Keele

UNIVERSITY

This work is protected by copyright and other intellectual property rights and
duplication or sale of all or part is not permitted, except that material may be
duplicated by you for research, private study, criticism/review or educational
purposes. Electronic or print copies are for your own personal, non-
commercial use and shall not be passed to any other individual. No quotation
may be published without proper acknowledgement. For any other use, or to
guote extensively from the work, permission must be obtained from the
copyright holder/s.



STUDENT ATTITUDES TOWARDS BASIC FEATURES

OF A COLLEGE OF EDUCATION COURSE

BY

C. WRIGHT



ii

ACKNOWLEDGEMENTS

I would like to record my sincere thanks to the following people, without

whose help this project could never have come to completion:-

Miss E. G. Malloch, Principal, Madeley College of Education.

Mr. R. Harris, Lecturer in Education, University of Keele.

Dr. C. Bibby, Principal, Kingstone Upon Hull College of Education.
Dr. Beard, Head of the Computation Department, Hull University.

To the staff and students of Madeley College of Education.

To my wife and family.



I,ist of Contents

Summary of this Research

List of Tables

Chapter I

Chapter II
Chapter III
Chapter IV

1apter: V.

Chapter VI

Chapter VII
Bibliography

Appendices

Statement of the Problem

Research on Attitudes and Personality
Qualities in the Training Ccurse

Lay-Out aud’drganiséticn of this
Experiment '

Validation and Revision of the.ffy—Out
Test Items 3

Examinz2tion of the Attitude Test as a
Measurenent Instrument : Administration,
Reliability and Valility of the Further
Test Programme

Cousideration of the Results of the
Four Year Test Programme Ltie

Conclusions and Implications

e

37 -

65

109

177

192

e

e



" 'Summary of this Research

The overall objective of this research was to find out if there were
student attitudes relevant to teaching, which were important to success in
the training course as measured by final results, and whié@ changed as the
course progressed.

The central objective was therefore to examine a number of hypotheses
abouL the attitudé; of students in a College of Education. The most important
;f these hypotheses was to find out what attitudes students actually held
towards basic features of the course, to see whether there were significant
differences in attitude between different portions of each year group of che
sample, and to see whether individual student attitudes changed during the'
_course. In this way it was hoped to discover how far the attitudes which
a student takes up in his first year are determinants of his success on the
course, how far possible estrangement between tutorial and student attitudes
increases the proglem of communication, and how far studént attitudes towards
basic features of the course become more oi less favourable as the course
progresses. These 'basic features of the course' were determined by an
asséssment of the consensus of opinion among staff and third year students;
and, as a result of this preliminary assessment, it was decided tec investigate
the five areas of (g) Attitude towards work (b) Attitude to authority
(c) Attitude to one another (d) Attitude to children and (e) Attitude to
life in general, which was based chiefly on the continuum of the progressive/
conservative outlook of the student.

However, attitudes do not exist in isolation, so it seemed useful to

examine at the same time other personality variables which might have a



bearing on the student's attitudinal organisation. This was undertaken in
order to see if there were any significant connections between particular
attitudes and other personality variables, and to sce 1f any of these
affected the student's success in the course. It was also thought possible
that results from this area of the investigation might show whether any
common personality patterns existed among students, whether individual
personality change took place during the course, and, if o, whether there
was a pattern of direction in such change.. These personality variables could
be tested by published tests, but the attitude scales clearly had to be

constructed.

.
e

These attitvde scales used the Likert technique of comstruction, and
it was thought worthwliile, in valid%ting them, to test out a further major
h&pothesis. This was to find out whether the individual statement value
of these écales changed over a comparatively long-term period, and, if so,
how this affected the measuring capacity of the total instrument. It was
hoped that by successive validation over a period of four years, instead of
the more usual single validation, there might be developed a more effective
long-term measurement instrument. At the same time, it wos hoped that these
successive analyses might provide further infermation about the dynamic nature
of significant attitude statements in a relatively closed community.

The experiment therefore consisted in examining the attitudes and major
personality variables of students throughout four successive years. In this
way the progress of a single ycar"grbup through the course could be followed,
a comparison between year groups who were unknown to, and unaifected by, each

other could be made, and a broad comparison of the attitudinal situation
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between the first, second and third vears of tﬁe course could be repeatediy
"checked. It was hoped that in this way the significance of student attitudes
as a factor in the course might emerge. ¥For exauple, what number cof students
significantly change their attitudes during the three years of the courssz,
what attention needs to be paid to attitude development wh;n designing
courses and organisational structures in a college, or can attitudes in actual
fact be thoughi of as affective objectives in a particular course.

The statistical methods used in this experiment were chiefly those of
correlation, significance of difference between means and simple factor
analysis, but these varied in accordauce with the nature of the material being

used. The whole experiment covered a period of four years from initial

validation to final administration of the tests, and took place in one collece.
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" 'CHAPTER ONE

STATEMENT OF THE PROBLEM

Background to this Investigation

Higﬂer Educatioﬁ in this country has undergone a major expaunsion since
the war. The result has.been that the majority of students in provincial
univérsities and colleges have been first generation students coming from
a wider social area and covering a somewhat greater range of intelligence
(Robbins 1963) than pre-war college populations. At the same time expansion
has meant avnew influx of staff into higher education (W. Taylor 1969) who were
bound to bring fresh ideas on education and thus provide a background

' _ g
conducive to change. The power of assimilation of traditional institutions
of higher educarion has thus been eroded by the size of post war expansion.

In addition, the role of higher éducation has also been affectea by
change. The pre-war concept of a more or less stati¢ society is giving way
to that of a dynamic, planned society, based on an awareness of the importance
of change itéelf} and places of higher education are more and more seen as
insﬁrumcnts in this process of change. There is thus developing a new
impetus in the exanination of traditional techniques of higher education.

Tie university is becoming more aware of its role as a teaching institution
in selecting and examining its students (Furnesaux 1961), while the college of
education is increasing its effort to become a place of higher education as
distinct from one of mainly professional training (Weaver 1966, James 1972).

It is from the basis of this kind of thinking that this research starts.

W.D. Wall (1968) has said that in fact we are witnessing a revolution in the

initial education of teachers, and yet there is surprisingly little research



whicﬁ directly bears on tﬁe effectiveness of the preparation of students

for teaching. In fact, the N.F.E.R. Conference on research into teacher
education (1968) showed just how little is actually known, how little teacher
educators in this country are éeared to active research, and how many lines
§f investigation are immediately necessary. The present i;vestigation is an
attempt to pursue one of those lines; mnamely, that of the significance

of attitudes and attitude change in the training course in one college of

education.

Need for the Investigation

It has frequently been assumed (Allen 1963; W. Taylor 1969) that the

attempt to compress tfaining for a lifetime of teaching intc a three-year
course could be considered quite impossible unless it were conceived as
a matter of fostering certain attitides. Yet this claim has never been
substantiated either in gespect of a single college or of colleges in
general. How far attitudes which are considered as conducive to effective
teaching, are encouraged or engendered during the period of the college
course is thus a question which very much»needs to be examined.

At the same time, however, one cannot look at attitudes in a particular
situation totally in isolation. It is necessary to look at cther trends in the
situation to see if they have any significant relation with the attitudes

exhibited. It may well be that particular clusters of student attitudefare.the 

result of particular features, such as student age, subject department,

1‘

professional orientation, individual personality, or reaction to staff attitude
An examination of the relationsnip between student attitudes and other features!

of the course is therefore also necessary.




Furthermore, much doubt has been tﬁrowu (Colien 1964) on the
usefulness of attitudes as a psychological concept at all. Wﬁile attitudes
undoubtedly exist and are influential determinants of beﬁaviour, théir
relation to the situational background and the uncertainty of their
permanence renders their measurement somewhat suspect. There thus needs
to be some examination of the long term va;idity of attitude scale measurement,
particularly when a selected base sample is used. Thﬁs'this too Aeeds to be
considered very carefully before the results from the investigation can be
effgctively evaluated, since the basis of the whole'prnblém investigated here

is one of comparative evaluation rather than one of measurement against some

s T o -

fixed and invariakle criteria.

Purpose of the Investigation

The overall purpose of tbis investigation, therefore, is to discover what
actually happens to certain student attitudes, if anything, during the pcriodv
of the course, how far this is linked with course success, and how far
significant attitudes themselves are likely to change over a period of time
involving completely dissociated groups of students.

Thus the scope of the experiment is to examine attitudes to some of the
basic features of the college course in order to discover what is their
level, whether they, in actual fact, do change as the course progresses, and,
if so, in what direction. The possible significance between these attitudes
and other features of the course, and the possibly dynamic nature of the

attitudes themselves, will also form part of the investigation.



“‘Limitations on the field in investigation

Obviously there are two problems, implicit in this statement of
purpose, which need to be considered. The first is to consider the limits.
of the context in which these attitudes operate. 1In tﬁis research the
context was limited to one college of education, and to the criteria operative
in that course. Ihe second problem was to consider what attitudés were to
be investigated . These similarly need to be related to the situational
bacﬂground, and were therefore defined by the consensus of.opinion among
. third year students and staff, since these together help to determine what
is the end"product.éf the course. Thus they wgr? empi;}cally deécrmine@

with reference to this college situation rather than on any theoretical

basis of what attitudes should be inculcated in teacher training generally.

General Method of Approach

The experiment therefore took the form of repeated testings of a
programme of attitude and personality variables (see p. 4l Ch.3) over a period
of four years. The first year was concerned with establishing the attitude
scales to.be used. and this was done on a sample of a wholé third year group
of students. The remaining three years were spent in annually testing a
representative sample from each year of the course. 1In this way a picture
of the attitudes of one group of students in each year of thkzir course was
obtained, together with nine comparative pictures of the different year
groups of students taking part in the course during the test perioq. Thus
what were typical first, second and third year student attitudes could be

determined, as well as how a student's attitude developed through the successive

years of his course. Ia addition, other variables such as student age, sex,
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social class, scﬁool achicvemenf, sociometric status and course success
were taken into consideration. The sample was also divided into its
various subject and educational groupings. It was hoped to establish any .
significant linkages between all these variables and groupings by the
emergence of repeated significant correlations or differencés between means
and the use of factor analysis where possible.

4t the same tipe the unrevised schedule of 305 attitude statements,
and the revised attitude scales developed from it, were subjected to
repeated analysis. This was done in order to gauge the change in the
significance of the individual statements in the attitude scales over a
period of four years, thus involving studen; sa&ples which had no direct

jnfluential connection with one another.

Conclusion >
This research thus sogght to discover some part of the attitudinal
structure of an individual college, to uncover evidence which college teachers
might find useful, and which might prove valuable in showing some of the
determinants of student success in a colleée course. At the same time, it
also sought to discover if attitude scales remain valid instruments of
measurement over a relatively long period of time, or whether ihe attitude

situation in a college is so dynamic as to make objective scales representative

only of the sample on which they are based.



"CHAPTER = TWO

RESEARCH ON ATTITUDES AND PERSONALITY QUALITIES

: . IN THE TRAINING COURSE

Introductory Statement

The volume of English research into teacher education has so far
been very small indeed, and American research, thqugh much more voluminous,
has likewise been rather indecisive in its results. Hence an investigation
into any one of the variables in a college course has to‘take account of
the fact that there are a large number of as yet uninvestigated factors in
the course which may have relevance to the aspect under examination.

An investigation into attitudes in a coiieée course faces a nurber of
difficulties of this nature. One is that the relevance of student attitudes
in the course cannot emerge until an attempt has been made at charting the

objectives of the course. There is also the problem of measurement of

variables which are likely to be multi-dimensional and interactive. Then
there is the further problem that different institutions are likely to have
different internal organisations, as well as objectives, =nd these too may
préduce &ifferent effects on their students.

‘One possible solution to this problem of the complex ramifications of
evaluation, as L. Cohen (1968) points out, is to limit it by formulating a
number of specific statements which reflect aspects of the general goals
of teaéher training. The extent to which the student accepts or rejects
these statements, and their implications about a tcacher's values and attitudes

nd
wili indicate his progress towards that stated objectives. This solution does

not escape the problem of discovering objectives, nor does it take into



account situational or formative influences on attitudes, but, within

its limitations; it does make evaluation of existing attifude strength
possible, and hence can yield some useful information about the training -
course. This rcst;icted view of attitude measurement is therefore taken
in this research.

However, the complex ramifications of evaluation referred to by Cohen
do demand a consideration of more than just previous attitude research in
this‘summary of research, so that this present investigation can be seen
in its proper context. Thus, this summary is concerned with.finding out
what is known about (i) educational objectives basic to the teaching of teaching

. RN
and (ii) previous attitude research in teacher education, including the

situational impact of the institution on the attitudinal structure of the

student.

Research into Teacher Effectiveness.

An attempt to gxamine:juzérofessional objectives of colleges of education
must concern itself with the research on the topic of teaching effectiveness,
which has taken piace both in the sphere of teaching practice and in that of
actual teaching. Teacher effectiveness has attracted a great deal of study
in America and, to a much less extent, in England, but the resultcs have so
far beeﬁ‘negligible. In fact, so negligible have they been that many
.researchers have abandoned the field of competence researcﬁ as being toc simple
an approach, and have tended to concentrate on the study of classroom
junteractions (Biddle and Elena 1964). However, while it is no exaggeration to
say, as Biddle and Elena pointed cut and as Cope (1969) has.sincc re—affirmed,

that we do not lnowthow to select for, train for or evaluate teacher




of fectiveness, it is nevertheless necessary to continue the search,
. -~
since it is so practically essential., The following consideration of

investigations intc teaching practice and teaching are therefore both

considered. e

‘

Research into Teaching Practice Criterion

There have been three lines of research followed in the search for
improvement in the teaching of teaching; of which the third is specifically
concerned with the criteria for successful teaching performance. The first
line of research has aimed at changing the style of supervision (Eggleston and
Caspari 1965, Coltham 1966, Clark 1967), with the aim of securing more
practical aid to the student. The second has directed itself towards
considering the impact of teaching practice on the student. This has been
the line followed by McGrath (1950) in the'U.S.A., and investigations such
as those of Collier (1959), Tibble (1959} and Carroll (1962) in England.

In general they have found that it is the immediate situational problems,
such as worry over diccipline, inducing pupils to work, adjusting instruction
to pupil'needs, and so on, vhich are the most pressing concern of the student.
From this research it would seem that the main training need is for the
teaching situation to be aﬁélysed in terms of specific functional skills, and
the student to be trained in these. This is the third line of research which
has been pursued by investigations such as that of L. H. Stewart (1956).

Stewart's investigation into specific practice requirements for teaching
success maps the outline of the functicnal situation. Using the critical
incident technique, developed by Flanagan (1954), he found that organisation,

planning, interpersonal relationships, subject matter, instructional
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procedures and class management were the most important requirements for
teaching success. A similar experiment by Bush and Allen (1967) at
Stanford University into the training of specific teaching skills resulted
in a programme concentrating on the six skills of organisation, presentation,
stimulation, questioﬁing, testing and rapport. In their test programme
Bush and Allen produced a significant difference between the test and the
control group in teaching ccmpetence, as well as in the student's ability
L0 analyse his own performance. -

Poppleton (1968) followed a slightly different line in her effort to
structure the teaching practice situation by tabulatiqg the criteria against

-

which the student's performance in it should ge judged. She developed

an assessment form of the global characteristics thought to be significant

fér teaching practice suécess by both college supervisors and schools. Both
parties rated highly the power of self assessment, subject knowledge and
preparation, originality and the ability to arouse active participation,

but, after that, the supervisors tended to accent academic qualities while

the schools tended to concentrate on the personality aspects cf the student's
performance. Start, while at Manchester University, also began developing

a siﬁilar structured assessment form for use by college staff. These rating
schedules present a uscful step in the direction of standardising the teaching
practice assessment situation and arriving at agreement onvthe main objectives,
but as Biddle and Elena (1964) earlier pointed out, they do not constitute

a master blueprint'for the teaching of teaching; they are only an effective

guide to a range of teaching situations.
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These schedules, however, do serve to highlight the important part that

affective factors bhave to play in teaching, and this conclusion has been

reinforced by a number of researches relating personality qualities to

offectiveness in teaching. Lovell (1951) pointed to the negd for empathy
as well as intellectual ability in successful teachers, Evans (1952)

confirmed this by pointing to the need for empathy and feedback in the

pupii;teachcr relationship, and Tarpey (1960) similarly emphasised the
importance of sympathy and understanding in teacher trainees. Skinner (1949)
concentrated on the student's need to have an ability to arouse interest and
evoke cg-operation, which was reiterated by Allen (1963) as a need to have
personal resilience underlying efforts of prcsentation; Uttley (1952)

found a significant correlation between student's rankings of one another on
qualities of leadership, mental alertness and emotional stability with

teaching practice success as assessed by college tutors. Phillips (1953) resear

in the following year into selection methods for college students showed a
eimilar correlation between personal qualities and teaching success. Phillips
jsted these qualities as sympathetic understanding of children, friendliness

and emotional stability, and found a .505 correlation between these and

teaching practice success; and Dale (1966) further confirmed the importance
of thesc same qualities in a separate experiment:on selection for teacher
training.

However, a student's success in teaching cannot be arrived at simply by

a summation of certain personality factors. The fact that the criterion of

effective teaching must be a composite one, taking account of interactive

factors. is pointed out by Evans (1952). She suggested that a criterion can




11

be arrived at partly by reference to tﬁe feelings of the worker, partly

by reference to the products of pﬁe labour involved and partly by reference
- to thése with whom the worker comes in contact. Robertson (1957) reinforced
this kind of conclusion in producing a profile of teaching qualities which
consisted of eight clusters of interrelated personality traits which he
claimed were essential to effective teaching performance. Halliwell (1965)
similarly emphasised the fact that as the criferia fér effectivencss in
teaching can be.intcllectual goals, affective attitudinal goals or general
educational goals, the fairest criterion is likely to ba a composite one,

which, though it may not very accurately reflect one aspect of the teacher's

-

performance, will do most justice to his ail-round effectiveness as a teacher.

It would therefore seem that cuccessful teacher performance is multi-
dimensional and consisting of interactive factors, rather than univariate

in its action. ;

Thié multi-dimensionality makes the problem of measurcment dirficult,
but there are other‘complicafing factors too. Wiseman and Start (1965)
showed that the actual predictive value of teaching practice assessment over
the first five years of the teacher's life is very small. Robertsen (1957)
has diown that the influence of the teaching practice school can have a great
effect on the student's final grade. Thus there are practical factors in
the situation as well as the multi-dimensionality of teaching vperformance
which make valid measurement very difficult indeed, and practical outcomes

from the research difficult to apply.

i
|
|
1‘
1
|
I
|

|
l
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- Finally, some regearchcs; Sucﬁ as tﬁat of Cope currently taking place
at Bristol; have béen devoted to an examinaticn éf thé whole web of pressures
thch go to make up the Feacﬁing practice experience for tﬁc student.
Interaction analysis (Amidon and Hough 1967, Flanders 1969) 1$ a parallel
attempt to cbjectify the dynamic relation of the verbal components of Lle
teaching situation. However, as Cope says ia her review of research into
teacher education (1969), research has only just begun to. get under way in
this field in the last six or seven yearsinp this country, and there is little
go far which makes explicit the objectives of teacher_education or the degree
of success in achieving them. Even so, the possibi;itz of linking 'process'
with 'product' variables in the course has eme;ged and represents a real
opportunity for eventually arriving at a better determination of teaching
effectiveness, though it has occurred too late to have much direct effect

on this present research design, apart from supporting its relevance.

Research into Teaching

These conc}usions seem to have been broadly substantiated by parallel
research into teacher effectiveness in the profession. The Stanford University
Secondary Teacher Education Project (Bush and Allen 1967) lists five
functional qualities as being peculiar to the teacher as a professional person.
These are concern for children concern for the teacher's own professional
standards, active éwareness of the school as part of the commuunity and
awarcness of the teacher's owﬁ active role in the community. None of these

have been really investigated by research, nor do they seem to form a
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significant part of the training programme for teacﬁers* (Inlow 1960).
Tﬁe investigation by Goodacre (1968) sﬁowed tﬁat frequently not more than one
in tﬁfee teachers live in the area from which the school draws its pupils,
and often the influence of different class origin makes it difficult for
teachers to thoroughly understand their pupils, as well as making an actual
difference in the amount by which pupils can profit from their education.
Generally, Goodacre found the teaéher's attitude to the cﬁild‘s home background
and to the ?hild himself, was related to the personality dimension of .
authoritarianism in the teacher. Thus, democratic éeachefs tended to be
more favourable in their attitude towards their pupiléz home backgrbunds,
io show more concern for children and to be 1é§;'pe§si;istié in their eétimates
of the school's ability to influence pupil values. These functional
atﬁitudes therefore appeai to emanate from the yersonal value structure
Af the teache:, not as a rggcticn to the social milieu of the school in
which he teaches. -

Ryans (1960, 1964) in his ten year investigation into effective
teacher qualities, found a very similar pattern of generalised. multi-

dimensional teacher qualities to that found by ceaching practice research.

% It is interesting to note, however, that when asked to define the basic areas
in the teacher training course the tutor and student informal committees in this

investigation both independently returned at least two of these five qualities

as being critical for student success in the course.

i
|

ey
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i
The mainpreblem for him was one of defining the major dimensions of teacher

classroom behaviour. He suggested that these are three-fold:-

Pattern Xo - warm, understanding VS aloof, egocentric behaviour
Pattern Yo responsible, business like VS evading, unplanned bchaviou
Pattern Zo stimulating, imaginative VS dull, routine behaviour

At least otie of thgse dimensions (Type Zo) hag been substantiated by
later research (B. Rosenshive 19?0) as having a positive correlation with
pupil achievement, and pattern Xo has been shown to héve a relationship with
pupil/teacher adjustment if not achievement (Davies 1961). Ryans turther
suggested that the qual?ties which go with high scores on tﬁese scales are
generosity of judgement, high verbalxintelligence, democratic cutlook and
good emotional édjustment.' From this work he develéped self-report
inventories which sought to identify attitudes and early experience which
might be predicéive.of these pattefns of behaviour, though this was an effort
which later research has so far shown to be somewhat suspect.

Later rescarch, as listed by Biddle in 1964 and Flanders 1969, tended

to show that Ryans was the culminating point of a particular direction in

the search for the constituents of teacher effectiveness. Ryans had attempted

to find the general dimensions of teacher behaviour which were most conducive
to teaching effectiveness, but later research has tended to emphasise the
interactive nature of the situation which produces these behaviours. Biddle

sums up the difficulty of the problem in his seven-fold sequential

T T s




classification®* of teacher effectiveucss; and Flanders (1969) supports
‘him with his simpler model of presage-, process—; and product variables.
In this way it ﬁas been shown that teacﬁer properties, such as attitudes
or motibations cannot be the sole determinants of effectiveness, but are
_an important generalising factor in such success.

These broad conclusions.have been supplemented by English research on
teacher qualities. Vernon (1960) found that teachers are as diverse in
traits as persons from any other occupational group, so that the possibility
of finding a distinct teacher personality is unlikely. Thompson's
investigation (1958) into sex differences in:tggching;attitudes among .
graduates agreed with Ryans' findings, though it did confirm some sex
differences in attitude. Thompson found that women were more religious,
'social, tender-minded and educatiopally progressive than men, but beth
were diverse in the range of their personality qualities. Thus the early
evidence of Strong's Interest Blank (1943), where a distinctive teacherx
pattern did notAemefge, was largely substantiated, though whether this is due

entirely to the nature of the job or to extraneocus factors, such as the

pressure of demand for teachers, has not been clarified.

Hence, while a characteristic teacher personality has not emerged, it

seems possible that the successful teacher may be characterised by a small %
number of personality qualities, resulting in recognisable dimensions ©of

classroom behaviour and attendant teacher attitudes. However, there would

* Teacher effectiveness classification. (Biddle and Elena)

A. Sequence variables:- forwmative experiences, teacher properties, teach
i A ’ prog ) er

behaviours, immediate cffects long term conscqucnc#i
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also seem to be a number of important qualifications to tﬁls general
conclusion. One is that there seems to bé a division of opinion on the
‘criteria of judgement between the college'on the one ﬁand and tﬁe school

on the other. Poppleton (1968) noted that after agrcement on tﬁe basic
functional qualities of teaching pracfice students, teachers tended to stress
afféctive factors while-coliege supervisors stressed intellectual factors

as being necessary for teaching success. Drabick (1967) similarly stressed

|

a division between the 'idealistic' college training and the 'realistic’

school training. The second major qualification is that in arriving at any
general conclusion allowance must be made for.extraneéus factors in the
interpretation of research situations, just as much as in measurement
situations. It is this.fact, already evident in this survey so far, that ied
Ryans to stress that variations in criteria (which he divided into the three
broad classes of ongoing teacher behaviour, the prcduct of such behaviour,
and the concomitants of such bchqviour) cculd lead to apparently conflicting
conclusions, unless there was careful consideration of the actual research
models. For example, Popplcton's general conclusion would have emerged
much less clearly if her teacher sample had beecn more representative of
University trained Secondary teachers. The third qualification is that one
must also accept Ryans' later limitation (1964) that predictivity cannot be
guaranteed from his research, it only shows the characteristics of successful
teachers at that time. The final qualification to be noted is that
Ryans' conclusions'are only true on an actuarial basis, and certainly
cannot be applied directly to the individual in a particular situation.

The conclusion from this field of rescarch would therefore séem to be

that attempts to isolate teacher 'qualities' can lead to oyer-simplification
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jn interpretation of tﬁc teacﬁiug situation, and hence failure in
predicticn of teaching success; Neverthcléss, it &is 1egitimatetas Biddle
pointed out, to consider such qualities as one of tﬁe generilising factors
underlying teaching behaviour. He listed these qualities.cs intelligence,
warmth of personal relationships, democratic outlook, and;empathy with
.children. Flanders (1969) in the latest attempt to sum up research on
teacher effectiveness, arrives at two conclusions. First, that too much
research still relates to isolated, single-shot, correclational studies
which have little to do with educational objectives. Second, that there has
begun in the'last few years a promising change towards identifying and
studying 'process' variables in teaching. It is a major object of this
present research to see how far those personal qualities and attitudes which
staff and students think important in the course, and which might weil be
described as 'process' variables, actually affect success in the course.

Attitude Rescarch in Teacher Tducation

Reasons for Studying Attitudes in Teacher Education

Cope (1969) points out that the majority of experiments going on at the
present time in teacher training are arising from the colleges themselves on
an ad hoc basis, and not on the basis of organised research. Cane (1967) also
made the point that little investigation was as yet taking place in teacher
education, and W. Taylor (1969) echoed him in saying that there is a
pressing need to investigate what goes on in the actual process of the
training course. There is a need therefore for more, organised, long-term

investigation. Furthermore, the research on teaching effectiveness, and
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the opinions of the profession as elicited by Cattell (1931) tﬂrcugh to
Poppleton (1968), all seem to show the importance of non-cognitive objectives
in the teaching of teacﬁing. Hence, tﬁc monitoring of some basic student
attitudes during the course should give some indication of what happens
to students during the course in what is generally held té be an important
area of their training.

In addition to this, howevef, it is becoming more and more realised
that higher education must diversify more effectively in the analysis of its
own goals and paths of training in order to meet the varying nceds of its
population. Cornall (1964) points out that we do not know wﬁat'are the
different functions and training effects of dif}érent insti;utions, such
as polytechnics, traditional universities and so on, and yet we need to
xnow this if we are going to cater more effectively for the full range of
the higher education population. This is even more trve when the internal
situation of a callege is considered. Different types of student are
likely to need different treatment. Duffy and Crissy, as lcng ago as 1944,
noted that able students were likely to have high theoretical and aesthetic
and low political and economic scores. Evans (1953), using the attitude
test 'Teachers and Teaching', found that uncritical enthusiasm and acceptance
were more likely to be found among the less intelligent  students. This type
of student was also found to prefer the direct, formal lecture method of
jnstruction to the discussion/discovery type of approach. Adorno (1950)
likewise itcmised the authoritarian personality as having a blind belief in
authority and a liking for given information, while Koerig and McKeachie

(1959) showed the preference of liberal minded students for participation in
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small groups; Beard (1967) suggests that certain attitudes preclude
critical thinking; wﬁile otﬁcrs promote it., and implies that the fostering
of originality is the University's main aim. Thus the need to cater in
teaching methods and consequent organisation for the different needs of
different students seems to be quite well established, théugh largely ignored
in practice despite reinforcementby the Hale report (1964).

;There is the further possibility, hqwevgr, ghat instead of merely

| institution
catering for students' needs, an educational, has a duty to directly promote
certain attitudes. This has immediate application in a College of Education

aiming at the inculcation of 'teaching'

attitudes. Unfortunately,. however,
hard evidence suggesting that colleges can effectively inculcate such
attitudes is rare. Newcomb's (1943) investigation of Bennington appcared Lo

show how the general atmosphere of a college could affect the adoption

of attitudes by incoming students, but his follow-up study in 1967 failed

W

to support his earlier results nearly so conclusively. Evans (1965) cormented

that the results of the Bennington experiment were not enough to gauge either.
the degree of influence the college exerted, or the amount cf action
resulting from these attitudes after the student left coliege, and these

are both important weaknesses of the original experiment. Furthermore,
experiments in the last decade (Plant 1962 , Lehmann 1963) have shown that
frequently the same amount and direction of attitudinal change occurs in
céllege drop-outs as in students who remain in college, so it would appear
that the influence of maturation must also be allowed for. It would
therefore seem that the possibility that a college can have a direct and

conscious influence on students is one that is as yet not proven. In fact,

r
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it would appear that our undcrﬁtanding of the complex, interactive

nature of learning énvironments must be considerably increased before this
can become more than a possibility; Howevér; tﬁe pbssibility does exist,
and provides a4£urther reason for examining wﬁat ﬁappens to student

attitudes during the training course.

The Impact of the Institution on Student Attitudes

The next area of research to consider would therefore appear to be
concerned with the effect of the institution on the possible achievement
of affective course cbjectives. The need for such investigations into
the impact of educational institutions on the student has been emphasised
repeatedly in the last few years. Riesman (1959) in America pointed to the
diversity of American educational institutions and suggested a need for a
#ew emphasis on discovering the nature of learning environments and
jnstitutions. W. Taylor (1969) makes the point that information such as that
contained in Conant's 'Education of American Teachers' (1963) is almost
completely lacking in England, and urges the need for a systematic analysis of
the college of education course asa necessary step in tﬁe evaluation of
objectives. A very useful preliminary to such an analysis, of coursc, would
be a2 taxonomy of educational obtjectives, such as tha£ of Bloom (1957).
Bloom made the point that education is total and that therefore affective
objectives must rank equal in importance to cognitive objectives. He also
made the important distinction between 'knowing' and 'doing' which Shipman
(1967) echoes in considering the relation between theory and practice in
the college of education. Academic theory is illuminated, and motivation for

jts mastery increased, by related practice in the functional situaticn.



Shipman (1965) also notes that the impact of the institution changes with
qrowth in its size, so that the pattern of social organisation in the
College is very much a factor in the qualltqtlve growth of its students.
Thus the importance of investigating institutional effect in detail, and
some of the kinds of factor which mighg be usefully investigated, have been
emphasised, though the actual volume of English research is still very slight.
' Jacob's investigation (1957) into the: value outcomes .of teaching general
educﬁtion courses in the social sciences in American colleges was one of the
most far-ranging researches of this kird. He found little evidence of actual
changé in student values, though copsiderable_support for the view that the
college tends to socialise rather than liberalise student values. ‘he impact
of the course seems to be in the direction of greater homogeheity of values
rather than real change; and this hoids true whether it is the influence of

the curriculum, the instructor or the teaching methods that are taken into

consideration. Only in the case of a few, usually small, colleges of distinctiv

character are there exceptions to this general rule. In these colleges,
where a high level of college expectancy in a particular éirection for their
students seems to exist, there is a student fesponse which is markedly

. different from the national pattern. Students seem drawn to live up to the
college standard, even-if it means a considerable departure from previous

ways of thinking. The overall result of this nation-wide survey therefore

was that college courses, except in a few particular cases, tend to have lititle

impact on student redirection of values, but considerable effect on
encouragement to respond to a college based norm, which generally was

confirmatory of already existent student values. In short, it was the

A YT e 8y
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encou;agémént of hqmogeneity of outlook iﬁ values that was the colleges'
chief contribution in value education, but Céllegc gize and distinctivenoss
of orientation did have its effect; '

Marsland (1969) in England, develops the tﬁeme of the sfofessional
socialisation of the student much further in his paper preségted to the
fifth annual conference of tﬁe Society for Research into Higher Education.
He studied student orientations in a single year-group at the Beginning
and end of their course, by means of self—éompleted questiénnaires, and
noted that considerable change had taken place during the course. In what
was an exploratory investigation he tentatively makes the point that there
are in effect four sociological routes through the social system of ceacher
education. These arc the‘professional, apprentice, independent and anticipatory

routes, with the major dichotomy existing between the professional and the

. apprentice routes. Each of- these routes has its own attitudinal structure,

and he exposes the colleges“.structural dilemna in either aiming at early
professional identification (with consequent conservatism), or postponing
identity crystailisation in order to obtain student identification with a
progressive and innovative definition of the teacher role. e thus suggests
thet student attitude structure is to a considerable extent a concomitant of
course organisation. He also ﬁakcs clear that the structural crganisation of
the college, voth formal and informal, makes a difference to the students'
attitudes towards a teaching career. For example, students who evaluate the
Education part of tﬁe training course highly tend to become more afféctive

and educational in their classroom orientations. One of his major conclusions

therefore is a demand.for analysis of the functional relationships between




tﬁe oleméntS'of tﬁé social structure and culture of the college ag an
organlsatlonal syqtem: because of the lnflueure of Lhese elemenrs on the
student’s attltudc structure and his perceptlon of hlS professional role.

L. Cohen (1968) in hlS summary of recent attitude rescarch; supported
Marsland's position. Cohen divided'attitudé investigationé'inté two
categorfes: those which did, and those whicﬁ did not, take:into account
the situational influence of the institution. He pointed to Newcomb®s
(1943)s§udy as exposing the significant influences for future investigations
of home environment, the college peer—group and sub—-groupings, and the
jnfluence of the ¢ollege as a total mémbership group. ,There have been a

= . z
number of investigations on peer group influenc2, of which perhaps the most
important has been that of Wilson (1966), which concluded that faculty
- importance accounts {or dﬁly 25% of the total influence on the student.
Atiitudinal relationships between staff and students (Bushnell 1960,
Shipman. 1967, Lortie 1959, and Corwin 1961) in a number of different types
of professional institution have also been studied, and there has generally
been found to be a tacit agreement developing between students and staff

quite early in the course on the ideas which the course represented, as well

as on the more practical requirements of work loads and course requirements.

Shipman particularly points out that this type of 'response set' might well help

to account for differences between self-reported attitudes and actual
behaviour, and could help in explaining the widely noted difference between
attitudes adopted while a student and those subsequently adopted when in the

profession. Clearly, the movement towards analysing the institution as a

dynamic learning cnvironment is only just beginning. The College Characteristicl

H
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Index (Pace and Stern 1958) i; aﬁ example of thé~kind of instrument developed
for tﬁis purpose; Boyer and Michael's (19£8) investigation is an example
of this kind of research model. Tﬁey éomparéd stafi/student perceptions of
college environments in religious and non-religious colleges, and found
significant differenées in the unity of perception between fhe two types
of college. In England little work of this kind has been done so far,
but cnough has been done to establish its importance as a major influence on
the attitudinal structure of the student, and on the importance of finding
out ﬁore abou; what students' attitudes actually are.

1éanford (1965) summed up the-major part of the American work that has
been done on the attitudinal’and personality effects of a college education.
He begins by pointing out.that there has been too little research in this
direction and that, while the value of A college education is gencrally
ascumed, there is very little empirical evidence to support such an
assumption. However, he points to the work of Webster, Freedman and Heist
(Chapter 24) to show that there is in general a change amoﬁg students during
college towards>gr¢ater liberalism and some sophisticaticn in political,
religious and social views. This, while a more encouraging view than that
of Jacobs, is still only a tentative one. Furthermore, the authors stress
that no link between student cﬂange and educational activitﬁ can‘be found,
so that this is still not a very encouraging finding, except in its affirmation
that change does take place. W. Taylor (1969) likewise looks at the English
scene in teacher edﬁcation to see if there is evidence of attitude or value
change. He‘points out that the literature of teacher education frequently

emphasises a value orientation for the colleges of a liberal education round



a vocational core, based on a view of the teacher's function as being a
socialising rather thau merely an instructional one. This concept of a
child;centred education implies a person—-centred training fLLsgcveld, M.J.
1963), but there is little evidence that this is more than partially
successful in influencing student role behaviour and personality formation. ’
Taylor concludes that the lack of hard evidence makes it difficult to assess
the role in this important area of the influence of téachgr training on the
teacher's actitudes and values, but that it is vital that.this should be
- done, since it is from these that the teacher's response to specific E

problems will be derived. Thus both American and Engii§h research emphasise 4
the need for further investigation of the attiévdinal e}fects of college 1
courses. |

However, investigations on'institutional effect may tend to cbscure

the possibility that éeep-s?ated personality dispositions do-not‘change
easily, aﬁd that behavioural reactions in a situation may bc the result of
jnteraction between a personality disposition and the situation rather than
simply the result of attitude alignment engendered by the situation. In_thié
sense Marsland's work may be an oversimplification of the actual, interactive
situation. The complementary viewpoint therefore needs to be borne iﬂ mind that}
attitudes are as much an expression of the deeper personality structure of the

jndividual as of his reaction to a particular learning environment.

The Nature of Attitudes and their Relation to Behaviour

Thus it is necessary to try to establish the psychological nature of
attitudes themselves in order to sce how far they are likely to be influenced,

and how far they are important in influencing behaviour., The great
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difficulty in predicting levéls of performance; générally; in normal people,
seems to be in the multi~variaté origin of an individual's behaviour:
Motivational factors; patﬁological wéaknésseé, levels of aspiration, and
so on, all make their contribution to behaviour; and any attempt at their
jndividual assessment increases the subjectivity of the fi;al prediction
(Taft 1959). What seems to be the best approach is one which does not seek
to isolate the apparently discrete roots of behaviour, nor the absolutely
jmmediate situational frame of reference, but the half-way house of the
relatively permanent attitudinal base which every individual has, and which
consistently affects his behaviour.

Cattell's (1949) Ergic Theory of Attitude;Tillustrates ﬁow attitudés
can be important determinants in behaviour.4 He stressed that an attitude
is an amalggm_of the five aspects contained in the foilowing sentence:-
“In these circumstances /1/ ﬁant S0 mucﬁ/ to do this/ with that." In doing
so, he underlined the fact that an attitude is concerned with the direcgion,
tne goal, and thc‘strength of the resulting behaviour; and that in a certain
situation it is only a predisposition towards particular behaviour. Gage
(1963) later summarised American attitude research, and said that all
definitions agree on four fyndamental points. These .are (i) that attitudes
" are largely socially formed, arising out of individual experience and training,
(ii) that they are orientations towards others or towards objects, (iii) that
they are selective, providing a basis for consistency of behaviour, (iv) thai
they reflect a disposition to an activity, not just a verbalisation, and

therefore represent the underlying personality dispositions or motivational

urges of the individual.
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The difficulty; However; liés'in distinéuisﬁimg vwhere this personality
diséosition ceases to be sﬁfficiéntly déep—éeatéd to be éo-célled and
becomés a dis?ositional attitﬁdé. Eyéencﬁ's (1952) postulétion of tle
organisation of attitudes into four levels partially,meets<tﬁis probleﬁ.
A classification supplementary to tﬁis is that supplied by Bloom (1957),
and is in terms of the attitude's degree of commitment to action. At its
most;strongly heldflevel, action consonant with the attitude is likcly to
emerge throughoﬁt the range of situations to which that attitude is
applicable, but at its weskest level, that of specific oéinion, othex
situational factors may easily inhibit action appropriate to that opinion.
Thus’it seeme that attitudes ave basic to any étudy‘of‘behaviqur, but that
it would be unjustified to expect a constant strength and direction of
action to result frqm a éarticuiar attitude held at a particular level.

Iﬁ fact, A. R. Cghen\(1964) @akes it clear that this relation of attitude

to action remains an unsolved problewm, and that procedures for producing

attitude change may do no mere than cause cognitive re-alignments,

Attitu&e Change

It thus appears that attitude patterns in students, within the limitétions
noted above, are a promising field to explore in trying to discover how
to'train them more effectively: However, this rests on the assumptions that
attitudes can be changed, that they can be measured accurately, and that role
conceptions are the same for all categories of teacher and of personality.

Such‘evidence gs there is for our ability to change attitudes points to
free group discussion as a better method than lectures. Abercrombie's (1960)

investigation into perception and free group discussion showed distinct changes
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in attitude on the part of group mémborsl aﬁd a reduction in aggression of
some of the more f&rceful mémbers: Bérﬁett (1964) rcportéd similar

findings, and also a pogitive inéréaée in thé amount: of critical thinking
going on in thergroup. King and 3anis (1956) sﬁowed how uu;pnscious attitude
change can take place in students who are forced to become:actively

involved in a topic. This is paralleled by Kelman's (1962) experiments, which
aimed at showing that an attitudinal quality can be fostered ﬁerely by
practising the requisite behaviour for it. Lewin (1958) and Bennett (1955)
have both done work on student involvement as a method of changing attitudes.
Bennett found‘that asking for group decision about future action increased
the level of commitment, while Lewin used a coﬁsensus of perceived opinioi
in the éroup as the lever with which to change individual attitudes.
Rabinowitz and Travers (1955) in America tried to establish the respective
impacts of ;onventional and progressive teaching programmes on pupils, and
this study was followed up by Steele (1958) in England. The progressive
programme in both experiments yielded clear improvement in pupil/teacher
attitudes aﬁd learning participation; Methods for securing overt attitude
change thus do seem to have been explored to some extent, buf how far the
attitude change shown is a valid and permanent response is as yet uncertain.
Oliver {1953), for example,‘showed that a sample of teachers' professed
educational beliefs wera consistent with modern theory, but their classroom
practice showed no implementation of these beliefs. Shipman (1966)
similarjy, in his analysis of a training collegs, found that there were a
number of determinants of behaviour in the college system. Behaviour seemed

to be less a response to specific, official demands so much as a generalised
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accommodation to institutional préséure; iﬁ tﬁc éocial system. He yould
thus appear to sugéést tﬁat tﬁis géneraliscd préssure diécounts tﬁc
possibility of effective attitudé chanée by épécific and isc'ated techniques.
It is this gencralised pressure to which tﬁe student tends t6 conform while
in college, ond which may well account for his quite frequently rapid
change iﬁ attitude when translated to the scparate pressure system of the
school.

Studies of general attifude change have likewise shown uncertainties
in their prediction of subsequent action. Butcher (l965), comparing groups
of students and teachers, found gains in naturglism a;d radicalism during

AR

the college course, but found reversal of these gains after some time in
full-time teaching. HMorrison and McIntyre (1967) found similar changes in
opinions about educagion between the last year in college and thé first
year of teaching. Such gains in attitude during the College course have
been reported quite frequently (Callis 1950, Palmer 1954) and a similar
decrease with actual teaching experience-(Day 1959, Lipscomb 1956, Rabinowitz
and Rosenbaum 1960) has likewise been noted. It is extremely likely that
this is due to the change from the 'idealistic' frame of reference of the
colleée to the ‘'realistic' one of the 'school (Drabick 1967, Finlayson and
Cohen 1967, Gross 1965), but it may also be due to uncertainties of
measurement. -

The difficulties of attitude measurement are illustrated by a number of
studies which have, for example, examined the validity of the M.T.A.I.
Tiegland (1966) found that the student with the highest positive attitude

change in his sample, had also the highest scoras on a deference scale
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designed to show their accéptaucé éf staff influcﬁcé. The possibility of
tfaking good' on thé M:T:A:I: ha; élgo beéﬁ ghéwn b& a numbér of experiments
(Olivér and Butcher 1962; Rogsi Yéngo énd boyd 1966; Eson iQ%G). Clearly,
there is some pressure on studenté to make the expectéd resjonses. Shipman
(1967) suggested that students give 'onstage' responses which may be
incongruent with their backstage beliefs, and Hammon (1959) reported that
only by conforming to the expéctations of the academic stgff could the
engineering students in her sample hope to survive tﬁe course.

Furﬁhermore, there is the additional complicating factor in attitude
measurement tﬁat role conception may be different fof qifferent kinds of
student, and different again from Yhat of collége sﬁafg. Steele's study,
for example, found that infant students were more progressively orientated
than junior students both at tﬁe beginning and the end of the course.
Finlayson and Cohen‘; study supported this conclusion in fiﬂding that
students fraining to teach older children were much more authoritarian than
fnfant trainees. Sorcnson (1967) showed the anxiety and hostility produced
in students on teaching practice owing to conflict on role conception between
college supervisors and school staff. He followed this up (Sorenson and
Halpert 1968) with an investigation which identified role disagreement
between student &and supervisor as a major stress factor in 607 of the
students sampled. Theve are therefore a number of factors in this area which
may distort measurement. However, while role conflict is thus shown as a
complicating factof‘in the specific situation (Cohen 1965), it would also

seem to be true that the general teacher stereotype among students-is quite

a stable one (Medley and Kiein 1956, Trabue 1953). The chief characteristics
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of this stereotype are émpatﬁy and cémpétence, and, as Symonds (1955) points
out, may well have many of ité roots in thé deeper personalify structure
of the student.

Thus studies of attitude cﬁange have shown their occuf%éncc, but not
their permanence, or their-trénslation into effective action; or, in fact,
the certain validity of the actual change. It would seem that more
investigation is required. One direction is that suggested by Sanford (1962)
that student culture should be viewed not as "an aggrcgdte of student
attitudes, but és a dynamic totality of understandiﬂgs and agreements on
the student role", and this would certainly seem to be a more realistic
view in including both the formative influences and.thé'range_of situational
expression availaﬁle to a given attitude at a given time. At_the same time,
it seems pnssible that tﬁe older, mofe restricted view can have conéiderable
validity, providgd that the limitaticpé attaching to it are kept in mind,

and that the attitude investigated is of a generalised nature at a fairly

basic level of behaviour.

Basic Attitudes involved in the Course

The depth of ihe attitude construct being measured is therefore of
considerable importance. Much work has been dope by factor analysis to
try to determine what are the ﬁésic social attitude factors. Eysenck (1952)
following up earlier work, suggested R & 7 as being orthogonal axes, and a
third was added by George (1954), which scemed to identify with neuroticism.
These arc'not cultﬁrally invariate (Digman 1962), but.despite powcfful
criticisms of Eysenck's work, do point to some orientations which may

be basic to western societies. Allport and Vernon, following an indepcndent
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linc based on Sprangér‘s typéﬁ; drew up tﬁeir 'Study of Values' in 1931

fo¥ use among collégé students; éndrﬁis ﬁa; beeﬁ c&ntiﬂuélly revised ever

sincé. Later work seems to show that 'théoretica}' (stre;s béing laid on

truth and cognitive Qalues) and 'social' (Gtress being laid on tﬁe value

of human relations) are positive and independent value attitude systems.

‘Adotno'é work (1950) on tﬁe authoritarian personality likewise seemed

to %stablish aﬂother basic personalityAcﬁaracteristic, whiéh could be

vital in its effect on student orientatioms. In fact, the Activities Index,

developed by Stern Stein and Bloom (1956) and the College Characteristics

Index by Pace and Stern (1958) serve to show just ho&,college learning needs
: > i

to be correlated with students' basic needs and personality characteristics.

Similarly, work on the gtudentéﬂ concept of self (Mead 1951, Jersild 1960)

has shown this to have an impoftant effect on student performance. Torrance

(1959) showed that the majority of problem cases in‘college arose out of

gross mistakes in the students' own estimate of themselves. A number of

basic personality sets which have immediate reference to the course have

thus been isolateq.

How far these deep-seated traits relate to more generalised attitudes,
such-as attitudes towards the course, towards teaching and towards children,
is a further question. Joyce and Weatherall (1959) found that 75% of
students prefcfred the informational lecture and formal type of work to
the more discussive seminar and informal organisation of work. McLeish (1968)
in an investigation relating personality traits with university teaching
methods, found that tough minded introverts with high security nceds

favoured 'given' information, while extroverted radicals favoured the



responsibility and freedom to be found in discussive methods and

assignments. Thimme Gowda (1948] found that student opinion on various

0]

aspects of their course bears little rélation to success in 1t, and

there would appear to be deeper personality factors involvéd& Evans (1997),
using the M.T.A.I. and thé study of values found minimal personality

change, though some evidence of attitude change in a one-year course. It
thus seems possible that the student brings inio college certain basic

sets, which are likely to militate for or against his success in the

course, and which are not easily amenable to influence. He also brings
with him related attitude sets, which are mére.amenable to overt change,
though the permanence and essential validity of this change is open to

_question.

Conclusions from this Survey of Research

What thus emerges as broad conclusions from this survey of research,
which might be useful for this present investigation, are the following:-
(a) There is a lack of relation between research into successful teacher

performance and the field of attitudes in teacher education. Very
little has been done to relate the personality qualities and attitudes

which may be characteristic of the successful teacher with attitudes
" existing during the training course. How far do attitudes jinvolved in
effective teaching exist at the beginning of the course and how far do they
emerge during its course? This lack of relation is partly because the
objectives of the teaching of teaching and the characteristics of the
cffective teacher are not yet very fully conceptualised, but, cven so, those

characteristics which have emerged have not been followed up in investigations
-~ -~ 1



into fraininé: Suéhféualitieé wéﬁld appeér fo inclﬁde attitudes towards
children, gencroeity.of judgemént and democratic outlook as defincd by
Ryans; as well as atfitude; tcwérds aﬁtﬁérity (Adogno: Evan§\ and
sociability and warmth. . : ;5
(b) Furthermore, because of fﬁe methodolcgica]-and_definitional difficulties
25l enéountercd in trying to decide what is an effective teacher, there
have been very few attempts to evaluate the way in which collegec attempt to
influence their students, and what relationship this influence has with
subsequent teaching performance. Howard (1963) points out that it ie
assumed that sometbing habpens to people during traini?g that changes then
in the direction of becoming good teachers, bﬁt that there.ié little
empirical support for such an assumption. There is a need, therefore, to
find out what happens during the course tco student attitudes which may have
some functional relevance to fhe joﬂ of teaching.
(c) In addition, the ;elationship between attitude and action has not been
sufficiently established by many of the investigaﬁions so far carried
out.v It would secm that, at the least, attitudes must be validated
against action criteria, though a more sophisticated research model would
also seem to require consideration of the dynamic, on-going situation
thch has been shown to influence attitude expression.
(d) Allied to this conclusion are two othor considerations which are
closely related to it. One is the fact thét students have been shown
to respond in what they know is the 'required' direction. 'This is pértly
a methodological problem involving the depth of attitude sampled and

the ways in which attitude statements are presented, as well as a matter
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of tﬁc dynamic social intéractioné insidé tﬁe institution suggested by
investigations such as tﬁat of Halloraﬁ t1967), who made it clear that an
individual's bcﬁaviour is affécted by the system of social constraints and
Yaction opportunities' surrounding him as well as by hic attitudes.
The other consideration is the fact that the differing depths at which
attitudes are sampled occasionally produces conflicting research results.
- Where an attitudz Stops and its personality quality ' base begins is
difficult to determine. This suggests two methodological considerations:
first it is useful to combine investigations of both levels into a single
model, so that detection of change at different levels can be facilitated;
and second, at the attitude level it is important to try to measure
wholistic rather than specific constructs, since it would seem likely that
with specific constructs change may occur with relatively slight changes in
the overall situation.
(e) Finally, there is aléo the fact that similarity of teacher role
conception may not exist between students on different types of course,
and is not likely to develop uniformly throughout the course for all
students. This points to the methodological necessity, in any investigation,
of comparing different parts of the sample with each other as Qell as

looking merely at the whole undif

ferentiated population.

To sum up, it has been made abundantly élear throughout this survey
that there is a paucity of research into vhat the training course actually
achieves. W. Taylor (196§) has stressed the abscace of, as well as the

pressing need for, such research, and this present investigation is an

attempt to do something in one particular direction to £ill the gap.
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Thus the first two of the above general conclusions give pointers to the

subject area of this research, and the last three qualify its methodological
b gic

approach. They thus helped to determine the development of";\he following

ey

research model.
i



Introductory Statement

'C}{AL’TER “THREE,

" 'LAY " "OUT  "AND " 'ORGANISATION OF" THIS"EXPﬁRiMﬁﬁf

Conclusions derived from the foregoing survey of research suggested

o ¥
3

that certain features should be incorporated in the present research

~ design.
(i)

)

These were:-
That the subject area of the investigation should be related to
those personality qualities which seemed most likely to be important.

in effective teaching.

e W~ e Y

That attention shculd be paid to the situational variables in the
investigation.

That there should be action criteria for the attitudes under consideratio:

wherever that was possible.

That there should béﬂan effort . to test the personality orientations
to be sampied at both the attitude level and at the level of deeper,
more permanent personality dispositions.

That examination of parts of the sample as well as of thz whole

should be carried out to see if any signiticant differences emerged.

One other general feature of the research design is important here. |

Wispe's (1951) experiments on che relation of personality and response to

different teaching methods had shown how a particular teaching method could

produce different individual reactions in the group on which it was

used.

In this college, students were grouped by subject choice and the age-~

" range of the children they intended to teach; no attempt was made to group
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by personality factors or intelligénce:' It was thérefore envisaged that,
since different persénalities were 1iké1y to be aff;ctéd by‘different

parts of the course in differént wayé, an unéquivocal picture of student
éttitudeé over, the wﬁole college was not likely to eﬁerge‘ What seemed

more likely was that in some teaching circumstances individual reactions
inside the student body might cancel each gtherout, and there appear to

be no overall change evenwhen significant, individual change had taken place.
It was essential, therefore, to look at individual attitude variation as
well as group variation in this research design, and to be prepared for

only slight indications of change, thdugh thc actuarial nature of the
3 2 : * .

M o T A

results (Ryans 1964) had also continually to be borne in mind.

Lay-Out of the Experiment and Initial Development of the Original Material

Lay-Out of the Test Prograrme '
' B 1

Stages of Administration

A summary of the stages of administration of the test programme was

as follows:—

& 4 Course Years |  Number | % of the E !
g8 Tested Tested | year tested |
No. Year 5
Total :
Try-Out Test programme Year 3 122 160 = 76 July 1965 M
L - R Year 1 127 260 49
BEVASEQ LS ?;9% g levdarte 141 230 61 Jan. 1966
s Year 3 115 185 62
S . e Year 1 240 260 92
Revised tes ?;ﬁg {soue) «| « Year 2 201 250 80 Jan. 1967
% Year 3 56 230 67
Revised test programme Nearsd 207 250 82 :
(3rd issuc) Year 3 185 220 74 Jan. 1968 i
Table 1: Timetable of administrations of the test programme. |
_ ; : o R PR R R Ly : Al




The tests were initially given to all Third Year students as a
try out prbéramme #fter tﬂeir Fiﬁal Examinatiéﬁ in 1965: They were
administered at this tiﬁc iﬁ érdeé té ﬁaximisé ﬁénésty of reéponse; since
the students knew that tﬁéir final'éértificate gradés were now ccompleted,

'
and there was therefore no longer a built in requirement to make ‘onstage’
.responses. Student attendance at the test sessions was voluntary, and
the confidential nature of the test scripts stressed. The broad reasons
for the investigation had to be given, in order that the students would
- be motivated to respond responsibly, but it was thought important to avoid
going into detail in order not to run the risk of '1e§ding' the responses.
It was also Eonsidéred essential that the scriﬁfs éhosld not be anonynously
completed for two reasons. One was that anonymity would destroy the
pdssibility of monitoring individual student change throughout the course.
fhe other was that student go—operation in discussion of the items was
_invited ét the try out stage and this needed named scripts in order to
follow up individual comments.

The matter'of voluntary attendance was also important.‘ What principle
to operaié on had te be decided on in advance, since changes could not be
made between later applications of the test without vitiating the research
design. It was decided that the voluntary principle was more likely to
eﬁcdurage student co-operation, and since genuine co-operation was essential
the risk of skew-sampling had to be accepted. Two precautions were taken
to reduce this risk. One was a series of preliminary talks to each test

year explaining the idea of the experiment, and stressing the fact that the

attitudes of all students neceded to be represented if the research was



t0'havc any uéeful résult;‘ The othcr'précaution was to monitor the
attendance at 'éaéﬁ te;t ;éggioﬁ té'sée if a répre;eﬁtétivé'nﬁnmcr attended
from eacﬁ departméntAof tie éollégé; IE Qaé; in fact; found that well over
half the students from eacﬁ yéar atténded eacﬁ séssion; and-éver the test
programnme as a whole the great majorityvof the college population had
éttcnded at 1éast one session (See breakdown of Sample p.88. Chapter 5).
It therefore seems likely that a representative response was secured, though.
possibly éhg dis-affected student was somewhat under-reﬁresented.

The revised test programme was given to 311 three years of the course
in each of thé three years following 1965. The number of students in
each year wﬁs kept roughly to one hundred and'fifty,'tﬁough some variation
was bound to occur, cwing to the voluntary nature of attendance. In addition,
'thé first year students in the third issue of the test programme were not
tested, since they would hgyg.bcen an isolated year in the overall sample.
Thus aparﬁ from this slight qualification, the test programme was administered
over the full three years of a course, and to third year students in the
year previous to that course. Hence the whole investigation provided two
complete static pictures of.the attitudinal and sociometric situation
inside the coilege, a longitudinal picture of a group of students going
through the course, and finally, some'indication of the predictive validity
of tﬁe tests as.a measure.of the students' success in the course.

After the initial'try—out test the édministration of the tests was
organised to take place in January each year. This was done in order to

avoid duplication of testing sessions, and to make sure that student

views were as nearly representative of that year as possible. Idea.ly it
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would have been useful to test students in addition at the yéry beginning
and end of their course, but this was not done in order to avoid possible

test boredom and strain on the college timetable.

Composition of the Test Programme

The initial programme consisted of the following list of variables
applicable to every candidate, and given in each applicatioﬁ of the test,
except where marked with an asterisk. The asterisked items wére included
only in the try-out test, since they were intended for particular
Validatéry tasks, and would be of no nse after the intial testing.
The test programme was as follows:-— SR ey o it
(a) Background details of the candidate.
(i) His own subjective estiﬁate of his social class. (ii) The type

f of school or schools attended. (iii) Pre-college academic acﬁievement.
(iv) School posts of fésponsibility. (v) Sex and age. (vi) Whether Day,
Lodgings or Residential student.

() Personality variables - as me;sured by the Bernreuter Inventory.
(i) Neuroticism. (ii) Dominance. (iii) felf-Assertion. (iv) Social
Adjustment.

(c) Attitude variables'— as measured by an unpublished attitude test.
(i) To work. (ii) To authority. (iii) To one another. (iv) To children
(v) To life in general. :

(d)- Sociometric scores.
(1) Stpdent's own claim to recognition by others. (ii) Student's own
claim of acceptance of others. (iii) Other students' recognition of

the student. (iv) Other students' degree of acceptance of the student.

) Sgud?n§ls own lgvel of acceptance by whole year body of students
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(e) Cﬁeck mcasérés.
(1) Intelligéncé: a; méaéured by the Valeﬁtiné Hiéﬁer Reasoning Test.
(i) Cﬁeck list of collégé activitie;*: (iii) Percentage Cﬁoice Test®
(iv) M.T.A.I.% (V) Cornvell sociomettic testt. (vi) Faking measurcs*.'
(vii) Final college results, as-tﬁey became available in Educatiénal Theory
Practice'and the studenté' Maiﬁ and Subsidiary Subjects..
This lést of variables was the result‘of:—
(i) The initial survey of research relevant to.effective teaching and to |

attitudes and attitude change.
(ii)} A series of planning discussions with a small tutor committee, and
a rather larger group of third year students.” °- )
(iii) Two exploratory investigations carried out earlier, which respectrively
surveyed the actual background of the student population and examined the
écneral direction of their philosopaical beliefs.

There was therefore a considerable amount of exploratory investigation

carried out before the actual test programme was decided upon.

Devclopﬁcnt of the Unpublished part of the Test Programme

Preparation of the Attitude Statements

The apparent lack of clear objectives in the training course revealed

by research had suggested the need for preliminary discussion with students and

staff to define the objectives considered important in this investigation.

These discussions with the two committees were undoubtedly unconsciously guidedl
by the predilections of the investigator, but conscious guidance in the
preliminary stages was deliberately eschewed. Only when identifiable

.

objectives appeared, especially those supported by previous research, was
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discussion moxre oyertly guided. This guidance was aimed at trying to

jdentify what were the constituent elements of each attitude continuum. A

continuun for each attitude scale, ranging from extreme anti-, through neutral,

to extreme pro—, was thus constructed, as follows:-

Anti Neutral Pro
Attitude A: to work
1. Negative usefulness of 1. Desire merely to 1. Enthusiasm.
" work. . fulfil a quota. 2. Insistence on
2. Exam. passing concept 2. '"Trade Unionist' standards of
of education. attitude. proficiency.
3. Conscientiousness.
4. The subject for its
own sake.

1 5. Belief in transfer
effect of work on
personality.

Attitude B: to authority
1. Rebellion. 1. Conformity. 1. 'Corporate'
2. Carping attitudes. 2. Passivity. understanding.
2. Responsibility.
; 3. Co-operation.
Attitude C: to one another
1. Selfishness. 1. Willingness to mix.| 1. Extrovertedness.
2. Introvertedness. 2. Lack of confidence | 2. Tact.
3. 'Hardness'. in personal 3. Consideration.
: relationships. 4. Friendliness.
> 5.  Helpfulness.
Attitude D: to children
1. Dogmatic. 1. Permissive. 1. Sympathetic.
2. Domineering. 2. Laissez-faire. 2. Adaptable.
3. Subject dominated. 3. Open minded.
4. Authoritarian. 4., Democratic.
5. Anxious. 5. Confident.
Attitude E: to life in
general
1. Cynical. 1. Satisfied. 1. Optimistic.
2. Pragmatic. 2. Acceptant. 2. Jdealistic.
3. Immature. 3. Emotionally stable.
4. Apathetic. 4. Respective.
5. Dependent. . 5. Independent.

Table 2: Constituent areas

of the Attitude Scales.
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Having thus obtained a continuum forx each.scalc, both. vtudontg and staff
were then asked to céngt£uét ét;téménuw subgectlel); whlch would reflect
the elements makinghup éacﬁ contiﬁuﬁﬁ: These statements were then redrafted
according to Binsland's (1937) rules of statement constfuction, and edited
so that gougﬁly equal representation of all elements in each of the continuum
was maintained. The intitial total of 305 subjective statements was then |

ready for the try-out test, as shown in Appendix 1.

Preparation_of other Test Measures

A. Sociometric measures.

It nad consistently been made apparent thrbugﬁoug'the staff and student
discussions that the ongoing social relationships inside the college were an
important influence in the student's education. The student's fear of
énonymity in the eyes of a?Fhority was also clearly important in determining
his attitude to the institution. These relationships were likely to be altered
signific;ntlf by a rapid change in the size of the 'college. Equally clearly,
the normal sociometric test, designed to expose the internai relationships of
a comparatlvely small group, was inapplicable directly to large groups. What
needed to be known was ;hc general range of social contact and degree of~
acceptance of a student rather than peer judgement of his capabilities
in relation to particular criteria. ‘

A measure was therefore devised consistiné simply of the name list of
the whole year of students, and each student was asked to check each name
with a weighted score.‘ If he could just recognise the person to whom the

name belonged he would give a score of O to that name, but if the name

belonged to someone he knew very well he would give it a score of 5
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vDegreeé of recogﬁition weré tﬁﬁs spacéd'éut between these éwo'saores;
according to the candidateé own J.’udgémént.‘

This Qas a uni-dimensional method of measurement, suited to large
numbers in its simplicity of administration and marking; while, at the same
time, likely to produce a result similar; tﬁougﬁ not perhaps so directional

in its judgement, to the more usual type of sociometric test. Since this type

of construction had not been used frequently before, it was highly necessary

to validate it with the more conventional type of sociometric test, so Cornwell'

test, Aesigned for use with college students, was used for this purpose.
B. Other internal validatory measures.

A percentage thoice test and a check list -of éct%vitie; were also
devised to act as some measure of validation for measures in ghe main

programme, which it was thought might be difficult to validate at all

otherwise. The percentage choice vas made up in the same way as the attitude

statements except that it was based on a projection rather than a Likert
technique. Studénts wvere asked what percentage of .other students were, in
their opinion, likely to be lazy, dull etc. Since they had no way of knowing
the real'percentage{.or being cértain of the criterion, it was reasonable to
-assume that they would project their own attitudes into the resulting
percentage. The 'check list' of activities was likewise designed to act as
some sort of validatory guide to the information supplied by the candidate

at the beginning of the test programme on his chief inferests. Again this was
designed as asking focr the percentage of his leisure time he spent iﬁ a
specified, all-embracing list of activities in which he engaged, since this

was really the measure intended. Clearly, either of these measures would
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need a great deal more réfinémént than - that éi&oﬁ'ﬁére before tEcY could
éct as effective measurés in tﬁcmsclves; but it was tﬁougﬁt that as rough,
‘validatory measures of other ltemq in th é test programme they Sould act
quite effectiyely in their present form;

C. Faking Measufes. :

Finally, it was thought essential that some investigation of the

possibilities of *faking good', and the chances of detecting such faking 5

" in the attitude tests, should be examined. One cbvious precaution, which could

.

be taken at once, was to mix up the statements from the different attitude
: scales, so that the point of the test would be less obvious. Anothc* was to
FURSDE :
bury the significant test statements in a mass of relevant, but non—
discriminating statements. A third device was to include sets of statements
on the same opinion but at differené levels of commitment. It was thought
fne ' faker' ﬁould endorse the extreme level of commitment, but overlopk the
need for a-consistent‘answef on the more non-committal statements iﬁ the set,
and as the statémeﬁfs in the set were separated at long in;ervals in the
test this possibilitf was made more likely. Finally, the results of the
pcrcenthge choice tést, based as it was on unconscious projection, would be

a further check on the possibility of faked responses cn the attitude scales.

Provision was therefore made in the arrangements for the Try Out test

for a sample of students to 'fake good' in both the Attitude and the M.T.A.I.

to find out four things:- (i) Was the attitude test sufficiently clear in
the trend of its statements for it to be susceptible to 'faking good'?
(ii) If the attitude test was susceptible to faking, was it more or less so

in this sample than the M.T.A.I., which was the only established instrument

e e e
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in this field? (iii) If tﬁe attitude test wag susceptible to faking,
did.tﬁe checks built inte it actually work in revealiné the faker? (iv)
Finally, given tﬁat student faking could bé détécted cffectively on the
attitud;.test, could this faking sample provide 'norms' of the differences
in scores produced by faking, whicﬁ ;ould be applied as a cor;ection to the

actual faker's scores in a real test situation.

' Consideraticns of the Experimental Design

The College

. Originally the college'had been a small women's college, which had

begun to admit men three years before thebeginning of this experiment.

During the four years with which this investigation was concerned it had

Fm

been expanding from about 300 to abbut 800 students. It had two very strong
'wing' courses, one for'f.E),£01 nen angﬁfor Home Economics for women, both
~of whicﬁ had an apparently strong set of internal loyalties, and both of
which were organised on the 'apprentice' conception of teacher socialisaticn.
The rest of the college was organised in the normal range of acedemic subject
departments, with each student studying at least twc subjects to a main and

a suﬁsidiary.level. The college was almost wholly residential, the
proportion of day students being in the order of 3% of the sample. The
Education Department was organised on'pgscoral'lines of Infant, Junior and
Secondary groups, with one tutor responsible for two fairly large educational

groups throughout the three years of the course and teaching each of them

- ‘A*A‘._A(‘ > W

L Ja)

for one full day each week. Finally, during the major part of the investigation

the college was moving into new buildings, as.well as absorbing a rapidly
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incrcaéing intakg eacﬁ &ear; Tﬁié mévé, invelving sucﬁ administratiVe
problems as a shuttle bus service bétween thé old end the new site, courled
with the increase iﬁ size,'meaﬁt constant recurrence.of administrative and
teaching problems in the collegc; with a consequent inevitable reduction
of staff contact with studgnts. Tﬁié reduction in Bomogeneity of
insﬁitutional influence on stgdents was felt to be a marked feature of the
chaage—over By a &ajority or the ctaff who experienced it:

' Thus the external circumstances of the change in character of the college
could possibly miliéate against clear, professional attitude change in the
students, but the internal organisation, based on 'pastoral' lines of
continuity of.tutorial influence on the same group throughout the three years,
block allocatiou of timetable time to subjects, and examination by
continuuous assessmené, all militated in the opposite direction. This
apparent dichotomy of prganisational influence was not so great as it might
at first appear, however. The first thrid year group in the sample was
relatively unafféctéd by the change in site and size of the college, so
if the“change did ‘affect the educational impact of the coilege 1t would
show up’in the results of the experiment. It was therefore decided to
accept this limitation, which, in fact, might transpire to be an advantage
in allowing student attitudes to appear in a less inhibited fashion than in
a college not suffering such rapid changes, and in showing the.effect of

rapid changeover in institutional size.

Nature of the Sample in_ the College

To obtain a representative student sample it was decided to try to obtain



a minimum of 50 stuaents to be tested'frém eacﬁ_of the Infént; Juniqgr and
Secondary rangeé of séudeﬁté in eécﬁ.yéar of tﬁe coﬁrge: 'Ag numbers in
the college grew this miniﬁu@.cbuld be inéréaged, providéd[tﬁat the
proportiqns céuld be kept tﬁé samé.' Répréséntation from thé subject
departments was Rept eduél, in so far as adhérence to the principle of
'volunCary attend#nce made tﬁis possible. Girl/boy représéntation likewise was
kept equal, except where the natute of the course made this impossible.
Using a voluntary principle of attendance, whicﬁ was considered essential for
the expression of free opinion, it was impossible to use random sampling
to ensure a representative sample. However, since.thg majority of each
college year attended fhe initial testing programme it is unlikely ihat
it was a very unrepresentative sample.of the college. The lazy and
diéinterested may have made up most.of those who did not attend, but no
other sambliﬁg techniques would have overcome this weakness in any case;
only comﬁulsion gnd sufervision could have overcome it and these would have
mullifigd student co-operation generally and the purpose of the investigation
wholly.

The range of ability in the ‘student population was considerable.
No initial inéelligence test was normally given by the college, sc this
could not be initially taken into account in selection or internal
groupings. This is not unusual in training colleges and the resultant
range of intelligence in one college, as well as variation between colleges
can be considerable, as_Valentinc's (1961) pre-test survey of Training Colleges
shows. The range in pre-college achievement was known, but ignored in

internal groupings. Personality tests were not taken in college, so the
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initial range was unknown: Seléction Qag oﬁ the ba;is of a‘wholistic
interviéw by two expérieﬁced'members of staff; aided by thé Héadmaster‘s
report and school acﬁiévemént;.énd wés refiﬁed by a co~ordinator for student
intake. The épllege population was tﬁéreforé likely to cover a wide range
of personality anﬁ intelligence; Owing to the strong contiﬁgénts of 'wing'
students specialising in P.E. and H.E., the range of school achievement
was also wide, since quite frequently these students had the minimum
qualification for entry. Furthermore, these students were oriented véry
strongly towards practical rather than academic subjects. There therefore
appeared to be a possibility of some &ichotomg gf personal orientation in
thé student bddy. This, coupled with the wide range in personality,
jntelligence and school achievement in the sample could lead to very
inconclusive results from this experiment. These possible differences of

student orientation therefore needed to be examined as part of the research.

Use of Tutor'and‘Student Committees

Tutor and student opinions were consulted in helping to detarmine the
importanée of the variables to be examined in this investigation. This was
necessary for two reasons. OJne was the paucity of English research at that
time (1964) in this fieid; a paucity which American research, conducted in
a differeﬁt culture and educational milieu, could only partially replace.

The second recason was that this was a research into a particulér institution,
and it was already clear from research at that time that different institutions
might well have different educational impacts on their students. Hence it

was necessary to have consultative committees of tutors and students to

ensure that the objectives of this investigation were relevant to this

jnstitution. '3



The number on éhe tutor cormittee wag restricted to flve tutors in
order to ensure efficiency in diséussion aﬁd deéiéion taking: Sl s
of five years collégé expérieécé WAS écﬁsidéréd esséntial for
membership, aqd members had to be in working touch with atlleast sixty
students in the course of their working week. The student committees were
.limited to tvb groups each of twenty five members in the third year of tleir
course. They were chosen as being already in working toucﬂ, and tHerefora
rapport, with the investigator. These coﬁmittees were consulted on such
points as the type of variable to be examined, the type and range of
influential opinion in the college, the chances of'seQFional opinion
existing in the college, and, later, on the statements to be used in the
attitude scales.

The tutor committee met initialiy to decide on the minimum number
of variables.that might be_crucial to success in the course and have
relevancé to teaching. 'The student cormittees then discussed these
variables and made their own suggestions, and their recommendations were
then taken back to the tutor committee for final decision. The same
procedure was followed in deciding on the constituent areas of each attitude
scale; and in'constructing the actual attitude statemeﬁts in these areas. The
overall pattern was thus one of tutor direction with continuous.student
convultatlon and some initiation. The number of meetings was approximately
five for the Lutorcommlttee and four for each of the student committees
spread over the two terms prior to the first administration of the try-out

test.
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Varlables to be teoted

fest Variables

Research ﬁad slcwn that qaalltles of leadexshxp, emotlonal stabllity
and d°mocrat1c organlsatlﬁﬁ were 1mportant to successful teach;ng. One or
two researches‘(Dodge1943, Phillips 1953, Dale 1966) had also ﬁighlighted
the qualities of friendliness and sociability. The tutor committee pointed
out that teaching.is an occupation vwhich has considerable nervous-strain
bﬁilt into it, and it therefore seemed reasonable to'expiore the extent
of marked neurcticism as well. Agreement was theréfore finally rcacﬁed on
neuroticism/stability, dominance and cociability as being the basic range
of personality qualities to be examined. P

The range of attitudes to be explored was likewise arrived at by
reference to research and to the committees. AEtitude to children had
béen repeatedly shown by research to be important to teacher verformance,
and this was completely endorsed by the committees. Attitude_to authority
was chosen as'anéther crucial variable for two reasons. One was that
Evans (1965) had chown that the development of a héalthy attitude to
authority‘was crucial in the individual's education, especially at the
adolescent stage of development, and it would be useful to see how far this
remained'a problem at the college stage. The other reason was that
reseafqh had shown that the authoritarian student is one who prefers
'given' information and directive teaching methods, so that knowledge about
this variable could well throw light on the acceptability of teaching methods

to be used, or avoided, in the college course.
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'Furthermore; re;éarcﬁ ﬁad éhowﬁ tﬁat attitﬁdes to teacﬁing methods and
work loads couid.affect stﬁdent sﬁcce;s in thé course. These attitudes to
particular requirements iﬁ tﬁé c;ursé séemed often to spring from deeper
personality orientations. Tﬁé tutor committee tﬁougﬁt that there might be a
generalised attitude set between tﬁésé two 1evels; which would be in the
nature of a habit of coﬁsistent application reflected in a general beiief f
in the importance of work. A scale measuring attitude towards work was
therefore also decided upon. .The remaining attitude scales constructed
were a social attitude (i.e. attitude to omne another) and a progressive/

conservative attitude to life in genefal. These were chosen partly by refereng

- " P

to research literature and partly because it wnas hoped they might throw .”
light on some wider questions. A pro-social attitude, for example, had been ]J

: : {
shown to be a constituent element of the successful teacher. How far was |

this an important element in student life, and how strongly oriented towards

their fellows were they when they entered on the course. Similarly,

research had shown that a progressive educational programme had a greater

impact ‘on students than a traditional one, though, at the same time, sone H

conservative:elements must be incorporated in the function of the teacher as

I 7, W p—

a mediator of‘the culture. It would therefore be quite useful to know what wa
the balance of progressive/conservative student orientations in a college
population. It was with considerations such as these in mind that the total
of five attitudes was made up. These, it was felt, were basic features of theé

course, and, in addition, might throw light on some wider questions of imporca%

A !



"Cﬁeck Variables

At tﬁe same time: a ﬂﬁmbér ;f Stﬁer'variables‘neédéd to be incorporated 0
in the resea?cﬁ désign t; aét é; é cﬁeék §n those undér investigation.
Intelligence was a factor whicﬂ obviously Shoulfthe tincludetitiores
Despite Loveil's (1951) contention that it had little to do with successful
teaching it pould_well be an important variable in a college course, both
for its bearing bn the.level of difficulty of subject courses and its possible
relation with particular attitudes. Another check variable of‘equal :
importance was that of the sociometric status of the student. Aparg from the
useful fact that this could well act as a validatory check qn.some of the

SR &
other measures under investigation, there was also the point that sociometric
- data could throw light cn how far peer écceptance related to student success
Vin the course. There weré also wide; questions on which tﬁis data'éould
throw light, .cuch-as the homogeneity of subject groupings; and the sociometric
range of ;n individual in a large cdllege community. Thus these two
variables of intelligence and sociometric status could not only act as useful
check variables, but also as independent variables'which could thréw light o; a
number of important questions.

There reﬁained a number of background variables, which might be
influential for student success, and which‘might show significant relationships |
with the variables under investigation. School achievement'was the chief éne
of these, but added to it was the type of secondary school attended by the
candidate, his estimate of his cwn sacial class on entry to college, his course
subjects and cducationai group in the collegc,\and, of course, his sex, age, and

whether he was a Day or Residential student. And, finally, in this category,

the students final college marks were also recorded.
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In addition to thlS prog*amme of variables thc1c were also intitially

included one or two oLher measures in order to checl points in the investigation

One of thesg was the M.T;A.I.: which it was thqught it miéht bé useful to
use for the value of it; o;n initial résult, tﬁén for its possibilities
for checking faking; and finally as a cross criterion for comparlson of
results between the pub11shed and unpubllshed parts of thc test programme.
Another varlable used initially was Cornvc]l's (1961) sociometric test,
which was too cumbersome for iegular use with large numbars; but seemed
suitable as a validating instrument for a simpler scale which it was plaAned
to make up and use. The 1list of variables was therefore quite a

S 33 ¢ . ke

formidable one, but, it was hoped, sufficiently varied and not too long

for test boredom to set in among the sample.

Methods of Testing

Having thus decided on the variables to be tested by a review of the
relevant research, and by reference to the immediate situation through

the use of staff/student committees, the next questicn to decide was the

methods to be used in measuring these variables.

Personality

An important limiting factor in selecting a personality test was the
number of students likely to be involved before the end of the experiment.
Some 1400 students would be taking the tests, and eéch student's test
programme would result in some 12mark scales to be marked by hand. Problems
of administration and marking therefore had to be considered in an
investigation such as this. Hence, it was decided that the personality test

chosen should be limited as far as possible to the factors already decided
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on as being 1mportanc for Lhc lnvestlgatlou, prov1ded that such a
11m1tat10n did not result in the use of an obvxouuly inferior test.

The most uch personallty 1nvcntory hae probably been the M.M.P. I.;
but for this 1nvest1gatlon it had two’ dlfflcultles. One was that most
of its 12 scales tended to reflect its original aim of distinguishing
between normal and psychiatric personalities, and this was not envisaged
as likely to be useful.in this kind of test population. _The other difficulty
Qas thatextensivé research with this test had failed to discovef any
relation between its results and either 'goo@' or ;bad' teaching
personalities. Later tests s wch as the Guildford—zimmgrman Personality
Inventory and Cattell's 16 P.F. test, based oh lhe'reghlts hf extensivé
factor analysis, were apparently much more promising in their relation to
;teacher; personality, but there was still a lack of certainty in
fhair relationship, and thg_qualitiés measured (particularly in Cattell's
test) still tended to be elusive of preciée definition. Ian short,
conflicting hr uhcéttain results could be quoted for all the major
personality tests which had been used in this area of investigation. 3Vernoh’s
claim that there is mno digtinccive 'teacher' personality thus seems to be
borne out by this kind pf evidence, and therefore no one persconality test
had a greater claim to be used in this investigation than another.

Hence the‘grounds for choice of test could be more closely related
to the actual variables this reseafch was designed to investigate. It was
therefore decided to base the choice of test on the similarity of qualities

in the chosen test to those which had been decided on as the main ones to

explore in this investigation. The test bearing closest relation to these
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-was the T}emréuter PerSOﬁali\t:f~ le\'eﬁtdrﬁ'-, whi.ch tested Nc:uxz'oti;ci;sm;
Self Sufficiency; Dominanée: aﬁd'Soéiél Adjustment: Tﬁig tést had been in
?eseafch use since 1935: aﬁd; tﬁoﬁéﬁ.dééliﬁiﬁg in popularity in recent
years owing‘to its dependencé on tﬁe siﬁcérity of tﬁe reépéFdent; it had
been found in one of tﬁe 1atést réséarcﬁes to use it (Herbé;t & Turnbull 1963)
prd : .
fo discriminétc effectively between the best and worst student in the
f£irst énd sécon& &ears of the college course. It is trué tﬂatCarlisle (1954)
had found that it had Sil correlation with practical teaéhing results,
but it did appear that it might be an effective instrument for recording
personality change during the course, despité the fact that it suffered
from the weékness of being based on self report. In éﬁe absence therefore
.of a really good paper and penc%l personality test,* what finally clinched
the decision on this test was the possibility thaf its variables might

link up with the attitude variables which it had been decided to investigate

in this research, and might even form the deeper personaliiy foundation
for them. The Bérnreuter test was thgrefore chosen for this research.
Attitudes '

At the time this research was being initiated K.M. Evans *Attitude to
Teaching' was the only attitude test of English origin available. This was
as much directed towardg attitudes to the profession as towarde constituents
of the’function of teaching, and was of such recent prigin as to be
Arelativelyiuntried. 0f course, there had been numerous attitude investigations

in America, and at least one major teacherrattitude test, the M.T.A.I.

by Cook, Leeds and Callis (1951), had been published. Cook, Leceds and

% Sece Gage, Handbook of Research on Teaching (1963) for a full discussion

of this problem of mcasurement.



Callis stated that attitudee‘of teachere towards children and school work
can be measured with hlgh relxablllty, and that they are 31gn1t1cant1y
correlated with the teacher pup11 relattonq found in the teacharg
.classrooms." Their investigation, resulting in the M.T.A;I. establisﬁc& this.
fact and the cdorrelated fact tﬁaf teacﬁer attitudee'can be cﬁanged in Lﬁe
desired direceion by the coliege eogr;;;
Unfortunately, subsequent research using tﬁe M.T.A.L. has proved

lese conclusive. Some experiments, such as that of-Steih & Hardy (1957)
have found that etudent teacher attitudes can be measured by the M.T.A.I.
with a'good degree of reliability ancd validity; other experiments, such as
that of Sandgren and Schmidt (195A), found no telation between M.T.A.I.
scores and critic teacher ratings. After extensive investigation no firm
conc1u51on can be reached on the validity of the M.T.A.I., and investigations
gased on extensive factor analysis seem to show that the tes;s rest on a
single attitudinal factor which may be accounted for largely by the

esponse.'set' of the testee. There is some doubt, therefore, about the test
itself, but the possibility of using it in England raises further doubts.
K. M. Evans (1958) .investigated its use in the U.K. and concluded that it
needed re—establishment of norme as well as alterations in wording before

it could usefully be used here.

The alternative method of measuring attitudes forithis 1nvest1g1t10n

was te construct scales specially for it. This nethod had £wo advantage
one was that the attitude variables already decided on could be exactly
catered for, and the second was that separate attitude scales could be

constructed using a different technique to that used in the construction
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of thc‘H 6 2 R The statements made'up by Cook, Leeds and Callxg (1951).
were generax ones a11 xbprcscntlng tcacher reactions to cthdrcn. It,
however, btatcmonts~were made up sowevhat more upcc1f1ca11y on what

were deemed to\he the constituent elements maklng up teacher reaction to
children, then the overall obJect of the test might become less clear tn
the testee,‘and'hgnce less susceptible to iaklng; The partlcular nature
of attitude change during the course of training migﬁt also thus become
more apparent.

The Likert method of construction was chosen for making up these
attitude scales (Edwards 1957), sinceﬁit seemed clear that ;he'Guttman
technique made the statements too uni-directioral, and‘tﬁe Thurstone Chave
technique had an inbuilt difficulty for this invegtigation, apart from
being inherently cumbersome. This difflculty was tﬂat of tﬁe'composition
of the sample of judges. ?he composition of.tﬁis sample could be a cross—
section of the normal population, a cross section of autﬁoritative educational

_op?nion, or a cross section of student peer opinion. None of these was
wholly satisfactory, so the Likert method was adopted, nct 6n1y as the best
method in itself, but also as avoiding the above difficulty. Tt would be
worthwhile, later on, to compare student and étaff attitudes by using the

LY

Thurstone Chave technique, but this could be done when the test 'r"Eramme

was not. so full.

Ig£e111gonce - A

Methods of testing the check variables were then considcrcd‘ and it
?

was felt that in testing intelligence two kiuds of test were relevant t
e > ] 0

this investigation. Ther
8¢ There were those 1ntcndcﬂ for 1nd1v1dual use on tpc
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population as a wﬁole; such as tﬁe'W.A.I:S. which wéré likély to give the most
accurate individual raosult posSible; aﬁd thése inténded'for more restricted
use witﬁ sections of tﬁe population; éﬁcﬁ aé Héim'é AH5 or the Valentine
Higher Reasoning Teét. As this investigation was dealing witﬁ a selected
sample of higﬁer education students the latter type seéméd likely to be more
ﬁsefu;, singe the raw scores could be expected to discfiminate more sﬁarply
between individuals than would be likely with a test for general use.

One of the difficulties in previous investigations on inteliigence among
college samples was the comparative homogeneity of ability in the sample, so
a test instrument designed to spread them out as far as possiBle was
indicated. A further consideratios was the fact tﬁat‘a training college
course céuld fairly be expected to encourage cognitive processes of analysis
and deduction while also continuing thc verbal aspect of student learning.

Hence, a test, such as the Valentine test, based on verbal logic, could be

expected to be relevant to the kind of course given, and this was therefore

chosen. &

Sociometric__Scores

In dealing with the sociometric variables it was important to remember
that £he number of students in the college was large right from the
beginning of the experiment. Furthermore, numbers in educational tutorial
groups‘were being incrgased from twenty to thirty, and year lectures to mass
audiences were being instituted for the fifst time. Organisational changes,
taken for administrative reasonms, were thus raising the theoretical issues
of what was the optimum size for a teaching group and what were the most

suitable teaching methods for different sized groups. Sociometric measurement
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could give useful 1nforthxon on these poxnts, but was 1tge1f hampered
by such changes. Once largc numbers made face to face relations of all
members in a group impossible then thc basis of the normal sociometric tost
tends to be Zlost. A simple moasure of oocial recognition therefore
seemed indicated, siuce this would at least give some indication of the

- Lk
Aﬁaximum éize‘of group in which face to face relationsﬁip could still be
exp?cfed to‘ocouf; Cornwell's test ignored this problem, since it was based
‘on a very small residontial collége, but it could be used here as a
alidating.instrument on a small sample of stﬁdents. Tt was decided to use
each college year as the base group for thls simple recogn1t1on test as a
basis of the whole college populatlon would have proved administratively
impossible. As the year was listed in Education group order this gave some

jdea of the homogeneity of Education groups, and,'by analysis, of subject

groupiﬁgs in that year, though of course it could not give information on

cross—year groupings. In addition to this, the test would also provide
some internal vélidatory evidence for some of the other variables, and
a possible further source of explanation for individual success or failure

in the course.

Some Methodological Difficulties

Having considered the nature of the variables to be tested, and the
methods to be used in testing them, it now seemed useful to consider any

further, remaining methodological difficulties that might arise.

- X L
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Securing a reliability céefficieﬂt foé tﬁege té;té appéated to present
no‘problem, but obtaining gome indiéatisn of their validity seemed likely
to be mucﬁ more difficult: Oée pr;bleﬁ wés thé impérfectién of the
criteria that alreaAy exiétéd: aﬁd tﬁé othér ﬁas the need to use action
criteria in.réal life situat%én; ag f;r és poésible: It was for this reason
fﬁaé a number of measures were inclﬁdéd; in order to have more than one
val#datory reference, wﬁérever possiblé; for eacﬁ measure used;

rAnother major difficulty envisagéd as likely to occur wasithat of

the possibility of insignificant differencés emerging between group means.
0f course, lack of significance in itself would not necessarily mean a

-

useless result. It could mean a measure of agreement of opinion between

_groups which in itself, when further amalysed, could prove . to be an important

result. However, what was primarily aimed at was to see if different course
groupings did have significantly different attitudinal alignments.

Insignificant differences from the same group on successive occasions would

likewise need careful consideration. It could mean stability of group opinicn

léck of.suffic{eng experimental controls, or it could mean individuélchangeé
cancelling each other out. Vernon (1939) had pointed out this latter effect,
and, in fact; individuai variation miéht well prove to be one of the most
useful parts of the }nvestigation, since it'might provide ways of identifying

the 'at risk' student in time to take preventive action.

Finally, tlere was the further question of whether attitude measurement

was in itself a very valid procedure. A considerable body of attitude research

had questioned the validity of 'attitudes', and of attitude tests such as the

M.T.A.I. The reasons for this questioning were largely twofold: one was
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Lhe fact that attitude change as shown by the tests couldn't always be’

seen to be reflected in behuvlour, and . the other was that student

attitudes had been shown to be part of tﬁe wﬁole dynanic, éocial complex

of the institutioniand thé'toursé ratﬁer tﬁan a éingle uni-variate facter.

It was felt tﬁat this dynamic interaétioﬁ of.tﬁe attitude Qiih the situation
to prdduce rquisite beﬁaviour had loﬁg beén acknowledgéd; but ﬁow far this
reduced the usefulness of the study of tﬁé concept of attitude by itself

was less certain. It was ﬁoped that by examining a large numSer of student
background vafiables, sucﬁ as sex, subject course, sociometric status, nature
of residence and social class; it cou1d transpire tﬁap some of the significant

-

variables‘in the situational background might be revealed. Furthermore,
by examiniqé the long-term stability of the attitude scales it was hoped
that the stability or otherwise of this general sifﬁational influence wouid
be shoﬁn. Clearly, if th%s situational influence did not result in rapidly
changing attitudes then the examination of student attitudes appiying in
that situatiﬁn &ould still supply important information. A consideration of
ghe long term ;tability or otherwise of the attitudes uédefvinvestigation

seemed therefore to be a necessity in the methodological outline of the

research.

Conclusion
LOLG L

Tﬂere were two mqin reasons for tgis exhaustive prepafation which
preceded the initial test in 1965. One was the fear that there could well
emerge no hard evidence of attitude change at all from this experiment. The
other was that one of the major hypotheses of the research was to look at

the nature of the measurement carried out by an attitude scale over a
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long—~term pcriod: Tﬁese reaSoné démanded that the initiai preparation
of the scales should be as careful as possLble in order to try to ensure
that what results emer"ed from the experlmenl. were not due to careless
measurement or to lack of initial plannmg. Havmg carrled out this
initial planni.ﬁg; t:'ﬁé next procedure was tﬁerefore to try to develop as
yeliable and valid measurém.cnt‘: ir;strt‘zm.er;t a‘s c;mld be made, so this was
the next step in t,ﬁe investigation.

bl g ]
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* VALIDATION AND 1..'(-.?2‘.71'. O ()T TUI' 'TR.’ OU'I" TEST ITFI?‘S

Adlln stration of the Tryv-Out Test

For the try-out test & whole third year of students (160) was initially
convened in June 1965, and the re#earch design explained to them. They
were then asked to attend voluntarily the following week in order to take
the tests. The precautions outlinéd in tﬁe last chapter,laimed at
ensuring honesty of response, were taken. TIn addition, the test situation
jtself was made an informal and co-operative one. Tor example,'students
céuld add their éwn corments to test items or decline to do a particular
test in the programme. They worked individually at their own pace, and
stopped when they felt that they had done as much as they could usefﬁlly
do. In this way, acceptance of the test situation as a non-stressful one
was likely to be achieved by the majority taking part. The overall ain was
thus to construct test conditions which would ensure as much sincerity
of response as was possible with a mass audience. One hundred and twenty
two volunteers completed the test programme, and their results appear in

Appendix 2.

Validation and Revision of the Attitude Tests

Initial Treatment of the Raw Scores

———

In developing the revised attitude test the first step taken was to
see if the subj cctively constructed try-out statements were an adegquate
pbase from which to make up the revised attitude scales. Hence the results

from the unrevised test programme were first used to make a frequency
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distribution for eacﬂ of tﬁe subjective attitude scales. These ecach
produced quite a good approximation to tﬁe normal curve of distribution
{(See Diagram 1), and thus éeéméd to be discriminating effectivelys

Tﬁe'curves also showed Some évidénée of qualitative differcence between
the scales. The initial make up of tﬁe attitude scales ﬁad allowved for about
60 statements in each scale. As the nﬁmerical base for each statement was
the same, it could be expected that the resﬁltant five attitude curves would
occupy much the same part of the base line. This did not happcn; and thus
suggests that the curves mayvbe reflecting Bomogen;ous anﬁ qualitatively
different attitudes. Obviously, the-lack of a certain 'zero' in the summated
ratings method prevents an immediate answer gorihis possibility, but if was
a reassurance at this initial stage that some indication had been given that

/the scales might be measuring different things.

A further initial check was made by finding the split-half reliability

co-efficient for the whole scale of 305 unrevised gtatements and this was found

to be .74 when corrected for length. This was a2 good degree of internal
consistency for what was a provisional, subjective scale.
Thé problen of validity was a more difficult one to tackle at this
stage. The overwhelming body of research into 'teécher' attitudes has
shown that one of the fundamental difficulties in any experiment of this
kind is that of finding adequate criteria for validation. It therefore
seemed likely that with unrefined material of this sort any attempt at
validation at this stage of the experiment would only produce confuéiné results

It had been envisaged right from the planning stage that a major effort at

validation would have to be undertaken before the results could be
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conceivably‘considered'as usefeln th tﬁe best poiﬁt at whicﬁ to undertake .
this would ObVLOUSly be after the test materlal had becn rev1sed and test
items that were less 51gu1f1caet1y dlqerlmlneteL& removed' At tﬁlq stage,
therefore validation rested on the face valldzty of tbe items themselves
(as‘judged by ana1y51s of student commenes on the returns) and on the method
of statement construction by committees; wﬁicﬁ ensured some relewance to
the course, if.not actual validity; of item material.

| Thus thispreliminary analysis of.tﬁe unrevised test sﬁowed that there
was adequate material here to act as a basis for tﬁe revised attitude ecales.

The task of revision and full-scale validation was therefore begun.

-

Development of the Revised Attitude Scales

Revision

e s e s s

- The first step in eeveloping the revised test was to ébply the

Likerf ﬁeehnique for discovering the significant stetements from the raw
'sceresl The 257 of highest and 1owest scorers on the try out test were
therefore sélec;ed and their responses catalogued in frequency. The
differehces between the means of the high and the low group for each statement

were then calculated, and the significance of this difference found by the

formula t = Xg - Xﬁ. (The significances of all the statements are listed in

Appendix 3)  /Vg + Vi
NigarN=1
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It was found that the following numbers of statements were significant

at the 5% level or less in each of the scales:-

Scale 5% level 17 level Totr;q
A (to work) : 8 19 )
B (to authofity) 7 11 : 18
Cc (to one aﬁother) 10 31 41
D (to childrgn) : 10 23 " .33
E (to life in geheral) 8 9 | 17

Table 3: Signiffcant Statements emerging from the Try-Out Test.

All these statéments were used in the revised test, since Edwards (1957)
suggests an optimum number of 20-25 statements in a summated ratings scale,
and hen;é an attempt to maintain a 17 level of significance'would have
reﬁdered'sbme of the scales dangerously short of statements. It was also

decided.not-to try to maintain parity of composition between the scales by
émitting some of,tﬁé less significant statements in the 1€ngtﬁier CoandiD
scales. Since écores on this type of scale are only relative to the average,
and have to be standardised before cross comparison or addition can take
place, there was nothing to be gained by trying to secure even representation
of scale statecments. he original sample was therefore re-marked using all

statements significant at the 5% level or less.

.

Reliability
The split half coefficient was then calculated for the revised test of
136 statcments as a whole, and for each of its component scales. A sample of

'fifty students was chosen by random selection from the original sample, and
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the split-half correlations .thus obtained were as follows:—

Scale S A B C D E Total Score
T .61 < .68 .82 .85 .79
Corrected r | .76 .76 .80 .90 .92 .88

Table 4: Reliability coefficients for the revised scales.

The coefficient of .88 for the total attitude test showed a considerable
improﬁement on the coefficient of .74 for the unrevised test. Edwards (1957)
discusses the investiéations which have been made into tﬁe reliability of
attitude t;sts,Aand.finds that for summated ratings the coefficients range
from .78 to about .92, and for equaljappearing interval tests down to
.68 has been found for 20 item forms. Thé céééficianS obgained Tor éhese
scales are thercfore satisfacfory, though the use of the A & B scales

jndividually might not be considered advisable.

Validity e

-A.- The Problem of Criteria

At theitiwé this investigation-wés beihg planned (1965), reseafch had
already shown that one of the fundamental difficulties with experiments of
this kind was that of finding suitable criteria (Ryans 1960). The other major
difficulty, that of situational effect, was also just being highlighted
(Sanford 1962). Therefore the problem of finding criteria for the attitude
test being developed here had to be approached as a very fundamental part of
the investigation. Every opportunity had to be taken not only to use
quantifiable criteria external to the qualities actually under investigation,
but also to use any chancgs of cross-validation which might occur between

. different parts'of the test programme. Two géneral points had to be borne in
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mind from PrCViOQS résearcﬁ. oﬁé was tﬁat as far aé poséible any criterion
used should be intérnal to the course ;ituatiqh to allow for sitﬁatioual
_effecﬁ. The other was that an& criperién measuré was likely to be a diffuse (]
one, since one wﬁicﬁ aimed diféctly at measﬁring attitﬁdés as a process variablt‘
in the training course just did not exiét; The chief problém'tﬁerefore was

to select CFiteria which had relevance to studént/teacﬁér attitudes; but

WhiCh were not sordiffuse as to prevent that relevance emerging reasonably
clearly.. OBVi°“31Y’ Qitﬁ any single criterion it would be very difficult

to attribute different amounts of its measurement to différent sources.

For the purposes.of validation therefore the device was adopted of using

. : e
a number of relevant criteria, whose cumulative evidence could be accepted

as conclusive validation, where one alone would have given only partial

indications.

The possible criteria for this attitude test seemed to be fourfold.
The obvious one was that of Final Certificate grades; based on the

‘gssumption that:a teacher training course has as one of its aims the devélopment
of 'professidnéi'.attitudes in its students. However, the Final Certificate

also has to measure the student's’ cognitive achievement in the course, and,

coupled with the uncertainties of tutor grading which have been shown to

occur and the lack of predictivity of teaching success, this measure cannot

R

be regarded as a very certain estimate of the 'professional' orientation
of.the student. The other obvious criterion was that of an already ]
established teacher aétitude test. The choice here was restricted to two

tests: Evans' Attitude to Teaching as a Career test and the M.T.A.I.

Evans' test attempted to assess the students' attitude to the material condition
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of the job as vell 4as to the actual nature of the toachrng task, BoI o !
seemed lrlely to produce confu51ng results when used as the criterion of a h
test concerned only with the nature of thc teaching task. The M.T.A.I., j?
on the other hand, was the product of ten years' work by a research team in |
America. It was already established as a published test, though its validity
had been challenged by 1nvest1gators such as Fuller (1951) and Sandgren & f
Schlmdt (1956). Nevertheless, it seemed the better test to use here, since |
it was concerned only wrth the nature of the teachlng task and should therefo*"l
be more closely related than Evans' test to the test under construction.

The M.T.A.I. was- therefore chosen.

.
-

The other two criteria whlch were selected were those of ratlngs of

students by college staff, and the direct judgements of staff themselves on
the attitudes being tested. In the case of ratings the criterion had the l
double'weakness that not only are ratlngs known to correlate poorly together, |
but also, in this college, no one group of tutors were likely to teach more
than a segment of the students under consideration. However, this criterion
did have the aévahtage of being almost a direct measure of the attitudinal
qualities in thevtcst, and this was judged to outweigh its inbuilt weaknesses. |
And finally,.the fourth criterion used was a Thurstone/Chave version of the

test based on a sample of 40 staff judges. This was incorborated into the

research design primarily to contrast staff with student attitudes, but it

could also possibly have a validating function. Edwards points out the

R ——

necessity of matching the judge sample to the sample of testees when using
a Thurstone/Chave construction for validation, so the use of separate samples

here was a calculated risk. This meant that lack of agreement between the
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tvb.gamples would mot constitute eon—ealidation; bet aéreement; on the other
hand, would give some support to the case for valid atlon; sinee>it would mean
that two 1ndcveudent samples had both arrlved at the same quall'atlve '
judgement about the attitude qualities under conalderatlon.

Thus, if all four of these criteria gave positive indications of
agrecment with the attitude test then validation could be said to be
establlshed. However, imperfections in Lhe crlterla must also be taken into
acceunt in.the following analysis of the validation results; since these give

a frame of reference by which to evaluate the amount of agreement occurring

'
between the various measures. = < : ;

B. Validation Results (See Appendix 4) (1) Final College Results Critericn
The weakness of this measure as a criterion lay in the fact that its

measurement was only indirectly concerned with student attitudes. Only in

so far as the student's attitudes were likely to affect his performance in
the course could the final certificate be said to be a criterion of his

attitude level.” The certificate's actual measurement was not concerned

directly with attitudes at all. There was therefore not litely to be a simple

uni-variate relation between the attitude scales and the yarious parts of
this criterion. The four grades on the final certificate represent the

student's achievement in his two main subjects, the theory of Education and

the practice of Education. Only the last is concerned with classroom teachking,

P —

and that is more a measure of classroom management than of attitudes to features
underlying the teaching situation. The attitude tests, on the other hand, were
concerned with features underlying the college course which had relevance

to teaching. There was thus no single measure in either of the two instruments



wﬁicﬁ appeared té have a direct counterpart in the otﬁcr;. In one respect
of course, if.corrélation appeared between tﬁe two total measures tﬁeu
this would constitute strong validation for tﬁe attitude thtg; but the
likeliﬁood of disagreement occurring between them seemed m:re probable.

It is tﬁéfeforc quite strong evidence of validation tﬁat the total
.Certificaté scores do agree witﬁ the'total attitude scores inside the
1% level of significance. The final college grades were cﬁanged to
nuﬁerical scores and éggregated, ahd the attitude scores were standardised
beforelbeing totalled. Tﬁe total cértificate score was tﬁen correlatea

with the total attitude score, and each separate attitude scale, as

.

follows:—

Correlation between total Certificate and Attitude sceres = ,31%%
' Coérelation between total Certificate and Attitude A L= 204%%
Correlation between total Certificate and Attiiude B e 08
vCorfelation between total Certificate and Attitude C. = .02
Correlatioé between total Certificate aﬁd Attitude D = .07
Correlation between total Certificate and Attitude E s .003

The figure ot .31 as the correlation between the two total scores is
low'enough to justify the initial expectations of disagreement. At the
same time, the fact that it is significant at the 17 level does show
that students with higher tétal attitude scores are more successful in the
course. But this clearly depends on the candidate's attitude to work (A)
rather than on any other attitude. The Certificate thus seems to be
validating the attitude tests only with respect to the student's academic
work record, rather than to ﬁis teaching ability, and in relation to

7
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At Ltuﬁc A rather tﬁanxany of the other attitudes. This result therefore,
although glvxng evidence of valldatlou, also hlghllghta Lhe proble of the
different composition of these two’ meas;rns, and lndlCdLCa the need to
analyse_furtﬁer the relation bctweéﬁ the various parté of the criterion
and the attitude scales.

The.Ccrtificate divides itself into three *academic work!' subiects
- and work in tﬁé classroom. If thé tﬁree 'subject‘ grades were agpgregated
andkcorrelated w£;h Attitude A, then; if Attitude A is ﬁéasdring'attitude
towards wo;k', the correlation sﬁould increase. A pﬁi—coefficient was
used fér this purpose, since tﬁe Certificate grades did not adequately
break down the sample into more than two groups, and the pﬁi—coefficient ié
directly comparable with the product moment coefficients previously used.
The coefficient was .3038, which, when converted to chi(x2) was 12.587,
which was substantially above the 17 level of significance with 1 degree
of'freedom. Attitude A would thus appear to be validly measuring the
studeﬁt's a;titpdeAtowards work in the college.

On the othér hand, if the Final Teaching Practice result on the
Certificate were measuring teaching ability, then it would seem likely
that this ought tc relate to those attitudes which have an immediate
bearing on the classroom situation, such as Attitudes B and D. These
attitudes were fherefore correlated separately and together with the final
teaching practice result. Attitude D (to children) was found to be
gignificant at the 57 level while B (to authority) was found to be
significant at the 17 level (See Table 5). When the two attitudes were

combined the correlation was substantially increased to well above tﬁe 17

level. It would therefdre seem that these attitude scales are valid scales



75

attempting to measure aspects of the teacﬁing éituation involving
aﬁtﬁority and<re1ationship$ with cﬁildreﬁ: At the samé timé it is noticeable
that the teacﬁing practice grade takes'mgré no£eof tﬁe stﬁdént‘# attitude
to autﬁority in the classroom than of His attitﬁdc to cﬁildren.
Furtﬁermére, the teaching practicé grade corrélates significantly
Vith the aggregate of the otﬁer 'academic' grades wﬁich appear on the
Cerﬁificate. in fact the %2 value for this relationsﬁip'is far higher
than for any of'the ofher relationsﬁips considered in Table'S,below.
This high'correlation shows an academic 'halo' effect; which may well be
one of the reasons for the uncertainty of measurement of teaching practice
srades already noted by previous iﬁvestigatioﬁs; thngh, equally, it
might be evidence of the fact that good subject ability forms a large

component of teaching ability. However, investigations such as that of

Poppletbn (1968) suggest the former conclusion to be the more likely one.

Variables being correlated Correlation Vglue of
< - . x
Academic Final College Results & Attitude A .3088%% | 12,587
: i (to work)
Teaching Practice Final Result & Attitude B ; «220%% 6.914
= - (to authority)
Teaching Practice Final Result & Attitude C J1767% hil2
(to children)
Teaching Practice Final Result & Attitudes B & D J275%% " 10.003
Teaching Practice Final Result & Academic Subjects 463%% 28.3

/7
Table 5&' Phi-correlations between specific attitudes and grades on the

Final Certificate.
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What thus emerges fiom this examination of the criterion of Final
Certificate grades is that three of the Attitude srales are validated
against the actual behavioural performance of the student in other

non-allied situations. At the same time, evidence on the weaknesses of

 the criterion for the purpose of validating this test also emerges.

The Certificate would appear to be measuring mainly the student's academic
work levels; even in the teaching practice situation this isstill its

l .
main® preoccupation, though the nature cf the student's authority and

jnterest in children also appear to be taken into account in that order.

of the attitude scales therefore appears justified; and the attitude tests

appear to be measuring what they purport to measure rather better than

does the certificate.

(2) Ratings of College Tutors Criterion
Tile second criterion to be used Qas that of ratings given by College

Tutors of at leést five years experience. A sample of fifteen tutors

returned ratings on students wvith whom they were in.regular functional

contact. The tutors were instructed to assign ratings to these students

on the basis of general impression as good or weak students with reference

‘to the overall goal of teaching, rather than on the basis of a specific

analysis of particular points. Since this was a'gcneral impression'
rating no attempt was made to correlate it with the separate scales, but

only to the total standardised attitude score.
/

The initial suspicion of the criterion as having a different direction to that
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Iﬁ view of tﬁe known wéaknésé tﬁat combining ratings tends to give
regréssion t0'thé méaﬁ; two metﬁods of combination wéré uscd: One was
-simply to take the average of all the ratiﬁgé‘givén to a s{udéﬁt; even
thougﬁ these fanged from one to seven ratings. This waé s;‘mathcmatically
suspect that~ég alternative métﬁod wvas also used: Tﬁis was‘to choose
the modal rating for each student; and eliminate students with only one
rating or wide disparity in tﬁeir ratings. The correlations obtained

by these two methods were as follews:-

Total attitude score with arithmetical average of ratings = .245%%

Total attitude score with 'modal' average of ratings Cm 459%% l

Table 6: Correlations of total attitude scores with tutor ratings.
Both correlations were significant, though the modal one was ciearly much
more s&, and provided clear support for validation of tﬁe atiitude test.
Hdﬁever, since rétings are known to correlate poorly together, and
therefore be é ﬁoor'criterion‘in themselves, a further combarison was
made. This was to correlate the ratings of individual raters together,
in order to obtain some indication of the actual value of the criterion
itself. Thefe was only one group of students for whom the;e was a large
number of ratings by the same raters, and ghese all belonged to ;;e
department in the college. All tutors in this department shared one
office, took the same students for different parts of the weekly programme,
and were in daily functional contact with one another. As the following

table of correlations between them shows, they agreed with one another

at the level usually to be expected of ratings by teachers in discussive
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contact about the puplls whoit they 2all tcachf that is at the highest level

of aglcement bengen xatlngs thdt one can normally ekpect'-

15 B A Bo i
B : ek .45 A7)
A ;37 :57
Bo | ;44
M.J. =45 1,76 .08 47

Table 7. Correlations between raters' judgements.
One tutor (M.J.), who was not a member of that department but who rated
| - ; :
many of the same students, had her judgements also correlated with theirs

to discover the range of correlations when these ideal conditions no

longer existed. Clearly the range can increase considerably when tutors

are not in discussive contact with one another, and this applied to

three qhérters of the raters and three quarters of the students rated.
The amount of'agteeﬁent quoted in Table 7 therefcre represents the greatest
agreement likely to occur in the total sample of raters. The average
correlation of the five raters in Table 7 was .46, and this compares very
favourably with the .459 correlation between the attitude test and the
pooled tutor ratings. The ratings can thus be said to support fully the
claim of the Attitude test to validity; in fact, the test is generally
more in agreement with student success according to this eriterion than
individual judgemeut. :

(3) Thurstone/Chave Critérion

The Thurstone Chave version of the test, using staff judges, acted
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as a third criterion. A samplé of tﬁirt& student écript$ was chosen by
random numbers and re-marked by tﬁeir Thur#tone/éhave values. The scores
obtained were then standardised, totalled; and correlaied with their
original Likert Scores. The correlations obtained were as follows:-

\

Likert Scores

Thurstone Chave A Scale | B Scale| C Scale| D Scale| E Scale | Total Attitude
| o ) ~ Score

Scares et .09 328 | .73%% | L 438% .388 .302%%

Table 8. Correlation of Thurstone Chave and Likert Scores on the Try-Out Test
' . This strongly suppofts the validation of the attitude test as a whole,
but‘not all of tne component scales separately; though, except for the

'A! scale, these are contribqtory in the required direction to the score

as a whéle. The lack of correlation in Scale A, when previously it had

been the only significant one of the correlations with Final College Results,
needs ;xplanapion, however. After all, the tutors represented iﬁ the
Thurstone/Chave»teét are the same sef of tutors who make up the judgements
for Final Resuits. The staff judges are clearly putting students' written
work, and hence Final Results, in a just order of merit which reflects the
_students' own attitudes to work. However, tutor attitudeg themselves do

not agree with those of the students towards work. That is, there is no
cvidence of 'agreed-on norms' by staff and students at the covert level

of attitude expression, though there may well be at the overt level. This,
in its proof that staff action can take place in a different direction to
the attitudes held, indirectly provides more validation for the A scale

than if agrccment had been positive throughout. It also shows how much
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care is nceded in avalys*ng; in aoy éxven oxtuatlon; what attitudes are
,llkoly to be sxyn‘f*canu in 1nf1uenc1ng action. In Lhe other four attitude
scales, of course, there is clearly a measure of agreomont‘between the

two samples. Scale C is strongly validated against tutor oftitudes and
>Scale D also receLVes significant support. Scalos ﬁ and E, while sﬁowing
some measure of positive correlation, do not actually achleve s:gnlfxcancc.
(4) M.T.A.I. Criterion

Finally, a;criterion based oo attitudes to actual teacﬁing was osed.

A random sample of twenty two studeots scored on the M.T.A.I. was taken as
a final validation check. It was found that pﬁe standardised total attitude
scores of these students corrolated with their M.T.A.f. scores at .448;
which was at the 57 level of significance. This, allowing for the different
cultural origins of the two tests and the difficulties cited by K. M. Evans
was con31dered to lend con51derdb1e support to the belief that the attitude
scales were measuring attitudes basic to the functions of teaching, as

well as ones feievant to the course of teacher training.

(3) Conclusion.

Thus when the four criteria are considered together there is good
evidence for believing that the attitude test as a whole ié a valid
measuring instrument, and its component scales appear to be measuring
what they claim to measure. This is especially substantiatied.. by the
fact that the criteria were selected so as to sample different aspects of
the stodents pegformance: one covered his college achievement, one his
position in the estimation of his superiors, and another his practice.in,

and attitudes to, the teaching situation. A further fact in support of
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validation was that where it yas poﬁsiblc t0'§valﬁatc tﬁc-critCLLH themzelves
at all; tﬁey §éeﬁéd té bé ratﬁer m;ré é;spect'measﬁrgménés bf thésc
attitudes tﬁén tﬁé scale; tﬁcmsélve;; énd, in tﬁé abséncc<5f éuarautecd
criteria, validation must bé a procésg iﬁvolving éwalﬁatioﬁ,of critérion
validity almost as mucﬁ as test validity: In addition; it is to be noted
f;om the following table tﬁat wﬁere the criterion aims directly at measuring
mucﬁ the same ?ariables as tﬁe test (e;g: in tﬁe ratings and the Tﬁurstone/
Chave test) there is hji gh corrélation; It is onlylwheré‘tﬁe criterion
measures sometﬁing else, and the attitudes are postulated as being: at its
foundagion, fhat_the correlation drops, though even then it remains
significant. In fact, all four of the criteria retﬁrﬁ significant

relationships with the attitude test.

Final Tutor Thurstone S v
Certificate| Ratings | Chave Test CEcd Do
Correlation o JLk% < 459%*% . 802%% L4 8%

Table 9. Correlations of the Criteria with the total Attitude Test.
Finally, it will be later shown that there is further evidence of

validation from the internal correlations in the test programme, as it

was administéred in the following years. This test can thérefore be said

to be a reliable and valid instrument at this stage in the investigation.

The Problem of Faking

A further very important point which needed to be established at this
stage was the test's susceptiblity to faking. The try-out test had been

necessarily carried out in a non-stressful situation in order to obtain



eruthful responsés to the statements; The possibility of 'faking' good
respongé;'ﬁad tﬁéréféré to bé COn;idefed:

Fa ”'ﬁg caﬁ bé of t&o kiﬁdg; Oné i; tﬁe ﬁatﬁral gub—coﬁscious
con;ormlty to the subJect s self 1magL; whlch may produce some discrepancy
between attitude and action in actual situations. This is not sometﬁing
against which a group attitude test can effectively guard; since it needs
clinical methods of detection: Tﬁe other ﬁind of faking; arising from the
use of the test . in a situation of stress for the subject; is much more
likely to produce discrepancy, since Bere the subjcct ﬁas a positive;
conscious incentive to "fake good' or 'fake bad'. It is this kind of
faking which nceds to be guarded against here: :. - .

In the absence of any possibility of using an actual stressful
situation, in which to ;et up a sepérate experimental group, four measures
&ere taken to guard against success“ul faking in this test. The immediate
one was to continue to include all the insignificant statements in the
original test shcedule so as to obscure the actual marking scales, Since
all the statemeﬁts had been fouﬁd to be significant expressions of opinion,
wﬁich wéfe relvaut to the course though often non-discriminatory, this '
measure alone made it virtually impossible to detect whicﬁ-were the
significant statements'fon'thc actual test; and faking {good' on all
the 305 statements would have produced so obvious a patterr that it could
be easily detected. The other major precaution was to administer thé
test at a time in the course when it was obvious to all students that-the
test results cculd not affect the Certificate results. There seemed therefore
to be no real likelihood of conscious faking during this test programme,

since the incentive was non-existent and the opportunity for detection ample.
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| Nevértﬁeless; i; was considérédAwortﬁwﬁile to ask a émnple of 25
Voiuntéer sﬁudeﬁtg.té try to 'féké good' in érder té find oﬁt if the test was
easily susceptible-to fakiﬁg in a s;résgfﬁl Situatioﬁ: The studentc were
told to respond to the test in wﬁat tﬁey thougﬁt to be a socially.acceptable
manner, as if they were doing tﬁi; tést as part of an interview for a post
they particularly wanted. Inspection of the results showed that some
stuéents'éctually,decreased their scores by trying to answer tﬁe'test from
an‘értificial standpoint, though tHe podrer studenps did‘secm able generally
to increase their marks substantially. Both of these tendencies secmed
to foer useful-indiréct " evidence for the sincerity of response in the
present invthigation. ¥
| _ The "true' and 'fake' mérks were both iisted for the group and the
significant difference between the means was calculated for each scale.
Only one scale (Atfitude C: towards one another) was found to have a

signifiéantly different change in mcan (See Table 10.)

A Scale B Scale C Scale D.Scale E Scale

True | Fake | True | Fake| True | Fake | True | Fake | True | Fake

Mean = | 94| 100| 76| 80| 148| 162 139| 146| 71| 74
sp= | 12 9 6 | ¥H10 |en14 il a131] #2301 |ms10]] 4120 9
Te = 1.23 1.74 3.7% 1.01 1.12

critical ration = 2.02 N = 25

Table 10. Significant differences between the means of "true' and 'faked!
/7

attitude scores.
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| | From thlS it would uppear that relqtlvely the student ‘were not able to
Jmprove Lhc1r scores in thc two °1tuaL10ns, except in Attltudc C whcre the
trend of the statements may quite possibly be more easily,identifiable .0

the subjects, though even here it is clear from Table 11 that their relative

positions on the scale were barely altered.

& ; A Scale B Scale C Scale D Scale E Scale ZoLal

; IoF 4 Scores

i S, bk 612%% J49% | 39% .066 L 494%

|
Table 11. Correlations between 'true' and 'faked' attitude scores.

In fact, when the correlations between these two sets of scores are taken into

-

account it becomes even more certain that the relative difference between the

two situations is slight. Clearly, faking by the individual on this test is nof

likely to be certain of success; in fact, in some cases a decrease in score

s

was achleved e j | i
It would therefore seem that burying the significant statcﬂents in amass
of'relevant, but not critical, statements is a sufficient safeguard to avoid
effective faking. However, certain other checks had been built in to the
initial test, so these were also considered to see if they provided an
additional séfeguard or not. They consisted of two sets of statements in cach
gcale designed to test the consistency of the subject's responses. One set
consisted of tﬁree statements at what was thought to be the different levels
of 'acceptance of', brgference for' and 'commitment to' the particular
attitude of that scale. It was expected that the rormal range of responses
would not include endorsement of the extreme commitment level even wherc

levels onc and two were endorsed. The pattern of response on these statements

)
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mlghL therefore well lndlCdCC the 'fuker ; who was more lrke]y to adopt the
extreme p031tloe. Tbo oLhcr set of statcmeﬁLs conqlﬂtcd of a pair of

‘opposing statements in each scale:'wﬁieﬁ it was tﬁougﬁt the faker might fail

to notice, siﬁce tﬁey were widely separated; and ﬁe might well tend to endorse
both inAhis anxiety to score higﬁly.. However, inspection of these responses
froﬁ a small sample of students showed that quite often the commitment level
waséendorsed in the student's true response, and this had not been tﬁougﬁt

ar ;11 likely to occur when this device had been eevisaged in the subjective
construction of the test. The fact that it did happen destroyed the.basis

of the device as a faking detector, and henee,considegation of these devices g

in further applications of the test was omitted.

From these results therefore it would appear that the ‘problem of faking wa'
|

not a serious one as far as this investigation was concerned, giddeitthe situatid
b

had been deliberately made non-stressful, and even when conscious faking
was atrempted it was largely unsuccessful.~ As far as the wider aspect was
concerned, where the test might ‘be used in other situations, the picture
was less certaih.- There seemed to be good reason to believe that faking

was likely to be relatively unsuccessful for a group of candldates in a

stressful situation, and there also seemed to be reasonable brounds for

believing that faking could be detected in individual cases. Nevertheless, }
before a final conclusion could be arrived at, it would be necessary to
carry out a separate investigation specifically on this point, with a group
of candidates in an actual stressful situation (e.g. applicants to college),
and follow up their progress through college to really determine if faking

had occurred in the test. This was not possible in the context of this



investigation, because candidates for entrance to college had only a

limited time for interview, and it was not possible to fit in the administratios

of th1° test in that time. Houwever, for the purpose of this investigation

the poSSlb]lltleS of faking had been shovn to be suff1CLent1y remote to

be ignored.

Reliability and Validity of the Sociocmetric Test

' The only other unpublished part of the test programme was the
\ , . !

Sociometric Test, so this too had to be examined at this stage for its
reliability and valid#ty. '

It had previously béen decided that, in view of the administrative
difficulcies associated with large numbers of testees, it would be
necessary to make:this test a simple recognition cne. Tﬁe test therefore
instructed each student to give a score to any other studeat in that year
on a basis of weights from O to 5, in accordance witﬁ how well he/she
knéw that stuéent as an acquaintance (0 to 2) or as a friend (3 t§ 5).
The students wefé téld that if they cbuld connect a name on the year
name—liét.with'a particular person, but not do more than that, then they
were to rate that person at nought. This instruction was to give them
all a common base point from which to start. The scores were then collected
in two forms: the Sociometric 'A' scores were totals derived from all the
weightings given by a particuiar student to other sfudents in his year; the
Sociometric "B' scores were the totals of weightings received from other
students by thdt student. The numbers of students rated by each student,
and the number rating each student were also kept as giving some practical

1imit to the range of acqualntance a student claimed to have, and the range
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The réiiability of the sociometric test was caliculated on a random
sample of tﬁirty students and foﬁnd té bé';87: Tﬁe validity was found
to be .56 (1% significance) wﬁen correlated witﬁ student éuif—reports of
active membership in college activities, and to be .45 (17 significance)
when correlated with Cornwell's sociometric test. These correlations
compare very favourabl& with tﬁose reportéd by Moreno (1960) in 5 survey
of the reliability and validity of conventional sociomet;ic techniques of
measurement, in which this summated rating technique figured as one of the
types of measurement. = It seems clear therefore that this test was an
effective one, and as its simplicity made it very. suifable for use with
iarge numbers, its use was continued thrqugﬁsut the following issues of
the test programme. This test seems highly suited to.finding tgose students
who have failed to adjust effectively to the social situation in College,

but its results will be considered more fully in the later section devoted

to a consideration of the results obtained from the whole test programme.

Conclusions
Conclusions

These results therefore give good evidence for believing that this
aftitude test is a reliabie and valid test in an unstressed situation.
Eugthermore,the fact khat three of the validity criteria are behavioural
criteria in real 1life situations suggests that there is reason to believe
that the test is measuring tendencies to action in this situation rather

than merely cognitive alignments. In addition, it would appear that,
wherever it can be checked, the attitude test is a better measure of what

it is trying to test than its individual criteria. For example, the



raters; correlationé witﬁ eacﬁ'othér‘(cxcépt iﬁ tﬁe Cage of one special
small groﬁp).are po;rér than tﬁé carrelation §£ the médél ratiﬁgé with the
‘test. Similarly'thé Téacﬁiné Praéticé mark appéars to be loaded in a number
of direﬁtions, Its higﬁ correlation witﬁ academic subject performance
shows one loading, and tﬁe fact tﬁat_it correlates better Jith attitude to
authority than attitude to cﬁildren sﬁows another loadiﬁg; Wﬁethcr these
loadings, and their respective weightings, are justifiable factors in
teéuhing nractice assessment is outside the scope of thi; discussion, but
they do show that the initial suspicion of ths crlterlon; as incorporating
uncertaln loadings of " dlfferent factors, would seem to be justified.

The initial suspicions about the qual ty of the crlteéla, and the need

to have more than one, thus seems to have been borne out.

Two other important points also emerged in this initial application

of the try-out test. One was that from an inspection of the Thurstone/Chave

results ;t seemed likely ghat student/staff opinion diverged in some areas,
such as attitude to authority, but coincided in other areas to a far greater
degree than was.originally expected. The other point was that student and
s£aff opinion respectively showed a greater degree of unanimity than was
expected before the experiment began. However, both these ﬁnints would

need to be followed up in the full analysis of the results when the wﬁole

experiment was completed.

Finally, the last point to make at this stage of the experiment was
that it had been decided to give the whole programme of tests on this
7

occasion, as well as the unrevised attitude tests, so that when these were

revised and the sample re-marked, this issue of the tests could be inéludcd
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with tﬁe series of tests wﬁicﬁ weré to téké place 0v§r'tﬁé next three years.
It was also'decidéd. in these later aPPI&CuLlonS of the programmé of tests,
to continue admlnlstvrlng the full unrev1¢ed scales of attlLude statements
which had been initially given. This was not only because it was an anti-
faking device and would maintain parity of tegt éituation bétwaen the
intitial and later applications of the test; but also because it would
enable a'éheck to be made of changes in all tﬁé individugl'statcment values
during the whole test programme, In this way some méasure of the dynamism
;f attitudes inside the College over a period of 4 years could be obtained.
Having thus now found that the.aftitude test was a reliable and
valid one, avdiﬁhat the sociometric test ccnstiﬁutéa é'valid énd reliable check
variable, it was possible to éontinug with the further applications- of the

schedule of tests in the following three years.



CHAPTER __FIVE

EXAMINATION OF THE ATTITUDE TEST AS_A MEASUREMENT _INSTRUMENT:
ADMINISTRATION, RELTABILITY AND VALIDITY OF THE FURTHER TEST PROGRAMDME

; ik : : A
Introductory Statement . : |

Since one of the majbr hypotﬁeses of this experiment was to examine the
éfficacy of measurement of the attitudé scales ovér a périod of four yeais,
it was necessary first to examine in-detail the reliability and validity
of each fu{ther issue of the test. fhis was done in.ordé%'to consider ﬁow
the internal items of tﬁg test continued or failed to continue to carry out
their function, and to discover whetﬁcr new significant items arose as the
four years progressed. That is, this part of ‘the érog;ammc'was concerned
with discovering more about the nature of the measurement carried out by 1
ghe attitude tesé. Hence the whole original scale of 305 items was given on [}

/ : N
each test occasion, and subjectad tou analysis, so that the attitude scales

T—— ¥

could be.examined in conjunction with their original statement background.
At the same time, however, this ongoing programme of reliability and

validity would also throw light on the information, recounted in Chapter 6,
relating'to the basic experimental hyéothesis of finding out what was the |
longifudinal picture of student attitude and personality qualitiesexisting ‘
_during the course. There therefore needed to be a concern ﬁith the actual |
levels of reliéﬁility and validity, since these determined the usefulness of
this information. Hence, thie chapter is concerned first with the physiéal i
11m1tat10ns on the various administrations of the teést programme next with

the actual levels of reliability and validity, and flnally with the nature of th

measurement of the attitude scales. This last consideration will indicatc
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whether there is a possibility of a pexmanent attitude test emerging
from these scales, or whether the attitude situation in college is too

dynamic, or dependent on too many inter—active factors, to _ermit such a
' . - ¢ .{

possibility.

Limitations on the Administration of tﬁe Furtﬁer Test Proérammq

The whole series of tests was therefore now adminigtered annually for
the next three years (1966, 1967, 1968) to a sample from each of the first,
;econd and third years of stﬁdents‘in the college. It was hoped to acﬁievé
a2 minimum numBer of 150'students in each year, represehting as far as possible
}a cross—section of the college. OGI course the'voluntaéy nature of student
attendance had to be maintained, but, on the wﬁole, adequate representation

" over all the sample was achieved (See Table 12 below).

Summary of Test Sample

1st Year . 2nd Year 3rd Year
: in College in College " in College
Sec.| J/S | Inf.|Total] Sec.]{J/s | Inf. |Totall sec.| 3/s | nf. {102l
MW | MW MW MW M MW Mlw [ Mfw | m]w
Try-Out Test 1965] ' 13]30{.1421| |44| 122

Students in Year I

1st Issue 1966 11 42| 8 33 —[33| 127 |22|29{2028| 4 {38 | 141 |15(29] 1419] - {35] 115

Students in Year 260 230 185
2nd Issue 1967 = |29 26] 3991 — 55| 240 |17|59|3037| - |58 201‘24 30| 2127| - |48 156
Students in Year . 260 250

3rd Issue 1968 St et e By it £ 35(3312043] 5|71| 207 [13|53| 2419| - |78 | 185
Students in Year . 250 250

e b i e

Ve M
P

Table 12. Analysis of the Test Sample during the Test period.

e —— S SR SR AT
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j Other dlfflcultles of admlnlstratxon apart from tho e caused hy
voiﬁntary attenaénée pré éntcd thensnlveg; Onc was the pbysxcal difficulty
of assembling a sample of 150 students in oﬁe gnoL, whbn Lhc collegp inhabited
two sets of buildings ten miles apart; and one year of students could well 1
be timetabled in both sets of buildings; The timing of the tests likewise
cauéed a further difficulty. As far as pqssible tﬁe tests were administered
as néar to the mi@dle of the college- year as could be arranged, in order
to mLke the resultant attitpde pictﬁre as representative of that year as
possible. Ideally, i; chld-ﬁave been useful to supplement these sessions
by testing at the very beginning and end of the course as well. However, this
woulé_have ceriously inconvénienééd the Collége timet;blg and ‘have
’increased the possibility of test boredom, so it was decided to omit extra

sessions. Finally, there was the factor of the college's increasing size (i

to consider, as affecting the nature of the sample. During the four years of

thé test.programme the college changed from a relatively small one to a

large one. The third year used in the try-out test could be said to be the

1ast one representative of a small college, and undisturbed by the physical
difficulties of rapid change in size énd changeover to new buildings. It was :

realised that this could be an important factor when considering the results, and
might well éccount for attitudinal différences between different issues of ‘.
the test.

There werce also some difficulties arising from tﬁe nature of the sample itsell
There was a strong contingent of Demestic Science and Physical Education |
specialists, amounting very nearly to one third of tﬁczsaﬁple in each year of

students tested. Both of these contingents appeared likely to be practically
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biased, and their xespective departments yexe organised on tapprentice!

lines with early identification with the teacher role. This bias, if it

existed, could well affect tﬁe attitudiﬁal natﬁrc and personality make—up ci‘
sample as a whole. A furﬁhef'complicating fact in tﬁis respect was that th||
Domestic Science department radically cBanged its organisation during the
ﬁesﬁ period. From being a department organised on very narrow 'craft'

lines, it became based on a 'Home Education' interpretation of the teaching !
= :
| .

of the subject, and widened its courses to include subjects and staff other

2 l
than the traditional, specialist ones. This too could well make a differen |
to student attitudes and consequent interpretation of fhe results. |

The test conditions werc'maintéined at an informal level in tﬁe same
way as those for the try—out test. The students in each year sample were ﬁ;
;eminded, before the tests were-given,iof the need for sincerity of-responsff
“and the relevance of the research to their professional education. The neec¢

for responses to the attitude statements on the basis of 'snap' judgement wil|

also stressed, since these were more likely to reflect the student's unconse

|

_ attitudes rather than his thought-out position. Finally, it was emphasised |
that there was no ;ighﬁ or wrong answer in these tests., The fest items were
askiné for expressions of opinion over an extremely wide range, and therefor
the student's individual attitude pesition could not be directly intcrprcted.
as favourable o? unfavourable to the ends of the course. The students were
then asked to complete the test schedule at their own pace;

Thus a collection of test scores on fhis programme was built up during g

. four years of the experiment. It consisted of the scores of first, sccond a

third year students in each of threce successive years, so that three separat!
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.pictures of the overall attitude position in the college were obtained.

In addition; a repcatéd pictﬁre of tﬁe static attitudinal position of one
_year group of students in Lhe farst, sééond and tﬁird year' i tﬁe Sl
also obtalned. The number of students in this year who took the tests on each
of the three occasions formgd a 'straigﬁt«tﬁrough' group; wﬁose P e taianuld
givé a longitudinal picture of what ﬁappcned to a student's attitudes during
the course. This group numbered 65 students, and their results form part

of the total results from each administration of the test.

Further Reliability and Validity of the Attitude Scales

Reliability ¢ : : S

o e e o o . : ; ; o : :

The reliability coefficient was czlculated for each attitude scale, and
for the fotal attitude scales, for a random ‘s;ﬁﬁle‘of twenty five students
in each of the three issues of the test. This sanple was taken from the
fifst year in the first issue, the second year in the second issue and the
third year in the third issue of the test. This was done so that there would
be a coefficient fér one year of students on each year'of thei; e
each issue of the test programme. Tﬁus, by the time the third coefficient Qas
taken, more than a half of the results for that year-group of students would
have been used. At the same time, it was hoped that, by using the same year
of students in each year of their course, any change in reliabiliiy due to
changiﬁg composition of the student sample would be minimised, and therefore

changes could be more certainly attributed to changes in test consisténcy over

the period of four years.
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The coefficients obtained were as followsi=

Attitude A B C D E Total
A

Try—-Out Test .76 .76 .80 +90 «92 .88

1st Issue lst Year Y] ;86 .84 .80 .83 .923

2nd Issue 2nd Year T ) ] [ 75| O ] I 3

3rd Issue 3rd Year .69 20D .74 <! eV 764

Table 13. Reliability Coefficients of the Attitude Scales for eacﬁ issue
of the test. .

| Edwards (1957) quotes reliability coefficients As low as .68 to be reliable,
so, clearly, the reliability of the w.aole test schedule over the period of the
rescarch is established. The use of the indi@fduai séales.A and B separately,
as already noted in the Try Out Issue of the test, would not be advisable.
‘However, it is also noticeable from these results that there is a consistent
gnnual drop in reliability_when the one year group's resulte are considered.
In fact, two of the five scales in the Third Issue of the test appear to be
unreliable and a third is on the borderline of reliability. This would
suggest that a.further issue of the test in the next year could well have
produccd.ovcrall unreliability. Thué, while reliability can be guaranteed
‘for the 3 year span of a singie course, continuing revision of an attitude
test appears to.be necessary for long term reliability.

A fﬁrther difficulty which it had been feared might cause loss of

reliability was also clarified by these results. This was the difficulty
of bciné uncertain of the level at which the attitude was being sampled.
If this level is a deep-seated one, analagous to one of Allports Personality

Dispositions, then it is likely to be stable, but if the attitude is sampled



only at the more SQperficial levél'of curregt opinioﬁ tﬁcn cﬁqnges can be

expected. One 6f thé problems in tﬁié résearcﬁ was thus to sample attitudes

to basic features of tﬁé cﬁursé; witﬁéuﬁ sémpliné too much the more superficial

reactions to temporary fcatﬁrés ariéing from the college'é rapid expansion.

The consistency of these reliability coefficients supports the belief that

aftitudes to basic features of tﬁe coﬁrse are being tested Here. However,

it is only by this repeated testing over a'comparativgly long time that it can

be assumed that the more permqnent attitudinal positions are being examined.
From these results, then, two conclusions emerge;:-

(i) The test"schedule is reliable for the purpose of this investigation. § 

-

(ii) The case for repeateﬁ testing of the test is stronély supported
for two reasons. One is to monitor the continuing reliability of fi
the test; and this is particuiarly necessary on a selected sample
in a closed community. The other is to throw come light on the problei
-of'the permanency (and hence depth) of the attitudes being tested.

Validity

The ong01ng validity of the attitude scales was next considered. Of the

four criteria used in the original Try-Out Test, the most uoeful had scemed to

be those of tutor ratings and final college scores; mainly because ratings

.reprcsented a direct and wholistic judgement of the students by persons whoe

knew them, and final college grades represented the official judgement of

the college derived from assessments throughout the student's course. Even

with these criteria there were difficulties inherent in the methods of

arriving at the judgement, vhich made the criterié suspect (see discussion?P.68-72

but they were the best available. These two were therefore used for this
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jnvestigation into the validity of further issues of the test.

This fact of criterion weakness brings up the question, noted earlier
in the discussion of the try-out test results, of whether this present test
could be more valid than the criteria used.on it. Both ratings and college
grades represent a judgigent external to the student's personal sitvation.
oﬁ the other hand, a quantificaticn of student attitudes by a method which

2"

in effect represents a qua;tificatioq'of peer judgements, is a iudgement
jnternal to the situation and therefore likely to be intrinsically more
valid. TFurthermore, attitudes tested in the Third Year of the course could
be truly said to be repreéentative of the end-prPduct oﬁ the college, and
the*efore a 'de—facto; criterion in themselves. The possibility of the
Attitude test being better than its criteria therefore had to be borne in mind
whén considering the results; and itself suggested a further possibility.
This was that it mighf be possible, by repeated refinement of a test with a
weak criterion to develop a test which was ir actual fact a better
instrument of measurement than its original criteria. This'had.bccu claimed to
be deune with the'M.T.A.I. (See Gage 1963, p.508 on), and was certainly a
possibility to be considered here. At the same time, such a ﬁossibility could
only really come into effect if an examination of the actual measurement of
the Attitude tests were undertaken also, and this was done as a separate par
of the experiment. (See pp. 170 on)

For these reasons, as well as for those of straightforward validation of
the test, it was decided to make a léng—term study of the validity of the test,
as tge first half of this process of examining the nature of the measurement

of the attitude scales. The total attitude test results were therefore

correlated with firal college grades through all the years tested, for which
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finél results were available; Random samplés were Qsed in the first and
second year grOups of studcqts, but in thc thixd year the vhole year was
tafcn in each caue; since thL original ;ample had been a thixrd year one
and it was intended that the test should be standardised on tnlrd year
students. The following table of chi2 vaiues thus emerged with their

respective significances beside them:-

1 1st Year 2nd Year 3rd Year
f j X2 Significance- X2 Significance X’ Significance
Try Out Test : e ' (r=.31) 17
(N.S.) (N.S.)
1st Issue Test |5.61 . 2% 2.67 207 028 80%
(N.S.)
2nd Issue Test F g 1.63 | . 207 23.18 1%
3rd Issue Test 3 10.46 17

Table 1l4. Chi2 values for phi correlation of issues of the Attitude
Test with Final College Grades.

The most noticeable fact in this table is the insignificance of the
First Issue, Third Year results. In fact, if the division poiﬁt in the Final
Collcge grades array had been made the actual pass level, this result would.have
become .9 and sigﬂificant at the 302‘1eve1 in the negative direction. That is,
college grades in this year were passing students whose attitudes were
negatively oriented to one or more cf éhe basic features of the course thev
had attended. AThis was a discovery of major importance which will be examined
in detail later (pp. ). The fact that three out of the}four consecutive
third years correlated with the attitude test at the 1% level was judged
sufficient confirmation of the ongoing validity of the attitude test, and

this single, peculiar result was therefore ignored for the purposes of
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validation, especially as itS‘latér exploration showed good reason for its
occﬁrreﬁcé;

One further point abo&t thé above fablé of c&rrelations is of importance.
This is -the distributioﬁ of tﬁe significaﬁt values of cﬁi2 in tﬁe first and
second yéar samples of students. The firét year re#ult with a significance
Qf 2%, the second year at 20Z and returning in the tﬁird year to 17 implies
that the course is oné of confirmation of student attitude rather than change;
.though there is a considerable upheaval of attitude in tﬁe second year;

. However, with only one year of the sample for whomvﬁherc were complete results
throughout their course this can only be a tentative qonclusion; but it

is confirmatory of other researches such as that of J;;obs,‘and is confirmed
by other parts of this research. There is therefore some evidence of

~ predictive validity occurring in the attitude test results.

| Finally, the attitude §cales we.e also subjected- to concurrent validation
against é eriterion of ratings by tutors. Bearing in mind the difficulties
encountered in obtaining ratings in the try-out test, it was decided to
follow a slightly different procedure. It was established during the try out
test that students, who received ratiﬁgs from tutors who were in discussive
contact about them, were rated more effectively than if rated only by

tutors who saw them in the different areas of their college.work. It was
therefore decided to pick a group of students in each of two of the third
years of the sample and ask the tutors who taught them in their main subject
only to rate them as good or weak stulents, using a ;core range of 50 marks
with 25 as the dividing line between the two categories. The phi correlations

were as in Table 15, and give strong support for the validity of the attitude
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test as a whole instrumeni, though again it is noticeable that, even with

thfs direct measure, the lst Issue 3rd Year result is less significant

than the other one.

Sample phi X2 Significance
1st Issue 3rd Year (N=20) 455 3.93 5%
' o9nd Issue 3rd Year (N=29) .589 10.08 17

| ¢
Tablé 15. Phi correlations between standardised total attitude scores and

tutor ratings.

Thug it did seem conclusive that the attitude test as a whole was both

reliable and valid during the test period, though theré seemed to be some

measure of weakness in its predictive validity earlier in the course.

Tt was therefore decided to see if the test's predictive validity could

be strengthened, in order to improve detection of student strength or weakness

earlier in the course. Part of the analysis of attitude statements carried

out at the same time as the validity investigation (see pp.170)-had shown

that only about 70 of the original significant
full significan;e throughout the four years of
could form the basis for a further revision of
The first issuc first year sample used in this

according to this further revision of the attitude scales.

statements vetaincd their

the programme.

These statements

the revised attitude test.

section was therefore re-marked

If these re-marked

scores were then correlated with Final College Scores, a X2 value would be

n
obtained which could be directly compared with the previous X“ value of . 561

which had been significant at the 27 level.

This was therefore done, and

the X2 value obtained was 12.76, which was significant at well above the 1%
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‘level. It therefore seems possiblé that fﬁrtﬁcr rcvigién of the attitude,
scaleé; based'on a wider time samplé tﬁaﬁ tﬁat of oﬁe yeér: migﬁt well improve
their predictive validity; but it mugt be rcﬁembéréd that “hé confirmation
sought above is a self—confirming'oné,aﬁd that only repeatcd tegtiné

with further samples not included in this test programme could give real

confirmation of this result.

Conclusions on Reliability and Validity

T Qouid thus seem, from all these results taken togetﬁer; that a number
of'conclusibns can be safely accepted. The major one is that the éttitude
scales, as developed in the original try-out tESt;'do;constitute 2 Yaliat14
and valid.instrument of measurement over the four years of tﬁe test programue.
Furthermore, this instrument is reasonably predictive of comparative success
‘or failure between.the first and third ycar in the college coursc; thougﬁ
its predictivity might be improved by further statement analysis and
revision. ; i : '

A conclusion arising out of this fact, of almost equal importance, is
that tests of éhis kind appear to need to be standardised on a wider time
base than that afforded by 2 single third year of students. Alternatively,
if a single year base is used, it would appear from the evidence of the siow
decline in reliability, that re-checking of the discrimination of the test
at periods of no more than 4/5 years are necessary to allow for changes in
attitude climate in the college. In fact, it might be found uscful to check
discrimination with each separate three year course. '

However, there remains the problem of the long-term efficacy of measurement

of the attitude scales. A final judgement on this must be suspended until
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their actual discrimination; and tﬁéir rélétion witﬁ otﬁér crystallised

criteria; can be éxamined: This examination therefore f@rmé the subject

of the next section of the investigatio;; tﬁéﬁéh fof the pu;posé éi this ;
‘test programme the reliability and validity of tﬁc attitud;:tcst can be

X

said to have been substantiated by these results.

Analysis of the Discrimination of the Attitude Statements

It is important to remember that in this section two tasks are being
carried out. One is the process of re-examining the discrimination of the i

original significant statements in order to carry out the further revision

r
D

of the:attitude test already mentioned, and aimed at gecuring a longer time
base for its validatory sample. The other task is that in this process

of re-examination the opportunity will occur for detailed examination of

the 'drift', if any, of third year attitudes over the four years of the

i
test programme, which may account for the slow decline in reliability alroad;i?
noted. The second job is more important than the first; since it is this \
which will showAﬁhether or not attitudes among individuals in the student
body dynamicaliy develop and change in the community over a périod of four f
years. It is the extent of this dynamism, if any, whichswidlldatacnine the
long term usefulness of the attitude test, rather than the marginal improveme
brought about by exténsion of the time base for validation.

It is also important to remember in this analysis that what is being
considered here is whether the statements significantly discriminate between
students, not whether statement. means significantly change or not. '

It may well be that statements can remain stable in themselves, but gradually

fail to discriminate between students. If this happens then it is a very
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important fact to take into conoidcfatioh: sihoe it will be evidence for the
belief that the dynamic complex of the collegé tends to hhrow up new
dlscrlmlnatory opinions and swooth out oplnlon dlffercnccq Vhlch were initially
discriminatory; and that this process takes place by the discriminatory opinion
becoming homogeneous among students rather than by becoming unstable.

Thus the revision of the revised version of the test not only involved
exclusion of statements which had shown s1gn1f1canL change in th 2ir mean
value among third year students, but also involved the exclusion of any of the
original significant statements which failed to continue to discriminate
between high and low third-year scorers on the test throughout the test
programme. It was therefory necessary to anal&éé ﬁhe }espohses of the third

year group of students at the end of the programme in order to find out which

of the original 305 statements were significantly discriminating among them.

(éee Appendix 5).

The first item examincd.;n this enalysis was the actual number of
significant statements occurring in each year. The try-cut test had had
148 significant statements in it, which had formed the initial revised test
with which the rest of the test programme had been carried out. The third
year group of the third issue had 83 such statements (see Table 16 below).
Inspection showed that some statements were significant in one year, but not
in later years. That is, a greater degree of agreement was occurring within
the College on some items which previously had produced significant disagreement.
This suggests an important characteristic of attitude tests based on the.

Likert method of construction, which has not previously received sufficient

attention. The component items of such tests are selected on the basis of
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their discrimination between numbers of the original te§t sample. But the
very differencé of opinion; which thé discriminating statement reflects;
appears bound to lead to attempts iﬁ the commﬁnity té résolve the difference.
Attitudes are only relatively permanent, and, when combined with the dynamics
of inter-—group relationships, are quite likely to be affected in a close-knit
community as time passe%. New discriminations appear to arise and old

ones diminish.

Significant Statements occurring in each year:—

Try Out Test, 3rd Year ‘= 148

~

Third Issue Test, 3rd Year = 853

S =3 3 -
Original Significant Statements retaining their significance:-

Try Out Test, 3rd Year il A

72

/ Third Issue Test, 3rd Year

Table 16. Changes in significance of the discriminating statements at the
begipning and end of.the test period. b

Of the original 148 significant statements in the try—-out test only
72 continued to discriminate significantly in the third year fest issued
four:years later. A further 10 of the original statements were significant
at the 10Z level (1.67) in this third year re-test. Of those at the 107
level in the original test, six had come up to the 57 discriminatory level
four years later. However, of this total of 88 statements 18 statements had
gignificantly changed their mean value some time during the four-year
programme, so only 70 statements could be said to be fully operative for the
four years after the initial test. Thus a further revision of the revised

test, based on an extended sample of four third year student populations,
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would consist of tﬁose 70 statcmeuts: Tﬂcgé fiéureé tﬁué clearly show that
attitude tcéts'need‘prolqnged re—sérétin& béf§r§ tﬁc§ caﬁ be as;umcd to be
useful measuring instrumenté over a loﬂg pcriéd éf time:

In addition to tﬁis conclusiop; ﬁowever; thé analyéeé ﬁ;cd in arriving
at the revised version of the rcviséd test aléo‘SHOWQd éome of thé
characteristics of general attitude movement in a éollégc over a period of
time. First there was the fact that while over one half of the statements
(92) lost their significant discrimination during the four years; only one
seventh (18) of them suffered significant change in mean value; There is
thus proof here of movement of attitudes towards ﬁomogeneity in tﬁe student
body, yet maintenance of the actual attitude leveli fﬁe sixteen statements
noted earlier as moving from 10% to 5% significance during the four years

are instances of this kind of process at work. Statements which were

subjectively framed by tutors and students at the beginning of the

experimeﬁt, in the light of the then situation, failed to discriminate nearly
so substantially four years later, as they did initially. The attitudinal
situétion among students is clearly a relatively dynamic one, wﬁere
discriminatory opinions are becoming non-discriminatory and vice versa.

A second point which adds strength to this statement is the reduction in
tﬁe overall number of significant statements which the original 305 statements
threw up. From the first to the last third year group invelived in this programm
the number of significant statements reduces from 148 to 83. That is, only
' 97 new discriminating statements arise in the course of that four years,

. whercas 92 such statements ceasc to discriminate. This lends considerable

support to the view that the attitude situation inside college is a dynamic
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one, and one con£inually undergoing a ‘smoothing—out' inflﬁencc wﬁich may
quite possibly be attribﬁtable to thé géneral climaté of opinion in the
college.

| Of course, this does not imply that no new discriminatory attit{ldés are
arising in the College. The original 305 statements can be viéwéd as a
cryétallised encapsulation of a range of coliege attitudé opiﬁiOn at the
beginning of the experiment. This broad range of opinion thus sﬁowed, in the
following four yedrs, the rise of a‘;mall number of new discriminating opinions
(27);thé dying away or changing of alarge number of old ones (92);

and the continuance of a substantial number (56) of old ones uncﬁanged;

The paucity in the number of new ones may quite likelf'be due to the
increasing loss of relevance of the original batch of statements to the
college situation as it changed over the four years. Tﬁe;'possibility of
this being the right explanation was supported by the fact that e

the significant statements wereanalysed‘against other crytallised criteria
an even greater.drop was noticeable. For example, individual statements
significant for final college results in the first third year were compared
with similar statements for the'second issue third year group two years
later, and the statements common to both sets was found to be only a little
oﬁer one third of the total in each case. A similar comparison, with
similar results, was carried out with the encapsulation of staff opinion as
tested by the Thurstone Chave test. The situation and the attitudes
pertinentvto it thus do seem to be in dynamic interrelationship with each
other; and crystallisation of one side of the equation without the,othér is

likely to produce its own distortions, especially in a sclected sample of the

population;
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Nevetheless, the 56 statementé wﬁich retained tﬁéir significance throughout
the four years, as the overall validity and réliability éééfficiéuts for
tﬁe whole test programme sﬁow; do répfe;éﬁt a céré of contiﬂﬁiné attitudinal
difference in the student population. Out of tﬁe 83 statéﬁents whicﬁ were
significant in the last.third year sample on wﬁicﬁ the test Qaé uéed; 70
had been sigrificant at the try-out stage. This thus rcpresénts nearly all
the attitudinal differences emerging in that year on thie test; and a
substantial core of continuing difference extending over thelvholeltest

period. The distribution of these statements among the attitude scales is

as follows:—

Scales
A B C D E Total
11 11 17 24 7 70

Table 17. Distribution of significant statements from beginning to the
end of the test period.

Thus, while the core of continuing attitudinal difference ensured tha£ 
_the test remained a useful measuring instrument for the period of the test
programme, the accompanying 'drift' in statement discrimination suggests
that there are important limitations on its total usefulness. Extending the
validation time base of an attitude test on a selected sample would appear
likely only to prolong its life for a limited period. A safer measuriﬁg
device in a closed community would appear to be periodic test revision

against ongoing situational criteria rather than acceptance of a crystallised

test measurement over a long period of time. Stemming from these consideration

it would appear that the college community is one of dynamic rather than
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static.attitudinal relationsﬁips; tﬂqﬁgﬁ tﬁe;e éuém to be on a relatively

slow time scale, extending over a period of at least a éompleted student

course. ' ;
Morgover, there is not only 'drift' in statement aiscr uination to

sc taken into account. Analysis of tﬁe significant cﬁaﬁgé }n statement

T?ans between the different years of a single course (Section ﬁ, Appendix 5)

shows that there are far greater differences in statément opinion between

the first, second and third year of a single course than there are between

successive third years.

Significant changes in statement means betwcen unrelated 1st, 2nd and 3vd
Year Groups = 183
Significant changes in statement means between unrelated 3rd Year Groups

= 40,

‘Tab}e 187 Significant changes in statement means between different year
gfoups of the sample.

Clearly, attitude change does go on during a single course, and.it is
towards a greater homogeneity of statement opinion in tﬁe tﬁird year. The
drift in homogeneity of third year opinion between successive third years is
by cémparison slight. There is thus not only evidence of slow loss in
statement discrimination over successive third years, but also evidence of
maintenance of statement means between them. There does therefore appear
to be indications of quite rapid 'smoothing out' of statement opinion during
a single college course, as well as evidence for a slower loss in
discrimination between third year groups of students over a longer time period.

Support therefore for a crystallised measurement for student attitudes over a

long period of time appears to be very slight,
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CONSIDERATION OF THE RESULTS OF THE TFOUR YEAR TEST PROGRAMME

Introductory Statement

The previous two chapters have reported the programme of validation and
reliability testing vhich took place over tﬁe four year-test period. This
programme had shown the dynamic nature of attltudes, and the pace of this
dynqm1sm; but it.had also shown that durlnn this test period thc results
fro@ the attitude tests could be accepted with some confidence as being
reliable and valid.

The results from the whole test programme could therefore now be examined
to disccver (i) what was the extent of attituae and pérsonality change, if
any, during the course (ii) what were some cf the influences on student
attitudes during the course, and how far did these affect course success,
and (iii) what was the actual pattern of attitude existing in the college,

and how far was it favourable* to the pattern of attitude endorsed by

college staff.

Attitude Change During the Course

Significant Differences of Means between the Years
The obvious step to discover attitude and personality change, if any,

during the course, was to compare the means of the attitude and personality

% Wherever attitudes are referred to as being positive or favourable throughout
the following chapters the reference will be to alignments as being poéitive

when they are in accordance with college staff opinion.
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variables in successive years of the course. Since Year Al, B2 and C3 in
(P.116)

Table 19,are the same year of students in their first, second and thlrd

yeér of the course respectively, and since A2 and B3, and Bl and CZ are

similarly related, it could be expected that there would be few significant

differences among each of these sets, unless the course or some other common

factor influenced them. On the other hand, all the other year groups

considered were ugrelated, and therefore the significant differences between

‘ .
them need ceparate interpretation (see Table 20). A general comparison of

Table 19 with Table 20 shows the different incidence of significant differences

occurrlng in the two kinds of group. A separate group, composcd of the same
studnnts in successive years of Lhelr course, was also extracted but this

S

is given separate consideration later (see ppl28).* There were thus three
types of group examined in this section:-—
(i) 'Related' groups, composed of the same year group in successive
,years of the course, but not composed entirely of the same
students. o
(ii) ‘Unrelated' groups, composed of different students inedifEarent
years.

(iii) ‘'Straight Through' group, composed of the same students in successive

years of their course.

e e
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Takiﬁg the related groups fir§t*; it wa; fouﬁd that out of a possible
20 relationships between means in tﬁé four personality Qafiables 11 were
significantly different, and out of tﬁé p&gsiblé 25 rélatio“sﬁips between !
attitude means 12 were significantly different; Attitﬁdé aéd personality change
is thus certainly going on between successive years of the course (see
Table 19). In the perscnality qualities liitle or nc cﬁange occurred in
the levél of ﬁeuroticism (B1N) througﬁout the course, but self sufficiency (B2S)
and.social awareness (¥2S) tended té decrease, while dominance (B4D) tended
to increase. This would seem to agree with the facts of later adolescent
development as they are generally known (Evans 1965),_and to buttress other
results taken at the same time, such as the iﬁcreaging degrce of discrimination
éhown in the sociometric judgements made in the third year. The student
-appears to.be becoming increasingly self-reliant as the course progresses,
while at the same time he }g becoming more aware of the need for doubt in
his judgéments and the need for more than superficial reciprocity in his
social contacts.
The attitude results in the related groups showed a similar pattern
of positive change. Attitudes towards work (A) and towards children (D)
“pecame significantly more positive during the course. Attitudes towards

authority (B) and towards onme another (C) showed no significant change

throughout the course, while the attitude towards life in general (E) tended

% This examination of individual year group relationships betwecn means was
preceded by an analysis of variance to ensure that the individual relationships

were not in fact spuriously significant.

. ¢
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to become significantly more progr.aslvc aurlﬂg the second year of the course
but retrogressed conclderably, though not to its Startlng polnt; e
third year. Thus, those attlLudcs such as A and D; which are fairly consciously
involved in the main core of the college work would appear to be significantly
affected during the college course, but tuose which form thé background to
college 1ife {such as B and C), though equally a part of the student's

’full edﬁcation, remain relatively unaffected. Attitude E is tﬁe-excéption

to this pattern. Starting from a conservative viewﬁoint it moweé to progress-
i§ism while the realities of the job are in the fuﬁure, but returns to
conservétism as the teaching job gets nearer. This is closely paralleled

by the results of other researches contrastiﬁg:tﬁe.idéalisﬁic and the
realistic modes of training of college and school respectively. Taken in
conjunction with the results of the factor analysis later carried out

|

on the variables of the test programme, it suggests that there is a kind of

anticipatory socialisation going on which helps to determine the general

teot! of attitudes at particular stages in the course. |

—r/o,sr c eror
W space Z/{ M and “re fage nupler (flsj

MW? mmlfefof
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The main poxnt of 1mpurtance that emerges from ae lnspectlon of the
results of the unrelated groups; on the other hand, is that a consxderable
number of them show no real SLgnlflcant dlfference. Out of a posslble 198
 significant differences between means (see Table 20) 75 were in actual
fact insignificant and the great majority of these insignificant results (54)
occurred in the attitude test results. In the personallty qua11t1es the
81gn1f1cant differences were so frequent that they merely showed that there
were aCC1denta1 differences between the years such as could be expected in
a normal range of population. The attitude tests; however; showed a mere
coheeive pattern. In all the attitudes to some degree; and in some of the
‘attitudes to a considerable degree (e.g. Attitude C - to one aeother); there
is shown no reai difference between tﬁe years. There is clearly a climate
of attitude opinion which frequently exists from year to year over a number
‘of years,'and which in the case of Attitude C remainsremarkably consistent
throughoet the nine year groups covered by the test. It is this climate of
attitude opinion with which or against which the tutor has got to work,
so it is important that he should be aware of its strength, its ubiquity and
its constancy. Of course, it is true that nct all years zre the same.

A particﬁlar year of students can differ in important respects from all other
years in the college. For example, Year A3 differed in its attitude to
authority from any other year tested, and Years Al and A2 were markedly
lower in their attitudes towards work (A) than all other years. This is
extremely interesting when censidered in conjunction with the fact that it

ig precisely these year groups which received the main brunt ot organisational
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change from a small to a big college and a protracted transition from old
to ‘new buildings, when in nffect the collegc was trylng to work in two places
at once (see pp.156 for dlscu551on) Thus the overall plcture of the

unrelated year groups is one of no progressive chan?e in att1tudc as the course

contlnues, and this is quite in line Wlth many of the 'horlzontal' rescarch

results that have been made, though in marked contrast to the reeulLs of

'

tyortical', related groups previously considered.
¥

the

|
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Table 19. Significant differences between the means of the related year groups in the sample in all the yariables,

1

Personal Qualities

B2 | C3 c2 B3 B2 c3 cz 33 32 C3 102 33 B2 Cc3 C2

o
(93]

Al 1.035{-.038|-3.601%|-3.483%-2,459: ..005 ~.Q17 [4.183%] 4.886% | 2,214% | .= 606 | 2,178%!=8.939%| »8,.291%! —-2.387% -.058

B2 ~.079 |-.4043% -3, 861% 2.655%| - %2,657%|7.180% 3.188% | -6.408% —2.801% : .874 7.456%| 8.831%
B1 -8, 307% : -11.531*' ~.693 | ~13.07%
A2 -.035 4.274% ' ~-1.966% -8.836%

—

Attitudes

A - to work B - to Authority C =~ to one another . D to children
Al 4.539% 4.021% ~1.158 [-.631 -.897 |-.901 & 7.665%| 2.777%
B2 -.842 .684 .014 ; =6,.180%
BL| - -1.708 15.581% ]\ -.388 5.018%
A2 5 _la.872% : 017 | F1.124 ' ¢.-50%

Al16.114% 1.745
B2 -5.902%

Bl ; 4.679%

AZE .927
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Sociometric Measures

Soc A Soc B

B2 c3 | c2 B3 B2 C3 c2 B3
A1 | 5.152% | 4.198] : 25.659% 15.258%
B2 =, 0113 15 & . ~7.949%

Bl
A2 . 2.545% ; 22.20%
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Table 20:

Significant differences between the means of the unrelated year groups ii tie sample in all the variables.

Perscnality Qualities

B1-N -~ Neuroticism B2-S Self Suffici;ncy B4-D Dominance
A2 A3 : P1 c2 |< 33 a.| a3 | B 'r c2 | B3 Az | A3 B1 ;' c2 ;' B2
Al 3.325*} 6. 916«f 3.775% -3.601%|-3.483% | .049| 4.728%| 10.5354 -,017 4.183%| 3.951% 3.716%| -.031 | -.606 | 2.178%
A2 §-3.41sx; 7.501*; .049 | -.035 4.825%| 10.679% -.071| 4.274% 0.0 -4.602*5-5.124*;-1.955*
A3 12.384% 3.996%| 3.614% 5.40% -5.124% ~-.788 —4.312*5—4.809*:—1.861
B1 | -8.807%|-8. 217+ ~11.3614-6. 562 | | | -.698] 2.51
c2 j § | .093 4.573% | : | | -3.169%
C3 | 3.359% 7.178*5-4.075ﬁ 3.789*{ 3.640% | ~.047| =5.057*[~11.219%  .024 [-4.506 -2.233*[—2.077*1-2.711*i 3.340% -.129
- s ‘\
! F2-S Social Adjustment
A2 ; A3 % B1 f c2 B3 A2 ; A3 B1 c2 | B3
Al| 8 820*§ -.015% 9.332% -2,387| .058 '
a2 | =9.204%| -.031 | -12.17% | ~8.836% !
23] @ 7 | 9.792¢ -2.401% -.045 {
Bl | ' -13.072% =9.343% 2
cz| } -2.308*
€3{-17.81% | -8.668%1~10.05% -6.7154 -8.183x i :
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Tzhle 20. (Ctd.) X z

Attitudes

~

A - to work _ B - to authority ; C - to one 2nother

A2 A3 Bl c2 B3 A2 A3 Bl Ccz B3 A2 A3 Bl C2 33

Al | =-.360 | 3.193%|5.024%| 3.766%| 4.742% =.538}.3.172% | .390 ~4.041%| =.650 «515| 130§ 499 | 170} =.726

A2 .382% |5.109%| 3.936%| 4.872% 3.062% | .839 [-2.073%| .007 -.279 | =.175 | -.423[-1.124
A3 0.0 -.884 | .368| -3.194%~5.924% | -3, 625* .189 | =.023| -.668
31 , |-ta708 | Lso1 : -5.851 |-1.179 -.388 [-1.295
c2 ' -1.891 . {=3.311% .965

C3| 4.18% | =.540 |-.978 | .580 [-1.331| .147{-3.747%[-1.281| 4.021%| .098 {-1.305|~.761 |-1.683 |-1.241| -.048

D - to children E - to life in general

A2 A3 018 R] c2 B3 A2 A3 BIgR C2 B3

Al | =.321 | 4.955% | .938 | 4.394*%| 3.019% | 3.312%| .630| 2.365% 5.406% | 4.889%

py: 4.287% | .967 | 3.263%| 6.150%| °  |-1.580|-1.965 .675 | .927
A3 o la.927% | 2.372¢ | 1,219 | i .556 | 2.205% | 2.310%
BL| 5.018% | 9.073% | - : 4.678% | 3.800%
c2 ~5.275% i -.476

C3 | 2.223%{~3.30% 2.639% 11,929 [-6.56* 2.346* «268| =.771} =5.016% | =4.169%
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Sociometric Measures
| Soc A Soc B

A2 A3 Bl c2 B3 A2 A3 Bl Cc2 B3
Al | .083]6.775% | - | - | 2.587%|10.348*{14.13% | - | - | 32.97%
A2 6.776% = =R lE25545% 4,187%f =~ = 22.24%
A3 = lei-s]z3:902% - | - | 17.31%
Bl A w = = =
C2 ' w
c3 |4.171%-.717 - | = | - |-15.398% 5.617% 1.492 e -15.398%
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Tlnally, the soc&omeLrLc resultv also shoqed a cleary pattern of

ignlflvant dlfferencc emcrglng beeweee successive year results as a uwnéle
year of students went through the college: A marked upsw1nf‘took p]ace
in the Second year, and this was followed in the Third year by a further
rise in the aetual size of the judgements; bet a decrease 1& tﬁe range of
acquaintance claimed. That is, Third year students were makiné mucﬁ more
definite and critical decisions about their fellow studehte tﬁaﬁ ie
eitﬁer of the ﬁrevious two years. Ie is in this sociometric section of tﬁe
test programme that the greatest significant differences emerged, and a
coneistent pattern‘of student progress most clearly sﬁewed itself: This
fact, taken together with the fact of the ubiquitoes s;rength of
Attitude C (to one another) in all the year groups, indicates the social

side of a residential college's education to be one of its most important

Jfa*ets, and one of the preoccupations with which students are very much

concerned.

Thus, consideration of the difference between means of different §ear
groups throughout the college during the test programme does eﬁow that
students become more positive in some of their attitudes as the course
progresses. At the same time, however, this analysis reveals a ubiquity of
éeneral attitude opinion which points to the existence of a general attitude
climate in the college (see pp. /% for further discussion). However, this
method'of analysis by comparison of year group means, thougﬁ'ffequently
used, suffers from two methodological weaknesses. One is that it is based
on relative judgements made by comparing different levels of attitude.

The other is that it is based on groups, in which the movement of individuals
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. e : 19 N,
in their attitude alignments may well be partially or wholly compensatory

between successive years.

Percentage Movement of Students on the'A£££t655:é;;1éé

Thus, by looking at results from whole year groups of students, much

’
of the actual change during the course may be obscured owing to mutﬁally
opposite changes in individuals cancelling each other out. It was therefore
necessary to find out how many individuals were actﬁally moving up or
down in each variable in any one year, and an arbiﬁrary criterion of one
standard deviation was adopted for coasidering such movement significant
The number of people moving at least on:SD up’ or down.in tﬁé rélatcd groupé
in each variable was therefore calculated and is a; i; tﬁe following
table (21):- |

_Table 21. Percentage movement of tne students on tﬁe attitude scal
cales

Personality i .
Attitudes Socionmetric

B1-N | B2S B4D | F2S A B C D E |Soc Al Soc B
; oc

Dn |Up|Dn| Up| Dn [Up} Dn | Up | Dn |Up| Dn| Up| Dn |Up |Dn|Up {Dn{Un| Dn| Un| Dol Up

1st Issué | 1
1st Year

with 71101016112 7] 8{14|14|12

st P 1[12]25/16{23{10|20| 5|39111 (34| 2!72] 0100
2nd Year

2nd Issue
2nd Year

with 71141 9f 8111)1115] 9{11|15]11

L e 15|15715 |11 {12| 8{141{21]|15| 2129| 2
3rd Year

1st Issue
1st Year
with
3rd Issue
. 3rd Year

(Yo
o
(#%]
N
W

Z1 8111| 5{13]| 8]17] 9|14 271111201 9

(%]
Pt
poad
(5]
o
(€]
o

50| 0194




X

123

This table clearly indicates that compensatory movement does take
placé inside a ye;r é:oup of stude;t;; énd tﬁus obscurcg a;y picﬁure of
student change based onl& on the éoﬁsidéracioﬁ of whole yea. groups;

Tﬁe table also sﬁows that individual movement 1is éonsiderabxé and goes
on right throughout tﬁe cburse; Tﬁe total percentage of movement both
up and down in each of the variables from the first to thé second year
ranged from 147 to 45%, excluding the sociometric measures. These were
excluded since their obviously situétional nature would be bound to result
in sharp rises in the early stages of the course. In cachinis the
attitude variables at least 1 in every 3 students changed their attitude

. «

significantly during the first half of the course. Of course, it cannot be

determined whether this is a significant percentage or not, because there is

'conjunction with the results tabulated in Table 22 below, is strong

. ; period of the
inferential evidence that the,college course has positive cifect on those

student attitudes measured by the tests.
Table 22 lists the critical ratios obtained between the bercentage of

students moving up and the percentage moving down in each variable. It can

. be ascertained whether the 'upward' group is significantly bigger than that

moving downwards. From these figures the personality traits appear not

to have been significautly affected during the first half of the course; but
in all the attitudes the balance of movement was significant-in'the positive
direction. The latter half of the course saw continued change, but, on

the whole, this was in a reverse direction in the attitudes aud even

significantly so in the sociometric variables., Student attitudes, and

no reference point with which to compare it, but it is suggestive, and, taken in
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particularly their socjometric evaluation of ane another, appear to become
more reallstlc in the latter half of the course; Howuvcr; comparing

the first with the thlfd ycar; it would appear that thcre is conslderable
81gn1f1cant movement occurring during the course as a whole: Therc is a
tendency for students to become more domlnant and self"sufflcient; and

among the attitudes measured it seems that only in thé attitude to autﬁority

does significant positive movement fail to take place over the course as

a whole.
Personality ~Attitudes Sociometric
BIN | B2S |B4D | F25| A B C| D.| E |[SocA {Soc B
VR - |1.11] .36] - |3.81%|6.47% 3.25%|16.98%| 7.664 53.69%|102.08%
2nd Year
2nd to 01|05 05| a5 e down | down
Eanol 1.16] .9 o1 9L |-1.00 22 631 e SRl SR
lst te .96]2.65|1.39(3.89%| . % %
A .88/2.9 65[1.39(3.89 75 12.31 | 6.11%|2.86% 40.83 | 77.5%

Table 22. Critical ratios for percentage individual movement up or down
of students between years of their course. (x=siénificant,
CR=1.9A) (All movement upwards unless otherwise stated.)
Of course, these 51gn1f1cant movements of individual stgzégzgls do
not give any indication of the general favourability or otherwise of particular
attitudes in the college populgtion, though they do prove the balance of
movement to be favourable to the views generally held by the college staff.
The difficulty, when concerned with the actual general level of favourability

of a particular attitude among students, was the lack of a basal point of

reference. If some constant criterion with which to compare student attitudes
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could'be found, then it would be po#siﬁle.to discovér Sometﬁing about this
‘general level of favo;rability and Qﬁét waé tﬁe balaﬁcé éf its movement
through tﬁe years of tﬁe coﬁrse:_ Tﬁe Qgé of a ﬁormal pqpulation; which was
tﬁe only apparent criterion of tﬁis‘kind; waé nét really possible because
this was a test of attitudés to basic feature; of tﬁe trainiﬁg course, and
therefore the responses of a normal population woﬁld have béen qualiéatively
. irrelevant-to what was being measured ﬁere;
The only élternaﬁive criterion £hat seemed'poégible was to postulate
a test sampie, of a similar size to the college sémple; but whicﬁ responded
to the test purely on tﬁe basis of chance. On this bqsis, the five
" response columns after each statement in the fé;i Qou{d proéuce a flat
curve. Since the columns were were given scores from 1 to 5, the cﬁance mean
'wogld‘bé 3N (where N= the number of statements in the scale), and the range
wéuld be from 1N to 5N. Agsuming the curve to cover the number of

standard deviations of a nomral curve, the standard deviation of this curve

would therefore be 5N-3N, since for all practical furposes six deviations
; 3 would produce, Sn o

A

measured were significantly ou the favourable or unfavourable side of the
chance mean, would certainly indicate whether the students were making an
intentional response or not, and would give a constant measure against which
" to make comparisons of attitude gains between successive years.

The significance of difference between attitude and chance means.was
therefore calculated and the critical ratios abstracted into Table 23.
i ;1carly show constant significant favourapility as against chance,

throughout all years, towards basic features of the course. They also show

: Feavy o tevion (censtu v\_f)vv/ml |
cover the normal curve. This wonld indicate whether the student attitudes sl
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that thls favourabx LLV increases in the first half ¢of the course and then
elther stays on a plateau in thc second half of lhe course: or in the case
‘of‘Attitude tc Children(D) and Progressive Outknk(E)rcgresses in tﬁe third
year (Table A below).: Table B shows a horizontal classification through
the college instead of the progression of a siﬁgle year througﬁ tﬁe course,
and again sho&s constant favourability. These ratios also show some
regﬁession.in the, third year, and, in the case of Attitude E (Year 3,

Tabie B) show that sometimes a partipulér year can be markedly different
from other years. However, with this exception; tﬁis comparison with an
arbitrary constant distribution shows that student attitudes to basic
feafures of the course are initially Iavourabie and b;come wore so as the
course progresses. Thus the overall change appears to be one of confirmation
of attitude rather than change in direction, but it is a significant and
constant change reflected Py all the three year groups of students used

in Tab1e123. One further fact needs emphasising from this table. This is
the large initial rise in the critical ratios of Attitude to Children (D)

in the first half of the course followed by some regression in the latter half

and accompanied Ly regression in Attitude E (Conservative/Progressive outlook).

This confirms the increasing conservation/realism in the students'
professional outlook as the course progresses, already noted previously in
‘this cxperiment. This would suggest that the change between jdealistic
college and realistic séhool already noted by previous research, has already
begun by the third year of the course. It scems possible therefore that

the emphasis placed by research on the situational influence of college and

school respectively may have been misplaced, and the more likely explanation
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be the influence of anticipatory socialisation on the student as his

professional role comes closer.

A B c D 0
PehlalA: Year 1 6.4 3.02 8. 83 9.80 | 10.00 |
2 11.12 5.12 |10.36 | 17.49 | 19.01

3 10. 38 5.78 10.04 14,17 14.52

CR |ratio at 5%| level = 1,96

Table B. Year 1 6.4 5.02 8.83 9.80 | 10.00
2. 6.26 | "4.00 8.95 8.33 | 12.23
3 7.28 631 il [ 1lse 3,98

AlY ratios are significi t above|the 57 level

vTable 23. Significance of Favourability of Attitude Responses as Against
‘ | Chance. Table A:-= 1In c@nsecutive years of the course.
- Table B:~ 1In all three years of one issue of the test.

Thus the main foint of this section of the inve;tigation a%pears to be
proven. A substantial number of students change their atti£udes during thev
course; and among these the balance of movement is significéntly favourable
towards views endorsed by the college. When the effect of the relativity
of these judgements can be reduced bf the use of a constant critevion
expressing neutrality of attitude judgement then it is found that all the
year groups show significant fawourability and that this favourability
increases during the course. On the nature of attitudes held by students,
it is found that the attitude to authority (B) is initiaily the lowest

attitude tested and improves least during the course, while attitudes
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D (to children) and E (conservation/progressivism) start as the ﬁighest

- of the attitudes tcstcd; improve most in the first half of the course and
then regress towards the énd of the éo;r;e: There is thus some evidence of
anticipatory socialisatioﬁ at work 6ﬁ tﬁe student in tﬁose attitudes
closest to his futuré professional rolé; which will be furtﬁér examined
Qheﬂ we come to factor analyse the results. Finally, it would appear that
despite attitude ¢hange taking place in a considerable number of students
duri;g the course, compensatory movément ensures tﬁat at any one time the

attitudinal climate appears to be both stable and homogeneous in the college

as a whole.

f ! : 2 g

Attitude Change : 'Straight Through' Group

The difficulty with the two methods of analysis so far used to discover
attitude change is £hat neither of them actually deal entirely with the same
students in successive years, and therefore variatio;s of result due to
different people partially obscured any change that was going on Therefore,
to examine this ﬁrocess of individual attitude change during the course as

~closely as possibie, the results of those students who had attended all

of the three annual test sessions, and had a complete test record throughout
their course, were abstracted from the final test results. The problem with
‘this group, however, was that it formed a selected sample inside the test
sample. Clearly these were the most co-operative students in that year group,
and therefore attitude change among them during the course Qas not necessarily
reflective of the change going on among the whole college population. However,
if there was to he any possibility of examining how attitudes favourably

changed in individual students during the course, and, more especially,
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'wﬁCthér this was linked with Course Success ér not, tﬁen this sample had
to bé ﬁsed; The studeﬁts in it nﬁmbered'65; and férmed'approximatcly one
third of the students passing out iﬁ tﬁat particular cslleg course;

The first thing to find out; tﬁéréfore,'was how far tﬁe¢e students
férmed a distinctive groub inside their year group. The means for their
test variables were therefore contrasted with those for the wﬁole year and
appear in Table 24 below. Clearly, even by half way through tﬁe %irst year,
the mean for thé Straight Through gfoup in sociometric status (Soc B) was
significantly higher than thét for the whole year, and thié significant
difference was maintained throughout the course. For the first two years
this group also accorded more social recognition (éoclk) to their fellow
students than the average student in that year. Differences in attitude
were not sufficient to be significant between the two groups, though the
balance of difference was c?nsistently in favour of the Straight Through
group. The biggest difference between the two groups occurs.in the personality
variables. liere the.Straight Through Group is revealed as beiﬁg consistently
and significantly lower on the neuroticism scale throughout the course,
initially less socially adjusted than their fellows, but signilicantly
reversing this in the last.two years of the course, and, overall, significantly

more dominant and self sufficient than their fellows for the greater part

of their course.
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BIN B4D A C E Sbec Al Soc B
st Year
5T, w25.4% 22.3* 195 147.5 68.5! 143,24 74.6%
W.Y. -15.18 15.3 92.2 146.7 66.9/125.2 | 64.2
(S.T. = $traight|Through Group. Whol cAT. * tes sfignifidant
differences.
2nd Year
SET —~27. 4% 38.1% 97.8 150 70.8| 251.4% 184, 3%
w.y. | -14.97 32.8 96.6 145.3 72.0{176 | 174
3rd Year
SLT: -27.4%] - 39, 5% ©197.7 11%8.4 71.0|175.7 [149.9%
W.Y. | -15.3 29.9 75.9 145.5 68.5[175.8 [i33.5

: Téble 24. Means for Straight Through Group and Whole Year for comparison

of their significant differences.

The picture thus given is one of a 'spearhead' group in the social esteem

of their peers and in the dominance of their personalities. It would appear

that these'are students who are more aware of their interdependence with

others and more active in trying to establish effective social contact with

their fellow students.

The lack of disparity in attitude between the two

groups tends to confirm the presence of a climate of opinion shared by the

great majority of students which has already been noted, and which will

be considered in detail later in the analysis of the attitude statements.
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Now, . how did this straight-through group change during the course?
The significant differences between the means for all years of the group

were calculated, and appear in the following table:-

BIN |B2S | B4D | F2S A B c D Ly Soc A |Scc B

lst to 3
2nd Year .1771.638{2.08% | 1.52|1.99%| ,76|1.05 |2.77%1.77 | 7.11%|14.8%

2nd to
3rd Year 201211212 1880 E3 1.23] .002|.18} .717| .63 15 14.22% ) 5,05%

Ist to
3rd Year | .168}.53 |1.986%| .30|1.73 |.23| .41 |2.82% 2,00%f 2.37%|12.67%

Table 25. Significance of the differences between year means of all the
variables in the Straight Through érouplof'students. (CR = 1.99
57 significance)

In the personality qualities only Dominance is seen to increase

significantly but in the attitude scales significant upward movement occurs:

in thrce out of the five scales. Students' attitudes to work (A), to
children (D) and the progressiveness of their outlook on life (E) all
improve significantly. The overwhelming change, of course, geeurs in the
sociometric scores and reinforces the impression of this as a-'spearhead'
group. However, to make certain of this overall pictufe, percentage
" movement in this group was also considered, since individual compensatory
movements in attitude would ;end to reduce movement in the means.
Percentage movement in this group naturally reflected the picture
produced by the whole year, though in a much more marked fashion (see
Table 26). In all the attitude variables except Attitude to Authority (B),

not only was the percentage moving up significantly greater than that



movmng dowyn, but it was also greater 1han thc corrc3pond1nb movement in
thc whole year. In the latter half of the course movement was slowed

down, though no indication of actual regression occurred.

BIN |[B2S|B4D |F2S A B C D E .Soc A|Soc B

lst to ' 1o |ips - 3 %
ond Year| .75|.75[1.03}.789|6.96%|1.63|4.63%2,37% 2,79% 56.6%|81.6%

2nd to A : s :
3rd Year| 1.16].91[1.05].57 | .91 |o.0 | .91 [1.00 |1.63 | 4.82{ 2.95%

¥

Table 26. Significance of difference between percentages moving up and
down in Straight Through group in consecutive years of tﬁe course.

(CR = 1.99)

.
-

EClearly, attitudes in this groﬁp to tﬁe Basic ﬁnderlying féatures ct
the course tested change favourably during the period of the course, with
tﬁe one exception of Attitude to Authority (B) which at this time in
Higher Education generallxyyas in a state of change.and uncertainty.
However, it must be emphasised that this is a relative judgement on the
point of favourability: though, of céurse, the significance of the balance
~ of change is an agtual fact. It must also be noted that this is a change
in the direction of confirmation of existing attitudes rather than a change
in actual direction. of attitudes.

Finally, it must be noted that, while there is considerable unanimity of
| “attitude in thé straight-through group, uniformly wore favourable than in
the whole year group, there is a dichotomy in the final college results of
the straight—throuéh group. Final college results for these students ;plit

into two almost equal groups of high and low performers, despite their

gimilarity of attitude and apparent degree of co-operation. What may be



S 135

tﬁe explanation for thig dichotomy could lie in tﬁe significant increase

of self-gufficieﬁc§ and domiﬁaﬁcé nétéd'éatlier in tﬁe'tcgt results for this

~ group. Coliege reactié% ts tﬁi; kind éf gfo&tﬁ will latér beshﬁwn‘ in tﬁe
relationship between final c&llége résélts and studeﬁt attiéudcs to

authority, and it likewise seems poséiblé heré that the low performers of

this group on final college results failed to accord sufflclentlv with college
norms in the expression of thelr dominance and oelf—suff1c1ency. Thls;
thefeforé, seems to indicate two possible explanations. One is tﬁe‘
possibiliti of over—reaction by staff, as reflecteé in final results, to

" particular levels of students' traits and attitudes: Thé othér is the

possibility that it is the combination of student attributes, rather than

a single one, which helps to determine success on the course.

Conclusions on Attitude Change during the Course

This section on the possibiiity of attitude change during the course
has thus investigated the total sample from three angles: one is the
comparison of undifferentiated and related year groups; thé sécond is that
of percentage movement of student attitudes in year groups;u and the third ie
that of attitude movement in a wholly related group composed of the 'same
studeﬁts throughout ‘their course. Allowing for obscurities introduced by
comparison of different individuals in the undifferentiated year groups,

positive attitude change has been demonstrated to take place at least in a
substantial minority of students, together with an increase in dominance
among many of them. The conspicuous failure in attitude movement is the

BarEiLucesto authority (B) which failed to change Substantlally throughout the

course excgnt when compared with a constant crlterlon. Thls, coupled w1th
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the amount of Perscaallty and atLLtude change in an adverse direction,
otig Suggesc the “QEd for more dlrecr attention on the part of the
ColSE A afoCtlve °1lgnmen* of 1nd1v1dua1 students; Furthermore,
the nature of this attitude change would appéar to favour those attitudes
which can be related more directly to tﬁé téaching sitﬁation than to the
college situation. It thus would appear that some sort of underlying
inflliencs LR s that of anticipatory socialisation; is at work in
promoting this (;hange. e .

:Two methodolpgical considerations also showed tﬁemselves-as {mportant

during this analysis. One is the factor of individual compensatory

-

movement in the group masking the real extent of individual attitude change
from year to year during the course. The horizontal comparison nf year groups
ih the course thus frequently fails to reveal any change in attitude as

the course progresses, wheg'in actual fact considerable change has taken
place. &he other factor, which also contributes tora similar masking of
individual attitudé-change,.arises ffoﬁ the fact that measurement all the
time is carried out by comparison of relative levels of attitgde rather
than against a basal point of reference. When a constant criterion, such
as chance, is used as the reference point then attitude change can be seen
to occur even where (as in Attitude B) it was previously seen to be most
lacking. The a;tual quantitative amount of attitude change going on can

therefore be qUiteiconsiderable‘and yet be almost wholly masked by the-

methods used.
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T:nally, two othpr points havé cmerged whlch also need mehasxs at
Lh; stage. One is thé régr9531on in attltudn movement oécurrlng in the
related year group mean dlfferences as comnared with the lack of such
regression shown by the straight through Sroup; Thc s o e
difference between tﬁése two samples lies in the possessioﬁ of more °
dominance and more positive attitudes by the straigﬁt tﬁrougﬁ group than
by ﬁhe whole year. It would thus appear that revision of one's anticipated

L4

‘spthid ' . . .
social role by students occurs in accordance with strength of personality

" ' and the certainty with which attitudes are held as well as through

anticipation of ghe actual situation. The contrast of ‘'idealistic'
college and ‘realistic' school has already been noted;as too simple an
explanation for attitude change between the two institutions, but it now
seems possible that anticipatory socialisation without a
consideration of personality and attitude strength is also too simple to
to be adequate by itself. fThis contention is further reinforced by the
second poinp which arose from consideration of the straigﬁt through group's
results. ‘Thisiis thé dichotomy which existed in the final college results
of the étraight tﬁrough group, who all had very similar, pos{tive attitudes.
This showed that attitudes by themselves cannot be taken as a univariate
indication of course success. It appeared possible that what affected
course success more than attitudes alone was the balance between attitudes and
personality in the student and the consequent expression of the attitude in
socinlisalion, perscnaliby paffern ard: s 1lua
the situation. It thus appears that ant1c1patory lnfluence all need to be

further examined to see if their existence or possible influence on attitudes

or course success can be substantiated. This therefore forms the subject of
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the next section of the analysis of the results,

‘Tnfluences on Attitudes : What Makes for Success in the Course?

There seemed to be four possible lineé of invéstigation in this
direction. One was to see if aﬁy 6f thé pér;onality éets testéd linked
strongly with particular attitudes, and to see if any such relation had its
effect on course success. Another was to see if any of the organisational
groupingé within the college had ¢ an effect on attitudinal alignments.

A third possibility was to see if staff/student relationships were a
© significant influence on student attitudes. And the fourth 1ine of
investigation was to see if there were any significant.relationships between
the experimental variables themselves, and if there were any common factors
among them. This last was ghe one which it was decidéd te look at first.

/ 7

|
iy

Inter-Correlations between the Expérimental Variables

Correlations were therefore calculated between each and every other
variable in ecach year of eaéh issue of the test, and appear'in hppendix 6.
Both the personality and the attitude tests produced sets of internal
correlations which made a stable and significant pattern in each year of the
nine year groups of students tested. On the large samples tested, the
stability of these correlations in themselves afforded some evidence of
the internal co;51stency and reliability of these tests. Some of the
jnternal correlations also afforded further evidencé’of validity. For
example, Attitude A (towards work) correlatéd regularly and bositively wigh
College Achievement, and Attitude C (to one another) showed frequent

affinities with the Sociometric scores. Since both of these correlations



| : : : 12137
are witﬁ real-life, behavioural criteria tﬁey constitute important; on-going
vaiidation for at least two of tﬁe éomponent scales of tﬁé tést. Apart
frém fﬁis further evidénca of validaﬁian; Howévér: the general pattern of
these two tests also suggested that there were 11ke1y to be some common
factors at work in them. The general pattern of the Bernreuter qualltles
seeﬁed to suggest a bipolar axis, with Neuroticism and Social Adjustment
at ?ne egd of the(scale and Dominance and Self-Sufficiency at tﬁe other.
Tﬂe‘attitude test corrélations also all correlated positively togefherl
and though the size of the correlations is not sucﬁ as to imply that tﬁis
communallty swamps each of the component scales, there 18 a suégestion of
a common factor among the scales. There is thus suff1c1ent evidence of
communality in 5oth sets of results to justify the later application of
factor énalysis to the whole matrix of correlations between the variables
té.see what common factors emerge.

Some.qf the individual relationships between tﬁe variaﬁles were also
worth examining, at least where they significantly recurred more than twice,
" gince they could be assumed to throw some light on the psychological nature
of the variables being tested as well as some insights intc the nature of
the test population. For examplc? there seemed to be good evidence for
believing that high neuroticism tended to prcduce a negative attitude to
others (C), siﬁce six out of the nine correlations were negatively
significant at the 1Z level. However, the sociometric scofes showed at
least three significant positive correlations with Neuroticism, so the

actual sociometric status of the more neurotic student was clearly not

always affected by his potentially critical attitude to others (C).
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This apparent contradiction can be accounted for by the £act that this is
a selected sample w1th a hlgh level of soclal orientation and not1\atxon; S0
that low scorers on thc Neurot1c15m qcale were st111 11ke1y to be fully
capable of acceptance by other students: Howevér, it does élearly show

the uncertainties of relaﬁionship betwéén pérsoﬁality qualiﬁy or attitude
“and the actual action situation; and this ﬁeéds further consideration.

The individual correlations betgeen Attitude C and the sociometric
scofes were_the;efore examined for tﬁe 1igﬁt they might tﬁrow on the
relationship between an attitude and consequent action in a real-life
situation. Attitude C (to one another) prodiced a corsistent significant
relacionship ﬁith the Sociometric A measure throughout the test period.

This Sﬁciometric A recorded the total marks & student awarded in outgoing
recognition to his fellows, so in a sense it was a heasure of gis own claim
t;-acquaintance among his fellows, as distinct from the actual recognition
he received from them. .Attitude C also frequently produced a significant
relationship with Sociometric B, which was the total recogniti;n actually
given to a student by his peers. Thus Attitude C had a consistently
gignificant relationship with Sociometric A, but not so regularly with the
measure of actual acceptance, Sociometric B. This seems to constitute
effective validation of Attitude C as an affective alignment, and, at the

same time, a clear indication that attitudes do not always sufficiently
determine action to guarantee behavioural prediction, even in an area, like
this, where the studentse' willingness to intitiate action clearly cxists and

is not apparently subject to adverse situational canalisation. Individual

action in a situation appears to be the resultant of all the forces in the
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sxtuatxon react1n5 thh thc poraonallty forces in Lhe lndn,vmlu,¥ and the
particular attltude is only one, though perhaps tho most pertlncnt; of these
forccs; chcc; lack of agreement bctwecn attltude and action doesn't
necessagily constitute condemnation of the COncept of attitudes; Tﬁe
attitude may exist and the person wisﬁ té bé active in promoting it; as

in this case, but the beﬁavioural result may étill bé inhibited by otﬁcr
.personality factors or factors in the situation. Tﬁg relationship of these
three me#sures (Attitude C, Socicmetric A & B) tﬁus clearly indicates

the d1f£1cu1ty of looking only at the 1nltldtory; attitudinal end of

behav1oura1 acts wlthout Laklng into account the situational reception of

-

such acts.

In the othor significant, recurring relationships, those of Dominance
(B4D) and Social Adjustment (F2S) with some of the other variables were the

most revealing. In eight out of the nine possible correlations the Dominance

Scale bad significant, positive correlations with Attitude to One Another (C)
. It also had a consistent positive correlation with both of the Sociometric
scores. The Social Adjustment scale, on the other hand, correlated

regularlf and negatively with Attitude C, and to a less extoné with Attitude
to Life in General (E). The constant recurrence of these relationships

in separate year groups of students, coupled with their level of significance,
was sufficient to regard them as established facts. The explanation for
these two seis of facts, supported by inspection of the actual scales,

seems to lie in the interpretation of tﬁc conceﬁts involved. The American
social adjustment ideal seems to lie in the direction of conformity and a

positive nced for acceptance, whereas the British ideca of the ‘social'
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pergonality, as shoyn in this College by Attitude C, seems to lie more in ||
the direction of the dominant and outgoing person. Thus the Bernrcuter il

-dominance scale agrees positively with Attitude C,vhich is itself

validated by the Sociometric scale, which, in turn, consistently agrees }

with the Dominance écale.' Social Adjuctmeﬁt (FZS); on the other hand,
which one might superficially expect to agree with Attitude C, actually
agrces negativelyewith it, has no correlation with the sociometric scores, h
y : r
and'frequently agrees with the conservative, conforming end of the E scale,
which itself also consistently and negatively agrees with the Self !
sufficiency (B2S) scale. This pattern clearly suggesEs that in this Colleg

the preferred concept of the 'social' student is that of the 'outgoing',

dominant person rather than that of the acceptant, conforming person

characterised by the Social Adjustment scale of F2S. The more dominant r

' ' : ; : \
siudent is therefore likely to find the problem of adjustment to his peers
on the course easier than other students, and his general position of

esteem in the College higher. This is a very important conclusion when

it is realised that one of the major results of American research on teache|

characteristics (Handbook of Educational Research 1969) suggests that

Dominance is a key characteristic in successful teacherc, and this would

certainly seem to be the preferred attitude and personality cluster in

this college population, (see p 148 for further discussion).

Thus the patterns of recurring significant relationship between

individual variables in this matrix covering nine year groups of students

yield two important pieces of evidence. One is that on the relationship of

attitude and action, and the other is on the nature of the preferred
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personalxty in the student populatlon; A third piece of ov1dence; suggested
by lhe }nltlalllnspec'lon of Lue oterall patttrﬁ of c;rrtlatlons, which
indicated the existence of some corrclation clustérs amoﬁg these variables,
needs now to be investigatéd;

The raw scores of 50 students randémly selected from one tﬁird year of
the test programme were tﬂerefore now abstractéd and factor analyted.
A computer factor analysis (Principal Ctmponenté) prbgrammé was used from
the I.Q.L..Suite of Programmes, and the following criteria applied to the
resultant loadings:—

(a) for extraction of the factors, Kaisers critevion was.used.

(b) for ;ignificance of the loadings in each factor, the
| Burt-Banks criterion was used. . .
éince the number in the sample had teen kept small in order to reduce
tﬁe work required of the computer puach operator, interpretation of the
loadings was confined to the 1% level of significance; Finally,
inspgction of the loadings seemed to confirm that there was little or
nothing to be gained in ciarity of interprététion by rotation of the
facttrs,‘so this operation was omitted. The following loadings were

thus obtained:—



} of the Variance| 21 16 14 10 8 7
1% Significance | .346 .364 .386 413 446 . 489

Variable Factor Factor Factor Facter Factor Factor

1 2 37 4 5 6
1 Reasoning .+1003 .0568 4142 2683 4659 .1514
2 BIN ~.3049 | 2481 | ~.0218 | 2747 | ~.1018 | -.3009
3 B2S 4962 | =.0979 | .0297 | .0912 | -.0619 | -.0905
4 B4D " 4847 | -.1528 | ~.0599 | ~.2180 | .1839 | .1212
5 F28 3726 | -.0104 | o488 | 2763 | .2414 | ~.4100
6 A .2382 | .3695 | -.2422 | .3213 | -.0746 | ~.3725
7B ~.0198 | .4699 | -.0801 | -1190 | “.1509 | .3318
8 C .1168 | .3877 | .3876 | -.3074 | .1372 | .1624
9D 3376 | .1788 | -.1821 | -.1300 | -.5318 -.0483
10 E -.0606 | .3149 | -.3348 | .0020 | .4437 | .0516
11 Soc A 0450 | ~.2938 | .4235 | -.4136 | ~.0023 | -.2410
12 Soc B -.0355 | .3081 | .4432 | -.3525 | .0433 | -.2510
13 SA" i 1628 | .1852 .2711 | .0532 | -.3265 | .5280
14 CA <1228 .2348 | .2320 | .5054 | -.1794 | .1241
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Table 27. Principal Coﬁponents loadings on the 14 experimental variables.

Six factors were extracted before the eigenvalues fell below unity

(Raiser's criterion), and these accounted for just over 75% of the variance.

The first major component clearly invelved all the Bernreuter scores, and

suggests that this test is really measuring one major bipolar factor of

Dominance/Neurtocism.

This is a useful confirmation of the function of

this test, and its relevance to the measurement of the affective objectives
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.of tﬁi; course. It is Lnterestlng to note here that Attitude D (to
chlldren) is the only other varlable whxch appears to COnteruLe to thws
factor (Lhough not quite at the 1% level), and th]S attltUdL has already
been noted as hav1ng a s1gn1f1cant rclatlonshlp with the tc;ch1ng practice
grade, so this is a very useful validation of the nature of\this
measurement and its relevance to teacﬁing.

Factor 2 involves the Attitude to Autﬁority (ﬁ); Attitude to One
Another (C) and ‘Attitude to Work (A) in that order. This factor'éeems
to be converned w1th one's general outlook on othcrs as potential Judgcs
of one's behaV1our and work, and presents another very strong socially
orineted factor. The third factor is one *nv01v1né Iﬂlelllg ance, the two
sociometric scores and Attitude C. The involvement of intelligence (as

measured by appreciation of logical relationships) in a factor otherwise

wholly concerned with direct social acceptance confirms a fact emerging

from the inter-correlations between variables which has not been previously
mentioned. This is that from an initial first-year position of sociometric
unpopulérity the.higher intelligences in the coilege population usually
achieve high sociometric statuc as the course progresses. The fourth major
component is also bipolgr, and is made up of final college grades (variable
14) on the positive side,.and the Sociometric A scores on the negative side.
It is very interesting that the gbverse of a factor directed towards college
achievement should be this one (Soc A) of the student's own claim to

social recognition by others. It is also interesting that the next nearest

positive contributor to this factor should be the Attitude towards work (A),

though it falls outside the 17 level of significance and is only significant
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at the 5% level. This tﬁereﬁoxé séema te be a factor very mucﬁ concerned
w1th studenL or:entatlsn and goals: Tﬁe fiftﬁ factor (5150 bipolar)
is negatively contrlbuted to by Attltudc D (to chlld“cn) and mg]tlvelyby-
Intelligence and Attitude to Life in General (E) This is c4ear1y a
factor involving the outgoing attitude of a person in his thinking about
hypothetical issues rather than the inmediate situati§n: and it is interesting
to sec thét its negative end shoﬁld be so strongly contributed to by the
student's attitude to children (D), with wﬁom, of coursé; he is not in
' continuous contact duriﬁg the college course.

TFinally, the éixth factor is concérned with school achievement,
which appears to ﬁave no significant relatinnsﬁip vith any of the other
variables tested. Since school achievement is the only variable which
embodies a measurement taken at least three years earlier than the other
'.me;sures,_it is likely that this isolation is simply a commentary oﬁ student
change within the three yeérs, and is therefore fairly irrelevant in this
matrix. However, wh;n considered in conjunction with the relationships
shown Sy final college scores in this matrix, and the relationsﬁip between
scﬁool and college achievement in éﬁother college*, this factor would seem
to show that this college course is following objectives not previously
pursued in school, and apparently more related to the student as a person.

* In an independent experiment in another examination-based, college

this relationship was significant at the 17 level.



Thus, to sum up,

concerned with various aspects of human relationships.

it would seem that the first three factors
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(aécounting for over half the variance) are all socially oriented and

The remaining

two which are important (i.e. Factors 4 and 5) are concerned with the

immediate and the hypothetical situation surrounding the student,

though

both have a strong social loading on the negative side of their bipolar axes.

The 31xth component has no apparent connection W1Lh any other variable,

L4

|

and Lherelore for the purpose of thlS analysis can be ignored.

0f course,

it must be noted that this strong social orientation is valid only within

the 1im1tat10ns of this matrlx, and could quite possibly be altered by

&

extending the scope of the matrix.

The six factors could well be listed as:-

Factor 1 (Bipolar)

Factor 2

Factor 3

Factor 4 (Bipolar)

Factor 5 (Bipolai)

Factor 6" F

Dominance/Neurcticism.

Attitude to others as potential judges.
Attitude to one's peers witﬁ whom ‘one has
immediate relationship. i

Achievement orientiation in the immediate

Attitude to issues with which the student

in immediate contact.

~School achievement.

an

situation.

is not

This would-thus seem to be a set of factors reflecting aspects of

a central theme during the college course development of the student.

This theme of social orientation, on the_part of the student,

have three main facets.

appears to

One is the student's position on the basic

personality axis of dominance/neuroticism, represented by Factor 1. The



146

jsecond is the student ‘8. attltude to other° as potcntxal JLdbeS, and his
actual attltude in hlq lmmedxate relatlonsh1p~ "LLh othcrs, represented
by Factors 2 and 3 respectlvely And flnally, the third facet is tﬁe
studtnt s orientation in the 1mmed1ate and the hynothetlcal SLtuatlon;
represented by Faciors 4 and 5. both of whlch have otrong social loadinys
on the negative side of theit bipolar axes; Thus as far as an analysis
of results taken at one point in time can do; this would appear to confirm the
fatt that the student is affectivel& as well as cognitively oriented during
the course,‘and that this orientation is concerned with factors likely to
“be ptésent in tne process of anticipatory socialisation of a professional
.

role.

Thus to sum up this section on the relationships between variables in
the test programme, it would seem that some influences on attitudes in

the college course can be traced. Jne is that a student's position on the

personality continuum of Dominance/Neuroticism can considerably affect the
nature of his attitudes, and the measure cf social acceptance achieved by
him. Another is that anticipatory socialisaticn appears to be an influential
theme underlying attitudinal development during the whole coutse as tested

in this programme. And finally, attitudes, while having been snewn as more
than mere cognitive alignments, have been demonstrated to be insufficient by
themselves as explanations or predictions of actual action in a human
situation; though in an academic situation such prediction may be more
possible, as the correlation between Attitude to Work (A) and Final College
scores shows. It is therefore necessary to go on to analyse personality
groupings in the College population to sce if a consideration of Personality

and Attitude combined actually can improve prediction of success on the course.

A
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Personality Groupings

It had already been noticed from the inter-~correlations between the
variables that a consistent personality pattern emerged on :-he Bernreuter
test. This was stable over the four ycars of the test progfamme and showed

a typical picture of low neuroticism and relatively high dominance

and self sufficiency among students. This overall pattern was too consistent

to be an accident, but, as it was a general picture, it needed supplementing
with proof deri&ed from an examination of its separate'groupé before any
conclusions from it could be dfawn.
fhe significant differences between the means of fhe coﬁponent groups

of the sample wefe therefore calculated in all the vgriables! to see if
particular groupings of personality traits produced a consistent pattern

~ of attitudes, or a consistent effect on any of the other variables. The
table of values between the high and iow groups on the personality variables,

taken from one year group at random is as follows:-

e Lt

et

%2 | 1q | BIN B2s | B4D |F2s | A | B | cC D |E |Soc AlSoch
BIN| .40 | .34|10.09%%| 5.09 [10.65%4 2.05 |1.24] .79 |1.41 {1.51|1.44]1.64 | .30
B2S (1245 | 1.65| 3.06% |37.53%4 3.82% | 6.81% .85|2.42% .62 |1.32| 45|2.56%| .66
B4D |2.77% .43] 8.13%%| 4.86% |15.46%4 2,21 | .25[1.52 |3.02%| .76(1.26|1.46 11.25
F2s| .46 | .76) 2.16 | 6.32%| .62 |2.23% .79| .89 | .94 l1.57| .23| .39 | .48
High/
Low
in
B2S+ :
B4p |1.95 {2.14| .03 | 5.81%] 2,49% | 6.09% 2.93/1.91 }2.15%|2.4541.89|1.68 |2.64

% | 57 dignificgnce *f = 17 signfficante

- ———

Ty g

—

Table 28. Significance of the differences between the means of all thé

variables for high and low scoring groups in each Bernreuter quality,




148

Posseasxon to a marked degree of any one of the peraonalxty qualities
thus seemed, at flrst olghL te make little difference to the other
varlables in the course tested by the prog?amme: High neurnticism failed to
make a difference in any one of the attitudes tested or ir. elther of the
sociometric scores. Students with high Self Sufficiency (B2S), on the other
hand, did show a marked difference to the low scorers on that scale in making
fer greater claims to the socidﬁetric recognition of their fellow seudents
(Soc A). The.high scorers on this scale were also significaﬁtly different to
the low group in their attitude to authority, which was markedly poorer than

" that of the low scorers. The high dominance groupv(Bep) also scored
significantly more highly on Attitude C and oﬁ Final College.Grades than the °
low dominance group. = Thus there were occasional'differences attributable
to single personality variance, but these were few and only in the case of
high dominance appeared likely to have an important bearing on success in
the course. No one personal quality among those tested could thus really be
coneidercd to be a-certain handicap to a student starting the eourse, though
more.than average dominance night well prove ar advantage. |

However, it seemed likely that combinations of personality variables

" might produce a greater effect on attitudes and success in the course than
single qualities. The possibility of this point being truc had emerged in
the consideration of the final college results of the Straight Through group,
where the final.grade seemed te depend more on the possession of Dominance and
Self Sufficiency than of positive attitudes. It was also supported by the

figures in Table 28 where Dominance showed a significant relation with final

coliege grades and Self Sufficiency was alse significant at the 10% 1eve1.
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A fresh palr of thHAand low grOUps was tlcrefore abstractéd consisting of
students whc were hlgh or low in both elf Suff1c1ency and Dominance (see
Table 28). It was found tﬁat tﬁi; c&mbination produced far more significant
differences between tﬁé higﬁ and low groﬁps tﬁan had been the case with any

" of the single personality variableg. The higﬁ groﬁp ﬁad‘a ﬁigher mean score
in final college grades (though not significant at more than the 107 level),
a sigqificantly ﬁigﬁer attitude to work (A); attitude té one anStﬁer (C)

and attitude to cﬁildrcn D). Tﬁeir sociometric status (Soc.B) among the
student population was also SLOnificantly higher than that for the low group.
This clearly suggests that it is the comblnatlon of personal qualities rather
than the possession of a particular one on this test, whlch is critical for

student adjustment to the course and success in it.
| It thus appears that a student combining relatively high scores in the

| o .

Dominance and Self Sufficiency scal?s of this test is likely to achieve
course.success and possess positive attitudes; and this combipatiOn is
chéracyeristic ﬁot only of the personality development of students during the
.cour;e, but also of the general personality pattern of the student population
at any one time. Of course, this personality development towards Dominance

: may be a maturational one takiug place during the course rather than as a
result of it, but it nevertheiess appears as an important correlate of positive
attitudes. However, in view of the fact chat the Bérnreuter test appears
really to be measuring only one general factor of Dominance/Submission,

this conclusion must not be extrapoiated further. Thus what appears to be
reasonably certain from these results is that it is the balance of personality

towards Dominance and Self Sufficiency combined with positive attitudes,
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that gives the best chance of student guccess on the coursge.

Organisational Groupings

Finally; the separate éréani;aéignal érsups making Qp the sample were
examined in order to éeé wﬁethér différént organisétioﬁal féaﬁureé wére
likgly to be significanﬁtin affecting séudeﬁt.attitudes; personality or
sociometric status. Four kinds of organiﬁatiénal featﬁre wére conéidered. A

" 3

L b v e ; i
First, those groups arising out of chance administrative necessity, such as (3

division into Education groups, were examined in order to see what change in

|
|
f
¥
It
|
|

attitudinal differences might occur among them during the course. Second,

e e

those groups based on some common feature, euch as subject choice, were |

|

examined to see if departmental organisation or subject matter made a difference

e

to student attitudes. Third, the effect of organisational change going on

v

during the test period in the College, such as the rapid college expansion

e —" e

and movement to new buildihgs, was examined to see if any effect due to a
particular event could be observed. And finally, organisational features
arising from the nature of the sample, such as sex or previous education, were
examined to see if these might have some particular influence. )
A ﬁumber of Fducation groups, taken at random from eacﬁ‘year of the First f
: Iésue of the test, were taken first as being representative of chance i E
adminiﬁtrative divisions in the college. Significant differences in all the
variables occurred between many of the first years groups (see Appendix 7
Section A), but were much less common in the second and tﬁird years of this
sample. It would seem that this first year was either more diverse in its

!
l
qualities than the second or third year, or significant differences between \

groups tended to become smoothed as the college population grew progressively
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more homogeneou in the second and third yearq of. the courgse. 1In oxder to
find out whlch was Lhe more llkely e*plun1tlon: tne °Lgnlflcant differencesg
between educatlou éréﬁps in thL qécond issue of the test w;~e calcu;atﬁd to
determine whether the numbcr of significant differences was: reduced or not.
An example from the rabléAof the éiéﬁificanﬁ differencés'émeréing between
these groups was as follows:—

Groups BIN | B2S | B4D | F2S5| A B C D

Sce AlSoc B

ol

A with C | .385/1.30 | .451[.361].495| .445] (501} .97| .439] .05 |3.74%

A with D |1.89 |2.89%|1.54 |.91 |.45 [1.76 [1.09 [1.00|1.935|2.14%|2.17%

¢ with D {1.09 [1.27 | .91 |.72 {0.0 {1.31 | .62 | .431,21 |1.73 {1.92

57 level = 2.0
Table 29. Significant Differences between Means of Education Groups in the
Second Year of the Second Issue ofbtﬁe Test:
Clearly, the significant differences existing between these groups in the
first yeér tend to become less in the second year, so that the second -

explanation appears to be the more likely one.

js a tendency towards greater homogeneity taking place among the groups as the

course progresses, and that the effect of a general situatiional influence

“thus apﬁears to be likely.

Otherwise, the significant diffcrences between these groups seemed to

emerge in a fairly random pattera that had no obviously causative explanation

other than the personalitycomposition of the individual groups. WHat was

noticeable, however, was the fact that some groups continued to be significantl

inferior to other groups, both attitudinally and sociometrically, throughout

the three years of the course. This is clear evidence of the fact that

It would thus seem that there

iy
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attitudinally separate groups cae exise wi thin tﬁe general college climate
of attitede.' ' :

It tﬁerefere seeﬁed'pe ' ble that there mxght be 'foci' of attitudinal
differences W1th1n the general college structure. Hnnce, tre subJect
departments were examined as p0931b1e sourzes of such foc1. These groups,
existing through the basic unity of subiect choice and occupying the major
portlon of the student's academic lee and 1nterest; were found to be
_very rcveallng in their broad dlfFerences in attitude and perconal:ty. With
the exception of the English department, only sllght differences emerged
‘between students in different academic subjects. The differences emerging
between the 'Wing' subjects (D.S. and P.E.,) and the academic subjects students,
however, were much more gignificant, though these dlffcrences were mainly in
attitude rather than in more deep-seated personality qualltles. The Domestic
Science students had a significantly better attitude to work (A) tﬁan either
of the other two groups, and their attitude to one another (C), towards
children_(D) and to life in general (E) were all superior to these of the
general students; though not significantly different from those of the P.E.
students. Thus, allowing for differences due te sex, these two departments
'showed considerable agreement with each other, and in their disagreements
with aeademic subjects students. Both the D/S and the P.E. deaprtments werez
homogeneous departments with a strong esprit de corps, mainly taught by a
gmall group of specialist tutors in constant discussive contact with one
another and with the students, who tended to come under no other tutorial

‘influence except that of their own department. It would seem that this

homogeneity does help in promoting 'good' attitudes among students, though,
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of course;'the sex of the P.E. stﬁdénts tended to reduce tha GEFERL oF

this influénce'ﬁiﬁh rhé résﬁlﬁ tﬂag their mean scorés‘én thé attitude scales
were lower than thosé of tﬁe D.S: étﬁdénfs. Sl of cogrse; this may
nof be tﬁc explanation. Tﬁese significant différenceé bétwecn students may

alternatively be due to the differences in the selection situation for practical

and academic subjects students respectively, or they may be due to the nature }1

of the subject choice by students.
A compariscn was therefore made between the siguificant differences
emerging from this part of the investigation and those emerging from the

. try-out test to see how far differences in attitude apparently due to : i

- . it

organisational features within the college could be isolated. The analysis of

" the Try Out test into groups (Appendix 7 Section B) shows that the general

ﬁicture of the significant differences outlined above, remained a very stable
one over the four years of Fhe test.programme. The practical subjects students E
consisteﬁtly show higher self sufficiency and lower neuroticism than academic |
subjects students. This was particularly true of the Physical Education and
Domestic Science departments, and, to a less extent, of tuhe ARt and Craft
department, which tended to be dominated at this time by a practical bias

towards pottery, and craft work.  The Domestic Science department, however,

showed two interesting reversals between the try-out test and later issues.

Where, in the try-out test, domestic science students had shown a significantly 1

poorer attitude to work (A) and lower Sociometric (B) status than P.E. students,
this was reversed in later issues of the test. This reversal coincided with
a change in the orientation of the department from traditional Domestic Science

(taught as a craft skill) to Home Economics, which favoured a much wider

| 1

il




154

educ#tianl experience for the StUdent;' A similar though much less marked ?i
change écéurréd'in éhé Art and Craft deparﬁﬁeﬁt: wﬁiéh élgo changed its
orientation and Staff dﬁring tﬁi§ périod; Sincé né othér causative influence
could bé determined; it thus seeméd'likely tﬁat strong departmental
organisation and direction of teacﬁing does affect étudent attitudes and siudent
impact on the rest of the college population; This was further confirmed by f

the results from the English department, which was Qfganiscd on very democratic

. A

almost laissez faire, lines, very different in' directionttos thosetofeithe

practical departments. Students in tbis department ﬁad a significantly lower
attitude to work and to authority than had the other academic and practical 1
subject departments. Attitudes thus seem to be quite clearly affected by

strong departmental organisation rather more than by the choice of discipline,

though this too, in its broader divisions, may have some effect on persomality.
| This thus seemed fairly couclusive evidence of organisational and staff
snfluence on student attitudes, but if specific proof of organisational effect |
alone could be féﬁnd, then it would considerably strenghthen the argument ;
for organisatioﬁal influence on student attitudes. Further independent |
substantiation of this effect was therefore now sought. A unique opportunity
for discovering this existed in the fact that the college had suffered a |
considerable and rapid expansion in numbers during the test period. This had
involved a change to new buildings ten miles away from the old site, with a |
shuttle 'bus servicé between so that both sets of buildings could be used
simultancously. An influx of new staff necessarily occurred at the same time,
and all these things involved a great dealof organisational upset for students

for a period of about two years immediately after the test period had begun.
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.The test reuults for thxs perxod were therefore scrutinised closcly to sce
if aﬁf EVlance of Qt:dcnt rcactlon to thes; changes could be detected in
the reflection of studgnt attitudes‘and peréonality dispositiéns‘

The first issge of tﬁe testé weré obviously tﬁe ones most likely to be
affected by tﬁis period of upﬁéaval. It ﬁad alréady beén noted in the
results connected with the fu;tﬁer validation of the Attitude test that one
Third Year had returned unusual results., Tﬁis was the First Issue Third Yea$ ‘
and its totél attitude scores correiated with Final College Scores in a way

different to that of all other Third Years tested. In fact, if the division} |

point in the final results array for *his year had been made at the actual
>

pass level then this correlation would have béen significant at the 307 ievel ||

_in the negative direction. That is, college grades in this year were passlnﬁ

students whose attitudes were negatively oriented to one or more of the basic

‘ (1
frpatures of the course they had attended. This year was the only one of the |

four third years tested to produce this kind of result, sc clearly some

particular reason lay behind it. Moreover, the first and second year tested |
in that same issue of the test also returned significantly lower attitudes

to work (A) than any other year in any of the three issues of the test. Each

yéar of this first issue of the test thus had some test resuit relating to
actual college work, which suggested an adverse effect which other year groupl

in the extended sample did not share, and which thus appeared to be transitor

As this issue of the tests came at the end of the two year period vhen change |
in college location and size had been at its most rapid, there seemed pgood

1
:
i
reason to suspect a connection between the two. ||
|
{
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Z IL vas thcreioxe declde to examine ths part;cular tn;rd year more
clo§e1y. The flruL th*ng to llnd out was Whe*hex the flnal collcge results
for this year were markedly diffcfe;t te those of other‘third years; The
31gn1f1c nce of the differencés betwéeﬁ tﬁe meané of final college grades

for thc three thlrd years after the try—out tost were therelore calculatad

and are as follows:i—

‘ Yearss Compared C.R. Significance
1st Issue 3rd Year with 2nd Issue 3rd Year 5.51 1%
1st Issue‘Brd Year with 3rd Issue 3rd Year 3;57 17
2nd Issue 3rd Year with 3rd Issue 3rd Year 1;05 : 307

Table 30. Significant differences between the means of Final College
 scores for three third years in tﬁe sample.

It therefore appears from this table that in the college's final grading this
h*rd year is significantly different from other third years; and these in
turn do not signifi;antly differ from each other. In view of the fact that
this is a continéouQ assessment college, where tutors' vicws'of students

are directly reflected in their final assessments of them, it thus appears
that there is a difference in tutorial estimation of this year compared to any
other third year.

What was the possible cause of this difference therefore had to be
?nvestigated. Conscquently, this third year was compared with one of the
other third years in all the variables tested to see if any difference could
be detected. The significance of the differences between means for all

variables of these two years was calculated, and is as follows:-—
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Rersonalipy Attitudes
BIN -TI;ZS B4D | F28§ A B C D E
Mean for A3 ~74 14 45 =I5 ST oY 147 142 | . 68
Mean for B3 =45 10 31 -16 97 76 145 144 72
Significant : C : j
Difference 3.644]~.788]~1.84 |-.045 [.368]-3.625 | ~-.668 1.219 {2.310

Sociometric  Achievement

A B School | College

Mean for A3 185 126 | 7.6 34,9

Mean for B3| 147 218 | 8.2 29,6

Significant - : : \
Difference [-3.902|-17.309] 1.042 5.395 ; )

v

Critical ratio for 5% significance = 1.97
Table 31.A Significance of difference between the means of two Third Year Groups,
_ Despite no significant difference between their school acﬁievement on entry
" there was a very significan; difference in their respective final results
three years later. - The significant differences on the measured variables
~between these two. years consist of ueuroticism, attitude towards authority (B),
attitude towards life (E), and the two sociometric measures A and B, Out of
these the students in B3 were significantly better than those in A3 in their
sociometric (B) status, the progressiveness of their outlook on life, and the
level of their neuroticism. B3 was worse only in their attitude to authority
.and the generosity of their collective judgement towards other s;;dents (Soc A).
In all other measured respects the two years were not significantly different

from each other. This year A3 is therefore different in its personality (BIN)

the conservativeness of its outlook (E) and its social acceptance (Soc B)
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in the college génerallﬁ; It would thug seem tﬁat Final Results in this
collegc: déspife théir obvioﬁs and nécés;ary ccncéntration oﬂ'acadcmic
pérformance; are algo quité sén;itive to étudent attitudes and personality.
It appears to be poésible that continuous assessment; even where it is
ostensibly limited éo academic work may be biased by staff/student relationships
in thislwa§} and correctly reflect the comparative poverty of this year

group in persénaliﬁy and social acceptance compared to those of other final

year groups. | -

If now we could establish that these differences were in part due to the

exigencies of collége expansion and movement in the college bése there would

be some evidence in favour of the effect of organisational influence,

Individual e@ucation groups which had undergone organicational change were
therefore now taken and compared to ¢ control group which had not suffered
chénge in that year. One group (W) was chosen as representative of groups
vwhich had suffered a change to a new tutor during their course, and two groups
A(Vl and V2) were ;hoéen as having undergone the most rapid exﬁansion in numbers
while Y1 was cho;en as the control group since it had suffered only slight

change. The significance of the correlations between total attitude scores and

final college grades for these groups was as follows:-

Groups V1 V2 W Y1
Chi2 004 | .11 .096 | 3.86
Significance| nil nil nil | 57

Table 32. Chi2 values for correlation between total attitude scores and final
college grades of constituent groups of the First Issue Third Year

sample.
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Clearly, only in the control group is Lh"re evidence of correlation.

It is tth at leagt poss1b1e that tutor . Judgement, as reflected in final

7 T O T MR Y P W G AT

college rades, is lmpaxred b*r chan"eo in thelr groups. Furtk:rmore, the

T

students themselves seem to be adversely affected in their reaching out

towards greater dominauce (B4D) (which has been shown to be a feature of

» - PYRTEv

personality ‘growth during the course), in the progressiveness of their outlook

(Attitude E) and in the amount of acceptance accorded them by their fellow

students (Soc B).

The final set of organisational groupings investigated here, as likely to

ol Sk v o)

@

have some influence on attitudinal orientations, concerned itself with

variables such as sex, age, previous education, type of residence in the college

e e e ey £ > g e gy 3=
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and age level of children for whom the student was being prepared as a teacher.

Differences due to sex occurred in a number of variables. Women showed themselves ¥

g

more self sufficient and more socially adjusted than men, and their attitude ,
| - |
towards one another (C), towards children(D) and to life in general (E) were
significantly more positive than those of the men. In general, they were also
; : .
sociometrically much higher than men in acceptance by their fellow students. \

There were thus very clear differences here, but much of tliem could quite
possibly be attributed to the different nature of the selection situation for Y

men and women respectively in this college of education. The other variables

investigated, such as the influence of Secondary Modern schooling or self-

reported social class, were found to produce negligible differences in ‘attitudes,
personality or social acceptance. The older student tended to have more

positive attitudes to authority (B) and to work (A), and students who had opted
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for Approved Lodglngs rather than College Residence tended t¢ haye higher
'scores on 1nte111gencc, "but otherwlqe there were né lmPortant differences.
Surprl*lngly; membershlp of Infant, Junlor or Secondary teachlng groups also
failed to make significant dlfferences in the attltude and personallry variables
‘tested here. However, when‘examined' this fact'really supported'the previcus
contentlon that the '"Wing' depa;tments; and to a less extent Lhe uUbJeCt
departments, constituted the maJor influence on student attltudes; The Education {
Department had three Heads of department during the four years of the
experiment, so it suffered much organisgtional change: Furthgrmore; education
roups generally tended to have a mixture of studenté from different tubject
departments who would only meet as a group on one day a week, Thus lack of
significant attitudinal difference between education groups was not really
surprising, and in a negative way supjorted the subject departments' claim to

be the attitudinal foci of the college.

Staff/Student Groupings

In all these attempts to establish the existence of attitude change and
of influences on attitudes, we have been using the criterion of staff judgement.
This staff judgement was embodied in the initial decisions of the. tutorial

\

committec on which were the favourable responses to the test statements; and
from these decisioﬁs was made up the original marking schedule. Therefore,
in one sense, we have already seen that student opinion was more favourable
towards staff opinion than that of a neutral or chance population, and that

student opinion moved towards staff opinion in all the attitude scales as the

course progressed. However, staff judgements, .as reflected by the marking

o — A S S D S
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schedule;'may well not he their truly pérsonal opinions go much as their
personal opinio;s refined by'tﬁeir praféssional judgcménfs: and by considerations
of what éugﬁt to bé ratﬁer tﬁaﬁ wﬁat i; tﬁe éa;é wifﬁ ;t;dénts: Hénce:

. what has been proved'éo far, wifh ré;péct t; séaff inflﬁcﬁcé on student
attitudes; is that a sﬁbétantial minority éf ;tﬁdénﬁs move towardg tﬁe
professional; attitudinal alignmenté of tﬁtérg dﬁriné the éoﬁrge; aﬂd to
that extent students are influenced bf staff:

However, the personal attitudes of individual tutors ma& be very different
to their professional attitudes. It was therefore necessary to try to investigate
this more personal staff orientation; ana see wﬁgq_migti be thé relationsﬁip.
of stﬁdent attitudes to tﬁis, before trying to arrive at a final conclusion.

To do this, the Thurstone Chave version of the attitude tést, developed on a
staff sample, was used. This test, (already reported in the chapter on
iniciai Qalidation) had three advantages for this purpose. One was that it
asked for the personal judgement of the tutor on a student's response to the
test statements. iThe second was that, because it could be represented as an
attempt at independent validation of the existent test, the tutors did not
feel themselves to be tested and therefore were more likely to respond
personally. And the third advantage was that it called for a respoase to
exgctly the same schedule of statements as that to which the students had

‘already responded, though in a very different form. Thus, thesez two areas of
staff judgement, reflected by the Likert mark scale and by the Thurstone/Chave

' judgements, could well.be assumed to represent respectively the professional
norms of tutors and their more personal, though still professional, standards.

Whether there was likely to be any difference between these two arcas, of course,

had yet to emerge.
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Thc‘;espgnaeg'gf the tutors Fé Fﬁg Thuxstone Cﬁave test were therefore
now~ana1yséd'(Séé'Appendix 8}; The humbér of. Stateménts whicﬁ emerged as
significant for thé Sfaff judéés‘iﬁ éaéﬁ ;f éﬁé aétitgde 9cale§ followed
almost exactly the same pattern as that vhi.ch emergéd fr;m fhé Likért treatment

of the statements, and was as follows:-

L

A scale B scale C scale D scale E scale

T.C.|Likert | T.C. |Likert | T.C.|Likert | T.C.|Likert | T.C.|Likert

46 25 21 a3 52 42 124 35 36 22

Table 32. Comparison of significant statements obtained by the Thurstone

Chave (T.C.) and Likert methbds.

-

 The staff judaes clearly produced more significant statements than the
students, but the relative numbers of statements in tﬁe scales were comparable
between the two samples. The main reason for the discrépanc& in gross size
between the two totals in each scale can be accounted for by tﬂe difference
in the twé methods of scale construction. The majority of the statements
selected by the Thurstone Chave method, but not by the Likert meﬁtod, were
ones which fell into the 'unanimous opinion' category in the analysis of
student statement returns (see!’’““x. ). That is, thesc statements, while
producing a coherent scale value among the judges, were such as were mnot likely
to be discriminatory between students. Allowing for this difference, however,

the broad outlines of the two patterns were completely comparable.

An overvhelming number of the significant statements produced by the

student sample were also returned as significant by the staff judges. Out of the

148 significant Likert statements, 108 were returned as significant by the

tutors, so, clearly, there is substantial agreement between the two groups.
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An jtem analysis of the disparity between the two samples in statement

means showed the following results:=

A Scale B Scale C Scale D Scale E Scale 1
Percentages 11
S LasLotal SERTESTO Ca 1 o =T e T oL al S ETETo Cal ST L ot al
A 4 8 12 |8.64.3 13 [487.2 12 [0 0 o-|10a 0 :10
B 6.2 7.7 14 |11.0 3.7 15 8.6 6;9 15;5 0 1;8 '2:0 Ze oIS 450
C e 24 47 14 20 22
| S = Students f = Tutors
A = Percentage of significant (Likert) statementé disagreeing
B = Percentage of all statements aisagreeing; ¢
C= Percentage.of significant Likert statements not significant on
Thurstone Chave.
Table 33. Percentage analysis of disparity between significant statements

obtained by Thurstone and Likert methods.

As the above breakdown shows, there was never much more than about 107

disagreement between tutors and students on the significant statements (Row A)

used for measurement in the test.

There was no consistent pattern in favour

of one group or the other in this disagreement, except in Attitude E, where

the students, though very conservative, seem somewhat less so than the tutors.

The most striking result, of ccurse, is Attitude D (to children) where there

is complete lack of disagreement in significant statement opinion between

students and staff.

In Row B, where all the statements of the test schedule

are taken into account, the percentage disagreement is slightly increased,

but only slightly.

Thus in over 300 statements of opinion there is shown very

substantial agreement between the two groups. ‘Row C, however, reveals the
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real differenceg between tﬁemg Tbis o recéfas G
statemeﬁté wﬁich]afé significaﬁt for sﬁudenté, but not for tutoré. Thig
shows the two facts that étﬁdént opiuién geﬁera11§ i; crystallised much wore
sharply than that of tutors én maﬁy §f thé sﬁatcﬁeﬁté embédicd in the test;
and that this is particﬁlarly nofiéeable in ﬁhé area of tﬁe 'autﬁority'
(B) scale, where tﬁe differénccé between the two Qampleé are quite marked,
However, this B scale (towards authority) ﬁag already been noted in the initial
analysis of.the test as the one wheré students sﬁowed most uncertainty of
opinion, so this result would seem to be recording différing degrees of
emphasis in the two samples; SRtHe Ehon differing diqutions; i Syis nes
actitude scales, as a whole, the two most in aér;emént‘;re tﬁose of attiiude
to one another (C) and.to children (D), and the two in most disagrecment are
the attitudes to authority (B) and to work (A). There thus seems to be little
evidence from this table of a marked degree of attitudinal differen;e Netiaan
staff and‘students. ¥

Clearly, what produces what disagreement there is are those areas which
are part of the immediate functional situation between tutor and student,
but those areas (such as C and D,) which are more applicable tc the classroom
situation, show little or no disagreement. Furthermore, there has been shown
to be a difference between the professional judgement ofAtutors, as shown
in the mafk scales, and their personal judgement as shown in this version of
the test. The tutors reveal themselves to be personally more conservative
than the students, yet the mark scale of Attitude E records progressivism

as the more favoured end of the scale, and favoured movement of students during
2

the course is towards a more progressive attitude. Finally, authority has
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Sﬁown'itself to be the most aenéitive area df différcnce between the two
Agroups: but even héré the différ;nCe ;eémé té Bé oﬁc of mére marked ﬁncertainty
among tutors rather than an actual differénée in dircétion. Tﬁére is thus no
evidence of a 'them' and 'us' sitﬁatién betwéen the two popﬁlations: though
there is evidence of less ﬁarkéd'polarisatioﬁ of aﬁtitﬁdinal alignment in

the more adult population and a ?onsiderable area of divérgence of emphasis

in the sphere of authority.

Conclusions

It would thus seem tﬁgt tﬁe possible influencés considéréd in this section
all have an effect on student attitudes. Tﬁe personality tréits of
Dominance (B4D) and Self Sufficiency (B2S) appear to be very important in
the development of positive attitudes during the course. The way in which
the student conceives his future-role as a teacher, and the distance he
is away from this reality, likewise seems to affect his attitudes considerably,

The more socially oriented he is, the more empathetic he is to judgements
by others, and the more outgoing he is in his efforts to sccure contact
with others, the more he is likely to have positive attitudes and success
in the course.

The unity of departmental organisation within the college, and the
relation of student work to a single practical theme (related in this instance
of the P.E. and D.S. departments to work in the classroom) also seems to have
a marked effect on student attitudes. Thus, staff infiuence, given aﬁ
effective organisational channel, can be very considerable. In addition to
this, however, it waé found that the general staff influence can be quite

effective in any case on a substantial minority of students. In fact“ there
3 * =
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is good evidence of a sﬁared general attitude climate anong staff and
sLudcnts: partlcularly in relatlon to fuLure work goals: Finally; it was : t
found that students seem to bc possessed of much more clear—cut and
defined attitudes than do the staff. This may well be a difference due to ;f
age rather than function. This visw is rcinforcsd by thé fact that the few il
'"mature' students in tﬁe college havs at;itsdss clsssr to the staff position !f
than that of students wherever the two appear to differ: as in tﬂe attitude |
v 2 . i
to authority. There is therefore the possibility that at least part of the
attitude change geing on during the course is due to maturatisn rather than f

to any particular influence. The fact that attitude change went on in the |

same dircction throughout the Straight Through group in relation to individual

personality organisation, and regardless of whether the individual students T
were finding success on the course or not, lends considerable further support i

so this possibility.

The general concluSioﬂ’therefore appears to be that staff influence, given
appropriate organisational channels, can influence student attitudes very i
considerably. However, maturaticn, in conjunction with personality organisation?
would appear also to be an important force in the formation of attitudes
And, flnally, ant1c1patory socialisation would further seem to be an 1nf1uent1a]
underlying frame of reference, which helps to shape the student's attitudes as
he pfogrcsses through the course. It would be.difficult to decide whether
one of tgese influences is more important than another, since they are a |
congeries of ongoing, interactive forces acting on tﬁe student and oﬁ the

situation in which he seeks expression. This situation is further complicated

by the fact that there.is some evidence of a difference between the 'personal'
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and 'public' attitudes of staff; and to a 1e§s extent students; for example
in the public éxpreséian of attiﬁudc E: Theré is tﬁug evidence that students
and staff may reépénd iﬁ a ;ifuatiég in acéordanée with what tﬁéy think is
socially or professiona11§ expected of tﬁem ratﬁer tﬁan iﬁ »Fcordancc with
their personally expressed attitﬁdés: Tﬁugl while tﬂe factdr# investigated
in this section have been éhown to havé influénce én attitude cﬁange; there

is no guarantee that influences producing change in attitude inevitably

result in change in behaviour.

The Pattern cf Responses to the Attitude Scales

vistribution of the Standardised Scores : L

The final siep in considering the Results of the four year Test Programme
was to examine the pattern of statement résponses to see how they changed
over the four years and how thev changed through the course.

The first step in analysing these responses to the attitude scales was
to compare the distributions of each attitude scale in the different years
of the total sample to see how far the pattern for each variable was 5
stable one. The raw scores were therefore cast into standardised marks in
order to make direcf comparison possible.

This overall picture of the attitude scores showed a broadly normal
di;tribution in each attitude scale, which tended to be repecated through all
the yearé of the test programme. Attltudeé A (to work) and E (progressive/
conservative outlook) in all three issues of the tcst tend to show 5

uniform picture of slight skew towards the more favourable end of the range

in the first year, which is reversed in the second year, but returns more
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markcdly in the third year. There gseemg to be'gqme eyidence hcre;

thereforc; of course effect; Attigude;'c (té'oge anétﬁef) ;nd D Cté cﬁildren)
11kev153 present a gtable plcture of an 1n1L1a11y homogeneous attltude :
growing sllghtly mere SO as thé céursé proérés;e;: Attltude B (to authority)
on the other hand, is the one which shows 1east favourable progress and

some evidenqé of negative skew: Each year 6f éaCh is;ué ténds to produce

a largely héﬁogeneous pattern in thié attitude, buﬁ there aré differences
between issues, which suggest the transitory influences affecting the whole
college which have already been examiped. However, even in this scale the
overall picture is one of a stable attitude pattern affecting the whole
college, with some light evidence of improvement as tﬁe course progresses.
The homogeneity ahd stability of all these attitude.patterns thus remain

as the outstanding characteristics of these distributions. When this
homogeneity is contrasted with the wide range existing in the personality
variables, it suggests that there is an agreed attitude climate to which
students tend to\sugscribe, almost regardless of personality distribution,

though this, of course, must awvait further prodf before being regarded as fact.

Percentage Frequencies of Response to Statements

This further proof was therefore sought by analysing the percentage
frequency of the responses to all the 305 statements in the original attithde
test schedule, since these represented a much wider range of student opinion
than those represented by the significant statements only. The percéntage
frequencies of response in each of the five answer columns for cach statement

were therefore calculated, and the individual .statement responses submitted
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to tﬁe chi~ square test to engure Validity of statement Opinidn. The tables
of péréentage tespoﬁsé aﬁd rcéultang sﬁaﬁemcgt ﬁean; (AppcAdix 5 Section B)
were calculated f;r thé try—oﬁtAfé;t: oﬁe Qﬁélé issge §f the tést covering
tﬁe first, second and tﬁird yearg iﬁ tﬁe collégé a£ oﬁe ﬁime; and;
additionally, one thirdvyear in tﬁé fiﬁal isgué of tﬁe te;t: Tﬁus a couwparison
could be made between three tﬁird year éample; of studenté'covéring-

: 7 v ;
a period of four years, and a first and a second year sample to contrast
with the thitrd years.

' On inspection of the third year rgsponses; the crude percentage responses
of later tests were found not to différ substgn;jally‘irom those obtained from
the original try-out sample. Using the arbitrary criteria used in the
try out test to divide the statements into categories of 'unanimous opiniou',
.?majority/minority'opinion' and 'ungertain opinion', it was found that no
‘statement moved into a different category. Thus the broad attitudinal picture
shéwn by the try-out test was'confirmed. Tt had been found there that over

two thirds (221) of the 305 statements showed almost unanimous agreement

of opinion among the students, and, furthermore, only ten statements showed

!

marked disagreement with the original subjective grading given to the statemeut

by the initial tutor committee. There thus seemed to be marked agreement
among students in their broad opinions about the course as expressed in these

scales, and this was broadly in agreement with staff judgements. This was

further confirmation of a homogeneous attitude climate among third year studentcll

and, furthermore, not just from those which were significant for the attitude
scales. The fact that subsequent third year groups of students continued

to produce the same broad attitudinal picture’was even further cvidence of the
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stability of this attitudipal situation qitﬁin the COﬂrse-cateQOries

initially decided upon.

Statement Significances

However; there wes a need'fer ﬁéré‘éxécé deterﬁiearieﬁ.ef cﬁanée in
statement response, since the prev10us 1n§e;t1gat10n into valldltv had
showe some drift #n third year attltudes and thlS seemed contrary to this
~p1cLure of general statement stablllty; The meaﬁ response of each attitude
statement was therefore calculated for eacﬁ of tﬁeee year sameles, and the
range in difference 1n means was then found between all the years. The
flgure for the third year groups was extracted in fullfln order to obtain a
true comparison with the original try-out test, which was based on third year
students; and also in order to ﬁave more certain evidence of the attitudes
Qith which students were ieaving the college. The significance of this
range of.mean difference was then calculated for all the original significant
statements which had made up the rerised test. It was found that 44 of the
original 148 significant statements had significantly altered in their mean
values, as expressed by third year students during the four years in wﬁich the
tests were being used, but that this was almoet wholly accounted for by
differences emerging in the First Issue, Third Year, which,‘as alreedy
noted, had had a significantly different attitude to aufhority to any other
third year tested. The table of differences (Table 34) below indicates

how the significant changes in individual statements were distributed betwaen
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tﬁc tﬁrée third year groups, and shows.clearly the imbalance due to Lhe one

particular year.

: , P . Numb :r of Statements
" Separate Third Year Samples Compared significantly changing
- their mean value

'Betwcen Try Out Test and lst Issue 3rd Year 32
Between 1st Issue 3rd Year and 3rd Issue 3rd’Year 8
J Between Try Out Test and 3rd Tssue 3rd Year 4 |

Table 34. Number of significant statements changing value between ?

different 3rd Year issues of the test.

‘ - !

The responses of the first and second year groups, however, differed

considerably from those of the third year, when submitted to this analysis.

Owing to the number of calculatioms involved, it was decided, when looking

at these differences, to accept an arbitrary criterion of a difference of 1/3%
of a column és being significant. Taking this criterion, the number of the
original significant statemenﬁs which significantly changed th;ir value when
responded to by first 9r second year students was 84 out of a tocal of 305
statemcnts; Moreover, in almost all of the 305 attitude statements there was

a conéiderable reduction in the range of difference between the statement

means of third year groups of students as compared to the range existing among
all years of students. In only 48 statements was the range the same for the

two groups. Clearly, when examined in detail, there was substantial difference

sn statement opinion between the final year of the course and preceding years.

% This amount could roughly be said to be half a S.D. over the five response
columns, and is therefore very likely to be significant when considered

together with an inspcction of the distribution.

PPN R VR SNE, TN NS Bt et Sl AW G AP o e L R AR IS Bl e e e amat - e S RS S8 S L



X7

Eqﬁally clearly, there was markcd‘agre;mént béﬁwcén'thc various third years
tésted: This indicaﬁcs'somé homégénisiné ;ffect at Qork or attitude
‘élignments as the céurgé proérésge;; and fﬁi; fécé i; fﬁrthér ercngihencd
by the fact that there is a reductioﬁ in tﬁe ra;gé of attitude expressed

as the course progreséeé; Oné fﬁrtﬁér’faét ﬁcédg té bé méntionéd here.
This is tﬁat out of all tﬁe 305 statménts: §ﬁ1§ 16 cﬁaﬁged their mean
response by more tﬁan one.reéponée column ovér all tﬁe third years tested, aﬁ
among the original 148 significant statements this ﬁumber was reduced to 4.

i

|

A substantially similar attitude climate therefore existed among third year

students despite some change going on in specific individual responses. Thi:

seems to substantiate quite effectively the claim that students leave the !

course with a fairly well agreed set of attitudes to the basic features of

the course tested here, and this is the resﬁlt of a 'bunching' in attitude %
which take plaée as the course progresses, and whici may well be dve te the
effect of the general attitude climate on individual students. This thus
seems to support;thé view previously advanced that some degree of anticipato:
socialisation ié taking place during the course.

It remained now tp analyse what waé the nature of the difference in the
attitude statements which existed between the three years of the course at
any one time. In order to do this, the mean values of the original

significant statements (Third Year) were compared with those of later first

and second year students, and their variations tabulated as follows:—
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Statements withj . A Scale B Scale C'Scal; D Scale
same value .
2nd Yr 2qd Yr.|{2nd Yr.|2nd Yr.|{2nd Yr. |2nd Yr.|2nd Yr.|2nd Yr.
Up Down Up Down Up Down Up Down
A: 44,83,247, 1,25,) 134,154} 28,52,| 33,57, 18,37, 98,108 28 40,50,
264,285 39,49,1157,1721182,255| 61,71, 46,51, 1146,159| 64,66,| 59,84,
2 68,1011174,179/293,303} 76,94,| 56,60, 186,208| 69,79,]122,185 |
B: 127,280 162,191] 184,216 . 152,177 70,90, {213,217 89,125(202,207 |
Y ¥ e 196, |232,237 209,230 93,113 1234,254}135,155|223,238
C: 32,151, 201 268,300 245,2671118,123 168,1971258,265
169,224 288 126,136 243,2591274,283
141,156 269,2731286,287
Dl 2931 164,173 278 289,292
176,198 | 297
E: 110,148, 203,220
304 244,249
2755279 .
302 j
10 12 6 13 27 10 17 19
E.Scale
2nd Yr. | 2nd Yr.
Up Down
34,72, 87,105
95,100( 120,161
143,153| 171,178
200,251| 210,305
8 8

Table 35. Analysis of the change in mean value of the original 3rd Year

responses.

significant statements when compared to later 1st Year student

P, e,



174

Table 36. Analysis of ‘the change in mean value of the original third year

- gignificant statements when compared to later second year student

responses.

A Scale B Scale C Scale D fcale ff
Statements with ‘ 1
Same Value 2nd Yr. 2nd Yr.|2nd Yr. 2nd Yr.| 2nd Yr. 2nd Yr. Pnd Yr. 2nd Yr. |||
Up Down Up Down Up Down Up Down i
Aild .1,25, 39,33,|1.28,52, .33,57,] 18,37,, 32,70, 50,66, vuza7s il
|- ! 49,68, 101,154|177,255 61,71, 46,51, 90,98,] 113,135 12,31,
B: 127,182,293.| 83,134 157,174} 280,288 76,94, 56,60, 108,136 155,168 40,59,/
B 162,172 184,216} 303 152,209 - 94,118 169,198 197,207 64,69,
C: 151,224,249.1 179,191 232,268 230,245 123,126 208,220{.223,243 79,84,
l96,201 300 267 141,146 254,275} 258,265 89,1221
D: O 237,247 156,159 302 274,286 125,18%
| 264?285 164,173 2893297 202,23¢€
S04 176,186 259,269,
203,213 273,278
217,234 i
244,279 u
16 11 7 11 24 i joid b 20 |
E Scale :
12nd Yr. 2nd Yr.
Up Down
34,72, 87,95,
100,110 105,153
120,143 171,178
148,161 210,251
200,283
287,292
305
13 8 1
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Loqk;ng at the attxtude& in turn in tbege tahles it would appear that
there are chnraeterlstlc dlfferences Between Lhn three year positions,
AtFitude A (to work) shows no significant balance 0f differ;nce in the
‘,tatemente between ﬁné firet and eﬁifd &ear: bet tﬁéré ie a‘marked upward
difference in the second year. In attitude ﬁ (eo autﬁority) both the first
and second year are markedly more negatlve in thelr balance of statements as

3

compered to the tﬁird year; Attitude C (to one another), however; sﬁows them
;oth markedly ﬁore enthusiastic than the tﬁird year: Aftitude D (to children)
seems also to favour the third year position, thougﬁ by a much narrcwer
margin than in the case of AptitudebB. Attitude E (progressive/conservative
eutlook) seems to suffer a radical twist in the second year, but otherwise

- there is not much difference beétween the first and the third year position.
Thus the general pattern seems to be that during the second year of the course
students seem to be orjented towards work,(A), towards progressivism (E)

and to maintzin the first year's extremely pro-social and anti-authority

position when compared to the third year. The nature of the attitudinal

swing over the three years as a whole thus mirrors the general pattern, found

previously, of a role initially conceptualised on that of a teacher, changing ind

the middle of the course to a college-oriented role and then reverting in the
third year more,etrongly towards that of a teacher. In the individual
attitudes there is a steady upward shift in the attitude to authority between
the years of the course, and evidence of a transitory revision towards
radicalism in gcneral_outlook and towards academic work in the middle of the
courée,v The attitudes towards one another (C), and towards children (D),

however, are those which seem to suffer most constant inspection and revision,
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with generxally a moye towyards greatexn remllgn in human relatjonships, and a
bllght]y 1ncrcused enthus;a,m for chlldren, at Lhe end of the cro uqc;

Thus, to sum up, it seems that statement utablllty and homogene;ry of
op;nlon among thlrd year students has been proved to ex1$t._ A general
homogeneity of attitude cllmate and statement stablllty provided it is
expressed in broad categories, has also been shown to exist in the college
population at large. At the same time; the mort exactly measured qualitative
attitudinal differences between the three years of,tﬁe course shows the
direction of attitudinal movement during the courée, and tﬁe fact that there
‘are different attitudinal 'sets' of a college year population at different

s QS s “ z
'tiﬁes in the course. There is a marked ﬁomcgeneity of attitude position
. between different third year populations, énd an homogenising effect in

attitude movement going on during the course, not only in statement

discrimination (as noted in Chapter 5) but also in actual atcitude opinion.

There is thus a movement going on, inside a generally accepted attitude climate,

towards ‘a characteristic third year attitude position; and this 'climate'
by virtue of its unanimity of expression among students, could well be one

of the most potent 1nf1uences in shaping this third year position.

|



CHAPTER SEVEN

CONCLUSIONS AND IMPLICATIONS

Attitudes in the College

.--..._—_.....——_.-_ - ————

Attitudes, which, in the opinion of experienced students and tutors
are relevant to basic features of the course. and to the teaching situation,
v
havye Leen found to exist and to be considered relevant among all the students
tested on the course. In each attitude scale the d1°Lr1but10q in every year
group tested was a normal one with slight.positive'skew except in the case of
the Authority scale-where there was slight negative skéw. The balance of
each population tested thus inclines towards the favourable end of the
5 ‘
majority of the scales. Furthermore, when compared to a neutral viewpoint the

whole population is significantly on the positive side of this point in each

year group tested. And finélly, when the percentage response to the

original, unrevisgd statements was analysed, thers was overvhelming agreement in |

many of the statements; in fact, this was what caused them to be rejected in
the revised test as non-discriminatory. Thus there seems to be constant

favourability in the balance of viewpoint, balance of population and balance

of opinion to the professional viewpoints held by staff on these basic features

of the course. Only in the area of authority is there eviderce of the
existence of some negative attitudes between students and staff, and even
here there is much agreement shown in their mutval uncertainties about many

'authority' statements.
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Of course, in making these statements no reference is made to the
existence of norms of cttitude opinion among the college student population
and staff. This is a complicated question, to which there arz a number of
aspects. One very important one, in this context, is that i; any given
population what is regarded as a favourable attitudinal position in an
individual is likely to be above the norm foi that population, but the norm
itself may be higher-or lower in that population than in others. TFavourability
therefore cannot be judged by refereﬁce to norms intgrnal fo that population.

. Another aspect is that judgeménts on favourability are likely to be decided
by the test judges' own professional standards of what Fhould be regarded

as favourable rather than by any universal criferioﬁ; ;nd this is further
complicafed by the fact that the judgement may be made within a particular
situational frame of reference. This kind of difference actually showed
jteelf in staff judgements iq this investigation, both in reépect of Final
college séores matching the students' but not tutors’ attitvndee to work,

and in the differcnces emerging between the Thurstone Chave test results and
the mark scale of the Likert statements. These Loth showed that it is the
frame of referénce of the judgement as well as the judge's attitudes that
dééermine the actual judgement. Thus 'favourability' is a very relative term.

s

A1l that can be said 5ere is that all the year groups tested were significantly
above the neutrai point in all five of these attitude scales, and

to that extent were favourabie to the objectives embodied in them. Since
these objectives had been determined according to the professional judgements
of representative tutors, then the general attitude position of students can

be said to be favourably in agreement with that of the staff towards the

affective objectives of the course tested here.
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There is, moreover, a general attitude climate to which all students
seem to subscribc, and in which staff also seem to share in at least three
of the scales. In the original percentage analysis of studei .t responses
over 150 statements recorded more than 50% of the sample in ¢ach year checking
a single response colum. Consequently, thase 'unanimous' opinion statements
had to be omitted from consideration in later versions of the test pecauge
they didn't discriminate between stuéenps, but they did serve to show the size
of the measure of agreement among studentson at least half of the opinions
called for in»the unrgvised test. Staff agreement with student opinion was
also considerable. The chief areas of disagrecment showed themselves in the

, R . *

two scales (A to work, B to authority) most closely related to the actual
coilege situation, but even here there would appear to be working norms of
agreement. This is strikingly demonstrated, not only in the agreement of
final college scores with student but not staff attifudes to work, but also
in the apparent over-reaction of staff when disagreement arises, as in the
third year, A3's adverse attitude to authority and the consequc;t decline in
final college scores for that year. There is thus substantial agreement, bogh
among s;udents and between students and staff, on professional attitudes
relating to the teaching situation, and a good measure of working agreement

between the two groups on the norms Lo be expected of student attitudes

relating to the contemporary college situation.

Attitude Change

The evaluation of change in attitude suffers from the same difficulties

as those concerned with the measurement of favourability. There is clear

evidence of both positive and negative change during the course, but this can
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only be demonstrated by testing the same people annually. ‘Horizontal ﬁ
comparisons of successive year groups in t.b'\ course are not enough, since
not only does the reference point change (i.e. the qualitative attitude
level of the average student in the sample, already noted), but in addition
the composition of the sample in relation to the average student changes,
and the qualitative composition of the responses also changes. In the
circumstances of voluntary attendance necessitated by this research design,
the evidence for attitude change therefore suffers from the fact that it
" yests on the very co-operative part of the student sample (just over one
third of the year group) who attended all the tests. Evidence for positive
change, based on this part of the sample, is Lhus quite conclusive, but needs to
be qualified by comparing it with analyses derived from the whole sample.

For this reason the test sample was analysed in two other ways. One
; wés to compare the same successive yéar groups of the course as those of the
otralght through group, but wh1ch were not ,omposed wholly of the same students
in each year. The other was to compare wholly different first, second and third
year groups in the course. With the first method of analysis the pattern of
attitude movement is one of significant positive change for the first two yeafs
and then some conservative regression in the third year. The Jdifference between

]

this pattern and that of the 'straight through' group can only be accounted for

in the greater possessicn by the straight through group of the peréonality
quality of Dominance. Dominant students appear to hold on to progressive attitude
positions longer in the course than do less dominant students. In the v
second method of analysis, using completely dissociated first, second

and third ycar groups of students, no positive gain between the years is

apparent. However, if the responses are examined qualitatively by comparing

|
1
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the significance of the difference between actual statements endorsed by

the different years (i.e. by measuring relative group mean distances between
statements endorsed rather than comparison of group scores) some quélitativc
difference between the years emerges. The third year becomes more positive
in attitude than othe; years, but also more temperate in using the whole
range of repsonse columns, so that the decline in numerical score
coﬁpensates for the increase in qualitative endorsement. Thus there is some
attitude change observable between the year groups even where they are not
the same year in successive stages of the course. What is happening is that
attitude movement is obscured uot only by individual cdmpensatory student
changes Qhen groups ara compared, but also by similar compensatory change in
jndividual statement endorsement when groups of statements are compared..
The effect of this kind of compensation on the pattern of attitude movement
is only shown when the three different levels of sampling (fanging from the
wholly same to wholly different samples) are compared. Thué demonstration
of attitude change through the course is made ﬁifficult not only by the
intervention of personality factors but also by these methodolcgical factors
invélved in comparing groups. Nevertheless, allowing for these factors,

it would appear that attitudes are beth quantitatively and qualitatively
different for different years of the course, and that positive outweighs
negative-change, especially when the same sample is considered throughout the
successive years of its course. However, it must be noted that the bulk of
thie change is confirmatory rather than redirectional for the students
concerned. Thus change towards an homogeneous third year position does seem

to take place, and while some ‘students do become more negative in their
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attitude positions the balance of the change is positive, though certaiun
obsérvance of it is inhibited by the intervention of the factors just
considered. However, the homogeneity of this third year position, and
its invariance from year to year, does suggest that the course has some

shaping influence on the student.

Attitﬁdinal Influences and their Relation to Action

B However, it has been clearly shswn how numerous the influences on
attitude expression and actioﬁ can be. Attitudes and their relevant behaviour
are not a simple case of a univariate situation. The frame of reference
in which an aititude is cognitively perceived By thé sd%ject clearly makes
a difference to attitudinal expression. This is affected by the alignment of
jndividual personality, which affects the tenacity with which particular
attitudes are held, by the énternal teaching arrangements of the college, which
may help éttitudinal foci to develop, and by the influence of the student's
own perception of his future teaching role, which appears to make a difference
to the 'set' of hig attitudes at different stages of the course.

The relative importance of individual influences in this frame of
reference is outside tﬁe scope of this inquiry, but the fact that all those
éxamined here have a significant relationship with attitude expression has
bécn proved. It has also been shown that one cannot consider an attitude's
predictivity for action without reference to the effect of its frame of
reference in the actual action situation. Furthermore, the interaction of
these individual influences has becen shown to have a mést important effect

on the attitudes of individuals. It is the peculiar blend of these influences

(including the blend of his personality composition) which seems to determine
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the student's particular attitude at 5ny one time. In view of the fact that
every formative influence examined had a positive felatiuuship witﬁ student
attitudes,. it would appear that‘attitudes cannot be regarded separately as
determinants of action, but only as part of a whole congeriecs of causal

factors influencing both attitudes and action.

Determination of Success on the Course

The possession of positive attitudes on the part of the student tends
to accompany success on the course as measured by final college results.
In fact, there iské significant relatiqnship at the 17 level and a 27 level
of predictivity from the first to the third year. Howé«er, positive attitudés
aloﬁe cannot stand as a sure guarantee of success. The dichotomy in final
college scores in the straight through group,. the members of which almost all
had positive attitudes, and evidence from the significant differences between
high and low groups generaliy in the sample, showed that it is the pcssession
of a dominant personality as well as positive attitudes which makes course
success most certain. This not only applies to success as measured by final .
results, but also as measured by peer acceptance. The preferred personality
both by staff and students, was repcatedly shown to be one of dominance and
sélf—sufficiency in personality together with the possession of positive
attitudes.

No other single measure among the variables tested had a significant
relationship with Final College Sco;es except the Sociometric A measure,

which showed the student's own estimate of his claim to acquaintance with

other students. This suggests that a student's effort to impress himself

.

upon his peers does have an adverse effect on assessed performance in a
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coliege dependent on continuous subjective assessment. However, since this
relationship accounts for only a small though significant part of the variance
it would be unwise to place too much dependence on it.

Finally, it is clear that student attitudes to authority in general
can édvcrsely affect success in the course. The third year which was
significantly lower,than other third years iﬁ final college reSUlcS.waS
chigfly different to them in its attitude to authority. However, no
significant connection could be established between individual students'
attitudes to authority and success on the course, so it would appear that it

| } ; .
is not until an adverse attitude become fairly'genefal in a particular
group that it actually has an observable impact on staff reactions. This
may well be due to the previously noted factors concerning attitude expression,
and to the fact that no one member of staff is responsible for all of a
particular student's final ;esults, so that staff reaction has to be fairly
general before it can become measurable. In fact, the only attitude to have
a sigunificant relationship by itself with final college scores was Attitude A

(to work), but it lacked predictivity compared to the combinatien of

favourable attitudes and personality factors noted earlier.

Attitudes and Measurement

There remains the question of how far one can use attitude scales as
a measuring device in a college of education. As a device for monitoring
student reactions over a period, such as the one covered by this research,
they have been shown to be reasonably adequate, but for a less limited purpose

they have have also been shown to have serious ‘short-comings. If the
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measurement involved was considered important by the student then the
problem of conscious faking would assume much greater importance than it has
received here. However, this is a relatively hypothetical problem compared
to the difficulties of measurement shown to exist in this investigaiton,
where personal stress‘factors were at their minimum. One such difficulty
is that attitude expression has beenlshown.to be clearly affected by
diff;rences in the'perceived frame of reference, so that measurement without
|
consideration of the engendering situation could easily be very biased.
However, the greatest difficulty emanates from the fact that attitudes to
basic features of the course in this investigation have been shown to be
dynamic over a long term period. The very differences forming the basis for
test discrimination between students are subjected to a 'smoothing-out'
influence over a period of four to five years. Thus any crystallised
measurement of this nature_dﬁite rapidly gets further and furcher away
from the contemporary situation, and therefore less valid. This effect
could clearly be seen in the analysis of the long-term discrimination of the-
attitude statements; it was not because the statement means significantly
changed, nor that the statements became irrelevant, it was just that they
became commonly agreed and therefore un discriminating. Moreover, as old
opinions ceased to discriminate new ones began to arise, so that gradually
over a long enough period, the emergence cof statement irrelevance could be
envisaged. Clearly, in a relatively closed community such as this, and on

attitude areas of limited application such as these, it is essential not to

separate attitude measurement from its ongoing situation too far.
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The use of attitude scales as measurement for this type of situation
thus has three serious difficulties. The first is that attitude evaluation
of professional features such as fhosc measured in this investigation can
only be comparative with regard to that population, and, even here,
norms for different samples of the population may differ. The sccond is that
éttitude evaluation without taking into account the surrounding situation is
likely to be of little predictive value for other situatious, or for distant
future situations of a similar nature. And finally, attitude scales embody
compérative judgements, which may be interpreted as value judgements, which,
in turn, are 11ke1y to dlstort the teachlne 51tuat10n to flt the requ1rhm“nts

£, P
of the test instrument. There are then serious 11m1tat10ns to the use of

attitude scales as measurement in this type of situation.

Methodological Considerations

There were also three important conclusions arising from the programme
of research rather than from the initial hypotheses. .

The most important methodological conclusion related to actual measurement
and was twofold in its direction. One aspect was the fact that measurement
by comparison of group changes can often lead to misleading results, ﬁwing
to compensatory movement inside the group masking actual change. This can
occur, as shown in the investigation, not only with results from groups of
peoplé; but also results from groups of statements. The other aspect of
this point is that . change - . is relative to the criterion used to measure
change. Hence we can actually have no apparent change in the climate‘of
opinion betwcen course years, and yet if we define tﬁe criterion of change

more exactly then significant movewent becomes discernible. As the analvsis
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of percentage responses shows, there is sufficient unanimity of response
to justify the suggestion that there is a college climate of opinion, yet
nevertheless there is significant change going on inside it as the course

N

progresses. S, ;

| The second methodclogical conclusion relates to final college re;ults.
These seem to have some significant rglatién with Attituée to Worﬁ (A) and the
student's own claim to peer acceptance (Soc A) among the variabies teeted,
but to relate to no other single measure in this teét schedule. Thic, of
course, may be accounted for by the fact that the test schedule does not
set cut to measure academic performance, which, by insgection, thé Final
College grades would appear to do. Yet the tctal final grades have also been
shown to be significant;y related to composite measures of student personality

l
.

and attitude. It would thus appear that the final assessment in a continuous

assessment college is a very compound measure of a student's success on the

course, and this may well help to account for its lack of predictivity in
teaching. Until the objectives of a teaching course are more clearly formuléted,‘
this kind of uncertainty in measuremenf, arising from the componnd nature

of the judgements made, would appear bound to pe.sist.

The final major conclusion of this sort drose from the fact that the
Bernreuter test stood revealed as measuring one bipolar factor of dominance/
submission rather than the four discrete measures it originally purported to
take. This discovery did not hamper the research as much as it might have
done, since dominance has been shown to be a major factor in teacher
offectiveness, and therefore the test results were still rclevant to the

research. However, it 1llustrates the need for validation of the
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interpretation of test results; a need which was further supported by the
consistent significant correlation between Dominance (B&D),‘Attitudc c

(to one another) and student sociometric status (Soc B), whi.h together
indicated very clearly what 'dominance' in the student actually means. Of
course, not only test results suffer from this difficulty of interpretation.
The way in which the final teaching practice grade showed itself to be a
‘composite measure consisting of judgements oﬁ subject competence, authority
(B) and attitude towards children (D) revealed a similar difficulty in
no;mal college results. The growing practice of validating a test repeatedly

in order to be sure of what it is measuring thus seems thoroughly justified.

Final Concliision and Implications

The original hypo;hesis of this experiment asked two major queétions:

first, what is the nature of student attitudes in their training and are

they of importance in course success; and second, can such attitudes be
effectively measured. ot
Ga the first hypothesis, it would seem that student attitudes throughout
the college population are dispecsed to'be favourable to those supported by
coilege staff, and, among those students who attended for each test session
sn their course, to grow more favourable as the course progresses, provided
that a constant criterion is used to measure their comparative shift.
Among the whele vear group of students passing through a particular course it
would seem that regression towards more conservative attitﬁdes is common in
the Third Year. Internal evidence would suggest that there is an element of

v B8 1 . r d s .r el e s o >
maturation as well as one or course influence in this development,. since it

doesn't appear LO vary with the student's own knowledge of his course progress,
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and yet it does seem to vary with his personality orientation and growth.

At the same time, however, it is clearly affected by the institution, since

the professional orientation of these attitudes is marked, and the distinctive
contribution of different college department is also recognisable in the
results. In W. Taylor's classification of factors in the course as presage,
process Or product variables, it would thus seem that for some departments
these attitudes appear to be strong process variables, if unot actually

prod&ct variables. However, these attitudes have also been shown to be a
éroduct not only of the individual personality reacting with the situation, but
also both of these being affected by the indiv%dyalfs pfrcep;ion of his future
role. 1In this sense, they would thus appear to be background process variables
for the majority of students, resulting in an homogeneous range of expressed
attitudes among third year studenﬁs. They thus seem clearly to be an important
factor in the course, and their effeét on course success (provided the
pcrsonality factor of dominance is also taken into consideration) has likewise

been shown to be of major importance by the results from the 'straight through'
group.

In respéct of the second major hypotheses of the investigation, concerning
attitude measurement, the situation is rather more clear cut. Attitudes,
at any one time, are only one factor in a set of interacting influences in
an ongoing situation, and, while they can be validly isolated and measured,
cannot be effectively evaluated without consideration of the other influences,
. such as personality compcsition and the organisational situvation around the
student. Morecover, attitudes which reflect significant individual differences

in a year sample are not themselves sufficiently stable in this type of
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| Thus the general conglusion to this'investigation is that the initial
major hypotﬁesis, that student attitudes are an important factor in the
course and in course guccess, has been borne out. However, the second
hypo;hesis, that attitudes might be used as an objective basis for student
meas@rement in'the course, has shown itself to be much less valid except on
a short term basis:

|
{

Implications

‘A number of major implications emerge from this investigation. One
derives from the fact that attitude-change, either negézive or positive,
take place in so many students. A clear implicaticn here is that there should
be more attenti?n paid by the college to the idea of making students more
aware of Fheir own attitudes and more capable of some degree cf self analysis.
A second important implication stems from the fact that Authority has been
shiown to be a most sensitive area of student/staff relations. ﬁore attention
would appear to ne?d to be paid to the sphere of authority reléfionships in
prgctice, and to theoretical explanation of the concept. The third implicaiion
is concerned with the fact that attitudinal foci showed up in the internal
organisation of the college, where particular departments were organised in
closed groups, or in accordance with some strong teaching ethos. If these are
going to occur in any case, there is no necessary merit in fhem oceurring
entirely by accideat. Attention thus could well be given in internal college

organisation to the possible, attitudinal effect of particular adminsitrative

or teaching structures.
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i finally, it has been shown that attitudes are an important feature in the
course which relates to student success, but which does.not stand in isolation:
by jtself. Attitudes are affected by the personality make up of the student,
by the organisational structure within the college, and by the student's
own frame of reference with regard to his present and future professional role.
Furthermore, they are in themselves dynamiec. They thus emerge as a symptom |
of tﬂe interactionjy rather than the sole determinant of the action, in a |
paftibular gituation. The implication here, therefore, is that their
use as a méasuring instrument in a college is probably best confined to that !
of‘an incidental monitoriﬁg device to discover the state of a particular ' !
.gituation, rather than a use which might try to make them more directly a
part of the situation itself. Any organised adoption of the need to measure
.directly the affective objectives of the course by the use of attitude scales
would tend merely to add another element to the interaction of the influences
noted earlier, and itself cause further expressed attitude re-alignment, which
- might well be spﬁrious. This is rendered even more likely when it is remembered
that in this invescigation students.and staff were clearly willing to subscribe
.to college based norms in some college situations rather than to their own
completely personal attitude positions. Hence the outcome of this research
js to lay emphasis on the importance of attitudes as process variables in

the course, rather than to emphasise their desirability as product variables

of it.
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SESALT
SUMMARY OF FINDINGS

Attitudes in the Course:

1. That each year of the college population tested inclined towards
the attitudes of staff tutors in all the attitudes tested except
that of authority. ;

iR nat attitgde§ to the basic features of the course tested here
do change during the course among a substantial number of
students. "

3. That the balance of this change in each year population tested
is significantly towards the position professionally favoured
by college tutors.

4, That each year population as a whole in each successive yéaf
of the course progresses towards this 'favourable' position
when. horizontally compared with a constant criterion, such as
chance. (

5. That these attitudes become more homogeneous in the third year
of the course, ‘and consistent over successive third years.

6. That the only variable which was found to ‘have a repcated and
consistent relationship with ‘favourable' attitudes was the
Personality quality of Dominance, Pcssession of this quality
to a marked degree ensured longer continuance of progressive
attitudes in the course and less regression to conservatism as
the actual teaching job became closer.

That the possession of 'favourable' attitudes alone does not
affect student success in the course, but when combined with
a marked degree of dominance does have a significant relation-
ship with course success.

8. That attitudes are significantly affected by organisational
change, pdrtlcularly in the area of attitude towards authority
and by features of the organisational structure yithin the :
College, such as the degree of homogeneity of particular

departments.

Attitude Measurement:

1. That the use of attitude scales as a crystallised meacurement
is not advisable in a relatively closed community over a
period longer than five yearc.

2, That the use of data derived from consideration of groups tends
to mask the extent of individual change going on in the group

3, That horizontal comparison of intact groups is a somewhat
suspect procedure for producing reliable evidence of attitude

ghange. :

4. That attitudes are relatively dynamic and part of a set of inter-
related factors in a college course, Their uni-variate examination
would th fore scem to be a somewhat suspeect procedure 107

e
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APPENDIX 1
SUBJECTIVE LAY OUT OF Wi INITIAL AUPITUDE SCALES - 207

Attitude to Work (A)
NEGATIVE - (a) Negative usefulness of work. (b) Exam passing concept

of education. (c) Negative motivation,

Statements
). Many become teachers in order to enloy long holidays
20, Many stuients go to Training College because the c .1 ' i -
' they wanted to do. y couldn't decide what

49, The Training College course could be made shorter.

58, You are pound to vass the course in the end.

73 I don't think I will ever make a good teacher.

101. I don't think I will ever get through this course.

116, Lectures should be much more compressed to leave th )
134, “"He gets away with it, why can't I?" e student more free time
139, We should work to live. )

167 To get a good assessment you need to be on good tcrms wi

A L 4 < lth v al .

184, The purpose of going to a Grammar School is to get a G.C.E.JOul tutor.
201, The education course will not help me to teach my subject

218, Teaching is very much a matter of dramatic tricks to stim;late inte t
232, It isn't worth doing work unless it is marked. erest,
247. Much of the information gained by reading a selection of book

: be bobter gained from dictated notes, el L
‘257. Modern methods of teaching demand less background kn .

part of the teacher, er owledge on iue
264, You don't need toc do so much reading for a practical subje
¥ : cte
296, The need to pass exams ruins the Training College course?

NEUTRAL - (a) Fulfilling quota (b) 'Trade Unionist' approach to the work

Statements

6.
25.
44.
63
T8
96.

111.
129.
144.
162,
177-0
196.
211.
222,

242,

3004

- . 4

Cou.se marks should nd® be a means of discipline.

You should not g0 'against the crowd'! in matters of work.

The attraction of ieaching is that it is a safe job.

Few StudenZ?daimtaE credi; or distinction marks,

Living should not be mostly a matter of working ring S

Lectures which are full of information are ﬁé:: 3§:f3{ i;ggbiggqoneoelf.
which are full of inspiraticn, -3

I would like more work in term and less in holidays.

As long as you 'get by' you are doing all right. |

The teacher ought to be paid for extra activiti

c e e one B E et ivities after school, .

Your standards of work should conform to those cf your'group

T4 is the tutor's jeb to get the students past the course :

Playgrouud duties are a waste of time. . :

Dinner duties should be done by paid extra helpers.

Out of school activities should be the responsibility of the Parent

meachers Association.
A stusient's life is generally too easy to encourage him to strive
; = V. - e



POSITIVE - 223 Enthusiasm. (b) Insistence on standards of proficiency.

208

¢) Conscientiousness. (d) The subject for its own sake.
(e) Understanding of transfer effect of work on personality.

Statements
11. I hate being poorly graded in a subject.
30, I came here to learn how to teach and I intend to work to that end.
39, There is satisfaction in completing a good piece of work.
¢8. 'This work hclps us even where we don't actually use it in teaching.
8%, 'Work hzrd, play hard' is the best motto for life.
91, All work involving opinion requires sincerity.
106. The amount of work reguired by College is reasonably light.
124. Hard work brings its own satisfaciion,
149. We should live to work.
157 The distinction between play and work should be non-existent.
174. To improve the status of the quzlification Training Colleges should
have a higher failure rate,
191. The best work you do is not always that which comes easiest,
206. It isn't possible to teuch a subject you don't enjoy.
227. 1In the.Training College you don't need intelligence so much as
; hard work to get through.
' 2%7. The most satisfying work is that which you do on your own.
252, Success in the college course depends on more than academic standards.
268. All teachers should be actively engaged in the P.T.A.
277. The idea of a Parent Teacher's Association is a gdod idea.
281, Good students are ones who are enthusiastically engaged in something
all the time.
285. The standard of College work should progress in each of the 3 years.
295, The Three Year course is a big improvement in the training of teachers,
FAKING STATEMENTS .
88, I like to get my work over and then go out for enjoyment - preference
321. I f£ind that I tend to put off my work until it has to be done -
: ; acceptance
154. Once I am in the middle of a piece of work I find I enjoy doing it,
: commitment
172. There should be freedom to be absent from lectures provided there is
complete freedom to fail - o et
189, Voluntary attendance at lectures should be obligatory « prcference
216, Attendance at all lectures is essential for passing the ccurse -

. acceptance
ATTITUDE TO AUTHORITY (B)

Arecas: 2ag Authority in Ceneral (b) Authority in School
—— 5

c) Authority in College

mGATIVE - (a) Rebellion (b) Carping attitudes

College Statements : e
4. Tutors necd to be opposed, or their demands become excessive,
2% Students still need firm guidance in their personal development,
52, On teaching practice the student is too often shielded too much from
the effects of his failurc,
61. Students need sterner discipline.

76

The majority of students have a relatively casy time in College.
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School Statements
104. The class and teacher form two separate groups,
119. A good Head should always support his staif,
123. ghloud voice is a :se{ul short cut to discipline,
. e essence of control is sci
170, A Head should be master inahizno:;ogihgggfact Bekvoen, teachen.and; Parel
187, The zresent day tiend is for teachers to be too easy with their pupils

General Statements
204, I don't like being told what I can or cannot do.

225, The tram@els cf authority are a brake on development
235, A community doesn't need rules, only commonsense. 4
245. Big communities are bound to have too many rules
250, Freedom implies the right t g4 .
p) ST P 8 o0 please yourself without interference from

261, It is very difficult to be co-operative without :

those in authority over you. being subservient to
267. Parents are too afraid to exert their authorit :

nowadays. ty over their children
276, Would you rather assume responsibility yourself

comnittee? y yourself than share it with a
- 293, Even vhen it is justified I don't like being told what to do.

NEUTRAL - (2) Conformity (b) Passivity
College Statements
9 Conformity ics essential if you are going to t
28, In the end 7uthor1ty always wins, i CRATUL
47. The student/tutor relationship is becoming too permissi ‘
. 66, Students need to know that their tutor isbat haid t;sizzg ZEETd?yS'
personal problems if they should require it. i in

School Statements
“81. Frequently justice cannot be done to pupils in matters of discipline
?

. but it should always appear to be done.
.99, A teacher must put up with some disciplinary failures i
n cla
114. Democracy is alright, but the real power must still rest Jlt; the teacrhe

General Statements
1324 Authority has to be accepled.
147. Ve don't have to understand rules to obey them.

165, Any group is as strong as its weakest member,
482, Everybody needs to submit himself to some discipline,
192. Do you often feel nervous when talking to someone in authority over you?

POSITIVE - éag 'Corporate' understanding (b) Responsibiiity
c) Co-operation

College statements
;g: ;zzdggzi iiidgizazieufﬁz$§; :ﬁerggrzggzingz?pagngrs entirely in College
42, gtudents should be treated as responsible people.
Tie St;gi:g:agiig ggizizgzzgi.EUIdance by their tutors in their
86. Onhlgag:;n§u2§2021§§ ;gilzzz?ent doesn't have enough responsibility for




94.

109.
127,

210

There should be more initiative and opportunity to:experiment alloved

to the student on teaching practice and less help from tutors and

teachers.
Students ought to be able to be trusted.

Tutors should be met halfway by students.

School Statements

152,
160,
177,
194.
209.
214,
230.

Teachers are on the whole very responsible people

A teacher should be obeyed because he is in char .

A school staff should be united. gerolatheiolass,

A staff should not be just a collection of individuals,

In d1301?11ne justice has to be seen, as well as done.

A hectoring teacher prevents concentration by the pupil

Teaching, for any age of pupil, depends on the i1 i
trapport! between teacher and taught. quality of the

General Statements

- 240, Authority alwvays knows best.
255. Every individual has a responsibility to the communi
s ry b unit k ) v
2;2. iﬁe Eerso; in authority must be obeyed because he is injzhz:iggﬂgtiiiVL.
280, e true leader of a group needs no official 44 & 1e
his prestige. position to establish
284, Licence differs from freedom only in its lack o¢f {hi14
res
288, You can't have freedom without responsibility.Q BORSibILELYe
290, Do you welcome additional responsibilities?
FAKING STATE:TENTS
“39, The teacner should trust his pupils completel
38, The teacher should trust his pupnils, bui Checi.to Commitment.,
make sure whenever he can do so unobtrusively. Preference
57. The teacher should strees that he trusts his.pupils, Acceota;:;

but let them know he checks to make certain that
they can be trusted.

ATTITUDE TO ONE ANOTHER (C)

NEGATIVE - (a) Selfishness (b) Introvertedness (c) Hardness

Statements
3, You can't be sympathetlc and survive ir any community,
22, ComTunlty iife gonv1nces you of the depravity of huran nature
21; i llkedto stay in when I am at home during the holidays .
0. I would rather have on i 30
Low, ny5o e good friend than half a dozen I didn't know
75. I often find it difficult to say what I really feel
~ 10%. 'Thinking' is better than 'doing', :
718. I have a lot of acquaintances, but no friends,
136, The world is an unfriendly place.
141. I don't like to make new acquaintances,
169, Real living lies in success not in personal relat
186. A comfortable staffroom makes for a lazy gtaff.a TR
20%. At a party do you shun taking a major part i gl SR
other party same suggested? p in any amateur dranatics or
220. Do you always feel that you are going to say something wrong when

talking to some celebriiy?



[ ]
224, I often feel lonely even when in the company of others. o
234, I feel some embarrassment when meeting strangers for the first time,
244. People say that I am rather 'reserved'.
249, At a social gathering I often feel that [ am the 'odd one out'.
260, I seem to have little in common with the majority of people I know.

NEUTRAL - (2) Willingness to mix (b) Lack of confidence in personal
relationships

. Statements
8.  Talking shop should be banned from the Common Room,

27. There are too many duties in a College community,

46. I have a very large number of friends.

65. People's opinions about me do not worry me.

0. I don't like people who are always trying to get more than their

fair share.
98, I like meeting n=w acquaintances, but don't know what to say to them,
113, I do not like to b2 alone.:
131, I don't like the idea of go;ng to a party, out I enjoy it when
\ I gb,t there.
146. Man cannot live alone. ciil
164, I get bored when I am by myself,
181, Man is first and foremost an individualist.
198, People generally talk tco much and yet say nothing of signlficance.
213, When you really get to know somebody else they nearly always tond
to become 'catty' about mutual acquaintances.

POSITIVE - (a) Extravertedness (b) Tact (c) Consideration
d) Friendliness ,

Sfatements
1%, Communal life develops your understanding of people.

32, - Communal life develops your liking for people

41. T.V. should be banned from the Common Room,

70. Politeness is consideration for others.

85, I am my brother's keeper.

93, I like to hear what other people think about things.
108. A new activity is always more interesting than an old idea,
126, I like being busy all the time,
151, I like to hear about other people's interests.
159, Club activities should be at least as important as academic work

in the College life of the student.

176. You need to be helpful to others to live fully yourself.
193. Vhen the truth is likely to hurt it shouldn't be told.
208, The majority of people, at bottom are kind hearted.

229, Sociability is the life of the school.

239, Everyone should have expericnce of living in a community,

254 . People are endlessly various and always interesting,

271, Residential colleges are much more educative than Day colleges.
275. Friendliness is a characteristic of the majority of students.
279. I would sooner go to a dance or social than a cinecma.



PAKING STATMENTS |
90, I do not like giving a lecturette in froat of my education group.

12%, I would hate to speak in front of a large audience. %%%ﬁ%%f%%%
156. I am not very keen on speaking my mind even in a —
small discussion group. X
On teacning will you prefer:- : Acceptance
17%. A small isolated rural school where social contacts
will be at a minimum. Accentance
190, A large city school where you will be just another R
cne of the crowd on the staff. Preferenne
217. A school in a medium sized market town where everybody
on the staff knows everybody else. . Commitnent

ATTITULZ TO CHILDREN (D)

* NEGATIVE -
(a) Behavioural attitude to children in general and particular

(a) Dogmatic. (b) Domineering. (c) Subject first. (a) Closed mind,

(b) Behavioural attitude to children in the classroom
(2) Authoritarian. (b) Anxious. :

-

Statements - (a)
- 2. The joy of teaching is in knowing your own subject well,

21. A chiid should be able to read at six years old.

50. The teacher is not also a member of the class,

59, It is more important to understand your subject than the child

74. The rebellious child is the son of overbearing parents. ;
102, Children don't know what is best for themselves,
117. Children need to be told what to do. 3
135. Teachers' responsibilities end at 4 o'clock.
140, The child respects a teacher who uses a bit of force occasion~1ly
168. Free expression is overrated = children should learn not play. ;

(A busy class is a learning class?)

185. It isn't necessary to know so much to teach in o Junior School,
202, The democratic teacher is a weak teacher,
219, Children admire a domireering teacher more than an unassuming one.
299, If a child is well behaved there is something wrong with it.

(b)

22%. You need to be a lot older than the children you teach before you
can teach without fear.

233, Teaching practice is a worrying time because you might get a class
you can't control.

24%: Tre chief problem of the new teacher is handling the 4th Year
children who are poorly behaved.

248, The new teacher should aim at being liked oy his class.

258, Probably the chief cause of failure on tecaching practice is
badly behaved children,

259, Children in class are always on the lookout to take advantage
of the teacher, s

262, A class is a group on its own and fundamentally alien to the teacher

265 1t is more important for justice to appear to ~e done than to e seb:
done in classe !

266. The teacher should never admit to being wrong ‘n front of his

C-‘ £ ey
L0




197.
207.
212,

228,

238.
253,
270.
283,
286,

214

Children want to be liked by the teacher.

Children seek approval from those in authority over them.

Teaching Practice needs to be longer so that one can establish
really good relations with one's class,

Children need to talk among themselves about the work in order
to understand it thoroughly, '

The withdrawn child is not a problem for the teacher.

Children need guidance,

Children appreciate law and order.

To work well children need approval,

Respect for the teacher is not taught but inspired,

FAXING STATINMENTS

Which of tnz2se statements do you agree with most?

17.
36,

55,

Children need spiritual guidance. Preference
Children shculd have spiritual gnidance from the T

?eacher. e Commitment
Children spiritually develop by themselves.'  Acceptance

Which of these do you disasree with must?

89, The cane does little damage to che pupil,
122, Sarcasm does a great deal of harm to the child,
155, Detention is ineffectual as a means of. punishment,
ATTITUDE TO LIFE IN GENERAL (E)
Areas:-

g

Personal Views (i) Cynical (ii) Pragmatic

Personzal Cualities (ig Childishness (ii) Immaturit
o — 3 : y (iii) Apath
Qualities of Find (i) Dogmatic (ii) Closed (iii) APathelicp 4

NEGATIVE - .

Statenents (a)

"

He
24.
53.
62.
T7.

105.
120,
138,
143.
171.
188.
199,

Trying gets you nowhere.

Community life makes you more indifferent to other people's protlems
Right and wrong are relative to the situation you are in, ;
If it works it is alright,

The scientist ought to be today's priest.

Everything can be explained by scientific principles,

The means doesn't matter if the end is a good one.

A thing can't be called true if you haven't proved it in practice,
Success is measured by the goods you have.

Life is a2ll a matter of 'power politics¥,

You have to join the 'rat race'! in order to live.

Influence is what usually counts in obtaining promotion,

statements (b)

205, The poor student is usually the childish one,

221, The importance of a job depends on the money you get for it.

Statements_’u:)_ !

226, 1 like to be able to see things as either wrong or right, not to

have a lot of discussion and uncertainty about them,

236. Discussion is pointless, because you never arrive at a conclusion.

246, The rebellious child is the son of overbearing parents,

251. Do you always 'know your own mind' on any partiéular question?
Having made a decision to you tend to look tack on it to see if it

263

was right?
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305, - People are very rarely sincere,

NEUTRAL - (a)
10, The present is a preparation for the future.

29, The important thing about living is to live f
: : > for
48, Practice is more important than theory. the present.
‘67. It is only necessary to give the o
3 he opportunit
will take ite. P y to learn and people

(v) Nil.
(g% The Giff R e
. e difference between discussion and argument i
is out to win in discussion. gument is that nobody
100. Important decisions tend to take a long time to make

115, Life is what you make it,
133, Good intelligence is more important than good character.

POSITIVE

éag Personal Views (i) Optimistic (ii) Idealistvic

b) Personal Qualities (i) Balance in listening to argument
ii) Honesty (iii) Emotional Stability
iv) Responsibility

(c) Qualities of Mind (i) Receptive (ii)-Open. (iii) Adventurous initiativ

Statements S )

15. ngEatlﬂn ;s the means for providing a better world,
. College makes you mor

;zg. O e pleaZure. e sympathetic to other people's problems,
72, College makes you think.

87. Discontent is an essential ingredient of a person's life

95, Full persona} development can only be achieved by williné sacrifi
110, Adolescence is the time for going out and exploring new exPericncze'
128. Thio;niihgiz.to true personal realisation is through sacrifice
153, Life has endless possibilities of self improvement,

Teaqnlng is a matter of inspiration not instruction at all

175. Life is like a pane of many coloured glass. :

!

Statements (b)
148, A sense of humour is essential to success in teaching.

161, A sense of humour is a saving grace in any student,

166. The clown is a thing of pity in the college community

178, Personal development is more important than developme;t as a teacher

183, The majority of studenis are still occupied with the problems ofc Tt
: adolescence.

Statements (c)
199, The value of college life is independence from home,

200, College should help to make you independent.
210, Socicty is an enormous complex into which each indivi

A ; ivid g i
215, There is no such thing as a foregone conclusion, i e s
231, Independence for its own sake can be valued too highly.
241, People are convinced by emotion rather than by log :cul argument
256, Society is ultimately the arbiter of what is good, 3
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COMPOSITION OF THE TPY-OUT SAMPLE AND RAW RESULTS OF THE TRY-OUT TEST, TOGETIIER WITH TEE REVISED
RESULTS OF THE ATTITUDE SCALES
School Colleze Final Grade Class Personality
Group A| Age ToLI] [P Main | Subsid, | Educie| 2'.P. | Family | Own| 1Q j B1N } B25 | B4D | F2S
Sc.
C.s.8. | 21.0 | 10 0] & B K B 2 In| 35| 24| BO| 92} 82
B.C. 21.0 8 8 B B. B A M M| 7] 76] 58} 56 4
S.F. 21,3 412 8 C C C B M M| 5] 63} 84 641 45
D.J.Fe | 21,10 6| 1 8 B C -~ C c M M{25] 38¢f 76 79§ 75
oHe IM UM} 18 84} 67§ 33| 63
S.A.L. | 21.8 SijEss Rl B B B+ B w 4y 33 12} 761 92 | 70
JeA.L, | 21.11] 8} 1| 10 B B C C 141 854§ 54} 14} 34
Jo.L.P. | 21.9} 10} 1| 12 B Cha C+ B: M} 6y 69| 56{ T0 | 60
R.V.P. | 21.5 61 1 8 D c C C uw IM{14f 16§ 94} 62| 175
J.H.R. | 21.0 Sk 289 C B, C Bi I Uw| 28| 70} 791 67} €3
J.M.Re | 21.0 {1 LA 9 C C B B M IM{ 13| 84 ) 45| 45} 67
E.A.U. | 21.0 81 1} 10 C C C C LM L3:1 500 1Dt 51 5 ko0
J.W. 21.9 74y Al g =3B C c B; M IM{ 25F 42 | 88} 58 | 94
J.H.C. | 23.0 Hefl? 9 Bi B C c M M j18% 62§ 46| 52| 89
Geog.
C.lM.D. = 9 C C D C M UM| SO¢ 44 | 12| 80 | 38
Maths.
Attitudes Sociometric Rev1 ed Attitudes
554 DH] %0y [aDa] ik Ky i SAT O |EEE: B A IBITLC D FE
C.n.B. | 225 | 164§ 211 {2521 168 | 67 g7 97 ~ 47 | 97 86' 156 1481 67
B.C. 218 | 187 200 | 260 | 182 }132 266 166 79} 107379 | 145{ 141; 68
S.F. 208 } 175} 201 {268 | 157 }104 169 136 58 85471 | 158 1653 57
D.J.F. 210 | 170} 196 | 253 { 150 93 166 105 48 9669 | 10311371 49
J.He 220 | 182} 196 {268 | 169 |103 188 87 38 83§68 | 1561 1541 74
S.A.L. 208 } 1741 197 1250 | 172 83 86 ‘ 89§80 { 152§ 130 ¢ 69
J.A.L. 253 | 184 203 {266 } 183 73 149 15 32 113§92 § 1611 1463 78
J.L.P. 216 | 187} 211 {284 | 183 76 113 93 60 95§80 | 1601 145§ 74
R.V.P. 210 | 176} 200 {253 | 167 76 96 100 32 84 k72 | 1331 127 § 57
J.HeRe 228 | 173} 190 {237 | 190 83 133 102 | 58 97T § 73 | 129§ 14213 74
J.1.Re 218 | 180} 199 1265 | 182 {122 224 125 66 102§ 79 | 156§ 1471 78
E.A.U. 238 | 192} 198 1145 | 178 {169+ | 216 100 48 1053479 1 15912301 71
JuWe 227 | 1891 187 264 | 156 {104 164 T4 38 91184 | 1301 154§ 58
J.keCo | 2c8 | 188 206 |263 | 174 260 | 167 94169 | 1411149175
C.M.D. 219 | 178 214 1257 | 171 193 146 67 | 74 | 130 ] 126 | €9
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School College Final Grade Class’ Perscrality

Group Bi| Age | '0' { 'A! Main Suggéd. Educ®*| T.P.| Family | Own | IQ | B1N |B2S | B4D fF2S

S.li.A. 22.01 7 7 C c C C M M Gl 42013951 55 33

L.B. 21041 T i C C C C 1M IM 81 771 201 27} 64

M.H.F. | 22 5 5 (¢ C C Cet 51 T 41 21 18

DeCiHS: 1215518 6 6 C c D D ), L M 6 91 41} 82 8

EJLJe | 25 8 8 C C c B 12 8 | 40| 56 2

S.M.0. |} 21 9 9 ¢ B c D 1981822586751 57 2

V.0.S. | 22 6 6 D c c C 15 ¢ 57 | 80:] 84 | 89

P.S.W.. | 27 5 1k D C C (¢ 23 | 28 | 89| 97 | 96
Geog'-\ .

J.GeAe | 22 5 2510 (¥ Cieee c c 32| 22| 89| 79| 66
Hist,

GeJoGe } 24 5 5 c c c c 16 | 82 | 18 | 32 | 42

J.He 6 3 |12 C D ChH C M IM [|39] 11} 8| 8 | 79
Geoge :
. Eng. '

Colisdio 1121 6 6 B C- B A M IM |31 ] 30 | 25 51 99

C.M.J.Ld 21 7 2 11 A B B c 22 | 36 | 94| 76 | 91

; Hist,.
w g@j;gggggugggw) Sociometric Revised Attitudes
A B C E K| K B[ By T[B T T 5

S.M.A. | 211 165 | 205 | 260 | 168| 52| 156| 94| 45 |+ 84} 70| 155 | 14C | 31

L.B. 219 | 181 | 185 | 243 | 155| 61| 105| 110| 53 91| 731|129 | 122 | 57

MIHIF 223 i=165% 191~ |~237 |1*118 35S K 7, 87{ 66105 | 115 | 75

DsCeHe—1+212-| 186 | ~208---248-|1 <159 1415 |-11L4 101457 17115 1-1525]:-145- .87

E.L.J. | 221 LIS 12250 et | B T4 2031 111 90| 75| 161 141 69

S.M.0. | 216 | 188 | 203 | 244 | 157 | 57| 163| 108| 53 91] 80| 144 132 | 62

V.0.5. | 237 | 190 | 220 | 277 | 181 |121] 257] 144| 68 | 112} 77} 183 | 152 | 70

P.S.We | 227 186 | 197 | 244 | 179 | 99| 184| 116| 60 91, 0| 156 | 127 | 72

J.GeAe | 232 | 196 | 213 | 258 | 177 3051 167 95| 84| 161 | 135 | 66

G.J.G. | 231 191 191 246 | 172 Z41) 134 81| 85| 147 | 128 | 69-

Je.He 242 | 186 | 215 | 263 | 170 2671 123 103} 73| 151 | 148 | 64

C.L.Je. | 240 | 194 | 224 | 256 | 174 2151 151 100} 771169 | 141 | 76

C.J.M.LJ 253 | 187 | 183 | 238 | 165 641 108 124} 70} 118 | 138 | 56
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School College Final Grade  (Class Eersonality
Group C| Age | '0'] 'A! Mzin | Subsid.| Educ’®| T.P.| Family| Own| IQ| Bll| B2S| B4D | F2S
ScCe
S.M.A. | 21.8| 17 1| 9 C v c C uw ww| 161 25| 69| 84| 66
Ulhe 21.6| 6 6 c: C B g 50| 84| 71| 21| 61
A L.C. 11212011105 | C C C Cc 23| 76| 44| 40| 82
v.D.C. | 21.0| 5 5 C C B C LW M| 38| 34| 36| 60| 96
R.J.E. | 21.0| 8 1|10 B C B B oW | 42| 33| 77| 45| 17
D.9.B.J§ 21.0| 8 8 D C C D 1441t 5111 6111  £10L] 95
I.4.J. | 21.0]10 10 c C c Cc 13| 66| 25| 54| 61
A.J.0. | 27(M) c c B B 15| 94| 22| 23| 82
EJ.P. | 21.0| 4 4 C 3 B c c M Ml 10| 79| 16| 41| 31
MoJ W 5 2| 9 c Cc B C M 23| 90| 28| 15| 3
Hist.
F.X.0. | 23.0| 6 6 + c 4 Cc 14| 58| 24} 37| 29
Geog,
P.E.S. | 27,0} 5 5 B B B c M M|l 46| 8| 971 99 | 93
Enge
T.Se 27.0 | 5 5 B B B A M ww| 33| 89| 18 27| 79
: : Enge
W.G.Te [29.0 | 6 6 c C+ c B W wl42| 32| 75| e8| 83
Geoge
J.H.T. | 34(M) C D C c W wl 7 4| 81| 97| 81"
Attitudes (Row) Sociometric Revised Attitudes
s A B 0 D E | A, A B | By A B C D E
S.1.A. | 222 | 184 | 216 | 259 | 187 | o9& 148 | 106| 57 | . 95 78 | 165 | 142 82
T oA 199 | 167 | 215 | 237 | 167 150 | 107 9% 7€ | 156 | 130 65
A.L.C. | 228 | 177 | 203 | 244 | 181 | 44 61 75| 63 106 | 73| 155 | 139 78
V.D.Ce | 227 | 272 | 209 | 252 | 191|111 200| 166| 81 95 | 82| 154 | 115 71
R.J.E. | 230 | 181 | 202 | 255 | 168 | 107 252 | 99| 42 87 73 | 132 | 123 72
D.M.B.J} 235 | 173 | 222 | 263 | 183 | 41 81| 125| 59 106 57| 176 | 153 73
IMJe | 241 | 182 | 214 | 253 | 168 | 121. | 244 | 134| 65 83 741 157 | 134 | 100
AJ.0. | 222} 181 | 190 | 260 | 169 9 20| 87| 43 85 | 78| 126 | 148 69
B.J.P. | 207 | 168 | 202 | 234 | 178 | 19 241 48] %0 | 111 | 96| 192 | 135 | 102
MoJoWe | 229 | 186 | 208 | 264 | 183 | 69 106 | 130| 72 91 | 85| 144 | 142 70
F.X.0. | 291 | 153 | 198 | 261 | 147 | 96 230 | 137| 58- 85 57| 145 | 140 76
P.E.S. | 243 | 185 | 210 | 24 | 170 | 58 114 | 132|.63 | 110 | 74| 156 | 146 74
T.S. 201 | 185 | 199 | 255 | 178 170 | 153 89 | ‘83| 142 | 132 70
g.g.g. 229 | 197 | 204 | 258 | 176 | 72 152 | 152| 45 108 | 79| 149 | 147 82
LT, ) 213 194/ 210 ) 245 ) 160 ) 59‘/ 150 ) 108) 50 | 87 ) 86 | 155 ) 134 | 70/
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s.chool

College Final Grade

Personality

—— " —

Group D| Age | '0' | 'A? Main Subsid., | Educ®®| T.P.| Family | Own| IQ| B1X| B2S| B4D| F2S
Ve TY | 7 bl g e 3 | 14| Frch, Bi| Eng. B BS 5.1 IM 47 (AP LU e g 5y T
V.B. 21,0) -7 1 9| ¥rch, B | Eng. C v B - uw M| 33| 97 3 5 3
J<.Be 23.0 1f 2 11| Frch, C | Geoge. C C C uw IM| 15 77 67 30 82
GiN. 05 | B2250! 1847, 15 B IERGE G Geoge. C C c uw UW) 40| 74| 38| 34| 40
TR G. 2192150126 1 8| Frch. C | Geog. C C B M M| 11 6| 93| 90| 54
AR K 822501810 3 | 16| Eng. B Frch, C+ C A UM UM| 35| 86| 73| 56| 60
JeReKert 152325106 1 8| PK. B Eng. C B c uw ™| 19| 66| 56| 43| 45
E.J.M. | 22.0] 11 3 | 17| Frch. C | Eng. C B C M IM| 24| 51| 49| 76| 68
J.0. 21.0| 6 2 | 10| Frch. B | Eng. C c c ™ Ml 6| 30| 38| 72| 61
BiA R 0|R2150 1816 2 | 10| Frch., B | Eng. B B + M 28| 33| 96| 72| 96
M.S. 22,01 10 1 | 12| Frch. C | Eng. C 't v uw UW| 45| 67| 28| 24| 31
D.B. 22.0| 6 2 | 10| Geogs B | Scce. B+ + B 36| 58| 61| 10 4
T.A.C. |1 25.0]% 6 1 8| Maths. C| Scce. C D D oW M| 291 56| 21| 12| 27
Mo R e [ TR0: T - 7| Frch. D | Frch. D D D UM M| 35| 12| 57| 86| 53
Polis 22.0] 6 il 8| Maths, C| Scce. C+ C B Sl gs el is0
P.M. 22.0] 6 3 | 12| Geog. B | Hist.C C C M IM| 17| 23] 57| 92| 63
J.Te 22.0| 6 1 8| Frch. C | Eng. C B C M W | 38 31 83 79| 75
J.H.We | 24.0| 4 1 6| Frch. D | Eng. C D c M M| 32| 46| 71| 90| &6
Attitudes (Raw) Sociometric Revised Attituces

Group D A B c D B Al A B 14 A B c D E
T3 UeDe 224) 182 | 218 | 260 | 174 | .86 | 146 { 48 | '72 104] 82 165 | 144 70
V.B. 2231 191 | 193 | 266 | 171 87| 189 | 155 64 94| 81 135 | 149 71
J5Be 23€| 204 | 232 | 245 | 193 90 | 151 | 128 €1 104] 93 147 | 140 83
G.M.C. 215| 183 | 192 | 245 | 172 75 | 168 141 61 89| 68 142 | 128 69
J.F.G. 2251 209 | 219 | 288 | 181 431 118 | 111 98! 85 169 | 170 76
A.B.X. 2241 183 | 211 | 256 | 157 68 1 147 | 122 61 F 901 77 149 | 135 68
OaReKe 2401 199 | 172 | 286 | 186 | 142 | 299 | 230 96 104 91 172 | 152 79
E.J M. 2281 202 | 227 | 272 | 174 97 | 280 | 180 84 971 89 165 | 152 73
J.0. 2221 186 | 211 | 271 | 164 58 | 128 | 13€ 60 91| 172 153 | 152 55
E.A.R. 2161 172 | 163 | 276 | 184 30 68 70 27 104] 56 119 | 166 68
M.S. 2231 176 | 206 | 250 | 165 511 133 | 115 48 8¢l 77 171 | 134 70
D.B. 222 | 174 | 187 | 247 | 163 | 114 | 260 | 225 98 961 77 134 | 131 61
PoALC, 217| 176 | 187 | 247 | 168 94 | 193 | 126 65 93| 64 126 | 139 77
M.J.E. 211] 184 | 203 | 247 | 166 | 124 | 373 | 169 80 87| 111 150 | 114 67
RIS 205|185 | 200 | 241 | 166 | 101 | 205 | 151 72 84| 170 146 | 133 é8
P.M. 2101 188 | 193 | 237 | 158 65| 126 { 150 72 85| 174 136 | 124 61
J.T. 215|189 | 209 | 251 | 170 531 135 { 107 48 90| 80 150 | 142 70

) FeE-We | 2250184 | 212 | 294 J 182 ) 92) 248) 131} 60 ) 93 78 ) 129 i 163 i 80

/
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School College Final Grades Class Personality
Group E | Age 0! ['A' Main Subsid, Educ?*| T.P.| Family| Own| IQ| BILN{ B2S| B4D| F2S
D.M.D. | 21.0 | 6 | 2 |10] Geog. C| Music € c c gl 95! 20| 10} 36
JoH% 42.0 | 5 miscellS | Maths C| A/C B C c M UM| 26| 80| 41| 24| 83
exans
M.C.H. 21.0 | 9 9| Geog. B| P.E. C Cc c STHIESIT 18X 2] 86
D.B.J. 21.0 6 2 |10| Eng. C | A/C C C G IM M| 16| 46| 34| 41| 76
J.M.L. 22,0 9 9| Maths B| Scce, B- B B LM IM| 42| 29} 15| 80| 11
+ Bek.L, 41.0 7 7| Maths B| Music C B B UM M| 24| 16| 87| 62| 86
HeO% 22.0 8 2 |12| Music B| Hist, C B B M Mf 9| 92| 13| 71| 16
eyl 22.0 7 2 |1l1| Music A| Frch, C C C MC MCc| 48] 90| 35| 65| 15
J.}eB. 29.0 5 5| Geog. E! R.K. D D ¢ M MC| 14) 33| 27| 63f 83
UL, 41.0 2 5 |12 Maths B| Scce. C B- B oW M| 31| 16| 61| 82| 56
11.J.G. 21.0 8 3 |14| Geog. B| Music C c ¢ LM M| 33| 62| 46| 51| 40
H.M.L, 35.0 6 1 8] Eng. C| Scce. C C c 10| 76| 53{ 26| 87
R.A.M, 21.0 5 2 9| Geog. B| A/C C c C MV uM| 24| 82| 88| 35| 91
M.C.M. 21.0 6 3 |12] Geog. B| A/C A ¥ C )% "LM| 28] 96| 18 5| 84
L.T. 23.0 8 8| A/C Al Geog. C A A M 401 791 24| 75| 90
E.J V. 22.0 8 3 |14] Geog. C{ Eng. C + ¢ uw IM| 43| 32| 90| 77
TLGeWer |3 2150 7 7| .Geog. C| Hist, C B B 11)% uw| 34| 81] 46| 43
Attitudes (Raw) Sociometric Revisad Attitudes

GroupE || EASIT 85 |1 c o Dt s B o} HAg Al 8 ¥FB [i A B oG D E
D.M1.D, 2%2 | 190 | 206 | 266 | 190 89 112 78 52 107 81| 155| 145 46
Jstle 222 | 191 | 221 | 252| 203 5 16 177 40 110 88| 160| 153 €7
M.C.He 239 | 195 | 168 | 265| 174 | 109 240 78 40 102 83| 124| 146 73
DEB U 225 | 136 | 230 | 267| 183 | 103 173 97 39| 103 66| 169| 156 75

ST Ml 224 | 191 | 198 | 248 164 | 52 114 78 41 85 80| 115| 142 70

SRR (e 223 | 183 | 214 | 263| 188 31 60 74 43 94 78| 156 | 146 73
H,S% 228 | 175 | 183 | 242| 160 40 78 90 | . 43 96 72| 131| 121 66
SeM.Se 228 | 181 | 192 | 241| 172 96 150 125 58 88 82| 136| 131 66
J.JM.B. 221 | 196 | 211 | 261| 173 86 125| 144 82 99 80| 1%2| 140 71
Vv 223 | 205 | 221 | 269{ 191 46 116 82 43 107 87| 130| 144 80
M.JGe 215 | 179 | 10| 221| 178 | 183 3071 147 72 89 771 13%6| 116 13
H.M.Ls 225 | 197 | 197 | 259 161 24 52 - 92 54 108 761 147| 140 12
R.ALM. 234 | 188 | 209 | 247) 175 26 43 8l 87 107 721 149| 131 13
M.C.HM. 238 | 196 | 158 | 2¢€7| 167 | 135 230 159 80 .98 831 122| 146 68
LT 228 | 179 | 195 | 241} 174 | 100 189y 207 95 100 781 136| 128 T1
Eod W 239 | 183 | 207| 260! 175 | 124 240) 152 71 94 741 142] 153 65
DG ) 201) 176) 204/ 227J 167J 41 ) 63 175) 8OJ 88 66 147| 133 72

i -

T NIRRT .
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Schicol College Final Grades Class Personality
Group F | Age 0! | AT Main Subsid. | Edue®® | T.P.| Family |Own | IQ | B1N | B2S | BLD | F2S
P.N. 21.0 9 TaleilelaGeogsaCaliwA7CaguC C C IM 1A | 37T 17| 27 1
PJ.A. 21.0 6 o 1.0, [ AZCE S CH ERAKSES0 C C- M M|l13]| 91 2| 14| 16
P.J.B. 26.0 8 8 | A/C B-| Hist. B- B— B UWw owliol s7| 45| 60| T0O
K.M.C. b1.0 ! 9 9 HWA/caécH Eng.b G B c uw UW |31} 97| 55 SElgl
J.M.F. 22.0 T 1 9 | Maths.B | Sce. B- c c UwW uw |57 41| 34} 64)] 35
M.E.H. 21.8 6 1 8 | Geog. C | A/C B v C 39| 34} 34} 24 2
A.R.H. 21.0 7 3 | 13 | Freh. C | .Eng. B B B uW uw | 32| 93 TS| T3
JA L, 22.0 6 1 8 | A/C C | Maths.C (v '+ M aied ey gnd ] L RS e S HE T
F.P. 21.8 8 8 | Frch. A | Eng. B B C M M|LkL| 97| 73| 60| 55
M.J.R. 22.0 6 2 {10 | Frch. C | Eng. !B B + M 391 97| 70 9] 94
D.M.R. 22.0 6 3 {12 | Frch. D | Sce. C+ c C 8| 86| 30| 27| 87
J BB 21.0 T 2 |11 | Frch. C | Eng. C v C M "M|4s5)]| 59 25}t 60| 1i
S.AAL 21.0 8 3 |14 | Frch. C | Eag. A B B UwW uw |18} 12} L4 | 8o} 22
H.S. 21.0 9 9 | Eng. C | Geog. B C c M uwis7] 751 49| 48| 73
J.A.S. 21.0 8 1 |10 | Maths.B | A/C C C B 30| 97| 19 1| sk
P.A.T. 21.0 9 9| Geog. C | A/C C ¢ B LM IM|23]| 20| 58] 60 5
E.A.T. 22.0 T 119 Engt:C il A/C i C C g Ui uw |15 ]| 88} 11} 1k| 95
J.M.W. 21.0 T 2 |11 | Geog. B | A/C A B B IM IM | 17 31 79| 98] 9k
B.¥W. 22.0 5 2 D HiEng.ifiCc I A/C I B B C 36 Lst 26| 39| 21
E.W. 39.0 9 9 | Maths.C | Sce. C C, 0 1617 uwi{31}] 95| 22| 20| 2k
G.D.W. 21.0 5 219 Eng.lfC il A/C § C CE3) o M M|33| 80| 67| 18| 94
J.W. 22.0 T 1 6 |A/C B | Eng. C T B 27| 49| 26| 56| 61
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Attitudes (Raw) Sociometric Revised Attitudes

Group F A B ¢ D E A A B B, A B C D E

P.N. 211 | 177 | 206 | 252 | 178 | 126 224 | 157 73 75 76 | 147 | 137 68
P.J.A. 212 | 189 | 209 | 242 | 169 | 106 249 | 148 65 90 75 { 152 | 136 67
P.J.B. 230 | 198 | 200 | 253} 183 80 250 ol L2 96 92 | 141 | 1Lk 70
K.M.C. 230 | 190 | 180 | 252 | 187 91 69 96 T3 11152 as
J.M.F. 255 | 192 203} 272} 191 | .90 168 | 129 55 113 89 | 142 | 148 82
M.E.H. 216 | 175 | 196 | 256 | 168 | 126 223 | 162 T1 80| ‘76 | 136 | 138 68
A.R.H. 216 | 178 | 203 | 253 | 176 : 163 | 113 93 75 | 137 | 133 Th
J.A.L, 212 | 185 | 203 | 234 | 165 182 | 124 90 64 | 149 | 115 87
F.P. 223 | 181 | 210 | 232 | 181 96 | 129 104 T4 | 157 | 129 70
M.J.R. 241 | 187 | 202 | 284 | 181 322 | 133 104 86 | 139 | 162 80
D.M.R. 217 | 179} 189 | 251 | 170 174 96 90 79 | 136 | 141 67
JRBS, 209 | 169 | 209 | 264 | 170 176 | 121 85 T1 | 159 | 145 Th
S.A.A. 222 | 203 | 233 | 274 | 191 85 227819347 53 95 83 | 177 | 154 87
H.S. 206 | 182 | 189 | 233 | 170 95 2ho. | 117 48 75 68 | 131 | 127 64
J.A.S. 221 | 177 | 192 | 257 | 169 2 35 | 119 54 ot 86 | 129 | 142 68
PUAST, 210 | 165 | 198 | 230 | 170 140 | 1ko 78 76 | 145 | 132 71
E.A.T. 214 | 185 | 203 | 267 | 180 110 | 109 77 T4 | 147 | 148 T2
J.M.W. 225 | 270 | 216 | 260 | 169 252 | 165 93 62 | 166 | 134 T4
B.W. 208 | 181 | 208 | 263 | 170 | 106 271 | 11T 42 82 71 | 142 | 151 73
E.W. 215 | 181 | 171 | 254 | 180 55 132 81 37 84 | ¥80 | 123 | 143 T1
G.D.W. 219 | 173 | 217 | 257 | 175 | 125 270 | 100 L1 90 68 | 153 | 141 68
JoW. 218 | 188 | 213 | 251 | 173 | 10T | 235 | 145 68 | 90| 76 | 166 | 148 | 85
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Szrool College Final Grade Class Parsonality
Group G [ Age 10' | 'A!? Main Subsid. [ Educ®"| T.P.| Family | Own| IQ |B1N | B2S | BLD
C.M.A. 21.8 6 1| °8 | Music C | Hist. C £y B IM IM| 11| Lk 3
J.B. 24.0 5 5 JeBngs wCil- A/CV . C C C 11 |-51| 667
J%<B. 21.0 8 1 | 10 | Geog. D | Hist. C C C IM| 30| 98 5
AsL:C. 21.0 8 3 {14 | RZK A | Music B B c IM IM| 27 | 9L 9
M.P.F. 21.0 6 2u:1 10 J20/CL «Csl Hist.'B o C UM UM| 13| 50| 49
M.J.G. 21.0 7 T | Musie C | R/K C C B- Uw IM| 22| 15| 27
A.G. 22.0 6 3 |12 | R/K C | Geog. C C C+ M Uw| 14 | €1 | 23
K.E.G. 21.0 6 2:1:10 HeR/IG CaCal-A/CIA O C B M 34 | 88| 67
S.M.H. 21.0 8 Tl 10 SIER/K " =Cs|A7/C. LG C G M 11| 24| 89
E.H. 21.0 6 1 8 | Geog..C:] P.E. C B B M IM| 23| 78| 67
S.E.H. 21.0 8. 8 | R/K C'| Music C C ¢ * M| 29 | 50| 52
P.J. 22.0 7 1 0 HeA/G s0:1 R/K 0 c C M M| 15 | 94 | 31
H.A.L. 21.0 5 5 1*R/K +Ce| Eng., O g C+ uw uw| 22| bo| k2
E.M.L. 21.9 8 1 |10 | Maths B | A/C B B B+ IM 26 | 65| 34
J.M. 21.0 T 1 9 | Geog. C | A/C C (v ¢ UM uM| 27 | 67| 55
J.A.M. 21.0 6 6 | Geog. D | A/C C C B 13| 76 8
J.P.N. 21.0 7 T | Maths C | A/C C C C M M| 26| 37| 65
C.M.P. 21.0 | 10 10 ER/K s C=| Eng.: @ C C ok (8 Pl ! s
P.A.S. 21.0 8 55s] 12 i Beog.sCs| Hist. C o) 4 Lo | 61| 60
V.R.S. 21.0 6 2 |10 | P.E. B | Frch. C C\ A M M|35 | 87| 12
S.W. 22.0 6 6 i Eng. SE1"P.E. G G D UM M| 33| 95 1
M.V. 21.0 g 21110 WlsP.H, BAl Eng. G C C+ M 15 | 80| 50
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Croup G A B C D E A A ‘, B A B c D E
C.M.A. 212 | 177 200 247 176 104 104 81| 78 | 149 135 T1
JiB% 239 | 176 202 265 172 270 123 101 | 68 | 148 141 71
J.B. 192 | 181 200 238 1Tk 73 68 88 | 80 | 1ko 135 82
1 ASTS G 218 | 172 193 232 173 140 91 86| T2 | 134 125 T4
M.P.F. 222 | 182 193 248 171 91 (75 91 | "68 | 145 135 63
M.J.G. 233 | 180 212 262 176+ 119 104 96 | 60 | 156 99 87
A.G. 218 | 191 210 269 18)4 119 109 99 | 84 | 1ks5 1L5 T2
K.E.G. 199 | 182 198 260 170° 35 66 80| 85 | 149 14y (f
S.M.H. 230 | 170 196 245 169 108 136 98 | 76 | 148 124 76
E.He 223 | 175 206 260 181 65 87 o4 | 69.| 151 145 Th
S.E.H. 211 | 175 191 230 169 21k T4 87| 66 | 135 130 65
P.J. 219 | 188 203 251 164 €5 53 96 1 83 | 145 1ik2 62
H.A.L. 226 | 190 205 265 185 92 79 92 | 75 | 126 152 78
E.M.L. 217 178 8] 2108|263 B E1LT3E 1T 106 | 147 89 | 12 | 158 153 T2
J.M. 217 { 181 191 |. 251 162 106 170 98 | 75 | 137 135 T1
J.A.M. 214 | 180 201 250 174 98 167 93 | 76 | 144 78 72
J.P.N. 219 | 199 220 269 171 7 103 93 | 80 | 164 131 5
C.M.P. 212 | 187 210 242 173 80 1Lk8 39 | 66 | 1LkL 136 69
P.A.S. 219 | 188 196 248 177 86 100 84 | 80 | 138 137 66
V.R.S. o2 | 192 191 262 169 316 142 103 | 68 | 134 131 75
S.W. 218 | 194 206 240 183 8L 63 85 | 90 | 11 1h9 77
1 M.V, 211 | 174 206 275 168 SOW T, -89 |~63 | 150 133 72
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DIX 3

I iaiim—

.Scoring Groups on the Attitude Scales

p— — e — e
Statements significantly dilffcrentiating between High and Low

.. 'AY Scale Frequency of Statements '
5 '
Significant Significanc Significant
Statement Difference Statement |Difference Statement |[Difference
No. between No, between No. between
Means Means Means
11 2,41% . 222 U2 147 N2
6 0.00 227 .10 152 2,69
11 <65 232 2.64% 160 1.12
16 =392 237 2.24% 165 1.35
20 377 242 1.4 17C .28
| 25 2. 79%:% 247 2.85%:% 177 2.56%
30 34 252 - 182 3.15%
© 35 redl 257 = 187 -1.07
39 TRRITEE 264 2.6y 194 1.87
Lyl 1.99% 268 2.85% 204 1.13
49 L4, 12%% 2717 W77 209 2.02%
54 0.00 281 1.68° | 2114 .89
58 1.08 285 2.70%:% 225 1.04
63 .52 294 1.93 230 2.16%
68 2,13% 295 1.58 235 .65
73 .61 296 .98 240 «56
78 =459 300 3. 46 245 2.,67%%
83 2.89%% 250 1,39
88 .49 'B' Scale f Frequency 255 2.41%
9l =36 of Statements 261 .61
96 -.88 2075~ 2, 72%:%
101 2,72%:% B oy 2272 0.00
106 1.91 9 - 1.66 276 1.58
111 1.98 1y 1.34 280 2.95%%
116 .33 19 1.93 28u 1.02
121 1.62 23 3.98%% 288 2.87%%
124 1.97 28 2.65%% 290 1.65
. 129 1.93 33 3.55%: 293 2,83%%
134 3.27%% 38 1.56 303 2.45%
139 .38 42 1.34
144 48 47 1.58 'C' Scale t Frequency
149 .65 52 2.39% of Statements
154 3.36%" 57 2.25%
157 2,90 61 2.23% 3 1,50
. 162 2, 55%% 66 5., Tyt 8 -1,02
167 1.64 71 3,51%:" 13 1.69
172 2.49% 76 6. 4O 18 3.00%:%
174 5.36%:% 81 A4 22 | 1.30
179 2.57% 86 1.89 27 +95
184 3. 24 gy 3.40% 2 L, 623
189 1.18 99 ~,22 37 Bl 5
191 2,90%:% 104 1.69 41 .59
196 2.53* 114 1.84 46 5. 5y
201 3.07:%% 119 250% 51 L, 58%%
206 1.52 127 2., 75%% 56 L, 5%k
211 3k 132 1.51 60 2.57%%
216 2., 70%:% 137 .27 65 -1.78
218 0.00 142 1.66 70 ! 2.20%




¢ Significant Significant Significant
pifference : Difference T _ | Difference
Statement |y .o .en Staﬁzment R, SLQEment e
No. Means * Means 2 Means
: 'D' Scale |- Frequency 228 43
75 l'ﬁi of Staltements 233 1,44
80 : OR) 238 3. 55**
85 ~:26 2 2.73%% s Noria
90 3.83%% 7 3. 508 G .
93 3.06%% 12 2.93%% s il
98 Y, 76%% 17 14 +.65
A 258 5.90%:
103 i e 21 .91 Foe
e 259 3, 55
108 3.03%: 26 1.93 5 Sa
113 2.08% 31 - 2.4 Sk
Foe : 265 2.24%
118 J.53#w 36 1.34 =
oot KA 266 1. 30
123 2:82%% 40 2.20% LA
o 269 1{,.5\)3--.
126 2,34 45 1.86 270
= % | -89
131 1.09 50 2.07 i
S 273 3. 8O
136 3.70%: 55 il b 5
= i 274 6. 21 %%
14l 4, 60O 59 2.,40% B
tadle 1 Lo 278 2 .87
146 4,01 n 2,23%
Lo ote o . 282 l.oo
151 3'4001- 69 2. 26“ Yo oty
Sese : 283 2,73%:
156 3,46 T4 -.81 3
oo JORN 286 3' 82“5{
159 2.13% 79 I, L6 i
t . \ 3 287 30 38”"
164 2.08% 8k 2,56% X0
Lt - aste 289 5. 71" SN
169 2,85%% 89 3. 505 5
o 291 -.79
173 2,82 92 1.06 23
7y o' e 292 3.260“
176 2.54% 97 48 e
297 3. 95""
181 .63 102 -8l
Jaote 298 "l 007
186 2,930 107 1.68
299 1.29
193 .94 117 1.82 iz
.99 122 4,95
;gg x ik 125 otsehel BB CL Sl Ene duenoy
208 2.41% 130 .25 of Statements
213 3.00%:% 135 3.98%%
217 2.06% 140 1.64 2 s
FORH 10 -l. 45
220 2., 674 145 .60
g 15 1.95
224 3. 50%%= 150 «55 ol 1.7
229 1.92 155 2,47 P o
23l 3.00%% 158 1.13 31 2'?6*
239 1.51 163 .48 H s
1 3,38 168 2,36% i e
249 4.69% 180 =.21 iy el e
254 3.40% 185 3,33 s -96
260 3. 75%% 192 1.09 = -~i”
271 -.43 197 2.45% 2 "}-5;
275 3,254 202 3.68%% i i'sg
279 2.56% 207 2,69%% 82 1'57
302 | 3,27%% 212 1.05 8% 2.6!
213 1.67 i 3'8;&&
223 . 93 % gl
e 100 2.58%

T —— e . e ]
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Footnote

! S%gnlrlcant Significant Significant
Statement Difference | qio+ement Difference Diéferen(n
o betwecen No between BLatenens E.t-- o
Means $ Means ‘No. SRS
: Means
105 3.28%%
110 3.92%%
120 2.61%
128 ~ e
133 1.31
138 .69
143 4, 6g
u8 3,17:5% s
153 2.50% i
161 2.56%
166 12
171 2,75%%
175 1.09
. 173 2.18%
-183 28
188 1.23
- 195 l.44
199 1.90
200 Y, 68%"
215 1.03 ‘
. 210 2.18% - d
215 .62
221 1.98
52296 ; G
231 Ak
241 e lil,
246 1.14
.251 2,62%
256 .72 e
263 -.79 :
304 2,59%:%
305 2,82k .
¥ =.5%_$igiificance = 1% sighificance.
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APPENDIX 4

DATA FOR THE VALIDATION Or THE ATTITUDE SCALES ﬁ"AIN“T

Criterion A.

FOUR INDEPENDENT CRITERIA

Correlation of Final College Score with Attitude Seale

228

Criterion B.

The standardised marks of the revised attitude test (Appendlx 2)
were used for this criterion.

Correlation of Final Grades with Tutor Ratings

gauLiES Final Grade patings Final Grade

Student Avge" gzgi Total SRR s gggig Total
A 1 42 42 L6 C 1 26 26 28
2 39 40 43 2 20 7 31
8 2l 25 31 3 20 28
L 34 30 31 y - 30, 31
-5 35 : k1 5 45 3%
6 36 3k 6 12 o2
7 31 35 35 T 38 3]
8 16 15 25 8 18 31
9 22 23 3k 9 30 31
10 20 34 10 25 20 28
11 20 28 11 37 45 37
12 30 -34 12 36 38 4o
13 40 - 34 13 34 35 32
14 19 25 1L 23 23 25
B 1 18 28 D 1 32 35 Lo
2 22 22 28 2 35 35 34
"% 22 28 3 25 25 28
k 17 & 22 L 25 25 28
5 28 26 31 5 29 30 31
¢ 40 28 6 42 LYy 38
T 20 25 T 33 33 34
8 31 34 28 8 27 31
9 31 28 9 35 : 31
10 29 10 25 25 37
11 22 2k 25 11 25 25 28
12 40 43 39 12 45 L5 38
13 Lk Ly 40 13 L7 17 21
14 17 18 16

15 25 22 32

16 34 35 31

17 26 26 31

18 13 17 22
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Ratings Ratings
Student .. Modal | Final Grade Student Modal | Final Grade |
AvES Score Total AVESs Score Total '
E 1 30 22 28 G 1 25 21 31
2 18 31 2 32 26 28
3 22 22 31 3 23 25 25
4 20 . 28 N 32 40
5 ko 39 5 25 2l 31
6 45 37 6 30 25 30
T 34 37, T 36 35 29
8 31 34 8 28 31
9 10 16 16 9 20 i 28
10 34 36 10 34 33 34
11 26 25 31 11 20 : 29
12 22 - 28 12 22 23 28
13 30 28 31 13 27 27 29
1k 37 37 14 %0 - ko L1
15 42 nh 46 15 22 20 28
16 33 30 28 16 27 25 38
17 33 3k 3k 17 25 : 28
18 3Q 30 28
Yol 32 32 28 19 27 25 28
2 10 27 20 32 37
3 28 37 21 20 20 25
4 40 33 22 32 32
5 35 £33
6 22 22 31
T 33 37
8 25 —-28
9 L5 45 L0
10 37 42 34
11 22 22 26
12 25 2k 28
13 ho% | 25 ko 40
1k 25 34
15 26 28 31
16 30 30 28
17 33 33 43
15 30 34
19 30 30 28
20 25 28
21 27 27 3k
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Criterion C. Validation;- Thurstone Chaye with Likert Attitude Test

on Try-Out Sample:

T.C.5t% Likert
Neme| a°| |l ¢ | D] B |Scores- | o]l B| ¢| ] & | St
iTotal Scores
i Total
S.A. | 72 | 61 |56 |63 | 65 317 51 | 5% | 71 | 55| 68 299
c.B. |65 | 66 |65 |58 | 50 | 304 5T | 69 | 61 | 70| u3 300
B.C. |56 | 41 | 37 |53 | 58 | 245 T2 | 56 |50 | 50| us 273
P.K. |69 |87 |56 |29 | k2 | 283 T2 | 54 |51 | 48 | 45 280
B.L. |48 | 44 |52 | 78 | L3 265 4bs | 43 | 63 | 67| 52 270
R.P. |39 [ 3L [52 | 4T | 45 21} 38 | 43 |37 | 30| 27 175
v.s. |63 | 69 | 43 | 43 | L5 263 - 66 | 35 | 37 | 38| 57 233
S.8. |41 |57 | 7h |6k | 63| 299 Sk | 63 |'8u | 67| 77 345
B.S. |54 | 50 |50 |37 | 18 209 56 | 43 | 35 | 25| Lo 201
J.P.|78 | b2 |76 | 64 | 48 | 308 2L LELIST 1 65 BIR57: 11855 288
c.J. |50 42 | 69 | 37T | 43 2kl 61 |52 | 76 | 52 | 58 299 .
E.P. |43 |59 |52 | 49| 70 | 273 78 } 87 | 99 | k5 |100 309
c.L. |72 |30 |13 |20 | 50 185 97 | 39 | 20-| 48 | 25 229
c.W. |72 |35 | b | k1| 38 230 LTENST & 3351855 7 259
sins 1039 1937 §| k1 8|5kl F 658) & 233 45 | 57 | 56 | 35 | uT 240
S Wl Uk | 63 [ 52 | 47 | 62 | 268 4o | 57 | 46 | 62 | 60 265
B.L. |50 | 43 | 69 | 67 | 68 | 297 5315k 1| 16184 357 LEE3 278
E.U. |46 | b4 | 5k | 63 | T8 285 69 |56 | 65 | 35 | 50 275
P.M. | 65 | 28 | 20 | 31 | 22 166 40 | 46 | 39 | 28 | 33 186
c.D. |28 | ks | 61 | 51 | 38 223 13 | 46 | 33 | 30 | U7 169
D.M. |41 [ 38 |39 4| 28] 195 28 | 48 | 56 [ 57| 77 266
M.F. |35 | 40 | 48 | 35 | L8 206 43 | 31 7T 1|18 | 57 156
L.B.'|59 | 57 | 18 | 19 | 35 188 4o | 4k | 44 | 25| 27 189
J.W.ls50 | 72 |69 | 53| 5T 301 50 |54 | 33 | 80| 65 282
S.A. |48 | 34 [ 56 | 66 | LB | 252 38 |39 |59 |50 1 187
p.s. |80 | 72 | 63 | 61| 65 341 T6 | 46 | 61 | 5T | 55 295
E.W. |63 |37 |39 |61| 82 282 53 | "6 | 46 | 67| MO 252
M.W. |56 | 63 | 4k | 66 | 35 264 49 | 67 | 48 [ 52 | L8 264
J.B. |46 | 35 | 5T | 34 | 60 232 4y 457 | L 51 68 258
J.L. |70 | 68 | 43 | 50 | 38 269 4o |57 | 50 | 52 | L8 oL
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! criterion C. " Thurstone Scale Yglueg. of Chosen Statements
Criterion C Nl rd et dal A WSS

Key: Ste. No. Statement No.

LU | B

MV Mark Values
TCV Thurstone Chave Value
N
A Scale B. Scale C Scale D Scale E Scale
. TR Ste. Ste. Ste. StelTa =i =0
rskt;e My TCV || g ot MV TCV ) ot MY TCYV f Tt MV TV No. MV TCV
11 T [ 5K 7 % (20 [t e St fees W iy £ Jial 4o 4y 5 | 5| 2.0
SamRIREE |52 [ o411 1] 856 w13l | e Bl ey ot i Bl iRl A o || e gE
25 5133f 761 11564 29 | 5| 3.8 18 | 1 {64 43 | 1]8.6
30 1| 8.5 || 8rp s |60 ) 1 9. | 26 | 5| 7.2l 48 | 5] 5.6
39 | 1]10.2f ob | 1 fha @75 | 51 5.6 0 ko | 1168} 77 | 5] 3.0
sy | 5|60 99 | 5 (5.4 85 | 11-8.0fl 45 | 1|7.0 95| 1 8.0
58 5 | 1.5 || 11k LT, 93 1] 8.9 64 1| 7.7 || 100 1+ | =612
63 1| 4.9 152 1 |7.0f 103 | 5] k.2 T | 5| 5.2 || 105 501542
68 | 1] 9.k 265 | 1 (580108 | 1| 5.8 1 89 | 5] 3.6 120 | 5| 2.4
73 5 | 7.8 || 166 3w poasirvse | AR 1] 7.0 92 1| 7.4 || 143 514148
83 1| 6.5 || 170 5 | 8.8 |l 123 51 5.1 || 107| 1 | 8.7 || 148 1 09.3
91 1] 9.1 182 1 |9.8 | 126 1| 4.6 a5k a1 IFgSOSIE 53 Vi Bode v ¢
96 1| 4.5 || 204 5 | 1.4 | 131 115 By 135{ 5 | 0.8 || 161 1| 8.4
106 1] 5.7 209 1 |8.3 ] 136 51 0.9 B0 PRBE r edSR | Br b 5 1 3.1
111 1| 5.6 | 225 5 | 3.1 )11 | 5] 1.8 18| 5 | 3.0 || 175 1| 6.6
121 5 | 3.8 || 245 1 |3.2| 146 | 1| 8.8 1921 1 | 8.9 || 178 1l=718
| 129 5| 1.2 20 | 5 |2.0 16k | 5| 6.4 | 197|] 1 [ 8.0 188 | 5 | 2.6
13y | 5| 2.7fe5 | 1197|169 f 5] 1.3 219} 5 |3.0f1195 | 1]6.3
162 5 feoro H=26Y | =51"2050 1765 1N 8.6 223 | S5el 3.1 Y acowr 1| 8.
167 5 | 2.7 || 280 1 |8.0 |l 181 5| 4.8 238 5 | 1.8 || 2u5 5 | 4.3
17k 1| 7.21293 | 5 |1.6[195 | 1] 6.6 || 253| 2| 9.7 | 215 2k of g g4
196 | 5] 21 198 | 5| 3.6 || 258f 5 (1.7 {1221 | 5 | 2.3
206 1] 4.1 203 SELlch 259 | 5 | 2.4 || 224 5%]:3%5
ok6 5 | 6.1 217 AR e Tl 2621 5 | 1.3 || 226 5 L1036
518 5 | 2.5 220 D8 15l 266 5 | 1.1 || 2u6 5 | 4.8
227 18 6.1 229 1 7.6 203 5 0.5 263 5 5.8
oh2 | 5| 32 234 | 5] ko | 274l 5 [2.1 (308 | 5 |3.8
oyt | 5| 26 2o [ 5] 3.0 | 2831 1 |9.4 ¥ 305 | 5 |1.7
257 5 | 2.4 25k | 1]10.2 || 289 5 |2.0
57T 1| 8.0 26041 = 5RO OB 8E0] 8] o L8
281 1 8.8 275 JH82
295 1| 9.0 302 5| 3.1
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Criterion D.
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M.T.A.1. Validation Results for Try-Out Test

e NITIACTC S Standard Total Score
(Attitudes)
'AS Y 273
B. 59 320
B. 38 300
B. 18 189
D. 24 276
D. 36 269
F. 17 159
L. 20 240
0. 25 199
V. 26 264
c. 19 249
G. 22 233
H. 28 : 26l
a. 23 . 213
P. 15 203
S. 32 240
V. 22 259
We 11 282
W. 26 219
S. 25 276
T, 227 261

r = 448 5% significance
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APPENDIX 5

SECTION A

Comparison of differences of means of all statements (for Significant Statements).
Try Out Test with 3rd Issue-3rd Year and 3rd Issue-2nd Year. (as being furthest
away from original test) (i.e. these are the means of High/Low groups on test).

HM = High Group Mean + = Those statements which have significantly
LM = Low Group Mean changed their value over the 3 years tested.
S = Significance * = Original significant statements
Statet’ Try-Out 3rd Issue Statet' Try-Out 3rd Issue
No. 3rd Year " No. Jxd _Year
HM-LM S S HM-LM S HM-LM S
1 .6 | 2.41% 4 1.114 35 .05 .11 .3 Nil
2 ol N2573% <3 1.0+ 36 A 1.34 0.0 Nil
3 o3 181551 .1 37 o7 3.15% «5 2.09%+
4 .1 «33 N 38 =4 1256 A Nil
5 prde b Akl .2 39 57 | 4.34% o3 2.00%
6 0.0 | 0.0 4 40 e3 2.19% A 1.76+
7 7 |P3:50% 14 (2% [E1%oxil 847 81 .58 1 | Nil
8 .3 | 1.02 .1 42 .3 1.34 o3 Nil
9 .4 |1.85 0.0 43 «3 1.62 o7 3.23%
10 et | Vel 5 2.68*% 44 <45 | 1,99% o 2.00%+
11 .1 .65 .3 45 .3 1.85 A Nil
12 3 [12,93% <4 | 2.35% 46 1.0 5.54% N4 1.61+
13 .3 | 1.69 .2 1.0 47 .1 <59 .6 2.61%
14 3 11734 .1 Nil 48 e2 .75 o2 Nil
15 e3: 119 5 2.77% 49 1.05 | 4.12% A 1.14
16 o2 .92 o2 Nil 50 4 2.07% .8 2.11%
17 02} .137 .1 Nil 51 9 4.57% «3 1.20+
18 .5 |3.00% | .4 | 2.86% 52 5 12.39%| 0.0 | Nil+ |
[ 4 11.93 .5 2.08 53 .2 .95 «3 Nil
26 22 .76 .1 Nil 54 0.0 0.0 «3 Nil
21 o2 91 .2 Nii 55 .3 1.12 0.0 Nil
22 e3" 1i1.29 2 Nil 56 1.0 | 4.45% o7 2.63%
23 o9 |13,98% 3 1.07 57 .6 2,25% .63 | 2.52%
24 i 4l abral «2 Nil 58 .33 | 1.09 0.0 Nil
25 A4 | 2.78% .S 2.01*%| 59 3 | 2.41% o3 2.00%
26 4 |1.92% A4 Nil 60 o5 2.57% b 1.82
27 o2 .94 6.0 Nil 61 4 2.23% o3 2.00%
28 .7 |2.65 .2 .80 | 62. 02 «53 A Nil
29 .3 .88 a3° |ENST 63 .1 .515 o2 Nil
30 .1 .34 e3 Nil 64 A 2.23% .5 2.63%+
31 A | 2.44% «D 2.94*% 65 5 1.78 o2 Nil
32 .7 | 4.61% .6 2.50%| 66 1.2 5.74% .6 2.00%
C T} .8 | 3.55% .7 2.69%| 67 A 1.17 o3 1.30
34 4 | 2.26% .6 2.61*%| 68 4 2.13% o5 2.77%
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Try Out 3rd Issue .Try Out - 3rd Issue
¢ 3rd Year £, 3rd Year
State State :
No. | pyM-Ly s | m-1M S X HM-LM S HM-LM S
69 4| 2.26% e AR 117 A 1.82 .1 | Ni1
70 Lol |2t 19% .5 | 2.39% 118 .7 | 3.53% w1 | Ni1
871 .8 | 3.51% 4 | 1.35+ 119 .1 49 .5
72 .5 | 2.76% .5 | -2.15% 120 Bl 2.61% Dl 2597
73 i .614 .3 | Nil 121 4] 1.62 281 :
74 22 .813 .3 | Nil 122 1.0 | 4.93* .6 2.25%
75 ¥4 I-I%05 .6 | 1.69 123 7 | 2.82% .1 | 0.0+
76 1.3 | 6.40% 4| 1,18+ 124 4 | 1.96 1 | Ni1
77 £ RelTBE .1 | Nil 125 w6 | 2.85% .6 2.86%
78 .15 .587 .6 126 6 | 2.34% o6 PE2EO0N
79 .8 | 4.46% -3 [1oTes 027 4| 2,74% 7 3.38%
80 o1 A b 128 4 k18 1.3 | 5.91%
81 | 141 3 129 4 1.93 S Nd
82 A 1.57 .6 | 2.59% 130 .05 .249 .5
83 .6 | 2.894% .7 | 2.21%+ 131 '3 w1109 %)
84 .6 | 2.56% 6 | 2.17% 132 31151 ol
85 ) <25 .1 | Nil 133 o1 i3] %1
86 4 | 1.89 .3 | w1 134 6 ]Fas27x 5 | 3.29%+
87 .5 | 2.64% 23 115+ 135 .5 | 3.98% A 2.72%
88 oI 491 <4 | Nil 136 .9 | 3.70% 4 B 3.74%
89 .6 | 3.50% 5 | 1.72+| 137 .1 27
90 1.0 3.83% 5 1,68+ 138 .1 .68 .6
91 .05 | .356 4| 2.02% 139 ol .37 .2 | Nil
92 ) 1.06 Sl 140 .3 | 1.64 .2 | Ni1
93 .3 | 3.05% Jho | 3.74% 141 .7 | 4.59% 3 1.87
94 57 3.39% 3 .98 142 2|51, 66 C.0 |
95 .8 | 3.80% 4 1.54 143 1.0 | 4.69% .8 | 3.15%+
96 2 .882 A 144 4 | 1.48 .8
97 ol 481 3 145 .1 .60 Y2
98 .9 4.76% S5t .01 146 .5 | 4.01% gy 2. 340%
99 .05 22 o2 147 .1 42 A
100 6 | 2.58%| .7 | 2.8%+; 148 .5 | 3.16% 4 | 3.28%+
101 750 1 2072 VA 2.16%+ 149 .1 .65 .7
102 1 .835 3 150 ol «55 23
103 1 .51 s 151 .3 | 3.39% 22 1.39
. 104 3 [1.69 .8 | 4.82% 152 4| 2.69% 3 | 1.50+
105 .6 3.28% ol .03 153 .3 | 2.50% 5l .76
106 .5 L9 .5 154 .6 | 3.30% .6 2.86%
107 03 18156 = 155 5| 2.47% A 1.67
108 .8 | 3.03% 5 1.14+ 156 .7 3. 46% 3 1422
109 .3 157 | .6 | 2.89% .7 | 2.51%
110 6 | 3.92% 3" |31.58 158 .2 1.12 N
111 N 1.98 | 0.0 159 .5 | 2.13% 2 .69
112 3 1.96 1.0 | 4.26% 160 S30 |@1e12 3
113 .5 | 2.07%x| 0.0 | 0.0 161 4| 2.56% YA 1.74
114 A 1.84 .1 | Nil 162 5 | 2,55% .5 .185
115 .4 | 2.00% 163 Sk 479 1 0.0
116 sal 32418020 164 , A 2.08% X 1.67+
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3vd Issue s

Statet' Try Out 3rd Year State ° Try Out g:g %;Zie

No. |um-LM s | mM-Lu S ez HM-LM s HM-LM S
165 - 2 3na5 53 210 4| 2.18% g .88
166 02| .12 22 211 21 .51 i
167 & | 1.64 .1 212 .2 | 1.05 .6
168 4 | 2.36%] .8 | 4.32%x | 213 .6 | 3.00% .1 | ni1
169 .5 | 2.84x| .8 | 4.23% | 214 .1 .88 )
170 i .27 | 0.0 215 it .62 4
171 & 1 2.75%1 0.7 ] 3.11% | 216 4| 2.69% 12 BNt
172 4 | 2.49%) .4 | 2.00% | 217 4| 2.06% Y4t |E1s7
173 .5 | 2.82¢| .6 | 4.00¢ | 218 0.0 | 0.00 .2
174 .5 | 2.82%| .6.] 4.00%-| 219 LAt 8127 3
174 R L .35+ | 220 .6 | 2.66% 23t I ary
175 .2 | 1.09 55 221 3 | 1.97 .5
176 o4 2.54% S 4, 4% 222 .1 424 .1
177 3. 4 2.58x] s Al iieg 223 6 | 2.93% .37 [Ms
178 Ao 2.12¢ ) L4 | 2.,00%+ | 224 .8 | 3.50% L2 (e
179 L d 0870 s ileito0 il aos 2 o 1.04 .1
130 .05 | 5.21 .2 ' 226 a1 Sy .2
181 .1 .62 | 0.0 227 .025] .101| o0.0
182 4 ] 3ast| |11 | 228 Gl e .4
183 2197 2 229 .3 | 1.92 4
184 .8 | 3.24%| .1 | Nil+ 230 .3 | 2.16% 5| 2.69%
185 5. | 3.8 4| 2.41% | 231 Sk .166 | o.c
186 4 | 2.93%| 4 | 2.01% | 232 2 | 2.66¢ | .4 | 1.39
187 .3 | 1.07| 0.0 | Ni1 233 3 | 1.44 0.0
188 3 1.23 2 Nil 234 .6 3.00% o2 .95
189 .2 | 1.18 .3 | Ni1 235 sl .65 4
190 .3 1.90 0.0 Nil 236 b
191 4 Hamoxl  a §e2 237 5 | 2.24% 4| 1,204
192 2 {200l 238 4 | 3osax | 4 | 20414
193 .2 .94 | 239 b2 S] 4
194 Bl ampll 2 i 8ss ] 2ko ST s 1
195 .3 | 1.44 Y 241 A R .2
196 5 Hlousaedl B SliNin 242 2V | iy A 0.0
197 3l 2.45x] e 1 3.77% | 243 0.0 | Ni1
198 8 | 3.99% | .6 | 2.00% | 244 i | PRRCT AT | G (T
199 4 | 1.89 | .4 245 N4 O | FEe SV
200 5 |aesx]| .3 |1.25 | 246 2 |11 | 0.0
201 .6 | 307 .6 | 2.00% ! 247 .5 | 2.85% .9 | 5.00%
202 .5 | 3.68«| .8 | 4.47% | 248 .2 .74 £
203 1.0 | 4.05%| .1 | Ni1l 249 .8 | 4.68% 4 176
204 0| B s 250 3 | 1.39 il
205 .3 | 1.03 .6 251 .5 | 2761 Br Lk
206 4 | 1.52 | 0.0 252 .3
207 %2 lnreoxil 3 Hl#sloox || 253 1318165 o
208 o S W3 £ 34 e hied | it % - S XA .5 | 3.39% 5 | 2.27%
209 .3 | 2.02x| 0.0 | Ni1 255 4| 2.41% 4 | 3.64%
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3rd Issue 3 3rd Issue
Statet' Try Out ) 3rd Year Statet' iry Out 3rd Year
No. | p-1m s | m-1u S Hog HM-LM S HM-LM S
256 .1 72 .2 301 <3 1.21 2
257 «3 302 .6 3.27% o1 Nil+
258 .8 3.89% o7 2.50% | 303 A 2.45% al Nil+
259 .8 3.55% -3 1.13 304 .6 2.59% 2 71+
260 .6 3.75%| 0.0 Nil 305 .6 2.82% .5 2,17%
261 .2 .61 .5
262 o3 1.79 .5
263 ol .78-1 0.0
264 sD 2.64% .6 3.00%+
265 A 2.24*%1 0.0 Nil
266 el 1.30 .6
267 353 2.72% 51 Nil
268 £5 2.85% A 1.54+
. 269 .9 4.55% .1 Nil
270 .1 .89 .1
271 .1 .89 .3
272 0.0 | 0.0 S L .
273 .7 3.79% e 2.31*%
274 .6 6.21% D 3.12%+
275 .5 3.25% 7 .8
276 53 1.58 A
277 .1 77 .5
278 .6 2.87% .5 2,18%
279 .6 2.56% .5 1.24
28C .3 2.95% 5" | 2.66%
281 A 1.68 .5 2.05%
282 .2 .99 0.0
283 53 3.73% A 2.66%
284 2 1.02 .1
285 13! 2.69% 3 | 2.92%
286 A 3.82% A 3.07%
287 .8 3.28% .3 1.86
288 £ .87% St/ 5.36%
289 .9 5.71% D 2.84%
290 3 1.65 4
291 82 .78 3l Nil
292 A 3.25% .3 2.12%
293 .6 2.83% .5 2.17%
294 .3 1.93 4
295 i/ 1.53 573
296 3 .97 0.0 Nil
297 L4 0 [03.05% | BRER - i S 2
298 e 2 1.07 0.0
299 o2 ]529 .1
300 512 3.45% 1k Nil+




SECTION B
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.
[ 8

Comparison of differences between years of means of all
statements ~ Try Out Test with 1st Issue 1st, 2nd and
3rd Year and 3rd Year 3rd Issue.

Column A - Statement Number - Colum B -~ Try Out Test
" (¢ - 1st Year 1st Issue - " D - 2nd Year 1st Issue
# E - 3rd Year 1st Issue - " F - 3rd Year 3rd Issue
" G - Range of difference of mean Qverall _
" H - Range of difference of mean between 3rd Year

* =.significant change between 1st, 2nd and 3rd Years

g n n it 3rd Years.
A B c D E F G H
1+ | 3.3 3.68 3.48 3.6 3435 30 «30+
2+ 3.14 3.24 2.8 2.64 2.8 «50* 34+
3 3376 - | 3380 3.88 4.10 3.85 34% <34
4 2.89 . 2.84 2.84 3.06 Feim - .26 21
5 4.14 4.28 4.56 4.32 4.4 42% 26
6 3.73 3.68 3.4 3.78 3.80 33% 07
T+ 3.93 4.16 3.88 4.32 4.2 44* «39+
8 2.38 1.52 1.76 2.10 2.0 . 86* 38
9 3.31 3.72 5.16 3.44 345 34% 19
10 1.97 1.84 4.08 2.02 1.75 2.33% .27
11 4.03 3.80 4.12 3.92 3.95 .23 Ak
12% 4.45 4.40 4.48 4.38 4.3 15 15
13 4.46 4.44 4.4 4.44 4.4 .06 .06
14 3.74 3.44 5.6 3.58 3.2 <54 <54
15 4.19 4.08 3.92 3.90 4.15 <29 29
16 3.88 3152 3.76 3.52 3.80 36% 36
17 3.12 3.40 3e44 3.78 3455 <79% .22
18+ 3.86 4.20 4.24 4.10 4.00 38% 24+
19 2.85 3.20 3.6 3.26 2.70 «0* 56
20 3.42 3.6 5.68 3.22 1 3.75 33* 35
21 3.25 3.04 3.2 3.38 3.10 34% .28
22 3.12 3.32 3.24 3.02 3.10 .30 10
23 3.25+ 3.00 2.88 3.18 3.00 3T .25
24 4.05 3:72 4.16 4.26 3.9 «54% 36
25+ 3.64 3.72 4.12 3.36 3.65 .76 .28
26 2.42 3.00 2.44 2.74 2.40 «60* 34
27 4.46 3.72 3.76 3.70 3.9 .T6¥ .76
28+ 2.74 3.16 3.12 2.86 3.15 .40% 41
29 3’22 3'64 3‘32 3'32 301 054* .22
30 3.67 4.12 4.16 3.70 3.75 49% 12
314 3.85 3.88 3.68 3.78 3.9 .22 12
32+ 5.58 5.36 5.12 5.36 3.50 -48% .14
334 2.41 2.16 2.40 2.32 2.50 J34% .18
34+ 3.64 3.40 5.9 3.80 3.60 40% 20
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APPENDIX 6

INTER CORRELATIONS BETWEEN ALL VARIABLES FOR ALL YEARS TESTED
COMPARATIVE TABLE OF CORRELATIONS

N is never less than 130 therefore 5% level = .174% 1% level = .228%%

N.B. School and College Achievement had to be worked later on small numbers
and therefore significance given by the results.

1 = Intelligence 8 = C (One another)
2 = BIN (Neurcticism) 9 = D (Children)
"3 = B2S  (Self Sufficiency) 10 = E (Life)
4 = B4D  (Dominance) 11 = Soc. A
5 = F2S (Social Adjustment) 12 = Soc. B
6 = A (Work) 13 = School Achievement
7 =B (Authority) 14 = College Achievement
% = 57 level %% = 17 level
1st Issue 2nd Issue 3rd Issue
T,y Ont lsi 2nd 3rd 1st 2nd |~ 3rd 2nd 3rd
3rd Yr. Yre Yr. Yr. N Yr. Yr. Yr. Yr.
Intflligence 1
2| .04 |-.009 |-.046 |-.053
3 .036 | -.079 .024 . 190%
4 .02 -.061 -.049 .019
5 .08 -.139 -107 .| .191%
6 -.05 .075 .055 .050
7 .13 .058 .134 .009
8 -.07 .097 .043 .175%
9 .09 .062 .095 014
10 .07 .066 .014 .05
11 .03 -.187* | -.024 147
12 .06 -.192% | .0049 .139
13
14
LI
BI| 2
3 | = 48%% | = 448%%| - 348%% - 33k | - 383kk | — 438%k| - 563%%| —_ 511%% -, 248%%
4 | —.65%% | = 787%% - 503%* |-, 696%*| =, 753%% | ~,723%%k| — §57%%| -,k 690%*%| —.665%%
5 . 98%% .210*% { ,137° .218% .050 .111 .116 .076 C277%%
6 .12 -.039 -.079 a3 -.151 -.246%%| -, 031 -.043 -.038
7 .112 -,099 -.012 .037 =y kT -.005 -.086 -.009 -.119
8 .07 -.364%%] -, 086 «366%% = 419%% | — 495%%| - 111 = 403%% =, 4]19%%
9 .08 -.041 .036 164 - | -.137 .027 -.019 .063 .094
10 | -.008 .032 .098 .C74 .0004 | -.083 .079 .025 .037
11 019 | —.242%%] ,132 « 33%% .139 -.073
12 .14 =2075881=3035 «329%% =<.0004 | =-.177
13 | -.08 -.183 .40 «276%%
s insigt. (17)
14 -.12 -.236" =anh .101
--lIlllllllIllllII-lIIIIIIII‘iziII“IIIlIllilIIIlIIIhIl‘ézznni---szzzﬁ:::rﬂi
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1st Issue 2nd Issue 3rd Issue
Try Out lst 2nd 3rd 1st 2nd 3rd 2nd 3rd
3rd Yr. Yr. Yr. Yr. Vaers T Yr. Yr. e
el
B2S 13 3
4 AT J553%% [ 495%%| | 528*%%| ,535%%| [ 566%%| ,487%%| ,491%%k] ,261%%
5 .699% JATLEEL J46T%%) ,639%% ) [ 536%%) ,518%%) ,504%%| [ 582%%
- 6 .213% | -,007 .063 .176% | .164 .075 .011 .048 .088
7 -.07 -.018 .136 «199% |-,005::1-.057 |-.159 . |-.194% |-.007
8 -.07 =.027 -.014 142 .005 .065 -.162 -.065 .007
9 .221% | -,033 |-.004 .210% | .081 |-.045 .009 |-.131 077
10 ~o12 -.260%*| ,014 0132 |-.184* |-.042 |-.171 |-,188*% |-.175%
11 -.014 .001 |-.128 .13 .069 |-.038
12 -.005 074 .068 .079 «127 047
13 -.01 -.247 -.314 -.073
: S insgft. (57%)
14 «174% .028 .055 .097
insgft.
B4D | 4 : 1 Al
5 o 24%% .083 W 258%%] ,095 .218% | ,255%%] ,151 .174% |-,033
6 -.02 .208* .045 .019 .138 .165 .06 . 106 .133
7 -.07 .122 . 137 .053 .055 |-.026 -.013 |-.070 .073
8 .08 JA428%%k) 203% | ,295%%| [ 353%%| ,432%k] ,209% | ,321%%| ,470%%
9 .02 .104 .005 s12> .123 |-.013 |=:057 |[=.034 =.023
10 .03 -.028 |-.041 |-.036 |-.081 007 |-=.044 (-.135 .105
11 -.075 J254%% L 048 «251%%* .208% | ,236%%
12 | -.086 .184% | .088 «361%* .137 «265%%
13 il ~2237 -.46 =131
insgf. (1%) insgf..
14 .14 .189 -.038 -.109
insgf.. insgf.
F25 | 5
€ . 26%% 011 +129 .065 .075 *}{-.095 |~-.077 .104 .102
7 -.07 -.062 .152 .096 |-.078 0171 =2092" ‘=045 .032
8 -.037 ~-.264%%] -,023 .091 |-.236%*%-.136 |-.198% |-.200% |-,190% .
9 26%% | -.124 .039 «112 043" /| =,008" 1F=,073 .005 . 165
10 -.08 =-.259%%| [111 054 |-.196* | -.119 | -.075 |-.176% |—-.064
11 -.07 =< 137 .005 .02 +033 |-.093
12 -.006 -.019 .052 .088 o119 =121
13 .06 -.357 -.11 .009
insgf.
14 . 18% «112 -.035 -.007
insgf.




“1lst Issue 2nd Issue 3rd Issue
Try Out 1st 2nd 3xd 1st 2nd 3rd 2nd 3rd
3rd Yr. Yr. ' Yr. Yr. Yr. | Yr. Yr. Yr. Yr.
Al6
7 . 25%% L400%% |, 684%*% | [ 598&%] ,211% «364%%| ,323%% | ,027 . 188%*
8 «25%% JAB3%% | 663%% | L 622%%| [ 282%%| ,491%% | [ 316%%| ,2]16% . 330%%
9 . 19% JOLERA | [ T786%% | ,520%% | [ 358%%| ,439%%| ,196% .389%%| ,191%
10 .185% «370%% | [ 750%% | ,834%% | ,247%%| 481l%%| ,355%% ]| ,203%%| ,243%%
11 -.174% .061 13 .149 .127 178
12 -.20% .128 <144 .006 -.002 .089
12 .045 .106 .16 .035
insgf.
14 22L% -.09 . .192 «226%
B |7
8 . 353%% JA41%% ) ,619%% | [ 310% .289% «356%%| ,233%% |-,010 .196%
9 o 24%% AL1ERR Y T724%% | [ 705%%] 1,130 J412%%| ,087 .097 .034
10 .07 JAL15%% | [ 700%*% | [, 752%%| [ 322%%| (341%%| ,334%% | ,272%%] | 200%
11 .015 .150 }{-.003 .028 143 .135 '
12 -.06 .128 .175% | .048 .115 .155
13 .115 .146 274 -.102z
insgf. (1%2)
14 .08 .317 121 -.048
(5%)
l e
cl8
9 .207% . 386%% | ,697%% | ,30%% «249%% ) [ 307%%| [300%%| ,196% «367%
10 . 28%% «S501%% | ,666%% | ,502%%| ,350%%| ,424%%| | 39%% .159 . 386%%*
11 .07 .260%%1 ,168 « 230%% < 204% «292%%
12 .221% .084 .151 .197% .031 .189
13 .04 141 .10 -.109
insgf.
14 -.047 -. 346 -.06 .0002 |
(17%) ’
D 1o
10 .067 ‘.557**| J707%% 1 [ 643%%| ,119 «504%% | [ 336%% | ,221% .043
11 -.07 .115 .035 .157 .130 |-.076
12 .15 .192% .071 .125 062 |=.123 .
13 .092 .10 .032 -.052
insgf.
14 .06 .131 -.184 .055
insgf. |
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1st Issue 2nd Issue 3rd Issue
Try Out 1st 2nd 31d lst 2nd 3rd 2nd 3rd
3rd Yr. Yr. Y Yrs Yr. YXe Y.r, Yr. e
E Jlo
11 L5 .165 .084 .064 .032 .057
12 . 15 . 165 0089 0017 "'0037 0027
13 .03 : -.097 034 -.008
insgf. i
16 -.05 =391 .0139 .082
(17%)
Soc. A 11
12 52%% LA18%K L 485%%] | 387%% L379%%| | 441%%
13 141 .072 .16
insgf.
14 e 23 -022 . 11
insgf. 5
Soc} B 12 |
13 .03 .282 -.236
insgf.
14 .08 -.289 -.049
= 1118(52)
Schi. Achvt.
16 . 28%% .059 .155 . 255%%
(57%)




APPENDIX 3
SECTION A 249

—~

SIGNIFICANCi OF DIFFERENCES BETWIEN MEANS OF
ALL VARIABLLS FOR COMPCNENT GROUPS OF THIEE SANPLE (First Issue)

¢ ratio for Education Groups in 1st Issue 1st Year

2 .
(Using Formula SD = (SD,2 x N1)+SD2.xN2) SE) = SD (N14N2 t = §%D )
e (N1+N2—2) | w62 15 x1xN2 ki
 1st Issue 1st Year :
BIN |.B2S | B4D | F2s | A Bl CIR I E4D) E |Soc AjSoc B

Gcr. A with C| .22 | .68 | .53 |1.72 | .37 |1.03 [4.52% 2.88%[1.45 [1.15 [1.37
D|3.02%|6.06%[3.32%[2.71%[2.33%/ 1.00 | .95 | 3.47*|3.13%| .16 | .39
H[1.91.]2.70%[1.94 | .34 |1.18 [3.87*| .73 | 2.05 | .63 [4.00%|5.59%
J11.37 | 114 | .29 |2.79%| .82 | 1.38 | T7 | 2.66%[2.44%|3.41%|2,73%

Gr. C with D[1.16 |5.09%|2.06%| .56 |1.62 | .77 |1.28 | .88 |2.30%|3.39%|3.57%

H{1.57 |2.92%|1.68 |1.88 [ .35 [0.00 | .20 | .70 | .60 |2.42%|3.56%

J| <95 |34 | 19| 45| JT7T|0.00°| 21| 6T | .99 |2.09%|1.38

Gr. D with H|2.82%| 6.59%|3.54% 3.39%|1.88 | .92 | .97 | 1.42 |2.61%| .22 | .41

_ J[2.08%[1.76 (1.4T7 | .15 [4.84% .89 |1.03 [0.00 |1.27 |3.13%|1.86

Gr. H with J| .51 |3.61%|2.08% 3.48% 1.92 | 0.00 {0.00 | 1.12 | 1.45 |1.24 [1.67

4st Issue 2nd Year 1 ratio for Education Groups in 1st Issue 2nd Year

BIN | B2S | B4D | FeS A B C|].D | E |[SocA |Soc B

or. K with | .54 | .92 | .90 |1.19 |0.00 | .02 | .09| .84 |1.04 |1.05 |1.51

ol .76 |2.03 |2.22¥% 2.57%|1.42 | .40 | .65| .42 |1.12 |1.04 | .18
Rl .55 | .32 19.76¥1.45 [1.15| .21 | .14 | .44 |2.10%| .63 | .73
or. Q with P{1.85 |2.04 |2.45% 1.18 [1.50 [ 1.64 | .44 | 1.32 |0.00 | .32 |1.07 !
155 R 1.87 |1.68 [1.52 {1.00 | .57 | .70 | .62|0.00 | .99 | .37 | .24
Gr. P with Rl0.00 | .19 |0.00 l .21 [1.28| .97 10.00|1.39 | .90 | .15 | .9

ratio for Education Groups in 1st Issue 3rd Year

BiN| B2s | Bap| Fes| a | 3 [ ¢! E [Soc A|Soc B

Gr. V1 w.V2 | .68 | 49| .59 | .05 |1.35|1.07 | 49| 1.65

1.20 [1.61 |2.08%
Y2 | 1.43 .83 43 [ 1.84 | 1.17 .84 .66 | 2.06%|2.01 82 | <55
Gr. V2 w.Y2 L0 [ 1.13 o2 | 1.82 .14 | 1.80 43 119.86%|1.43 |2.84%[3.36%




t ratio for D.S., P.B., and General Studies Group

All done on 1st Issue 2nd Year
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e B Nea SSSeE .

,B1ﬁ ,B2S | .BAD | F2S |. A Bl 50 D E |Soc A|Soc B
DS with PE |1.00 | .82 | <69 | .26 14.00%11.48 [1.04 [1.57 [2.05 | .10 |2.36*
General .73 |1.09 | <70 <95 [3.19%| .62 [3.32%]|2.30%[3,19%|1.55 | .61
fE w.General| .42 | .60 |[1.38| 1.29 | .25 |1.29 |1.07 | .90.| .96.]1.39 [1.70
t ratio for lMen and Women
: = l ]
BIN | B2S | B4D| F25| A I B c D E |[Soc A{Soc B
Wen w.Women |[:.99 |3.76%1.58 | 3.70% 3.30%| .77 |2.20%|5.86%|4.11%| 2,23%]4.9%%

4 ratio for Students learning to teach in Secondary, Junior Secondary and

Infant Schools

-

BN ! B2S | B4D F2S A B C D E Soc A|Soc B

ec. with J.S .59 | .36 |1.46| .87 | .22 | .81 | .58 [1.43 | 79| .22 [1.06
Infant | .29 [1.28 .86 1.16 «39 10.00 [1.52 .70 22 .09 .95
j.Sec w.Infant.62 .92 .66 AT 1 1.22 .65 <15 [2.40% .53 | 2.92%0.00
I |-

't ratio for Students from Secondary Modern and Grammar Schools

BIN B2S | B4D F2S5 A B C D ! E
Sec. Mod. W. A
e 44 1113 | 45| 43| .63 | .37 {1.19 [1.40 | .35
High/Low Croups in Personality - 5% level = 2.10 .

C.A. l.Q.' BiN B2S B4D F2s |+ A B C D B Soc A!Soc 3
BIN | «40 | .34 [10.09%| 5.09% {10.69% [ 2.05 | 1.24 | .79 | 1.41 {1.51 [ 1.44] 1.64 [ .39
B2S [1.45 |1.65 | 3.06%[37.55% | 3.82% | 6.81% .85 |2.42% .62 {1.32 | .45 2.56 | .66
B4D [2.TT%| «43 | 8.13%] 4.86% [15.46% | 2.21% .25 | 1.52 [3.02%] .76 | 1.26] 1.46 |1.25
F2s| .46 1 .76 | 2.16% 6.32% | .62 [2.23% .79 | .89 | .94 {1.57| .23| .39 | .48
High/Low in 2 or more variables g

.95 |2.14% 1 .03 | 5.81% | 2.49% | 6.09%| 2.93%| 1.91%{ 2.15%(2.45% 1.89 | 1.68 |2.64*
High/Low on Final College Grades . , ; _ 3
l l1.1o | 1.9 l 1.96 I 2T | .94 [1.09 |2.03*[1.13 | .34 |1.05] 1.99 |1.12




Significant Differences between

Means of Constituent Groups in

251

the Try Out

Sample

Between Education Groups

t .
e ! Personality Attitude Sociometri
Group A | IQ BINF B2S | B4D| F2s| A B D E | A B id 8
with B. [0.69 | 1.55 {0.42 }0.19 | 1.15}0.69; 1.75 | 0.40 | 1.43 |0.45 }0.18 | 1.11
with C. {0.60 } 0.09 {0.96 1.26 | 0.26} 0.25! 0.57 {0.13 |0.71 | 1.94 | 0.56 | 1.40
with D. 1 1.30 j 0.55 30'44 0.67 | 1.57 1 0.30{ 2.02% 0.14 0 0.92 {0.98 { 2.70%
with E. {1.06 | 0.97 ! 1.80 { 1.32 0 1.13} O 1.25 10268 {0.59 | 1.20 1 0.32
with F. |1.57 } 1.00 { 2.71% 1.80 | 1.54 | 0.77 | 0.68 [ 0.33 | 0.44 | 2.15% 2.78%] 3,03%
with G. | 0.27. 0.66i 2,19% 1.67 | 1.73} 0.31{ 1.03 | 0.19 | 1.85 [0.29 | 2.30% 0.36
t

T

Group B
with C. [1.17 } 1.58 | 0.45 [ 0.94 | 1.24 | 0.87} 0.75 | 0.49 | 0.73 | 2.04* 0.63 | 0.51
with D. |1.89 { 0.92 0 0.4310.08} 1.00{ 3.12*%{ 0.26 | 1.25 [1.18 | 0.64 |1.99
with E |1.65;2.42% 1.12|0.98| 1.00} 0.24| 1.33|0.70 { 0.69 |0.93 | 1.18 {0.58
with F. [2.10% 2.49% 1,78 | 1.44 | 0.22 | 1.33] 0,91 | 0.73 | 1.78 | 2.14% 2.16% 2. 26%
with G. |0.51} 2.19% 1.46 | 1.28 | 0.14 | 1.01] 0.55 }0.32 [ 0.63 |0.68 | 2.03%} 1,43
t

C

Group C
with D. {0.56 { 0.62 { 0.46 | 0.23 | 1.62| O +2.23% 0.26 | 0.62 {1.31]1.35|1.40
with E. |0.37 { 0.86 | 0.66 | O 0.20 | 1.29] 0.48 | 1.27 | © 1.53{0.57 |0.93
with F. |0.86 {0.88| 1.30 { 0.58 | 1.60 ; 0.48| O 0.15) 1.11 {0.26 | 2.88%] 1.54
with G. 10.87 { 0.54{ 1.02 { 0.32]11.28| O 0.28 10.32}11.25 |1.74|1.39 {1.66
t

c

Group D S 3
with E. {0.2011.44 ] 1.16 | 0.48 ] 1.27 { 1.61{ 1.81 | 1.06| 0.60 [0.33| 1.92 |2,18%
with F. 10.37 {1.48| 1.85{0.97]0.17 | 0.57| 2.41*0.47 { 0.39 |i.38|1.70] 0O
with F. |1.66 | 1.17| 1.51 {0.77|10.27} O 2.64| O 1.67 [0.63 | 3.00%| 2,90%
t

c

Group E ;
with F. |0.54| O 0.63{0.60|1.31 §1.86{ 0.54 ]1.80} 1.06 |1.65 | 3.40%|2,39%
with G. |1.390.35] 0.38 10.34|0.98|1.63| 0.82 {1.49}{ 1.21 [0.30]|0.73 {0.61
tc .

Group F
with G. |{1.90{ 0.36| 0.20 { 0.30 | 0.40 | 0.58} 0.32 ] 0.69 | 2.15*%|1.90 | 4.60%| 3.23%

i * = significant difference

Between Academic and Specialist Practical Subjects Groups
DS with l6.s« | 1.08| .68 .51]1.7 [1.3 [o:0 | .15] .25] .51| .57 |4.3%
DS with ;
Academ. [36*11.8612.3 [1.4 | .19 [2.3%]|1.03| .39| .28 .44| .36 |1.3
PE with | 63 |2.66% 2.12%[1.52 1.1 c
Academ. 3 '46 '26 073 -63 0.0 044 1-84 108.1.




* = gignificant differences

o Personality Attitudes Soc

= IQ | BIN |[B2S B4D | F2S A B (o D . E A B
lggglish | :
with Frch. .14 1 1.34] .07 1.37 | 1.08 .64 2.07*%| .14 .68 O .30 [2.394
with R.K. .93 431 .72 0 1.76 0 2.13*%| .98 .99 .91 {1.34 +324
with Geog. .29 .231 .48 24 .53 1.04 {2.45%11.8811.21 | 1.28] 0 1.03
with Maths.) .44 .36 |1.41 241 2,23% «7112.4% 11,61 .52 | 1.382.15%|1.18
with A.& CJ .83 .83312.15% 24 .99 0 1.13 | O .94 .921 .08 47
French
with R.K. e 9Lplil. 781752 1.41] .56 .89 .87 |1.05]1.37 .64 .75 .98
with Ceog. .17 | 1.48} .35 ¢ 95|14 42 .60 | .94 11.7711.54 | 1.04 ) .28 231
with lMaths.! .68 .66 (1.11 1.35|1.02 231 .52 |1.55] .14 .97 |1.55 [1.88]
with A.& C.| .93 | 2.34%1.88 1.05] .08 1.18 [1.25 .13(1.02 .28 .38 3.71%,
R.K. %
with Geog. <79 .23 .15 .25 .95 1.42 10 <87) .3511.72 [1.24 [1.00 _
with Maths.| 1.8 .76 1 .69 .24' .49 .88 '.51 .6511.23 .38 1| .66 « 34
with A.& C.| 3.35%] .46 [1.35 .25 .63 0 46 .78 O 27 | O s03
Geog.

{with Maths.| .92 551.79 .40]1. 37 .22 | .61 «1711.39 | 2.02%]1.96 |1.58
with A.& C.| .81 .62 {L.59 .39 1.82 | .66 |1.7 .18 1.78 | .08 2
Maths -
with A.& C.|1.66 |1.23 ] .79 A4, 24 .99 [L.06 |1.47(1.28| O 2.02%11,08
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APPENDIX 8

COMPARISON OF SIGNIFICANT STATEMENTS OBTAINED BY

THURSTONE CHAVE AND BY LIKERT METHODS

Key: St.No. = Statement. Number .
LSN = Likert Statement Number (i.e. statement significant on Likert
: : Test)

TCV = Thurstone Chave Value (i.e. statement significant on Thurstcne

Chave Test)

A Scale B Scale C Scale _ D Scale E. Scale }

St. St. St. | . St., St. i

No. LSN TCV No. LSN TCV No. LSN TCV No. LSN TCV No LSN TCV !

Lo "4 1.5 3 13511057 7 8.4 5 2.08
11 Tea | Re 2388230 67 357 8 3.6 112 | 12 9.8 10 8.5

20 D2 13 8.4 |18 - 6.4 15 gi3st
=25 25 33 71 71 8.6 22 2.0} 26 7.2 24 1.7
30 8.5 76 | 76 | 5.6 | 29 3584 | I3 11137 S8R ME3 41 R4 S
35 4.41 81 641 32" 232157 .6°]-36 : 7.1} 43 8.6
3 39 110.2} 94| 94 | 4.1 37| 37 | 8.2]|40 | 40* 6.8 48 Do
44 | 44 | 3.4 % 99 | 5.4 46| 46 | 8.0 45 7.0 77 3.2
<49 49 4.2 1 114 7.7 56 56 8.3 | 64 64 st 95 95 8.0
54 6.0 119 8.1 70 70 9.4 1 74 5.2 | 100 | 100 6.2
58 1.5 ] 142 8.3 75 5.6 | 79 79 8.0 | 105 | 105 4.2
63 4,9 11251 1521 7.0} 80 5.7 | 89 89 3.6 1110] 110 | 8.1
68 | 68 | 9.4 | 154 7.9 85 8.0 192 7.4 1120 | 12C | 2.4
73 7.8 | 165 5.8 90| 90 | 3.8 107} - 8.7 | 133 1.8
83 85 6.5 ! 166 5.2 93 93 8.9 | 122 122 8.3 | 143 143 1.8
88 5.6 {170 8.8 | 103 4.2 | 125 125 8.2 | 148 | 148 9.3
91 9.1 108 108| 5.8 | 135] 135 .8 1153} 153 93/
96 4.51182 | 182} 9.8 | 113 113! 7.0 | 150 7.8 {161 | 161 8.4
204 1.4 | 118 118' 4,0 | 168} 168 3.0 1171} 171 3.1
106 5.7 | 209 209 8.3 (123 123| 5.1 | 180 15 O R1ElS 6.6
111 5.6 | 225 3.1 1120 126 | 4.6 | 185| 185 2.0 1178 178 7.8
116 4.3 1245 | 245| 3.2 | 131 6.1} 192 8.9 | 188 2.8
121 3.8 1250 ! 2.0 {136 | 137| .9 197 8.0 {195 6.3
124 9.081:255818255 129 $72161 41 141 1.8 | 202} 202 | 1.8 {199 233
129 1.2 | 261 2.5 | 146 146 | 8.8 | 207 8.3 1200 ] 200 ! 3.1
134 1341 1.7 | 280 280| 8.0 | 151.| 151 8.3 212 8.1 | 205 , 4.3
288 | 288 7.8 | 156 156 | 4.2 | 219 3.0 | 215 i s
290 8.4 |164 | 164 6.4 | 223} 223 | 3.1 |221 253
162 162 2.9 169 169 | 1.3 | 228 8.3 1224 335
167 2.7 173 1731 2.2 | 238} 238 | 1.8 | 226 3.6
174 174 7.2 176 176 | 8.6 | 253 9.7 | 246 4.8
179 179} 3.8 181 4.8 | 258 258 1.7 | 251 | 251 3.0
184 184 ] 4.6 186 186 | 2.2 | 259 259 2.4 1256 5.6
191 191} 9.4 190 4.1 | 262 1.3 | 263 5.8
196 | 196 2.1 193 6.6 | 266 1.1 {304 | 304 | 3.8
198 | 198 3.6 1273| 273 | .5 |305 | 305 17

206 4.1 | 293 2931 1.6 |203 203 | 4.4 | 274 274 241




2

SY

A Scale B Scale C Scale’ D Scale E Scale
v | s | v ;E: sn | tev| RS0 | Lsni Tev| SE | Lsw TCV 32: LSN | Tov
211 1.6 ; 208 | 208 8.6 2781} 278 | 2.1
216 | 2161 6.1 213 | 213§ 3.0{ 283283 | 9.4
218 2.5 213 | 2171 7.71 286. 286 | 9.8
227 6.1 220 | 2201 5.4} 2891 289 | 2.0
232} 2321 2.9 229 7.6% 297 {297 | 9.8
242 i sk 234 | 234} 4.0} 299 2.0
247 | 2471 2.6 239 8.3{ an1 4.8
257 2.4 244 | 2445 4.1
264 | 264 ) 3.8 249 | 249{ 3.0

254 | 254{10.2 "

277 8.0 260 | 260{ 2.2
281 8.8 271 8.6
285 | 2851]9.0 275 |. 275] 8.2
295 9.0 279 | 272| 8.6
296 4.4 302 | 3021} 3.1

—

Statements significant by Likert method but not by Thurstone Chave method-

1
101
154
157
201
268
300

28

177
33
52
57
61
66

127

230

267

303

18
51
60
98
159
224

-

2
50
84

.59
155
243
265
269
287
292

72
87
197
207
210
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