O A S 4

! h| 44 b 005 | o% |36 5 | b3 3| 3%h

9 bl 43 B Wolos o jam l s |3} h| 1| 1| 3%

1 §1 40 5 IR Y A I L O U B T

B (N A YRR AR N ERE

:
Nursing
Program | | |\ 0 L |

Notes:

Maximum Score = ol

Criterion for sections: 50% or more items in a section answered "yes" by either

507, 55%, 75% or 100% of respondents,

" of Lost Data = % of "yes" items lost by increasing from one eriterion level to the next,
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TABLE IV-B-3

No. of College 9 - Nursing
ltems on College 4
Checklist College

6
College 3
5

[x%]

College

Coliege 1

50% 66% 75% 100%

% Of Instructors Answering ""Yes"
On NIMH Project
"Definition of Individualized Instruction Checklist"
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SECTION 1V

METHODS AND PROCEDURES

Part C: Description of Composite Counseling Intervention,

Training and Measurement
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éscar G. Mink, a certified psychologist, Reality Therapist and
director of this project, personally condicted training in the strategies
of composite counseling used in the counseling treatment cells. The work-
shop syllabus that was used is available, see appendix E,

Schools 1 and 2 in the counseling treatment cells worked with
Dr. Mink in an intensive week-long workshop ¢n Real’ty Therapy and
. composite counseling strategies, One of thesc twa provided training for
their -ounselors at a second ‘Warkshgp_ A thi: 2 school (School 7) recrived
their training in ffmf weekend workshops and one three-day workshaop, All
of these workshops were conducted in the fall of 1974, An outline of the
prégram for the workshop is in the syllabus. A fourth school {Schoel 9)
was trained with a series of two-day w::rkshapsi for both their counselors
and instructors,

All workshops were intensive.‘_ Sessions began at 9 a.m. and con-
cluded at 4:30 p. m, and informal discussion continued through coffee
breaks and meals. Instruction consisted of didactics, films, audio tapes
and role playing. Each participant was required to demonstrate compcten-
cy in the use of the composite counseling strategies (including Reality
Therapy). The articles ' Counseling [or Internality” and ''Reality Therapy
. in Learning Groups' have more complete descriptions of the counseling
techniques used. See appendix E,
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School 3 chose to use its student peer counselors to jncorporate
the principles of Reality Therapy into the counseling of disadvantaged
students. This was done because its counselors do not have continuing
contact with all ot the stﬁdents in Developmental Studies and disadvantaged
students seem to be more willing to talk to peers than they are to counselors
whom they might see as autharity figures, The peer counseling program is
an integral part of the Developmental Studies nrogram, and each Df‘thﬂ!
Developmental Studies classes has a peer counselor who se es as an
instructor aide and counselor for the students in the class. Peer counselors
are used particularly to work with students who have trouble seeing the
value of school and of regular college attendance. These students many
.times need help in career choice and in planning their academic programs,
and peer counselors are very effective in helping students in these areas.

Peer counselors were selected who had already completed a sem-
ester of training in student-to-student counseling and who were currently
enrolled in a leadership behavior class. A very experienced counselor
and dirécthr of the peer counseling program gave the peer counselors
additional fraining in Reality Therapy principles as vart of the curriculum
of the 1éadership course. She was a participant at the summenr institute
for Teachers of the Disadvantaged directed by Dr. John Roueche at the
University of Texas at Austin in 1973, During the institute she received
instruction and training in Reality Therapy from Drs. Barbara Washburn

and Oscar Mink. She is a full time instructor/counselor in Develop-



mental Studies division and has directed the peer counseling program for
the past four years,

Ten hour training sessions were given the peer counselors, in-
cluding lectures and demonstrations of the methods and techniques of
Reality Therapy.

Extensive roic playing situations were set up and critiqued. Through-
out the semesterthee was a continuing discussion and follow-up activities
so that the student counselors could become more effective using the
counseling techniques.

Each peer counselor se..‘é_:t’fﬂ-? twe, students in Developmental Studies
to use specifically Reaity Theraz:;y in dealing with problems that the stu-
dents might have, The peer counselors also used the principles of Reality
Therapy when it v-as appropriate with other students in Developmental
Studies, ’

Tapes were not used to record the cggﬁéeliﬂg sessions by the peer
counselors because they did not have private offices and the logistics of

recording made it impossible to do so.
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Measurement

It was considered important to measure the degree of implementa-
tion of the composite counseling strategy. DtﬁérwiSE, we could not say
with ecertainty that the counselors in different cells were in fact using
different approaches, Therefore, each counselor in the two experimental
counseling cells was evaluated for ability to implement the strategies of
the approach in which they had been trained by project Persannalg . The
evaluation was conducted at four levels (see Aopendix D for rating forms):

1. Counselor self-appraisal (see Table 1).

Tt
w

Self-evaluation by the counselor of each counseling session.
(Record of counseling contacts, contracts, and a process check-
list,)

3, Student evaluation of the counseling experience.

4. Prefessional evaluation of reality therapy.
Yy PY

Each of these levels will be described below,

First, it was necessary to demonstrate that individual differences
in counselor competency would not confound the results. Thercfore, cach
counselor in the Fartic-ipating schools (regardless of which cell they were
in) was requesterd to complete a self-appraisal form at the onset of the
academic vear., These results were compared by cell to assure a com-

parable level of skills across treatment groups, See Table 1. All coun-




selors saw themselves as proficient in interpersonal skills as measured
by the "Self-Appraisal" scale, This scale was based .pon Carl Roger's
“Chara;teristics of the Helping Relationship" (Rogeras, 1961).7 Since
School 3 and the two nursing programs did not use '"counselors' in the
traditional sense, we received no ratings from them.

In addition, two other self-evaluation forms were sent to counselors

in the two experimental counseling cells. These forms were designed:

(a) to remind the counselors periodically of specific behaviors
expected of them in using the new approach. (This was a
process checklist which was a duplicate of the form used by
the professional evaluators. All counselors saw themselves
following the process correctly. )

(b) to tabulate the frequency with which the counselees implement-

ed specific plans made during the eounseling sessions.

Student Evaluation

At the conclusion of the academic year, students were asked to
evaluate the short- and long-term cffects of their counseling experience.
Their appraisal forms were grouped by counselor as well as by school to
check both counselor competency and possible school differences. (Sce
Table 2). All schools involved in the experimental ::Duns,eling cells re-
turned student evaluation forms with the exception of School 9 which

received an independent evaluation.
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Schools 4 and 5 returned student self-evaluations. These schools
were not in the experimental c:auﬁseling cells. As can be seen in Table 2,
students in these control or comparison schools were about as satisfied
with the counseling which they received as those students in the e.}tperia
mental schools. Hence, suggesting that special locus of control counsel-
ing techniques are viewed as favorably by recipients as more standard

techniques.

Professional Evaluation

The principal strength of the counseling program at School 9 s
the degree of intensive involvement achigved by the counselors with the
basic studies students and the Advanced Education Program students.
They spent a great deal of time together in various social and recreation-
al settings, starting off in the fall (of 1974) with a barbeque and continuing
with similar activities throughout the year, Another basic strength of
the counseling program has to do with a number of contacts made with
the students in the program, and the action orientation nature of the
counseling contact, At least one of the three contacts with students“leﬁd to
some kind of commitment or contractual arrangement. Many of these
took form of immediate action steps. For example, the counselor will ~
say to the student, ''Is there any reason why we can't go to the library
now ? " The student says, "No.'" They go.to the library together and the
counselor will get the student involved in whatever type of library work
needs to be gotten. Students were monitored closely. If students were
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. absent from a class, the counselors would call the student as soon as

they were aware of the absence. If a make-up test had to be taken,

the counselors followed through to schedule the test as soon as possible
after the test had been missed. They concentrated on getting the students
to make commitments. When an appointment was made, his name was
written on the counselor's calendar so the student could see that a spe-
cific period of time for them has been set aside for them. The counselors
verified by telephone or personal contact all absences. They discussed
with students the students' responsibility for program involvement:

what it meant to be a student in the program and what the norms of the
program were right at the very begim;ing of the term. Students were
involved with selected Projecfs where they could help other people such
as going to rest homes, juvenile centers, and other places where thev
provided direct human service, Students were committed to surveys and

other tasks. Counselors also worked with the students' tutors in helping

them to develoPtheir skills in interpersonal relationships and learning
how to apply basic counseling techniques when they're working with their
tutees. This very concrete action-oriented aspect of caunselingf‘addéd a -
very Eowe rful and strong dimension to the counseling program.,

Each counselor in the experimental counseling cells (except
School 9) was required to tape record four counseling sessions. The four

taping weeks were specified to insure uniformity of time samples. The

best tape was selectad for each counselor, based on the counselor's
76
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self-rating of that tape, The rationale for using the best tape was to see
what level of smpetency the counselor was able to attain at his or her
best these tapes were rated blind by a counseling psychologist at the

" Reality Therapy Institute in Los Angeles and also rated by Dr. Mink.
It had been predetermined that students of any counselor who failed to
receive a satisfactory rating would be c:c;ns:idered as a separate group in
the final data analysis.

It is recognized that there are numerous variables affecting
counselor effectiveness which cannot be controlled for gafnplétély in a
field study of this type. Therefore, it was necessary to assume that the
counselor evaluation battery would be sufficient to ascertain possible coun-

selor differences,
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Summary of the Composite Counseling Intervention,
Measurement and Evaluation

We took three general approaches to appraising the suitability
of counseling being delivereé to s‘tuldents in the experimental cell and
the comparibility of the counselors across the schools (experimental
vs. control cells)., We asked the counsclors to appraise themselves on
characteristics of the helping relationship which relates primarily to
their interpersonal skills and their :ommuﬁicaugu skills and found that
there was very little variation betwcen schools. Neither variation was
either behaviorally or statisfically significant. In addition, we looked at
counselor's evaluation of their own counseling session, behavioral
indicators (i.e. the number of contracts made and kept by students), and
process indicators using both the counselor's self-evaluation on a process
checklist as well as the expert opinion of outside evaluators listening to
tapes and using the same process checklist. Results of these efforts at
avaldatiﬁg the ::Dunseliﬁg-procgsvs indicate to the investigators that the
counseling process met the theoretical standards. The evaluation pro-
cesses used were far from Ferfec:t; being affected somewhat by the lack of
response from some individuals and some imcompleteness in the data
available. Nevertheless, the results that are ava.lable indicate that the
counseling treatment was indeed a bonafide treatment and that it did
differ in nature from the generalized counseling approaches being delivered

in the comparison school,
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In addition to the evaluation forms utilized, two nationally recog-
nized iﬁﬂividugls in the area of Reality Therapy and Composite Counseling
reviewed tapes made by thg counselors in the experimental cells. Each
counselor was asked to privide ft_Duf 30 minute tape segments, The
reviewer selected tapes and rated the tapes on the degree to which the

counselors demonstrated proficiency either in Reality Therapy as a

_process or in some special composite counseling technique. When all

tapes were evaluated the overall ratings on all tapes approached an

average of 4,8 on a 5 point scale. In addition, the counselors’ gelf-

to verify the accuracy of self-appraisal. The tape ratings were highly
consistent between the two raters, variations occurring only on the coun-
selors frorn School 7. There one of the experts was r—éting the schools
Gﬁly.ﬁﬂ the use of proficiency of the Reality Therapy process model and
the second was listening to both Reality Therapy vrocess and composite
counseling S£rategiesg | At School 7 there were three individuals who were
‘I‘u:!t" using Reality Therapy nrocess on the tapes that were received. How-
ever they were using locus of control shift (composite counseling) strat-
egies. The across-the-board ratings then, on all the tapes, came within
two tenths of a Fnint on a 5 point scale of being perfect ratings on the

process being utilized,
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Counselor Self-Appraisals

%elf Appraisal Ratings (ranging from low to high, 1 - 6) for Counselors at
i “ewimunity Colleges (designated as (1) to (10)).

Note: School 3 and the two nursing programs have no ratings.

% indicates colleges for which scale values are institutional averages
of all counsezlors at the college:
School 6: 4 counselors
School 7: 8 counselors
School 8: 19 counselors
School 9: 3 counselors :
Scale values for the remainder of colleges
represent ratings of a single counselor,

Figure l: "How authentic am I? Am I fully aware, congruent in myself ?"

Low Average High
1 2 3 4 5 6
i K WA SR N R S T A R 1 I TR T PR TN SN TR SN SR |
I : 7 L by e ! . \
(2) (8% (7#) (1) (6%)
(4)
(5)
(9%)
(10)
Figure 2: NEow &+ . wve ain I? Do I communicate unambiguously to others®"
Low Average High
1 2 3 4 = 6
ifx, ] . 3 [ | i ; A .I_'L:_L__L71-) ,:4 b . u_ﬂ
(L1 (7=) (8%) (5) (4)
(2) (6%)
(10) (9%)
Figure 3: "How positive am I im my warmth, caring, respect for the other
members?"
Low Average High
1 2 3 4 5 6
I R N S R S 4 I S S S S | i 3 PR P |
¥ ¥ i - ERL - L
(73) (1) {(6%) (9%) (10)
(8%) (2)
(4)
{5)
80
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"Am I strong enough to be separate, respecting my own needs and
feelings 7"

Low Average High
1 2 3 4 5 6
E B T i lL P S ,g £ i i N T W - : S R i :
(8%)  (7%) (1) (6%) (4)
(2) (5)
(9%) (1o

Figure 5:

"Am I secyre enough to permit others their full separateness?"

Low Average High
1 2 3 4 5 6
] I I SR | | S - i i _ IR R o I T VAN SN SR
13 1 T L i i ‘
(2) (8%) (1) (6%) (4)
(5) (10)
(7%)
(9+) )

Figure 6:

"How fully can I enter into the private worlds of others, sensing
their meanings and feelings with no desire to judge, to evaluate,
to praise, to criticize, to explain or to alter them ?"

Low Average High
1 2 3 4 5 )
li____ml 1 . 4 I TR B 1 : i | A ! —t , { [
(6%) (T%) (1) (9%) (4
(8%) (2) (10)
(5)

Figure 7:

"Can I relate so that the others feel me to be in no way a threat
and so that they become less fearful of external evaluation from
anyone?’

Tow Average High

1 2 3 4 A 6
D 1 S _‘l - S W g 1 — L. 'r S S w— ilr N P Vi
(7%) (1) (10)

(8%) (2)

(4)

(5)

(6)

(9%)

It



S T T WA T | ! - ot P

"Do I encounter others as becoming, rather than as fixed (not by

the past, to be appraised; or diagnésad)?”

Average High
2 3 4 5 6
} _
I

i i .3 1 1 ! NN

S ) 1
£

"How clearly is my own self-image one of change, development,
growth, emergence?" '

Average High
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Tahle 1V-0C=2

SUMMARY OF STUDENTS" EVALIUTATION OF COUNSELING

L. How satisfied were you with the help you received in connseling?

School 1

2

3

7

Total N=| "=

%t} - 30 2%, 23 ,1707 _ 7407 1 Very satigfied
. 27 S 26 30 29 _ 117 . 7‘;71 Generally satisfied _
s | 4 9 ,170 3 | 6 Somewhat disappointed
N 2 9 1.z 2 _Very disappointed

82 60 68 71 26 | 89| )

2, To what extent did counseling ;
improve your opinion of yourself?

School 1

you a feeling of self-confidence or

8

8

11

Greatly increased my doubts

5

17

Given me some doubts

50

27

15

Increased somewhat my
self-confidence _

22

Gfeatly Increased ;TIY o
_self-confidence

Total N= 82

64

26

85

3, How important do vou consider counseling to have been in your overall

happiness or adjustment ?

School 1

2

| w

_Of no value at all

6, [ 1 18 ] ) 27 21 Mostly unimportant
378 1 3‘3 _ 307 25 ] 8 49 Generally important

3? 18 1? _ 17 . 1‘% ) 12 7 Very impoxtant
Total N=| 82 | 60 | 66 70 | 26 | 87 7 ]

ERIC
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How helpful was counseling in making you awarenof your talents and

abilities in setting some goals for the tuture?

School I 2 % 4 . 5 1

28 ) 18 21 "14”77 7 14 177 | Extremely helpful o

44 3 22 25 1C 51 - : L
H,, i ,32,, 2" i H’)W ) | Somewhat helpful

! . 5 . 1o i ?ﬂ , ! - 14 _Of little help

I E" _ 13 9 ! 6 Of no help at all ,_2{

TotalN=| %0 | 60 |66 |68 | 2 1 %1

5 As a result of counselig, Jo you feel that your relationships with peop!s

have improved?

School ____1 23 : SN ey
0 4 9 17 4 2 | Not at all , , ({

9 1 6 IR T 3 1 9 | very little
P T 30 20 P 10 43 Somewhat
257 20 23 9 G 34 | A preat deal

TotalN=| 81 | 60 | 67 | 67 26 8 | )

6. Did counseling make you more optimistic about your future?

School .1 . 2 3 4 5. .0
33 19 7 15 7 10 1 12 7 16 _Much more optimistic

35 7 35 7 27 7 26 10 7 4%777 A little ,mDrEWQQ,E,imiSﬁ‘;, o

12 6 3 18 29 3 ] 28 No difference in optiriism

5 0 | 5 | 3 7 s 0 _Less optimistic N

Total N= 82 60 | 65 | 68 26 g8 |
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- As a result of counseling, do you feel you have moz. control over the
direction of your life or over the events in your life?

School 12 3 4 5 Y - o w_j

zf‘ l:" - 13 , 9 4 9 A lot more control |

41 ) "'31 34 24, 177 _ 743 i Mor=2 zontre: than before

o s 3 | 5 | % | No change in control

0 0

wn
‘O
]
-

l.ess control

Total N= | 80 | 60 | &7 67 26 | 88

8. Do you feel counseling was ugeful or practical to you?

School 1.2 3 4 5 v i e

0 2 18 b ! 5 | Definitely not

o 6 | 9 |2l | 5 | 25 | Aljttle B

23 |1 25 | 22 8 40 In some ways

KJQ" 23 1 2'5 ZD 12 _ 19 | Very useful and practical

Total N= | 81 60 | 67 a 69 ] 26 | 89 - !

9. Were you able to discuss personal problems in counseling ?

School V2 3 4 5 T B

8 6 . ”Lg 33 3 8 Nevg:

nopor o 10 5 1 2l ] seldom n _

44 34 27 14 10 35 o e )
IR 7 | Sometimes

vl

18 173 erW , I,D, 7 723 7 A great deal

Total N= 81 760 76?77_ ) 677 26 ) 877 L L
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10. Wasg counseling helpful to you in solving your personal (including academic)

problems?

School | 1 2 3 4 5 N A L o

22 L 18 7]76 1 9 13 __Very helipful

44 | 32 28 | 22 | 13 56 | Somewhat helpful

2 ] . 9 B ”1(‘ - 2 12 Not very helpful

L T L O L Of no belpatall _ _

Total N=
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SECTION IV

METHODS AND PROCEDURES

Part D: School Descriptions (Narrative Form)




COMMUNITY COLLEGE 1

1. Organizational structure of the program:
The Chairperson ol thie Developmental Studies Department reports
to the Chairperson of the Division nf Humanities and Social Sciences.

At this time, four instructors report to the Department Chairperson.

Method of a- -ijning instructors to program:

Tt

nstructors-zre employed specifically to teach in the developmental

stnudies nrogram, They may and do teach courses outside the

f—

D:velopmental Studies Departrnent as time permits.
3, Grading practices and policies:

Grades givenare A, B, C, D, and F. The """ is available urer

certain circumssnces,

4, Placement criteria for entering development work w the
students are identified:

Scores from the Nrison-Denny Reading Test and an 1. .ouse writing
test are used to determine the desirability of developmental courses,

5. Program objectives:
a, To involve students in a quality general educational experience,

b. To provide the opportunity for students who failed in other
programs to get a second chance.

6. Subject areas in the program:

Psychology Anthropology
Biology Social Problems
Communications Career Planning

Fine Arts

All the above courses are transferable and for credit, except for
the Career Planning course which |s not always transferable.

[V-D-1
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7. Instructional methods a0 * ategies atilizen

l.ecture, supervised independsnt st ulv, media, progrimmed
instruction (particulariy in bas ¢ s«ila), group discuzsion,

interaction games, field trips, «“c., re used,
8. Counseling methods and strategices utilized:

Reality therapy and other techniques are used,
9. Supplernentary services to program:

None.

10. Qualifications necessary for entering regular college programs
y E 2 ge p

or credit courses:

None, unless the student places out of the Communications cours
In this case, students must meet specific eriteria prior to entry
into other Erglish courses such as composition or literature, etc

11. Description of any institutional evaluation of the developmental

program:
Nene.
12, Demographic data such as race, ethnic make-up, ctc,:

See Table IV-D-1,

ERIC

Aruitoxt provided by Eic:
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ERIC

Aruitoxt provided by Eic:

COMMUNITY COI.[.EGTF 2

Tl

Organizational structure of the program:

Vertical Team Chairpersons report to the Chairperson of the
General Studies Division, who reports to the Dean of Instruction,

‘Method of assigning instructors to program:

Instructors are hired specifically for the program or assigned on a
volunteer basis.

Grading practices and policies:

Grades given are A, B, C, D, F, I, W (Approved withdrawal), WT
(Withdrawal failing), Audit. The grade of "WF'" is computed into a
student's grade point average in the same way that an "F'' is computed,
An "I'" must be made up 30 days after the beginning of the next

semester or it automatically becomes an "I, "

Placement criteria for entering developmrent work anc/or how the
students are identified:

During an interview with a counselor prior to enrolin:ent, students
are advised, but not required, to enroll in the program. The criteria
used to determine a student’s eligibility for the developrnental work
may include one or more of the following:

a. An American College Test (ACTT) score of 13,0 or below.

. Evidence of minimal academ'c success in high school.
. Undecided major,

Program objectives:
a. To assist the student in developing group relationships within the
college environment,

h T~ "elp the studert become more aware of his community, iis

pr.olems and rescarces,

(R R

oL [o assici tne soadaent in solving his financia! problems while he
iz atl-nding school.

$1



5. Continued,

d. To increase the duration of Luv student's involvement in collepe

experiences,
¢. To help the student cope with his personal and aca v ine problems,

f. To provide a curriculum which is exciting and d.”" .¢cut from his
high school experience in education.

g. To assist the studeni - - listically assessing his vocational
objectives so that the :  +  ommensurate with his interests,
abilities, and achieve .

h. To improve the student's chances of achieving academic success.

i. To axzsist the student in developing basic communication skills.

j.  To assist the student in developing a positive and realistic self

concept.

6. Subject areas in the program:

Reading Natural Science
Cammunication Humanities
Social Sciences Career Planning

Personality Foundations

All courses carry full institutional credit and count toward the total

number of hours necessary for a degree,
7. Instructional methods and strategies utilized:

Interdisciplinary teaching teams, ''blocking" of students, individualized
instruction, core curriculum, behavioral objectives, mediated
packages, small group instruction, field trips, etc. are utilized.

8. Couns- :ng methods and strategies utilized:

The primary counseling contact comes from the Pers.nality Foundations
course. The student is the focal point of the course. Who he is and
what his relationship is to the school, home, and society are integral
parts of the course. Although each student may see the counselor on

an individual basis, each student participates in a group counseling
session for one hour each week. The groups are structured initially
with a series of exei.'ses designed to promote involvement an“lt}*‘i;q
group members, Then, the counselor changes the group structure so

IVv-D-4
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11,

iz,

Continued, -

bad
po
——

that it becomes a problem solving group using the principles
reality therapy,

Supplementary services to program:
Peer counseling and peer teaching are availabl:.

Qualifications necessary for entering regular college programs or

credit courses:

None. The program is voluntary and is not a prerequisite for other
programs.

Description of any institutional evaluation of the developmental program:

Staff members have evaiuated themselves and the program sgince its
inception in 1967, In addition to student evaluations of the individual
instructors and courses, student attrition rates are computed, data
on drop-outs is compiled, and data on grade point averages and semes-
ter hours earned is computed. A yearly report is then produced and
made available to thé institution as well as to professionals in the field,

Demographic date such as race, ethnic make-up, etc.:

See Table IV.-D-2,



COMMUNITY COI.LEGFE 3

1. Organizational structure of the program:

The Chairperson of the Division of Developmental Studies Division
Feports to che Dean of Instruction and supervises faculty and para-
Prcgfuﬁsicjnal personnel in several areas.

[

Method of assigning instructors to program:
Instructors are hired specifically to tea-: in the program.,

3. (Grading practices and policies,
Grades givenare A, B, C, D, F, I (lucamplete), W (Withdrawal),
and P (Progress),

4. Placement eriteria for entering devei~pment work and/or how the
students are identified:

ACT composite scores of 11 or below are used to encourage the
studer* to enter developmental reading and writing. Where ACT
score. are not available, the SCAT verbal section and the Nelson-
llernw Reading Test are used. After the use of the Self-Assessment
Lab, .he decision to enter the developmental progran is left
entirely to the =tudent.

= i H i3
"Program objectives:

U
w

a. To remedy skill deficiencies in reading, writing, and math,

b. To offer seminars to faculty around student problems.

e. To offer services to any division or department of the college
in areas where the skill profile of the developmental studies
faculty permits. '

b, Subject areas in the program:

Developmental Reading Advanced Reading
Developmental Math .~ Human Development

i

Nevelopmental Writing
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6, Continued,

All courses receive [ull institutional credit and count toward the total
number of hours needed for a degree.

7. Instructional methods and strategies utilized:

[ndividualized instruction, laboratory settings, and some lectures

are utilized,
8, Counseling methods and strategies vtilized:

(punseling contacts are de<ve.v ced pr o arily through counselors

teaching Human Developme- irses,
9, Supplementary services to program:
a. Trained peer counselors and peer tutors.
h, A drop-in writing lab run by paraprofessionals,
c. Readinpg improvement seminars for students.

10, Qualifications necessary for entering regular college programs or
vredil cocurses:
None, The Developmental Studies Program is completely voluntary,

11, Descriptinn of any institutional vvaluation of the developmental

program:

Follow-up questionnaires are sent to students., The faculty is
evaluated by the Division Chairperson and the Dean of Instruction.
Students evaluat=z the faculty using the Purdue Rating Scale. FEach
faculty member evaluates the Chairperson of ti-- ™ " ¢f
Developmental Studies,

12, Demographic data guch as rarve, ethnic make-up, ..

See Table IV- 2-3,
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COMMUNITY COLLEGE 4

1.  Organizational structure of the program:

The Chairperson of the Division of Developmental Studies reports to
the Dean of Instruction. Instructors in tli= division all report to the

division chairperson,

[

Methor of assigning instructors to programm:
Personnel are hired specifically to teach in the program,

3, Grading practices and policies:
L8
Grades given are A, B, C, D, F, ¥ (Withdraw), I (Incomplete, work
in progress), CR (credit). A student receiving an "I'" must complete
the course(s) within 90 days er receive a "W."

4. DPlacement criteria for entering development work and/or how the

students are identified:

Students are counseled into the program on the basis of high school
record and academic background as well as college placement tests.
The final decision is left to the student,

5. Program objectives:

The primary objective is to strengthen students' skill 'evels in reading,

writing, and math.
6. Subject areas in the program:
Reading
Writing
Math (pre-algebra, elementary algebra, intermediate algebra)
Human Development
7. Instructional methods and strategies utilized:
A laboratory approach with a wide variety of instructional methods is

wtilized. All courses utilize pre-assessment, behavioral objectives,
objective-based learning activities and post-assessment,

iv-D-8
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Aruitoxt provided by Eic:

]

1o,

Counsgeling methods and strategies utilizerl:

All counseling derviced are available to all students. The human
rlevelopment course serves as a vehicle for counseling contacts,
In addition, individual counseling is available upon request,
Supplemoentary services to prograny:

Peer tutoring id available,

Qualifications necessary for entering regular college programs or
creedit courses:

None, Students may be simultancously enrolled in developmental
coureges and curriculum courses of their choice,

Description of any institutional evaluation of the developmental
program:

Some follow -up studies in math have been done Lo date., IEvaluation
formats are currently being established for other elements of the
Prf)gr;\r’ng

Nemographir data such as racve, cthnic make-up, etc,:

See Table TV-D-4.
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COMMUNITY CONLLEGE 5

1. Organizational structure of the program:
The Chairperson of the Developmental Studies Division reports to
the Dean of Ingtruction and supervises personnel in the following
arcas:

Developmental Reading Developmental Math Nevelopmental Writing

The program also gperates a "Center for Independent Study' which
is open to any student.

2., Method of assigning instructors to program:

All personnel are hirad specifically to teach in developmental studies,
3.  Grading practices and policies,

Grades given are A, 3, C, In-progress, Incomplete, and Withdrawal,

4. Placement criteria for entering development work and/or how the

students are identified:

Students are made aware of their need through counseling services,
test fecdback, referrals from faculty and statf, ete, A combination
of in-house and standardized tests are used to provide feedback to
students, who are then free to decide about program entry.

5. Program objectives:

a. To refresh basic skills - applies particularly to those who have
. been away from school for some time,

h., To give the student continuing his education the opportunity to
strengthen his skills.

6. Subject areas in the program:

Developmental Reading, English and Math are included in the program.
All courses carry full institutional credit toward a degree.
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Aruitoxt provided by Eic:

~1

10,

11.

Instruetional methods and strategics abilizeds

The diagnostic and prescriptive program is entirely individualized

and has media support,

Gounseling methods and strategics used:

Students have access to all college counseling services,  In addition,
callepe cnunselors assigned to the Division as well as an intern
from an arca university are available, A varicty of group and
individual counseling methods are used

Supplementary services to program:

Peer tutoring and the Center for Independent Study are available,

Qualifications necessary for entering regular college programs or
credit courses:

None. Students matriculate in the Division of Developmental Studies
by desire not by requirement. Students may exit at any time and
may carry any combination of developmental and non-developmental

courges desired,

Description of any institutional evaluation of the developmental

program;

Preliminary follow-up study shows positive direction. The Director
indicates the resecarch on the program is still in the early stages of
development and is not yet satisfactory.

Demographic data such as race, ethnic make-up, etc.:

See Table IV-D-5,
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Aruitoxt provided by Eic:

COMMUNITY COLLEGE G

6,

Orpanizational structure of the propgram:

The Chairperson of Division of Counseling and [hanan Development
fimcarparating developmental studies) reports to the Dean of Student
Personnel and supervises personnel in the following areas:

Remedial Reading (institutional credit)
Remedial Writing (lastitutional credit)
Human Development (institutional ¢radit)

Method of assigning instructors to program:

All personnel are hired specifically to teach in the developmental

tudies area,
Cirading pracltices and policies:

The approach to grading is contractual and nonpunitive., Grades
given are A, B, and C.

Placement criteria for entering development work and/or how the
students are ldentified:

All students scoring below 15 on the ACT composite are considered
potential candidates for developmental courses. An interview with
a counselor is required, during which the option of developmental
courses is discussed,

Program objectives:

To assist students in assessing career and life goals and to help
them develop a program to achieve those goals. The process
hegins with the student's statement of his berceived needs in the

above mentioned areas.

Subject areas in the program:
Remedial Reading Remedial Writing Human Development

These courses carry institutional credit and count toward the total
number of hours needed for graduation, Remedial math is availahle
through Division of Math and Science,

1C9)
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7. Instruactional methods and stratepies uliligerl;

Self-paced, individualized, and laboratory-oriented instruction are

urilized,
Y,  Counsacling methods and gtrateagies utilized:

The counsgeling conter provides contractuaal and eclectic counsgeling

for developmental studies.
9, Supplementary services to program;
Naone.

10,  Qualifications necessary for entering regular college programs or
credit courses:

Student must mect the entry level skills of a given department. These
skills are usually determined via standardized testing.

11, Description of any institutional evaluation of the developmental
program:

Bi-annual report includes such items as student characteristics,
evaluation of instructicnal methodologies used, student attitudes
assessment, pre- and post-testing, etc,

12. Demographic data such as race, ethnic make-up, etc;

&

See Table TV-D-6,
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COMMUNITY COLT FGE 7

e

6.

~J

Crrpanizational stracture of the programs:

Developrniental courses are taught in the departments of Faglish,
math, and psychology. Instructors report to the respective
departmental chairpersong,

Method of assipgning instructors to propgram:

Instructors are volunteers with the exception of the reading instructors,
whao trach both developmental and non-developmental students,

Grarling Pl"af‘f’ii‘(’?!} and policies:

Grares pgivenare A, B, C, D, I, F, W (Official withdrawal before
end of first 12 weeks), WF (Withdrawal while failing during 7th
through 12th week), and CR (Advanced standing - credit by examina-
tion),

Placement criteria for entering development work and/or how the
students are identified;

('pon admission to the college, each student has an interview with a
counselor, On the basgis of ACT scores below the 25th percentile
and high school transcripts. the counselor may recommend develop-
mental eourses, The stui«nt is enrolled only in those developmental
courses that the counselor feels are needed and that the student is
willing to take.

Program objectives:

Since there {4 no self contained developmental program at the college,
there are no program objectives,

Subject areas in the program:

Raaic English Orientation
Basic Math Personal Development

College Reading

Instructional nmethods and stralegies utilized:

Primarily lecture with individualized instruction in reading is used.
Counseling methods and strategies utilized:

Counseling services are delivered to all developmental students through
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8. Continued.

the "Orientation and Personal Development' course which is taught
by the counseling staff, Certain sections of the orientation course
contain those students who are in developmental courses., Counselors
structure the course into once-a-week, two-hour group problem-
solving sessions of 10 to 15 students. The counselors utilize the
principles of reality therapy in the groups as the means for assisting
students to solve any personal, social, vocational, and/or academic
problems brought to the group.

9, Supplementary services to program:
a. Open writing lab,
b. Tutoring available to all students through the honor society,

10,  Qualifications necessary for entering regular college prograins or
credit courses:

Students rmay be simultaneously enrolled in the curriculum of their
choice while taking developmental courses, Students qualifying for
developmental courses, as determined by the counselors, must
complete these courses prior to entry into uppoer level courses in
the department, '

11, Description of any institutional evaluation of the developmental program:

To date, no evaluative data has been collected on the developmental
courses,

12. Demographic data such as race, ethnic make-up, etc.:

See JTable IV-D-7,
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COMMUNITY COLLEGE 8§

Organizational structure of the program:

The departments of English, math, reading, psychology, humanities,
natural sciences, socislogy, and history each offer one or more
developmental courses, Instructors are supervised by their
respective department chairpersons,

Method of assigning instructors to program:

Instructors are asked to volunteer for developmental courses, Others
are assigned if there are not enough volunteers.

Grading practices and policies:

Grades given are A, B, C, D, F, I (Incomplete), IP (In progress),
WP (Withdrew passing), WF (Withdrew), NC (Non-credit).

Placement criteria for entering development work and/or how the
students are identified:

Counselors make recommendations of certain devclopmental courses
on the basis of one or more of the following factors: weak high school
grades or GED score, or composite ACT score below 15, or total SAT
below 700, and/or scores on the Nelson-Denny Reading Test below

the 25th percentile. The student ultimately decides whether to enter
the program or not.

Program objectives:

a. To change negative attitudes about learning to positive attitudes
of wanting to learn,

b. To develop academic skills that will allow students to compete
in regular college level courses. '

c. To develop an adequate background for successful performance in
vocational or technical fields.

d. To develop skills that will allow students to compete successfully
on the job market.

IV-D-16
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6. Subject areas in the program:

Basic English Humanities
Introductory and Intermediate Alpgebra Natural Science
Basic Reading Sociology
Psychology History

7. Instructional methods and strategies utilized:
Instruction is primarily by lecture and discussion,
8. Counseling methods and strategies utilized:

Counseling services are offered primarily through the course
"Personal and Social Adjustment'' taught by regular college counselors,

9. Supplementary services to program:
Tutoring by peers and teachers is available.

10, Qualifications necessary for entering regular college programs or
credit courses: -

Generally, a C average i8 required, but this is determined on an
individual basis in consgultation with the student's assigned counselor.

11, Description of any institutional evaluation of the developmental
pracram:
Several attrition studies have been conducted beginning in 1965.
A fifth follow-up study is presently underway that will follow develop-
mental students through their transfer program in a senior institution
or their first few years of employment,

12, Demographic data such as race, ethnic, make-up, etc.:

See Table IV-D-8,
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COMMUNITY COLLEGE 9

1. Orpanizational structure of the program:

The Chairperson of the Coordinated Bilingual Studies Department
reports to the Dean of Instruction. In addition, he or she prepares
proposals and writes and controls budgets. .

2. Moethod of assigning instructors to program:
Instructors are carefully screened as to their attitudes with regard to
warking with developmental students. Those who are caring toward
students and who wish to work with developmental students are sought.
3, Grading practices and policies:

Gradeg given are A, B, C, D, and W, Studefits can withdraw up to
two weeks prior to the end of the term without penalty.

4. Placement criteria for entering development work and/or how the
students are identified:

Students are identified by SAT scores. Those scoring less than 10
on the SAT have to take reading; less than 13 on English or 10 on
math tests requires remedial work. Students are recruited from
GED classes and high schools.

5., Program objectives:

P

To promote high retention and program completion.

b. To promote academic achievement and success in the program and
beyond.

¢. To develop internal control expectancies through successful
development of competencies in both Spanish and English.

6, Subject areas in the program;

Spanish English
Human Development Psychology
Science Reading 1

Math is available through the math department as a service to the program,
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10.

11.

12,

Small and large groups, tutoring, some prescription, and some
individualized instruction are utilized,

Counscling methods and strategices utilized:

Reality therapy and group counseling are used.

Supplementary services to program:

All personnel in the department act as counselors, Tutoring is
available. Special psychology class projects produce a limited

amount of personal and academic counseling.

Qualifications uccessary for entering regular college programs or
credit courses:

Satisfactory completion of developmental courses is required for
students to enter upper level courses in the respective departments,

Desecription of any institutional evaluation of the developmental program:

The Southern Association of Colicges and Secondary Schools conducts
an annual evaluation on behalf of the federal funding agency supporting
the program,. In addition, outside consultants have been brought in to
do evaluations,

Both students and department chairpersons evaluate instructors,
Instructors in turn evaluate their department chairpersons. Student
comments on evaluation forms have yielded good information for
making changes. They also sit in on staff meetings and are asked

to give feedback on departmental plans,

Demographic data such as race, ethnic make-up, etc,:

See Table IV-D-9,
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COMMUNITY COIL.T.FEGE 9
Nursging Program

I, Organizational structure of the program:

The Director of the Nursing Program ro,. e to the Coordinator of
Alttied Health who reports to the Dean of Occupational and Continuing
Frducation, In addition he or she prepares the butdgets and proposes

curriculum changes,
Z. Method of assigning instructors to program:

Instructors either apply directly to the nursing program or are
recruited by a search committee. They must meet degree reqire-
ments and have clinical expericnce, and are expected to have confi-
dence in nurding as a practitioner,

3. Grading practices and policies:
In the 50% of the curriculum pertaining to nursing courses a grade
of Cis required, Students may withdraw up to two weeks prior to
the end of the term with no penalty,
4, DPlacement criteria for entering students or - admissions criteria:
The nursing program offers a career ladder program which includes
a three exit point curriculum, .
) After one semester a student may exit as a health assistant
(equivalent to a nurse's aide),
- entry level required - [0th grade
2) After one calendar year a student may exit as a vocational
nurse and write the state examination to become an LVN,
- entry level - 10th grade
3) After two calendar years a student may exit as an associate
degree murse and write the state examination for an R. N,
- entry level - H, S, degree or GED,

5. Program objectives:

To educate a safe and competent nursging practitioner.

IV-D-20
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6. Suhject areas in the program:
Nag ura lscience s
Social sciences
Bepsavioral sciences

Anatorry
Phgei@ logy

The: other approximately 50% of the coursework includes nursing
caoy Tée §, )

7. Imsgructional methods and strategies utilized:
Modules, small group discussions

8, Coymseling utilized:
Ingtructors counsel students informally many times during the
semester, There are two required counseling sessions which
my st be documented each semester,

9. Supplementary services to program:

Regula T community college supplementary services available.

10, Qualifications necessary for entering regular college programs or
credit <ourses:

Norxe, Nursing is a regular college program.
11, Degctiption of evaluation:
a | Internal evaluation consists of a curriculum committee of
the totalnursing faculty, two students and the director of nursing
at the Local hospital, This evaluation group meets continually through-

out the year.

b) A written report is required annually by the State Registered
Nurses Board.

c) An annual report is also required by and sent to the
National Board for nursing accreditation,

12, Dem ogr aphic data:

Male

209 - 3%

550% - €00 financially disadvantaged

8570 Spanish dominate language
See Taple [ V-D-10, 10 9
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COMMUNITY COLLEGE 10

Organizational structure of the program:

The Director of Developmental Studies reports to the Associate
Dean of Instruction, Reporting to the Director are instructors
and laboratory supervisors in math, communications, social
science, and reading, Laboratory supervisors supervise lab
asaistants and work assistants,

Method of assigning instructors to program:

Instructors are assigned according to instructional need.

Grading practices and policies;

Grades given are A, B, C, D, F, I, N and W,

. Placement criteria for entering development work and/or how the

students are identified:

Students may enter voluntarily or by recommendation of instructor.
The program is not required of any student, Instructors recomimend
students based on standardized test scores and/or initial academic
performance.

Program objectives:

a, To prepare students with academic deficiencies for regular
college work,

b, To provide a "booster' environment for students who are having
difficulty keeping up.

Subject areas in the program:

Math Social Science
Communications Reading

Instructional methods and strategies utilized:
An individualized format (s utilized,
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10,

11,

12,

Counseling methods and strategies utilized:

Counselors from the Counseling Center are used and they do
primarily one-on-one counseling. Counselors also teach an
orientation class which acts as an additional vehicle for
counseling contacts,

Supplementary services to program:

‘Peer tutoring and peer counseling are available,

Qualifications necessary for entering regular college programs or
credit courses:

Nanéi Developmental courses are not prerequisites to cther courses.
Description of any institutional evaluation of the developmental program:
None.

Demographic data such as race, ethnic make-up, etc.:

See Table IV-D-1l1,
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COMMUNITY COLLEGE 10
Nursing Program

i

e ctsnll o

2.

3.

4,"

Si

Organizational structure of the program:

The Director reports to the Associate Dean of Allied Health who
reports to the Dean of Instruction. In addition, he or she prepares
the budget and proposes curriculum changes,

Method of assigning instructors to program,

and hired by director with institutional approval,
Grading practices and policies:

Grades given are A, B, C, Students can withdraw up to two weeks
prior to the end of the term without penalty. Students may take an
(I) incormnplete and have four months to complete the course.

Entry level required:
) a) first year requirements

H.S, degree or GED

10th grade reading level

70% on math test

70% on language test

an ACT or SAT score (no required minimum)

b) second year requirements
12th grade reading level
80% on math test
80% on language test
Successful completion of previous courses of degree plan
Recommendation of faculty of student

Program objectives for 1976:
1) to implement the career ladder nursing program
2) to finalize a master plan for evaluation
3) to devise an advance placement policy
4) to finalize the nursing courses into individualized instruction
packets and work on instructional methods
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6. Subject areas in the program:

Psychology English
Anatomy Sociology (elec.)
Physiology Microbiology
Calculations

Pharmacology Nursing Courses

7. Description of degree alternatives
Career ladder program:

1) after six weeks the student can exit as a certified nurse's aide
2) after twelve months the student will be able to write the
licensing exam for vocational nursing
3) after two years the student will be able to write the licensing
exam for R.N,
8. Instructional methods and strategies used
Srnall groups, modified form of individualized instruction units
(written), lecture, audio-visual materials.

9. Counseling methods

Each instructor in the clinical area has 10 students for academic
advising.
10, Description of evaluation:
a) National League for Nursing
self-evaluation study.
Ac credited December, 1975,

b) Curriculum Committee Evaluation
an ad hoc committee for clinical facilities

¢) Students evaluate course and units of instruction
d) Follow-up evaluation of graduates after six months
e) Instructors complete a peer evaluation

f) Instructors and director meet with faculty from tlie other
disciplines who teach nursing students

11. Demographic data:

Class of 1976: 13 males 25 Mexican American
o 38 females 24 Anglo
See Table IV-D-12, 2 Black
1v-D-25
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SECTION 1V

METHODS AND PROCEDURES

Part D: School Descriotions (Chart Form)
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PROGRAM OBJECTIVES e

[N
w
EN
L% )
o
~J
Lo oa]
O

Community Collages 9-N| 10 |I0-N

Involve student in quality general
educatmn program i 7 s 1

gldﬁ students with second chance at
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Develop group relationships

Community awareness X
Solve financial problems X
Involve student in college experience X

Vocational and life planning X X X

[

Develop basic communication skills X| XX |X

>
| ¢

Positive and realistic self-concept”

C‘;ape ‘with persgnal and academic prob-
_lems and prepare for reg, college work 2. S 1 R I e S B

To educate a safe and competent X
nursmg practttmner I N . R B B

To implement career ladder nursmg
program and advance placement ] |l L
To improve program through evaluation ’
and individual instruction

COUNSELING TECHNIQUES AND STRATEGIES USED e
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Reality therapy XX RS Xl

Combination of other techniques X i X1 1 | | XX X

Group counseling X X X

Human or personal development course X X1X

- [-'All counseling services available X[ X X
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QUALIFICATIONS FOR ENTERING REGULAR COLLEGE COURSES

Community College 1121314567 8] 9)9-Nl10}|I10-N
None 7 7 - - X X| X[ X X X[ X
Students free to e;ﬂt a.nytuﬂg | X| X X -
Students simultaneously enralleﬂ in ) e
_coursges outside Developmental Studies LA R 1
Must cnmplete develnpment courses X | x* X
Must meet department requirements X X
Recommendatmn af céunsElar X
) aﬁ Wlth grade Gf G o B o
INSTITUTIONAL EVALUATION i . ) -
Community College 1{2|3141{5]6|7]|81]9]|9-N 10[10-N
Bi-annual report = _ B X N
None ) X x*x* | X 1ox|
_Evaluationby staff X S A N 4 x| X — Kﬁ
Evaluation by students _ 1| X xb BRIES X
Computation of student attrition X X
ue _ rates . 1
Drop-outs computed X
GPA co mputed ) X
Annual report . X X| X
Follow-up questmnnaue to students X X
Faculty evaluation by Dean of . c ]
_Instruction and Division Chairmen ~ X 1 X X )
Chairman gvaluatgd by fa.culty memberg X X
Nufsmg inatructors and director meet 1 1 1 ) .
with faculty from the other X
chscip ines
Natmnal League far N’ursmg 5elf= B 7 ] ,,K,
) evaluatmn Curru:ulurn Gammittee Eva, 1 .
8In progress ¢ Internal evaluation by faculty, Z students and D1rai’-tar

bPyrdue rating scale of Nursing at local hoapital

‘ V-D-27 116




INSTRUCTIONAL STRATEGIES AND TECHNIQUES USED ] L
Cgmﬂ‘lunity Ccllege 1|2{314|5({6]|7|8]9 [%N[10 |I0N

Le:ture 7 | X X X| X X

Independent study, supervised X

_Programmed instruction X 1 X2

Group discussion B B XX . 1 | X1 X

~ Laboratory B X|X X
Interaction games N ) 3
”Field trips 7 7 s | X 7X |

VIf{dividgafliff.ggi instruction 7 XXX XXX 7 X | X

Core curriculum X

Small groups - ) - X X X
Teaching teams o 11X -

Andm msual 7 - 7 7 X

a Learmng ‘modules b In reading only

SUPPLEMENTAL SERVICES L : s
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Community College 112 LO-N

None L 7 X }f

>
>

Peer tutoring o 7 X| XIX|X| K’X

‘ Peer caunsﬁeﬁl}gg - o 7 7 X X " 1 X X

Writing lab o X X
‘Reading improvement seminars B X -
Center for Independent Study X! B

Regular cammumtf college services .
____available , X
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SECTION 1V

METHODS AND PROCEDURES

Part D: School Descriptions

Tables IV-D-1 to 12: Demographic Data
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Table IV-D-1

COMMUNTTY COLLEGE 1

Sex Breakdown

Total Males 76 73.1%
Total Females 27 26.0%
Sex Unknown | 1.0%

TOTAL 104 100.0%

Age Breakdown

18=23 yrs. 94 90.4%
24-33% yrs. 7 6.7%
34-45 yrs. 1 1.0%
46-55 yTSs. 0’ 0
55+ 0 0
Age Unknown 2 1.9%

TOTAL 104 100. 0%

Ethnic Breakdown

Blaek 6 5.8%
Anglo 91 87.5%
Chicano 2 1.9%
American Indian 0 0
Oriental 1 1.0% -
Other 3 Z.9%
Unknown 1 1.0%
TOTAL 104 100.0%
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Table [V-0D-2

COMMUNITY COLLEGE 2

Sex_Breakdown

Totnl Males 59 55.1%
Total Femgles 46 45.0%
Scx Unknown 2 1.9%

TOTAL 107 100.0%

Age Breakdown

18-23 yrs. 95 88.8"
24-33 yTs. 6 5.6%
34-45 yrs. | 2 1.9%
46-55 y1r's. 0 0
55+ 0 0
Agc Unknown 4 3.7%
TOTAL 107 100.0%

Ethnic Breakdown

Black 39 ' 36.4%
Anglo 54 50.5%
Chieano 5 4,7%
American Indian 0 0
Oriental 1 9%
Other 1 . 9%
Unknown 7 6.5%

TOTAL 107 100.0°%
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Sex_Breakdown
Total Males
Total Females
Sex lnknown

TOTAL

Age Breakdown

18-23 yrs.
24-33 yrs.
34-45 yrs.
46-55 yrs.
55+

Age Unknown

TOTAL

Ethnic Breakdown

Black

Anglo

Chieano
American [ndian
Oriental

Other

Unknown

TOTAL

Tahle TV-D-3

fa—
-
Tl

107
26

31

63; [‘l‘
34.6%
2.2%

100. 0%

49.7%

37.4%

14.5%

17.3%

1.7%

100.0%




Tahle [V-D-4

(OMMUNITY COLLEGE 4

Sex Breakdown
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Totdl Males 115 76.2%
Total Females 36 23.8%
Sex Unknown 0 0
151 100.0%
Age Breakdown
18-23 yrs. 72 47.7%
24-33 yrs. 58 38.4%
34-45 yrs. 16 10.6%
46-5% yTs. 4 2.6%
55+ 0 0
Age Unknown 1 .7
151 100. 0%
Ethnic Breakdown

Black 13 - 8.6%
Angle 122 80. 8%
Chicano 8 5.3%
American [ndian 5 3.3%
Oriental 0 0
Other 3 2.0%
Unknown 0 0
TOTAL 151 100. 0%




Table IV-D-5

COMMUNITY COLLEGE S

Sex_Breakdoun

Total Males 61 70.1%
Total Females 26 29.9%
Sex Unknown 0 0

TOTAL 87 100. 0%

Age Breakdown

18-23 yrs. 47 54.0%
24-33 yrs. 28 32.25%
34-45 yrs. 8 9.2%
46-55 yrs, 2 2.3%
55+ 1 1.1%
Age Unknown 1 1.1%

TOTAL 87 100. 0%

Ethnic Breakdown

Black 23 26.4%
Anglo 56 64.4%
Chicano 2 2.3%
American Indian 2 2.3%
Oriental 0 0
Other 3 ' 3.4%
Unknown 1 1.1%

TOTAL 87 100. 0%
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Tahle IV-D-6

COMMUNITY COLLEGE 6

Sex Breakdown

Total Males 31 41.3%
Totul Femules 44 58.7%

Sex Unknown 0 0
TOTAL 75 100.0%

Age Breakdown =
18-23 yrs. 51 68.0%
24-33 yrs. 17 22.7%
34-45 yrs, 5 6.7%
46-55 yrs. 1 1.3%
Age Unknown 1 1.3%
TOTAL - 75 100.0%

Black 40 53.3% |
Anglo 22 29, 3%
Chicano 8 10.7%
American Indian 0 0
Oriental | 1 1.3%
Other 1 1.3%
Unknown 3 4,0%
TOTAL 75 100.0%
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L Table [V-D-7

COMMUNITY COLLEGE 7

Sex_Breakdown

Total Males 84 51.9%

Tutal Females 76 46.9%

End
p—
.

]
P~

Sex Unknown

TOTAL 162 100. 0%

Age Breakdown

18-23% yrs. ‘ 133 82.1%
24-33 yrs. 16 9.9%
34-45 yrs. 10 6.2%
46-55 yrs. 1 . 6%
55+ 0 0
Ag : Unknown 2 1.2%

TOTAL 162 100. 0%

Ethnic Breakdown

- Black 10 6.2%
Angio 114 70.4%

Chicano 31 19.1%

o

American Indian 1 .6
Oriental 0 ‘ 0
Other ; 2 1.2%
Unknown 4 2.5%

TOTAL 162 100.0%




Sex Breakdown

Total Males
Total Females
Sex Unknown

TOTAL

Age Breakdown
18-%5 yrIs.
24-33 yrs.
34-45 yrs.,
46-55 yrs.
55+
Age Unknown

TOTAL

Ethnic Breakdown
Black

Anglo

Chieano
American Indian
Oriental

Other

Unknown

TOTAL

Table IV-D-8§

COMMUNITY COLLEGE 8

85

98

172

[}

15

44

112

10

183

IV-D-39
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Table I[V-D-9

COMMUNITY COLLEGE 9

Sex Breakdown

Total Males 40 48.8%
Total Females 42 51.2%
Sex Unknown 0 0

TOTAL 82 100.0%

Age Breakdown

18-23 yrs, 77 93.9%
24-33 yrs. ’ 3 3.7%
34-45 yrs. 1 1.2%
46-55 yrs. 1 1.2%
55+ 0 0
Age Unknown 0 0

TOTAL 82 100. 0%

e

Ethnic Breakdown

Black 0 0
Anglo 1 : 1.2%
Chiedno . 80 97.6%
American Indisn . 0 0
Oriental 0 0
Other 1 1.2%
Unknown 0 0

TOTAL 82 100. 0%
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Table IV-D-10

NURSING PROGRAM OF COMMUNITY COLLEGE 9

Sex Breakdown

Total Males 17 20.5%

Total Females 65 78.3%

[t
—
.

B
e

Sex Unknown

TOTAL 83 100. 0%

Age Breakdown
18-23 yrs. 56 67.5%
24-33 yrs. 19 22.9%
34-45 yrs. 7 8.4
46-55 yrs. 0 0
55+ 0 0
Age Unknown 1 1.2%

TOTAL 83 100. 0%

Ethnic Breakdown

Blaek 0 0
Anglo 10 12.0%
Chieano 71 85.5%
American Indian | ‘ 0 0
Oriental 0 0
Other 0 0
Unknown 2 2.4%

TOTAL 83 100. 0%

1v-D-41
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Table IV-D-11

COMMUNITY COLLEGE 10

Sex Breakdown

Total Males 18 47.4%
Total Females 20 52.6%
Sex linknown 0 0

TOTAL 38 100.0%

Age Breakdown

18-23 yrs. | 21 55.3%
24-33 yrs. 13 34.2%
34-45 yrs. 4 10.5%
46-55 yrs. 0 0
55+ 0 0
Age Unknown 0 0

TOTAL 38 100.0%

Ethnic Breakdown

Black 2 5.3%
Anglo 2 5.3%
Chicano 30 78.9%

American [ndian 0 0

f=]

Oriental 0

P

Other 4 10.5
Unknown 0 0

TOTAL 38 100. 0%

1v-D-42
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Table IV-D=12

NURSING PROGRAM OF COMMUNITY COLLEGE 10

Sex Breakdown

Total Males 11 18.6%
Total Females 48 ’ 81.4%
Sex Unknown 0 0

TOTAL 59 100.0%

Age Breakdown

18-23 yrs. 27 45.8%
24-33 yrs. 16 27.1%
34-45 yrs, 14 23.7%
46-55 yrs. 1 1.7%
55+ 1 1.7%
Age Unknown 0 0

TOTAL 59 100. 0%

Ethnic Breakdown

Black 1 1.7%
Anglo 20 33.9%
Chicano 31 52.5%
American Indian 1 - 1.7%
Oriental 0 0
Other 5 8.5%
Unknown 1 1.7%

TOTAL 59 100.0%
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SECTION V

ASSUMPTIONS AND LIMITATIONS
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Introruction

As anybody experienced in field research will testify, the conduct
of a study like th{s is fraught with many difficulties. In this particular
study. our need to train individuals in the intervention technique of using
a combination of Reality Therapy and counseling for internality strategies
was a major problem. We were not able to schedule standard training
times for all of the counselors and faculty in each one of the experimental
schools. Therefore, we settled for what we could get by way of an oppor-
tunity to influence them with these ideas and concepts and help them de-
velop the requisite skills. In addition, several approaches to evaluation
were taken, as have already been outlined previously. Given the diffieul-
ties in training, the variations in expe%iet’ice of counselors and their
training and educational level and the similar conditions with developmen-
tal studies instructors, based on the assessment data which we wéfa
able to gather both with respect to quality of counseling and quality of
instruction we assumed that minimal standards were met. The varia-
tions that we found between the schools were assumed to be attributable
to the application of the treatment effects which we feel were preferable
and more effective than the more traditional counseling and instructional
approaches of the control schools.

In addition to the above problems, there was no way to structure
into lhe ongoing life of students any guarantees of individual counseling

contacts with the counselors. Only in the schools where human Foterrlfial
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éaurseslar the equivalent were taught and where all students in the
developmental studies programs took these courses were we sure that
the students in the experimental cells were reached by the counseling
treatment. In addition, we were not able to access all of the coun-
seling contacts made so evaluative information only has been gathered
on samples of counseling contacts.

A third major kind of issue that has far reaching implications
for the outcomes of the study has to do with the variation of the schools,
We did not have enough funds to go across the country and randomly
selected schools for the experimental and control cells and then follow-
up with all the training that was necessary to bring people to a criterion
level and +o have enough schools in each cell so that we could argue that
the sehool effect had been entirely néutraﬁzed. Since we were able to
get at least four schools in each experimental treatment it was felt that
the school effect was partially neufralized, In addition, the data was
analyzed by analysis of covariance so that between-school-variations
the pre-test of each of the criterion variables was controlled. Under
the above-mentioned ciricumstances, sex and racial/ethnie factors were

monitored as much as Pcssibleg

Assumptions

. The treatment effects reached the majority of students in
exFe?imental cells,

2. The quality of individualized instruction in the E;s:’;erirﬁgntal



cells indeed exceeded the quality of individualized instruction in the
control cells.

3. The monitoring of the sample counseling sessions by audio
tapes and by the other measuring devices utilized provided an accurate
reflection of the quality of counseling contacts made with students,

4, The attrition 'LI‘!AS'LibjEEtS from approximately 200 in the
original sample down to approximately 800 (first post), 400+ (second
post and follow=-up).

5, The length of time of the study was enough time to observe

the changes in which we were interested.

imitations

1. This study was confined to developmental studies students in
community colleges in Texas,

2, InterPreta.tian of the data is of ne‘;:essity limited by ﬂ!‘lé
general oroblems of field research and, in particular, in our study by
the fact that different teachers and different counselors were working in
the different cells and the cells were in differing institutions with dif-
fering institutional climates.

3. The subjects were not randomly selected nor were they
randomly assigned to the schools but attended schools mostly by fact of
geographic residence.

4, Not all subjects took the same number of developmental
studies courses. Some of them were in complete programs where

everything that they encountered was designed to assist high risk stu-
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dents. Others were only taking one, two or more courses which were
of a develépmental studies nature.

5. The data gathering in the schools was conducted Ey different
persons in different settings. For example, some testing was during
class meetings, some was outside of the class meetings, and some of
the data gathering was conducted by mailouts.

6. The population dealt within the study was so heterogeneous
that the heterogeneity may have had an effect on our ability to discover
significance.

7. Not all persons in all cells received counseling.

8. Not all persons in the individualized instruction cells
received the same quality of individualized instruction.

9. We tested for hc:m:::ogenéity of variance in normally distr’ibuv-
ted scores across all cells and corrected for differences through our
' co-variance procedures. Still there remains the qﬁestian of whether or
not in the design of this particular study, did our inability to make
random assignments of éu’bjects to the various cells really meet the
technical requirémenﬁ of analysis of co-variance wi‘;ich assumes a
random assignment of cases to cells.

Given the ébave; | it.is obvious that the investigators feela -~ -
little uncertain "cleanliness" of their data and just how comparable these
data were, It should be noted that correlational matrices on all vari-
ables were completed, correlational relationships were studied care-

fully and we did analyze the variation of the pre-test data and rana
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number of separate analyses to establish the final quality and dependal:ility
of the data analysis, Because we have been involved with the data in the
study for three years it is difficult for us to ascertain how objective we
have remained. Still those of us that have been involved with the study,
trained the counselors, observed the instructors, met the subjects,
examined the data and completed the data analysis have a feeling of confi-
dence in the t?ends observed in our data and believe that effort was justified
and that the original hypotheses are correct.

Finally, after the extensive analyses of the data were conducted
and consultation with several methodological and statistical experts was
held, it wz= felt that possibly the final analysis of the data was too coarse
to give a truly fair representation of what actually happened, E;'v’ven though
statistical significance was obtained, we have reason to believe the differ-
ences were even greater than the analyses indicated. Since there were so
many factors involved in this study, the analysis of covariance was some-
whatiiﬁiwed in the differences it detected. Subsequent to this report, the
use of linear models will be employed to lieaﬁal'yz’.é this data. A model can
be constructed to specifically fit this study and therefore more meaningfully
analyze the results, It is expected the significance of the findings will be

enhanced considerably.




SECTION VI

DATA' ANALYSIS

Part A: Narrative
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Data Analysis

Preliminary Analysis Section

Besides the major analyses, many other ways of examining the data
were conducted, The first was the demographic data characteristics of the
original sample of students tested in September of 1974, Table VI-1 con-
tains all this data in tabular form, Beside the number of respondents in
each category the.percentage of the whole is given. When apprapriaté, the
mean, the mode and the median are given as further breakdowns, " As the
reader can see the majority of the séuden{:s were anglos with a relatively
large percentage of chicanos and blacks; the percentages of other minorities
were 50 small that in the final analysis of the data they were excluded.
There were also more males than females in the sample. The majority of
subjects were between 18 and 23: females were slightly younger than the
males, On the average chicanos were the youngest group of all (especially
thé chicano females), while anglos were a little older and blacks seemed to
be the oldest group with the average male older than the average female.
The typical anglo was best off fi...ncially; the typical black was in the middle;
and the typical chicano was least well off, On the average males reported a
higher level of family in;:ame; than did females, Overall family income
varied quite a bit between the various students. As far as parental contri-
butions go the majority of students received less than 50% of their support

from their parents. Broken down by racial/ethnic group, anglos generally
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received more support from their families and blacks generally received
less financial suppart from their families. Overall, the average female

reported receiving more financial aid from her parents than did her male
counterpart.

Students' fathers mean edu:aticﬁal level was approximately 10-1/2
years. Thus, the father of the average student had not cc;'mFleted high
school. For anglos the mean number of years of school completed by the
father was appraxi‘rnately-flz years (completed high Séﬁacl), Most blacks
reported that their father had about 10-1/2 years G; schooling, Chicanos
reported the least amount of father's edu-catian‘with approximately 8 years
in school. Parents of both male and female students had achieved equivalent
educational levels. Cin the mother's education, the mean was apém%imately
10-1/2 years of schooling completed. Anglos reported that their mother
finished 12 years of school (completed high school). Blacks reported
their mother completed about 11-1/2 years of school. Chicanos reported
that their mothers completed approximately 8 years in schi;al. As with
father's education, females reported lower mother education and father
education than did males but again the difference was modest.

Please refer to Table VI-1 for a breakdown of the students' report
of fathers' occupation. There was a wide range. Generally anglos reported
their parents in more skilled occupations than did either blacks or chicanos.
There was very little difference between males and females in this category.

Although the majority of students reported they were employed, a
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large percentage of students reported they did not work. Modest differences
between the racial/ethnic categories existed, But, there was more of a
difference between males and females-with females more likely not to work
than males. As far as number of hours worked there was a wide range here.
The average student seemed to work over 25-30 hours a week. Again there
is not much difference between the racial/ethnic categories although appar-
ently females did work less hours per week than males.

The following section will be on the students who do not fit in the
categories of chicano, black or anglo. These included American Indians,
Oriental Americans and unspecified minorities. In addition to the same
demographic information as has been already presented on the chicanos,
blacks and anglos, mean scores cxﬁ pre-test instruments for these groups
are listed with the ACT composite scores, Fall 1974, and Spring 1975 GPA.

This information is contained in Table VI-2, The reader can see from
looking at the table there were very few Indians, only 11, even less Oriental
Americans, 6. Since the n is so small in ;,:hese samples the reader will be
referred to the table to review the demographic data characteristics as
presented. What is of most interest to us in these graups were their scores
in the instruments admiﬁistered. Their scores on the two locus of c:antrul‘
scales show an interesting pattern. The American Indians were much more
internal on both the Nowicki-Strickland Scale and I, P, C scale than are the
Oriental-American and unspecified minorities. The @rie_gtalsAmerh:ans

seem especially high on the Chance subscore of the I, P, C scales. Also
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the ATerican Indian seemed to report the lowest levels of anxiety, with
unspecified minorities next, and Oriental Americans reporting the highest
levels of anxieties, The American Indians reported the highest social de-
sirability scores while Orientals had the lowest with unspecified minorities
in the middle.

Table VI-3 is a summary on pre-test data and ACT scores by race
(anglos, blacks, and chicanos) and sex. All the data presented will be on
the pre-test scores which were administered in the fall of 1974, Generally
anglos scored the most internal of any group. Eréaking this down by sex,
anglo males scored more internally than anglo females. Chicanos were the
next most inﬁernal group, and here the sex trend was reversed. Females
were slightly more internal than males. The most external of the groups
were the blacks. The males were definitely more internal than the females,
as measured by the Nowicki-Strickland locus of control scale. The same
order generally falls true in the I (internal) subscale of the I, P, C locus of
control séale: anglos were the most internal, chicanos were next, and blacks
were moast external although some of thé differences were not that great,
Again anglo f_ema!es were generally more external in this category than were
anglo males, Chicano females here were more external than chicano males,
Black females were definitely more external than black males.

On the P subscale measuring the effect of powerful others, chicanos

reported the least effect of powerful others with anglos next, and while blacks_ .

reported the most influence. Broken down'by.sex this presented interesting




comparisons. Anglo males and females did not differ much on this;

anglo females reported a little less influence. Chicano females were

- definitely less influenced by powerful others as measured by this scale.

Most interestingly black males reportéd a much str@néer influence of
powerful others than did black females, who with the chicano females were
lowest in this group.

Looking at the C subscale of the I, P, C scales the anglos reported
the least influence by chance, Chicanos were the next lowest while blacks
reported the most influénce, although there was not that much difference
between blacks and chicanos in this category. Looking at egﬁh group by
sex, anglo females were more influenced by chance than were males;
chicano females were a little less influenced than males although the differ-
ence did not appear to be meaningful. Not much was shown between the
black males and black females.

Looking at the state (situational anxiety) anﬁiety score from the
State Trait Aﬁxiety Inventory, the chicanos reported the Ieasrt amount of
anxiety followed by the aﬁglas and then blacks. Overall there was not much
difference between the gr@gpé- We interpret this positively since the-;
measyre was of their anxiety while they were filling out the inventories for
us. Looking at each group by sex, anglo females were a little more anxious

than their male counterparts, Chicano females, however, reported less

- anxiety than their male counterparts, and in the black group females report-. . ___

ed a little more anxiety than the males.
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Looking at the trait anxiety scores from the State Trait Anxiety
Inventory, generally the chicanos showed the lowest trait anxiety followed
by the anglos, then the blacks as the most anxious group. The breakdown
by sex indicated the anglo females reported sign’ifica_ntly more trait anxiety
than did their male counterparts., With chicanos, the females reported
slightly more anxiety than the males. With blacks, the females agaiﬁ re-
ported more anxiety than the males.

On a facilitative anxiety score from the Alpert-Haber Achievement
Anxiety Test, overall there did not appear to be than much difference be-
tween the different racial/ethnic categories. Again what was interesting
was when the scores wer-é broken down by sex. Looking at the anglos,
females reported less facilitative anxiety than did the males; the same was
true with the chicanos and with the blacks. The debilitative anxiety score
from the Achievement Anxiety Test reflected th;a saméglﬁngi Overall there
was not that much difference between the groups but in each case the males'
scores were lower than the females'iscnras especially in anglo males and
black males.

Looking at the Marlowe-Crowne Social Desirability Scale scores
revealed a very interesting finding. While there was not much difference
between the anglo males and the anglo females, their mean score was much
lower than either the chicanos or the blacks. Looking at the chicanos by

v~ -gex, Fernales had slightly higher-social desirability scores. . The same was
true in the black group with females scoring a bit higher on the Marlowe-

Crowne,
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¥inally, ACT composite scores were examined. The anglos had
much higher scores than the blacks with the chicanos in between, In both
the chicano and the black groups there was very little sex difference,
whereas in the anglos the females had slightly higher scores.

A group of one way analysis of variance was done with different
income groups as the independent variable and cthe:;:* éem@graphi: charac-
teristics and the students' pre-test scale scores as dependent variables.
The first table is Table VI-4 which is"the comparison of tl;Le incorne groups
with sex as the devendent variable. As one can see there was a definite
se:% difference which was highly significant, Looking at the group means,
females rgparted lower incomes in their families than did males.

Table VI-5 compares the different inﬁamé groups with racial/ethnic
backgrounds., Aéain here the F-ratio was significant with the anglos renort-
ing higher levels of family income and chicanos reporting the lowest levels
of family income.

Table VI-6 compares income with how much the students reported
as their parents' contribution to their school expenses. Again here the dif-
ferences were statistically significant between the groups, and as one would
expect students who reported lower family incomes received less financial
help from their parents than students who reported higher levels of

family income,

i Table~VI-T-compares-the-different-income-groups-with-father!'s.edu-

cational level. Again the differences between the groups were statistically
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significant and again were as one would expect. Students who reported
lower levels of family income reported lower levels of father's edﬁcatian,
whereas those with higher levels of fami‘iv income reported higher levels
of father's education.

Table VI-8 compares the different income groups ﬁith mother's
education. The results were statistically significant and basically in the
same direction as that of the father's education. That is, groups that
reported higher family income also reported higher levels of education for
their mothers,

Table VI-9 looks at comparison of income groups with father's
occupational level. Again the results were statistically significant and in-
dicated that students reported higher levels of family income when the
fathers had a more skilled occupational level,

Table VI-10 compares the different income groups with whether the
student is employed or not. The differences between the groups was statis-
tically significant, and students who reported that they worked were more
likely to report a higher level of family income.

Table VI-11 compares different income groups with number of hours
the students work. Again the differences between the groups were sta-tisti—
cally significant, The students who reported that they worked more hours re-

norted higher levels of family income,

eimeTable-VI-12-compares-the different_income _groups_ using scoreson
the Nowicki-Strickland locus of control scale as a dependent variable. The

results were statistically significant, and from what we know about locus of
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control theory we would predict that students who reported higher levels
of family income would also have sx:créd more internally on the locus of
control scale where students who reported lowest levels of family income
.scored most externally. This was t};;e tregd in the group means.

Table VI-13 compares the income groups with the students pre-test
score on tEe Internal scale of the Levenson I, P, C Locus of Control Scale.
Note that the differences between the groups were statistically significant,
However, although the differences were significant, they were not as clear
cut as they were with the Nawicki*Strickland except for the middle income
group which is almost as high as the highest income group. Although t—hefe
was some mixture between the five different groups the trend was that the
lg’wer income groups reported less internal control than the higher income
groups.

The next Table is VI-14 which compares the income groups with the

Powerful Others scale from the Lexlrensan Locus of Control Scale. Here,
there were no significant differences between the groups. Looking at the
group meaus, the group that reported the lowest amount of income also re-
ported the lowest belief inPowerful Others. The highest income groups
reported one of the highest beliefs in Powerful Others of all the groups.
Table VI-15 compares the different income groups with the Chance
scale from the Levenson Locus of Control Scale, Here the differences were
—e—gignificant-and were-more.or-less.along-the lines. of what the _theory would

predict. The lower income groups reported more beliefs in chance factors
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whereas the highest income groups reported less beliefs in chance factors.
Table VI-16 refers to the comparison of the income groups with the
state anxiety pre-test score on the State Trait Anxiety Inventory. Again
the differences between the groups were statistically significant, However,
looking at the group means, no clear trend was shown. What is interesting
with the two is that although the highest level of income reported the lowest

£

level of state anxiety, the next lowest was the lowest level of income and

the three middle income groups reported overall the highest level of anxiety.

The next table is VI-17 which compares the income groups with
trait anxiety pre-test score from the State Trait Anxiety Inventory. Again
the results were statistically significant. When one looks at the means,
the highest income group reported the lowest amount of trait anxiety.

There is some mixture in the other groups. The two groups that had the
lowest amount of income did report the highest levels of trait anxiety.

Table VI-18 compares the different income groups with the facilita-
tive anxiety pre-test score on the Alpert-Haber Achievement Anxiety Test.
Here the results were statistically significant as well. Generally there was
a trend that lthe lower income groups reported higher levels of facilitative
anxiety while the higher income groups reported lower levels of facilitative
anxiety, :

Table VI-19 compares the different income groups with debi.lj\jt;ative
anxietyv?féétast on the Alpert-Haber Achievermnent Anxiety Test. Here the
differences were not statistically significant. If one looks at the group
means one can note that there was very little difference between the groups.
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Table VI-20 looks at the income groups and compared with the
Marlow-Crowne Social Desirability pretest scores. Here the differences
between the groups were statistically significant. There was a definite
trend. The lower income groups reported the most social desirability
response while the highest income groups reported the least.

The next information to be examined is Table Vi-21 which contains
the information on total dropout information. This is broken down both by
racial/ethnic background (chicanos, black and anglos) and by sex within
each racial/ethnic category. For the purposes of our study, a dropout
wag defined as student who had no Fall, 1974 GPA and no Spring, 1975 GPA.
T:I;:wever; for the reader's iﬁtgr—eat and for .EﬂmPaI‘iSéﬂ purposes what is
also printed in the table are the numbers who had the Fall GPA but no
Spring GPA, no Fall GPA but a Spring GPA, and who had both semester's
GPAs. The total for the different groups shows blacks had the highest
percentage of dropping out, fernales were slightly higher than males. Chi=
canos had the lowest with females slightly less likely to have dropped out
than males. In the anglo group, which was in the middle, there was not
much difference between the males and fernales. In the groups with both
Fall and Spring GPA, chicanos had the highest percentage of those still in
school, the blacks had the lowest and the anglos were in the middle, For
interpretation purposes since we know students did not have a GPA, these
results were not totally clear. We did not have information on why each
student who dropped out did so. However, Table VI-41 presents the results

of our Follow-Up Questionnaire which gave us a better idea of why students
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did drop out. In many cases we see that they actually did not drop out hut

‘perhaps made vocational choices that no longer required schooling or for

other various reasons left school in what was not necessarily a negative
situation for the student. In short, the student may have made a more
meaningful (to him) life (career or personal) choice.

Table VI-22 presents the dropout totals by school. School two had
the best record with no dropouts and schools 5, 8, and 10 also had good
records. When you look at the percentages of who had both the Fall and
Spring GPA, schools 1, 2, 5, 8, and 9 seemed to have the highest totals
in this area in percentages. As referred to in the last table, however, this
is not necessarily to speak poorly of the school's program, Students who
drépped out did not necessarily drop out for negative reasons, They may
have dropped out as a part of a change in végatianal Echc::ic:g, or to enroll at
another school. These results were more or less presented for the reader
to get a better picture of what happened at each school.

Analysis of Project Hypotheses

This section deals with analysis of the treatment effects on the locus
of control and anxiety measures, Preliminary analyses were done on each
variable to see if pre-test scores differed significantly between the different
cells. In each case there were statistically significant differences between
the ‘celli. Therefore, analysis of covariance was used with each variable,
with the-p%Eetest measure as th.é covariate. In each analysis, a 2x2x2x4
analysis of covariance was performed with the change in personality measure

as the dependent variable, The independent variables were Instruction

153

VI-A-12



(Individualized versus Traditional) X Counseling (Composite versus Tradi-
tional) X Sex (Male, Female) X Quarter (the subject's pre-test score was
broken down into quarters). In addition, there are two tables for eath
variable, The first is the change from the pre-test to the first post-test.
The second is the change from the pre-test to the gsecond post-test., The
tables containing this information are VI-23 through VI-40.

The first analysis results are presented in Table VI-23, which is the
change on Nowicki-Strickland Locus of Control Scale scores from the pre-
test to the first post-test. Looking at Table VI-23 note that all the main
effects were either significant or approached significance, Looking at the
instruction factor, we note that although it was not statistically significant
it did approach that. When looking at the cell mear it can be noted that
students who were in the more traditional instruction cells were more likely
from time | to time 2 to have increased in internality or not to have increased
in externality as much as students who were in the more individualized instruc-
tion cell, When looking at the counseling factor we note basically the same
trend - students who were receiving the more traditional, less experimental
counseling were more likely to either have increased in internality or not
to have increased in externality as much as students who were in the more
innovative counseling cells. What this means for our purposes is that unfor-
tunately from the pre-test to the first post-test (only a period of four months)
was not enough time for the instructional and counseling strategies to have
had a significant effect on the students. It is as Nowicki (Personal C’?V@mmu-

nication, 1974) reported generally when you are trying to change locus of
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control what you may have to see first is an increase in externality and
then a longer period of time before the increase in internality occurs.

When one looks at the main effect for sex, males were more often
the ones that increased in internality, and females were the ones who
increased either in externality or remained about the same, Looking at
the main effects of the quarter the student's pre-test score was in, students
who were most external were more likely to move toward internality, The
only other portion of the analysis which was statistically significant was the
effect of instruction by counseling which reflected the trend of the main
effects - in that students who received the more traditional counseling or
instruction were more likely to have increased in internality.

The next table the reader will be referred to is Table VI-24 which
looks at changes in the Nowicki-Strickland Locus of Control Scale from the
pre-test to the second post-test. We note that none of the main effects were
statistically significant although instruction did approach significance. Look-
ing at the cell means indicates that students who were in the indivudualized
instruction cells were more likely either to increase in internality or not to
increase in externality as much as students who were in the control instruc-
tion cells. Looking at the two-way interaction effects, the effect of instruction
by counseling was definitely very significant, The group means indicate
students who received both individualized instruction and counseling for intern-
ality were much moré likely to have increased in internality or not have
decreased as much in externality as did groups who did not receive these

treatments. This certainly has great imoort for our study. Another variable
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that was not statistically significant but is of interest was the interaction
between counseling and sex. What seems to have been the case here is
that generally females were less likely to increase, in internality than
males who received the counseling treatment.

The next table to be examined is Table VI-25, This reflects the
change in the sugjects' I (Internal) subscale score from Levenson's I, P, C
Locus of Control Scales from the Preﬁtest to the first post-test. This
refers to the level of internal control the subject perceives himself or
herself as having. Sex was the only significant main effect. The case here
was the same as for the Nowicki-Strickland Locus of Control measure--
females generally not only were more external to begin with but were less
likely in any case to have increased in internality than were males or they
were more likely to have moved further toward externality. Looking at the
twaawair interactions, the effect of instruction by counseling was statis-
tically significant. Looking at the cell means what seemed to be the case
was the students who were in the individualized instruction cells especially
and somewhat in the composite counseling cells were more likely to either
have increased in internalitf as measured by the I scale or were less likely
to have increased in externality.

The next table is Table VI-26 which shows the change in the I sub-
scale score from the Levenson I, P, C Scale from the pre-test to the second
post-test time. None of the main effects were significant except the effect
of sex approached significancé.. It was reported in time 1 to time 2, gen-

erally females were more external to begin with and were less likely to
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to have increased in internality and /or more likely to either have stayed
at tvh.éi,r present level or to have increased in externality. In looking at
the rest of the effects no other interaction even approached statistical
significance,

Table VI=27 cm{tains the change in the Powerful Dthersi(P) sub-
scale score of Levenson's I, P, C Locus of Control Scale from the pre-test
to the first post-test. The only main effect that was statistically signifi-
cant was the effect of sex. In looking at the cell means, comparing males
and females, over the period of time from the pre-test to the first post-
test females were much more likely than males to have decreased in their
reported beliefs in powerful others whereas males were more likely to
have increased in reported beliefs in powerful others or they stayed about
the same. None of the other interactions were statistically significant.

One that came close at the .105 level was the effect of instruétion by sex.
Looking at the individual cell means, generally those females who were in
the individualized instruction cells were much more likely to have decreased
their beliefs in powerful others than were the females who were in these
CEIlS:

Table VI-28 contains the change in the Powerful Others (P).subscale
score on Léve;ison;s I, P, C Locus of Control Scale from the pre-test to the
second pcst-test_' Here as in the previous case the only main effect that
was significant was sex., And it was inﬁvtha same direction as from time 1
to time 2, Females were (even over this longer period of time) more likely
to have decreased in their beliefs in powerful others whereas males were
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either less likely to change or more likely to have increased in their
beliefs in powerful others, Looking at the interactions none were statis-
tically significanl or even approached statistical significance.

Table VI-29 refers to the change in the chance (C) subscale score

on Levenson's I, P, C Locus of Control Scale from the pre-test to the first

poat-test. No main effects here were statistically significant although the factor

of sex did approach significance. Females were more likely than males to
decrease in their reported beliefs in chance factors over the period be-

tween the pre-test and the first post-test. There are no two-way inter-

actions that were significant but the three-way interaction between instruc- .

tion/counseling and what quarter the subjects' pre-test chance score was
in were statistically significant. Looking at the cell means, students who
received individualized instruction and composite counseling were more
likely over this time period to have decreased in their reported beliefs in
chance factors--but this was mainly true for those students who were in
the low belief in chance factor iu the beginning. This indicated that if stu-
dents had a low belief in chance factors to begin with and if they were in
the individualized instruction and composite counseling cells they were
more likely to have decreased their belief in chance factors,

Table VI-30 represented the changé in Chance (C) score on Leven-
son's [, P, C Locus of Control Scale from the pre-testing to the second nost-
test. Althgugh none of the variables reached statistical significance, in
looking atthe cell means i:hé group that received individualized instruction

and composite counseling produced decreases in belief in chance.
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Table VI-3l reflects the changes in the state anxiety scores on the
State Trait Anxiety Inventory from the pre-test to the first post-test.
This m rticular factor was not extremely important for our purposes in
that it reflected the student's anxiety level at the time he/she was taking
our inventories. The main effect of instruction was significant here. In
looking at the cell means, what seemed to have happened here was that the
students in the individualized instruction cells decreased their state anxiety
from time | to time 2. Another significant finding was the interaction be-
tween instruction and what quarter the gtudent's pre-test score was in.
This means that students who were receiving individualized instruction and
who were highly state anxious decreaséd in state anxiety from time 1 to time
2, whereas students who were highly state anxious but who were not receiv-
ing the individualized instruction did not experience this decrease as much,
The three-way interaction instruction by counseling by state quarter was
statistically significant. Students who received both individualized instruc-
tion and composite counseling and who were most anxious benefitted most
from this treatment and reduced most in the amount of state anxiety reported.

Table VI-32 refers to the changes in state anxiety on the State-Trait
Anxiety Inventory from the pre-test to the second post-test. The only main
effect significant was the e'ffect of instruction and again it was from timell
to time 2. Students who received individua}izéd instruction were mostly
likely to have decreased in their reported state anxiety. Looking at the two-
way interactions we note that instruc_tian by counseling was also statistically
very significant. This means that students who received the composite
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counseling and the individualized instruction were most likely to have
decreased their reported state anxiety from time | to time 3. Also note
in that counseling by sex interaction was sigﬁifiéavﬁt,‘ The c;elll means in-
dicated that the counseling had a differential effect in reducing state anxiety
depending on whether the subject was male or female. Generally the males
were more likely to have decreased in reported state anxiety from time 1
to time 3. Looking at three-way interactions, the effect of instruction X
counseling X state quarter approached significance. Looking at the cell
means, what appears to be happening is the students who received the indiv-
idualized instruction and composite counseling and who reported the most
anxiety seemed to decrease slightly in state anxiety from time | to time 3,
more so than people who reported the highest level anxiety but who Werer not
in the individualized instruction composite counseling cell.

Table VI-33 shows the change in trait anxiety as measuréé by the
State Trait Anxiety Inventory from the pre-test to the first post-test. This re-
fers to a person's anxiety level that he/she generally reports that he/she
feels. As one can see by looking at the tables nearly all the main effects
were significant or approached significance. Looking at the cell means for sex,
males generally became less anxious from time 1 to time 2 and females be-
came more anxious from time 1 to time 2, What the significant effect of
instruction means here was that from time 1 to time 2, students who received
the most individualized instruction were more likely to have reported in-

creases in amﬁiety scores than students in the more traditional forms of
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instruction. What the significant effect of counseling means was that
students who received more traditional kinds of counseling \x;ere more likely
to decrease.in reported trait anxiety than those who received the composite
counseling, Trait quarter being almost significant was interesting in that
students who reported the lower levels of anxiety had a slight tendency to
have decreased more in anxiety than those who feparted moderate to higher
levels of anxiety. Looking at two-way interactions, the interaction of in-
struction and sex almost approached significance which (by looking at the
cell means) indicates males who were in more traditional instruction had
the greatest tendency of all the groups to decrease in trait anxiety reported,
Also one interaction that was very statistically significant was the inter-

action between instruction and trait quarter. In looking at those cell means,

the students who reported lower levels of trait anxiety to begin with and
were in more traditional forms of instruction decreased slightly more than
the other groups.

Table VI-34 reports the changes in trait anxiety (as measured by
the State-Trait Anxiety Inventory) from the pre-test to the second post-test.
Here some interesting reversals occurred over what hap\penned from the
pre-test to the first post-test, The instructional effect approached signi-
ficance. Students in the more individualized instruction were most likely
to have reported a decrease in their trait anxiety from time 1 to time 3.
Although the sex variable was not significant it approached significance and
again as from time 1 to time 2 males were generally more likély to decrease
in trait am-:i;:ty and females were more likely to increase., The main effect
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for trait quarter was significant. This also reflected a change from time 1
to time 2. Looking at the cell means, the people who reported the higher levels
of trait anxiety were more likely than the people who reported lower levels
of anxiety to decrease in the levels of anxiety reported over time (over and
above the effects of regression toward t'k;e. means), Next looking at two -
way inter ~tions we had an interesting finding, There was an interaction
between types of counseling received and sex of the subject, What seemed
to be happening here was that males who received the composite counseling
strategy seemed to have decreased most in anxiety although there was some
decrease for fermales, but it was not as strong a trend. | Another significant
finding was the counseling by trait quarter interaction which (looking at the
cell means) indicated that the students who were in the composite counseling
cells and who reported the most anxiety to begin with were more likely to
have decreased in reported trait anxiety than any other group. In looking at
three-way interactions, though not significant two approached statistical
significance. This was instruction by counseling by sex, By looking zt cell
means, one discerns that persons who received both the composite counsel-
ing strategy and .Lﬁdividualiz,ed instruction and were males were the ones
most likely to have decreased in trait anxiety. In looking at the almost sig-
nificant effect between instruction, sex and trait quarter, the student who
received individualized instruction and was male and reported the highest
levels of trait anxiety was most likely to decrease in trait anxiety from
time 1 to time 3,

The next table is Table VI-35 which reflects the change in facilitative
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E\.T’E{iEtY‘SCDT‘ES on the Alpert-Haber Achievement Test from the pre-test
to the first post-test. The only main effect that was significant was sex,
In looking at the group means, males were much more 1ikelvy’ to have
increased in facilitative anxiety over time 1 to time 2 than were females.
The only other difference that approached significance was the interaction
between instruction and sex. Looking at the cell means, this appears t»
mainly be a further reflection of the strong differences between males and
females, It looks slightly like the males in the traditional setting were
more likely to have increased in level of facilitative anxiety reported from
time 1 to time 2.

Table VI-36 reflects the change in facilitative anxiety reported on
the Alpert-Haber Achievement Anxiety Test from the pre-test to the second
post-test, There were several significant effects here. First looking at
the main effects, instruction was statistically significant. Looking at the
means, what appears to have been the case was students who received the
more traditional forms of instruction were more likely to have increased
in facilitative anxiety while the students who received the individualized
instruction were more likely to have decreased in facilitative anxiety while
the students who received the individualized instruction were more likely to
have decreased in facilitative anxiety. The counseling factor also seems to

have been a significant factor here; looking at the cell means-- students who

received more traditional forms of counseling were more likely to have

increased in facilitative anxiety while those who received the more innovative
kinds of counseling were more likely to have decreased in facilitative anxiety,
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As with the change from time 1 to time 2 there was a definite difference
between males and females with males reporting more increases in
facilitative anxiety over this longer period cf time than females. The
4reatments seem to have been effective in a long range of rgducing
anxietjes in general.

Table VI-37 refers to the change in debilitative anxiety score on the
Alpert Haber Achievement Anxiety Test from the pre-test to the first oost-
test. The only main effect significant by itself was the factor of sex. Males
reported more decreases in debilitative anxiety while females reported
more increases. The only other aspect that was significant was the three-
way interaction between instruction and counseling, and delibitative ankiety
quarter, Students who reported lower levels of debilitative anxiety and were
in more traditional instruction and counseling were more likely to have
reported decreases in debilitative anxiety fr om time | to time 2,

Th: next table iz Table VI-38 which is the change in debilitative
anxiety scores on. the Alpert Haber .chievement Anxiety Test from the
pre-test to the second post-test. Looking at main effects, none were signi-
ficant but the instructional effect approaches significance. Looking at the
cell means, students who were receiving more individualized instruction
were much more likely to decrease in repayr—ted debilitative anxiety. ILooking
at two-way interactions, none are significant although the <ffect of counseling
by debilitative anxiety quarter approaches statistical significance. Again
looking at the celi‘*ﬁ'ﬁiéans; the students who were receiving the innovative

counseling techniques and who reported low or moderately low debilitative
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anxiety to begin with were more likely to have further decreased in
reported debilitative anxiety., Next looking at three-way interactions, the
effect of instruci_zicm by counseling by sex approaches significance, Looking
at the means, it seems that students who wé;e .receiviﬁg more individuali;ed |
instruction and the composite counseling and who were male were more
likely to have reported decreases in debilitative anxiety. The three-way
interaction that was definitely significant was the effect of instruction, coun-
seling and debilitative anxiety quarter. The cell means iﬂéicaté that students
who were receiving individualized instruction and the experimental counsel-
ing and who reported low to moderate levels of debilitative anxiety were
much more likely to have reported de;;gase’s in debilitative anxiety from
time 1 to time 3. o

" Table VI-39 is the change in the Marlow-Crowne Social Desirabilit;f
Sc;‘.ale scores reported from the pre-test to _the first post-test., This variable
was ma inly included as a methodological safegﬁard, The intervention strate-
gies were not designed to change the Marlow-Crowne scores one way or the
other. The only significant changes from time 1 to time 2 were for the sexes;
in looking at the cell means, males were more likely to have increased in
social desirability responding while females were more likely to have de-
creased in social desirability responding.

The final table in this series is Table VI-40 which contains the changee
in the MBETIBW_—'CI;I‘DWﬂE Social Desirability Scale scores from the pre-test to
the second post-test, Sex again was the only main effect significant; males
were more likely to have increased in their social desirability re sponding
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while Pernales were more likely to have decreased. Several two-way inter-
aétigns were either significant or approached significa;ce‘ Looking at the
jnstruction by counseling interaction cell means, students who were receiv-
ing more traditional instructia_n but more innovative counseling were most
likely to have decreased in sc:cijal desirability responding. I[nstruction by
sex was significant with females who received tfaé{éianal inatruction being
more likely to have decreased in social desirability responding. There
also was a significant effect for counseling and which quarter the Marlow-
Crowne Fr&test score was in, Looking at the cell means, students who
reported the highest level of social desirability responding and who were
receiving the rnar% innovative kinds of counseling were more likely than
other groups to have reported a decrease in social desirability responding
from time 1 to time 3,

Data summary. Generally, what our results indicate is that a

period of three to four months was not a long enough time to improve stu-
dent's locus of control. At least in this situation, a two-semester time
period was needed, Additionally, this can be said for the anxiety measures:
the decreases in reported anxiety occurred in the treatment cells only after
the two-semester period,

Sex differences cropped up in nearly all variables - with females
more external and anxious to begin with and much harder to change.

Since there were so many interaction effects, further refinement .
needs to be accomplished so that the ‘faé‘ters can be better separated, Linear

models are being developed as a possibility to help in this. What comes out
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as most evident, from our knowledge of the schools, is that the schools
where the most overall positive humanistic atmosphere existed,the most
w;sasiti\f:e changes were produced,

One explanation for why the more traditional counseling and instruc-
tion produced increases in internality and decreases in anxiety initially,
could be these settings were more what students were used to. After two
semesters, though, they fostered movement toward externality and increases
in anxiety.

Follow-Up Summary

The final table in the data analysis section is Table VI-41 which is a
frc;aqu.eﬂcy distribution of responses to items of the follow-up questionnaire,.
The reader can see a copy of the follow-up questionnaire in the appendix.
The majority or 62% of the students reported that they were still in school.
The majority at the time the fﬂllgwaupbquestiaﬁﬁaire was administered
(January 1976) had more than 20 credit hours completed. One of the most
positive aspects of the follow-up questionnaire were those students who
explained why they were not in school. And if we refer back to the dropout
tables presented earlier note that some schools had fairly high dropout
CE;uﬂtS. But when why some students were not in school this semester was
examined some good reasons appear. Thirteen percent transferred to four-
year ::cll_eges, eleven percent had entered a new career, eighteen percent
had had money problems, thirteen percent had had family problems, twenty
percent reported other reasons. What was most interesting was that only

two percent reported dissatisfaction with their school and only three percent
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reported that it was more difficult than they expected as reasons for their
dropping out. Next the students were asked to rate the preparation thejr

school Frovided for other schools. What was very positive here was that
89% of the students rated their schools either good or excellent.

Looking at employment information most students were employed
and most of these were employed full time. A wide variety of types of jobs
held was reported and the reacer is referred to the table to see this. Gen-
erally, the students liked their job and the courses that they had did not
necessarily help them obtain their job but more reported that the caursés
helped perform their job and many reported that it helped them to advance
in their job. Also generally their educatiou did aid them in getting their
job, What was very interesting though that the majority of the students
answering the question if their job was relate,d to their major reported that
their job was unrelated to their major.

* Next students were asked to evaluate aspects of their experience at
their community college. Generally, this is a very positive thing in that
78% of them rated their overall educational experience as one of being
saliafied, The reader is again referred to the table to examine in depth
the students goals for attending junior college. The majority of the students
were seeking to complete a transfer degree (A, A. or an A, A,8.)., And
although only 14% said they had accomplished this, 79% said thely were
either still pursuing the objective or hoped to in the future. And only two
percent of the students who an.wered the question had no further plans to
pursue education.
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Next the students were asked to rate various aspects of their szhanlé
including instructors, counseling, administration, courses, etc, The reader
again is referred to the table. In looking at the table one can generally see
that by far the large majority of students in each category rated their schools,
instructors, counselors, etc., as either excellent or good. Very small

percentages in each category rated any of the aspects of their school as

. either poor or very poor.

Next the students were asked about i:heir future plans or desires for
the next four years. Very many interesting and varied reponses were report-
cd. Again the reader is referred to the table for more depth. Although stu-
dents often reported the job that they currently held as being unskilled or
semi-skilled, their future plans or desires indicated a general trend that
theygwizhed to move up in the occupational world., Another gratifying discov-
ery was that in examining their future ecducational plans most students not
only reported that they wanted to complete their junior college degree but
that they wanted to go on to a four-year college, do graduate work or other
training.

The last section of the follow-up questionnaire was on the students
past school experiences. Generally most of the students reported that they
were |3 or under in the 7th grade, ‘Mr;st reported that they had failed no
subjects in the 7th grade or any before the 7th grade. Most felt it was impor-
tant to graduate from high school and most believed in their ability to graduate
from high school,

Generally tbén the follow-up qﬁesticnﬁairé gave us very positive

and enlightening information.
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Table VI-B-1

DEMOGRAPHIC DATA

The information in this summary was obtained in September, 1974 using the
Demographic Data Form, see Appendix A.

NUMBER OF SUBJECTS

Total 1310

ETHNIC ORIGIN

Anglo 562 42,89%

Males 358 (27.32%)
Females 204 (15.57%)

Black 256 19.53%

. 45%)

Males 137 (1
( 9.08%)

Females 119

WO

Chicano 411 31.36%

Males 179 {(13.66%)
Females 232 (17.70%)

American Indian

=
8
o
L
a0

)
[o]
.
1)1
e

 Oriental

Lo
(%]
[T}
~J
-

Other 39

b
n
-
O
~J
b

Unknown

SEX_BREAKDOWN

Total Males 710 54.20%
Total Females 590 45.04%
Sex Unknown 10 “0.76%

Q Vi-B-1




Totel  Anglo =13 Blask K=l Chleeno

e ]

et
(1]
l—l
L
hay

1-18-23 9%  Males : Males T=1.64  Males ¥=1%
2- %3 258 ) o

3 = Jh=45 85 Females X - Females  X=1.37  Famales X=119
4 = 46-55 1, . -

5« 55t 3
1=1.%% Total Males X = 1.4
Yode = 1.0 -

Vedian = 1,193
Mssing = 16

]
v
—
s
L w0

Total Pemales [ =132

FALY R

ol kgle  Teh2)  Bak  K=300 (e K2

ol
.

- $0-2999 125 Males : 4,26 Males T=949  Males X=2081

1-3
2 = §3-59%9 246 . - -

3 - $6-7999 15 Females ¥ =409 Temles X=2.62 Femles  X=2)1
h=9 |

-8

WI-B-Z

8-9999 179

10+ 420

X= 346 Totel Males X = 3.73
Vode = 5.0 —_—

Medisn = 3.65
Missing = 163

. Total Females ¥=312

PBENTAL CONTRIBITIO

fwl  dnglo T4 Blak  Tel2 Chlemo  X=136

1 €508 7 Males  T:139  Males  T=118  Males =15

2% 508 426 _ . -
Females T=1.,48  Females X=1.38  Females =139

{=17
Mssing = 163
Total Jales y = 1,33

Total Females 1,41

FullToxt Provided by ERIC.
-—



T

1

e
"

1

m-l
-
=

i mn [

otal

0.46
12
1,56
191

gl

Males

Females

TATHER'S EDUCATION (years of school gempiete&)

WOTHER'S EDUCATION (years of school completed )

o

b
Mode

- Nedian
Missing

e ' .

FATIER'S QGCUPATION

Total

10.57

12,00

11,64
135

1 - Farmer

2 = Ingkilled

7. Sami '

) = Service

5 = Skilled

b - Cler-0ff,

7 - Sales
17 8- Jr. Exec.
1749-PML

5 ii:jf.lﬁ
0

Aruitoxt provided by Eric

Total

28
80
198
87
2
8
46
106
129

hnglo
Males

Fenales

Males

Females

T=12.07
T=1.9%

1=12.%

e g e e e TR L L L e et e e L

lales

Females |

Nales

Females

Males

Females

Total lles

X=1035 Chiceno X =8.14

I —

T:103%  Males Y =815

T=10.7 Females 1= 6.13

Total Ygles T = 10,69

Total Fanales ¥ = 10.23

e

1=1.% Chlcana_

T=ilb4 Males

T=11.09 Females T=7.9

T = 10.88

Totel Females 1 = 10,20

Chicano X2 467

S R

¥ =342
T=1348  lales =442

7213  Females K= ht

Total lales X = 5.0

Total Ples

0
|
m
i
-
>




Total

1S OF BRI

pik
752
43

1 110
2 1120
S
{40
5 40

Y= 3.%
 Node = 5

Nedian = 3.61
Missing = 5
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Total

pll
121
195
160
R

Anglo
Males

Femaleg

Males.

Females

Males

Females

Males

Females

=165  Chicano

Y=17  Yales

T=1.5 Females

Total Males = 1,69

Tota] Females BV

X=35  Chicano
=400 lales

T=2.69  Pemales

Total Yales T = 3.7

Totel Fenales ¥ = 3,19

i
M
i
bed
P
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TABLE VI-B-2 e . A s
AMERICAN INDIANS ORIENTAL AMERICANS “ UNSPECIFIED MINORITIES
Frequency Percent Frequency Fgr it Frequen~y Percent
Sex: Male 7 63.6 a 6 19 48.7
Female 4 36.4 2 20 51.3
. T 186.0 i) £ 00.0
Age: 18-23 4 36.4 4 25 64.1
T 433 ] 54,4 1 11 28,2 )
34-45 1 9,1 1 2 5.1 &
46-55 0 2.0 [ 1 2.6
7 j§) 155,00 [ E5) 100.0 %
Fanily Income Yesrly » ol
i 1 9.1 z 33.3 3. 7.7
3,000-5,999 2 18.2 1 16,7 7 17.9 =
6,000-7,999 1 9.1 - 0 0.0 2 5.1 s,
8,000-9,000 0 0.0 1 16.7 3 7.7 [an)
10,000+ 5 45.5 1 16.7 14 35,9 &
Missing 2 118.2 1 167 10 25.6 =
T T06.0 [ 116.0 o T06.0 :3
parental Contribution %
to School Expenaes
~ Tos3 than 9 81.1 2 33.3 25 64.1 g
. More than 508 2 18,2 1 16.7 10 25,6 B
Miszaing [+] __0.0 3 _50.0 4 10,3 =g
4 160.0 3 100.0 % 1000 &
Father's Education (Mean): 10.5 yrs in school 8.5 yrs in school 11.6 yrs in school i
Mother's Education (Mesn): 9.3 yrs in school 10.8 yes in school 9.8 yrs in school 4]
Father's Oc 'Elti onal Level: g
Unskilled 0 © 0.0 1 16.7 1 2.6 =
Faraer 2 7oz 0 0.0 0 0.0 -
Semiskilled 1° 9.1 0 0.0 4 10.3 =]
Service 1 9.1 2 33,3 2 5.1 i’
skilled 2 18.2 0 0.0 4 10.3 P
Clerick) -Office 1 9.1 0 0.0 6 15.4 =
Sales o 0.0 0 0.0 3 o 1.7 35
Junior Exec-Manager 0 0.0 1 16.7 6 15.4 =
Professional 2 18.2 1 16.7 6 15.4 (2]
Misaing 2 18,2 1 16.7 7 17.9 =
T 106.0 3 160.0 n T00.0 ]
i}
&)
0 0.0 0 0.0 16 4.0 e
0 0.0 1 16.7 0 0.0 =
0 0.0 1 16.7 5 12.8 4
3 27.3 0 0.0 7 17.9 -
0 0.0 1 16.7 5 12.8 o
: 6 54.5 1 16.7 5 12.8 2
Missing 2 18.2 2 33.3 1 2.7 -
51 106.0 & 160.0 %17 166.0 g
Mean Scores on Instruments NO, OF NO. OF NO. OF *
' MEAN CASES MEAN CASES MEAN CASES e
Nawicki-Strickland Locus ) E
of Control Scale (Adult Form) 9,82 11 15.00 6 11.20 35 =
L]
1 (internal) subscore on ‘the ) o 0
1,P,C Locus of Control Scales 39.40 10 36.60 5 37.27 35 %
&
P (powerful othera) subscore "
on I1,P,C Locus of Control 7 o
S;algs 18.50 10 25.80 5 18.00 34 %
C (chance) subscore on the B ) E’g
1,P,C Locus of Control Scales 18.70 =10 30.80 H 18,11 35 g
State Anxiety score from ) ) o a
State-Tralt Anxisty Inventory 32.09 11 44,60 5 35.88 34 r'?;
Trait Anxlety score from - i ©
Seate-Trait Anxiety Inventory 36.81 11 48,60 5 18,72 36 =
=t
Facilitative Anxiety Score %
from the Achievement Anxisty . =
Test 23.18 11 27.20 5 25,57 35 :“;3
==
Debilitative Anxiety Score ) , m
from the A.A.T 27.81 i1 31.60 5 29,49 k13 e«
Marlow Crowne Social 7 )
Desirability Scals Scors 18.09 11 15.75 4 17.91 34
ACT Composite Score 8.50 2 6.00 3 13.00 11 %
3 ] - - " . )
[l{TC 1974 Fall Semester GPA 2.40 % VI-B-5 2,54 5 2.718 32
1.52 8 2.45 5 2.40 31

1975 Spring Semester GPA
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SUMMARY 0N PRE-TFST DATA D A.C.T. BY RACE D SEX

TABLE VI-B-3

BLACK MALES BLACK FEMALES ANGLO MATES ANCLO TEMATES CHIGANO WALES ~ CHICANO FEMALE
Tnatruments Adninlstered
Ag Pre-Teata _
- x = ND, Df qui ()f HD« Qf ND! ﬂf HG! Df - NQ! ]
Hen  Cases Mo CheR Mern  Cases Men  Caoes Henn (ager  Mean Cnges
Nowinkl-Stelckland Locus o
of Conteel Seale (Adult Fom) 125 18 1o W 971 1% 0.7 1% 123 19 12,0 28
I{internal ) subscore on the a _ , ,
19,0 locus of Control Seales % I .09 113 611 36 wh 18 B2 16 W6 2
P(powerful others) subacare
an the I,P,C locus of control
stales am 1 04 12 NP W 019 19 vy 15 Ba X8

0(chance) subscale of the

1,7,C lacug of Gontrol Scales Ao 122 0,80 113 17,9 3{45' 185 19 mle 15 0,0 2

State fulety seote fron

State-Traft Anxlety Inventory Bot 1% o 14 my o 7.8 19 n8 19 %99 26

Tralt Anxdety seore fra

Beate-Tralt Anglety Inventory R w3 12 wa U e 1y we 16 1.6 22

Facilitative Anxlety score
Fron the Achievement Antiety

Toat 4.5 19 25 1 A0 30 2N 1% wp o %420

Debilitative Antlety score 7
from the A.AT. : X6 19 W0y 12 2% W 02w A M BO 2

Marlowe Crowne Soelal

Desi rubi11ty Seale Score w10 19,69 13 15,50 W 5.5 19 wnl Mmoo Bam

8.5 A 89 5 R W g w3 B Wom

ACT Composite Seore




i Table Vi-B-~4
: A.

. Comparison of Income Groups with Sex as the
Deperident Variable in i Onc Way Analysis of Viariance

Table VI-B-5
A.

Comparison of Income Groups w.th Aace as the
Dependent Variable in a One Way ' eais of Variance

Group N Mean Standard Group N Mean Standard
$/yesr — - Devigtion $/Year —_ Deviation
0-2999 115 1.65 0.478 0-2999 115 2,3565  .B603
i 3000-5999 227 1.59 0.492 3000-5839 227 2,3216 8506
!
6000-7299 169 1.41 0.494 6000-7999 164 2.2308  ,763R
8000-9939 165 1.39 0.489 8000-9999 165 2.0%64  .607%
10,000 + 389  1.36 0.480 10,000 + 387  1,98i9  .516.
i
' __TOTALS _ _1063 1.45 _ TOTALS 1063 2.1430
B. B. .
Source Table Source Table
ource b.F. Sum of Mean F Proba- Source D.F, Sum of Mean F Proba-
, .. Squares Square Ratio  bility o Squares  Square Ratio  billit,
— — , — — — o —
letween Groups 4 13.6720 31,4180 14.478 .000 Betweon Groups 4 25.7032 6.4258 12,862  .000
{thin Groups 1058  249.7730  0.2361 Within Groups 1058  528.5620 449
otal 1062 2634450 o Total 1062 554.2653 7
C. C,
Possible Dependent Variable Values Possible Dependent Variable Values
1 Black 2 = Whire 3 = Chicano

1 = Male, 2 = Fomale

Table VI-B-6
A,
Compur Lzon of Income Groups with Parental Contribution

e Expenses as the Dependent Variable ;
‘1In a One Way Analysis of Variance

Table VI-R-7
A.

;mgarisgn of Income Groups with Father's fducation
As the Dependent Variable in a One Way Analysis of Variance

Group N Mean Standard Group N Mean Standard
: §/Year — Deviation $/Year — - Deviation
0-2999 103 1.2816 .4520 0=29%9 92 8.5326 3.6236
3000-5529 200  1.3050 .4616 5000-5939  1g9 9.0000 3.8798
6000-7999 153 1.3203 4581 6000-7999 145 9.5862  3,8740
§000-9599 1¢2 1.3154  .4805 8000-9999 150 10,3400 3.9405
10,000 + 350 1.4514 L4983 10,000 + 355 11.7070  3.9405
?  TOTALS 955 1.3602 TOTALS 931 10,2932  3.8133 i
B. B. - ]
Source Table Source Table
iﬁurﬂ ii— 22'\;‘!525 g;;grg ggtig g?gi; Sfui;cg | i g;za;is ggigre gatm g:iig
Between Croups A 4.7020 ..1755 5.1 . 000 Between Groups 4 1383.6804 345.0201 23,472 V;GDD
Within Groups 950  217.38.9  .2283 Within Groups 926 13647,2670 14,7379
Total 054 222.0880 ) Total 930 15030,9474 o
c. cC. 7 -
o Possible Nependent Variable Values Possible Dependent Variable Values
EMC 1=ilpss than 50% 2 = more than 50" Exact figures in grades: 0l - 08 = Grade School
e 181 VI-B-7 Bk B



Bein
Th;s‘:
ERIC

PAFuiiText Provided by ERIC
i

A%

VI-B-8

Pathe
A.

CampRr B of Ingeme ér'l\lpi wirh Mothar's Eﬂ!lﬁg‘ﬂﬂh
As the Depandent Viriable i & One- ¥y Analyzis of Yarane

fante VI-B-90 .
Al
Compur i Bon of Thvong B vps with Father's Oueupaton java\
fs rhe Dapendent \avighie 0 & One Way Analvais of Varisnce

Group N Mean Standard Group N Mein Stundurnd
§/Year o Devi $/Year L Deviation
0-.24999 itb I e N B A A n-1994 s Loka% 10303
IONNLREIT M0 9.2ee” 3763 3000-3829 |58 4437w 2,070k
HO00- 7994 155 hueds o L1963 a001-7999 125 40100 177
BOGT.9099 151 1111w 59580 $000-3099 126 48335 2. 3108
[, 600 ¢ RO I 1.0305 10,000 + 359 noTlRn 2. nk
S - TATALS BOu . 5.0740 _ I.ldoh
B, B.
source Table Source Table
il
ST D.F. Sum of Mean P Source n.F Sum of Mean ¥ Prot
. Squares  Square  Ratio Squares  Square Ratio  bili:
Hetwpen LTAUps 4 12186848 I0d,6712 20.516 L 000 Between Groups 4 JR3 1737 70.7934 13,997
Wwithin tiroups A0 145536239 14,8506 Within Groups A04 4066, 3764 5.0677
Tatal o RS J5772.3080 o Total 808 4349,5501 R
c. c.
Pussitie Dependent Variable Values Possible dependent Variable Values
~yged rgiret oin prades: 01 - 08 = G?ﬂdv Gchaol If column 45 is & "2, then:
09 - 13 = High Schoul 1 p 6 = Clorical/offiee
13 - 2 = College I = FATMET b =L erical/offy
# 2 = Unskilled 7 = Sales
3 = Bemiskillied 8 = Junior executive, manager
4 = Service 9 = Professzional, samager
5 = Skilled

Table VI- B-10
A,

) Cﬁﬂﬁ'pﬂ?i;ﬁgﬁ?lnmoﬂe Groupa with Employrment
A3 the Ogpendent Variablein a One Way Analyais of Variance

Groan 5 Mean
HALLS —
2.-2999 13 L4513 . 497%
p0.5890 222 |, 563 497 H
¥ 6000-7999 |67 1, 4108 . 4890
8000999 |63 (.63 . 4810
1a, 005 + 2m0  |.6579 . 4150
L6078 L
B.
Sourcg Tahle
S irea E.F. Sum At Mean Proha-
I o Syuares Square bility
Rabnaan Sronps 4 4 3056  |.0764 . o0
Withiv &roups 1240 145.4705 , 1340

Total 1044 249. 7781

.,
Passtele. DepenbentVairabie ladve s

Ewm “;«F;L )

stolm ?ntrifmi Fram Tiems 9.

Dernoaraih i e Hirves tory ] )
Not empleyed:  (Fhe 40N casTRymry. fg,&hmltﬁg
Emistey edy (ane efrrha. akherne oitag
oI

B at 0 pn seenonge sas made ta e 9,

RS 'S checkad)
VI-B-3

Table VI-B-1l
A,

Comparison of Income Croupa with Hours Employed
Aa the Dependent Variable in a One Way Analysis of Variance

Giroup N Mean Standard

$/Year — e Deviation

0-2999 53 ) 1,0377 1. 3723

30005899 129 3, 4341 12428

6000-7989 10} 3,4369 1, 296|

8000-9999 107  3.8785 1,135

10,000 + %4 1, R228 L 2444

TOTALS 63k 1.6285

a,
dnurce Table

Source b.F. sum of Hean 3 Froba-
o o Squares Square Ratig bilir,
Aetwean Lroups 4 43,4315 10, 8544 T azl i
Within Crunps & il 1. 8461
Tatal b 1O B350 e

C.
Passihle Drpen‘pnt Variahle Vilues

H;}'I:mr;lnyr-f] ffjaiwﬁn 17 {%a "'2)

1 =1 4 = 3-40
2ooopr-an 5 = 49+
Voer= 30

182



) Tabla.VI-B-12

Y

An the Depandere \ariable in a One Way Analveis of Varian e

Group N Mean Standard

$/ Year Devi

i}’iipsriinﬂ of Incoma Grovips wath Addyit Nowicky-Strekland [-1 S le
i
I

0-2999 M4 12,4211 AL @Rl
3000-5929 214 12, 6941 ., Dui5
. 6000-7999 159 {0,981l 4, 99nR

2000-9999 157 10, H0/o 4, 3782

14,0°0 + A7y 9,857 4, 4100
TOTAS U017 11,0698

Source Table

source nFE, Sum of Mean F Proba-
e L Squares Square Ratio bility

Botween Groups 4 1335, 7810 333,94%2 14, 644 .000
Within Groups 1012 23074, 2623 22, 8007
jotal 1016 24410, 0433

c.

Possible Dependent Variable Values

ANS.IF (Opinien Survey)

Pretes: Score,

Tahle VI-B-14
A,

' Comparisnn of Income Groups with Powerful Others
Al the Dependent Variable ina One Way Analysis of Variance

Group N Mean Standard
$/vear . Deviatlon
0=2994 110 18,8009 9. 3054

3000-5834 21T 19,7051 9,2938
~-7999 159 19,7358 9.3656

N-9999 186  20.5449 10, 3165

8,000 - 177 17,4435 B.7807

TN S lme l‘?.ﬁEDVlS B I

| R.

sgurce Table

Iu;m!gi,.— LN faim ot Mean F Pm\,?ax

| Squares Square Ratio bility
\qltwven froups f g 7834 ~ +4°5.1958 518 L7213
vithin @roups  |ol4 8B483. 1735 W7, 2615

118 HA6A 1, 98AR

Pesvible Dependent Variable Values

Piﬁllrﬁi‘l Others §oala
O le Surviey!

Table V "=R-13
A.

Céﬁxaarigr||\ of Tncame Croups with 'nternal Seale
Ad the Dependent Variable ina One Way Analysis of Variance

Group N Mean standard
3/Year . L Deviation
0-24930 109 34,6055 7,029]

3000-5499 216 34,4318 7,017
6000-7994 159 35,5780 6, 6327
4000-9999 183 % 6405 7. BG4
10,000 + 377 35,9020 §,5120

e JOTALS 5014 45 1HE4

. R,
Source Table
Source b.F. Sum of Mean F Proba-

Squares Square Ratio bility

Between Groups + 531, 0839 132, 7710 2, 7R .26

Within Groups 1009 48115, 9388 47, 6863

Total 1013 _48647,0227

c.
Possible Dependen. Variable Values

Internal Seala (Attitude Survey)
Preteat Score

Table Vi-B-1F
A.

Comparison of Ineome Groupe wita CThance Scale
Ag the Dependent Variable ina One Way Analysis of Varignce

Group N Mean Standard
$/Year L Deviation
0-2999 108 20,2407 9, duidd

3000-5939 218 20.9633  8,7919
6000-7999 1589 19,2201 a,1008

§000-9999 156 18,6090 9.439%

10,000 + 3177 17,5066 #, 7032
TOTALS 1018 _18,9732% S
B.
Source Table
Source D.F. Sum of Mean F Proba-

Squares Square Ratio bility

Botween Groups 4 IBTS,160% 469, 5401 5, 76! 000

Within Groups 1013 82562.1236 Bl 5026

Total

L]

Possible Dependent Variable Values

Chance Scale (Attitude Survey)
Pretest Score

VI-B-9



Table VI-B-16 Table yI.RB-17

AL
o A.

Cumparison ol Income Groups with Trait Anxiety

Comparison of Inonme Gronps with State Anv<inly
As the Dapéndent Variahle ina One Way Analysis of Variance

As the Dependent Variable 1na One Way Analysis of Variao g

SG;?UP N Mean Stéf.!flﬁrd Group N Mean Standard
§/Year . Deviation $/Year . Dbeviation
0-2999 I15 3h. 8391 n,4305 0-2999 114 39, HD70 H.5568
3000-5595 220 8. 309 10,1080 1000-55%9 218 41, 7860 9, 2661
6000-7999 160 37.5375 9, 1505 6000-7909 185 39,0258  A.944
4000-999y 162 38,2160 10,9083 8000-9999 16l 19, 6894 9, B249
16,000 + 374 35,8360 9,%193° 10,000 + 17s I8, 2347 9. 756¢
- TOTALS 1035 37,0821 TOTALS 1020 19. 5088
B. B
Source Table
Sourc 5 . - s
urce b.F, Héan, F Proba- Source 0.k, Sum of Mean I Proba-
[ R Square  Ratio bility B ) Squares Square Ratio bility
detween Heoupe 1 : - . ,
etween Droug 102,7424 4,104 015 Between Groups 3 1775, 2899 443, 4225 5,108 , 00l
Within Groups 1030 100457, 0497 9F. 5311 Within Groups 1015 90009, 6307 BB.L794
lual 1034 101664, 0193 _ Total 1019___91784. 9206
. C
lossible Dependent Variable Values Possible Dependent Variable Values
State Anxiety Trait Anxisty
STAl  Pretest Score 5TAT Preteat Score
Table VI-B-18" .
N . Table VI-BR-=1C
A,

Campati=on of [ncome Groups with Facilitative . niety

Asthe Depandsnt Variahle in a One Way Analysis of Variance omparigon of Income Groups with Debilitative Anxiety

As the Dependent Variable in a One Wav Analysis of Varianer

Standard

Group N Mean ) ) .
§/Year Group N Mean Standard
e e - §/Year . o L 1t i
0-1999 113 . .
01-2999 {1z 29,0625 & 7294
J000=-5539 ™ 24,4977 4. 3R00 o L . o i
3n0-58 ! 3000-5829  21¥ 29,2936 8, 763
(17909 t8 74, B545 1. 70&0 . , . Lo .
nooa-ue9 |8 6000-7999 168 29.060F S, 9987
ony-9uia 158 23,9167 5,150/
80009919 ' 8000-9999  1S6  29.504 & 0056
0,700 378 23,6323 4. 6047 o ] )
! v 3 10,000 + BTE  29.0423 6. 1003
OTALS 11133 24, 1481 _ i - )
- IDJ—' L3 — ——= - S — . TDTALS |7()%? e ,29’17{}8
B. - T
B.
source Table .
Source Table
Solir e L Sum of Mean F Proba- s - - : Bl
Sires Square  Ratio bilivy Source D.F. Sum of Mean ¥ Praba-
——— - = == e = — e ) squarcs Square  Ratio bility
Between Grours Bl 23,6483 857 6458 2, 455 L 044
d Between Groups 3 36,4004 u 2228 250 . 910
Kith eoups in2s AL, 7884 234342 e o,
Within Gvoups n2 14t 758 23,434 Within Groups 1024 Z7754, 8402 n
N2 21372, 318K o 3 . . -
oo AR s e oal 1028 377917396
C. S
G.

184

VI-B-10

Pfossible Dependent Variable Values

O
EN{C‘?';\E,\”'{EHVF Anxiely

Pratest Svore

Possible Dependent Variable Valuas

AAT (Fxam Attitude Survey! Dehilitative Anxiety AAT (Exam Attitude Sufvey)

Preteat Score



Table VI-B-20
A,

Comparison of Income Groups With Marlowe Crowne Social
Desirability Scale As the Dependent Variable in a One Way
Analysis of Variance
Group N Mean Standard
$/Year Deviation

0-2999 111 19. 8739 5.4940
3000-5699 <421 13,4389 5,1735
6000-7999 164 17, 5915 6.0192
8000-9999 156 17,0449 5.9842

10,000 + 378 16.5635 5.6185

TOTALS 1030 17.5592 -

Source Tabiv

Source D.F. Sum of Mean F Proba-
Suuares Square Ratio biiity

Between Groups 4 1181, 9377 295.4844 9,300 .000

Within Groups 1625 32565, 9497 31,7717

Total 1029  33747.8874

c. *

Possible Dependent Variable Values
Marlowe Crowne Social Desirability Scale
(Persona! Reaction Inventory)

Pretest Score K

VI-B-11




TABLE VI-B-2I

ORI 08, BUACK 1110 DAOPOUT 10048

CHICAICS 8 MGLOS

x‘

Wales  Females  Tota, | Males  Females Total Males  Females  Total

No Fall 1974 GPA _‘
No Spring 1975 GeA 17 % | 19 39 3 23 6l

l—
Lo ]

Fall 1974 GPA
No Spring 1975 GPA 25 18 43 26 21 47 6l 38 99

No Fall 1974 GPA
Spring 1975 GPA 5 12 17 4 0 4 9 5 14

Both Fall 1974 GPA

Gspring 1975 6A U5 1. 242 no P )

R

WI-B-12

112 219 342 193 535

L]
L]
goLe
—
—Ti

162 176

CHICALO, BLACK, ANGLO DROPOUT PERCENTAGES

CHICANOS BLACKS MIGLOS
Males Pemales  Total Males Females  Total Males  Pemales  Total

No Fall 1974 GPA 9.7% 83 10.7% 5.7 1.0% lea% | s L 114
No Spring 1975 GPA

Fall 1974 GPA

No Spring 1975 GeA  17.0% 20,54 18.8%  19.67% 17.% 2118 18.5%

=
LU
- ]
o
P
[ %]
~
-

No Fall 1974 GPA
Spring 1975 GPA- 5.6 1324 5.0% 1L 0.0 1.678 2.84 .74 2,64

Both Fall 1974 GPA |
& Spring 1975 GRA.  67.7% 62.7%  71.6% 60.6% 64.2% 62,348 68.2¢ 62.6% 67,5

100,0¢  100.0% 100.0% 100.0% 100.0% 100,08 100,04  100.0%  100.0%

187




TARLE VI-B-22
DROPOUT TOTALS BY SCHOOL

School ~ School School School School  School  Schoel  School  School Sciawi School  Schoo!
1 2 3 4 5 6 7 8 g 9 10 10
] Nursing Nursing

122 34 23 2 19 1 6 11 2 1
974 GPA 0
1975 GPA

g, ¥dD

ITt®a - arfwam:

12.1% 2088 | 1608 | 2.5% 12708 | 9.1 | 408 [13.6% 5.9% | 25.08

—
N

- GPA $
1975 GPA
_15.2% l?;d% _19.5%

“‘r‘_

22,24 | 22.9% |22.1% | 13.68 | 9.9

12 ! 5‘.;;

2.08 L2y |63 | | o1 1w | i | 35.3% ' | 11.5

70 55 96 79 6l 34 104 120 62 19 29

1974 GPA
1975 GPA
55.9% | 55.89

4£L6T Butadg pue preT

_70.7% f83.4% | 58.5% | 55.2% | 75.3% | 48.6% | 67.5 | 8l.6v | 76.5%

~
L.
8
=

TI# 'l“ﬂ‘m{:ws I0F [STqeTTRAR [Gou =T - T2Y

99/10@ 64/1004 164/100% 143/100% | 81/100%| 70/100% 154/100% 147/100% 81/100%

LS 34/100% 52/100%

1

a4 = mmber of students .
b = % of school total ] 89




SOURCE TABLE VI-B-23

Change in the Adult Furn of the Nowicki/Strickland Internal-External (WSIE) Locus of Control Scores
Fron Tine 1 (Pre-Test) to Time 2 (First Post -Test)

By 1S7: Instruction (Individualized vs Traditional)
Q0N Counseling (Composite vs Traditional)
0 Male, Female

ANSQTR:ANSIE Quarter (Quaz.cr that subject's pre-test MSIE score was in -~ 1, Highly Internal

1,
2, Moderately Internal
3. Moderately External
Hith ASIEL: ANSIE Pre-Test Score as the Covariate 4. Highly bxternal

WI— F—14

Source of Variation Sun of Squares OF Mean Square  FRatio  Significance of F

Covariates 1829, 954 1 1829,95¢ 123,818 001
ANSIE Pre-test 1829,954 1 1829, 954 123.818 001

Main Effects 306,429 6 51,071 5,456 003
1451 41,196 l 41,196 2,787 091
Cou 52,85 1 52,856 3,576 056
S 52,130 1 52,130 357 057
AYSQTR 205,714 ] 68,571 4,640 004

)-Hay Interactions 173,931 12 14,494 981 999
INST X COUN 55,801 l 55,801 5776 049
INST X SEX 10,53 1 10,534 13 999
INST £ (ST 69.726 3 23,242 1.573 193
COU 4 38X 168 l 168 A1 999
COUN X /aSQIR 9,375 j 3,125 211 999
SEX Y MNSQTR 47,329 ] 15,776 L0736

Seday Inter-oicns 114,643 10 11464 776 999
INGT § i 1 GE 2.419 I 2,419 164 999
INST X Cull: ¥ NS 32,573 ; 10,858 735 999
INST X SEX A ANGOTR 47,274 j 22,45 1517 207
COUN X SEY X ANSTR 12,417 3 4,139 280 999

-y Interactions 3137 3 10,456 0 999
INST ¥ COM * SEX X ANSQIR 31, 367 ] 10,456 107 999

11468.826 77 14,719

191

13925.150 808 17.234



P I S V1 S S 1 | I T P A ¥

Ciranpr 10 Ui D rintemal) Sebseate Seore o Lot 10,0 Lo of Cantrol Seale
Cron Time 1 (Pre=Test) to Tine 2 (First Post-fest]

by INST: Instructlon (Individuallzed vs Traditional)
(OUN: Counscling (Composite v Teaditionnl)

SEK: Male, Jepale R .
n§ﬁu; Inturﬂniﬁduurtcr (Quarter Subject’s Pre-Test T seore wis i - I, Low Bellef an 1
o Moderptely Low felief in ]
5, Moderstely High Belief in )
m | A, Migh Bellef in
Wth 100l orermal Seale Pre-Test Seore s e Lot é

seurce of Varlat lon S of Stares i Mean Squire F Ratio Sipnificance of F
Covariates G130,128 | ' 0139,42% ST 80 A0l
141 9139428 | 0139.423 21,863 A0
Wiin FEFects HERIN 0 45,505 1. 105 358
(NST 7,904 1 7.904 92 099
COON 11,893 1 41.893 1017 Al
SEX 195,570 | 195,510 4,748 028
[QTR 32,510 3 10,837 203 099
J-Wiy [nteract lons 749,448 1] 61.454 1,510 1
INST X COUN 228,544 1 22,544 5,427 1Y
[¥ST X SEX §,401 ! g.40 401 999
INST X TQTR 213,071 j 71,02 1,7 150
GOUN X SEX 43,447 l 43.447 1. 054 303
COUN ¥ 1QTR 113.826 ] 37.942 H 999
SEX X 1QTR 116,189 3 3$.750 (40 099
3-Hay Interactions 238,363 1 25,830, 70 999
[NST X COUN X S .819 1 6,819 166 099
[NST X COUN X [QTR 108,018 3 3,000 47 599
(NST X SEX X QIR 108,665 3 3,505 839 999
COUN % SEX X [QTR §.206 3 1,735 (00 99
4-Way Interact lons 05,274 3 2738 528 999
NST X COUN X SEX X Igin 69,274 3 21,758 A28 999
Residual 31719.350 170 41,194
42184889 802 52,600

O Total Covariate
ERIC

WE - B0



SOURCE TABLE VD20

Change i the T Unterial | Sibseitle Seore on Lovenson's 1,1 G Locus of Control Scale
from Tine 1 (Pre-Test) to Time § ( Jnd Post-Test)
By INST: Instruction (Individualized vs Traditional)
“0uN: Counseling (Composite vs Traditional)
SEX:  Male, Female _ ,
IQR: Incernal Quarter (Quarter Subject's Pre-Test [ score was i~ 1, Low Belief in1
2, Mederately Low Belicf in I
5. Moderately High Belief in 1
4, lligh Belief in I

With INTLE: Internal Seale Pre-Test Score as the Covariate ‘

Source of Varlation Sum of Squares OF Mean Square T Ratio  Significance of T
Covariates 672,481 L s 126,144 0l
N1 5472481 1 5472, 481 126,144 001
Main Effects 301,730 { 50,288 1,159 327 |
INST 5,710 | 5,770 133 099 5
CON 18,29 1 18.229 L2 292 h
SEX 135,701 1 135,791 .03 074 U
QIR 92,270 3 50,757 709 999 >
2-Way Interactions 414,688 1 34,557 797 999
INST X COUN 14,608 1 14.608 37 999
INST X SEX 5.809 1 5,809 34 999
INST X QTR 134,203 i 44,764 1.032 379
CON X SEX 1.487 | 1,487 034 099
CON ¥ TqTh 22,520 ; 1,507 173 999
SEX X QTR 208,444 ; 69,481 1,602 187
3-Way Interactions 485,635 10 48,064 L.108 354
INST X COLN X SEX 27,040 ] 27.040 (023 999
INST ¥ COUN X IQTR 134.776 3 44,925 1.036 J78
INST % SEX X IQTR 153,498 3 51,166 1,179 S17
COUN X SEX X I0TR 40,312 3 13,437 310 999
d-w;yrlntera;;ians | 51.188 3 20.396 470 999
(g M COWN X SEX X IQTR 51,188 3 20,396 A0 999 197
GResidual 16702,321 183 43,383
ERIC ; | »
=5 Coverlate 25433, 043 17 56,194




SOURCE TABLE VI-B-27

Change 1n powerful Others (1) Subscale Score on Levenson's I,0,0 locus of Cantrol Senle
from Thne 1 (Pre-Test) to Time 2 (First Post-Tost)
By IN6T:  Instruction (Individualized vs Traditional)
“CON: Counseling (Composite vs Traditional)
SEX:  Male, Female
pyTR: Powerful Others Quarter (Quarter that Subject's Pre-Tost P Score was in -~ 1, Low Belief in P
2. Moderately Low Belief in F
3, Moderately High Belief in

With PONERT: pawerful Others Seale Pre=Test Seore s the Covariate 4, High Belief in P

Source of Variatiun Sum of Squares OF Mean Squave  F Ratio  Significance of F
Covarlates 20273,291 1wl 209,857 001
POWER] 20273.281 | 20273.291 209,857 01
fain Effects 572,127 4 143,032 2.116 078
INST 61,018 1 61,018 03 999 0
(OUN 45.182 ] 45,182 068 999 a‘:}
SEX 520,425 1 529,425 7.831 005 0
QIR 3,270 ! 3.270 048 /999 >
)-§ay Interactions 432,442 6 72.074 1,066 381
INST X COUN 050 1 050 001 999
INST X SEX 174.211 l 174.271 2,578 105
INST X PQUR 68.793 ! 68,793 1.017 L
COUN X SEX 42.886 ] 41,886 034 994
(OUN X PQTR 118,304 ] 118,504 1,750 183
SEX X PQIR 689 1 689 010 .99
J-Hay Interactions 59,428 ! 14,857 220 999
INST X COUN X SEX 33,900 ! B90 501 999
INST ¥ COUN X PQTR 8,015 1 §.615 127 999
INST X SEX X PQTR 3,261 1 3.262 048 999
COUN X SEX X PQTR 10,888 1 10,488 161 999
{-Nay Interactions 33,158 1 33.158 490 999
INST ¥ COUN X SEX X PQTR 35158 ] ISS;ISE 490 /999
Residual 51633961 764 67.610
199

O . AL _E _ 58 A YT s 7Ai
~Tata1 Covariate 73024407 780 9%.621 |




SOURCE TADLE VI-B-28

Change in Powerful Others (P) Subscale Score on Levenson's 1,P,C Locus of Control Seale

from Time 1 (Pre-Test) to Tine 3 (Second Post-Test)
By INST: Instyuction (Individualized vs Traditional)
COUN: Counseling (Composite vs Traditional)
SEX: Male, Fepale _ o
PWRPw@m&hwmﬁmﬂmmﬂﬂmSMﬁﬂﬂﬂﬁmP&mmmim-LmemHnP
2, Moderately low Belief in P
3, Moderately High Belief in P

Hith POWERL: Powerful Others Scale Pre-Test Scoxe as the Covariate 4, High Belief in P

Source of Variation Sum of Squares OF Mean Square  FRatio  Significance of F
Covariates 15480.5%0 L' 18050 200,898 001
POWER] 13480.530 1 13480.530 200,898 001
Main Effects £12.607 ! 153,174 2,283 059
INST 266 | 266 004 999 i)
COUY .24 1 4,244 063 099 ]
SEX 580,020 B 580,020 8,644 00 ;
PTR 14,441 l 14.441 215 099 S
-Hay Interactions 19,321 6 19,388 73 909
INST X COUN 89,453 ! 89,453 1,333 447
INST X SEX 13,920 1 13,920 207 099
INST X PQIR 6.199 ! 6,199 092 999
COUN X SEX 24,675 1 24.675 368 099
COUN Y PQTR 76,498 1 76.498 1140 186
SEX X PQTR 15,749 ] 15,749 235 099
3-Hay Interactions 74.041 4 18,510 276 999
INST X COUN X SEX 25,129 _1 25109 374 099
INGT X COUN X PTR 2,401 1 2,401 03 099
INST X SEX ¥ PQIR 28,013 ] 28,013 A7 099
CON X SEX X PQIR 13,201 ] 13,201 197 099
4-Way Interactions 24,398 ] 24,398 364 099
800 “meracowxsx g 20308 | 24,598 364 000 201
o Pesidual 26169,535 390 67,101
Total Covariate 40657528 406 100,142



(hinge

By INST:
COUN;
SEX:
(QIR:

DURCE TABLE VP2

i Clanee (01 Subseale Score nb L vcﬂ s 1 PG Locus of Control Seale from Time 1 (Pretest)

to T o (First Post test]

Instruction (Individualized vs Traditiondl)
Counseling (Composite vs Traditional)
Male, Female

Chance QUarter(Quarter that sahjeet's pretest {* sepre was dno-- L

Wiﬁh CHANGET: Chanee Seale

Source of Variation Sum of Squares It Mean Square
Covatates [ 1486, 637 | 11486, 637
CHANCEL Pre-tost 11986, 637 | 11446,637
Main Effects 276,860 0 16,143
[NST 3,740 | 5,740
COIN 31388 l 31,388
SEX 179,431 1 179,431
(TR 75,484 ] 25,163
2-Hay Interactions 1030, 067 2 85,839
INST X COUN 55,083 | 55, 683
INST X SEX 19,765 [ 19,763
INST X CQTR 345,451 ; 115,151
COUN X SEX 151,470 I 1511470
COUN X COTR 257,334 ; 35,778
SEX X CQTR 185,256 3 61,752
3.fay Interactions 613.335 10 6,354
INST X COUN X SEX 2,601 | 2,00]
INST X COUN % COQIR 512,117 ; 170,706
INST X SEX X CQTR 17,895 ] 13,965
COUN X SEX X QTR 12,278 j 4,003
{-Hay Interactions 413,545 3 137,848
INST X COUN X SEX XCQUR 413,56 ] 137,848
Residual 44507, 717 759 63,307
(3388, 162 701 80,137

) _Total Covariate

Pre tost Seare s the Covariate

\ __

[ latio

175,884
|75 . BH8

A7
A58
A8
2.748
585

%

'J‘?Im-..ﬁu
ford Tl Tl o

[4
RBE
.3l
|70

L
K

_JWA-*I\N]
pery R Y

319
k
D6

039
W]
2,604
204
63

2,111
2]

| low heffof in chance

). Moderately low helief in chance
5. Moderately high helief in chance
Nigh helicef i chance

Significance of F

001
A0l

999
90
999
L0
999

204
09
099
18l
2
268
999

999
099
049
999
999

096
096

203

WEi-B-20



SOURCE TABLE V[-B:30

Change in the Chance (C) Subscale Score on Levenson's 1,P,C Locus of Control Seale
from Tine 1 (Pre-Test) to Time 3 (Second Post-Test)
By INST: Instruction (Individuatized vs Traditional)
T CON: Counseling (Composite vs Traditional)
SEX: Male, Female
(QM: Chance Quorter (Quarter tha subject's pro-test C score vas In == 1. Low belief in chance
2, Moderately low belief In chance
3. MNoderately high bellef in chance

Nith CHANCEL: Chance Scale Pre-Test Score as the Covarlate 4, High belief in chance
Source of Variation Sum of Squares OF Mean Square  FRatlo  Signdficance of F
Covarintes 653,136 TR AL S TN 0l
CHANCE] 6595136 | 659,136 132.663 00l
Main Effects 180.929 b 30,155 607 99
INST 30.628 l 50.628 618 999 R
COUN 53.256 l 33.256 669 999 é
SEX 5,436 l 5.436 109 999 c
o 11,72 s 3,571 156 99 3
2-Hay Interact fons 423.310 1l 35,276 10 999
INST X COW 125.870 | 125,870 2,533 108
INST X SEX 55.049 | 55,049 1108 2%
IvST X CUTR 61.600 3 20,533 A1 99
COUN X SEY 308 | 308 .06 9%
COUN X CQTR 55.238 ; 11.746 130 99
SEX X CQIR 197.579 ; 65,860 1,325 265
J-Hay Interactions 280,279 10 28028 364 59
INST X COWN X SEX 9.013 | 9,013 18] 99
INST X COUN X CQTR 163,347 ; 54.449 1,036 351
INGT X SEX Y CQTR .78 :s' 14,261 287 999
COUN X SEY Y CQTR 63.539 } 21176 A2 59
4-Hay Interactions 57.781 ; 19.260 88 9
INST X COWN X SEX XCQTR  57.781 j 19,260 388 09 0_;
04 FAR
203 Residual 19034,411 383 49,698 2

26360.846 45 ot



SOURCE TABLE VI-B-3l

Chamge in State (5T) Anxisty Scores on the State-Trait Antiety Inventory (STAI)

fron Time 1 (Pre-Test) to Time 2 (lst Post-Test)
By INST: Tnstruction (Individualized vs Traditional)
COUN: Counseling (Composite vs Treditional)
SEX: Male, Female

SIQTR: State Quarter (Quarter subject's Pre-Test State Anxiety Score ¥as in -~ 1, low state anxious
Moderately low state amxious

2,
3, Noderately high state anxious
4, "

With STATEL: State Ansioty Pretest Scorc as the (ovariate High state anxious

Source of Variation Sum of Squares OF Mean Square F Ratlo  Significance of F
Corariates 1966303 Lt 1esn0s 213,696 00 |
STATEL 19663.043 1 19663. 043 713,696 001
Yain Effects 1339295 3 123,216 2,426 05 R
INST 149,371 l 149,371 4,884 026 A
COWN 126,274 l 126,174 1.571 240 é
SEX 113.210 l 113,210 1.230 207 ;‘"j
STqTR 540,435 3 180, 145 1.958 117 S
)-Nay Interactions 1211.420 12 100,952 1,097 354
INST X COUN 91,271 1 91,271 991 999,
INST X SEI 77,645 l 77,645 A4 999
INST X ngm 743,719 3 247,306 2,694 004
COWN X SE! 3,710 1 3,770 041 .999
COIN ¥ STQTR 156,334 3 52,111 566 999
SEX X STQTR 235,818 3 78.606 454 /999
i-Hay Interactions 1610,235 10 161,024 1,750 066
INST X COUN X SEX 67,468 1 67,468 135 999
INST X COUN ¥ STQTR 1184,905 5 194,968 4,29 005
INST ¥ SEX X STQTR 58,332 3 19,444 A1 999
COUN X SEX X STQTR 328,913 3 109,638 1,192 311
I-Hay Interactions 308,988 3 102.99% 1119 340
INST X COUN X SEX X STQTR 308,988 3 102,996 1,119 340
Residual 71034, 999 172 92,014

)QLRIC:k Corarinte 15167,980 804 118368
NV 207

IToxt Provided by ERI




SOURCE TABLE VI-B-32

Change in State (ST) Anxiety Scores on the State-Trait Anxiety Inventory (STAI)
from Time 1 (Pre-Test) to Time 3 (Second Post-Test)

y INST: Instruction (Individualized vs Traditional)
" COUN: Counseling (Composite vs Traditional)
SEX: Male, Tenale ) ) ) ,
STQTR: State Quarter (Quarter Subject's Pre-Test State Anxiety Score was in -- 1. low state anxious
2. Moderately low state anxious
3. Moderately high state anxious

h STATEL: State Anxiety Pretest Score as the Covariate - 4. High state anxious

 of Variation Sum of Squares IF Mean Square F Ratio Significance of F

ates 10142.427 1" 10142427 115.296 001 s
TE1 10142.427 1 10142, 427 115.296 .001

ffects 1728.885 6 288,147 3.276 004 .
T 1271,901 1 1271, 901 14,459 001 NEE
N 99,893 1 99, 893 1.136 . 287 4
; 17,499 1 17.499 .199 999 .
R 166,052 3 55, 351 629 1999 5
Interactions 1707.667 12 142, 306 1.618 . 084

T X COUN 826,534 1 825,534 9,396 . 003

T X SEX 176,881 ! 176. 881 2,011 .153

T X STQIR 41.795 3 13,932 .158 999

N X SEX 395.216 1 395. 216 4.493 .033

N ¥ STQTR 175.642 3 58. 561 .666 . 999

X STQTR 105.496 3 35,165 400 . 999

Interactions 1203.361 10 120,336  1.368 193

T X COUN X SEX 80,902 1 180,902 .920 .999

T X COUN X STQTR 542,994 3 180, 998 2,058 .104

T X SEX X STQTR 410,293 3 136.764 1.555 .199

N X SEX X STQTR 89,295 3 29,765 .338 .999

Interactions 149.514 3 49,838 . 567 .999 -
T X COUN X SEX X STQR 149,514 3 49.838 56T 1999 209
al 33164.156 37 87,969 "

Covariate 48096.010 409 117,594




SOURCE TABLEVIB-3

Change in the Trait (TR) Anxiety Score on the State=Trait Anxiety Inventory (STAI)

fron Tine 1 (Pre-Test) to Tine 2 (First Post-Test)

By INST: Instruction (Tndividualized vs Traditional)
FOIN:  Counseling (Composite vs Traditional)
Gey: Male, Female -
TRQTR: Trait Anxiety Quarter (Quarter Subject's Pre-test Trait Angiety Scote was in -« 1, Low trait anxious -
2. Moderately lov trait -
anxious
5, Moderately high trait

EILTRAITI: Trait Anxiety Pretest Score as the Covariate
‘ 4, High trait  anxious

Source of Variation Sun of Squares DF Mean Square  FRatio  Significance of F
Covariates 10268, 534 1" 1006853 181,630 001
TRAIT] 10268, 534 ] 10268534 181,630 001
ain Effects 1343.328 6 390,554 6,908 001
INST 875,728 1 §75.728 15,490 001 S
COIN 1268.026 1 1268.026 2,429 01 0
S8 201,143 1 221,743 3,022 045 L
TRQTR 310. 409 3 123,536 2,185 087 >
-Hay Tnteractions 134,210 12 121,851 2,261 008
INST X COUN 53,490 ! 53,490 046 999
INST ¥ SEX 200,584 1 200,584 3,548 087
INST X TRQTR 966. 262 ; 320,087 5,697 001
COUN X SEX 001 ! 001 000 999
COUN X TRQTR 71,724 3 25,908 A2 099
SEX X TRQTR 199, 556 j 66,519 1177 31
3-Kay Interactions 360,190 10 36,019 637 999
INST % COUN X SEX 112,802 1 112,802 1,995 154
INST X COUN X TRQTR 137,762 j 45,921 812 999
INST X SEX X TRQTR 27,665 i 9,222 163 999
COUN X SEX X TRTR 48,455 ] 16,152 86 9%
4-Way Interactions 15,349 3 5,116 090 999
INST X COLN X SEX X TRQTR 15,349 ; 5,116 090 999
Residual 37765, 6 668 56,535
o Tota] Covariate 52287, 304 700 74.696 |
| R 1)

E




SOURCE TABLE VI-B-34

Change in the Trait (TR) Amxiety Score on the State Tralt Anxiety Irwentury[STAI]
fron Time 1 (Pre-Test) to Time 3 (Second Post-Test)

By INST: Instruction (Individualized vs Traditional)

COUN:” Counseling (Composite vs Traditional)

SEX: - Nale, Female

TRQTR: Trait Anxiety Quarter (Quarter Subject's Pre-test Trait Anxiety Score was In == 2,

WithTRAITL: Treit Anxiety Pretest Scove as the Covariate

Source of Variation Sum of Squares

s

(ovariates 207,201
TRAIT] 2097,201
Main Effects 858,225
INST 149,615
COUN : 10,027
SEX 127,055
TRQTR 556,885
2-Way Interactions 875,299
INST X COUN 15,406
INST X SEX 16,254
INST X TRUTR 162,877
(OIN X SEX 180,300
COUN ¥ TRATR 377,493
SEX X TR(IR 114.651
SNy Interactions 841,003
INST X COUN X SEX 164,611
INST X COUN X TRQTR 165,146
INST X SEX XTRQTR 332,534
COUN X SEX X TRQTR 98,321
{-Nay Interactions 113,603

INST X COUN X SEX XTRQTE 113,603

Residual 14531, 231

DF

[PT——

jo—
Mol ot s e AT

o Rand b Ll B i 3

[r—y

Tl el el . T

LS ]

- 303

335

= '0tal Covariate 1660 o

Mean Square

2097,201

2007.201

143.037
149.615

10,007
127,055
185:628

72,942
15,406
16,254
54,292
180,500
125.811
38.217

84,100
164,611
55.049
110,845
2,77

17,868
17,868

47,958

F Ratio

43,730
43.730

2,983
3.120

209
2,649
3.871

1521
52
539

1,132

3,760

2,604
J97

1.754
3,432
1.148
2.511

683

790
i790

650

1, Low trait anxious

Noderately low trait -

anxious -

. Noderately high trait-

Significance of F

001
001

008

075
999

101
010

115
99
999
356

050
999

068
061
330
(75
999

999
99

) A

2

anx1ov§ -
. High trait anxiows

m,'E
Mo
I
H




SOURCE TABLE VI-B-35

Change in Facilitative Anxiety (FA) Score on the Apert-Haber Achievement Anxiety Test
| fron Time 1 (Pre-Test) to Time 2 (Ist Post-Test)
By INST; Insttuction (Individualized vs Traditional)
COUN: Counseling (Composite vs Tradit ional)
§EX:  Male, Female , o o ) ,
FAQTR: Facilitative Anxiety Quarter (Quarter subject's pretest Facilitative Anxiety score was ih --
L Low level fuac, amiety
. 2. Noderately low fac, anxiety .
With FAL: Racilitative Anxiety Pretest Score as the Covariate 3. Noderately tigh fac, aniety
- 4, High fac, anxiety
Source of Variatim Sun of Squares DF Mean Square  F Ratio  Significance of F
Covariates 3350.753 1 3350,753 214,044 001
FAl 3350.753 1 3350,753 214,04 Q01
Main Effects 281.634 6 46,939 2,998 Q07 °
INST 1.759 1 1,759 112 999 N
COUN 1.768 1 1,768 113 999 0
SEX 259.277 1 259,217 16,562 01 &
FAQTR 6,366 3 2,122 136 599 4
2-Hay Interactions 113,697 12 9,475 605 599
INST X CQUN 246 1 246 016 959
INST X SEX 94.850 1 54,850 3.504 (58
INST X FAQTR 3,311 3 1,437 092 099
COUN X SEX 829 1 829 053 599
COUN X FAQTR 3.859 3 1,280 (82 99
SEX X FAQTR 44.110 3 14,703 939 948
3-iay Interactions 140,412 10 14,041 897 955
INST X COUN X SEX 036 ] 036 002 999
INST X- COUN X FAQTR 63.815 3 21,272 1,359 4439
INST X SEX X FAQTR 7.203 3 2,408 154 949
COUN X SEX X FAQTR 66.861 3 22,287 1.424 o33
4-Nay Interactions 72.458 3 24,153 1.543 el
INST X COUN X SEX XFAQTR 72,438 3 24,153 1,543 +401
Residual 12069.598 -1 15,654
o Total Covaridte 16028.551 803 19,961

|




SOURCE TABLE VI-B-3¢

Change in Facilitative Anxety (FA) Score on the Alpert-Haber Achievenent Anxiety Test

fron Ting } (Pre-Test) to Time 5 (Second Post-Test)

By INST: Instruction (Individualized vs Traditional)
COUN:  Counseling (Composite vs Traditional)

SEX: Male, Female

FAQTR: Facilitative Anciety Quarter (Marter subject's pretest Facilitative Anxiety score was in --

with PAL: FPacilitative Anxiety Pretest Sore as the Covariate

Source of Variation

(ovariates
FAl

Main Effects
INST
COUN
SEX
FAQTR

2-Hay Interactions
INST X COUN
INST X SEX
INST X FAQTR
COUN X SEX
CON ¥ FAQTR
SEX X FAQTR

J-Way Interactions
INST X COUN X SEX
INST X COUN X FAQTR
INST X SEX X FAQTR
COUN X SEX X FAQTR

4~Way Interactions

916

o “ESidﬂEl
ERIC

 otal Covariate

INST X COUN X SEX X FAQTR

Sum of Squares

1827.579
1827578

417.414
75,432
107,573
122,312
77,399

194,576
57,601
10.903
79.598

238
3,775
36.249

219.487
31.067
66.330

124,710
54.65¢

43.828.
43.828

6192.553

8895.437

DF

| S

Ao,

3N

411

Mean Square

18,80
1821,579

69,569
75,452
107,513
120,31
25,800

16,215
57,600
10,908
26.58%
238
1,258
12,083
21,049
31,067
22,010

41,570
18.217

14,609
14,609

16,839
21,64

F Ratio

111,852
111,852

4,258
4,617
6,584
7.489
1,579

992
31525
667
1.624
015
017
J40

133
1,901
1,353
2,54

L.115

894

L. Low level fac, anxiety

2. Noderately level fac, anxiety
3. Noderately high fac, anxiety -

4, High fac, anxiety
Significance of F

001
001

001
030
(010
007
192

999
058
999
182
999
999
999

205
165
i256
055
343

999
999

bs
N
[ -
g
U
3




SOURCE TABLEV-BIT

bilitative Aniety (D) Score on the Alpert-liaber Achievement Anxiety Test

Change in De
from Time | (Pre-Test) to Tine 2 (15t Post-Test)

By INST: Instruction (Individualized vs Traditional)
COUN: Counseling (Composite vs Traditional)
SEX: Male, Fenale _ - _
DAQTR: Debilitative Anxiety Quarter (Quarter subject's pretest Debilitative Anxiety score wag in »-
1, Low lovel debil, anxicty
2, Moderately low debil. anxiety
With DAL Debilitative Anxiety Protest Score 1, Moderately high debil, anxiety

— 4. lligh debil. anxicty
Source of Variation Sum of Squares DE Mean Square FRatio  Significance of F
Covariates 4768, 461 1 1768.461 210169 (01

DAL 4768, 461 l 4768.461 210,169 001
Main Effects 248,922 0 41,487 1.829 090

INST 4,328 1 4,328 191 999

COUN 1,154 1 1,154 051 999

SEX 157,776 1 157,776 6,954 008

DAQTR 88,296 3 20,432 1,207 213
2-Hay Interactions 254,489 12 21,208 935 999

INST X COUN 17,203 | ] 17,208 758 999

INST X SEX 185 ] 185 008 999

INST X DAQTR 58,206 3 19,402 858 999

COUN X SEX 3,203 ] 3,208 14 999

COUN ¥ DAQTR 95,768 3 31.923 1,407 238

SEX X DAQTR 94,288 ] 31,429 1,385 245
3-Way Interactions 347,554 10 34,755 1,552 123

INST X COUN X SEX 517 ] S 023 999

INST X COUN X DAQTR 230,000 3 76,067 3,379 018

INST X SEX X DAQTR 15.623 3 5,208 1230 999

COUN X SEX X DAQTR 94,778 3 31,593 1,362 43
d-Hay Interactions 59,691 5 19,897 877 999

INST X COUN X SEX X DAQTR  59.691 3 19,897 877 999
Residual 17266. 068 761 22.689

)
," c 22945194 193 28,935 919
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SOURCE TABLE VI-B-38

Change in Debilitative Anxicty (DA) Score on the Alpert-llaber Achicvement Anxiety Test
fron Time | (Pre-Test) to Time 3 (Second Post-Test)

By INST: Instruction (Individualized vs Traditional)
" COUN: Counseling (Composite vs Traditional)
SEX: Male, Female |
DAQTR: Debilitutive Anxiety Quarter (Quarter Subject's pretest Debilitative Anxiety score was in -»
1, Low level debil, anxiety
2. Moderately low debil. anxiety
3. Moderately high debil, anxiety

With pal: Debilitative Anxiety Pretest Score )+ NOreTEle )
4. High debil, anxiety

Source of Variation Sun of Squares DF Mean Square  F Ratio  Significance of F

Covarlates 2091066 1" 209806 103,384 001
DAL 2091, 066 1 2091, 066 103,384 001

Nain Effects 129,586 6 21,58 1,068 381
INST 18,832 ! 18,831 2.414 117 Q
COUN 683 ! 683 034 99 0
SEX 17.678 1 17.678 874 999 |
DAQTR 54,457 0% 18,152 897 999 >

2-Way Interactions 322,961 12 26,913 1,331 198
INST X COUN 090 1 090 004 999
INST X SEX 5,355 1 5,355 268 999
INsT % DAQTR 53,801 04 17,934 887 999
COUN X SEX 8311 ° 0 28,311 L.400 2%
COUN X DAQTR 142,324 04 VR A 071
SEX X DAQTR 77,990 03 25,997 1,28 i

3-Hay Interactions 366.482 10 36.648 1,812 057
INST X COUN X SEX 19.940 0l 49,940 2,469 113
INST % COUN X DAQTR 210,355 03 70,118 3,476 016
INST X SEX X DAQTR 20,598 03. 6,866 359 999
COUN X SEX X DAQTR 13.597 03 24,531 1,213 304

4-Hay Interactions 65.174 03 21,725 1074 360 y

~INST X COUN X SEX XDAQTR  65.174 03 21,725 1074 360 221
20 o 0
., Residual 7564, 624 s 0.2
ERIC | . ‘
- =Fotal Covariate 10539..892 06 25960




SOURCE TABLE VvI.B-%

Change in Marlowe Crowne Social Desirability Scale (MC) Scale Score
from Time 1 (Pre-Test) to Time 2 (Ist Post-Test)

By INST:  Instruction (Individualized vs Traditional)

T CON: Counseling (Composite vs Traditional) ,
SEX: Male, Female | 1, Low socially desirable
MCQTR: Marlowe-Crowne Quarter (Quarter subject's Pretest Marlowe Crowne Score was in = response

2, Mod, low socially

4, High socially desirable  desirable Tesponse

response 3, Mod. high socially

With ycon1: Marlowe Crowne Social Desirability Scale Pretest it seanrsy
51TdDle Te '_&,,ﬂ-

Source of Variation Sum of Squares DF Mean Square  F Ratio  Significance of F
Covariates 966.264 ] 966, 264 68.012 001
MC3DI 966 264 1 966, 264 68,012 001
Main Effects 75,471 6 12,579 885 999 o
INST 3,997 1 3.997 281 999 "
COUN 1.241 1 1.241 087 .999 m
SEX 59,283 ] 59,283 4,173 039 ?
e 6,858 3 2,266 161 909 >
2-Way Interactions 155,443 12 12,954 A1 999
INST X COUN 3,287 1 3,287 231 999
INST X SEX 1,294 ] 1.204 091 999
INST X MCQTR 64,406 3 21,469 1511 209
COUN X SEX 21,506 ] 71,306 1,500 219
COUN X MCQTR 39,404 3 13,155 925 999
SEX X MCQTR 4,985 3 1,662 17 999
3-Hay Interactions 126,780 10 12,678 892 999
INST X COUN X SEX 1,452 ] 1,452 102 999
INST X COUN X MCQTR 19,749 3 16,583 463 999
INST X SEX X MCQTR 56,571 3 18,857 L3 263
COUN X SEX X MCQTR 38,075 5 12,692 893 999
4-Hay Intemztiﬂns 40,765 3 13.588 956 - ,999
INST X COUN X SEX X MCQTR 40.765 3 13,588 956 999
Residual 11138.449 784 14,207
12503.175 816 15,323
993




SOURCE TABLE VI-B-40

Change in Marlowe Crowne Social Desirability Scale (MC) Scale Score
from Time 1 (Pre-Test) to Time 3 (Second Post-Test)

By INST: Instruction (Individualized vs Traditional) i i
" COWN: Counseling (Composite vs Traditional) 1. Low socially desirable
SEX: Male, Female | o 7 response

MCQTR: Marlowe-Crowne Quarter (Quarter subject's Pretest Marlowe Crowne Score s in ~= 2, Mod, low socially

desirable response

3. Mod. high socially

Hith MCSD1: Marlowe Crowne Social Desirability Scele Pretest 4. High socially desirable desirable Tesponse

response
Source of Variation Sum of Squares DF Mean Square FRatio  Significance of F
Covariates 912,354 1 912,354 46,891 001
¥esDl 912,354 1 912,354 46,891 001
Main Effects 141,154 6 23,506 1,209 300
INST 791 1 791 041 999 G
COUN 27,856 1 27,856 1,432 230 0
SEX 79,375 1 79,375 4,080 041 1
MCQTR 24.894 3 8.298 426 999 >
2-Way Interactions 403,989 . 12 33.666 1,730 058
INST X COUN 70,013 1 70,013 3.598 055
INST X SEX B4.628 1 84.628 4,349 035
INST X oo 58,545 3 19,515 1.003 - 303
COUN X SEX 6,234 1 6,234 320 999
COUN ¥ MCQTR 147.680 ; 49,207 2,530 056
SEX X MCQTR 53,121 3 17,709 910 999
3-Nay Interactions . 98,628 10 9,863 507 .999
INST X COUN X SEX 49,527 1 49,527 2.545 107
INST X COUN X MCQR 3,913 ; 1,304 067 999
INST X SEX X MCQTR 6,191 3 2,064 106 999
COUN X SEX X MCQTR 29.462 3 9,821 S5 999
4-Hay Interactions 9,953 3 30,984 1,592 189
994 INST X COUN X SEX X MCQTR 92,953 ] 30,984 1592 189 295
Residual 7685528 35 19,457 ”
\‘ .
ERIC

sm=te] (ovariate 9334, 605 I n.861




TABLE VI-B-41

Results of Follow-Up Questionnaire

# of Students Y%
I. Current Status
1. Is student currently enrolled (528)%
a. Yes 330 62 Y
b. No 198 37%
2. Credit hours completed (296)
a, less than 10 39 13%
b, 10-20 60 20%
¢, more than 20 197 67%

3, Why not in our school this semester (287)

a. completed program 14 5%
b, transferred to another jr. college 19 7%
c. transferred to 4 yr. college 38 13%
d. entered training program 5 2%
e. entered new career 32 1 %
f. money problems 51 18 %
g. health problems 17 6%
h. family problems 36 13 %
i. dissatisfaction with school 7 2%
j. more difficult than expected 10 3%
k. other 58 20%
4, Rate preparation school provided for other school (129)
a, excellent 37 - 29%
b. good 77 60%
c. not very helpful 12 9%
d. nooor 3 2%

1I. Employment Information

5. Are you employed (335)

a. No ; 106 32%
b. part-time 83 25%
c. full-time 146 43%

* Total number of students who answered this question
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# of Students Da

6. What kind of job do you have (245)

a. manual/unskilled labor 27 11%
b. semi-skilled (machine operator, etc,) 35 14%,
c. trade and industry (auto mechanic, etc.) 16 7%
d, clerical/secretarial/office 42 17%
e. sales 19 8%
f. technology (data processor, etc.) 5 2%
g. communication (broadcasting, etc.) 1

h. applied arts (photography, etc.) l> 1%
i. fine arts (painter, actor, etc.) 1.

j. public services (police; etc.) 11 4%,
k. health services (nursing, etc.) 29 12%
1. junior executive (store manager, etc,) 9 4%,
m. other 49 20%

7. Does student like job (238)

a. like it / 184 77%

b, dislike it ! 22 9%

¢, indifferent iz 149,
8. Did courses help to... (189)

a, obtain my job 53 28%

b, perform my job 78 41%

¢, advance in my job 58 31%

9. Did education aid in getting job (252)

a. Yes 166 66%
b. possibly 45 18%
c. No 30 12%
d. do not know 11 4%

10. Is job related to major (242)

a, directly related 41 17%
b. somewhat related 68 28%
c. unrelated 133 55%

III. Ewvaluation of Your Experience at Our School

11. Feelings about overall education experience (516)

a, very satisfied 130 25%
b. satisfied 277 53%
c. neutral 82 16%
d. disappointed 24 5%
e, very disappointed 3 1%
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# of Students A
12. Goal at junior college (507)

a, a transfer degree (AA or AAS) 281 55%,
b. a two year credit, non-transfer diploma 77 15%
c. a one year credit certificate 39 8%
d. complete credit courses only 70 14%
e. complete non-credit certificate 1 0%
f. complete non-credit courses only 0 0%
g. gain saleable gkills 14 3%
h. satisfy intellectual curiosity 25 5%
13. Have accomplished this (505)
a. Yes 70 14%
b. mno, still pursuing objective 267 53%
c. no, hope to in future 130 26%
d. no, changed objective 27 5%
e. no, no plans to pursue further education 11} 2%
14, Rate the fcllnw*mg (# of Students/%
Excellent Good Fair Poor_ Very Poor
(509) a. teachers 138/27% 299/59% 61/12% 10/2% 1/0%
(500) b. counselors 133/26%  215/43% 110/22%  29/6% 13/ 3%
(492) ¢. administration 78/16% 287/58% 105/22% 16/ 3% 6/1%
(500) d. acad. standards 97/20% 287/57% 101/20% 12/2% 3/1%
(498) e. student body 94/19% 260/52% 124/25% 12/2% 8/2%
(506) f. courses 111/22% 292/58% 89/17% 9/ 2% 5/1%
(505) g. variety courses 165/32%  221/44% 92/18% 23/5% 4/1%
(506) h. grading policy 92/ 18% 276/55% 116/23% 15/3% /1%
(504) i. prog. offered 140/28%  255/50% 89/18% 16/ 3% 4/ 1%
(62) je other 24/ 39% 14/22% 6/10% 12/19% 6/10%
IV, Future Plans or Desires ior the Next 5 Years
15. Future work plans (514) o
a, manual/unskilled labor . 2° 0%
b. semi-skilled 13 3%
c. trade and industry ' 23 4%
d. clerical/secretarial/office 53 10%
e. 3sales 13 39,
f. technology 32 6%
g. communication 9 2%
h. applied arts 8 2%
i. fine arts 13 3%
j. public services 58 11%
k. health services ' 100 19%
1. junior executive T 37 2%,
m. no plans for job outside the home 8 2%
n. other 77 15%
o, two or more responses 68 13%
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16,

# of Students

Future educational plans (501)

a.

1 B T o B ol

complete jr. college degree 142
complete 4-yr, college degree 207
complete graduate degree (M. A., etc.) 105
complete training course elsewhere 20
- other 27

V. Past School Experiences

17,

18,

19,

20.

21.

Age in the 7th grade (520)

a,
b.
c.

Failing any subjects in 7th grade ((519)
ai

o

oo P

12 or under
14-15
over 15

none
nne
two or more

440
74

440
58
21

grade before 7th grade (521)

none
one
two or more

430
82

Important to graduate from high school (522)

a,
b,

Yes
No

472
50

Ability to graduate from high school (521)

a.

b.
c.
d

Yes
probably
doubtful
No

441
45
23
12
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28%
41%
21%
4%
5%

85%
14 %
1%

85%
11%
4%,

829
16%
2%

90%
10%

85%
9%
49,
2%



SECTION VII

IMPLICATIONS
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IMPLICATIONS

The Passiblg implications of this research present some fascinating
pmpositmn; to community college educators. Our major consideration
and curiosity was, of course, whether or not well-executed, well-designed,
systematic personalizcd instruction would in fact enhance the sense of the
student being in charge of his/her life as well as reduce the anxiety he/she
might experience in the college learning situation, In examining the data
it became evident to us fairly early that instruction is a necessary but not
sufficient condition for the kinds of changes that we were hoping would occur,
Only in those cells where we had highly individualized instruction as well as
composite counseling strategies did we get results which we felt were
definitive enough to be useful,

As noted elsewhere in this study it is very difficult to determine
what gignificance is. Certainly the concept of significance in the traditional
(statisti%al) sense does not apply in this field setting with a multitude of var-
iables many of which we were not able to control and/or measure to assess
their effects., We can only assume that in addition to the highly individual-
ized instruction and counseling that was occuring in the treatment cells
where reduction in externality and trait anxiety occurred that the school
Nelimate! in thege schools, in a broad sense, was also more supoortive v:rF
student learning and éf:udent success. It appeared that these more progres-
sive and innovative colleges were attempting to be more involved with the
student as a whole person and were, in fact, doing everything in their power
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to facilitate student success in and control over his/her own learning
processes,

This study has demonstrated at least in part that the community
college can avoid the accusation of creating a negative cooling-out effect
for the high ri}sk student, In fact, the data suggest it is posaible to provide
the kind of instruction, counseling and ggﬂeﬁal climatic support to help
people with histories of failur.e to succeed. in modern community colleges,
Continued refinement of these methodologies and closer examination of
possible climatic factors involved is occurring in studies now funded by
USOE. With additional research effort, we hope to more clearly define
the role of institutional x:linﬁa;:e, Hopefully we can n;n begin to better iden-
tify the differences between a good educational program in the sense of pro-
moting student growth and learning, and a poorer educational program in
the sense of mitigating against or not facilitating the learning and success of
the high-risk students., Stated in a rather negative form, this suggests that
in edu;:atian, as in counseling and Fsyﬁhgtherapy, the deterioration effe::t
“eéﬁists_ We may well have demonstrated a deterioration effect in student
control expectancy (more external) and trait anxiety (increased). It is
‘thed that those persons concerned with the development and furthering of
educational érDEEEEEES will see this research evidence as cause for caution.
Complacency surrounding the quality of instruction, nature and method of
EQ“PB?E,@%{?‘@ ;::hg ::_lj.:natg ”w‘it_hin yhlch stuéents learn may encourage stgf-”
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Another interesting aspectléf ’ti’x‘is study can be found by laéking at
the results from the beginning of the first semester when thé students
were in the developmental studies Br;c:gr—am; Some students by the end of that
semester showed positive increases in some measures. However, when
we looked at the students at the end of their second semester when most
of them were no longer in developmental studies some had lost the gains
made the first semester, In general most students in the innovative cells
showed increases in internality after the second semester (even though
many were no longer in develgﬁmgntal studies). High risk students may
need more than Qne: semester of time ll!'m intensive relationshipas with both
instructors and counselors to better facilitate their development, as a
student member of the community college community. Lasting changes in
personality variables may need a longer period of time to Utake'' for most
students, In connection with this observation we found that in two institu-
tions concern was expressed and action was addressed to the problem of
student regression. In these two colleges students could continue in the
developmental studies program for a year or reduce the amount of time
they spent in the developmental studies for the second semester. At the end
of one semester, the student was not arbitrarily '"dumped' into the mainstream
of the college without some follow-up and continuing support.

Another possible implication is that successful students learn their
environment, The students exFerience with success in the academic enter-
that particular academic environment. Thus the regression eifect observed
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in the second semester for some students could also be a reflection of a
reality adjustment that students are making. None of the programs were
in schools where the non-developmental studies climate was as supportive,
well-designed, or received as much care and attention as did developmen-
tal studies.

Addressing the facet of student personalities, if nothing else this
study indicated schools achieved most success with their students when
the student was treated as a whole person and when his/her personality as
well as his/her past history was considered when the school worked with
him/her. This is shown especially in the variables of locus of control and
anxiety., Where these variables were éansidered and positive things hap-
pened the student did increase in matters that aré desirable in school,
i.e. achievement, completing the course, etc. One additional point to
consider within these variables is there are some definite sex and racial/
ethnic group differences. For example, anglos more readily changed their
locus of control whereas blacks changed the least. However, on anxiety
although anglos and chicanos do change, blacks' trait anxiety decreased as
a result of the treatments. This might indicate that it is more &ifficult to
change blacks' locus of control because, as the most external of the groups
studied, their past reinforcement histories are the most difficult to overcome,
Although there were some sex differences in locus of control (femaies gen-
erally were more external), the sex differences appeafed most strongly in
the anxiety measures. It appears that females are not only more anxious

initially, but their anxiety levels are much more difficult to change, These
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implications suggest further directions af :eseafeh to examine the dif-
ferences more fully and see if additional (even more effec:tivé) change
strategies could be developed and refined.

The study also raises more speculation about the nature of the
locus of control variable., As the study began we knew it was multidimen-
sional on the externality dimension, Virginia Crandell (Crandell, Note 1)
suggested to us that within internality alsa:there was success expectancy
as well as the traditional internal control expectancy operating. This is
particularly true- with the Nowicki-St rickland Internal- External locus of
control scale which we were using, Given that the expectancy variable
(externality vs. internality) is developed on the basis of the individual's
reinfarcemgﬂt history and given the fact that our culture is marked with
discontinuities it may be that locus of control is, in Fsart, a reflection of
reality in specific situatiéns. For example, over the last ten years blacks
have generally increased in internality. During these ten years they have
gained more political nower, better jobs, and educafisnal opportunities.
The difficulty of changing some students tends to suggest that minority
students may be picking up existing clues from their educational environ-
ment (i.e. attitudes and prejudices of their instructors, counselors, and
c’xther "power'' people) that they should not be able to succeed in the system,
Péwerful others failure expectations is a powerful variable,

Furthermore, in the case of women, it was quite apparent from the
data that women express more anxiety and theizl ‘;m-:ietyﬁ,incr.eases with

entry into their academic programs., It would be of interest to know to what
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extent women are gaining subtle (or not so subtlé) clues from their aca-

demic environment indicating that they are not suppcéed to succeed. This
would seem to I:fe f:articularly true for women who came from poor educa-
tional environments or backgrounds where the influence on women may be
toward filling more t':aditi@.ﬂal feminine sex roles. Put another way, if middle
class women have trouble breaking into the educational and occupational
systems, what are the comparative problems of a woman coming from a

poor and/or minority family where there might even be a greater emphasis

on getting Iﬁarried; being a wife and mother and holding to a traditional sex
role as opposed to becoming a pioneer and entering the higher educational
field for the first time. Traditianally men have been able to break out of
poverty through education or militai;y service, It has only been in recent
ye;afs_that both these avenues have been partially opened for women. One
possible implication of this is that the community college educator needs to
give more consideration to women as a separate minority group. Particularly
the educator should focus on helping the women ameliorate expectations stem-
ming from sex-role stereotypes and aid them in focusing on what they want for
themselves. In this kind of program awareness sessions, special group
counseling sessions, and similar activities providing good role models of
professional women would be appropriate.

Following the stream of earlier studies, the impli&:atians for the
subsequent work adjustment of these students are extensive, The prepara-
tion of the student for the world of work is only one step in a series of ad-

justments that a person needs to make, Earlier studies on college graduates




show, for example, that there is only about an 80% utilization rate by

the society for the college graduate. We are not aware of comparative sta-
tistics in the area of vocational and educaticnal training. We do know that
completion rates in accupatiaﬁal preparation programs is much lower than
80%. Traditionally in occupational education we have assumed that if some-
body gets a job, any kind of a job, without completing their occupational
preparation, they are considered a success.

Because of the advancing technology in the modern world, the job
structure is changing very rapidly. When you look at our national economy
in the framework of changing world canditians,v;nd the changing role of the
United States in the world, it is mnotable that to enter the work force indiv-
iduals need more preparatién that just being able to get a job. This is not
to demean getting a job--especially in these times of relatively high employ-
ment. The focus here is individuals who have a poor sense of control over
self in this changing environment. At a time when a person's narticular
vocation can cease to exist (as when automation replﬁacés him), or when his
company collapses béneath him, a sense of personal control 's vital to one's
well-being and ability to make adjustments.

This brings up the question of even if you could get ""high risk' stu- '
dents through an occupational training program without having significant
impact on their personality, would you want to do so? We are suggesting
it is a very legitimate objective of educational programs to help people
gain a greétgr sense of control over their lives. This control will facilitate
work adjustment, greater flexibility in problem-solving, thinking and
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personal adjustment thereby better equiping people for life in these
changing times where adjustment and readjustment to new jobs and new
situations is becoming a way of life.

For ﬁearly fifteen years counselors have been writing and talking
about the necessity to develop counseling strategies that are targeted to-
ward very specific problem areas for specific personality variables. As
opposed to overall general counseling strategies, targeted strategies are
considered to be more effective, Earlier research on counseling and ;as'y—
chotherapy showed that about as many people in psychotherany deteriorated

Mink and Isaksen, 1959).
Control , Therapy

Iheraueutm
change °

Spontaneous _ }
change

Pre-

Deterioration =

Bst;- 2 38

Figure VI[-1The deterioration effect, Schematic representation of pre- and
post-test distributions of criterion scores in asychntherapy outcome atudles.

(Reproduced hy permission from the Handbook o sychothera and Behav N
C‘han"e by Allen E. Bergm and Scl L Garfleld Jahn WIIEY & Sans, Im:. . 1?71 24




Part of thisxprc:blém is attributed partly to the multitude of variables
involved in dealing with the total Persanality and Fartly ta the effectiveness
of counseling methodology. Unless the community college wants to also take
over the role of the comprehensive community mental health clinic, being
able to target specifi; personality variables which might be inte;rfering

with educational development, learning, or future placement and work

adjustment would be more reasonable, more efficient and in the long run

‘more beneficial to the student as well as the community, From this perspec-

tive we think the study was significant.
Ws also realize that as more effort needs to be put into perfecting
the counseling methodologies in terms of the development of activities that

can be utilized, settings in which the principles can be applied, and the

. movement away from the heavy cognitive orientation of the processes that

have been developed to deal more with the effective dimensions of these
processes. !Gurrentlyv we are developing proposals to funding agencies
which will allow us to g’i:ntinug develépzﬁgnﬁ rlaf’ this pérticular methodology.
Fryc:m working with treatment interventions during the study, two
additional points can be emphasized, 1) Individualized Instruction which
has been developed technically to the point where it can really make a
difference in the lives of students is still a long way from being installed so
that it is working efficiently and effectively in the community college.
2) There exists a critical need to improve the training strategies available

for helping already employed and previously trained instructors and counsel-
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ors learn new methodologies of dealing with stﬁdgntsi Also of greater
importance, how to help school administrations see the necessity for
improved staff development is a problemn. There is an operating assump-
tion on the part of many educators (and particularly in the schools which
are doing a better job) that: "We're doing as good a job as can be done
and we knaﬁ best about how to go about doing it. " Thus, there may be a
kind of innovation myopia operating.

Finally, one of the most interesting speculations about what has
happened in the study’would t:csnéern long term effects of caunseliﬁg and
instruction on these students, What long range changes in these students
can be attributed to the locus of control shift? Does it make a student
happier in his work later? Is he more pefsistgnt?) Is hje happier at home ?
Is he more realistic? Better-adjusted? These are the‘iﬁinds of thingsv that
psychology in general and educators as well need to consider when they are
making these interventions. In the long run, what is going to happen to
these students? Do the student's behave one way at school and then revert
to some of their previous behavior patterns after they are out of school?

Only further research will shed light on these areas.
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APPENDIX A

NAME _

NAME OF COLLEGE __

Please answer the following questions by placing a mark by the most appropriate answer
~for you. If you personally object to any of the questions, please feel free to leave
them blank. If you wish to comment on any of the questions, please do.

1. Sex: _ Male __Female
2, Age: ____ 18-23 3445 55+

2433 4655

3. Racial Ethnic Background:

_Afro-American (Black) __Native-American (Indian)

-

____ FEuro-American (White) ~ Oriental-American (Japanese,
o , - ~ Chinese)
__ Mexican-American (Chicano) ___Other

4. Estimate what you think your family income is and check the appropriate space below.

. 0-~2,99 8,000 - 9,999
3,000 - 5,999 10,000 and above
_ 6,000 - 7,999

5. What percent of your total educational costs do your parents contribute?

_less than 50% ____more than 50%

6. Your father's education (cirele the highest grade completed)

hool College

Grade Sehool High Schoo
1 2 4 1 2 3 4 5 6 7 8

c
1 2 3 4 5 6 7 8 3
7. Your mother's education (cirele the highest grade completed)

Grade School High School College
1 2 3 4 5 6 7 8 1L 2 3 4 1 2 3 4 5 6 7 8

8., Please indicate your father's occupational level.
Don't know
__ Farmer

~ Unskilled (laborers, seasonal workers)

Semiskilled (apprentices, machine operators, truck drivers)

MC (continued on next page) 244
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__Service (police, restaurant workers, private household workers)
____Skilled (carpenters, plumbers, foremen, craftsmen)
Clerical/Office

___Sales

Junior executive, manager (store manager, owns small business)

_Professional or executive (doctor, lawyer, large business owner
or manager)

9. How many hours per week are you employed?

0 21 - 30

_1-10 31 =40

11 - 20 40+

10, Comments:



APPENDIX B
FOLLOW-UP QUESTIONNAIRE

NAMEL

Social Security Number - _ -

I. CURRENT STATUS

l. Are you enrolled in our school-this semester?
a, Yes (skip to question 11)
b. . No

2. How many credit hours have you completed?
a, less than 10

10-20

c, more than 20

g

3. Why are you notin our school this semester?
(You may check more than one if appropriate.)
completed the program or courses for which [ was enrolled

a,

b, transferred to another junior college (name of school: )

c, transferred to a four year college (name of school: o )

d. entered a training program elsewhere (for example, business cgllage.
beauty college, etc.,) (name of program: )

e, entered a new career (for example, armed services, sales Jﬁ!b etc.)
(name of career: o o ) o )

f. financial difficulties - S - '

g. health problems

h, marital or family circumstances

i, dissatisfaction with our school

found the work more difficult than [ expected
other (please be specific) . - -

e

4, If you-transferred to another school, please rate the preparation for further
education which you re ceived at our school:

a, excellent

b, good

c. not very helpful
d., poor

[[. EMPLOYMENT INFORMATION

5. Are you employed?
a, No
b, part-time
c. full-time

6. What kind of job do you have?
a. manpual/unskilled labor
b, semi-skilled (machine operator, assembly line worker, telephone operator,
etc.) L
o . sntinued ob L 246
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Page 2-(continued)

trade and industry (auto mechanic, plumber, carpenter. etc.)
clerical/secretarial/office

sales

technology (data processor, engineering technician, drafting, optics, etc.)
communication (broadcasting, journalism, public relations. advertising,
etc.) 7
h. applied arts (photography, fashion, interior design, etc.)

i, fine arts (painter, actor, musician, dancer, etc.)

j. public services (police, social welfaxe, etc.)

k. health services (medical technician, nursing, physical therapy, etc.)

1, junior executive (store manager, owner of small business, etc.)

m, other (please be specific)

=0 oon

7. How do you feel about your job?
a. like it
b. dislike it
c. indifferent

8. Did the courses at our school help you in any of the following ways?
(You may check more than one if appropriate.)
a. obtain my job
b. perform my job
¢. advance in my job

9, Could you have gotten your present job without your education at our school?

a. Yes
b. possibly
c. No

d. do not know

10. Is your job related to your started major at our school?
a. directly related
b. somewhat related
c. unrelated

[II. EVALUATION OF YOUR EXPERIENCE AT OUR SCHOOL

11, Which of the following best describes your feeling about your overall educational
experience at our school?
a. very satisfied
b. satisfied
c. neutral
d. disappointed
e. very disappointed
12. What did you hope to accomplish at our school?
a. complete a transfer degree (AA or AAS)

b. complete a two year credit, non.transfer diploma
c. complete a one year credit certificate

(continued on next page) 247
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Page 3

12. (continued)
d. complete credit courses only
e. complete non-credit certificate
{. complete non-credit courses only
g. gain saleable skills, whether completing courses or not
h. satisfy intellectual curiosity, whether completing courses or not

[

3. ,Have you accomplished this objective?
a. Yes
b. no, but still pursuing the objective
c. no, but still hope to in the future
d. no, but changed my objective to one I feel is more appropiate
e. no, and have plans to pursue any further level of education

14. Please rate the overall quality of each of the following at our school
usingthese five possible ratings: :
. Excellent 2. Good 3. Fair 4., Poor 5. Very Poor

- a, teaching staff
" b, counseling staff and services
¢, administration
~  d. academic standards
e, student body
~ f, coursesItook
) _ g, variety of courses offered
~ h. grading policies '
~ i, programs offered
"~ j, other (please be specific)_
IV, FUTURE PLANS OR DESIRES FOR THE NEXT 5 YEARS

15. What future work plans do you have?
' (See question # 6 above for further explanation of categories if needed.)
a. manual/unskilled labor
b. semi-skilled
c. trade and industry
d. clerical/secretarial/office
e, sales
f. technology
g.’ communication
h. applied arts
i. ‘fine arts
j. public services
k., health services
l. junior executive
m. no plans to have a job outside the home
n. other (please be specific) _

i 248
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Page 4

léi

17.

19-1

20,

21,

What future education plans do you have?
‘a. complete a junior college degree
b. complete a degree at a four year college
c. complete a graduate degree (M.A.,, Ph.D,, M.D., etc.)
d. complete a training program elsewhere (please be specific)

e. other (please be specific) -

PAST SCHOOL EXPERIENCES

How old were you in the 7th grade?
a. 13 or under
b, 1415
c. over 15

Were you failing any of your subjects in the 7th grade?
a. none
b. one
¢, two or more

Did you ever fail a grade before the 7th grade?
a. none '
b. one
c. two or more

Was it important to you that you graduate from high school?
a. Yes
b, No

Did you think that you would be able to graduate from high school?
a. Yes '

b. probably

c. doubtful
d. No
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7 APPENDIX C
Name - = J

Course

Bchool

NIMH PROJECT DEFINITION OF "INDIVIDUALIZED INSTRUCTION"

A Checkilst Developed by .
Barbara P, Washburn and Bart Herrscherg

This questionnaire is to be completed by the course instructor. In addition, a
staf’f member of the NIMH Project or a deaignated consultant will interview the
instructor, perhaps observe the instructor during a learning seasion, and review
the instructor's learning materials.

For this project, "individualized instruction" has been defined to iﬁglude the
following components:

1. Employing a "systems approach" to instruction (Categories i
through D).

2. Allowing students a flexible time schedule to mastér course
materials (Category E). (Assumption: Students learn at
different rates. The purpose of Instruction is to hold
mastery consistent and vary the rate.)

3. Student involvement and input as to the objectives of the
course to be mastered (Category F).

4. Institutional support systems facilitate operational
components of individualized instruction (Category G).

5. Instructor's role as a manager of the course (Category H).
Of the following items, a (yet to be determined) score ot "yes" responses consti-

tutes an "individualized" course. There can be no category in which there are
all "no" responses. Not all of the items will be weighted equally,

1. The National Institute of Mental Health project title is: "Impact of Instruc-
tion and Counseling on Disadvantaged Youth." John Roueche is the Principal
Investigator and Oscar Mink is the Project Director.

2. Contributions to this instrument have been made by several members of the
faculty of the Department of Educational Administration, Unlversity of Texas at ~
Austin. Ben Harris and Kerneth McIntyre have been especially helpful. Drs. Harris
and McIntyre are authors of a scale titled Descriptive Observation Record (Instru=
ment F-7). Their scale and the accempanying manuel were very uselul reierences

in the process of editing and developing the NIMH scale and may be very useful to
those persons wanting to develop individualized instruction free of the systems
approach. The NIMH scale advocates the use of the systems approach to individual-
izing instruction as one aspect of the application of general systems theory to

the educational process. Other sub-systems of the learning enviromment include
counseling and the organization's environment.
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Individualized Instruction Checklist
Page 2

DIRECTIONS: Please answer each item "yes" or "no." If you wish to clarify
~ any response or item, please do so on the back of the page.

1. Course goals commnicating major conceptual and
behavioral outcomes are provided in writing for the
students at the beginning of the course.

2. After consultation with students, behaviorally stated
end of course (terminal) objectives are communicated
in writing to the students. (See Category F.) '

£
3. After consultation with students, behaviorally stated
unit objectives are developed and shared with the
students in writing. (See Category F.)

4. Objectives are written in at least two of the follow-
ing domains: cognitive (mental skills), affective
(feelings or attitudes), psychomotor (manual skills).

5. At least fifty per cent of the specific course objec-
tives in the cognitive domain involve more than student
comprehension of subject content, e.g., interpretation,
extrapolation, application, analysis, synthesis, and
evaluation. (See Bloom's taxonomy. )

1. Test items are developed from the stated course objec-
tives.

2. Assessment methods of objective achievement such as
oral exams, performance tests, situational tests,
observations, or checklists may be employed in addi-

3. Students have the option of taking a comprehensive
course exam if they feel that they have sufficient
gkills to be exempted from the course.

4. A diagnostic pre-test is given on unit objectives to
determine a student's present achievement level.
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Individualized Instructlon Checklist
Page 3

5. Based upon pre-test results, a student may be exempted
from a portion of the unit objectives or an entire unit,

6. Evaluation results are reported according to objectives
mastered at a competency level rather than as an average
letter or number grade, e.g., correctly solving nine out
of ten algebraic equations with one unknown.

of mastery of acceptable learner performance on the ob-
jectives that must be met before a student can move on
to the next instructional unit.

8. Criteria referenced mastery levels may be negotiated
and modified through instructor-student negotiations. ,
(Pertains to one or more course grades--A, B, or C level)

9. OStudents are tested on necessary prerequisite knowledge
and skills and are provided materials and instruction
necessary to remedy deficiencies.

10. Prerequisite skill checklists are made available to the
students for the course. Or, students know what
competencies they must bring to the course in order to
do the work of the course.

11. There is an opportunity for a student to evaluate hisa
own achievement of objectives through self-testing, feed-
back, and self-corvection of errors.

12. At all times--before, after, and during testing activities--
special academic help on a one-to-one basis is available
to students needing it (either by the instructor, a para-
professional, or a student tutor).

C. Learning Activities

1. In addition to lecture, discussion, and readings, other
learning activities are employed, e.g., resource persons,
audio-tutorial methods, tutoring, films, role plays, games,
field projects.

2. More than fifty per cent of the course objectives have two
or more learning activities--e.g., tutors, lectures, read-
ings, slide tape presentations--available to the students

to aid them in mastering course objectives.
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Individualized Instruction Checklist
Page 4

3. Learning activities allow for students to practice in a
variety of modes in order to achieve the stated unit
objectives, prior to the formal evaluation situation.

4. The learning activities are keyed at an appropriate level
to the objectives of the course for the sequence of
learning--simple to complex.

5. The objectives are appropriate to the current learning
level or competencies of the individual student as well
as to the level of his particular sub-group in the target
population. (Students are able to learn what they are
asked to do.)

6. Learning activities provide for frequent practice and
active participation by students in the learning process,
Students "learn by doing."

D. Revision of Course Materials end Strategies

1. There is a method of recording information on student
error rate on practice items and on unit tests which
is used in revising course materials and strategies,

2. There is information gathered concerning the student's
opinion of the content of the course which is used in
revising course content.

3, New information regarding course subject matter is
used in revising the course content at least every
two years.

4. Information is gathered on the student's opinion of
the methods of instruction employed in the course which
is used in revising instructional activities.

E. Time for Learning

1. Students are allowed as much time as possible to master
a topic.

2. Students are given the option of taking course teats at
different times.
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Individualized Instruction Checklist

Page 5
3. Students are allowed to restudy unmastered course objec-
tives and retake tegts to attain mastery.
4. There are at least three different tests or methods to
measure each objective. _
5. Students may receive an "in progress" or "incomplete"
grade at the end of the institutional grading period
and be allowed to continue working into a succeeding
term to master course objectives. ) o
T

6. Students may complete a course prior to the end of the
instructional grading period.

7. Students who wish to go beyond required criteria on cer-
tain units or chapters may do so. Or, they may select
other options such as building new units or functioning
as regource personnel and/or peer tutors,

F. Student Involvement and Quallty of Life Considerations
or "School is a Nice Place to be"

1. Student input of topics for subject content is included
- in the course design,

2. Students are allowed to help formulate the operation of
the course operations by designing and directing some
lesrning activities or sessions.

3. Students have a choice as to the content "their" course
will contain by being allowed to contract with the
instructor for mutually agreed upon objectives. (Answer
"yeg" if a choice 1s available at any grade level--

A, B, or C.)

4. A general atmosphere of freedom (self~direction) for the
student prevails in the classroom. (Student selects
learning options, negotiates learning contracts, suggests
learning experiences, ete.)

5. The student is able to contract for the grade he wishes
to strive for; renegotiation upward or downward is ac-
ceptable,

6. Instruction includes activities designed to improve
interpergonal relation skills of students. (Does the
instructor actually build into the course process inter-
personal skill development exercises?)
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Individualized Instruction Checklist
Page 6

7. Students are encouraged to "make friends" and to assist
each other.

8. Provision is made for individual differences in student
self-direction, student self-initiative, and student
gelf-responsibility.

9. Students are given a "ratlona:e" or told "why" course
is important to them.
10. Effort is made to assist students in relating course con-
tent to future student goals and interests, such as
careers.

G. Institutional Support

1. There is no "FV" grade; the student receives no grade
until he has mastered the objectives.

2. If necessary, students may spend at least a year
studying a semester's course. (Institution ruling)

3. If a student finishes a course early, he is able to
move into the next course in the sequence immediately
(or another course of his choosing).

4. Academic policy permits a student to "test out" of
all or part of the course through pre-testing.

5, An attempt is made to match the "léarning style" of
the student with the instructor and his preferred method.*

6. Vocational counseling and standardized testing are
available to students on a referral or self-referral
basis.

7. Academic counseling, including development of study
gkills, is available to students on a referral or gelf-
referral basis.

H. Course Management - This unit is deliberately personalized.
S ) We want your perception of course
management . :

1. As an instructor, do you see yourself as a person in two
or more of the following roles: (1) diagnostician;
(2) tutor; (3) motivator; (4) catalyst; in short, a
manager of learning?

#Instructor uses this method 50% or more of all contact hours.




Individualized Instruction Checklist

Page 7
2. Are you as the instructor willing to share accountabllity
for learning with the students?
3, Are your instructional materials portable?
4. Can your students determine where and when to use the
instructional materials? )
5, Can the student control the information flow and repeat
if it is not understood? )
6. As an instructor, do you pay attention to "principles of
ingtructlon," such as: (a) explicit instructions, (b) material
broken into short segments, (c¢) frequent practice,
(d) knowledge of results, and (e) positive reinforcement? B )
7. 1s your course organjized so that students can proceed
with a minimum of reliance on you for directiom?
8. Do you believe that most (or all) students can master
the course if they are given enough time and appropriate
instruction? '
9, Do you make provision for students to "quest" or to move
out on their own and personally devise objectives,
learning activities, and resources--both individually
and in groups?
10. Do you provide for students to direct some group learn-
ing activities?
256
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Individualized Inatruction Checklist
Page 8

GLOSSARY OF TERMS

Accountability ~ Accountability implies the accepted responsibility for the
cutcome of a process or event. &pecifically, the acequntable Instructor
1w one who is willing to set objectives for student learning and then
measure his effectiveness againgt the attainment of those objectives by
the students.

Behavioval Objectives - A bebavioral objective is a specific statement of
t... behavior that a student should exhibit at the end of the instruc-
tional period, It usually consists of three elements: (1) desired
behavior (e.g.,compute simple addition problems); (2) performance stan-
dard (e.g., 9 out of 10 items correct); and (3) conditions under which
behavior end standard will be required (e.g., when given a paper and
pencil test).

Bloom's Taxonomy - Bloom's taxonomy is the classification system developed by
Benjamin Bloom for categorizing instructional objectlves, There are 6
major categories listed in order of increasing complexity: knowledge,
somprehension, application, snalysis, synthesis, and evaluation.

Competency Level ~ Competency level is that level at which a student is con~
sidered to possess the skill or knowledge necessary for achlevement of
a partiecular objective. :

Contract Crading ~ Contract grading is that process whereby a grade is negotiated
between an instructor and a student. A statement of what the student will
do to achieve what grade is them written and egreed upan by both student
and instructor.

Criteries Referenced - Criteria referenced refers to testing whiech measures a
student's performance with respect to an established eriterion or per-
formance standard., This particular approach is contrasted against norm
or referenced testing in which & student's level of performance 1s ascer~
tained through comparigson to the performance of other students.

Learning Modes ~ Agsumption: not every student learns best through the same
ayperiential or didactic (commmication exchange) process. Some students
learn best from lectures, others from discussion, others from reading,
others through discovery, and others through practice-~trial and error,

A learning mode refers to any number of processes through which a person
changes his behavior,

Performance Objectives - Performance objectives are objectives of which the
outcome is the performance of & pasrticular task,

Prerequigite Skills - A skill which meeds to be mastered prior to the learning
of a new sgkill. C ‘
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Individualized Instruction Checklist
Page 9

Pre-Test - A pre-test is a test given at the begimning of a course or unit of
instruction designed to determine a student's knowledge of the subject
matter in the course or unit to be studieu.

! 2

Unit Objectives - Unit objectives are a related set of objentives which when
token will culminate in the learning of a particular skill, concept, or
idea,
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STURENT EVALUATION ‘ : APPENDIX D

I%,i

Soclal Security Number

Mis 18 a questionnaire about your experiences in counseling this year. Please
angwer every question. Your responses will be confidential.

1. HMow satisfied were you with the help you received in counseling?
~ Very satisfied g
 Generally satisfied
~ Somewhat disappointed
~ Very disappointed

2. To what extent did counseling give you a feeling of self-confidence or
improve your opinion of yourself?
Greatly increased my doubts
Given me some doubts
____Increased somewhat my self-confidence
" Greatly Increased my self-confidence

7, How important do you consider counseling to have been in your overall
happiness or adjustment?
~ Of no value at all
“Mostly unimportant
~ Generally important
T Very important

4. MHow helpful was counseling in making you aware of your btalents and abilities
in setting some goals for the future? |
~ Extremely helpful
_Somewhat helpful
Of little Lelp
o Df no lhelp at all
5. As a result of counseling, do you feel hat your relationships with people
have improved?
WN@t at u.is
__Very little
~ Somewhat
A great deal

6., Did counseling make you more optimisgtic about your future?
‘ Much more optimistic
'l A 1little more optimistic
No difference in optimism
" Less optimistic

W, As a result of counseling, do you feel you have more control over the
direaction of your life or over the events in your life?
A lot more control
~ More control than before
No change in control
~ Less control
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Counselor's Name

l!

APPENDIX D-1II

REALITY THERAPY EVATUATION - FORM A

Was the student able, with the counselor's help, to identify the unacceptable
behavior? Yes No If yes, list what they were.

Did the student make a value judgment? Yes No

Was the student able, with the counselor's help, to identify the econsequences?
Yes No = If yes, list what they were.

Was 2 plan decided on, and were the steps of the plan ldentified? Yes
No_ If yes, identify the steps. -

At any time, did the counselor indicate that he cared for the student, or that the
gtudent was a person of worth? Yes No If yes, very briefly write
the statement made by the counselor. ) S

At any time, did the counselor say anything that mnight cause the student to feel
that the counselor might be understanding of the problem? Yes_ _  No B
If yes, briefly write the statement made by the counselor, ' '

Dld the counselor say or do anything that might have caused ‘the student to withdraw,
be susplcious or uncooperative? Yes =~ No____ If yes, brlefly write the

gtatement(s). . .
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8, Do you feel counseling was useful or practical to you?
- Definitely not
A little
~ In some ways .
~ Very useful and practical

9, Were you able to discuss personal problems in counseling?
’ ) Never
~_Seldom
~ Sometimes
‘A great desl

10, Was counseling helpful to you in solving your personal (including academic)
problems?
B Very helpful
~ Somewhat helpful
] ‘Not very helpful
~ 0f no help at all

Thank you for your evaluation.
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DIX D-

APPEN

REALITY THERAPY EVALUATION - FORM B

Student's Name _ .

e —

Counselor

How many contracts were made?

1!

vhat

he wanted?
TNo

2, How many contracts were kept?
3. Did the plan "pay off" for the student? Did he get

~ Yes
( check one)
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APPENDIX D-Iv

Counselorts Nume

SELF APPRAISAL
Directions: Circle the digit which comes closest to desgribing‘y@u;
1. How authentic am I? Am I fully aware, congruent, in myself?

- S . 5 6
Low ' - Average: ) High

2, How expressive am I? Do I communica.w unambiguously to others?

1 2 3 b 5 )

Tow - Teerage —THigh

3. How positive am I in my warmth, caring, respect for the others?

1 2 3 A 5 _ 6
— Low ' — Average — . High

4. Am I strong enough to be separate, respecting ny owi: needs and feelings?

T 2 3 4o 5 6
' — ’ High

“Low T Average

5, Am I secure enough to permit others their full separateness?

1 2. 3 b 5 _6
' Low — Average -~ High )
6. How fully can I enter into the private worlds of others, sensing their meanings
and feelings with no desire to judge, to evaluate, to praise, to criticize, to
explain or to alter them?

12 _ 3 4 5 6

“Tow — Average — High

7. Can I relate so that others feel me to be in no way a threab. and so that they
become less fearful of external evaluation from anyone?

1.2 I . 5 6
- Low ~ Average - High '

8, Do I encounter others as becoming rather than as fixed (not by the past, to be

appraised, or diagnosed)?

1 - D R -
- Low ' o Averige o “High

9, How clearly is my own self-image one of change, development, growth, emergence?

1 2 3 Y e _6
—  Low =~ lkverage T High '
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APPENDIX E_

¥

Resources and Publications

(1) Reprints Available on a Limited Basis:

1. Counseling for Internality, John E. Roueche and Oscar G. Mink,
1976,

2. E to I Methods, by Oscar G, Mink, 1973.

3, Internality Approach to Organizing Learning Groups in the
Community College Classroom, by Oscar G. Mink,' 1976.

4., Introduction to Locus of Control, by Catherine A, Christner,
1974,

.5, NIMH Project Definition of ''Individualized Instruction': A
Checklist, by Barbara P. Washburn and Barton Herrscher,
1974,

6., Outline for Reality Therapy, by Oscar G. Mink, 1973,

7. Pilot Study on Advancement Studies Program, Southeastern
Community College, Whiteville, North Carolina, School
Year 1972-73 by Oscar G. Mink, 1973.

8. Pilot Study at Austin Community College, by Oscar G. Mink
and Michael P, Abbott, 1974,

9. Principles and Procedures for Group Leaders, by Oscar G.
Mink, 1973,

10. Reality Therapy and Counseling and Instruction for Internality.
A Workshop Syllabus by Oscar G, Mink, 1974.

11, Reality Therapy and Personalized Instruction: A Success
Story, by Oscar G. Mink and Gordon E. Watts, 1974,

12. Research on Counseling Strategies for Underachieving Students,
by Gordon E, Watts, 1974,

13, The Achievement Anxiety Test (AAT), by Catherine A, Christner,
1974,

14. The Adult Form of the Nowicki-Strickland Internal-External
Scale (ANS-IE), by Catherine A, Christner, 1974.
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Resources and Publications

(2)

(3)

15. The Marlowe-Crowne Social Desirability Scale, by Catherine
A, Christner, 1974,

6. The State Trait Anxiety Inventory (STAI) by Catherine A
Christner, 1974,

17. Three Scale to Measure Three Dimensions of Locus of Control:
Hanna Levenson's I (Internal), P (Powerful Others), and
C (Chance) Scales, by Catherine A. Christner, 1974.

Workbooks:

1. Counseling for Internality (Counselor's Workbook), compiled
and written by Project Staff, 1975. .

2. Individualized Instruction (Instructor's Workbook), compiled
ang written by Project Staff, 1975.
K 3
3, The Reality Therapy Process and Julian Rotter's Social Learning
Model, A Self-Instructional Workbook by Oscar G. Mink, and
Barbara P, Washburn-Mink,

Published Papers:

1. C‘.anfrc:mtmg Student Attitudes, John E. Roueche, Barbara P,
Washburn and Oscar G Mink., Austin: Sterling Swift Pubhshmg
Company, 1976,

2, Creating an Environment for Learning, Cormmunity and Junior
College Journal, March, 1976, pp. 48051,

Mm}r; Austm Sterlmg Sw1ft Pubhshmg Cnmpany, 197@;

4, Toward Personhood Development in the Community College, by
John E. Roueche and Oscar G. Mink, Community College Review ,
March, 1976, pp. 40-50.

Books:

1. Implementing Per sonalized Instruction: A Systematic Approach,
by Barbara P, Washburn, Kendhall- Hunt Publishing Gom pany,
Dubuque, Iowa, 1975, : :
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Resources and Publication

(5) Dissertations Stimulated by the Project:

1. Christner, Catherine A, ""The Relationship Between Sex,
Racial/Ethnic Background, Locus of Control, Defensive
Externality and Social Desirability and their Relative Impact
Upon the Academic Achievement of Community College
Students,' Department of Educational Psychology, University
of Texas at Austin, 1977,

2. Creel, William Bob. '"Investigation of Locus of Control
Shifts Among Selected Student Streams at Delgado College."
Department of Educational Administration, University of
Texas at Austin, 1976,

3. Dixon, Lois W. '"An Investigation of Deterioration Effects in
Control Expectancy Among Selected Community College Stu-
dents.,' Department of Educational Administration, Univer-
sity of Texas at Austin, 1977.

4. Rosario, Anita. "The Interaction of Counseling Strategy and
Locus of Control." Department of Educational Psychology,
University of Texas at Austin, 1977.

5. Spann, Milton G., Jr. '"Locus of Control as a Predictor of
Academic Achievement Among Non-Traditional Students in a
Community College.'' Department of Educational Administra-
tion, University of Texas at Austin, 1976.

6. Watts, Gordon E, "The Effects of Reality Therapy and Indivi-
dualized Instruction on the Locus of Control Expectancy of
Students in Selected Texas Community College Developmental
Education Programs.'" Department of Educational Adminis-
tration, University of Texas at Austin, 1976,
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