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The instructional de oper--if he,can get his.nose away from the\

grindstone long enoug' -is likely to find himself in d position which

provides some uni e opportuntttes for research which will advance the

state of his Typically, developed courses have carefully-designed

learning ironment_Specificationv,replicable instructional treatments,

and we -proven achievement measures. These three things help create a:n

unu ally fruttful environment for research-. Since treatments are well

ecifled and replicable, many of the variations in instruction typical

of a classroom setti.rig are el iminated1; thus, the task/of interpreting_

ffndihgs concerning -treatments is. facilitated. Similarly; 'since achieve-

ment measures are commonly of higher 'reliability than in the typical

_cOurse,,the error corronly found in such measures may be expected to be

reduced. Reduced error, gi-ves.the investigator an improved chance of

/finding effects of substantial mivitude.

While these things make the developed course more attractive than

the.ustol field setting for research, there are some additional character-

isticsof developed courses which make them tore attractive than labora-

4

tory settings, for manyourooses. For example, usually there is no

difficulty in 'designing treatments which ru-n over long period5 of time --
c

e.g., an entire un4t,semester, or academic year. In addition, obtaining

large L's necessary for correlational investigation is usually not a.

problem; thus, we are free to 'Jse designs other than the traditional

ANOVA-based factorial approach. Finally,.the motivation of subjects is

likely to be much more realistic thin in a lalcratory setting; consequently,

effects are likely to be'somewhat larger than\in the laboratory.

Where development has be.en practiced for same time, it is likely

that a number of courses.in a vawiety of subjects will pave been developed.

In the case of the Division of Development and Special. Projects (DDSP)

at Indiana University,.many oLthese coupes serve the sammOpopulation:

college freshmen seeking introductory-level instruction. If learner

characteristics are measured for students taking these courses, then, it

3 4'
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I
becomes possible to start looking' -for i'kteractions. Students with a

certain profile of, characterfstiis are ikel.Y to do well. in one developed

cotirse, 001Students with another profile are likely'to do-well in an

alternative course. Again, it should 'be'emphasized that the character-
,

.istis of developed courses improve the likelihood of productive research .

on such comparisons.

Ultimately, of course, it is possible to exploit such a setting to

investigate aptitude-by-treatment 'interactions (ATI). The conscientious

developer may be able to fOrmulate particular instructional strategies

for different types of studen'ts, based on hirpirical findings.

However, there is another way--short of redesigning courses--in which

such findings are potentially of use.

- The profess of decidina which courses to take constitutes a great,

\ a
contiffuods, intuitive, ATI eYPerimerit. i.tudent's ,have feeteingsb'ased on

?

experienceabout whicr courses they-are. likely to do best in.

They try'to make sele-ctions accordingly. The process of academi

advising (by f(cult and sta'f) is intended to facilitate such selectioni.

Generally, the advice ai'en to studerts.(at least the portion not based

on official policies) is intuitive. Appropriat research by the developelo,

usingAevelvped courses, can provide some emp rical based for Such

recommendations. Thus, ikay ultimately b possible -to identify

'cohponedits of'-such innitive fe&jings abo t the probable success of a

given student it a given course, and pe haps to provide recommendations

for improving upon intuition. 7

The studies described here rep sen't such a program ,of research,

Our objectiw were: (1) fo iden fy what types of information the full-,

(-

time aoademic advisors at Indian University used in making their judo,

ments aboutstudents, and (2) make suggestions for attending to

additional information wrich ;;fight be of use in improving the judgments

4



of the advisee's probable success in a q.iVen course. As thii research

continues, it may be possible to apply decision theory to the advising

process.. However, the current studies represent no more than a 0e-
.

liminary-step in that direction.

To capitalize on the advalltagei of develOed courses (described

above), we included in the study a selection of introductory -level

nurses which were the produc e of development effort by the faculty

member, working alone or in conjunction with DDSP. /V

To tap the advisor's judgments about students, we developed, piloted,

and revised a self-report questionnaire which enabled the adqsors to _

record their judgments of a student in a quantifiable form. ----

The learner variables measured were drawn from 0 questionnaire

dveloped by Misan,chJle (1976). While the variables' are drawn from

*

Atkinson's (1974) Tote, tne malications o4 k;,e study for the model will

not/ be discussed hei-e. The variables are summarized 'in Table I.

St:Jdy
.

During the Spring, 1976 semester, MisanchuK (1975) administered

the Atkinson instruments to all students attending the general lecture

session of each of five introductory courses at Indiana University

.originally selected for the study. For students completing the question-

naire, standard demographic data were gathered 'rbri University records.

Then, those students ,r the sae who were advised try the Un.iversity's

full-time academic adv,isors were selected, and the Adl4isor's Judgment

Questionnaire adminitstered to eachstu,dent's advisor. While completing

the questionnaire, advisors were provided with the standard university

record file for each of their advisees.

The-number of students selected in this way was large rough for

analysis in three courses: the first and second semestersan

introductory' Chemistry lab course (31.and 53 students respectively), and

5



'an intro1uctory Economics course (22,studehts). Advisors completed 106
.

questionnaires out of 124 possible. Complet'e data were compiled for 80

of the students.

In spite of the limitations ofsampling techniq6e, comparisod of

_population pftameters with sample caracteristictindicated that the

sample was approximately representative of, most students advised by fulls'

time academic advisors at I.U. All were freshmen, most second semester,

most were recent high school qraduktes, and mean SAT.math and verbal

scores were close to poOtilation means. B.eeadseof the Small it was

not possible to perform mear4rqfb1 regression analyses on the individual

courses, so the three courses were taken together. Berore analysis, all

independent variables 'except SAT)were, recomputed using the ,Z transform-

ation. To conserve the greatest arricioit of information, pairwise

deletion of missing data was used throughout.

The advisor's judgment wa.s measured using a questionnaire containing

nine items. The guestionnalre was dev.eloped on the basis of debriefings

following simulated intervi between advisors and a roleiplayipg

surrogate for an advi Pc ne items on'the questionnaire were 40ghly

interclorrelated, and consegiently aopea.red to be tapping some general -

approval factor on the part advisors. In stepwise multiple linear .

regression, two" questiors accounted for more than 2!, of variance
4

independent of other measures. 'These wear, "clq *you think the student

OM be intimidated by the large size.f the class ?" and, "In your

.
opinion, does the student feel this course is important to him ?."

A-similar pattern of intercorrelatian appeared.With the Atkinson

variables. While very few of the coefficients exceeded .40, the matrix

does suggest that the student variable questionnaire tapped some general

factor, A high intercorrelation with thf ability asures of SAT and

G.
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GPA suggest some commonality with a generol,abiity factor.

Regression .analysis clarifies this pattern (Table 3). As might be

'expected, thegeneralized achievement measures (SATOT and GPA) accounted

for by far the most veridnce in fina) grade: 38%., Next came two learner

variables from the Atkinsv model, FEARFAIL and MOTWAR, which with cr

) INCENTIV account for an additiOnal 9% of variarfce in final grade. The

-ftwo .previgusly mentioned adviso qUestions CLASSLG and CRSIMP account

,for an additional 3!! of variance.

Therel,is some reason to believe that*FEARFAIL (fear of failure) is

act)ng as a moderator variable. The correlation with the criterion

variable is zero, but the correlation with SATOT is relatively high (r

.38). It comes into the regression equation'4th, but accounts for

variance only if SATOT is er,tered first. With some partial`correlation

analyses, the relationships oc figure 1 emerged.

While the small n and crideness ofinstrumentation preclude any

strong conclusions from thes.e data, the,oberall pattern of results in

the study seems to suggest reason for further investigation. The

performance'of SAT and GPA in accounting for approximately 381 of varianc

in final, grade is consistent with typical experience with I.U.'s freshmen.

class (B.E.S.T., 1973). However, the ability of the learner variables

to account for a'n additional 9" of variance, and advisor variables to

account for an additional 3' of variance, suggest that a promising line

f investigation had been found. Consequently, a replicattion with

improved instrumentation was justified.

While this study was considered preliminary, its results were

reported to the academic advising staff. Findings were considered too

tentative to permit specific recommendations, but. the very heavy dependenCe

on SAT and GPA by advisors was noted. The advisors, therefore, had some

reason to attend to additional factors more closely for the second study,

7
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an:Ult./also:made a number of '.ugglestions for revision of theAdvisors

Judgment Questionnaire. From these suggestions emerged the questionnaire

which was used in the second study see \pp,endix

Study II

Courses selected fort the second st dy were introductorycourses in

Chemistry, European History, Macroeconomics, Human Geography, and Fi4ite

Mathematics. The learner Variable questionnaire (Appendix B) was
1.

administered in class to all students in attendance. All questionnAireI

were administered between the 9th and 13th week of the Spring, 1976

semester at Indiana University. Except in CheMistry, completion of

the questionnaire was voluntary. Students were instructed that the

questionnaire was part of the overall evaluation effort for the-coursei

that anonymity was assured; and that.frank answers would be most valuable.

In all administrations. except math only a few students present refused

to complete.the ques,tibnraire. In Gets4aphy and History, poor attendance

at the administration sessions led to a follow-up by mail for those whi

had not responded.

After the end of the semester, for each student enrolled in each

course, GPA, SAT scores, final --grade, and background data were obtained

from university records.

Simultaneously, yore 7-idterm grades. became available; students

ere-identified who were in the selected courses, who also were advised

by full-time academic advisors. Those advisors were then:asked to

complete one rev *sed Ad%;eisors -Judgment Questionnaire for each of their

advisees Who were an the sample. In this way, complete data from

advisors, students, and university records were obtained for 152 cases.

All the variables were transformed to Z scores. The Human Geography

Course presented a spec'ial .problem. Since it is taught on the mastery

model, the range of final grades is restricted. Howev'er, raw poin't values
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ar final grade exhibita distribution much closer to the traditional .

norm-referenced letter grade distribution. Consequently, the Z
. .

. ..

transformation of final point grade 'was substituted for final letter

grade in that course.
.

.

Questionnaire Reliab'ilities
. 11)

Scale reliabilities for the.learner vaisiable are reported in Table .1..
,

4
In flenerascale reliabilities are adequate to Omit some tentative

- _

conclusionsv,,.. 'but additional steps of refinement and retesting will b-e-
.

/ . ....

required befqe the questionnaire can Lie of general use..
1

For the Advisors Judgment Questionnaire, reliability was *assessed

using an inter-rater reliability procedure. For a random sample of 71

cases*, academic advisors'deemed to be experienced judges reviewed the
/

files of the students'involved and completed questionnaires for each

student, on the basis Of files alone, with no interviews. Where their

own advisees had beer sampled, advisors completed no questionnaire. For

,
each.of the. items on the questibnnaire, reliability information was

i
computed (Table 4). Again,"reliabilities are not high enough to permit

substantial theoretical analysis of questionnaire results, but the

generally high intercorrelations of the items, suggest someoverall

approval factor, as in Study I.

Results

.

Analysis was accomplished using SPSS 6.5, subprogram REGRESSION.
...

The correlation matrix (Table 5) shows a few patterns of interest. First-,

the generally high intercorrelations of the advisors judgment questiOns,

. as in study I, is apparent. As previously noted, this suggests some

general approval factor operating. The other principle cluster of

*Ithe interim between selection of the sample and completion Of the
i.nter -rater reliability procedure, records for some students became
unavailable to the advisors. Consequently, a few cases:were lost from
the random sample.
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inteecorrelations:ii between the subscal.es of thelear-nervariabl&
I

,questionnaire. While correlations are generilly only moderate, it appears

that the TIMEWRK scale shows moderate ?litercorrerations with most of

the other scples* in the instrument. TIMEWRK alsoshows intercorrOlations

with 'three of the item's in the Advisors Judgment Questionnaire.

As shown_in Table '6, stepwise multiple regression demonstrated that

a multiple R of .74 tould be obt.aine.d using 8 variables. As might be

expected, GPA is by far the domihant variable in the equation; but

interestingly, even with this variable in the equation-theadviso

prediction offih'al .grade (PRGRADE) still ..ac'counted for nearly 7%

independent variante. The prominance of onof the course variables,

COURSE3, is a result of the effects coding scheme used; that Variable

contrasted the mastery-model Geography course with the other courses in

the study,

Since multiple regression''is extremely sensitive to the seqUence

in which variables enter the equation, it,is convenient to check for
.ar

sequence effects ty forcing variables into an equation in stepwise mode

but with their sequence of entry reversed. When this was done forthe

equation of Table 6, the - substantial overlap of GPA with the 'other

variables in the equation beca4,4pparent.' In particular, the importance

of, thetwo time variables is clearl#,demonstrated. Also, the increased

prominance of the advisors' judgment of math ability (MATH) is notabler

Since the swamping effect of SAT and GPA, the gener41 ability

variables,as so pronounced, a second stepwise regression run was

performed with these variables excluded from the equation. Surprisingly,

the multiple R suffered. very little (Table 7). The strength of the

advisors°. prediction of final grade is even more apparent, as is the

exceptional' behavior of the course variable contrasting the mastery/

course from the others. Again, the time-variab their importance. -

10
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A reverse stepwise run reveals substantial overlap between the math

Aues.tion, the prediction of final grade, and the COURSE3 variable.

Comparing these results with thosesfo.r the first

that MATH is acting as a surrogate for the gen'eral abtlitie Variables:

Partial correlation runs yielded the results shown'in figure'2. .

4

it seems li'kely

Compared with the results for study I, the share of independent variance'

accounted for ,by:advisors judgmenthas increased. With GPA and SAT in the

equation, two advisors judgment variables (PRGRAQE and TIMEORG) accounted

for nearly 8% of variance, compared.witn 3% in study I. Witb GPA and

SAt'not in the equation, advisors judgmentc_pendently accounted for

24% variance in'final grade. The relationship of advisors judgment,.

the learner variables, and GPA is illustrated' in figure 3 WPlle there

is substantial overlap between advisor variables and GPA,- some independence
1

does exist.

By contrast, the independent contribution of the learner variables
,

in thi presence of GPA has gone down. 'While in study it the learner

variables account for an addi"tio,pal 5 of variance in final gr4de, in

'study II, their independent contribution (rentlere0 Only by IIMEWRI() was less,

than 2%. However, with GPA and SAT...Apt in the equation, the learKer

variables accounted for 1,11=' of the variance in final grade (figure 2).

The overlap between advisors judgment and/the learner variables'is 14%.

To further clarify the nature of advisors judgments a 'control was

designed. An expertacademic advisor was asked to complete Advisort

addgment Questionnaires for'42 studentsfrom the original sample, based

only on these studentt' file's. The correlations between the expert

111
judgments and advisor ;s judgments are recorded fn Table 8.. gith the

.exceptioR of.the guestions.on reading,'math, and previous college .

'performance, correlations are quite small'. In addition, a stepwise

.multiple regression run substituting' the expert judgments for the original

..fl
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advisor variable judgments, with order farEed to be the same as the
9

.
. . I.

original, demonstrated a, somewhat weaker multiple R for the expert judge

(Table 7).. Consequently, it seems reasonable to conclude that advisors
3

in study II appeared able
..

to rend4r jufgments lising information. from face

. .

'

ir
r

. ..

to 'face contact in a way riot duplicated by' access. to file's alone.

Conclusions

, There are at least ihree fin'dings of tnterRst from the study'>\.

'.First, it appArs that use of developed courses in th'e'stuidy did in

fact substantially reduce the amount of error variance the final

grade. This is the most probable reason f'or the dramatically highe(

'Multiple R's in both studies'J and II, compared to .the typical perforilancq

of- SAT and GPA: While SAT and GRA predicted final grade' in both -studies .

'with strengths typical of these variables, the ability ,,of additibnal

measures to account for additional independent variance, is most interesting,
. _

-

since additional variance. is n6rmally 4ost in noise. .

,Second, the independent contribution of advisor's judgment appears'Ap

to be s-ubstantial. In study II, the advis.or's prediction offinal grade

accourited for 7% of ya iance independent of the'prediction from ,GPA:

This single question, operating alone, seems to lend credence to
N .

advisors judgment as a predictor. The control performedin study-II
- ..

\,...-
.

. I

suggests that information in adviSor's judgMent comes, at least in:part,

from fae-to=face contact. However, the modest reliabilities.of.

questionnaire items prevent conclusions on'what fact-ors the advtorors attend
4,.

to. I

Third, the study provides some tentative recommendations for

imprqvilig the adviiirig process. The prominance.of the two time
\\

(TIMEWRK and..TiMEORG) suggest that how a student uses his time may

iables

substamtfally modifythe predictitin of success drawn from his general
.

-
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abilities. dditionally, Study I recorded.that the Motiva1ion for

Alternatives ubscale and the Incentives and opportunities- sublcale if

p

tke arner v i.able questionnaire accounted for variance independent of .

SAT and A. %hese results were confirmed for Study,II only'if the learner

variables were egressed against final grade, withput'the presence of

pthe advisors judgment variable's (.Table 10.. The motivation for

alternatives variable is closely related to the time variables, sinte

it attempts to tap the presence of attractive alternatives toispendifig

time studying; By, contrast; the.Incentives and Opportunities sudscale

May'lrelate.to specific rewards for success in' a particular course;

'consequently, attending t it may be of use in some cases.. While these

recommendations must.lie taken as only tentative at this time, it should
*A

be possible'to strenlithen and expand them after further research with-
.

s

fliproved-instrumeneStion. 4

FinOly, the sun-TaiTiial increase in the predictive power of

advisor's.1gment between Studies I and II may resultai much from thee

. effect of Study I as from th improved questionnaire of Study II., It

is possible that reporting Study I, with no specific recoMmenditions,

to Ovisors, constituted an itervention which increased theoadvisor's

sensitivity to information other.than SAT andVA.

411
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APPENDIX A: A .IspRis JUDGMENT QUESTIONNAIRE (Study II)

.Student Name SSN Advisor Code

Course for which this questionnaire is to be completed:

The answers to these-questions'should be based on your interpretationof all
information you-have about the student.

1; Does there appear to be a lihk between the 'student's studies and his/her
career goals?

/ / 1.'
. / -'*/ -1 / /

no rela- .

some re- , * strong re- gnibTito
tionthip . lationship latiohship answerX

. .

2. js the.student likely to-learn in a variety of instructional situations
(e.g.., large or small classes, lecture or disciAsion, structured, or
unstructured, etc.)? ,...,

/ / / / .

probably moderately more than - unable to
not . likt,ly most of his

i ..

answer.,
. classmates

3. Rate the student's proficiency in rath

0
well below average well above (unable to
t).is clas5 his class answer

. Rate the student's proficiency in refding. 1

1
/ .. i

/ / .-/ //

well below average well above
K

t
is class. his class

5. Rate the student's cast acade-ic performance in college.

./

well below
average

unable to
,answer

..
/ / /

average well above unab e to
average answer

6. Predict the student's final grade in this tourse.'

F
/ / 1 / /

/D C B , A
I

student will
withdraw from
this course.

The following items are intended to elicit-your-considered ,ludgment of the
student, based on your advising experience. Even if your judgment is at
variance with what the studeht has actually said, please report your judgment.

1



How effectively do you feel the student organizes hii time?

very
effectively

very._ about like
ineff7ctively his class -

metes 1

S., Is the student self-directed?

I .

less than average
_-his/her

peers

much more
than most .

uWi5-fi to --,

answer

unableto
answer

9. D k the student have other interests which compete for his studying time?

/*.- /- / / /

r than about the more4han unab e to

h /Her same as most most '
answer

i classmates of his/her,4
classmats %

10. Does the student's social and academic adaptation-to the campus influence
his/her academic .oerformance? .\ '

,

'

/ / < / 1 ii
substantially -no effect vubstantially uWilneto

. hinders helps
. 'answer

'11. If the student is challenged the course, is he/she likely to:
4.,

k

/ / / /
t

/ /-
(.'"'N`'

give up
:

continue try harder" unable:to
working' the answer

same way

19 ,



0

APPENDIX B:

SCALES IN THE INSTRUMENT
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LEVEL OF PERFORMANCE WHILE AT WORK SCALE

R 20. I work hard most of the time.

23. Often I'm-just not in the -mood for work and then I don't
cep it.

.

R 26. I.prefer to begin working on assignmenth as early as
possible so that I don't have last-minute pressure.

16. In high school I worked just hard enough to pass my courses.

R 37: I stick to an assignment until it's done, even if I don't

like it. i K 2

43. I pick the grades I think I can get, and then I work just
hArd enough to get them.

R 50. When I sit down to work, I' can disregard distractions and
work, efficiently

INCENTIVES AND OfrPORTUNITIES SCALE

R 24. Getting good grades in this courte is important #o me.

28. Failing this course would have an adverse effect on.my
career plans.

29. The content of this course will not be very helpful .in my

future career.

R 32. Getting a passing grade in this course is important to my

uture.

R 33. Getting a poor grade in this course would rower my feeling

of sif-worth.

MOTIVATION FOR ALTERNATIVES SCALE

30, I take part in more sports activities than my classmates do:

R. .35. My 'day-to-day routine is so crowded with activities that I
don't have time to study.

R 42. I frequently do other thi?gs when I need to be studying\

R 46. I take part in more social activities than my, classmates do.

R 49. I haVe more hobbies tha my classmates do.

54. My studying takes up most of my free tire.

21



LEVEL OF PERFORMANCE WHILE AT WORK SCALE

R 20. I work hard most of the time.

23. Often -I'm just not in the mood for work and then I don't
do it.

R 26. I 'prefer to begin working on assignments as early as
possible so that I don't have last-minute pressure. jp

36. In high school!I worked just hard enough topass my courses.

R 37. I stick .to an assignment until it's done, even if I don't
like it.

43. I pick the grades I think I can get, and then I work just
hard enough to get them.

R 50. When I sit down to work, I can disregard distractions and;
work efficiently

INCENTIVES AND OPPORTUNITIES SCALE

R 24: Getting good grades nthis course is important to me.

R 28, Failing this course would have an adverse effect on pry
career plans.

_r
o

29. The content of this course will not be very helpful in my.
future career.

R 32.

R 33.

30.

R 35.

R 42.

R 46.

R 49.

51:

'

Getting a passing grade in this course is important tp my
future.

Getting a poor grad in this course would lower my feeling
of self-worth.

'MOTIVATI(FOR ALTERNATIVES SCALE

I take part in more sports activities than my classmates do.

My day-to-day routine is so crowded with activities that I
don't have time to study.

I frequently do other things when I need to be studying.

I take part in more social activities than my classmates do.

I haye more hobbies than my classmates do.

my studying takes up most of my free time.

22



16. In the average

TIME SPENT AT WORK SCALE

day, I spend abput hours studying (outside
class time):

18. .1m an,average week, I spend about
class time) . .

hours studying (outside

t

41. My classmates attend classes more regularl/y than I do.
41

44. My friends spend more time doing school work than I do.

45. Going to classes regularly helps me keep up with my work.

R 52. I spend more time studying than my classmates do.

R

R

R

'CAREER-ORIENTED DAYDREAMING SCALE

.17. On the average, I think about-my future career about times

per day.

21. Ijarely think about what it would be like to make a unique
accomplishment in life.

38. I often think about what I will be doing in my future career.

39. I often think about w.Kat it would be like 60 be successful
in my future life.

4

40. I often think that I will make a unique accomplish:bent in'

life.

47. ;rarely think about being the best_in my future occupation.

EDUCATION- ORIENTED VALUES SCALE.

19. The level of education I intend to eventually attain isa:

R 22. I consider good academic grades to be a sign ,of real achieve-
ment.

R 25. I believe that getting, good grades in College Will significantly
benefit my future life and career,.

2/. Getting gpod grades in college is not important to me.

31. I am less concerned with doing a job well than most of my
classmates are.

R 34. Getting ahead in the world-is important to me..

R 48. I believe that succeedfng at whatever one undertakes is very
important.

2.3

1



D

D

R

e

LOCUS OF CONTROL SCALE

53. a. Children get into trouble because their parents punish
them too much.

b. The trouble with children nowadays is that their parents
are too easy with them. 53,

54. a. In the long run people get the respect they deserVe
in :this wor10.

b. Unfortunate*4 an individual's worth often passes
unrecognized no matter how hard he:tries. . - 54.

59. a.' Heredity plays the major role in determining one's

personality. ,.

b. It is one's experiences in life which determine what
they're like. 55.

t .

.

56. a. Becoming a ccess is a matter of hard work; luck

has little o :nothing to do with it.

b. Getting a goo job depends mainly on being at the right

\-' place at tie right time. 56.

` , .

57. a. There are certainpeople who are just no-good.

b. There is'some good in everybody: 57.

58, a. In my case getting what I want hasNlittie or -nothing .

to do with luck. .) , ,

'b. Many times we might just as well decide what to do by
flipping a Coin. 58.

, .

. .

59. a. Who gets to be the boss often depends on who was lucky
enough to be in the, right place first.

b. betting peopli to do the right thing depends upon ability;
luaEls_litt4e or nothing to do with it. 59.

.

r

60. a.. As far0 world affairs are concerned: 11;ost cf us are the

victims of forces we can neither' understand, hor control.

b. By taking an active part in political and social fairs

the pedp)e can control 4Orld events. 60.
.

.
---

61. a. Most people don't realize the extent to which their lives

are controlled by accidental happenings.
b. There is really no such thing as "luck." 61.

62. a. One should always be willing to admit mistakes.

b. It is usually best to cover up one's mistakes. 62.

63. .a. It is hard to know whether or not a person really

likes'you.
, -

'f

b. How may friends you have depends upon how, nice a

person you are. ,

63.

64. a. Many times r feel'that I have little influence over
the things that happen to me. .

b. It is impossible for me to believe that, chance or

luck plays an important role in my life. 64.

4
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Social Security Number Name N

'(please print) .

INSTRUCTIONS:

We are aware
4 that -studeD0 differ in the way they react, to tests .

.
and examinations, and we want to collect data about your reactions to

tests.

There are no 'catch' questions in this questionnaire, however,

please read each question and 'eackscale carefully to ensure that yoU

are correctly describing your feelings or attitudes. The value of this

questionnaire will depend in large measure on. how frank you are in.

stating your opiniOns, feelings, and attitudes. Needless to say, your

answers will be trOated in the'strictest confidence, and will- not'in any,f

-way influence your performance in this course.

There is-noiime limit, PLEASE ANSWER EVERY WESTION.

PART I p

In order to have you all answer the questions using a common frame

Of reference, we are posing the questions .in relation to a test almost

.all of you have taken at one time pr another - -the grodp intelligence

(or ability) test. By group intelligence tests we,tefer to tests which

are administered to several individuals at a time. These.tests-contain

different types of items and are usually pencil-.and=paper tests with

answers tequiring either fill-ins or choices of several possible answers.

Scores on these tests are given with reference to the-standing of. the

*i'mdividual within the group tested or within specific age and eduCntional

norms. The Scholastic Aptitude Tests (SAT) which youhave probably taken

represent this type of test. Please-try to remember how. you usually,

reacted tdward this type of test and how you felt while taking them.

For each question there is a line or scale on the ends of which

are statements of opposkng feelings or attitudes. In the middle of the

line you will find either, the word 'Midpoint' or a phrase, both of which

are intended to reflect a feeling or attitude which is in-between the

statements of opposing feelings described above. You-are-required to

put a mark (X) on that point on the line which:you'think best ,indicates

the strength of your feeling or attitude about the particular question.

The Midpoint is only for your guidance. Do not hesitate to put a mark

on any plIntion the as* long as that mare reflects the strengd

yo

OT
0f-fee ng or attitude.
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4

THE'MIDPOINT IS ONLY FOR YOUR GUIDiNCE. DO NOT HESITATE' TO PUT A MARX

(XI AN-Y POINT Of THE LINE AS LONG AS THAT MARX REFLECTS THE STRENGTH

OF YOUR PEELING OR ATTITUDE. *Aft

1. How valuable do you think group intellFgene tests are in determining

a petsonlsability? /

t ,
_.

.
t

r

"-t
.

Very Valuable in some respects- Value}ess

valuable and valuele in others
.

.

2. Do you thank that group intelifience tests should be used more widely
,

than at present-to classify students?_
4,.

.

l

4

t!--"<
t

Should be Should be used Should be used

; used less .
as at present more widely

3. ,Would you be willing to stake 'your continuance' in college on the'

-outcome of a group intelligence 'test which has previously' predicted

success in a highly reliable fashion?

t t i +

Veiy willing. Uncertain N9(t. willing
e

.

4. If you know that yo6 are gding p take a gyoup intelligence.test,

how do you feelbeforehand?
I.

.

Feel very Midpoint Feel' very
;

unconfident
confident

4

5. After you hav,e taken a group intelligence test, how confident do You

.TieTthat you have- done. your best?

t
4,

t

Feel very . Midpoint .
Feel very

unconfident. , confident
, .

6. When you are taking a g roup intelligenCe test: to Chat extent do

yout emotional feelings dnterfere with or lacer youf performance?

. ,

Do not interfere
at all

Midpoint
1

Interfere a
great deal

7. Beforetaking a grotip intelligence test, to what.extent are. you

-aware of an "uneasy" feeling?

Am very mush'
.aware of. it

26

t

Midpoint Am not aware
of it at all
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'.THE MIDPOINT IS ONLY p3PR YOUR GUIDANCE.-- DO NOT HESITATE TO,PUT A !MU I

(I) ON ANY POINT ON THE LINE AS LONG AS THAT MARK REFLECTS'THE STRENGTH

OF YOUR PEELING OR 'ATTITUDE.

8. ;While taking a group-intelligence testto what extent do you

experience an accelerated heetlipat?

Heartbeat does not , Midpoint Heartbeat noticeably

accelerate at all
accelerated

2.. Before taking a group intelligence test to what 'extent do you

aTifTerice an accelerated heartbeat?

4.

, f ,4

Heartbeat does not Midpoint' - Heartbeat noticeably,

accelerateat all .
accelerated

10. *ife taking a groupRntelliiente test to what extent do you worry?

+ ,

so
+

Worry a lot Midpoint Worry not1at all

1. Before taking a group intelligence test to what extent do you worry ?.

.1.

'Worry a lot . Midpoint, Worry not at-all

12. While taking a group intelligence test to what extent do you perspire?

Perspire. Midpoint
Perspire

not at all
a lot

13. Before taking a gro intelligence test to what extent do you perspire,

Perspire Midpoine Perspire

not at all
a lot

14: In comparison with other students, how ofterfdo you think of ways

pf avoiding a group intelligence test?

3
t

Less often itian As often as More often than

bther stdtents other students' other students

15. To what extent do you feel that your performance on the college

entrance tests was affected by your emotional feelings at.the4pime?

t

Affected a
'great deal

Midpoint

27

t
Not affected

44
, at all
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PART :II 1.

This partof the questionnaire is designed to sample-your attitudes
towed school, grades, your future career, and the importanceto youof
this course.

Please answer all questions. Nqquestions are duplicated, although
some may sound similar. There-are no trick questions, so you need not'
beconcerned with trying to match youi response on one question totyour

. response on another question. It is best to record the response that
first comes to mind after reading the queStion. ,qr

. ,

. -

Record your responses by diioosing the letter that corresponds to ,

your response, and writing that letter in the space provided on the .

, right margin of the page.

-

,

-4.6. In the average day, I spendoetout hours studying (outside -

class time). .

A

.4----
F;e

. V9,

A. 1 or less
B. 2

. (

C. 3 .

D. 4 . .

E-. 5 or. more 16.

, .
.

17. On the average, I think abouteMy future career about tiMes

per day: ,

e. 0 .

13. 1 or 2
. C . 3 or 4 . o

.__.

D. 5 or.6
E. 7 or more 12.

18: In an average week:- I spend about, hours studyingjoutside.
cLasstime:

A. S dr less
B. 6 10

"C.-. 11 --IS_
D. 16 20
E. 21 or more

S

18.`

19. The level o education I intend to eventually attain is a:
..

A. bachelor', degree (or equivalent)
B. master's degree jor equivalent)
C. p/ofeional degree (medical doctor/ dentist; 1:wyer,etc.,

D. doctorate (or equivalent) 19.

PLEASE CONTINUE TO THE NEXT PAGE...

28
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#

Answerthe following questions Using this key:
ti

A. -.true of me .

B. Somewhat true of me
C.: neutral
D. somewhat untrue of me
E. untrue of me

20. I work hard most of the" time.- 20.

21. I rarely think about ihat.it would be like to e, a 21.
4 Z

unique accomplishment in life.

22. I consider good academic grades to_be-a sign-of real

achievement.

22.

23. Often I'm .just 4ot in the mood'for work and then I . 23.

don't do it.

24. Getting good grades in this course,is important - tome. 24.

I belieVe that. getting good grades in college will_ *25.

significantly benefit my future Iffe and career.

26. I prefer to begin working om assUnments as early as 26.

possible so .that I don't have last- minute pressure.

27. Getting good grades in college is not importint to me. 27.

28: Failing this course would have an adverse affect on 28.

my career plans.
*

29. The content of this course will not be very helpful in 29.

c my, future career.
V

1

I

.
I

30. I take part in more sports activities than my 30. j

classmates do.
.

-.1

31. I am less concerned with doing a job well than most of _31. I.__0_

my classmates are, 1

i
,

32. Getting a passing greade.in this course is important to _32. _4

my future. _ '1

.
.

33. Getting a poor grade in this course would lower mi. 33. 1

feeling of self -worti

34. Getting ahead in the world is important to me. 34.

35. My day,to-day routine ds ftcrowded-with activities 35.

that I don'thave time to study.

36. In high school I worked just hard enough to .pass 36.

my courses.

29
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1

Answer the follOwinig questions using this key4
1

A. true of me
B. somewhat true of me
C. neutral
D. somewhat true of me 4

E. untrue Of me

e

37. I stick to an assignment until it's; done, evon if I 37.

-don't tike it.

38. I Often think about what I will be doing,in my future ,- -' '38.

career.

39. I often think about what it would be like to be success- 39.

ful in my future life. I

40. I often think that I will make a unique accomplishment 40.

in life.

41. My classmates attend claSses more regUlarly that I do. 41.

42. I .frequentlydq odther things when I,need to be studying. 42.

43. I pick the grades I think I can get, and then I work 43.

just hard/enough to get theM. ,

44. My friends spend more time doing school work than I do. 44.
.

45. Going to-classes regularly helps mi;keep up with my work. 45.

--i

46. I take part in more ,social activitlie;s than my, 46.

classmates do.

47. I rarely thing "about being the befit in my 'future 47..

occupation. --N

48. / believe that succeeding at ,what via-r one Imaertalces
t

is very important:

49. I have more hobbies', than my .classmates do.-`, 49.,

)t
50. When I it down to work,"1 can disregard di raCtions SO.

;and wor efficiently. .
,

51. My studying takes up mostof my fr e time.

48.

52. I spend more time studying than my classmates do.

30
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PART III ,

4.

The items below are designed to find out the way in-whith certain
important events in our society affect different people.: Each item
consists of a pair of alternatives letered a or b. Please select the

one -statement from each pair (and only bne)-NihicW you more strongly

believe to be the case as far as you're concerned. Be sure to'select
The-cre you actually believe to be more true rather than'the one you

wthink you should choose or the .one you would like to be true. This is

a measure of personal belief; obviously there are no right or wrong

answers.
k

Record your choice by writing the. letter a or b in the space,td/

the right of each item. .Please answer these items carefully but do not

spend too much time on anyone item. Be sure to find an answer for

every choice,

In some instances You max.discover that you, believe both statements

or neither one. In such cases, he sure to, select the one you more

strongly believe to be the case as far as. you're concerned. Also try

to respond to each em independently when making your-choice; do not

be Influenced by your'previou choices.

53. .a. Children get into trouble because their pkrents punish

them too much. AA;:

b. The trouble with children nowadays is that.thtir parents

are too easy with them, 53.

54. 'a. In the long run people get the respect they deserve

in this world.
b. Unfortunately, an individual's worth oftenpasses

unrecognized no matter how hard he tr10.es. 54.

55. a. Heiedity plays the major role in determining one's

personality.
b. It is one's gxperIences in life which determine what

'they're like.
55.

56. a. Becoming a success is a mitter of hard work; luck-
has little or nothing to 7to with it.

lb. Getting a good job del:lends mainly on being-at the-right

place at the right time. 56.
. S

57. a. There are certain people who are just no good.

p.. There is some good in-everybody. 57.

58. a. In my case getting what I 'want has little or nothing

to do with luck., r

b. Many times we might just as well decide what to do by

,flipping a coin: - 58.

59. a. Who gets to be the boss often depends on who was lucky

enough to be in the riglit place first.

b. betting people to do the right thing depends pon ability;

luck has little or nothing to do with it:, 59



'60. a. As far as world:affairs axe concerned, most of us are the
victims ofJorces we can neither.understand, nor control.

b. By taking aia..active part in political -and social affairs
the pepple eanicontrol world events. . 60.

61. a. Most people don't realize the extent to which their-lives.
. are tontrolled'by accidental -happenings.
b., There is really no such'thing as "luck." t

(.61.

.. , . .

6.2. a., One should always be willing to admit mistakes.

d\ b. It kti'best tbis\usually eso cover up one's mistakes. 62..

63'. a. It is hard to knbw whether or not a-person really
likes you.

b. How many friends you have depends upon how nice a

person you are. . .-63.

64. --a,,. Mitny,time..s-1 feel that I havelittle influence over
the things that happen to me.

b.' Itis impossible for me to beliee that chance or
luck plays an important role in my life. 64.

11.0



Table 1: Learner Variables in the Study
Cronbach's ALPHA

Variable Variable Name Definition (Study II)

Fear of failure 4 FRFAIL fear thtt the .85

indiviiial will
fail in his/her
academic work. "

.

0-Time spent at TIMEWRK self-reported study .81

work ,
time in a typical
week.

Career-oriented DAYDRM a hypothesized .77

= daydreaming measure of achieving
tendefty.

Educatiori-oriented- VALUES self-report of

values values generally
associated with
considering education
important, e.g.,
education leads to
self improvement, self
esteem, better job, etc.

Le-Vel of LEVPERF self-report of how .62

performance 'while hard the student works

at work .while .studying

Incenti ves and INCENTV incentives for .59

opportunitief achievement in,a
particular course
included in the study

Motivation for MOOALTR a measure of .63

alternatives activities which might
distract from studying

.67

. Locus of control LOCUS internality-externality .62

Sex SEX taken as a possible back-
ground vaYiable moderating

4
others

tal SAT SATOT. sum of SAT vtilbal and
math scores

Grade point average -.GtA first semester college
grade point average

NOTES:

1. Fear of failure was measured by the test anxiety questionnaire

(Mandler and Sarason, 1952).

2. Locus of caKtnol was measured by a subset of the Rotter scale

(1954) which 4ad previously- been found to correlate well with

the entire.schje.

3. To code the five courses selec ted r study LI into the regression

nwitinn° fnur course yariables yj ``cased.



Table 2: Correlation',Coefficients for variables accounting for

1% of variance or more in fingrade (study 1).

GPA

SATOT

FEARFAIL

MOTALMER

INCENTI4

ZeISIMP

ZCONSISTA1

ZCLASSLG

ZPARAPR

.57

.38 . .27

.00 .13 A38

-.14 .04 .21 -.02

.18 .11 .22 -.32/

.27 .26 .04 .03

.40 .46 .35 .141

11

-.32 -.27 -.21 -.07

.27 .26 .34 .19

0 CL 0 4...

CC 4:C 4-
CD N CC

Z 4C
..., W
LL La-

34

-:02

-.07 .10

:08 .07 .31

HO -.02 -.03. -.35

-.01 .08 .30 .31 -.08

- Z f v, -.1

Z v) vi ce,
W CZ X IIE
CO L.) 0= IV' l...)

4 J
L .)

1,..... 1.4 r.o

/"`
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Table 3: Stepwise and reverse order stepwise regressions with
final grade as dependent variable (study I).

Stepwise Reverse Order

,-,

R R2 R2 Change R2 R2 Change
.- .

GPA (gradointaverage) .,.57 .31
,

.33 .51 .10

SATOT (total SAT) .62 .38 .05 .51. .20
4

MOTALTER (motivation for .65 .41

alternatives)

.05 .21 .03

i'

FEARFAIL (fear of fOure) .68 .47

. .

.04 , .21 .00

ZCLASSLG (is student irtiri- .70 .49

dated by,large,classes)
.02 .19 :06

ZCRSIMP (is course imbortaint .71 .50

to student?)

.01 .13 .10

.

INCENTIY (incentive for -.72 .51.

education) "(P (.001)

.01 .03 .03

35
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Table 21: Inter.L.r t eliability for iSor ment guistionnalre

Question

Does there appear to be a
link between the students -

studies and his/her career
goals?

Is.t:ifi4n
vari

tudeni likely to
lear ety- fQ
instructional situations?

Rate`the student's
proficiency in math.

.

Rate the student's .
proficiency in reading.

:Ne the student's

.Variable Name

GOALINK

Study Ii `
Cranbach's AleHA

.541.

CS

4

-STUFLEX .547
.

RATH .643

READING .72D

COLPERF .658

. past academic performance
.

4

in college.
3

PR-Predict the student's= tin GRADEral .621

grade_in- this course., ." r
.

How effectively do yo.ifeel TIMEORG .542

the student organizes
time.

Is the stucPrt SE!:c010. .396

Does tha st,dent nae
.436._

Other interests Wh'Ct-
compete for nis,sty;r:
time.

Does the stud nt's social ADAPT-

4nd academic adaptalon
to the-campus influence
his/her academic per'ormarce.

If they student is cnallerced
by the course, is nersre
likely to give *Jo ;,r try

harder.

.442

.4j9

9



Table 5: Corr lation coefficients above + .120 (study II).

1COURSE2 98

COURSES .514 .535

COURSE4 .572 .587 .502

ZLOCUS

ZTIMEWRK -.341

ZYALUES

ZIEV/ERF T

ZIKCENTV -.214

ZMOTALTR .203

4Z,pr-44GRD -:234

ZSATOT

ZGPA

ZGOALINK

ZSTUFLEX

ZMATH

ZREADING 4

ZCOLPERF

ZPRGRADE

1TIMEORG

'ZSELFDIR

ZAOAPT

-.252

4tv

.241 * -.234 .501

-.209 .471 .262

-.232 .341 .513 .266

.222 .570 7.298.-.367 -.245

-.421 -.288 .306 .206 .254

-.207 .261

.204 .545

-.286 .219. .315

-.234
.432

t.

.461'

.387

-.201 .
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.392

.206

ZCRINGE r (%.1 en er Z -.J ix .230
4.1

7 V) V)
LaJ 14.4

4.6
Lii
V) I=

CC - 4.)
ta
3i

S. . ix ce cr ac 2.- Li. L) Z ...a

= =0 0
c..) C.)

= r., At CC 0 a.. .. e IIIC V)

0 0 L. -J .
71. IAJ

c.) L., P4 144 IV P*1 NI =

.219

:582 .306

.267 .269

.374 '.334

.413 .471.

.355 .366

.518 .323

.512 .237

.466 .221

.376

.202

.414 .414 .249
1z I 1/ 1

11 z
I 3 8

, u. 0 - 0
p- or Li.. CC V) F-
P.' CD P4 CO NO



Table 5: (Continald)

.275

.448 .380

',.407 .242

.419

.794 .31

.622 .232'

.494 .351

-4118 :393

.333

_ .533 .307

.508

.538

4,111

.517

.452

.407

.387

.597

-.493

.499

.400

.341

.221

.372

.512

.428

.403

.347

.371

.583

.521

.476

,.290

.581

.542

.493

.478

.640

.399

.560

.368

.552 .351.

- ZGOALINK

ZSTUFLEX

-MATH

ZREADING

ZCOLRERF

ZPRGRADE

tTINEORG

ZSELFDIR

ZADAPT

ZCHLNGE

CC

I ti
NJ
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Table:-6: Stepwise linear multiple regressio'n"a14 Variable.
study 111N.152.Y. .

r-

ALL VARIABLES

Variable

STEPWISt, FORWARD

R- R2 Cum . R? Chn

N= 152

,STEPWISE,-REVERSE

R R2 R2 Cl n
,. .

ZGPA .545 .298 .298
,

, .741 .549 -.D20

COURSE3 .635 .404 .105' .727 .529 .070

ZPRGRADE :686 .471 .067 -,.677 .459 :029

ZMATH .703 .494
.

.023 .

-

:655 .430 .103

ZTIMEWRK .714 .510- .016 ':5j1 .326 .032

ZTIMEORG .723 .522 .011 . .542 .294 .203

COURSE4
.

.731 .534 .011
.

.300 .090 .035

COURSEI Y741 .549 .015 .234 .054. ".054

Tablea7; Stepwise linear multiple regression, all variables'except SAT

and GPA; study II.

ALL VARIABLES EXC. SAT b GPA

Variable. R

STEPWISE

R
2 Cum R

2 Chn

STEPWISE, REVERSE

R2 Cum

ZPRGRADE

COURSE3

.ZTIMEORG

ZMATH

ZTIMEWRK

COURSE4

COURSE1

-

.511

7654

.679

.694

.709

.7 17

.7'2-7

.

.263

.428

.461

.482

. .503.

.514

.529
. f

'

.263

.164

.033

.021

.020

.011

.015

.727

.703

.655

.605

7

.

.234

.529

.494
.

.430

.366

.158

':090

.054

.0*-

,

.064

.063

4.208

''.067-i

.035

.054
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Table 8: Control: Correlations of advisor's .judgments with expert

judge, fdr each question (study II).

Variagie r r2 (n=42)

2GOALINK .287 .082

ZISTUFLEX . .245 .060

ZMATH .339§ .114
,S.ignif. at K .10

- ZREADING , .412* .169
* Slgnif. at g <

,2COLPERF .426* .182

IRRGRADE .172 .029:

ZTIMEOWG .274 .075

ZSELF&IR S .081 -.006

ZOTH.INT .110 .012

ZADAPT .073 .005

ZCHLNGE .196 's

-

-Table 9: Stepwise multiple linear regresston, advisor's judgment and-
..

. control (study II).

ADV.PVARIABLES ONLY

Variable R
2 Cum R 2 Chnq

(N= 42)
Control(Forced Same Order)

Variable' R R2Cum R2Chng

ZPRGRADE

'ZCOLPEkf

i2VATN*

ZTIMEA6

ZGOALVIK

.513

.569'

.595

.61.1

.621

,

.263

.324

.354'.

.374
i

.485

.263

.060.

A .029

-020

.011

1-
.

:

.252

.406

.441

.506

.507

.063

.164

.194

.256

- .257

1 .063

.101

.029

.061

.001

Jo' et

C-4
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Tab re 10: Stepwise multiple linear regresSion, learner variables only

(study II).

ATKINSON VARIABLES & COURSE ONLY

Variable

COURSE3

ZTIMEWRK

ZMOTWR

ZDAYDRM

ZINCENTV

-R R2 Cum R2 Chn

.42T

,496

.513

. 525

. 534

.177

.246

.264

.275

.286

.177

.068

.017

.011

.D10

42
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