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, ' Summary of this Research 

111e overall objective of this research was to find out if there Here 

student attitudes relevant to teaching, "7hich lvere important to success i::. 

the 'training course qS meas ured by final results, and which changed as r:hG 

cours e progressed. 

The central objective lvas therefore to examine a number of hypotheses 

\ " about the attitude~ of students in a College of Education. The most import.ant 

of these hypDtheses 'to:as to find out Hhat attitudes students actually held 

tow'ards basic features of the course, to see whether there ,.;rere significant 

differences in attitude between different portions of each year group of (he 

sample, and to see whether individual student attitudes changed during the 

-courHe . In this way it was hoped to discover hOH far the att itudes which 

a student t akes up in his first year are determinants of his success on the 

course, how far possible estrangement between tutorial and ~tudp.nt att itudes 

increases the problem of communication, and hOl-] far student a ttitudes towards 

basic features of the course become more OiO less favourable as the course 

progresses. These' 'basic features of the course ' \Vcre determined by an 

assessment of the consensus of opinion ::IJUong staff and third ye ar students; 

an1, as a result of this preli~inary assessment, it was decided to investigate 

the five areas of (a) Attitude tmo1ards wor~ (b) Attitude t o authority 

(c) Attitude to one another (d) Attitude to children and (e) Attitude to 

l ife in general, which was based chiefly on the con tinuum of the progressi 'pi 

conservative outlook of the student. 

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

examine a !: the same ti;ne other personality var iables which migr.t have a 
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bearing on the student I s attitudinal organisation. Thi s ,,~a s undcrtHken in 

order to see if there \-Je r e any significan t co!mections bet\.;een particular 

attitudes ~nd other personality variables, and to s ee i f any . of t he!'..:! 

affected the student's success in the course. It wa s also thought poss i~le 

that results from thi s area of the invest) ~ation mi gh t Shm-l Hhether any 

common person"llity patterns existed among students , ",he ther i ndivjdual 

personality change took place during the cour se , and , if .: 0, ~vhethe r t here 

was a pat te rn of direc t ion in such change . These per sonality var i ables could 

be tested by published te~ts, but the attitude scales clearly had t o be 

constructed. 

These attit~~e scales used the Likert technique of const r uction, and 

it Has thought wort~~,ile, in validating the~ . to ~est out a f urther ma jor 

hypothesis . This was to find out whether the individ a l statement va lue 

of these scales changed ov~r a comparatively long-term perio~, and, if so, 

how this affected the measuring capacity of the total instrument. It \ -TaS 

hoped that by successive validation over a period of four year s , instead of 

the. !!'.ore usual single va lidation, there might be developed a more effect i ve 

long-term measurement instrument . At the s ame time, it w::<; hoped thc'" these 

successive analyses might !)rovide further in fer .la tion about the dynamic nature 

of significant attiturie statements i!l a r e l a tively closed community. 

The experiment therefore consisted in examining the attitude::; and ma jor 

personality variables of students throughout four successive years. In t l1i s 

way the progress of a si ngle ye3r-group th r ouch the course could be followed , 

a comparison betHeen yea r groups \.,ho '-lere unknO\<1l1 to, and una ffected by , e;Jch 

other could be mnde, and a br oad compari son of the attitudina l situa tion 
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betHeen the first, second J third years of the course could be repeatedly 

" checked . It ~vas hoped that in this \~ay th~ s ignificance of stu<1ent attitud,..':s 

as a factor in the course might enerep.. "For eXaJllp l e ~ w.,at number cf stu lenLo; 

significantly change their attitudes durir.g the three years of the cours .~) 

what attention needs to be paid t o attitude development when designing 

courses and organisat i onal s tr~ctures in a college, or can att i tudes ~~ actv cl 

f act be thuugh ~ of as affective obj ectives in a particular course. 

The statistical methods us ed in this experiment Here chiefly those of 

correlation, signifi can ce of difference between means and si pIe factor 

analysis , but these varied in ac cordal!ce "lith the n 3ture of the ma t e!'ial bein-:-

used. The whole experiment covered a period of four years f r om ini t ial 

vall dation to fina l admini stration of the te ts , and took place it~ one cell p :!";,. 

--
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· . CHAPTER ONE 

STATEHENT OF THE ' PROBLEH 

Background to this Investigation 

Higher Education in this country has undergone a major expansion since 

the war . The result has been that the majority of students in provinci~l 

universities Rnd colleges have been first generation students corning from 

a wider social area and covering a somevlha l: greater r ange of intelligence 

(Robbins 1963) than pre-~var college POpulRtions. At the same time expansion 

has meant a ne~v influx of staff into hi gher education Of. Taylor 1969) Hha vere 

hound to bring fresh ideas on education and thus provide a background 

conducive to change. The pm'ler of assimilation of traditional itlstitutions 

of higher educa\:ion has thus been eroded by the size of po"t ~V'ar expansion . 

In addition, the role of higher education has also been aff~ctea by 

change. The pre-Har concept of a more or less stati~ society is gi.ving ~'lay 

to that of a dynamic, planned society , based on an a\.,areness of the import ance 

of change itself; and places of higher education are more and more seen as 

instruments in this process of change . There is thus developiilg a new 

impetus in the exo.iaination of traditional techniques of higher educat i on . 

T~le u~iversity is becoming more aware of its role as a teaching institution 

in selecting and examining its students ( Furn~ .. lUx 1961), whi.le the college of 

ed cation i& increasing its effor t to become a place of high~r education as 

distinct frum one of mainly professional training (Heaver 1966, J ame3 1972). 

It is from the basis of this kind of thinking tha t this reSe&rcil st~rts. 

W.D. Wall (1968) has said that in fact le are witnessing a revolution i t th2 

initial cducL:tion of tcachors, and yet here is sur risingly little research 
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which directly bears on the effectiveness of the preparation of students 

for teaching. In fact, the N.F.E. R. Conference on research into teacher 

education (1968) shoued jus t how litt12 is actually knmm, ho", little teacher 

educators in this country .?rc geared to ac:.ilTe research~ and hmv many l i nes 

of investigation are immediately necess ary . The pre sent inves tigation i s an 

attempt to pursue one of those lines; namely, that of the significance 

of attitudes and attitude change in the training cou~se in one co llege of 

education. 

Need for the Invest igation 

It has frequently been as sumed (Allen 1963; . \V. Taylor 1969) that the 

attempt to compress training for a lifetime of t eaching intc a thr ee-year 

course coul d be considered quite impossible unless it 'V1ere conceived 9.S 

a mat ter of fostering certain attitl des . Yet this claim has never been 

substantiated either in respect of a single college or of colleges ill 

general . How far attitudes wp1.ch are conside r ed as conducive to effect ive 

teaching, ar~ encouraged or engendered during the period of the college 

cours e is thus a question whi ch very much needs to be examined. 

At t !1e same time, hO'Vlever , one cannot look at attitudes in a par ticular 

situati on totally m ;'solation. It ~ . S necessary to look at c::ha' trends in the 

situat ion to see if they have any significant relat ion with the attitudes 
I 

exhibi t ed. It may well be tha t particular cluRters of studen t att itude .. are .the I 

result of part icular features, such as student age, subject department, 

professional orientation, ind ividua l personality, or reaction t o staff attitude.> 
I 

An examination of the ela tionsnip bet,.,een student a ttitudes and other fe.::ttures 

of the course is therefore also necessary . 
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Furt-hermore, much doubt has been thrOl\"ll (Cohen 1964) on the 

usefulness of attitudes ae a psychological conc~pt at all. While attitudes 

undoubtedly exist and are influential detcnr.inants of behaviour, their 

relation to the situational background and the uncertainty of their 

permanence renders their measurement some,yhat suspect. There thus needs 

to be S0me examination of the long term validity of attitude scale measurement, 

particularly '-Then a selected baee sample is used . Thus this too needs to be 

considered very carefully be fore the results from the inves t i gation con be 

effectively evaluated , sillce the basis of the "Thole pr0bl .r.] :investigated here 

is one of co lparative evaluation rathe than one of measurement against some 

fixed and invaria~le criteria . 

Purpose of the Investigation 

I 
The oVP.rall purpose of this inv.estigation, therefore, is to discover what 

actually happens to certain student dttitudes, if anything , (!:.tri.ng the pcri0d 

of the course, how far this is linked ,,,ith course success, and my far 

signjficant at titudes themselves are likely to change over a period of time 

involving completely dissociated groups of students . 

Thus the scope of the experiuv~nt is to examine attitudes to some of the 

basic features of the college course in order to discover what is their 

level , ,{hether they, in actual fact, do change as the cour e progress es , and, 

if so, in what direction . The possihle significance bet,-,reen these attitudes 

and other features of the cours(~ , and the possibly <lyn "mic r:ature of the 

attit. des th ('!~s ' lvcs, will .:lIsa form part of the iavestigation . 

, 
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'Limi tations on ' the field in in restiga tion 

01Jviously the-e arc two problems, implicit in this stat "'ment of 

p~rpose, lvhich need to be considered. The first is to conside r the limits 

of the context in lvhich these attitudes operate. In this research the 

context lvas limited to one college of education, and to the criteria opei.:'<'l,tivc 

in that course . The second problem was to cunsider 'vhat attitudes 'vere to 

be in vesti~ated . These similarly need to be rel~ted , to the situational 

background, and were the!"efore defined by the consensus of opinion among 

third year students and staff , since these together help to determine what 

-
is the end--product of the course. Thus they were enpirically determined 

'" --
with reference to this college situati0a rather than on any theoretical 

basis of ,,,hat attitudes should be inculcated in teacher training generally . 

General Hethod of Approach 

The experiment therefore took the form of repe~ted teS'~ings of a 

progranune of attitude and personality vari(1)le~ ( see p . 41 eh. 3) over a period 

of four years . The first ye~r 'vas ~oncerned ,.,i th establishing the attitur.e 

scal~s to be used; and this was done on a sample of a ,.;ho l e third year group 

of students . The remaining three years '-lere spent in annually testing a 

representative s;u!lple from each year of the course . In this Hay a picture 

of the attitudes of on~ group of students in each year of th~ir course was 

obtained , toge ther with nine comparative pictures of the different year 

groups of students taking part in the course during the test period. Thus 

"7hat "7el"e typica l first, second arid third year student atd turles could be 

de tcrmin d, as \lell as how a s tlldent's attitude developed through the successive 

years of his course . 1. c1dJi tior" other variables such as student age , sex , 
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social class, school achievement , sociometric status and course success 

were taken into considerat ion. The sample was also divided into its 

various subject and ~ducational groupings. It was hoped to establish nny . 

significant linkages bet\\Teen all these variables and groupings by the 

emergence of repeated significant correlations or differences between mca1S 

and the use of factor analysis where possible. 
I 

At the same tiVle the unrevised schedule of 305 a ttitude statements, 
I 

and t he revised at titude scales developed from it, ~.;rere sub j ected to 

repeated analysis. This ~.;ras 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 student samp les which had no di..ect 

influent ial connection with one another . 

Conclusion 

This research thus sought to discover some part of the attitudinal 

structure of an individual coll~ ge) to uncover evidence \o1hich college teachers 

might find usef ul, and which might prove valuable in s~owing some of the 

determinants of student success in a college course . At the same time , it 

also sought to discover i f attitude scal~s remain valid instruments of 

measur ement ov~r a relat ively long period of time , or whether i.he attit'Jde 

situation in a college is so dynamic as to make objective scaleS represen t ative 

only of the sample on which t hey are based. 



·CHAPTER · THO 

RESEARCH ON ATTITUDES AND PERSO JALITY · ·QUlILITIES 

IN rHE T rJI.I NI NG COURSE 

Introductory Statement 

The vol~me of English research into teacher education has so far 
. . 

been very small indeed, and Americ an research~ though much mor e voluminC"Js , 

has like,,,ise been rather indecisive in its re sul ts . Hence an investigation 

into anyone of the variables in a coll ~ ge cour se haE to take accou.'1.t of 

the fact that there are a large number of as yet unin estigated factors in 

the course '"hich may have relevance tv the aspect under examination. 

An investigation into attitudes in a colie-ge cour"se faces a nu!:.ber of 

difficulties of this nature. One is that the r elevance of student attit:.! es 

i n the course cannot emerge until an attempt hae been made at charting the 

obj ectives of the course . There is also the pr oblem of measurement of 

variables which are likely to be multi-dimensional and int~ractive. !hen 

there is the further pToble~ that different institutions are likely to have 

'~ different internd organisations , as Hell ·as objectives, :!I1d thE!be too may 

produce different effects on their students . 

·One possible solution to this problem of the compi x ramifications of 

evaluation , as L. Cohen ( 1968) points out, is to limit it by formulating a 

number of specific statelI'.ent s 'vhic!1 r eflect aspect~ of the general goals 

of tencher trninine· The extent to which the student accepts or rejects 

thes e stat ements, and the ir i mp licat ions about a t~~cher ' s values and at itudes j 

!'-).( 
\oriU indicate his progre s s touards that stated ·objectives . This solution does 

not scnpe the pr oblem of di~covering obj ec tives , nor docs it t ake inla 
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account situational or forma tive influences on att itudes, but, ,.,ithi.n 

its limi t at ions, it does make evaluation of existing attitud e strength 

possible, and hence can yield some useful information about th e training ' 

course . This r estric ted vie,·, of attitude measurement i s therefore tal~cn 

in this research. 

HOl-leVer, the complex r amifications of evalua tion referred to by Cohen 

do demand a consiaeration of more than just previous att itude resear ch in 
I 

t hi s sunnnary of research , so tha t this present investigat ion can be seen 

in its proper cont ext. Thus, this summary is concerned "lith finding out 

1"hat is knmvn ~bout (i) educational obj ectives basic to the teaching of teaching 

and (ii) previous attitude researcil in teacher education , i ncluding the. 

situational i mpact of the institution on the attituJihal str uct'..1re of t he 

student. 

Research into Teacher Ef fe~tivenes s. 

An attempt to exar.line the ?rofessional objectives of colleges of educatjon 

must concern it sel f with the r esearch on the topic of teaching effectiveness, 

which ha s taken p~. ace both in the sphere of teaching practice and in tha t of 

actual t eachi ng . Teacher ef fe ctiveness has at tracted a grea t dea l of study 

in America and , to a much less extent , in England , but the results have so 

far been negligible . In fact , so negligible have they been that many 

researchers have abandoned the field of competence research as being t00 simple 

an approach , and have tended to concenrra te on the study of classroom 

illteractions (Biddle and Elena 1964 ). Hm~ever, whi l e it: i s no exaggeration to 
f 

say , as Biddle and Elena poi.ted out and ~s Cope (1969 ) hos ~incc rc-affirQ0d , 

that He do not knot.; :11m., to select for, train for or evaluate t eacher 
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effectiveness ) it is nevertheless neco ssary to continue the searel > 
, . 

since it is ~o practically essential. The following con sider.ation of 

inves tigations into teaching practice and teaching ar.e therefore both 

considered . • 

Research into Teaching Practice Criterion 

There have been three lines of research follOi\Ted in the search for 

improvement in the teaching at teaching; of ~h ich the third is spccifically 

concerned with the criteria for successful te o ching performanc2. The first 

line of research has aimed at changing the style of supervision (Eggleston and 

Caspari 1965, Coltham 1966, Clark 1967), with ~h~ aim of securing more 

practical aid to the student. The second has directed itself tOi-lcrds 

considering the impact of teaching practice on the studen~. Thjs has been 

the line followed by cGrath (1950) in the U.S .A., and investigations such 

as those of Collier (1959) , TibbIe (1959) and Carroll (1962) in England. 

In gp.neral they p~ve found that it is the immediate situ~tional problems, 

such as worry over di!:cipline, inducing pupils to work, adjusting 5.nstructi01l 

to pupil 'needs, and so on, ,.;hich are the moos t pressing concern of the student. 

From this res earch it would seem that the main training need is for the 

teaching situation to be analysed in terms of specific functional skills, and 

the student to be trained in these. This is the third line of r search 'vhich 

has been pursued by investie>at ions suell as that of L. H. Ste\>mrt. (1956). 

Stewart' s investigation into specific practice requirements fer teachins 

success maps the outline of the functional situ~tion . Usi~g the critical 

incident technique, developed by Fla~agan (1954), he found that organisation, 

planning, interpersonal relationsbips, subject 1113.tter , instructional 
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procedures and cl ass management '-Tere the most important requirements f or 

teaching success . A similar e>..-periment by Bush an:1 Allen (1967) at 

Stanford Univers ity int o the training of specific teaching skills result ed 

in a programme concentrating on the six skills of organisa tion, presentation. 

stimulation, qu estioning, testing and rapport . In their test programme 

Bush and Allen produced a significant difference bet,~een the test and the 

control group in ~eaching cc~petence, as well as in the studentts abili ty 

to analyse .his m,TU performance • 

. Poppl eton (1968) followed a slightly different line in her effort to 

structure the teaching practice situation by tabulati~g the criteria aga i ns t 

which the student t s performance in it should be judged . She de-:eloped 

an assessment f~rm 01: t~e global characteristics thought to ·be signific.ant 

for teaching practice success by both college supervisors and schoo1d. Bot l1 

parties rated highly the P5:mer \.")f self assessment, subj ect kno\,lledge and 

preparation. originality and the ability to arouse active participation. 

but, after that, the supervisors tended to accent academic qualit:ies t-lhile 

the schools tende~ to concentrate on the personality aspects cf the stuuent ' s 

performance. Start, while ~t Manchester University, also began developing 

~ similar structured assessment form for use by college staff. These r ating 

schedules present a useful step in the direction of standardising the t eaching 

practice as~essment situation and arriving at agreement on t!1e main obj ectives, 

but as Biddle and Elena (1 964) earlier pointed out. they do not constitute 

a master blu ep rint for the teaching of teaching; ~hey are only an effect ive 

guide to a r ange of teaching situations . 
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These schedules, hmvever, do serve to hig, light the important parl tha t 

affective fac.tors ilave to play in teaching , and this conclu s ion has been 

r einforced by a number of research~s relating personality qualities to 

effectiveness in teaching . Lovell (1951) point ed to the netd for empnthy 

as ' well as intellectual ab ility in successful teachers, Eva~s (1952) 

conf irmed this by pointing to the need for empathy and f eedback in the 

pupil~teacher relationship , and Tarpey (1960) similarly emphasised the 

;mportance of sympathy and underst anding in teacher trainees . -Skinner (1949) 

concentrated on the student's need t o have an abil ity to arous e i nterest and 

evoke co- operat ion, which was reiterat ed by Allen (1963) as a need to have 

personal resilience under lying efforts bf pre~entation . Ut~ley (1952) 

found a significant correlation be t~veen student ' s rankings of one another on 

qualities of leadership, mental alertness and emotional stability ~vith 

teaching practice success as ass essed by college tutors. Phillips (1953) reseal 

i n the follo'ring year into sel ection methods for college students showed a 

dmilar cor r el a tion bet\veen personal qualities and teaching succ~ss . PhilliFS 

l isted these qualities as sympathetic understanding of children, friendliness 

and emotional stability , and found a . 505 correla tion between these and 

teaching practice success ; and Dale (1966) further confirmed the importance 

of thes~ same qualities in -a- separate experiI:lent ', on selection for teacher 

t raining . 

Hmvever. a student 1 s success in teaching cannot be arrived at simply by 

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

effective teaching must be a compos ite one , taking account of interactive 

factor s . is pointed out by Evans (1952) . She suggested that a criterion can 
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be arrived at partly by reference to the f eelings of the ,yorker , partly 

by reference to the p1uducts of the labour involved and partly by reference 

to those ~.n. th t-Jhom the worker come s in cont act. Robertson (1957) reinforced 

this kind of conclusion in produc.ing a profile of teaching quali t i es v7hich 

consisted of eight clusters of interrelated personality traits ~Yhich he 

claimed were essentia l to effective teaching performance. Hallhlell (1965) 

similarly emphasised the fact that as the criteria f~r effecti cncs s in 

t eaching can be intellectual goals, affective attitudinal goal s or general 

educational goals , the fairest criterion is likely to b~ a compos i t e one , 

which, though it may not very accurately reflect one a?pect of t he teacher ' s 
. - . ~ 

performance, will do most justice to his all-ro~nd effectiveuess as R teacher . 

It would therefore seem that successful teacher performance is u1ti-

dimensional and consisting of interactive factors, rather than u ivari~te 

ir. · its action. 

This multi-dimensionality makes the proble.m of measur.:.nent diI:fi cu l , 
. . 

but there are other complicating factors too. Wiseman and Start (1 965) 

showed that the actual predictive value of teaching practice a ss eS SlIent over 

the first five years of the teacher's life is very small . Robert son (1957) 

has 1:hOHn that the influence of the teaching practice school can have a great 

effect on the student ' s final grade . Thus there are practical f actors ~n 

the situation as ,·,ell as the multi-dimensionality of teaching perfo rmance 

which make valid measurement very difficult indeed, and practical out cones 

from the research di f ficult to apply . 
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Finally, some researches, such as that of Cope currently tak~ng pla.c 

at Bristol, have been devoted to an exa~in tic~ of the Whole web of pressures 

which go to make up the teachi.ng practice experiencp. for the student . 

Interaction analysis (Amidon and Hough 1967, Flanders 1969) '.,i.s a parallel 

attempt to obj ectify the dynamic relation of the vei-bal components of L!l e 

teaching situation. However ~ as Cope says in her. review of research into 

teacher education (1969) , research has only j ust begun to. get under way in 

this field in the last six or seven yearsin .this country, and there is Ij.ttl2 

so far ,·lhich 'makes explicit the obj ectives of teacher education or the degree 

of success in a~hieving them. Even so, the possibility of linking 'process' 
. ~ 

with 'product' variables in the course has emerged and represents a real 

opportunity for eventual~y arrivi g at a better determination of teachir.g 

effectiveness , though it has occurred too late to have much di rect effect 

on this present research design, apart from supportj ng it s rel evance . 

Research into Teaching 

These conclusions seem to have been broadly substantiated by parallel 

research into tea~~er effectiveness i n the profession. The Stanford University 

Se condary Teacher Education Project (Bush and 1le 1 1967) lists five 

functi onal 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 auareness of the school as part of the community and 

awareness of the teach<?r ' s own active role in the conununity. None of these 

have been really invcstig.:lted by :-esearch , nor do they seem to form a 
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s~gnificant part of the training pr,ogramme for t eCi.;hersi~ (Inlm'l 1960). 

The investigntion by Goodacre Cl~68) shoHed tha t fr~qucntly not I'10J:e than one 

in three teachers live in the area frolf) '''hi ch the school dra\vs it<: p pih , 

and or ten t he influence of different class origin makes it di fficult for 

teachers to thoroughly understand their pupils, as well as making an actual 

diffe r ence in the amount by which pupils can ~rofit from their education . 

Generally , Goodacre found the teacher's attit ude to the child ts home b~ckground 

and t o the child himself, \vas 'related to the personality dimens ion of 

authoritarianism in the teacher . Thus, democratic teachers tend ed to be 

more f avourable in their attitude tow1'rds their pupils ' home bac1<grounds , 

i.o shm.; more concern for children and t o be l ess pessimistic in I:he ir es::imates 

of the school's ability to influence pupil values . These functional 

attitudes therefore appear to emanate f rom the re rsonal value structure 
I 

of the teacher , not as a reacticn 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 patt er n of generalised: multi-

dimens ional t eacher qua lities to that found by ceaching practice research . 

* It is intcres ting to note, hov/ever, that when asked to def ine the bas ic areas 

i n the teacher training course the tutor and student inf ormal committees in this 

investigation both indcpcL dently re t urned at l eas t two of these five qua lities 

as being critical for student success in the course . 



The t:nairq)rQb 10m for him uas one -of defining, the r,la j or dimensions of tea~h et" 

cl assroom behaviour. He suggested tha t these are three-fold:--

---_.-_.----_._------ ,---
Pattern XO warm., understand ing VS aloof, egocentric behaviour 

Pattern Yo responsib le, business l ike VS evading, unplanned b~haviot 

Pattern Zo stimulating, imaginative VS dull , routine behaviour 
I_--------:L ___ , ----, 

At least one of these dimensions (Type Zo) has been substantiated by 

later research (B. Rosenshi e 1970) as having a positive correlation with 

pupil achievement, and pattern XO has been shown to h?ve a l-elationship T"rich 

pupil/teacher adjustment if not achievement (Davies 1961)~ Ryans !urthc!r 

suggested that the qualiyies which go '-7ith high scores O~ t hese scales are 

generosity of judgement, high verbal intelligence, democrat ic outloo~ and 

good e:notional adjustment. Fro:n this \'lOrk he developed self-report 

inventories Hhich sought to identify attitudes and early experience which 

might be predictive of these patterns of behaviour, though this 'vas an effort 

\.;rhich later research has so far shmm to be somewhat suspect. 

Later research, as listed by Biddle in 1964 and F1ander3 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 attempt~" 

to find the general dimensions of teacher behaviour ~lhich wCI:e most conducive 

to teaching effectiveness, but later research has tended to emphasise the 

int rnctive nat lre of t he situation vThich produces these behaviours . Biddle 

swns up the J :;.ffi culty of tIle problem in his seven-fold sequential 
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classification* of teacher effectiv2ness~ and Flanders (1969) supports 

him 1.n.th his simpler model of presage-, process-, anu product variable::;. 

In this way it has been' shovm that t eacher properties, such as attitudes 

or motivations cannot be the sole determinants "f effectiveness, but are 

.an important general ising factor in such success . 

These broad conclusions have been supplemented by English research on 

teacher qualities. Vernon (1960) foun~ that teachers are as diverse in 

trait s as persons from any other occupational group, so that the possibility 

of finding a distinct teacher personality is unlikely . Thomp son's 

investigation (1958) into sex differences in :t ~aching: attitudes among 

graduates agreed wi th Ryans ' findings , though it did confirm some sex 

differences in attitude'. Thompson found that women were more religious, 

!soci al, tender-minded and educationally progressive than men, but b0th 
I 

were divers e in the range of t~e ir personality qualities. Thus the early 

evidence of Strong's Interest Blank (1943), where a distinctive teacher 

pattern did not emer ge, was largely subs tantiated, though \.7hether this is due 

entirely to the nature of the job or to extraneous fac tors, such as the 

pres sure of demand for teachers, has not been clarified. 

Hence , while a characteristi c teacher personality has not emerged , it 

seems possible that the successful teacher may be ~haracterised by a small 

number of personality qualities, resulting in recognisable dimensions ' of 

classroom behaviour and attendant teacher attitudes. However, there \wuld 

* Teacher effectiveness classificat ion. (Biddle and Elena) 

A. Sequence variables:- fonuative expcrie,nc(!s , teacher properties , teacher 

behaviours, immediate cf:fec~s .long term cons equence. 
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I ' 
I 

also seem to be a number of 5.1 portant qU.:11 if i cations to this general 
I 
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conclusion. One i s t~at ther e seems to ' be a division of opi.nion on the 

'criteria of judgement between the college on the one hand and the school 

on the other. Poppleton (1968) noted that after agreement on the basic 

func tional qualities of teaching practice students) teacher's t ended to :;tress 
\ . 

affective fact ors while college supervisors stressed intellectual factors 
I 

as' being ne cessary f or teaching success . Drabick (1967) · simi lar ly stressed 
I 

a divi j ion between the 'idealistic' college training and the 'realis t ic f 

s 'chool training . The second major qualification is that in arriving at any 
. 

general conclu::;ion allo~o1ance inus t be made for, extrane?us factors in t.he 

interpretation of research situations, juet as much as in measurement 

situa tions. It is this. fact, al r eady evident in this survey so far, that led 

Ry ans to stress that variations in criteria (~"h ich hc divided:.into the three 

broad classes of ongoing teacher behaviour, the prcduct of such be.haviour , 

and the concomi tant s of such behaviour) cculd lead to apparently conflict ing 

conclusions , unles s ~here was careful consideration of the actua l research 

models . For example, Popplcton's general conclusion would have emerged 

much less clearly i f her teac]'er sample had been more r epl'es~ntative of 

University trained Secondary teachers. The thi rd quali£icat:on i s that one 

must also accep t Ryans ' later limitat ion (19 64) t hat predictivity carrn t be 

guaranteed from his research, i.t only shm"s the characterist ics of succ~ssful 

teachers at tha t time. The final qualification to be noted is that 

Ryans ' conclusions are only true on an actuarial basi~ , and certainly 

ca~not be applied directly to the individua l in a pnrticular situat ion . 

The conclusion from this field of research ,.;ou ld therefore seem to be 

that attempts to isol&~e teacher l ~ualitics l can lead to oyer-simplification 
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in interpreta tion of t.:he teaching si.tuation, and hence fai lure in 

predi ction of t eaching succe RS .' Nevertheless, it is legit imate . as Biddle 

point ed out, to consider such qualities as one of the gener ~lising factors 

underlying teaching behaviour. He lis ted tllese qualiti es . :-:3 inte lligence, , 

\.,armth of personal relationships, democratic out l ook, and. empathy l"ith 

. childre:n. Flanders (19 69 ) in !:he lates t attempt to SUr:l up r esearch on 

tcacher effectiveness, crdves at two conclusions. First , that too mach 

research stil l r el ates to isolated, single-shot, corrclational studies 

which have little to do with educational objectives. Se~ond, tha t there has 

begun in the last fe,,, years a promising change toward s icientifying and 

studying t process t variables in teaching . It is a major object of this 

present research to see how far those personal qualities anci at ti t ndes tl7hich 

staff 'and students think importan t in the course, and Hhich might well be 

described as 'process ' v2riables, actually affect succes s in the course. 

Attitud~ Rec~arch in Teacher ~ducation 

Cope (1969) points out that the majority of experiments going on at the 

present time in t eacher t~aining are ar~sing from the colleges themselves on 

an ad hoc bas is, and not on the bas is of organised research, Cane ( l 96i) also 

made the point that little inves tigation was as yet t aking place in teacher 

educdt i on , and w. T~ylor (1969) echoed him in saying tha t there is a 

pressing need to investigate ,rlla t goes on in th~ actual p~ocess of the 

tiaining course . There is a nped therefore for mor , organised, long-term 

investigation. Furthermore, ~he r esearch on teaching effectiveness, and 
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the opinions of the profession as elicited by Cat tel] (1931) throu~\ to 

Popple ton (1968), all seem to 511m-1 the importance of non-cogni tive objectives 

in t he teaching of teaching. Hence, the monitor:i:ng of some basic . student 

attitudes during the course should give some i ndi cation of, what happens ' 

to students tlu::-ing the course in what is generally held to be an important 

area of their training. 

In addition to this, however , it is becoming more and more reali sed 

that higher education must div€!rsify r.lOre eff ectively in the analysis of its 

own goals and paths of training in order to meet the varying needs of its 

population. Cornall (1964) points out that we do not ·knm" what are th~ 

different functions and training effects of different institutions, such 

as polytechnics, traditional UniVC1"sities and so on : and y(~t \ole need to 

know this if we are going to cater more effecti'ely fo r the full range of 

the higher education population. This is even more trl'e ,,,hen the internal 

situation of a coll ege is considered : Different types of student are 

likely to need different treaLment. Duffy and Crissy, as lcng ago as 19l14 , 

noted that able students yJere likely to have high theor et ical and aesthetic 

and lOH 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, for~al lecture method of 

instruction to the discussion/discovery type of approach. Adorno (1950) 

like\.!ise itcmis ec the authorit::td.un ·pel.' sonali t y ,~s having a blind belief in 

authority and a liking for given information, while Koer..ig ar • .:1 HcKeachie 

(1959 ) showed the preference of liberal minded students for participation 1n 



small groups . Beard (1 967) sugges t; that certain attitudes precJ ude 

critical thinking, while others promote it, ano implies that the foster:ing 

of originality is the University's main aim. Thus the need to cater ~n 

teaching methods and consequent organisation for the d~ff~rent needs of 

different students seems to be quite ,>'ell established , though largely i gn t'(·d 

in practice despite reinforcementby the Hale report (1964). 

IThere is 
I 

catering for 

the further possibility, however ~ that instead of merely 
institution 

students' needs, an educational"has a duty to directly promo:::e 

certain attitudes . This has immediate application in a College of Education 

aiming at the inculcation of 'teaching ! attitudes . Unfortuna tely . hO\leVCr, 

hard evidence suggesting that colleges can p.ffectively inculcate 51lch 

attitudes is rare . Newcomb !s (1943) investigation of Bennington ap ,careu to 

show how the general atmosphere of a college could affect the ad~ption 

of attitudes by incoming students, but his follmrup study in 1.967 hUed 

to support his ea:rlier results nearly so conclusively. Evans (1965) cor:tmen ted 

that the results of the Bennington experiment uere not enough to gauge ei he";.-· 

the degr~~ of inf~uence the college exerted, or the amount cf action 

resulting from these attitudes after the student left college, and these 

a ... oe both important \>,eaknesses of the original experiment . Furthermore, 

experiments in the last decade (Piant 1962 ) Lehmann 1963) have sho\,TU that 

frequently the same amount and direction of attitudinal change occurs ~n 

college drop-outs as in students who remain in college, so it ,,,"ould 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 f~ct, 
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it would appear that our understanding of th.e comple.x t ~nteracti':e 

nature of learning environmentG must be considerably increased before this 

can become more than a possibility. However, the possibility does exist, 

and provide~ .:l further reason for examining ~.,hat happens to student 

attitudes during the training course. 

The Impact of the Institution on Studellt · Att}tude~. 

The next area of research to consider would therefore appear to be 

concerned with the effect of the institution on the possible achievement 

of affe~tive course objectives. 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 

new emphasis on discovering the nat".lre of learning ellvironments and 

institutions. 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 asanecessary step in the evaluation of 

objectives. A very useful preliminary to such an analysis, of cours~, would 

be a taxonomy of educational objectives, such as that 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 i mportant distinction between 'knov;irlg l and 'doing' which Shipman 

(1967) echoes in considering the relation between theory anJ practice in 

tr.e college of education . Acad emic theory is illuminated, and mo tivation for 

its mastery increased, by related practice in the fun~tional situation. 
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Shipman (1965) also not e s that the impact of the insthutj,on changes i'lith 

growth in i ts size·, so that the pattern of social o:.:gani sation in the 

Col~ege is very much a factor in the qualit a tive growth of its student s . 

Thus th~ import ance of: investigating institutional effect in det i I, and 

some of the Kinds of f actor \vhich might be usefully investigated, have been 

emphasised, though the actual volume of English research is still very slight . 

\ Jacob's invest igation (1957) into the value outcoraes of teaching general 

education courses in the social sciences in American ,-olleges 'va s one of the 

most far-ranging r esearches of this kir.d.. He faund little evic1 enc~ of actual 

change in student values , though co.nsiderable support ~or the viE:V] that the 

college tends to socialise rather than liberalise student values . 'lhe i;npact 

of the course seems to be in the direction of greater homogeneity of values 

rather than real change; and this holds true whether it is the inf ll1ence of 
. 

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

consideratian. Only in the case af a few , usually small, colleges af distinct : v 

character are there ex~eptians to. this general rule . In these colleges , 

where a high level. of college expectancy in a particula r direction far tl~e ir 

students seems to. I;!xist, there is a student respanse \vhich i:; markedly 

different from the national pattern . Students seem dra\vu to live up to. the 

callege standard, even-if i~ means a cansiderable departure fram previaus 

ways af thinh.ing . The averall r esult of this natian-wide survey therefare 

was that callege courses , except ~n a few particular cases, tend to have liLt lc 

i mpact on student redirection of values, but considerable effect on 

encauragement to. re~pond to ~ cal l ege based narm, which generally was 

confirmator y of already exisLenl s tudent value s . In shart, it ,,,as the 

I 

l 
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encouragement of homogeneity of outlook in values tha t was the colleges ' 

rhief contribution in value education, but co~lege iize and distinctiven~ss 
, 

of orientat ion did have its effect . r\ 
" 
\' .. 

Marsland (1969) fn England, develops the theme of the professional 

socialisation of the student much further in his paper presented to the 

fifth annual conference of the Society for Research into Higher Education . 

He studied student orientations in a single ye ar-group at " the beginning 

-
and end of their course, by means of self-completed questionnaires , and 

noted that considerable change had take~ place during. the course. In ",hat 

was an exploratory investigation he tentatively makes ~he point that there 

are in effect four sociological routes through the social system of ceac~er 

apprent{ce routes. Each of- the8~ routes has its mm attitudinal structur 

and he exposes the colleges" structural dilemna in either aiming at earl)-

y professional id entific~tion (with consequent conservatism), or postponing 

identity crystallisation in order to obtain student identification tnth a 

progressive and innovative definition of the teacher role. Poe thus suggests 

th~t student attitude structure is to a considerable extent a concomitant of 

course organisation. He also makes clear that the s~ructural organisation of 

the college, uoth formal and informal, makes a difference to the students ' 

attitudes tmmrds a teaching career. For example, students who evaluate the: 

Education part of the training course highly tend to become more affecti~e 

and educat~ona l in their clas~room orientations . One of hi'S nl~ 'or l' ~ . wJ cone US10ns 

therefore is a demanJ. for analysis of the functional relationships bet,,! en 
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the elements · of the social structuxe and culture oJ; the college as an 

orgcmisat ional system, because of the influence of these el ements on the 

student .';s attitude s tructure and his perception of his professional role. 

L. Cohen (1968) in his surmnary of recent attitude research, support ed 

Marsland 's position. Cohen divided· attitude investigations · into t,vo 

categories : those '''h ich did, and those \,'hi('h did not, take~'. in to account 

the situational infl uence of the institution. He pointed. to Ne'vcomh t s 

(l943) S~udy as exposing the significant influences for future investigatimls 

of home enviromnent , the college peer-group and sub-groupings, and the 

influence of the college as a total membership group • . There have been a 

numb er of investigations on peer group influenc~, of which perhaps the most 

important has been that .of Wilson (1966), which concluded that faculty 
I • 

importance accounts for only 25%of the total influence on the student. 

Atdtudinal relationships b_et\veen staff and students (Bushnell 1960, 

Shipman : 1967, Lortie 1959, and COr\vin 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 3eveloping between students and staf f 

quite early ill the course on the ideas which the course represent ed , as wel l 

as on the more practical requirements of work loads and ~ourse requ irements . 

Shipman pa~ticul2rly points out that this type of 'response set ' m~ght well he r 

to account for differences between self-reported attitudes and actual 

behaviour, and could help J.n explaining the widely noted difference between 

attitudes adopted \vl1 ilc a student and those subsequently adopted \vhen in the 

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

dynaml' c le ... rning environment is only J' ust beginnl·ng. The C 11 Ch L ' t ' u 0 C3P. • .:1rac · ,:>Tl.'> ) C 



I:ndex Q?ace ~md S ern 1958) l,S an example of the' kind of instrument developed 

for this purpose~ Boyer and Hichael' s (19E8) invest}.gntion is an example 

of this kind of research modeL They c.ompared staf..L! student perceptions of 

college environments in religious and non-religious colleges, and found 

significant differences in the unity of perception bet,~een the tvlO types 

of college. In England little work of this kind has .been done so far, 

but enough has bee'. done to establish its importance as a' major influence on 

the ~ttitudinal structu~e of the student, and on the i mpor tance of finding 

out more ~bout what students ' attitudes actually are . 

Sanford (1962) summed up the maj or paTt of the Amt=\rican w'ork that has 

been done on the attitudinal" and personality effects of a college educ.ation. 

He begins by pointing out that there has been too little research in this 

direction and that, \'lhile the value of ~ coll ege education is generally 

asp.umed, there is very little empirical evidence to support such a:: 

assumption. HQtolever, he points to the ,york of ~lebster , Freedman and Heist 

(Chapter 24) to shoH tlltit there is in general a change among students during 

college towards gr~ater liberalism and some sophisticaticn in political, 

religious and social vieHs . T1:is, \vhile a more encouraging view 1.:han that 

of Jacobs, is still only a tentative one. Furthelmore , the a'Jtbors stress 

that no link between s~udent change and educational activity can be found, 

, so that this is still not a very encouraging finding , except in its affirmation 

that change does take place. H. Taylor (1969) like~visc looks at the English 

scene in teacher education to see if there i s evidence of attitude or value 

change . He points out that the literature of teach~r education frequently 

emphasises a value orientation for the collegc~ of a liberal education round 
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a vocational core , based on a view of tLc t e acher ' s function as b~i ng a 

socialising rathe l.' thau mer ely an instruction.al onc·. This concC!pt of a 

child-centred educa tion i mplies Cl person-centred t r aining (Li_.;lgcveld, M.J. 

1963) , but there is little evidence that this is more than p~rtially 

successful in influencing student role behaviour and personality formation. 

-Taylor concludes that the lack of hard evidence makes it difficult to asses s 

the role in this i mportant a rea of the i nfluence of teacher training on the 

teacher's a ctitudes and values, but that it is vital that this should be 

done, since it is from these that the teacher's responsE: to specific 

problems will be derived . Thus both American and Engli,sh research emphasise .. 
the need for further investigation ::>f the acti tt,dinal effects of college 

courses. 

However, investigations on institutional effect may tend to obscure 

t he possibility that deep-seated personality dispositions do not .change 

easily, and that behavioural reactions in a situation may b.:: the result of 

interactiun bet'ween -a personality disposition ~md the situation rather than 

simply the result of attitude alienment engendered by the situation . In . this 

sense Marsland ' s wurk may be an oversimplification of the actual, interactive 

situation . The complementary viewpoint there!o~e needs to he borne ln mind that 

attitudes are as much an expression of the deeper persou2lity structure of the 

individual as of his reaction to a particular learning environment. 

The Nature of Attitudes and their Relation to 5ehav:our 

Thus it is necess~ry to try to establish the psychologica l nature of 

attitudes themselves in order to see how far they are likely to be influenced, 

and how far they are important in influencing IJ,ehavi0ur . The grea t 
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difficulty in predicting levels of perforlUance~ generally ~ in no rnt'll people, 

seems to be in the multi-v riate orig in of an ind i vidual 's behaviour. 

Motivational factors , patho logical weaknes ses, levels of aspiration, and 

so on, all m~!(e their contribution to bepaviour, and any at t empt at their 

individual assessment increases t he subjectivity of the final predict ion 

(Taft 1959) . What seems to be the bes t approach is one 'vhich does not seek 

to isolate the apparently discrete roots of behaviour , nor the absolutely 

immediate situational frawe of reference, but the half-way house of the 

relatively permanent attitudinal ba se which eve~y individual has, and which 

consistently affects his behaviour. 

Cattell's (1949) Ergic Theory of Attitudes illustrates how at titude s 

can be i mportant determinants in behaviour . He stressed that an attitude 

is an amalgam .of the five aspects contained in the follo~nng sentence:-
I . 
I 

"In these circumstances /1/ ,·]ant so much/ to do this/ with that." In doing 

so, he underlined the fact that an attitude is concerned with the direction , 

tbe goal, and the strength of the resulti~g behaviour; and that in a ceLtain 

situation it is only R predisposition .towards particular behaviour. Gage 

(1963) later sununarised' American attitude r esearch, and said that all 

definitions agree on four funda~m~ntal points. These .are (i) that attitudes 

are largely socially formed, arising out of individual experience 6nd training , 

(ii) that they are orientations tO i-Jar ds others or towards obj ects, (iii) ' that 

they are selective , providing a bas is for consistency of behaviour, (iv) thai. 

they r eflect a dispos ition to an activity , not just a verbalisation, and 

th~refore represent the underlying personality dispos itions or motivational 

urges of the individual . 
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The difficulty, however, Hes in di stinguishing \'lht l:e this personality 

disposition ceaseS to be ~ufficiently deep-seated ' to be so-called and 

becomes a dis?ositional attitude . Eysenck' s (1952! postulation of tlie 

organisation of attitudes into four level partially 'meet s . this problem. 

A classification supplementary to this is that supplied by Bloom (1957), 

and is in term~ of the attitude's degree of commitment to action. At its 
\ 

most strongly held level, action consonant with the attitude is likely to 
I . .. . . 

emerge throughout the range of situations to ,·,hich that attitude is 

applicable, but at its weEkest level, that of specific opinion) olhe~ 

situational factors may easily inhibit action appropria te to that opinion. 

I ' . " 
Thus ' it 8~ems that attitudes a~e basic to any study of behaviour, but that 

it .. ~ould be unjustified to expect a constant :;trellgth and direction of 

action to result from a p'articular attitude held at a particular level. 

In fact, A. R. C?hen (1964) makes it clear that this relation of attitude 

to action remains an unsolved proble~l, and that procedures for producing 

attitude Ch a!lge may do !lO mere than cause cognitive re-alignments. 

Attitude Change 

It thus appears that attitude patterns i~ students, within the limitations 

noted above, are a promising field to explore i~ trying to discover how 

to train them more ef f ectively. However, this rests on the assumpt ions 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 as th2re is for our ability to change at titud es points to 

free group discuss ion as a better method than l ectures. Ab ercrombie's (19 60) 

inves tigation into perception and freegroupdi~cussion showed distinct changes 
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in attitude on the part of group mcmhe>rs, and a reduction in aggrpssion of 

some of the more forceful mer-tbers Barnett (1964) report ed similar 

findings, and also a positive increase in the amount of crit~_ ca1 thinking 

going on in th~ group. King and Janis (1956) show'ed how ll~L?n s d.ous attitude 

change can take place in students ,,,ho are forced to become' actively 

involved in ;;, topic. Thb is paralleled by Ke1ml:l.n' s (1962) experiments, '''hieh 

aime d at sho,,,ing that an attitudinal quality can be fostered merely by 

practising the requisite hehaviour for it. Le'vin ( 1958) and Bennett (19';5) 

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 commi tment, "'hile Le'vin used a consensus of perceived opiniOi.i. 

in the group as the leVer Hith ~vhich to change individual attitudes . 

Rabinowitz and Travers ( 1955) in America tried to establish the respective 

impacts of conventional and progressive teaching programmes on pupils, and 

this study ,,,as followed up by Steele (1958) in Ent1and. The progressive 

programme in both experiments yielded clear improvement ill puVil/te&l:her 

attitudes and learning participation. Methods for securing overt attitude 

change thus do seem to have been explored to some extent , but how far the 

attitude change shmvn is a valid and permanent respon.se is as yet uncertain. 

, Oliver (1953), for example, shm-led that a sample of teachers ' professed 

educational beliefs were consis tent ,.,ith modern theory, but their c1assruom 

practice shm.,ed no implementation of these beliefs . Shipma.n (1966) 

similarly, in his analysis of a training collegs, found that ther~ were a 

number of determinants of behaviour in the college system. Behaviour se med 

to be less a re sponse to specific, official demands so much as a generalised 
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accommodat~on to ~nstitutional pressure s in t he soc~al system~ He would 

thus appear to suggest that this. generalised pressure di scounts the 

pos s ibility of effective at titude change by specific and is c ' ~ ated t echniques. 

It is thj.s generalised pressure to ~vhich the student tends to conform \-]hile 

in college , c:ld which may well account for his quite frequently r apid 

change in attitude when translated to the separate pres sure system of the 

school. 

Studie$ of . general attitude change have like1vise shovm uncertaint i Es 

in their prediction of subsequent action. Butcher (1965), comparillg groups 

of students and t eachers, found gains in nat~ralism and radicalism during 
# 

the college course, but found reversal of these gains aft er some ti~0 in 

full-time teachi.:lg. Horrison and McIntyre (1967) found similar changes in 

opinions about educa~ion bet1veen the last yea r in college and the first 

year of teaching. Such gains in attitude during the 'College course have 

been reported quite frequently (Cal lis 1950, Palmer 1954) and a similar 

decrease with actual teaching experience (Day 1959, Lipscomb 1956, Rabinowit z 

and Rosenbaum 1960) has likewise been no ted·. It is extreme ly likely that 

this is due to the change frvm the 'ideal i stic ' frame of reference of the 

college to the 'realis t ic' one of the 'school (Drabick 1967, Finlayson and 

r,ohen 1967, Gross 1965), but it may also be due to uncertainties of 

measurement. 

The difficulties of attitude measurement are illustrated by a number cif 

studies which have, f or example, e ' al~lined the valid~ty of the M.T.A.I. 

Tieg1and (1 966) found tha t the student w'th the highest positive att itude 

chaI1ge in hi~ ~amplc, had also the highest scores on a deference scale 



30 

des.igned to shm·,· the i r accep t j ~ce of s taU i nfluc:nce . The poss~bility of 

tfaking good' on the !'!.T.f..L has al s o b een sh m-m ' by a nu ... b c r of expe-,.. h Qc:n ts 

(Oliver and Butcher 1962, Ros s i Yengo and Doyd 1966, Eson 15) '1 6) . Clearly, 

there is some pressure on students to make the exp ecte.d resl?n s es. Shipr:wn 

(1967) suggested tha t stud'ents give' onstage I r esponse s "t<7hich may be 

incongruent ~-rith their ba ckstage beliefs, and h.:lmmOn (1959) reported tha t 

only by conforming to the expectations of the academic staff could the 

engineerin~ students in her sample hope to survive the course . 

Furtl!ermore, there is the additional complicating factor in attitude 

measurement tha t role conception ma y be different for different kinds of 

student, and different again from ~at of ~olle~e staff. St~ele 's study, 

for exatlple, found that infant students w'ere more probressively orientated 

than junior students both at the beginr:.ing and the end of the cour s e . 

Fin.layson and Co~ents study supported this conclusion in finding that 

students training to teach older children Here much more authoritarian than 

infant trainees. Sorenson (1967) sho"t<7ed the anxi ety and hostility produced 

in students on teaching practice m-ring to conflict on role conception bet~.,een 

college supervisors and school Gtaff . He followed this up (Sorenson and 

Halpert 1968) with an investigation which id e11tified roll! disagreement 

between student ~ nd supervisor as a major stress factor in 60% of the 

students sampled. The1:e are therefore a number of factors in this area whi d 

may distort measurement . However, while role conflict is thus sho",n as a 

coraplicating f actor ' in the specific si.tuation (Coh en 1965» it would also 

seem to be tru e that the general teacher stereotype among stud~llt:; · is qui.te 

a ' stable onc (Medl ey and Klein 1956, Trabue 1 9~3). The chief haract cri Dt ic ~ 
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of this st er eotype are empathy and competence ) and, as Symonds (1955) points 

out, may ",ell have many of its roots in the deeper personality structure 

of the student. ," 
r\ 

Thus studies of a~titude change ave shown their occurr ~ncc but not , . 
;\ 

their perman-ence~ or their -translation into effective action, or.:. in fact, 

the certain validity of the actual change. It 'vould seem that mOl:e 

investigation is required. One direction is that suggested by Sanford (1962) 

that student culture should be vieH"'d not as " an aggregate of student 

attitudes, but as a dynamic totality of understandings and agreements on 

the student role", and this would certainly seem to be a more realistic 

" vievl 1n ii.1cluding -both the forI"3.tive influences and the range of situational 

expression available to a given attitude at a given time. At_ the came time, 

it seems pnssible that the older, more restricted view can have considerable 
.. 

validity, provided that the limitations 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 ~he attitude construct being measured is therefore of 

considerable importance. Much work has been done by factor analysis to 

try to determine what are the basic social attitude factors. Eysenck (1952) 

following up earlier work, 5uggested R & 'i: as bing orthogonal axes, and a 

third was added by George (1954), \vhich seemed to identify with neuroticism. 

The::;e are not culturally invaria te (Digman 1962) '4. but 1despite po\\rcrful 

criticismG of Eysenck's work, do point to some orientations which may 

be basic to Hesteril societies. Allport and Vernon, follO\ving an independent 
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line based' on Spranger \ s types, dre,'; up theh: 'Study of: Values' i,n 1931 

for use among college stud ents, and rhis ha s been cont inually revised ever 

since. Later ~· ork 'seems to sho\-1 that ' t hcoretica,l' (stress being laid on 

truth and cognit ive values) and 'social' ~tress being laid on the va) te 

of human relAt ions) are positive and independent va lue attitude systems. 

Adorno's work (1950) on the authoritarian per sonality like,~ise s~emed 

to establish anotfler basic personality characteristic, \.,hich could be 
I 

vital in i~s effect on student orientations. In f act, the Activities Index, 

developed by Stern Stein and Bloom (1956) and the College Charac eristics 

Index by Pace and Stern (1958) serve to sho..,. just hm-l.college learning needs .. 
to be correlated with stud~nts' basic needs and personality ·charactp.ristics . 

Similarly, wary on the students ' ! concept of self (Head 1951, Jersild 1960) 

has shm,Ttl this to have an important effect on s t uden.t performance. ·rorranc.e 

(1959) showed that the maj?rity of problem cases in "college arose out af 

gross mistakes in the students' mYU estimate of thems elves . A number of 

basic personality sets which have inunediate reference to the course have 

thus been isolated. 

How far the se deep-seated traits relate to more generalised attitudes, 

such as attitudes towards the course, towards teaching and towards children, 

i s a f~rthcr question. Joyce ·and Weatherall (1959) found that 75% of 

st~dents pref ~rrcd the infonmational lecture and formal type of work to 

the mor~ discuss ivc seminar and informal organisa tion of i.-ork. }1cLeish (1968) 

in an investigat ion relating personality raits Vii th university teaching 

methods, found tha t tough minded introver ts with lligh security needs 

favoured ' gi ven' information, while extrovert ed radic als favoured the 
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responsibili ty and freedom to be found :1,11 discussive metilOds and 

assignments. Thinnne Gm."da (194S} found th::lt student upinl.on or. various 

aspects of their course bears little relation to success in ~t , and 

there ,."ould appear to be deeper personality facto rs :i.llvolv~(l'~ Evans (1%7). 

using the M.T.A.I. and the study of values found minimal personality 

change, though some evidence of at.t itude change in a one-year course . It 

thus seems possible that the student brings in t o college certain basic 

sets, "'hich are likely to militate for or agains t td s success in the 

course , and which are not easily amenable to influence. He also brings 

"lith him relatec;l attitude sets, ,."hich are more amenable to overt change, 

though the permanence and essential validity of this change is open to 

" question. 

Conclusions from thi~ Survey "of Research 

~~at thus emerges as broad conclusions from this survey of research, 

which might be t;seful for this present investigation, are the fo1101o7ing:-

( a) There is a lack of relation betHeen research into successful teacher 

perf.ormance and the fi~ld of attitudes in teacher education. Very 

little has been done to relate the personality qualities and attitudes 

-
which may be characteristic of the succes sful teacher with attitude'S 

" exis ting during the trainin"g course . HOvT far do attitudes involved in 

effective teaching exist at the begin~ling of the course and how far do they 

emerge during it s ~ourse? This l ack of relation is ~artly because the 

obj ectives of the teaching of teaching and the characteristics of the 

effective teacher are not yet very ~l]ly conceptualised, but, even so, thane 

characteristics which have emerged have not been follovTed up in investigat ions 
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children , generosity of judgemen t and democratic outlook as defined by 

Ryans, as well as ~t't itudes tewards authority (Adorno, Evan s. and 

sociability and ~varmth. , 

(b) Furthermore , becau se of the methodolc:.;ical and definit ional difficulties 

•. ,- encounter~d in try ing to decide ,,]hat i s an effective t each ;r , there 

'I h ave been 31ery few attempts to evaluate the way in 1vhich college:; .1ttf:npt to 

influence the ir students, and what relation ship this influenc e has with 

sub sequent teaching performance. Howard (196 3) points out that it ic: 

a ssumed that something happens to people during traini;g that c.hanges tllCrl! 

in the djrection , uf becoming good t eachers , but that there is little 

empi r ical support for such an assumpt ion . Th~re i s a need, theref o re , to 

find out what happens during the course to student attitudes "nich Play have 

some functional r e levance to the job of teaching . 

( c ) In addit ion ,- the relat ionship b e t~veen attitude and action has not bC'en 

sufficiently established by many of the investigations so far carried 

out . It would sec~ that , at the leas t , attitudes mus t b e validated 

against action criteria, though a more sophistic.:!t ed research mouel ",auld 

also seem to require considera t:i on of the dynamic , on--going situation 

"'hich has been shmffi to influc:lce attitude expression. 

(d) Aliied to thi s conclusion are t wo oth~r considerations which re 

c l osely r e l a t ed to it. One is the fact tha t students have been shm·:n 

to respond in vlhat the y kno;y is the ' r equired ' direction. -This is pal'tly 

a methodological problem i nvo lving the depth of attitude s~mpl ed and 

th e \<:aY5 in "hich attitude statemcnts are presented , as \'le ll as a motter 
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of the dynamic soc:i,al interactions i,nsj,de tIle insti,tut~Qn suggested by 

investigatior.s such as that of HC'.lloran (196 7») ,,,ho made it clecr that an 

individual 's behaviour is affected by the system of soc ial con~traints and 

taction opportunit ies' surrounding him as ~·; e ll as by hie attitudes. 

The other consideration is the fact that the differing depths at whi ch 

attitudes are sarcpled occasionally produces conflicting research r e sults. 

'/ Hhere' an attitud.::: stops and i t s personality quality .· base begins is 

difficult to determine. This sugges ts tHO methoaological considerat ions: 

first it is usefu l to combine investigations of both levels into a single 

model, so that uet ection of change at differ en t l evels can be facilitat ed ; 

and second , at the attitude level it is important to try to measure 

wholistic rather than specific construc.ts, sint:e it ,,rould s eem li.kely that 

with specific constructs change may occur with relatively slight changes in 

the overall situation . 

( e) Finally, there is also the fact that similarity of teacher role 

conc~ptinn Il1<1y not exist bettveen students on different types of cour~ e, 

and is not likely to develop uniformly throughout the course for all 

students . This points to the methodological necessity, in any investigat ion , 

of compar ing di fferent parts of the sample ,,ri th each ot her as well as 

looking merely at the whole undiffe rentiated popUlation . 

To sum up, it has been made abundantly clear throughout this survey 

that Lhere is a pa~city of r _search into ",hat t he training course ectually 

achieves . W. Taylor (196 9) has stressed the ab s c~ce of, as well as the 

pressing need fe r, such r esearch, and this present inves tiga tion is an 

attompt to do some thing 1.n one particular direction to fill the gap . 



36 

Thus th firs t two of the above general conclusions gi.ve poj,n t ers "' 0 t he 

subject area 'Jf this research, and the last three qualify it s methoclological 

. ) 
approach. They thus helped to determine the development of ' .: h e follml7ing 

"\ 
research mode l. 

I . 



. ' 'CHA-eTER 'THREE 
(' . 

LAY ' 'OUT ' . AND . 'ORGA IS/\1'ION ' OF ' THIS ' 'EXPERU!ENT 

r,. 
r' 

Introductory Statement 

Conclusions derived from the fo~egoin~ sur.vey of res earch suggested 

that certa i n f eatures should be incorporated in t he present research 

design. These were:-

(i) That the suh ject area of the investigation should be r elated to 

those per sonality qualities wh i ch s eemed mos t likely to be import3n~ 

in effective teaching . 
. , 

(ii) Tl>at attention she ld be paid to the sftuational val::iables in th e 

investigation. 

(iii) That there should be action criteria for the attitudes under consid~ra tjol 

'.7herever that was possible. 

(iv) That there should be &~ effort , to test the personality orientations 

to be sampled at both the attitude l evel and at the leve l of d C!per , 

more perman~nt personality dispositions. 

(v) That examination of parts of the sample as well as of th~ ~hole 

should be carried Ollt to see if any signiricant differences emerged . 

One other genera l feature of the research design is i mpor. t ant her e . 

l.]ispe 's (1951) experiments or! ehe relation of personality and respon ".; to 

different t eaching methods had :-;hmm hm7 a particular teaching method co lId 

produce diffe r ent individual r eac tions in the group on which it Has 

us ed. In this college , students were group d by subject choice and the age-

ran ge of the children they intended to teach; no attempt 'vas made to group 
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by personality fact ors or intelligence . - I:t ,las therefore envisaged tkl.t~ 

since different personal itiefl ,.ere likely to be affpctt!d -by different 

parts of the course in different 1vays~ an unequivocal picture of student 

at titudes over, the ,.;hole college was not likely to emerge . lVhat seeMed 

more likely v;as that in some teaching circumstances individua l }:'eactions 

inside the student body might cancel each other out, and there appear to 

be no overall change even \'Then sigr..ificant, individual change had t aken place . 

It was essenti al, therefore, to look a t i~dividual attitude variat ion as 

well as group variation Ln this r esearch design, and to be prepared fo r 

only slight indications of change , though the actuarial natuTe of th2 
. . - . ~ 

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

Lay-Out of the Experiment and Initial Development of the Origina l Ma t eri a ' 

I 
Lay-Out of the Test Progr annne 

A summary of the ctages of odministration of the test progran~e was 

as f olloHs :-
.J_ -- Course Ye~r s -1 

- - i>lumber % O£ 
Test 

the Date Tested Tested yea r tested 

1\ 

II 

I 

iJ No. Year 
Total 

I--------i----t---t-----t--r 
Test Year 3 122 160 76 Try-Out programme 

Year 1 
Revised test programme Year 2 

(tst i ssue) 
Year 3 . 

127 260 
141 230 
115 185 

- -

49 
61 
62 

July 1965 

Jan. 1966 ! 
,j 

. car 1 -240 260 92 
Revised test progranune Year 2 201 250 80 (2nd i ssue) Year 3 156 240 67 

Revised te st pr ogral!'.me Year 2 207' 250 IT (3 rd issue ) Yea r 3 185 2::0 

\-
J <In . 1967 i' 

Jan . 1963 

Tab l e ' . Time table of aJmi nistrat ions of the test L . pro l3ranunc . - -, - . - - :J 
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The tests were i,n:i.t:i.a.l1y g:i.ven to all Third Year students as a 

tryou t prograr:unc after their Final Exrunination in 1965~ Th ey ,,,ere 

administered a t this time in order to maximise honesty of r esponse , sinc.e 

the students kneH that their final Certificate grades were nm'l completed) 

and there was therefore no louger a built in requirement to make t ons t agc 1 

responses. Student attendance at the test sessions ~ilas voluntary, and 

the confident i al n ~ ture of the test scripts stressed . The broad reasons 

for the investigation had to be given, .in order that the s tudents ~'lould 

be motiva ted to respond re sponsibly, but it \o1as thought impor tan t to avoid 

going into deta il in order not to run the risk of ' leading ' the r esponses . 

It was also considered essential that the scrip"is shoul not be anonyr.lO"sly 

comp leted for tlvO re"lsons . One ,-laS that anonymity Hould destroy the 

p~ssib i lity of monitoring ind iv idual student change throughout the c~urse . 

I 
. The other lY'as that student co-o~eration in discussion of the items l'laS 

invited at the tryout stage and this needed named scripts in order to 

fo1lo\o1 up i nd ivic!ual comments . 

The ~atter of voluntary at t endance was also i mportant. Hhat princip le 

to operate on had to be decided on in advance, since changes could not be 

mdde ~etween later applications of the t st without vitiating fue research 

design. It was decided that the voluntary principle \o1as more l{kely to 

enc~uragc stude~t co-operation, and since genuine co-operati0n was ess ent i al 

the ri sk of skew-sampling had to be accepted. T\w precautions \"ere taken 

to reduce this risk. One was a series of preliminary t alks to each test 

yea r exp l aining the idea of fue experiment, and stressing the fact that the 

attitudes of al l students ne ded to be repres~nt eJ if the r esearch was 
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to have any use ful re~u1t t ' The oth.er · precaution ~yas to 1l)onl,tor the 

attendance at ' each test session to ' see if a r epresentativeUUUlher attended 

from each departmen t of tIle coll.ege . ' I t was, in fact, found that ~"e l l over 

half the· students from each year att ended ' each sess ion, and ' ~ver the test 
) 

progrannne as a whole the great majority.of the college population had 

att ended at le as t one session (S ee breakdo,ffi of Sample p.88. Chapter 5). 

It therefore seems likely th "lt a representative response was secured, though , 

pos;ibly the dis-affected student was somewhat under-represented. 

The revised test programme ,,,as given to all three years of the course 

in each of the three years following 1965. The number of students in 

each year was kept roughly to one hundred and fifty , though somE variat ion 

was bound to occur, m"ing to the voluntary nature of attendance . In addition, 

the first year students in the third is sue of the test programme wer~ not 

tested, since they would h~v~ b~en an isolated year in the overall sample. 

Thus apart from t~is slight qualification, the test programme was administered 

over the full three years of a course, and to third year student s in the 

year previous to that course. Hence the ,.,ho1e investigation provided two 

complete static pictures of ~he attitudinal ana sociometric situation 

inside the college , a longitudinal picture of a group of students going 

through the course, and finally, some indication of the predictive validity 

of the tests as a measure of the students' success in the course. 

After the initial try-out test the administration of the tests was 

organised to take place in J anuary each year. This was done in order to 

avoid duplication of testing session . , and to make sure that s tudent 

views ,.,ere as nearly representative of t hat year as poss ible . IdeaLly it 
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HoiJld have been ' useful to test students ' ~n add~t~o!.1. at the very beg~nn~n~ 

and end of their course, but this \-Tas not done 1,n order to avoid possible 

test boredom and strain on the college :.:imetable. 
.r 

Composition?f ' the 'Test 'Programme 

The initial progranune consisted of the follmving list of variables 

applicable to every candidate, and given in each application of the test, 

except where marked \"ith an aster; sk. The asterisked items lvere included 

only in th~ try-out ,test, since they lV'ere intended for particular 

validatory tasks, and would be of no lise after the intial testing. 

The test programme 'vas as follov}s : -

(a) Background details of the candidate. 

(i) His mm subjective estimate of his social class. (ii) The type 

of school or schools attended . (iii) Pre-college academic achievement. 

(iv) School posts of r~sponsibi::"ity . (v ) Sex and age. (vi) 'fuether Day, 

Lodgings or ' Re~idential student. 

(b) Personality variables - as measured by the Bernreuter Inventory. 

(i) '1{euroticism. (ii) Dominance. (iii) Self-Assertion. (iv) Social 

Adj us tment. 

(c) Attitude variables - as measured by an unpublished attitude test. 

(i) To work. (ii) To authority. (iii) To one another. (iv)- To chi Idren . 

(v) To life in general. 

(d) ' Sociometric scores. 

(i) Student's mm claim to recognition by others. (ii) Student's mm 

claim of acceptance of others. (iii) Other students' recognition of 

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

(v) Student I S m·m level of acceptance by whole year body of students . 
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(e) Check measures. 

(i) Intelligence, " as measm:'ed" by the Valentine Higher Reasoning Tes t . 

(i i) Check list of college activities*. (iii) Percentage Cho ice T st* 

(iv) M. T.A.I.* (v) Corm7ell sociometric test*. (vi) Faking measures*. 

(vii) Final college results, as · they became avail able in Educational Theor ) 

Practice and the students ' Hain and Suhsidiary Subject s. 

This list of variables was the result of:­
(,) 

(i) The initial survey of research r elevant to effective teaching and t o 

attitudes and attitude change. 

(H) > A seriE!s " of plan~ing discus~ ions '07ith a small tutor committee, and .. 
a rather larger group of third ye~r studen~s.: : . 

(iii) Two exploratory investigations carried out earlier, ' '1hich respect-ivel y 

surveyed the actual background of the student population and exan ined the 

~t:neral direction of their_ philosopllical beliefs. 

There was therefore a considerable amount of exploratory invE:stig2.tion 

carried ~ut before the actual test programme was decided upon. 

Dev~lopment of the Unpublished p~rt of the Test Programme 

~!~E~!~!~O~_~!_E~~_~E!iEUd~_~E~~£~~~~~ 

The apparent lack of clear objectives in the training course revealed ; 

by research had suggested the need for prelimin r y discussion with students and 

staff to define the objectives considered important in this investigation. 

These discussions Hith the tHO committees \-lere undoubtedly unconsciously guid ed 

by the predilections of the investigator, but conscious guidance in the 

preliminary stages \-Tas deliberately cscheved. Only \"hen identifiable 

objectives appeared , especiaJly those supported by previous researr.h , was 
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discussion more overtly gul,ded. Thi,s guidance was a~med at try~ng to 
. I 

identify what were th e constituent elements of each attitude continuum. A. 

continuum for each attitude scale , · ranging from extreme anli-, thro.ugh neutral, 

to extreme prc-, was thus constructed, as follows:-

Anti Neutra l Pro -== ] Attitude A: to work 

1. Negative usefulness of 
lwork. 

2. Exam. passing concept 
' of education. 

Attitude B: to authority 

1. Rebellion . 
2. Carping attitudes . 

- -
Attitude C: to one another 

1. Selfishness. 
2. Introvertedness. 
3. ' Hardness' . 

Attitude D: to children 

1. Dogmatic . 
2 . Domineering. 
3. Subject dominated . 
4. Authoritarian . 
5. Anxious. 

Attitude E: to life in 
general 

1. 
2. 
3. 
4. 
5. 

Cynical. 
Pragmatic . 
l nuna ture. 
Apathetic. 
Dependent . 

1. 

2. 

1. 
2. 

1. 
2. 

1. 
2. 

1. 
2. 

Desire merely to 
fulfil a quota . 
'Trace Unionist' 
attitude. 

Conformity. 
Passivity. 

Willingness to mix . 
Lack of confidence 
in personal 
relationships. 

Permissive. 
Laissez-faire . 

Satisfied . 
Acceptant . 

Table 2: Const ituen t areas of the Att~tude Scales. 

l. 
2 .• 

3. 
4. 

5. 

1. 

2. 
3. 

1. 
2. 
3. 
4. 
5 • . 

1-
2. 
3. 
4. 
5. 

1. 
2. 
3. 
4. 
5. 

Enthusiasm. 
Insistence on 
standards of 
proficiency. 
Conscientiousnec~ . 
The stbject for its 
own sake. 
Belief in transfer 
effect of work on 
personality . 

'Corporate' 
understanding . 
Responsibility. 
Co-operation. 

Extrovertedness. 
Tact. 
Consideration. 
Friendliness . 
Helpfulness. 

Sympathetic . 
Adaptal.lle. 
Open minded . 
De:mocratic. 
Conf ident . 

1< 

I 

I 
,., 

'l 

I 

I 

1 

Optimistic. r 

Idealistic. 
Emotionally stable . 
Respective. 
Independen t- . ___ I 



Having thus obta~ned a continuum i;or ·cacb. scal e , both. students and staff, 

were then' asked to construct statements subjectively, which would reflect 

the elements making up each continuum. These statements ,~ere then redrafted 

according to Rinsland ' s (193i) rules of statement construction. and edit ed 

so that roughly equal representation 'of all elements in each of the continuum 
, 

was maintained. The intitial total of 305. subjective statements ~,!a .s then 

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

A. Sociometric measures; 
~ 

It had consistently been :nade apparent throughout 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 

~nonymity in t.he ~yes of authority \·/as also clearly important in determiuing 

his attitude to the instituti.on. These relationships ~.,ere likely to be altered 

significantly by· a rapi.d change in the size of the 'college. Equally clearly, 

the normal sociometric test, designed to expose the internal relationships or 

a comparatively smal1 group, was inapplicable directly to large groups . \V'ha t 

needed to be knm·m was .thc general range of social contact and degree of 
, 

acceptance of a student rather than ~eer judgement of his capabilit i es 

' in relation to particular criteria. 

A measure "as therefore devised consisting simply of the name list of 

the ,.,hole year of students, and each student ",as asked to check each nnme 

... rith a ,,,eighted score . If he could just recognise the person to '..,hom the 

name belonged he would give a score of 0 to t~at name , but if the name 

belonged to someone he knew very well he would give it a score of 5. 
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, Degrees of recognition \.;ere thus spaced ' out ctween these t w'o scores, 

according to the candidates own judgement . 

This Has a uni-dimen~ional method of measurement, suit~d to large 

numbers in its simplicity of administration and marklng, lqhile, at the same 

time, likely to produce a result similar, though not perhaps so directbnal 

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 Cormqell! 

test, de6gned for use ,~ith college students, was used for this purpose . 

B. Other intern~l validatory measures . 

A percentage ,choice test and a check lis.t :of acd,,1ities were also 

devised to act as some measure of validation for measures in the 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 projectio~ rather than a Likert 

technique . Stuqents were asked what percE'ntage of ,other students were, in 

their opinion, likely to be lazy , dull etc. Sjnce they had no 'fI7ay of knowing 

the rea)." percent:lge , or being certain of the criterion, it was reasonable to - ' 

'assume that they would project their ovm attitudes into the resulting 

percentage . The' check lis t I of activities was lil~ewise designed to act as 

some sort of va1idato~y guide to the information supplied by the candidate 

at the beginning of the test programme on his chief interests . Again tnis was 

designed as asking fer the percentage of his leisure ' time he spent in a 

specified, all-embracing list of activiti~s in which he engatied, since this 

was really the measure intended. Clearly, either of these measures would 
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n eed a great deal more refinement than ' that g:i,ven ' here before they could 

act as effective measures in themselves, but it vas thought that as rough, 

'validatory measures of other items in the t est programme t hey would act 
, 

quite effecti~e ly in their present form. 

c. Faking Heasures . 

Finally, it lV'as thought essential that some investigation of the 

pos~ibilities of ' faking good', and the chances of ~et ecting such faking 

in the attitude tests, should be examined. One obvious prt;caution, 'mich could 

be taken at once, was to mix up the statements from the different at ti ude 

scales, so that: t he point of the test ''lould be less obvious. Another \liaS t o 

}Jury the significant test statements in a mas s of rel evan.t, but non-

discriminating statements. A third device was to include sets "f statemen~s 

~n the same opinion but 'at different levels of connnitmcnt. It was thought 

the 'faker' would endorse _the extreme level of conmi t ment, but overlook the 

need for a consistent answer on the more non-cotTl!Il j ttal statements in the, set , 

and as the statemerits in the set were separated at long interval s in th~ 

test this possibility was made more likely. Finally, the results of the 

percent'age choice test, based as' it was on unconscious proj ect ion, would be 

a further check on the possibility of faked responses en th~ attitude scal es . 

Provision ~as therefore made in the arrangements for the Try Out t es t 

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

to find out four things:- (i) ~as the attitude test sufficiently clear i n 

the tre;1d of its staLemcnts for it 'to be susceptible to 'faking good '? 

(ii) If the att itude test was susc eptibl~ t o fak ing, was it more or l ess so 

in this sample than the M. T .A . I., which t-laS the only established instr tnent 
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in this field? CUi) If the attitude test ~V'a s susceptible to faking) 

did the ch'ecks built intrl it actually work in revealing the faker? (iv) 

Finally, given that student faking could b e detected effectively on the 

attitude t est, could this faking sample provide tnol~s' of the differences 

' in scores produced by faking, \vhich could be applied as a correction to the 

actual faker's scores in a real test situation. 

Considerations of the 'Experimental Design 

The College -------- -

Originally the college had been a small vomen's sollcge, which had 

begun to admit men three years before thebeginning of t his experimf>ut, 

During the four years \.;rith \.;rhich this investigation \va s c:oncerne.d it had 

I 
been expanding from about 300 to about 800 students, It had t~vo very strong 

y... "wing' courses? one for · P.E_" fQj .. men an8~ror Home Economics f or women, bot h 

~'of which had an apparently strong set of internal loyalties, and bo t h of 

which were organised on the 'apprentice' conception of teacher soci a lj sAticn . 

The res t , of the college \vas organised in the normal range of cce.demic s ubj ec t 

departments, vlith each student studying at leas t t\070 subjects to a main and 

a subsidiary level. The college \o.'as almost wholly residential, the 

propor~ion of day students being in the order of 3% of the sample. The 

Education Depa rtment Has organised on 'p.as toral' lines of Inf ant, Junior and 

Secondary group s , with one tuto~ r esponsible for t wo fairly large educa tional 

groups throu ghout the three years of the course ane teaching each of them 

for one full day e a ch week. Finally, during the major part of the investigatio' 

the college Has !:loving into new buildings, as. well as abs orbing a rapid l y 
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i 
increasing intake each year, Th~s 'HOVel ' involving s ch administrative 

probl ems as a shuttle bus service octvleen the old ":rd the nC't;i site, cou;:-leci 

with the i ncrease in size, ' meant constant recurrence of administrative and 

I . 

teaching proplems in the college, ~'Tith a consequent inevitable reduction 

of staff con ~ act with students, This reduction in homogeneity of 

institutional influence on students was felt to be a m.arked feature of the 

Cha~ge-over ~y a ~aj ority or the ::taff who experienced it',' 

I Thus the , external circums tances of the change 1r.. charac.ter of the ,college 

could ' pOSGibly militate against clear, profensiona l attitude change in the 

stuuents , but the internal organ isation, b as~d on ' pastoral' linen of 
. i 

continuity of tutorial influence on the same group throughout the t~lree years) 

block allocatioll of timetable time to subjects, al~d examination by 

continuuous assessment , all militated in the opposite direction. This 

appar ent dichotomy of orza.."1isadonal influence 'was n~t so great as it mieht 

at first appear, .however. The first thrid year group in the 'samp le was 

relatively unaffected by the change in site and size of the college, so 

if the change did 'affect the educational impact of the c01lege 1t would 

sho~>l up" in the res\.l] ts of the experiment. It was therefore decided t o 

accept this limitation, which, in fact, might transpire to be an advantag~ 

in allo~ving student attitudes to appear in a less inhibited fashion than 1n 

a college no: suffering such rapid changes, and in showingtEc.effect of 

rapid changeover in institutional S1ze . 

To obtain a representative student sample it wan decid ed to try to obtain 

.. .....::~ ~. 
'J 
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a minimum of 50 students ' to he : tested ' .t; r oTO. each.. Qf; t h.e wfe,nt ~ ,Jl..ll1;Q 1': 3.nd 

Secondary r anges of students i.n eacQyear. of ' the c"ursc . As nu.1!l."5er ~ 

the college grey]' this minimum could be increas ed~ providcc( that the 
.. 

proportions could be kept the same. ' Representation from the subject 

departments was kept equal, in so far as adherence to the principle of 

volunt.ary attend~nce made this possible. Girl/boy r epresentation like,.;ise Has 

kept equal, except ,.,here the natu"t"e of the course made this impossib Ie . 

Using a vo~untary principle of attendance, ' v7hich was considered ess nt::"al for 

the e~pression of free opinion, it was impossible to use random sampling 

to ' ensure a representative sample . However, since the majority of each 
~ 

college year attended the initial testing progr amme it is unlikel y L:hat 

it was a very unrepresentative sample of the college. The lazy and 

disinterested may have made up most of those who did not attend, but no 

other sampling techniques 'foula have overcome this weakness in any case ' 

only compulsion ~nd supervision could have overcome it and these 'lOu l d have 

mullified student co-operation generally and the purpose of .the investigation 

wholly .. 

The range of ability ir. the 'student population was con8iderab l e. 

No initial intelligence test was normally given by the college, so this 

could not be initially taken into account in selection or internal 

groupings . This is not unusual in training colleges and the :-esult an t 

range of intelligence in one college, as well as variation betv7een r.olleges 

can be considerable, as Valentine ' s (1961) pre-test survey of Training Colleges 

shm-ls. The r ange in pre- college achievement ,vas known, but ignored in 

intemal groupingG. Pe:-sonality tests were not takim in col l ege, so the 
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initial range ~.,as unkno ... m~ Select~on ,.,as on the bas;i,s of a wholist~c 

intervie,., by two experienced members of staff, a:i.cl e.r.l by the Headmaster~ s 

report and s~hool achievement,. and vas refined by a co-ordinator for student 

intake • . The c91lege population was therefore likely to cover a wide range 

of personali~y and intelligence. Owing to the strong contingents of 'wing' 

students specialising in P.E. and H.E., the range of school achievement 

was also wide, since quite f~eque~t1y these students · had ·the minimum 

qualificat~on for entry. Furthermore, these students were oriented very 

strongly to,.,ards practical rather than academic subjects. There therefore 

appeared to be a possibility of soree dichotc~~ ~f ~ersonal orientation in . .. ,. 

the student body . This, coupled with the wide range in personality~ 

intelligence anu 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 TEt9.!_·~!!~_~!~~~!!!_g~~i!!:~~~ ----.---- -

T~tor and student opinions ,.,ere consulted in helping to det~rmine the 

importance of the vaFiab1es to be examined in this investigation. This was 

necessary for - two ~easons . Jne was the paucity of English research at that 

time (1964) in this field ; a paucity which American research, conducted in 

a different culture and educational milieu , could only partially replace. 

The second r~ason was that this was a research into a particular institution j 

and it was already clear from research at that time that different institution s 

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 obj cctives of this investigotion '-lere relevant to this 

institution. 
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The number on the tutor commLtteewas restr~cted ' to f i ve tutors in 

order to ensure efficiency in dis cussion und decislon taking 

" of five years college experience was considered essential :\~r 
" \ 

" , " 

A minimum 

membership, and members had to be in \-7orking touch with at leas t sixty 

students in the course of their working week. The student committees were 

limited to tv!O gr.oups each of t\Olenty f i ve members i n the thi rd year of tl,eir 

course . They were chosen a:; being al r eady in ,,,ork'i ng touch} and therefore 

rapport, ,,,ith the investigator. These commit tees were cons ult ed on such 

points as th~ type of variable to be examined, the type and r ange of 

influential opinion in 'the college, the chan~ e s of sectional opinion 

existing in the college , and, later, on the statements to be us ed i~ th~ 

, attitude scales. 

The tutor commi ttee met initially to decide on the l."1inimum number 

of variables that might be_crucial to SUCcess in ' t he' course and have 

relevance to teaching. , The student cOI!IDli ttees then discussed these 

variables and maGe their own sugges tions, and their recommendations were 

then taken back to the tutor committee for final decision. The same 

pracedure was followed in de~iding on the cons tituent ' areas of each attitude 

scale, and in cons tructing the actual attitude statemen ts in these areas. The 

overall pattern was thus one of tutor direction with continuous .student 

consultation and some initiCltion. The number of meet ings was approxima tely 

five for the tutor commit tee and four for each of the student cow~ittees 

spread over the t\m terms prior to the first administration of the try-out 

t est . 
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'.fes t Var iable s ----------
Researcl! had shmm t hat G,\.lali ties ' of leadership, emotiona.l sta.b;:1i,ty 

and d~mocratic organisation were important to successful teac~ng. One or 

two researches (Dodge 1943, Phillips 1,953, ~ale 1966) had also highlighted 

the qualities of friendliness and sociability. The tutor committee pointed 

out that teaching is an occupation which has considerable nervou's strain 

built into it, and it therefore seemed reasonable to explore the exte=t 

of marked neuroticism as well. Agreement was therefore finally rcac~ed on 

neuroticism/stability, dominance and Lociability as being the basic range 

of ' perso~,ality qualities to be examined . 

The r ange of attitudes to be explored wc.::l likewise arrived at by 

reference to research and to the committees. Attitude to children had 
i 

been repeatedly shmm by research to be important to teacher uerformance, 

and this '",as completely endorsed by ~he committees. Attitude to authority 

was chosen as' an9ther crucial variable for two reasons . One was that 

Evans (1965) had shmvn that the development of a healthy attitude to 

puthority was crucial in the ind~vidual ' s education, especially at the 

adolescent stage of develo;,ment, and it would be useful to see hmv far'this 

remained a problem at the college stage. The other reason was that 

research had shmvn that the authoritarian 5 tudent is one 'vho prefers 

'given' information and directive teaching methods, so that knowledge about 

this variable could \vell thrmv light on the acceptabilii.:.y of t eaching me t hods 

to be used, or avoided, in the college cours~ . 
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'Furthermore, research had shown t hat attitudes to t eaching methods .:l t d 

work loads couid affect student success in the course. These attitudes t o 

pard cular r~quirements in the c ourse seemed often to spring from deeper 

personality orientations. The tutor committ ee thought that there might be a 

generalis ed attitude set bet,.,een these t,.,o · l evels, ~.,hich wo uld be in the 

nature . of a habit of consist ent application r ef l e cted in a general bel'ef 

in the i mpor tance of ,.,ork . A scale measuring attitu~e tmolards \lork Has 

therefore also decided upon. The remaining a ttitude scales construc t e ] 

were a social attitude (i. e. attitude to one another) and a proBn~ss:i.-ve / 

conservative atti'tude to life in general. These were ,chosen partly by n!ferenc 

to resea rch literature and partly because it w;-,s hoped t hey might thrm.T 

light on some wider questions . A pro-socia l attitude, for examp l e , h&d be~~ 

shown to be a cons ti tuent element of the successful teacher . Ho\., far H ;'15 

I 

this an i mportant element in student life, and hOyT strongly orient ed \:01<Turds 

their fellov1s were they ' <Then they entered on the course . 3imil<lrly, 

research had sho"vm that a progress ive educational progr amme had a ~reatcr 

impact 'o~ students than a tradit~o~al one, though , at the s ame time , sonle 

conservative.; elements mus t be incorporatecl in the funct ion of ti1C teacher as 

a mediator of the culture. It would therefore be quit e u seful to knov \·;hat .. a:: 

the balance of progressive/conservative s tudent orient a tions i n a college 

population. It was with considerat ions such as these in mind that the tota l 

of five attitudes 'vas made up . These , it was felt , ,.,ere basic featu r es of the 

cour se, and , in additlon, might throw light on some \-lider quest ions of :mpol't<:: 
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. Ch eck Var iab les ' 

At the same time~ a number ' of other ' variab l es ' needed to be incorpor ated 

i n the research design to act as a check on those under investigati.u"i.l. 

Intelligence was a factor which obviously shnuld be included here. 

Despite Lovell 's (195l) contention that it had little to do with successful 

teaching it ~ould ~vell be an import ant variable in a college courl'le, both 

for its bearing on the l evel of difficulty of subj ect: cou.~ses and its possible 

relation Hith particular attitudes. Anothe r cheek :var iable of equal 

importance was that of th~ sociometri~ statu ~ of the student. Apar t from the 

. useful fact that this could w'ell act as a validatory check on some of the 

other measures un~er investigacion, there was also the point that sociometric 

data could thrmv light en how far peer accept;mce related to student success 

in the course. There ~vere also ~vider questions on ·'.-Thieh this data could 

thrmv light, ·such -as the ho_mogenei ty of subject groupings, anti the sociometr ic 

range of an individual in a large college community. Thus these two 

variables of intelligence and sociometric status could not only act as useful 

check Vl:lriables, but also as independent variable s which could throw light on a 

n~mber or important questions . 

There remained a number of background variables, which might be 

influential for student success , and ~vhich !night show significant relati onships 

with the vari ables under investigat ion . School achievement "7as the chief one 

of these, but added to it was the type of secondary school a i tended by the 

candidate , his estimate of his own. social class on entry to college, his cour se 
, 

subjects and educational group In the college , and , of course , his sex, age , and 

whether he "ras a Day or Residentia l student. And, finally, in this category , 

the students fina l coll~ge markD were also recorded . 
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In addition to this pro gr-auune of variables there ",ere 'a1so intitially " 

included one or t wo . other measures in order to check points in the investigation 

One of these \vs5 the M. T ~A~! . • . '\V'hich it W'us thought i. t might be useful to 

use for the value of its own initial result, ' then for its possibilities 

for checking faking, and finally as a cross criterion for compar ison of 

results bet~een ' the published and unpublished parts of the test programme. 

Another variable used initially was Corm'leU' s (1961) ~odometric tes t ~ 

"'hlch was too cumbersome for r egular use with large numb e s, but seemed 

suitable as a validat ing il~trument for a simpl~r scale which it was planned 

to ma~ up and use . The ' list of variables vlaS there~ore quite a 
• • • # 

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

f or test boredom to set in among the sample. 

I 

I 
Methods of Testing .: 

Having thus decided on the variables to be tested by a revicv of the 

relevant research, and by reference to the i mmediate situation through 

the use of staff/student committees , t he next question to decide was the 
'. 

methods to be used in measuring these variables . 

l!ersonali t.:z ----------
An important limiting factor in selecting a personality test \vas the 

number of students likely to be involved before the end of the experiment . 

Some 1400 students \';Quld be taking the tests, and each student ' s test 

progr am.me vTO uld result in some 12 Jr.ark sca1~s to be marked by hand. Problems 

of administ ration and marking therefore had to be consid ered in an 

investigat ion such as this. Hence, it \V'as decided that the personality t es t 

chos en should be limi ted as far as possible to the factors already decided 



on as being importan t for the inves1=;igation, provided that such a 

limitation did "not result in the use of an obviously inferior test. 

The most us ed " personality inventory has probably been the M.M.P.I.~ 

but for this investigation it had t,vO " difficulties . One 'vas 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 us eful in this kind of test population. The other difficul ty 

was that extensive research wiih this test had failed to discover any 

relation between it s results and either tgood t or tbad t teaching 

personalities . Later tests s u::h as t"tle Guildford-Zi~erman Personality 
<II . . 

Inventory and Cattell 's 16 P.F. test, based on the r esults of extensive 

factor analysis, were apparently ruuch more promising in their relation to 

, 'teacher'personality, but there ,vas still a l ack of certainty in 
I 
t~2ir relationship, and th: . qualities measu~ed (particularly in Cattell' s 

test) still tended to be elusive of precise definition. In short, 

conflicting or uncertain results could be quoted for all the major 

persona lity tests ,vhich had been ul'led in this area of investigation . .... Vernon ' s 

claim that there is no distinctive 'teacher' personality thus seems to be 

borne out by this kind of evidence, and therefore no one personality 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 research \-las designed to investigate. It was 

therefore decided to base the choice of te~t on the similarity of qualities 

in the chosen test to those which had been dec:i ded on as the maln ones to 

explore in this investi gation. The test bear:i.ng closest relation to these 
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. was the. Dernreuter Pe.rsonaH,ty- })lventorY' ~ wh~ch. t ested' Ne.urot~d,;sllJ ~ 

Self Sufficiency , Dominance, and Social Adju~tm~nt. · Tl~s t est had been in 

research use since 1935 , and, though declining in popular it? in recent 

years owing to its dependence on the since:dty of the respc .dent) it had 
/ 

been found in 'one of the ~atest research~s to use it (Herbe~t' & Turnbu!:!' 1963) 

to discriminate effectively bet~.,een the best: and ~mi" s t student in the 

first and second years of the college course . ' It is true that ·CarHs1e (19 54) 

had 10und that it had pil correlation with practical teaching resuJ.ts, 

but it djd appear that i t might be an ~ffective ins trument fur recording 

persvna1ity chan&e during the course, despite the fact that it suffered 

from the "Teakness of being based 011 self report. In the absence therefore 

of a really good paper and pencil personality test,* ,.,ha t finally clinched 

the decision on this test was the possibi.lity that its variables might 

link up ''lith the attitude variables which it had been decided to investigate. 

in this research, and might even form the deeper peorsonality founc.:ltion 

for them. The Bemreuter test was therefore chosen for this research. 

Attitudes ---------
' . At the time thi,s rese-arch v78s being initiated K.H. Evans ' Attitude to 

Teaching ' ~as ' the only attitude test of English origin ~vai1~ble. This was 

as much directed towards attitudes to the professiou as t01'lards constituents 

of the function of te~ching, and was of such recent origiu as to be 

~elative1y untried. Of course, there had been numerous attitude investigat ions 

in America, and at 1e~st one major teacher'attitude test, the M.T . A. I . 

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

* See Gage , Handboo~ of Research on Teaching (1953) for a full discussion 

of this problem of mea surement. 



Callis stated that .::.ttitudes ' of tea.chers to\-lards chi,ldren ' and school woy.k 

can be measured y~th high reliability~ and that they ' are significant ly 

correlated Hith the teacher pupil relations found in the t eachers ' 

classrooms. Their investigation, resul t ing in the M. T .A~ I. established ' this , 

fact and the correlated fact that teacher attitudes ' can be changed in the 
, ' 

desired direction by the college eourse. 

Unfortunately, subsequent res earch us ing the H.T.A.I. has proved 

les!: cOllclusi ve . Some exper~ments, such as that of Stein & Hardy (1957) 

have f~und that student teacher attitudes can be measured by the M.T.A.I. 

with a good degree of reliability ane: validity; 'other experiments, such as 

that of Sandgr~n and Schmidt (195 11), found no' re l atio; bet~~~en M. T .A. i . 

scores and critic teacher ratings . After extensive investigation no firm 

conclusion can be reached on the validity of the ' ~1. T .A. 1., and investigations 

( 
based on extensive factor analysis seem to show that the tests rest on a 

single attitudinal factor -\~hich may b~ accounted f or largely by tIle 

, " f h response set a ~ e t estee • There 15 some doubt, therefor e, about the t es t 
. ' 

itself, but th e possibility of using it in E~gland raises furthe r doubt s . 

K. M. Evans (1953) , investigated its use in the U.K. and concluded that it 

needed re-establishment of norms as well as alterations in wording before 

it could usefully be usen here . 

The alternative method of measuring att itudes for"tbis inves tigation 

was to construct scal~s specially for it . This me thod had two advantages : 

one was that the attitude variables alrcaqy decided on could be exact ly 

catered for, and the second was that separate att itude scales could be 

~onstructed using a diff erent t echnique to th~~ used in the construction 
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of the H. T :A. L The ' statements made' 'up bi Cook , Leeds and Call ~s 11951l 

were general ones ' all represrinting teacher ' rea6ttons to ch~ldren. If) 

howevzr, sta t ements were made up somewhat more specifically on what 

,,,ere deemed t o be the constituent elements mak 'ng up teacher r eaction to 

children, then the overall object of the tes t might become less clear tn 

the testee, and hence less s us ceptible to taking . The particular nature 

of attitude change during the course of tra ining might also thus become 

more apparent. 

The Likert method of construction was cho sen for making up these 

attitude scales (Edwards 1957)3 since it seem~d_ clear ~hat the Guttman 

t echnique made the statements too uni-direct i ona l~ ana the Thurstone Cheve 

t echnique had an inouilt difficulty for this inve ~tigation, apart from 

being i nhe'rently cumbersome. This c!iff.i.culty lVas that of the -compos ition 

of the sample of judges. The composition of thi s sample could be a cross-

section of the normal population, a cross section of aut horitative educational 

. opinion, or a cross section of student peer opinion .. one ef these was 

wholly satisfactory , so the Likert method 'vas adopte.d , net only as the best 

method in itself, b~t also as avoiding the ab~re difficulty. It would be 

worthwhil e , later on, to compare student and staff attitlldes by using the 

Thurstone Chave Lechnique, but this could be done when the test :,,="ogr anune 

was not . so full. 

. \ 

Methods of testing the check variables were then considcred 1 and it 

'vas felt that in testing intelligence two kinds of t est \-lere rel evant to 

this investigation. T!:erc were those intended fo r indivi dual usc on thE: 
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population as a ~Yhole" such as the ' H.A.r.S. which W'ere likely to give he mos t 

accurate i ndividual r~sult possible, and t hose int ended ' for more restrict:ed 

.use with sections of the population, such as Heim's AH5 or ' the Valenti.ne 

Higher Reasoning Test. As t h is investigat ion ,,,as dealing ~Yi th a sel ec ted 

samp l e of hi gher education students the latter type seemed like ly to b e more , 

useful, since the ra\y scores could b e expected to discriminate more sharply 

bet'i-leen individua ls than '-lould be likely w'ith a t est for general use. 
I 

One 'of the difficul t ies in pr'evious inve stigations on intellig nce among 

college. samples 'vas the compa rative homog~neity of abi::!.ity in the sample, so 

a test ins trument: designed to spread them out as far as possible was 

indicated. A further consideraticn was the fact that a training college 

course could fairly be expected to encourage cognit ive processes of analysJ.s 

and dedu~tion v7hile also continuing the verbal aspect of student l~llrning. 

H~nce, a test , such as the yalentine ~est, based on verbal logic, could be 

expected to be relevant to the kind of course given, and t~is was therefore 

chosen. 

Sociometric Scores -------------------
In deal~ng with the sociometric variables it was important t o rememb er 

that the numbe r of students in the college \la S large right from the 

beginning of the experiment. Furthermore, numbers in educational tutorial 

groups ~ere being increased from twenty to thirty, and year lectures to mass 

audi ences v,ere be in g inst ituted for the first time. Organisationa l change 

taken for adminis trat ive reas ons, v,ere thus raising the theoret ical is s ues 

of what 'vas the optimum size for a teaching group ::tnd whnt uere the mOf,t 

suitable teachi n g me thods fer diff e rent sized groups . Sociome tric mC('lsurement 
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could give useful informc..t~on on th.ese po~nts~ but was itself; ha.nw ered 

I 
by. such changes. Once large numbers made face to face relat~oD s of all 

members in a group impos~ible then thc basis of the normal 30ci~m~tric test 

tends tp be lost . A simple measure of social recognition therefore 
, 

seemed indicated, s1uce this tl70uld at least giVe some indication of the 
\ . 

' ~aximum size of group in which face to face relationship could still be 
I I ' 

expected to occur. Cornwell's test ignored this problem, since it was based 
\ 

on a very small :esidential college, bvt it could be used here as a 

validating instrument on a small sample of students. It was decided to use 

each college year as the base group for this simple recognition test as a 
I 

bas 'is of the whole college population v10uld have p'rov~d adminis era tive] y 

impossible. As the year was listed in Education group order this gave some 

idea of 'the homogeneity of Education groups ) and; by analysi~, of subject 

groupings in that year, though of course it could n9t give information on 

cross--year groupings. In addition to this, the test ,.ould also provide 

some interna'I v~lidatory 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 

method's to be used in testing them, it nm. seemed useful to consider any 

further, remaining methodological difficultieS that might arise • 
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Securing a reliability coefficient for these tests appeared to present 

no problem, but obtaining some indication of their validity seemed likely 

to be much more difficult. One pr oblem was the imperf "ction of the 

criteria thnt already existed, and the other was the · need to use action 

criteria in real life situations as far as possible . It was for this reason , 

that a number of measures were included, in order to have more than one 
: 

val'datory refererr.ce, ,.,herever poss ib Ie, for each measure used. 

Another major difficulty envisaged as likely to occur was that of 

the pos.sibility of insigr..ificant differences emerging bet~.,een group means. 

Of course, lack of significance in itself would not n~cessarily mean a 

usel~ss result. It could meal. a measure of agreement of opinion bet'veen 

.groups "'hich in itself, when further analysed, co~ld prove . to be an import ant 

result . However, what was primarily aimed at was to see if different course 

groupings did have signific~ntly different attitudinal align~ents . 

Insignificant differences from the same group on successive occasions would 

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

lack of sufficien~ experimental controls, or it could mean individual changes 

.::ancelling each other out . Vernon (1939) had pointed out this la.tter eifect., 

and , in fact; individual variation might well prove to be one of the most 

useful parts of the investigation, since it might provide ·r,:IaYs of identifying 

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

Finally, tllcre ,.,as the further question of \.,hether attitude measurement 

vas in itself a very valid procedure . A considerable body of atti.tude research 

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

M. T.A. I. The reasons for this questioning vere largely twofold : one was 
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" 
the fact that attitude ' change as sho\m : by ' the tests couldn't al''lays be ' . 

s een ' to be reflected in behaviour; and . the other ",as that student 

attitudes had been ' shown ' to 'be part of the Hhole dynamic, social complex 

of the institution and the ' course rather than :l single uni-variate fac t or. 

It was felt that this dynamic interaction of the attitude '-lith the situation , 

to pr~duce requisite behaviour had l ong been acknmvledged, but how far this 

reduced the usefU'l ness of t1le study of the concept of at.titude by itself , . 

was less c~rtain. It was hoped that by examining a l arge number of studen L 

background variables) such as sex, subject CO\G'se, sociometric status, nat\1re 

of residence and social class, it. could transpire tha~ so .e of the significant 

variables in the situational background might be revealed. Furthermore, 

by examinitlg the 10;lg-term stability of the attitude scales it ",as hoped 

that the stability or othen-lise of this general situational influenLe ' -lOu l d 

be shown. Clearly, if this si!:uational int"luence did not result in rapidly 

changing attitudes then the examination of student attitudes applying in 

that situation woul"d still supply important information . A consideration of 

·the long term sta~ility or otherwise of the attitudes under inv~stigation 

seemed therefore to be a ne~essity in the methodological outline vf the 

research. 

Conclusion 

There were two maln reasons for this exhaustive preparation \-lhich 

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 ~ne of the major hypothes es 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 period. Tllese reasons dem.and d tha t the ini tial 'preparat~on 
1 

of the scales should be as careful as possible in order to tr)' to ensure 
. . 

that what results emerged from the experiment were not due to careless 

measurement or to lack of initial planning. Having carried out this 

initial planning, the next procedure \vas therefore to try to develop as 
, 

reliable and valid measurement instrument as could be ma.de, so 
1 

the rieht step in tpe investigation. 
I 

/' 

--

this was .... 
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C~1!tPTER fOUA 

VALIDATlJ)U Arm, 1·.; ~ 'lInO:T OF THE " "TRY OUT ' TEST ITEf;S 

Adminintralirnl of the Try-Out Test 

For t.he try-oat teflt a ~,hole third ye m: 0 students (1"60) ",as init i.1.11 y 

convened in JU1 G 1965, an d the research design explained to them. They 

"lcre then asked to att end voluntariJy the foUoHing , .. eek in ord er. to v ' ke 

the tests . The precautio:1s outlined in the l ast chapter, .:limeo. <It 

ensuring honesty of r esponse , were taken . In addition , t~e test situation 

:i tself ,.,as nade an informal and co- operative one . For C!xalnplc, students 

could add their ow~ co rrnnen ts to test items or decline to do a particular 

t est in the programme . They \-lorked individually at their OHn pacc , and 

s topped \-Then they fel t that they had done as touch as they could u~efully 

do. In this way , acceptance of the test situation as a non-stressful o~e 

Has likely to be achieved by the majority taking part . The ov erall in was 

thus to cons truct test conditions which would ensure as much sincerity 

of response as Has possible vlith a mass audience . One hundred and tuenty 

tHO volunteers conpleted the test prog;:nmme, and the ir results appear irl 

Appendix 2. 
: 

V?lic1ation an d R0vision of the Attitude Tests 

Init ial T1C E:n t ment of the Rm,' Sco~es _______________ . _ ... _ .. w __ ____ __ • _____ ...... _ _ 

In deve loping the revi.sed attitude test the first step taken ~!as to 

see if the s ubjPctively constiucted try-out statements were an Rdequate 

bas e from ,·!hi.ch to make up t.he r evised attitude scales . Hence the resu lts 

from t.c u:lrcviscd test prog 1." .:J.~lC '.l .re first uscd to make a frequency 
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distribution for eetcll of the subje.ctivc attitude scales. TJlese " ach 

proJuced quite a good approxim.:ltion to tlJt~ nl)nna l curve of clistribut ion 

(Sce. Diagram 1), and thus seemed to be discrh:dllating effectively.' 

The curves alsoshoVled Borne evid ence o f qualitative diff 'nmc.e betvl en 

the scales. Thc initial make up of the attitu "e scales h ad al lowed for nbnut 

60 statcments in each scale . As the numer ica l base for each state cnt "/a~ 

the same , it coul.d be expected that the resultant five attitude curves wluJd 

occupy much t he same part of the base line . This did not happen, and thus 

sugges ts that t h e curves may b e reflecting homogen eous and qualitative ly 

di fferent attitudes . Obviously, the ; lack of a c ertain 'z ero ' in the summated 

ratings method prevents an irTUnediate anS\·lcr to " ·this possihility , but it ,,,as 

a reassurance at this initial stage that some indication had been given that 

I the sca les mi8ht be measuring different things. 

I A further initial check Has made by findin8 the split-half reliability 

co-efficient for the '·7h ol e scale of 305 unrevis ecl statements and this Hag found 

to be . 74 ",hen corrected fo~ length . This ,.;ras 2 good degree of internal 

consistency for "Jhat \·78S a provisional , subjective scale . 

The problen of validity Has a moroe difficult one to tackle at this 

stage. The oven.,helming body of research into' teacher ' attitudes h as 

shoun that one of the fundamental difficulties in any experioent of this 

kind is that of finding adequate criteria for validation . It therefore 

seemed likely that with unrefined materi al of this sort any attempt at 

valida tion at this st~8e of the experiment \wuld only produce confusing r su ls , 

It h ad been envi saged ri ght from the planning stage that a major effort at 

valida tion ~ lould have to be undel."takcn b fore the r ·sults coulti be 
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conceivably .con sidered · as useful, but the be:>t point at v;,hich to undertake 

this Hould obviously be after · the test material hac been r evised and t es t 

items that ,,,ere less sig"ificantly discriminatory removerl.· At this stage, 

therefore, validation rested on the face valid:i.ty of the i tems themselves 
t 

(as· judged by analysis of student comments on the returns) and on the method 
\ 

of stoternen~ construction by committees, which ensured some rele¥ance to 

the II course, if no!.: actual validity, of item rna terial. 

! Thus this prelimi~ary analysis of t:le unrevi s ed test showed that there 

was adequate material here to act as a basis for the revised attitude scales. 

The t ·ask of revision and full-scale validation was therefore begun . .. 
Development ·of the Revised ·Attittide ·Scales 

Revision --------
The first step in developing the revised test was to apply the 

Likert .technique for discoverii:g the significant statements from the ra'V1 

. scores. The 25~ of highest and 10lvest scorers on the tryout test were: 

therefore ~ele~i:ed and their response·s catalogued in frequency. The 

differences 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 

tormula t = Xu - XL' (The significances of all the statements are listed in 

Appendix 3) 

~. 



It was found that the following numbers of statements ,.;ere signifi cant 

at the 5% 1ev~1 or less in each of the scales:-

-
-Scale 5% level 1% level Tot .~ l 

" 

(to work) 
, 

8 19 27 A 

B ( to authority) 7 11 18 

C (Eo one another) 10 31 41 
I 

D ( to chi1dr,en) ,10 23 33 

E (to life in general) 8 9 I ~ 17 

Table 3: Significant Statements emerging fro~ t.he Try-Out Test . 
, 6 

All these statements \"ere used in the revised test, since Edwards (1957) 

suggests an optimum number of 20-25 statements in a summated ratings scale, 

and hence an attempt to maintain a 1% level of significance 'would have 

rendered some of the scales dangerously short of statements . It ?as also 

decided not to try t o mai ntain parity of composition between the scales by 

omitting some of: the less significant statements in the le,ngthier' C and D 

scales . Since scores on this type of sc~le are o~ly relative to the average, 

arid have to be standardised before cross comparison or addition can take 

place, there ,,,as nothing to be gained by try~ng to secure even representation 

of scale statements. The original sample \OTaS therefore re-1I1arked using all 

statements significant at the 5% level or less . 

Reliability 

The split half coefficient was then calculated for the revised test of 

136 statements as a whole, and [or each of its component scales . A sample of 

fifty students Has chosen by random selection from the ori.ginal sample, and 
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the split-half correlations ,thu;:; obt ained ,",ere as fo11o,vs ,:-' 

Scale A B C 
'I 

D E Total Score 

r .61 .57 . 68 .82 ',85 .79 
, , 

Correct¢d r .76 .76 .80 .90 .92 .88 

Table 4: R~ltability coefficients for the revi&ed scales . 

The coefficient of .88 for the total attitude test sho'ved a conside!"able 

impro';ement on ' the coefficient of .74 for the unrevised te~t. EdHards (1957) 

discusses the investigations ~vhicil have been made into the 't"eliability of 

attitude tests, and finds that for su~ated ratings the coefficients range 

from • 78 to about .92 ; and for equal "appearing interval tests do\ol1) to 

.68 has been found for 20 item forms. The coefficients obtained fer th~se 

scales are therafore satisfactory, though the use of the A & B scales 

individually might not be considered advisable. 
i 
f 

Validity ,--

, " 

At the ,time this investigation was being planned (1965), research had 

already 'shm.ffi 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, ~vas 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 v~ry fundtimental part of 

the investigation. Every opportunity had to be taken no~ only to use 

quantif iable criteria external to the qualities actually under investigation, 

but also to use any chances of cross-validation ivhich might occur bet\veen 

, different parts of the test programme . Two general points had to be borne in 
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mind from previous research. One vTa:> that as far as poss~ble any- crited,'OIl 

used should be internal to the ~ourse situation to allow for situational 

effect. The other was that any criterion me.:l::mre ~\'as likely to be a diffuse 

one, since one "hich aimed directly at measur ing attitudes as a process variabll 

in the traini~g course just did not exist. The chief problem' therefore 'vas 

to select criteria ',hich had relevance to !>tudent/teacher attitudes , but 
I 

which were not so diffuse as to prevent that relevance emerging reasonably 

clearly • . Obviously, with any single criterion it ,,,'ould be very d:i.fH.cult 

to attribute different amounts of its measurement to d~fferent sources. 

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

a number of relevant criteria, whose c:umulative evidence cO'..lld be accepted 

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

indications . 

The possible criteria for this attitude ~est seemed to be fourfold. 

The obvi~us one was that of Final Certificate grades, based on th~ 

assumption that 'a teacher training course has as one of i.ts aims the developmen 

of ' 'profess{onil ' attitudes in its students. However, the Final Certificate 

also has to meas;;re the student's' cognitive achievement in the course, and, 

coupled ",ith 'the uncertainties of tutor grading which h:::.ve b€en shown to 

occur and the lack of p!edictivity of teaching success, this measure cannot 

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- attitude test. The choice here \Olas restricted to t,"o 

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 conditior 
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of the job as '-Tell as to ' the actual nature of the teachi.ng task~ so ~t 
I 

! 
se'emed likely to produce confusing results ;'Then used as the crit erion of a 

,test con~erned only with the nature of the teaching task. The M.T.A.t . , 

on the other hand, Has the product of ten ' years' work by a' resea-rch team in 

America . It was already established as a published test, though its validity 
I 

had been ch,allenged by investigators such as Fuller (1951) and Sandgren & 

, I 

Schimdt (1956). ~evertheless, it seemed the better test to use here , since 
I 

it was concerned only with the nature of the teaching task, and should ther for 

1 , • 
be more closely related than Evans test to the test u~der construct~on. 

The N. T.A. 1. was' therefore chosen~ 

, I The other t,vo criteria '-1hich were selected were ~hose of ratings of 

students by college staff, and the direct judgements of staff themselves on 

, the attitudes being tested. In the caae of ratings the criterion had the 

double weakness that not only are ratings known to correlate poorly together, 

but al~o , in this college, no one group of tutors were li1~ely to teach more 

than a segment .of the students under consideraLion. Hml1ever, this criterion 

did have the advantage of being aJmost a direct measure of the attitudinal 

qualities in the test, and th.i.s ,"as 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 incorporated into the 

res~arch design primarily to contrast staff with student attitudes, but it 

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

necessity of matching the judge sample to the sample of testees ",hen using 

a Thurstonc/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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hl'O samples \wuld not constitute non-yalidation , but .agreem.ent~ on the other 

\ ' 

11and, ,.]ou1d give some support to ' the case for valicat ion, since it 'i-lOu11 mean 

that two ' independent samples had both arrived ' at the same qualitative 

judgement abo~t the ,attitude qualities ' under consideration. 

\ Thus, if a ll four of these criteria gave positive indications of 
1\ 

ag~~ement with ,the attitude test then validation could be said to be 

es t~b lished. 
~ 

Hm.]ever, imperfections in the criteria must also be t aken into 
I 

I 
account in . tIle follmying analysis of the validation ~esults) since thes e give 

a frame of ' reference by which to evalu~te the amount of agreement occurr ing 
I 

between the various measures. 

B. Validation ~esu1ts (S ee ' Appendix 4) 
-------------~--------

(1) Final College Results Criterion 

The weakness of this measure as a criterion lay in the. fact that its 

measurement \-las only indirectly concerned \~Tith studept attitudes. Only in 
-,-

so far as the student 's attitudes were likely to affect his performanc e in 

the course could: the final certificate be said to be a criter.ion of his 

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

directly ,yith attitudes at all. There \-Tas the1'efore not lively to be a simple 

\ uni-variate relation between the attitude scales and the va~:iou6 parts of 

this criterion. The four grades on the final certificate r epresent the 

otudent 1 s achievement in his two main subjects, the theory of Education and 

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

and that is more a measure of classroom management than of attitudes to featnre 

underlying the teaching situation. The attitude tests, on the other hand , \yere I 

concerned with feat ures underlying the college course whicll had re levance . 
to teaching . There was thus no single measure in either of the t wo instrumcn~s 
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\-,hich appeared to have a direct counterpart in the othcr~ In one respect' 

of course, if ,correlation appeared between t he two total measures then 

this would cons ti t ut e st~ong validation for t he at t i tude te~ts , but the . .' 
likelihood of 'disagreement occurring betiveen t hem seemed rn::,l"e probable , 

It is til~refore quit'c strong evidence 6f validation tha t the total 

Certificate scores do agree with the total attitude scores inside the 

1% level of s ignificance . The final coll ege grades were changed to 
. 

n.~erical scores and aggregated , and the attitude sc.::>res were standardis ed 

before being totalled. The total cert ificate score was then correlated 

with the total attitude, score, and each separate att i tude scale, as 
.. 

follmvs :-

Correlation between total Cer tificat e and Attitude scores ::: • 31:~* 

Correlation between total Certificat e and Attitude A = . 29/1** 

Co'rrelation between total Certificate and Attit;ude B '" . 08 

Cv'rrelation betHeen total Certificate and Att itude C . ... ,02 

Correlation bet1.;~en total Certificate and Att itude D = .07 

Correlation between total Certificat e and Attitude E c .003 

The figure at .31 as the correlation between the t wo t~tal scores is 

low enough to justify the initial expectations of disagreement. At the 

same time, the fact that it is significant at the 1% level does sho~v 

that students with higher total attitude scores are more successful in the 

course. But this clearly depends on the candidate ' s attitude t o work (A) 

rather than on any other at titude. The Cer tificate t hus seems to be 

validat ing the attitude t ests only with respect to the stud ent's academic 

work record, rather than to his teaching abil~ty, and in rel~tion to 

/ 
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Attitude A r a ther thari, any of the 6ther" attitu es~ This i esult t hcreforcJ 

although giving evidence of validation, alno highlight tbe problem of the 
I 

different composi t ion of these t wo"measures, and indicat es the need to 

analyse furt her the relation between the var iolls par t s of the criterion 

and the attitude scqJes . 

\ The Certificate divides itself into three ' academic work' subjects 

and ",ork in the classroom. If the three ' subj ect [ grades ,,,ere ~ggregated 

I and correlated ,,,ith Attituot! A, t"llen, if Attitude A is measuring 'attitude 

towards \vork', the correlation should increase. A phi-coefficient ivas 

used for this purpose, since the Certificate grades did not adequately 

break dO'vtl the sample into more than "two groups, a~d the phi-cC"efficient is 

direct ly comparable with the product moment coefficients previously used . 

The coefficient 'vas . 3088, which , when converted to ch:i.(x2) ",as 12 .587 , 

which was substantially above the 1% level of significance with 1 d~gree 

of freedom. Attitude A would thus appear to be validly measuring the 

student's attitude towards work in t~e college. 

On the other hand, if the Final Teaching Practice result on the 

Certificate were measllring teach.i.ng ability, then it would se~m likely 

that " this ought tc relate to those attitudes 'vhich have an immediate 

beariug on the classroom situation, such as Attitudes Band D. These 

attitudes were therefore correlated separately and together with the final 

teaching proctice result. Attitude D (to children) \vas found to be 

significant at the 5% level while B (to authority) was found to be 

significant at the 1% level (S ee Table 5V. When the two att~t des wer e 

combined the correlat ion '·las subs tantially increased to "lell above the 1i. 

level. 
,-

It would therefore seem that these attitude scales are valid scales 
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attempting to measure aspects of the teaching situatiol involv~ng 

authority and · relationships "li th children~ At the same time it is not i c eabl e 

that the teachiI?-g practice grade takes · more noteof the student's attitude 

to authority in the classroom than of his attitude to children. 
\ 

Furthermor e , the teaching practice grade correlates significantly 
I· 

'vith the aggregate of the other' academic' grades \vhich appear on the 
\ 

Certificate. 
i I 

In fact the x2 value for this relationship is far higher 

I than for any of the other relationships considered in Table 5. below. 

This high correlation shows an academie lhalo' effect, which may ,yell be 

one of the reasons for· the uncertainty 'of measurement of teaching practice 
.. 

grades already noted by previous investigations ; though, equally, it 

might be evidence of the fact that good s ubject ability forms a large 

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

fopp1eton (1968) suggest the f0~er conclusion to b~ the more likely one. 

Variaples being correlated 

Academic Final College Results & Attitude A 
(to work) 

Teaching Practice final Result & Attitude B 
(to authority) 

Teaching Practice Final Result & Attitude C 
(to children) 

Teaching Practice Final Result & Attitudes B & D 

Teaching Practice Final Result & Academic Sub.iects 

Cor relation I Value ~ 
i X2 

.3088** 

.1767* 

• /-163** 

I 
112.587 

6.914 

4.12 

10.003 

28.3 

Tab le 5&: Phi-correlations between specific attitudes and grades on the 

Final Certificate. 



. \ . ~~t thus emerges ' hom thi:> exam~nat~on of the criterion of Final 

Certificate gr ades is that three ' 6£ the Attitude ' s ~ale s are val idat d 

aga ins t the actua l behavioural perforruance of the student in other ' 

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

the criteriu; for the purpose of validating thi$ test also emerges . 

76 

The Certificate would appear to be measuring mainly the student' s academic 
I 

work levels; even ~n the teaching practice situation this i sst i11 i t s 
I 

main- preoccupation, though the nat:ure cf the student's, authority and 

interest in children also appear to be taken into account in that or der . 

The initial suspicion'of the criterion as having a different direction 1.: 0 that 
. . ~ 

of the attitude scales therefore appears justified, and the a t tituG c t~ ~ s 

appear to be m~asuring what they purport to measure rather bet ter t han 

does the certificate. 

( 2) Ratings of College Tutors Criterion 

Tlle second criterion to be used ,,,as that of ratings given by Colleg 

Tutor s of at ieast five years experience. A sample of fifteen tutors 

returned ratings on students with '-,Thorn they ,,,ere in regular functional 

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

0:\ the basis 'of general. impression as good or weak student's with reference 

to the overall goal of teaching, rather than on the basis of a specif ic 

analysis of particular points. Since this was a ' gcneral impress ion' 

rating no attempt was made to correlate it with the separate scales , but 

only to the total standardised attitude score . 
I 
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In view of the kno~m weak.ness th.a.t cOlll.!?i.nLng rat~ngs tends to give 

regression to' the mean, two ' methods of combination 'tv-ere used. One was 
.~ 

· simply to take the average of all the ratings given to a s .. udent~ even 

though these ranged from one to seven ratings, 
"1 , . 

This was scJ J:nathematl.cally 

suspect that an alternative method vas a180 us ed. This was to chooce 

the modal rating for each student, and eliminate students with o~ly one 

rating or 'vide disparity in their ratings. The correlat.ions obtained 

by these t wo methods were as follcW's:-

Total attitude score with arithmetical average of ratings "" .245~·oJ: 

Total attit1lde score witil 'modal' average of rad.ngs == .. 459*~~ 

Table 6: Correlations of total attitude scores \Olith tutor ratings. 

Both correlations were significant, though the modal one was clearly much 

more so, and provided cle~r support for validation of the atLitude test. 

However, since ratings are kno,vn to correlate poorly together, and 

therefore be a poor ' criterion in themselves, a further comparison was 

mace. This "las to correlate the ratings of individual raters together , 

in order to obtain some indication of the actual value of the crit rion 

itself. There \"as only one group of students for whom there was a large 

number of ratings by the same raters, and these all belonged to one 

department in the college. All tutors in this departm0nt shared one 

office, took the same students for different parts of the weekly programme, 

and were in dai}y functional contact with one another. As the following 

table of correla tions bet'veen them shm-1s, they agreed with one another 

pt the level usually to be expected of ratings by teachers in discussive 
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contact about the pupils \vhom they ' all t each .. ~ th..a t ~s at the h,ighest l eve l 

of agreement bH';\,een ratings that one can normally expect:-:-

r -

B A Ba H 

-
B . 53 .45 . 57 

, , I 
A .37 . 57 

Bo . [14 

M. J. ,.45 , .76 .. 08 .47 

Table 7. Correlations betueen raters t judgements . 

One tutor (M.J'. ) " 'o7ho was not a member of that departm.ent but ,.;ho rated 

many of the came students, haG her j udgements also correlated "lith theirs 

to discover the range of cOTrelations when these ideal conditions no 

longer existed . Clearly the range can increase considerably when tutors 
I 

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

three quarters of the raters and three quarters of the students rated . 

The ·amount or 'agreement quoted in Table 7 therefore represents the greatest 

agreement likeiy Lo occur in the total sample of raters . The average 

correlation of the five raters in Table 7 was . 46, and thi.s compares very 

favourably wi'th the . 459 c.orrelation bet\o7een 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 Hith student success according to this criterion than 

individual judgement . 
I 

( 3) Thurstone/Chave Criterion 

The Thurstone Chave version of the test , ,using staff judges , acted 
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as i a third criterion. 
I 

A sample of thirty student scripts was chos ell -by 

random numbers and re-marked by their Thurstone/Chave values. The scores 

obtained -';-lere then standardised , totalled -, and correl ated "(vith 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 

I 
, Score 

.09 .328 .73";* .438* .388 .a02*~ Scores 

Table 8. Correlation of Thurstone Chave and Likert Scores on the Try-Out Test 

I This strongly supports the va_lidation of the attitude fest as a whole, 
• . til 

but not all of tne component _scales separately; though, except for the 

'A~ scale, these are contributory in the -required direction to the score 

as a ,vhole . The lack of correlation in Scale A, ,.m en previously it had 

been the only significant one of the correlations with Final College Result s, 

needs explar.ation, however. After all, the tutors repreccnted in the 

Thurstone/Chave ' test are the same set of tutors who make up the judgements 

for Final Results, The staff judges are clearly putting students' written 

work, and hence Pinal Results, in a just order of merit which reflects the 

students' ovm attitudes to wor!~. However, tutor att i tudes themselves do 

not agree with those of the students to\vards work. That is, there is no 

evidence 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 ~1at staff action can take place in a different direction to 

the attitudes held, indirectly provides more validation for the A scale 

than if agreement had been positive throughout . It also shows 110W much 
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~( care is needed in analys~,ng, in any given ' ';;i,t uation~ what a ttiLudes al;e 

,likely to be significan t in influenc i ng action. Tn the other four at tituue 

scales, of cours e , there is clearly ,a measure of agreeiuent '':Jet\~een the 
'" , 

two samples. Sca l e C ~s strongly va lidated aga i nst tutor ~i: titud es and 

Scale D also receives si gnificant support . Scal es B and E , while shoHing 

some measure of pos itive correlation, do not actually achi eve significance . 

(4) M.T.A.I. Criterion 

Finally, a criterion based on attitudes to actua l teaching was sed. 

A random sample of t1~enty two students scored on the M. T .A. 1. ~vas taken a s 

a final validation check; It was found that the standardis~d total attit ude 

scor~s of these students correlated with their M.T.A.I. scores at ~448, 

which ",as at the 5% level of significance . This , a1101ving for the different 

culturai 0rigins of the two tests and the di f f iculties cited by K. M. Evans 

was considered to l end con~iderable support to the belief tha t the attitude 

scales were measuring attitudes basic to the functions of teaching, as 

well as ones relevant to the course of teacher training • 
. 

(3) Conclusion. 

Thus when the four criteria are considered together t'herE', is good 

evidence for believing ,that the attitude test as a whole is a valid 

measuring instrument , and its compon~nt scales appear to be measuring 

what they claim to measure. This is especially substantiAt ed,. by the 

fact that the criteria were selected so as to sample diff erent aspects of 

the students pCljf ormance: one covered his college achievement, one his 

position in the es timation 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 tha t where it \'1'1& pos~ibl e to ' evaluate th.e cT~. t:el ~a thell\;3clve! 

at all, the~ ~eefued ' to be rather ' mor e suspect ' measur men ts of t hes e 

attitudes than the scales thems elves; ann, in the abs ence , ~f guar anteed 
. .. r" 

criteria, validation must be a process involving ev a luat i ol~ of crit erion 

validity almost as much as test validity . In addition, it i to be no t ed 

from the following table that where the criterion aims dir ectly a t measuriuB 

!:luch the same variables as the test (e.g. in the ratings and the Thur s tone / 
. . 

Chave test) theI.'e is hj gh correlation. It is only 107here the criteri on 

measures something else, and the attitudes are postulat ed as being · a t I t: s 

foundation, that the correlation drops, though even then i t remains 
'\ 

s ignif icant. 
. . . .; 

In fact, all four or the cn ten.a retur n signUicant 

relationships with the attitude test. 

Final Tutor Thurstone H.T.A.I. Certificate Ratings Chave Test 
-

Correlation .31** • 459*~~ .802** .448:" 

Table 9. Correlations of the Criteria with the total Attitude Test. 

Finally, it will be later shot-m that there is further evidence of 

valida.tion from the internal <.:orrelation~ in the test programme, as it 

was administered in the following years. This test can therefore be sa i d 

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

The Problem of Faking 

A further V'ery important point which needed to be established a t this 

stage was the testIs susceptiblity to faking. The try- out tes t had been 

necessarily carried out in a non-stressful situation in ord er to obtain 
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truthful respons es to the statem,ents. The pos s;i,b i) ~ty of ' t~ ak~ng '. good 

r e sponses had ther~fore to be ' ~onsidered~ 

Faking can be of two kinds. One i s t.he n atural , sub-conscious 

conformity to the subject's self i mage) whi ch may produce some discrepancy 

between attitude and action in actual situations . This is not somcthin~ 

against which a group at titude test can effect ively guard, since it needs 

clinical methods of detection. The other kind of faking, arising from the 

use of the test, in a situation of stress for the sU,bj ect~ is much mor.e 

likely to produce discrepancy, since here the subject has a positive , 

conscious inceniive to 'fake good' or ~ 'fake bad'. It is this kind of 

faking 'vhich n~eds to be guarded against here. : , 

In the absence of any possibility of using an actual stressful 

situation, in which to set up a separate experimental group, foue measur es 

t ere taken to guard against success ,~u1 faking in this test. The immediate 

-
one was to continue to include all the insignificant statpments in the 

original test s~cedule so as to obscure the actual marking scales. Since 

all the statements had been found to be significant expressioI',s of opinion, 

which were relv8i.t to the course though oiten non--discriminatory, this 

measure alone made it virtually impossible to detect which, were the 

significant statements for,. ' the ac tl,lal test ';. and faking t good' on all 

the 305 statements would have produced so 'ob'lious a patterr' that it could 

be easily detect ed . The other major precaution was to administer the 

test at a time in the course \Y'hen it 'vas obvious to all students that the 
/ 

test r esults cculd not affect the Certificate!:"esults . There seemed therefore 

to be no real likelihood of conscious faking during this test programme, 

Gince the inc entive was non-exis tent and the oppor tunity for detection ample. 
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. \ Neverthel ess , it was consid ered ·.VlQrth:~·ih. ;i,le to ask D. sampl e of 25 
, 

voiuntee~ studeut s . to try to 'fake good' in or der to f i nd out if the t es t was 

easily suscept ib l e -to faking in a stressful si t uat ion. The students, were 

told to respond to the test in what they thought to be a socia lly acceptable 

manner, as if ' they ~.;ere doing this test as part of a~ intervie'\¥ for a pos t 

the~ particularly wanted~ Inspectio~ of the results showe d that some 
I 
I . 

students actually¥decreased their scores by trying to ans~~er the test from 
I , 

I . 

an artificial standpoint, though the poorer student·s did seem able g~ner al1y 

t o inc~ease their marks substantially. Both of these tendencies seemed 

K to offer useful indirect 

present investigation. 

evidence for the sincerity of response in the 

The ' true ' and 'fake' marks were both listed for the group and the 

signific~nt difference between the means was calculated for each scale . 

Only one scale (Attitude c: to~vards one another) ~\'as found to have a 
- ,-

significantly different change in mean (See Table 10.) 

A Scale B Scale C Scale D;Scale E Scale 
-

I. k True Fa e True Fake True Fake True Fake True Fake 

Mean = 94 100 76 80 148 162 1 139 146 71 74 

, .:,SD = 12 9 6 10 . 14 13 10 10 10 9 

Tc = 1. 23 1. 74 1 3. 7* 1.01 1.12 
i 

critical ration = 2. 02 N = 25 

Table 10. Significant differences bettveen the means of ' true t and ' faked' 
/ 

attitude scores . 



, ' 84 

j From this it ",ould ~ppear that rela.tivelY the students ' were not able to 

hn~rove their , scores ' in the two ' situations, except in Attitude C "7h,er e the 

tr.~nc1 of the statements may quite pos,sibly be more easily , identif iable t o 

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

positions on ~he scale were barelY altered~ 
1\ 

, A Scale B,Scale C Scale D Scale E Scale Tot al 
~cor cs 

r = ./~4"'J':( .612,1::': .49* .39* .066 .49/+* 1' 1 I 

: 1 
I 

Table 11. Correlations between 'true' and t faked' attitude scores . 

In fact, ",hen the correlations bet~~een these ·t,olO sets of scores are tal' en into 
I ' 

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

t,,,o situations is slight . Clearly, faking by the individual on this test i s nuf 

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

was achi,eved. ---
It would therefore seem that burying the s.ignificant statements in a,me.ss , . 

of relevant, but not critiaal, 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 considereu to see if they provided an 

additional safeguard or not. They consisted of two sets of statements 111 ~ach 

scale designed to tesi the consistency of the subject's respons es . One set 

consisted of three statemen.ts at what was thought to be the differen.t l evels 

of 'acceptance of', preference for' and 'commitment to' the particular 

attitude of tha; scale . It was expected that the r.ormal range of responses 

would not include endorsement of the extreme conuni tment level even ,,,here 

levels one and two were endorsed. The pattern of response on thes e st a t ements 
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, I 

might therefore ,,,ell indicate the I t'aker ' ~ 1"h_o \¥'as more Llkely to ado]?t the 
I _ 

extreme position. The other ' set ' of statemenLs consisted ' of a pa~r of 

. opposing statements in each scale, ' whi ch it was thought the f aker. m~gh.t faU 

to notice, since they were Hidely separ.ated, and he might "lel l tend to cldorse 

both in his anxie ty to score highly. However~ i nspection of these respons~s 
, 

froin a small sample of students' sho'ved that quite often the commitment level 

\ 
was lendorsed in t he student's true response, and this had not been thought 

I 
at all likely to occur 1men this device had been envisaged in the sUbje ot i ve 

construction of . the test. The fact that it did happ en destroyed the basis 

of the device as °a faking detector, and hence, conside~ation of tl1es e devices .. 
in further applications of the t es t w~s o~itted. 

From these results therefore it ,wuld appear that the -problem of faking ~la~ 

n.ot a serious one as far as this investigation was concerned, since the situa ti<.: 

had been deliberately made non-stressful, and even when conscious faking 

was attempted it was largely unsuccessful. As far as the wider aspect ,,,as 

concerned, where the test might -be us ed in other situations, the picture 

was less certain. There seemed to be good rea~on to believe t.hat f aking 

was likely to be relatively unsuccessful for a group of candidates 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 progres s through college to really determine if faking 

had occurred in the test. This 'vas not possible in the context of this 
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investigation) because candidates for eatrnnce to coll l=.'ge had on) 1 a 

limited time ~o'i' intervie,.;, and it 'vas Hot possible. to fit in the ndministrntio), 

of this test 'in that time . Hv"1ever~ for the purpose of this invest~~gation 
, I 

the possibilities of raking had been shoHn to b e suff icien tly remote to 

be ignored. 

Reliability and Validity 'of ' the 'Sociolnetric Tes t 

I . ~ . . 

I I The only other unpubl~shed part of the test programme was the 
, I 

Sociometric Test , so this too h ad to be examined at tbis stage for its 

reliability and validity. 

\ It had previously been decid ed that, in yiew of ~he administrative 
I 

difficuldes associated ,.,ith large numbers of testees, it would be 

necessary to make ,:this t.est a simple recoenition one. The test therefore 

i~structed each student to give a score to any other stude'l1t in that year 

on a basis of weights from- 0 to 5, in accordance with how ,,,eJ 1 llelshe 

knew ~hat student as an ac~uaintance (0 to 2) or as a friend (3 to 5). 
, . 

'£he students Here told that if they could. connect a n ame on the year 

name-list with a particular person, but not do more than that, then they 

~vere to rate that person at nought. This instruction vl8S to give them 

all a common base point from which to start. The scores were then collected 

in two forms: the Sociometric 'A' scores ,·7ere totals derived from all the 

weightings given by a particular student to other students in his year; the 

sociometric I B' scores ,;vere the total~_ of weightings received from other 

st~dents by that student. The numbers of students rat ed by each student, 

and the number rating ench student were also kept as giving some practical 

limit to the range of acquai.ntance a student claimed to h ave, 8nd tl1e range 
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~ 

he 'actually had. 

The re1i~bi1ity of the sociomettic t est wa s calculat ed on a random 

sample of thi.rty students and found to be '.87. The va l i d'ty was fou nd 
, , 

to be .56 (1% , signifi.::ance) ,,,hen correlat ed with student s l. ~ f-r eports of 

. active membership in college activities, and to be .45 (1% signif icance) 

when correlat"!d ,,,ith CormlTell' s sociometric test. These correlations 

compare 'very favourably 'ITith those reported by Horeno (1960) in a survey 

of the reliability and validity of conventional sociometric t e ' nniqu~ s of 

measurement, in which this summated rating technique figured as one of the 

types of measurement. ' It seems clear therefore that this test wa s an 

effective one, and as its simplicity made it very, suitable for use with 

large numbers) its use was continued through:;,ut the fo11m07i ,ng issues of 

the , test programme. This test seems highly suited to finding thos e stud ent s 

who have failed to adjust effectively to the social situation in College, 

but its ~esu1ts will be considered more fully in the later section d~votcd 

to a conside~ation of the results obtained from the whole test programme. 

C\)ncl.usions 

These results therefore give good evidence for believing tha t this 

1- attitude test is a reliable and valid test in an unstressed situa tion . 

Furthermore, the fact that thl."ee of the validity criteria are behavioural 

criteria in real life situations suggest3 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 ,,,hat 

it is trying to t est than its individua l crit~ria. For example, the 
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raters! correlations with each" other" Cexcel)t ),n the case of. one spec~a1 

sma11 group) ~re poorer than the correlation of the 1110dal '.eatings ~.,.itll the 

test. Similarly the Teaching Practice mar'k appeal's to be loaded in a number 
\l 

of directions~ Its high correlation with ac ademic sub ject ,performance 
\ , , 

shows one loading, and the fact that it correlateR better with attitude to 

authority than attitude to children shO\\TS Clnother loading. Hhether these 

loadings', and their respective \>1e ightings, are justifiable fact ors in 

tea~hing ~ractice asse~sment is outside the scope of this discus~ion, but 

they do ~how that the initial suspicion of this criterion, as incorporating 

uncertain loadings of 'different factor s, would seem to be justified. 

The initial suspicions about the quality of the cr iteria, 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 ~7as that from an inspect ion of the Thurstone/Chave 

results lt seemed likely that stud~nt/staff opinion diver ged in some areas, 

such as attitud~ to authority, but coincided in other areas to a far greater 

degree than was originally expected. The other point was that student and 

staff opinion re~pectively showed a greater degree of unanimity than was 

expected before the experiment began. Ho\-7ever, both these pnints would 

need to be foUm.Ted up in the full analysis of the results ,.,hen the whole 

experiment was comp leted. 

Finally~ the las t point to 1uake at this stage of the experiment was 

that it had been decided to give the \"hole progranrrne of tests on this 
/ -

occasion, as ,,,ell as the unrevis ed attitude tests, so that when these ~vere 

revised and the sample re-marked, this issue of the t ests could be included 
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with the series of tests ' which W'ere to t ake pla.ce oyer the next three years . 

It was also d ~cided~ in these l ater applications of the programme of t ests , 

to continue !1dminist~ring the ful l unr evised scales of at t itude star ements 

tolhich had been initially given. This was not only because it was all. anti-

faking device ' and ~.,ould maintain par ity or test situation bet~.,een the 

intitial and l ater applications of the test, but also _because i t would 

enable a ' check to be roade of change s in all the individual ' statement values 

during the ~vhole test prograrmne. In this way some measure of the dynamism 

of attitudes inside the College over a period of 4 years could be obtai ned. 

Having thus now found that the a~titude test ~.,ac:' a reliable and 
.. 

valid onQ, a~d that the sociore~tric test constitutea a valid and r el i able check 

variable, it t-las possible to continue ,.,ith the further applications , of the 

j , schedule of tests i n the following three years. 

I , : 

, 
~ , 



EXAMINATION OF THE ATTITUDE TEST AS A k!;llJ\SUJ\EMENT T-NSTR,ll1ENT: 

ADlfINISTRATION, RELIAIHLITY AND VALIDITY OF TIlE FURTHER TEST PROGB,N')l]: 

, 
Introductory ' State~ent 

Since one of the maj"or hypotheses of this experiment was to examine the 

efficacy of measurement of the attitude scales over a period of fou-;:- yeaL . ) 

it Ha s necessary firs t to examine in · detail the reliability and va lidhy 

. of each further issue of the , test. Thiy was done in orde~ to con~ider how 

the internal items of the test continuC:!d or failed to continue to cnrry out 

their function, and to discover ,qheth( r new significant items arose. as th e 
, .. 

four years pr ogressed . That is, this par t of :the programme "Has concernEod 

with discovering more about the nature of the measurement carried out by 

the attitude test. Hence the whole original scale of 305 items vlaS given on 

Jach test occasion, and subj e ct~d to analysis, so that the attitude scales 

could be examined in conjunction ~ith their original statement background. 

At the same time, however, this ongoing programme of reliability anti 

validity ,.;ould also thro,., light on the inforrea,tion, recuunted in Chapter 6, 

relating to the basic experimental hypothes is vf finding out Hhat ,qas the 

lungitudinal picture of student attitude and personality qualiti es existing 

during the course. There therefore needed to be a concern with the actual 

levels of reliability and validity, since these det~rmined t}1C usefulness of 

'this information. Hence, this chapter is concerned first with the physica l 

limitations on the various administrations of the tes t programme , next with 

the actual levels of reliability and validity, and finally with the nature of 

measurement of the attitude scale~. This last consideration will indicate 
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whether ' there is a possi,b:i,li,ty' o£ a, permanent atti,tude te~t ente,rgi,ng 

f rom these s cales> O'T:' '\.,hether ' the attitud~ sj.tuaLl.on iit coll,ege i.s too 
, 

, r" 
'dynamic, or dependent on too many inter""'active factors, to <ermit such a 

possibility. 

\ , , 

Limitations on the Administration of the FU't·ther Test Progranung" 

The ~lhole 'series of t ests was th~refore nm." administered annually for 

the :lext three years (1966, 1967, 1968) to a sample from each of the first, 

second and third years of students in the co1.1ege . ' It was hoped to achieve 

a minimum number ?f 150 students in each year, r epresent ing as far as possible 

a cross-sectioh of the college. OZ cC''.lrs e the voh~nt;ry naf-ure of student 

'attendance had to be maintained , but, on the ,.,ho1e, adequate representatioT, 

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

Sununary of Test Sample 
.-

-~ 
1st Year 2nd Year 3rd Year 
in College in Col1eg~ in Co11eo e 

. 
-

_. 
Sec. J/S Inf. Tota Sec . J/S Int-. I Tota Sec . J , ~ Inf. T..o..t;Ll... 
}1 H 11 ~o1 ! M \J H \01 M .1 H \01 M H M W M hI 

,- - , 

Try-Out Test 19651 13 30 _1 21 44 122 
Stud ents in Year I 160 

-.. 
1st Is sue 1966 11 42 8 33 - 33 127 22 29 /.C 28 4 38 141 15 29 1( 19 - 35 115 
Students in Year 260 I 230 185 

2nd Is sue 1967 29 26 3c 91 - 55 240 17 59 3( 37 - 58 201 124 30 2- 27 - 43 156 
Students in Year 260 250 

-
3rd Issue 1968 - - - - - - 35 33 2r3 5 71 207 13 53 2, 19 - 78 185 
Students in Year 250 250 

--..,.,-

Table 12. Analysi s of the Test Sanple during the Test period. 

J 
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I Other difficulties of adminis tration apart from those caused by 
I 

voluntary attendance presented ' themselves~ One \',' <15 the IJhysi,cal diff:i.,culty 
\ 

of assembling a sample of 150 s t udents in one spot, wh2n tIle colleg p inhabited 

t~;o sets of buildings t en mil es apart, and one year of students could 'vell 

be timetabled in both sets of buildings . The timing of t he tests likewise 
; 

caused a furth er difficulty. As far as possible the t ests were administered 

\ 
as near to the middle of the college· year as could be arranged, in order 

1 

to make the r esul tant attitude picture as representative of tha t year as 

possible. Ideally, it Vlc'.1ld have been useful to supplement these ses sions 

by testing at the very beg inning and end of the course as "'Tell. Hm-lever, this 

\-70uld . have ceriously inconvenienced the College timetable and have 

increased the possibilit.y of test boredom, so it \'7as dec i ded ' to omit extra 

sessions. Finally, there was the factor of the coll ege ' s increasing size 

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

the test programme the co.lle.t;e changed fron a rel?-t.iyelY small one to a 

large 0ne . The third year us ed in the try-out t est could be said to be the 

last one repres en lC1:tive of a small college, and undisturbed by the physical 

cifficulties of rapid change in size and changeover to new buildings . It was 

realised that this could be an ";'mportant factor ",Th en considering the results, ane:: 

, might well account for attitudinal diff erences between diff erent issues of 

the test. 
I 

There ,.;rere a l s o some difficult ies ar ising from the nature of the sample it sel1 
I, 

There waS a strong contingent of Domestic Science and Physical Education 

specialists, amounting very nearly to one third of the !sample in each year of 

students tested . Both of these contingents appeared likely to be practical ly 
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b~ased~ and thul.r respe ctive dep art!1\cnts 'i.xel;'C brgani~ed ' on \ ap;prentj,cc\ 
' \ 

l:i~~s with eai~iy identification Hith the teacT1er ' role. ' This bias~ if. it 
\ ' 

existed, could \ve ll affect the attitudinal na ture and personaU ty make-our c ! 

sample as a whole . A further complicating fact in this re spec t was that th \ 

I Domest ic 'Science dep'artment radica lly cha nged its organisation duritlg the 

\ 
test period. From being a departmen t organised on very narroW' 'craft ' 

, \ 

lines, it became based on a 'Home Education ' interpretati on of the teaching 

. I 
cif the subiect, and w,iden ed its courses to include subjects and staff otlLcr 

I 

I I 
than the traditional, spedalist ones. This too could ,,,ell make a differen 

to student attitudes and consequent interpretation of the results .. 
I 
.The test conditions Here maintained at an' informal level in the same 

,.,ay as those fa:. the try-out test. The studen ts in each year sample '\Vcre 

reminded, before the t ests were given, 'of the n eed for sincerity of respons~ 

' and the relevance of the r~search to their professional educat · on . The n2CC 
r 

for responses to the attitude statements on the basis of ' snap ' judgel'1en t \v 

also stressed, since these were more likely to r e flect the student 's uncons ~ 

attitudes ra~her than his thought-out position. Finally, it was emphasised i 

that there was no right or wrong answer in these tests. The test it ems were 

asking for expre~sions of opinion over an extreme ly wide range, <lnd therefo!; 

the student's individual attitude position could not be di rectly interpreted 

as favourable or unfavourab le to the ends of the course. The studen ts v1ere 

then asked to complete the test schedule at their own pace. 

Thus a collection of test scores on this progranune \"as built up during t 

, fuur years of the experiment . It consisted of the scores of firs t, second a 

third year stwlent s in each of three successIve years , So t hat three sepnratl 
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pictures of the overall a t t i t ude ~osition ~n t he coll ege wer e obtained. 

In addition, a repented pictur e 6f the stat ic attitud i na l pos ition of on e 

. year group of students in the f irst, ' s econd and thir d year of the course was 

also obtained. The number of students i n this year vlho took th e test s on each 

of the three occa s ~. ons formed a ' strai.ght·-thr ough' group, whose r esults would 

give a longitudina l picture of what happened to a student ' s a ttitudes du r ing 

the course. This group numbered 65 ~ tudents, and their r esults fODm part 

of the total res~lts from each admirii s t ration of the test. 

Further Reliability and Validity of the Attitude Sca les 

Reliability ---------
The r eliability coefficient was cclculated for each atti t ude scale, and 

for the total attitude scales, for a random sample of t~"enty five student;:; 
i 
in each of the three issues of the test. This sample ~vas taken from the 

first year in the first issue, the second year in the se cond issue and the 

third year in the third issue of the test. This was done so that there would 

be a coefficient for one year of students on each year of their course and for 

each issue of the test prograrrune. Thus, by the time the third coefficient \va s 

taken, more than a half of the results for that year-group of students Hould 

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 reliabiliLY due to 

changing composition of the s~1.1dent sample would be minimised , and therefore 

changes could be more ce rtainly attributed to changes in test consistency 'over 

the pe~iod of four years. 
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The coeffidcnt~ obta ined' Here as fo110''1s ~""' 
. 

Attitude A B C D E Total 
I , 

Try-Out Tp.st . 76 .76 .80 .90 .92 . 88 
, . . 

1st Issue 1st Year . 55 . 86 . 84 .80 . 83 .923 
' . 

2nd Issue 2nd Year • 49 .71 .74 .91 . 71 .891 

3rd Is s ue 3rd Year .69 . 55 .7lf . 73 .57 . 764 

Table 13 . Reliability Coei£icients ·of the Attitude Scales for each issue 

of the test. 

: Ed~vards (1957) quotes reliability coefficients as 1mv as . 68 to be r eliabh:, 

so, clearly , the eliabi1ity of the w~ole test schedule over the period of the 

re'~carch is estahlished . The use of the indi~{dual scales 'A and B separatc'! ly, 

as already noted in the Try Out Issue of the test , "auld not b~ advisable. 

However, it is also noticeable from these results that there is a consi stent 
I 
I annual drop 1n reliability "'1hen the ' one year group ' s res ults are con,si.dered . 

I n ' fact , t wo of the five sc<::les 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 ,f urther issue of the test in the next year could well have 

produced overall unreliability. Thus , while reliability can ' be guaranteed 

' f or t he 3 year span of a ~ingle cour se ~ continuing revision of an attitude 

t est appears to be necessary fo~ long term re l iability . 

A f urther difficulty which it had been feared might cause loss of 

r e l iability was also clarified by these results. This was the diff iculty 

of being uncertain of the level at i-lhich the attitude was being sampled . 

I f this level is a deep-seated one, analagous to one of Al1ports Persona lity 

Dispositions, then it is likely to be stable , . but if the attitude is s amp led 



only at the more superf~cial level ' of current opinion then changes can be 

expected~ One ot the problems' in this research 'vas thus to sample att;ltud es 

to basic features of the course, , .. ithout sampling too much the' mor e s uperficial 

reactions to temporary features aris'ing from the college's rapid expansion. 

The consistency of these reliability coefficients SUIlports the belief thA. t 

attitudes to basic features of the course are being tested here . However, 

it is only by this repeated testing over a comparativel.y long time that it con 

be assumed that the more pe~anent attitudinal positions ale being e 'amincd. 

From these results, then, two conclusions emerge :-

(i) The test- schedule is reliable'· for the purpose of this investigat\Oll. 

'(ii) The case for repeated testing of the test is strongly support d 

for two reasons. One is to monitor the continuing reliability of 

the test; and this is particularly necessary on a selected sample 

in a closed commu~ity. The other is to thro,. some light on 

of ~he permanency (and hence depth) of the attitu~es being tested . 

validity --------
The ongoing validity of the attitude scale \las next considered . Of the 

four criteria used in the original Try-Out Test , the most useful had sc~~ed to 

be those of tutor ratings and final college ~cores; mainly because rati gs 

represented a direct and ,.holistic judgement of the students by persons Hho 

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

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

~]ith these criteria there Here difficulties inherent in the mC!thods of 

. X 
arriving at the judgement, ,·rhich made the criteria suspect ( se(~ discussionP . 68-72 

but they \-lere the best available . These tt-lO ,.ere therefore used f or thj s 
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investigation into the validity of further issues of the test. 

This fac~ of criterion weaknes s brings up tae que stion, noted earlier 

in the discussion of the try-out test results, of whether thi pl.C's cnt test 

could be more valid than the criteria used on it. Both ratings and college 

grades represent a judgement external to t:,e student's personal situ.ation. 
f\.. 

'/ On the other hand, a quaI). tificatioll of student attitudes by a meth.od \vhich 
, 

X in effect represents a quantificatio~· of peer judgelnents, is a j'ldgement 

internal "to the situation and : therefore likely to be intrinsically more 

valid. Furthermore, attitudes tested in the Third Year of the course could 

be truly said to be representative of the end-product of the college, and .. : : ..:: . 

therefore a 'de-fucto t criterion in themselves. The possibility of the 

Attitude test being better than its criteria therefore had to be borne in mind 

when considering the results; and itself suggested a further possibility. 

This was that it might be possible, by repeated refinement of a test ,.,ith a 

weak criterion to develop a test v]hich v]as in actual fact a better 

instrument of measurement than its original criteria. This" had beea claimed to 

be dOHe \"ith the" H.T.A.I. (See Gage 1963, p.S08 on), an:! was certainly a 

possibility to be considered here. At the same ~ime, such a possibility could 

only really come into effect if ~n examination of the actual measurement of 

the Attitude tests \.;rere undert3.ken also, and this was done as a separate part 

" of the experiment. (See pp. 179 "on) 

For these r easons, as \-le11 as for those of straightfonlard validation of 

the test, it \.,as decided to make a long-term study of the validity of the test, 

as the first half of this process of examining the nature of the me~surement 

of the attitude sca l es. The total attitude test resu l ts were therefore 

correlated with fir-al college gr ades througr all the years tested, for which 
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final results vcre available. Random samples were usee. in the first and 

\ . 
second year groups of students) out in the thi.rd )'ear the hole year ~'l[ls 

I 
taken in each case , since the original sample hnd been a third year one 

and it \o7a5 intended that the test should be standardised on third year 
I 

students. The fo11oyling table of chi2 values thus emerged \o7ith their 

respective significances beside them: -

\ 1st Year 2nd Year 3rd year 

I 
.. 

X? S; gn'HCanc~ x2 Significance x2 Significance , I 

Try Out Test (r=.31) 1% 
(N . S . ) (N. S.) I 

1st Issue Test 5. 61 2% 2. 67 20% .028 80% 
(N. S. ) , ., 

1. 63 2nd Isslie Test 20% 23 . 18 1% 

II 
3rd Issue Test 10 . 46 1% 
.. 

Tab l e 14 . Chi
2 values for phi correlation of issues of the Attitude 

Test \o7ith Final College Grades. 

The most noticeable fact in this table is the insignificance of the 

Fi rs t Issue , Third Year r esults . In fact , if the division point in the Final 

Col1~ge grades 'array had been made the actual pass level, this result would haVE 

become . 9 and significant at the 30% level in the negative direction . That is, 

college grades in this ye:::l.r were passing students Hhose attitudE:s \-lere 

negatively oriented to one or more cf the basic features of the course they 

had ' at tended . Th i s was a discovery of rna '; or ,importance y!hich will be examined 

in detail later ( pp. ). The fact that three out of the four consecutive 

t hird years correlated with the attitude test at the 1% l evel was judged 

sufficient confirmation of the ougoing validity of the attitude test , and 

this single, peculiar result was therefore ignored for the purposes of 
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validation, especially a~ its ' later explorati.on showed good reason for its 

occurrence. 

One fu rther point about the above t able of' correlations i s of importance . 

This is · the distribution of the significant values of chi2 in the first and 

second year samples of students. The first year result ,.,ith a signif icance 

of 2%, the second year at 20% and returning in the third year to 1% implies 

that the course is one of confirmation of student attitude rather than change, 

though t.he~e is a considerable upheaval of attitude in the second year. 

, However, vlith only one year of the sample for Hhom 'there were: complete r esult s 

throughout their course this can only. be R t entative ~onclu sion, but it 

is confirmatory of other researches such as t1'lat· of J acob s , ' and is confirmed 

by other parts of this research. There is therefore some evidence of 

predictive va lidity occurring in the attitude t es t resu1ts~ 

. / 
I Finally, the at tftude scales v7e '_'e also subj ected· to concurrent validation 

against a criterion of ratings by tutors. Bearing in mind the dif ficul ties 

encountered in obtaining ratings in the try-out test, it was decided to 

follow a slightly different procedure . It was established during the tryout 

test that students, vlho received ratings f.rom tutors who wel.·e in discus sive 

conta'ct about them " ,,,ere rated more effectively than if rated only by 

tutors ,.rho sa'" them in the different areas of their college work. It was 

therefore decided to pick a grouv of students in each of two of the third 

years of the sample and ask the tuto rs who t aught them in the ir main subject 

only to r ate them as good or weak s t t; ,jcnts, using a score range of 50 marks 

\-lith 25 as the dividing line between "he two categories. The phi ccrrcla tions 

,,,ere as in Table 15, and give strong f, upport for the validity of the at t itud e 
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i 
I 

tes t ' DS a whul e ~nstr.u!l\en l.~ · though. a ga:i,n it ~s noticeable that ~ even with. 

I • 
thi~ direct m2risure, ' th~ 1st Issue 3rd Year rcs~lt ~s les s s ignif icant 

than the other one. 

Sample phi r--r Significance 
I 

1st Issll e 3rd Year (N=20) . 455 3.93 57-

I 2nd Issue 3r d Year (N""'29) .589 10.08 17-
\ 

~ i 
Tablel5. Phi cor relations between Standardised total attitude scores and 

i 
tutor ratings. 

Thus it did seem conclusive that the attitude test as a whole 'vas both 

reliable and valid during the test period, though there seemed tv be some 

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

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

be strengthened, in order to improve detection of studei1t st.r.ength or 'veakne~; s 

earlier in the course. Part of the analysls of attitude state.meuts carried 

out at the same time as the validity i nvestigation (see pp . 170) · had shovm 

that only about 70 of the original significant statements t"etainc.d their 

full' significance throughout the four ·years of the prograrr.me . . These 5tat ements 

could .form the bas:i.5 for a ft:rther revision of the revised attitude test . 

The fir~t issue first year sample used in this section was therefore re-marked 

according to this further revi~ion of the attitude scales . If thes e re-marked 

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

obtained 'Jhich could be directly compared uith the previous Xl'· value of .561 

",hich had been significant at the 2% level. This 'vas therefore done , and 

the X2 valuc obta ined 'vas 12 . 76, which was significant at \-lCU ahove the 1% 
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. level. It therefore seems pos sLble that furtI1c:;," l'CVl,si,on or the attj,tude,. 

scales ~ based on a ~.,ider time sampl e than that o f olle year ) ~night \Vel] i nprove 

their predic tive validity; but it must b e remembered t hat '·he confirnlation 

'/ sought above is a self-confirming,- one, and that only repeat c,:l tenting 

with further samples not i nc luded in this t est progranune could give real 

confirmat ion of t his resul t . 

Conclus ions on Reliability ' :m d Validity 

It wouid thus seem, from all tllese results taken togeth er., that a num.ber 

of ' conclu.si~ns can be safely accepted . The major one is that the attitude 

scales, as developed 1n the original try-out ~est, ' do ~constitute a relial>le 

and valid ins trument of measurement over the four years of the test progr'Jll1lue . 

Furthermore, this instrument is reasonab ly predictive of comparative s uccess 
. . 

. or failure bettveen the first and third year in the college course , thO'll gh 

its predictivity might be -improved by further . statement analys is and 

r evision. 

A 'conclusion arising out of this fact, of almost equal importanc e , is 

that tests of this kind appear tv need to be standardised on . d. i-rider time 

base .than that afforded by e single third year of students . Alternatively, 

if a si.ngle year ba se is used, it would appear from the evidence of the slm., 

decline in reliability , that re-checking of the discrimina tion of the t es t 

at periods of no more than 4/5 years arc necessa ry to allow for changes in 

attitude clima t e in the college . In fact, it migllt be found useful to check 

discrimination with each separa te thre e year courf,e. 

Hm.,ever, there r emains the problem of the long- term efficacy of measuremen t 

of the attitude scales. A final judgement on this must be suspended until 
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their actual discrimination 1 and thei~ relat ion with other ' cryst~lliscd 

criteria" can be examined. This exa ination therefore forms the subj ect 

.of the next section of the inves tigation, though for the PUr~pose of: thin 
( )J 

test programme the reliability and validity of the attitud~ ~ test can be , 
said to have been substantiated by these results. 

~nalysi s of the Discrimina tion of the Attitude Statements 

, It is import ant to remember that in this section t\"O t asks arc being 
I I . 

carried out. One is the process of re-examining the di scrimination of the 

. original significant statements in order to carry out the further r vi&:i,on 

of the '; attitudA tes t already. mentioned , and aimed at cecuriug a l oneer time 

base for its validatory sample. The other task i s tha t in this process 

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

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

test programme, vlhich may -account for the slow decline ),n reli abi:i.ity alrc:ld) 

noted. The second job is more important th an the first, since it is this 

which will show whether or not attitudes among individuals in th e student 

body dynamically develop and change in the community over a period of four 

years. It is the extent of this dynamism, if any" which \-1 i11 det er-mine t he 

long term usefulness of the attitude test, r ather than the margin .:'. l i mprovemc 

brought about by extension of the time base for validation. 

It is also important to remember in thi s analysis tha t wha t is Lt:ing 

considered here is whether the stat ements signif icantly discriminate bebeen 

students, not ~-1hether statement . means signif i cantly change or not. 

It may well be tha t statements can r ema in stable in themselves , but gr<,~Jually 

fail to discrimina te bct\-1een students. If this happens then it i s c1 very 
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important fact to ' take into consideration, since it wUl be i?vid '.nce for the 

belief that the dynamic complex of the college tends to throH up ne~i 

discriminatory opinions and SI!!ooth out opinion cliff erences ' Hhich wei.. ~ initially I 

discriminatory; and that this process takes place by the discr~~i~atory opiniol 

becoming homogeneous among students rathe::- than by becoming unst ah le. 

Thus the revision of the revised version of the test not only involved 

exclusion of statements ,.,hich had sh?wu significant change in their mean 

value among third year students, but' also involved the exclusion of a:ay of the 

original significant statements which failed to continue to discrimi~ate 

between high and low third-year scorers on the test throughout the test 

prog:-amme. It "lao therefory necessary to anaty~~ the ~esponses of the third 

year group of student~ at the end of the prog:-amme in order to find out which 

of the original 305 statements were significantly discriminating among them. 

I 

(See Appendi~ 5) • 

--
first it em exemined . this (lnal~Tsis the actual number of The 1u 'vas 

significant state,ments occurring in each year. The try-cut test had had 

148 s~gnificant statements in it, which had formed the initial revis ed test . . 

~itl1 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 lG belo,.,). 

Inspection shovled that some statements were significant in one year, but not 

in later years . That is, a gr~ater 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 sclectcu on the basis of 
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their discrimination bebleen l1umb0.rs of the original test sample. But the 

very difference of opinion~ ,.;rhich the di~criminating statement reflects., 

appears bound to lead to attempts in th e community to resolve the differenc ~ . 

Attitudts are only relative]y permanent , and, when combined ,-lith t he dynrunic ::. 

of iut er-group rela tionships, are quite likely to be affected i n a close- knit 

connnunity as time passes . Ne'-l discriminations appear to ar ise and old 

one s diminish. 

I 
I 
I 

Sigi.ificant Statements occurr ing in each year : -

Try Out Test, 3rd Year = 148 

Third Issue Test, 3rd Year , = 83 

Original Signif icant Statements reta ining their signi f icance:-

Try Out Test, 3rd Year = 148 

Third Issue Test, 3rd Year = 72 

Table 16. Changes ~n sig~ificance of the discriminating statements at the 

beginning and end of . the test period. .. 
Of the original 148 signific ant statements in the try-out test on ly 

72 continued to discriminate significantly in the third year test issued 

four . years later. A furthe~ 10 of the original stat ements ~vere significant: 

at the 10% l evel (1. 67) in this third year re-test. Of those at the 107, 

level in the original test, six had come up to the 5% discriminatory l evcl 

four years l a ter. Hovlever, of this total of 88 statements 18 sta tcments had 

significantly 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 t est . Thus a further rev is ion of th e revi sed 

test, based on an extended sample of four third year student populat ions, 
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liquId consist of thf' se 70 staten\ent.:s. These figures thus clearly shm·r tha~ 

attitude tests' need p,'olonged re-scrutiny befure they can be assumed t o be 

useful me:asuring instruments over a long p~riod of time. 
8 

In addition to this conclusion, hOHever, the analyses c .3ed in arriving 

at the revised ver~ion of · the revised test als~ showed some 6f the 

characteristics of general attitude movemen:: in a college over a period of 

time. First there was the fact that while over one half of the sta tements 

I . 
(92) lost the1r significant discrimination during the four years, only one 

seventh (18) of them suffered significant change in me8n value. There is 

thus proof here Qf movement of attitudes towards homogeneity in the student 

body, yet maintenance of the ' actual attiturie level. The sixteen' statemen t s 

noted earlier as moving from 10% to 5% significance during the four years 

are ins tances of this kind of process at work. Statements lV'hic.h "\-lere 

subjectivel~ framed by tuto~s and students at the beginning of the 

e~perime~t, in the light of the then situation, failed to discriminate nearly 

so substantially, fcur years later, as they did initially. The'attitudinal 

situation among students is ~l early a relatively dynamic one, where 

discriminatory opinions are ber:oming non-discriminatory and vice versa. 

A second point which adds strength to this statement is the reduction in [I 

the overall number of significant statements which the original 305 stat ements 

threw up. From the first to the las t third year group inVOlved in this progr 

the number of significant statements reduces from 148 to 83. That is, only 

27 new di8criminating statements arise in the course of that four years, 

wl~reas 92 such statements cease to discriminate. This lends considerable 

support to the vie\o] that the attitude situation bside college is a dynamic 
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one, and one contim.:ally undergoine a I smoothing-out ' influenc which may 

quit e possibly be attributable to the general climate b£ opinion in the 
I 

college . 

Of course, this does not imply that no nevI discriminatory attitudes are 

arising in the College. The original 305 statements can be vie\'led as a 

crystallised encapsulation of a range of college attitude bpinion at the 
, \ 

beginning of the exper i ment. This broad range of opinion thus showed, in the 

\ 
folJbwing four ye d'rs, the rise of a . small number of new discr iminating opinions 

I 
(27) ~ the dying away or changing of a large numb er of old one s (92) ·J> 

·and the continuance of a substantial number (56) of old ones unchanged. 

The paucity in the number of . new o~e s may qui~p likely' 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. The: · possibility of 

this being the right explanation vras supported by the fact that ,·rhen 

the significant statements- were analysedr:against other crytAllised criteria 

an even greater drqp \'las noticeable. For example, .il:tdividua l statements 

significant for final college results in the first third year were compared 

with similar stat~ments for the second issue third year group two years 

later, and the sta tements common to both sets was found to b e only a little 

over one third of the total in each case. A similar comparison, 1dth 

similar results, ''las carried out with the encapsulation of ~taff opinion as 

test ed by the Thurstone Ch ave test. The situation and the att itud es 

pertinent to it thus do se em to be in dynamic interrelationship with each 

other; and crystallisation of one side of the equation without th e .other is 

likely to produce its O\ffl distortions, especially in a select ed sample of tbe 

populat~on . 
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Neveth eless , the 56 statements Hhich retained their signifi.cance througpou t 

the four years, as the overall validity and reliability coefficients for 

the lYhble test programme show, do r epresent a core of cond ~;uing attitudinal 

difference in the student population. Out of the 83 statem'ents ~vhich ",ere 

significant in the last third year sample on ,.hich the test "(vas us ed, 70 

had been sigl~ificant at the try-out stage., This thus represents nearly all 

the attitudinal differences emerging in that year on this test, and a 

substantial core of continuing difference extending over the whole test 

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

as follmvs:-

Scales 

A B C D E Total 
I' 

11 J.1 17 24 7 70 II 

-
Table 17. Distribution of signific~nt statements from beginning to the 

cnd ~f the test period . 

Thus, 't>lhile the core of continuing attitud "nal difference ensured that 

the test remained a useful measuring instrument for the perioc1. of t~1C t es t 

progra~~e, the accompanyiug 'd~ift' in statement discrimination suggests 

that there are important limitations on its total usefulness. Extendir.g the 

validation time base of an attitude test on a selected sample would a~pear 

likely only to prolone its life for a limited period . A safer measuring 

device in a closed co~unity would appear to be periodic test revision 

against ongoing situational criteria rather than acceptance of a crystallis ed 

test: measurement over a long period of time. Stenuning from these considera.tion' 

it would appear that the college cOTlUllUn " ty is one of dyn am ic rather than 
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static attitudinal relationships, thoueh these seem to be on a relat:i, ely 

slm7 time scale, extending over a pedod of at l eas t a completed student 

cours e . 

Hereover , there is not only 'drift' in statement disc r .. ·,llinat ion to 
. . , 

be taken into account. Analys is of the signifi~ant change in stat ement 

means between the different years of a single course (Section fi, Appendix 5) 

shm,s that there are far greater diJ: ferences in s t atement opinion between 

the first, second and third year 'Jf ' a sin(;le course than the"ce are betHeen 

succes s ive third years . 

Significant changes in statement 

Year Groups = 183 

means bet\'lCen unrelated ' .. 1st, 2nd and 3l~ 
I 
i 
I 

~ ________________________________________________________________ y __ e_a_r groups I Significant ch~nges in stat ement means bet~.;een unrel ated 3rd 

= 40. 

Table 18 . Significant changes in statement means between different year 

groups of the s ampl e . 

Clearly , attitude change does go on during a single course , and it J.S 

tOl07ards a greater homogeneity of statement opinion in the third year. The 

drift in homogene; ty of thi:Ld year opinion bet\07een successive · thir,d years is 

by comparison slight . There is thus not only evidence of slow loss in . 

statemen t discrimination over successive third years , but also evidence of 

maint enance of statement means bet\07een them. There does ther efore appear 

to be indications of quite rapid 'smoothing out ' of statement opinion during 

a single college course, as l,oe ll as evidence for a sloHer loss in 

discrimination betueen third year groups of students over a longer time period . 

Support therefore for a crystall ised mCLlsurcment for student att itudes over a 

long per iod of time appears to be very slight, 
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\ I CHAPTER SIX 

C.Ql§].D'RATION OF THE RES1JLTS OF THE FOUR YEA~ TEST PROGRM1NE 

Introductory St ~tement 

The previous t'iTO chapters have reported the programme of validation and 
I 

reliability testing uhich took place over the four year, ·test period. This 

proiramme had sho,m the dynamic nature of attitudes) and the pace of this 

I 
dyn1mism; but it ~had also shmm that during this t est period the results 

I 

from the attitude tests could be accepted with some confidence as being 

reliable and valid. 

The results from the . ,,]hole test pt:ogrannne could therefore now be examined 

.. 
to disccver (0 \vhat "TaS the extent of attitude and personality change, i[ 

any, during the course (ii) what vlere some ::;f 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 coll ege, 

and how far was it favourable* to th2 pattern of attitude endorsed by 

college staff. 

AttiLude Change D~ring the Course 

~isEi!i~~~!_~iii~E~E~~~_~i_~~~~~-~~~~~~~-!~~_!~~E~ 

The obvious step to discovl"r 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 throug out 

the following ch ap ters the reference will be to alignments as being positive 

,.,hen th ey are in accordance \-lith college staff opinion. 
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variables in success:i,ve years of the course . Since Year AI, BZ and C3 in 
i (P. 1l6 ) 

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

year of the course respectively, and since A2 and B3 ~nd BI and C2 are 

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

differences among ea·ch of these sets , unless the course or some other common 

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

considered were unrelated, and therefore the significant differences betHeen 

thieJ need separate interpretation (~ee Table 20) ~ A general comparison of 

Table 19 ~'lith Table 20 sr..m.,s the different incidence of significant differences 

occurring in the two kinds of group . A separate group~ composed of the same 
I . .. 

~ tu~ants in ~uccessive years of their course, was also extracted , but this 

. ... is given separate consirleration later (see ppJ.28).' There were thus three 

types of group examined in thi s section:-

(i) 'Related ' groups, composed of the same year group in successive 

years of the course, but not composed entirely of the ~ame 

student!:. 

(ii) 'Unrelated ' groups , composed of different students in di fferent 

years. 

(iii) 'S traight Througl1 ' gruup, composed of the same students t n successive 

years of their course. 
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Taking the relaled groups f:i.rst i<, it 'vas found that out of a possib l e 

20 relationships betvt.en means in the four personality variables 11 ,.;reTe 

signific!'mtly different, Clnd out of the pO$siblc 25 relatio'-ships ~etH'een 

attitude means 12 were significantly different. Attitude '~d personality chan ge 

is thus certainly going on between successive years of the course (s ee 

Table 19). In the personality qualities li ttle or no change occurred in 

the level of neuroticism (BIN) throughout the course, but self sufficiency (B?S) 

and social awareness (}-2S) tended to decrease, Hhi1e dominance (DlfD ) tended 

to increase. This would seem to agree with the facts of later &doJescent 

development as they are generally knovffi (Evans 1965), and to buttress other 

results taken at- the same time, such as the increasing degr~e of diccriminatipn 

shmm in the sociometric judgements made in the thjrc1 year . The student 

-appears to be becoming increasingly self-reliant as th~ course progresses , 

"r!1i Ie at the same time he is becoming more at'Tare of the neE!d for doubt in 

his judgements and the need for more than superficial reciprocity in his 

social contacts. 

The attitude results in tile related groups showed a similar pattern 

of positive chang,e. Attitudes tm.,rards ,.,ork (A) and to\vards children (D) 

. --became significantly more positive during the course. Attitudes towards 

authority (B) aild to_\-lards one another (C) showed no significant change 

throughout the course, while the attitude tmoTanls life_ in general (E) tend ed 

* This examination of individual year group relationships between means was 

preceded by nn analys is of variance to ensure that the indivi.duf1l relCltionships 

were not in fact spuriously significant. 
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to become significantly more progressive during the second year of the cour c~ 

but retrogress ed' considerably, though not to its starting po:i,nt~ during the 

third year. Thus, those attiL.udcs ' such as A and D, 't.;hj,ch a re fairl:,' conscious l :; 

involved in the main core of the college work would appear to be significantly 

affected during the college course, but tLlose which form the backgr ound to 

college life (such as B and C), though equally a part of the student's 

full education, remain relatively unaffected. Attitude E i5 the exception 

to this pattern. Starting from a conservative vie ... ~oint it mOves to progre ss~ 

ivism while the realitie::: of the job are in the future, but returns to 

conservati sm as the teaching job gets' nearer. This is closely paralleled 

bi the results of other resea:rches contrasting ; the' id~alistic and the ", 

realistic modes of training of college and school respectively. Taken in 

bonjunct~on with the results of the factor analysis later carried out 
I . 
on the variables of the test progrannne, it suggests that there is a kind of 

anticipatory socialisation going on \'lhich helps to determine the gener al 

'set' of attitudes at particular stages in the course. 
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The main point of impurtance that emerges ' fro!!\ an ~nspect:t.on Q~ the 
, ' 

results of the unrelated groups) on ' the other hand) is that a cons~derable 

llumber of them shm., no rc::tl significant. difference. Out of a poss;lbie 198 

significant differences between means (see ' Table 20) 75 were in actual 

fact insigniiicant and the great majority of these insignificant results (541 

occurred in the attitude test results. In the personality qualities ' the 

significant ,differences were so frequent that they ' merely showed ' that there 

were accidental differences between the years such as could be expected in 

a normal range of population. The attitude tests, however,~ shoi-red ' a more 

cohesive pattern. In all the attitudes t~ some degree, and in some of t~e 
. ". ~ 

attitudes to a considerable degree (e.g. Attitude C - to one anothed, there 

is shown no real. difference between the 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 remains remarkably consistent 

througilout the nine year groups covered by the test. It is this climate of 

attitude opinion with which or against ~.,hich the tutor has got 'to work, 

so it is important that he should be aware of its strength, i~s ubiquity ar.d 

its constancy. Of course, it is true that net all years ere the same. 

A particular 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 wh~n considered in conjunction with the fact that it 

is precisely these year groups which received the main brunt of organisational 
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change from a small to a big college and a protracted tr.:msition from old 

to I new' buildings, \-,Then :in effect the college ~Ta s trying to '\'1Ork in two places 
I 

at once (see pp.156 for discussion) . Thus the overall picture of the 

unrelat ed year groups is one of no progressive change in attitude as the course 

continues, and this is quite in .line with many of the 'horizontal { research 

\ ' results that have been made , th0,ugh in marked contrast to the results of 

<7 1'nrtical', relat ed groups previously considered. 

I ' t 
" 

--
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Table 19 . Significan t differences betl.·l?en the means of the related year· groups ~n the s iilllJ? le i.n all the vari.ab.ies, 

Personal Q~alit' ---

I 
33 + J2 B2 I C3 C2 B3 B2 C3 C2 C3 C2 I B3 B2 C3 C2 B3 

.03s l -~~3~ 
i .. 

Al -3.601* -3.483 ' -:;~ 45-9' -.005 --.017 4.183* 4. 886'~ 2.214* . .-:-.,,6:)0 2,178* ,8.939* -:-8.291* -2.387* -.05S 

B2 i-.079 -.4043* -3.861 :1< 2.655* ' ~ 2.657* 7.180* 3.188* -6.408* -2.801>" .874 7. 456* 8.831*, 

Bl I -8.807* 

-. 035 1 
-11.631* I 

-.
698

1_1.966* I . .. 13:07* I 
I A2 I I I . 14

•274* I ' 1-8•836* I 

I At::itudes 

IT A - to work B - to Authority C - to one another D to child:.-C'n 

Ai 4.5391 4.02 , -i.lS8 -.631 -.897 -.901 7.665* 2.777* 
B2 -.84 .684 .Olf. -6.180* . I 

-1. 708 5.581* I CU \ -.388 5.018* \ ~ - 5Q~: . A2 4.872* .0'17 1.124 
-=-~ 

;1.; , --

Al 6.114· 1. 745 
.. ' 

E21 -5.902* 

Bli . 4.679*\ 

AZl .927 
:-

.. .. '. ' : 

.. " ,,' 

" 
' . . 
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Table 19. (C td .) 

Sociometric Measures 

Soc A Soc B 

B2 C3 C2 B3 B2 
f 

C3 C2 B3 
-T 

A1 5.152)'( I 4 . 198 • 25.659'" 15. 258~~ 

B2 -.013 , - 7. 9/191: 

B1 
II 

A2 2.545* 22. 20* 

I 
--

" 
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Table 20: Significant differences between the meanr; of the unrelated year groups ii. t.i1e sample in all t he variables . 

Personality Qua lities 

BI- N - Neurot icism · B2-S Self Suff iciency B4-D Dominan ce 

A2 . P1 C2 .:! B3 A2 .. ' A3 l 131 ' -r ' C2 ~f B3 I Ai . r - A3 . I BI C2 B3 

i Al 3.775*1 -3~601* 1 -3.4S3* •049 1 4.728* 1 10. 535 ;" 1 -. 017 1 4. 183* 3 . 951*1 3.716'~ 1 -. 031 I - . 606 ; 2.178* I 

r I: I I I I . 1 I I ! I A2 -3. 4184 7.S01, . 049 . - .035 ' 4. 8is'" 10.679*1 -. 071 . 4.27 4* . 0.0. 1-4. 602* -5.124*: - 1.966* 

A3 1 ·12.3~,;,i 3.996* 1 3. 614* 5.401; -5. 1241- . 788 1 1-4 •312* - 4 . 809*! -1. 86 1 

Bl I I ~B . 8;-7~r':'-8.21;*- 1 l -n. 3611-6 . 5~92*1 -. 698 ! 2.591 ~ 
. I I I I I I I ! - 3 . 169* C2 I j! .093 I . I I -4.573* 

Lc~~ 3 . 3~ 7.178*! - 4.07Sj 3 . 789", i 3. 640* 1 - ·047 j -S.057*i -n.219*1 .024 [- 4 .506 1 -2.233* 1-2.077* 1' 2.711*. 3.340*[ -.129 

. -- ~ -
I 

I I F2- 5 Social Adjust ffient I .-
j ! 1 . I . I I t I 

.. 
I B1 r 

. 
A3 C2 B3 A2 . i A3 C2 

1 
B3 A2 I Bl 

I ! 1 I 
All 8. 820*1 -.015*1 9 . 332.11 -2.387 1 ". 058 I 

, 
I -

A2 ! 1 - 9. 204,<1 -. 031 ' - 12 . 17 i : 1 - 8 . 83 6 :~ I I I , 

! 
.. , I • 

. 1 
I I 9.792:" : - 2 . 49 1,··i -. 045 I I I I }.3 , I , 

IBI I I 1 - 13.0721 -9. 343* 
. 

I 
I C2 I I ! \ -2.30S* I ! , . I , 
• I I 1 L~rI7. S1* . - 8 . 668* ! - 10.05~ - 6.715"'1 - 8 . 183* 

-~...:.-......--- . 

. .. .... 
.' 

.. ~ . .... . 
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Table 20. (Ctd.J 

Atti tudes 

A - to work B - to authority - -
A2 A3 Bl C2 B3 A2 A3 HI C4 B3 I A2· 

Al - .360 3.193* 5.024* 3. 766* 4.742* - .538 13.172* . 390 f-4.041* -.650 .515 

A2 3.382* 5. 109* 3.936* 4.872* 3.062* . 839 - 2. 073* .0:'7 

f-3.194Ls .924* A3 0.0 -. 884 ~368 - 3. 625* 

1-5.851 BI -1.708 .59l \ -1. 179 

L 

C2 -1. 89l . -3.311* 

C3 4.18* -.540 -.978 . 580 - 1.331 .147 -3 ~747* -1.281 4. 021* . 098 -1.305 
= 

D - to child! en E - to life i~ general 

A2 A3 . BI C2 B3 A2 A3 B1 C2 B3 

I Al -. )21 4.955* . 938 4. 394* 3.019* 3.312* .6:l0 2.365* 5.406* 4. 889* 

4.287* .967 3.263* 6. 159* -1.580 - 1.965 . 675 .927 I A2 . .. 
A3 - ·4.927* 2.372>'< 11.219 .SS6 2. 205* 2.310 11• .' , 
Bl 5.018* 9.d7:;* 4.678* 3.800* 

C2

1 
-5.275* -. 476 

"1. 929 \-6.56'" C3 I 2.223* -3.39* 2.639'" 2.346", .268 -.771 -5.016* -4.169", 
=> 

) I 
C - to o~e ~nother 

, 

A3 Bl C2 J 33 I 
.130 I .499 .170 -. 726 

-.279 -.175 -. 423 -1.124 

.189 -. 023 -. 668 

-.388 -1. 295 

.965 

I -.761tl.·683 -1. 241 -.048 --

-------.-- ...:.-- . . ---. _. . .-.. -.. --.-.-------------..,.,---....,...-,.::-=---:-:-:----~.:..-., 
' . .... . .. .. . 

.... . _ .. 0 ~~ .'> - . '. : '# 

' " 

. ... , '-I 
" Ot : .: -

..... -. ,-, ... -. 0_ - 0' _ .. 



Table 20. (Ctd . i 120 

Sociometric Heasur es 

Soc A Soc B 

A2 A3 BI C2 B3 A2 A3 Bl C2 B3 

Al .083 6.775* - - 2.587* 10.348* 14.13* - - 32.97·~ 

A2 6. 776* - - 2.545* 4.187* - - 22.2t.-/( 

A3 I - - -3.902* - - 17.31ic 

BI ~ - - - - -
C2 - -. 

: : - - -.. 
C3 4.171* - .717 - - - -15.3~8;\ 5.617* 1. 492 - - -15.398* 

- -

I 

I 

--
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Finally, the Soc~ol1)etd,c l;'esults also sho'\~e d a cleali pattern o~ 

significant differencE: emerging between successive year results as a SJ~ngle 

year of students ~l7ent through the college. A marked ups~l7inp took place 
I"~ 

in the Second year s and this w'as follmved in the Third year by .:l further 

rise in the actual size of the judgements , but a decrease in the range of 

acquaintance claimed. That is, Third year studen ts were making much more 

definite and critical decisions about their fellow students than in 

either of the previous two years. It is in this sociometric section of the 

test prograrnm~ that the greatest significant diffe rence3 emerged, and a 

consistent pattern of student progress most clearly shmved itself. Thj,s 

fact, taken toget'her with the fact of the ubiquitous strengel of 

Attitude C (to o~e another) in all the year groups, indicates the social 

'side of a residential college's educativn to be one of its most i mportant 

fe~ets, and one of the preoc_cupations with ",hich students are very much 

concerned. 

Thus, consideration of the difference between means of different year 

groups throughout the college during the test programme does show that 

students become more positive in some of their attitudes as the course 

pr~gresses. At the same time, how'ever, this analysis reveals a ubiquity of 

general attitude opinion which points to the existence of a general attitude 

climate in the college (see pp.fl tr for further discussion). ,Hmvever, this 

method' of analysis by comparison of year group means , t hough, frequently 

used, suffers from tW(\ methodological weakness es. One is that it is based 

\1 '. (Q. on relative judgements made by comparing different levels of at titude. 

The other is that it is based on groups, in Hh.ich the movement of indi'Jidual1> 
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in theil" attitude alignments may well be partially or wholly compensatory 

bet~een " succes~ive ~e3rs. 

Percentage Hovement of St '.idents "on "the "Attitude "Scales 

Thus, by lool<i!1g at results from ~vho Ie year groups of students, much 

of the actual change during the course may b~ obscured m"ing to mutually 

opposit~ changes in individuals cancelling each other out . It was therefore 

necessary to find out how many individuals were actually moving up or 

dO'iVU in each variable in anyone year, and an arbitrary criterion of one 

standard deviation was adopted for cOLsidering such movement significant . 

The number of people moving at least onJ.. SD up: o~r dmvll'in th-", related groups 

in each variable ~1aS therefore calculated and is as in the fol l owing 

table ( 21): -
I 

Table 21. Percentage movement of tne etudents on the attitude scales 

--
Personality Attitudes I Sociome tric 

B1-N B2S B:4D F2S A B C D E Soc A Soc B 

Dn Up Dn Up Dn Up Dn Up Dn Up Dn uplDn Up Dn uplnnlup Dn Up Dn Up I 

-t 1st Issue I ! 
l :it Year 

2172 wi th % 10 10 16 12 7 8 14 I ff 12 25 16 23 10 20 5 39 III 34 ,0 100 
2nd Issue 

I 2nd Year I 

2nd Issue 
2nd Year 

I 
with % 14 9 8 11 11 15 9 11 15 11 15 15 15 11 12 8 14 21 15 2129 2 

3rd Issue 
3rd Year 

1st Issue I I 

1st Year 

I "lith % 8 11 5 13 R 17 9 J.LI 9 23 23 27 11
1
20 9 31 13 25 0 50 o 94 

3rd Issue I ! 

" 3rd Year I 
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Thi,s t able c1ea!:'ly :i,nd~cat es that compens a tory movement does t ake 

place oinside a year g=oup of students, and thus obscures any pic t ur.e of 

student change based only on the considerad.on of whole ye~ .. groups . 

The table also shm'7s that individual movement is considerab~~ and goe~ 

on right throughouc the course . The total percentage of movement both 

up and down in eaeh of the variables from the fi.ret to the second year 

ranged f~om 14% to 45%, excluding the sociometric measures . These were 

excluded since their obviously situat ional nature would be bound to result 

in sharp rises in the early stages of the course. In edch of the 

attitude variables at least I in every 3 students chan~ed their attitude 

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

determined whether this is a si~lifican t percentage or not, because th~re 5~ 

Ono reference point with which to compar.2 it, but it is suggestive, and, taken 

conjunction with the results tabulated in Table 22 belm.;, is strong 
period of the 

inferential evidence that theA college course has positive s£feet on tho se 

student attitudes meas urec1. by the tests. 

Table 22 lists the critical r l'i tios obtained bet\-1een the pe:rcent. agc of 

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

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

~oving down~7ards. From these figures the personality traits appea~ not 

to have been significautly affected during the first half of th e course, but 

in °a11 ° the attitudes the balance of movement \'lCiS sign ioficant 0 in the positive 

direction. The l a tter half of the course s aw continued change , but, on 

the \o]hole, this Has in a r verse direction in the attitudes alld even 

significantly so in the sociometric va r i ables •. St u(l ent attitudes, and 
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particularly thei.r soc~ometric evaluation of one another~ appea~ to become 

more realistic in the l atter ' half of the course. Hm,rever 't comparin.g 
. 

the f irst with the third year, it would appear that there is considerable 

signifi"cant movement occurring during the course as a whole . There is a 

tendency fo!' students to become more dominant and self'-sufficient , and 

among the attitudes measured it see~s that only in the attitude to autho~ity 

does significant posit ive lIluVement: fai l to take place over the course as 

a whole. 

Personality Attitudes Sociometric 

BIN B2S B4D F2S A B t =- n: E 
-

Soc A Soc B .----
1st to - 1.11 . 36 - 3.81* 6. 47* 3.25* 16.98* 7.66 -< 53 . 69* 102.08": 

2nd Year I 

2nd to 1.16 .91 1.05 .57 down 
.91 1.00 1. 63 dmm dmm - 2.95,~ 1 4.82 )~ I 3rd Year .91 

1st 
. I 

tc .88 2.96 2.65 1.3913.89* .75 2.31 6.11* 2. 86~~ 40.83 77.5* 3rd Year 

Table 22. Cr itical ratios for percentage individual movemen t up or do,m 

of students between years of their course. (x=significant , 

CR=1.9~) (All mvvement upwards unl ess otherwi se stated .) 
t;.1 .... J e. t-.: 

Of course , these significant movements of individual statements do 

not give any indication of the general favourabili t y or otherwise of particular 

attitudes in the college population, though they do prove the balance of 

movement to be favourable to the views general l y he ld by th~ college staff. 

The difficulty, "rhen concerned ,·lith the act ual general l eve l of favournbility 

of a particular attitude among students , was the l ack of a basal point of 

reference. I f some constant criterion with wl lich to compare student attituJeq 
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could be ' found
1 

thelL it would be possible , to discover something about this 

general level "of favourability and what was the balance of its movement 

,through the years of the course. The use of a normal pC).pulation, "7hich was 

the only apparent criterion of this kind, was not really possible because 

this ~vas' ~ test of attitudes to 'basic features of the trainin g course, and 

therefore the responses of a normal population would have been qualitatively 

irrelevant to what was being measured here. 

The ' only alternative criterion that seemed possible was to postulate 

a test sample, of a similar size to the college samp le, but ~vhich responded 

,to the test purely on the basis of chance. , On this b~sis, the five 

, response columns' after each stateT!'!~nt in the test would procuce a flat 

cur,ve. Since the columns Hcre ~~ given scores from 1 to 5, the chance !r.ean 

: would 'be 3N (where N= the number of statements in the scale), and the range 
I ' ' 
I 
w~uld be from IN to 5N. Assuming the curve to cover the number of 

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

would therefore be5N-3N, since f~r , all practical purposes si~ deviations \ 
. . 3 W6tdcl. r,r· ~',((~c.f;(.( ~n ,,- .. bd-~~"r c , '/ r r(O.l (..:c,~:)r<l ... ,t)vVl"d 
cover the nomal curve. This \w1lldAindicate whether the student attitudes Wt" /.' 

measured 'vere significantly 011 the favourable or unfavourable side or the 

chance mean, \wuld certainly indicate llhether the students w'ere making an 

intentional response or not, and v70uld give a constant measure against which 

to make comparisons of attitude gains betHeen successive years. 

The significance of difference between attitude and chance means \vas 

therefore cal culated ~nd the critical ratios abstracted into Tabl~ 23. 

They clearly show constant significant favour<.lbility as against chance, 
\ 

throughout all years , towards basic features pf the course. They also show 
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that this ;f;avourabi).i,ty i.ncreases i,n the fi,rst hal;f o f the course and t hen 
\ . 

either stays on a pla!: e6.u in the second half of the course. · or i,n the case 
\ 

.of Attitnde to Children CD) and Progressiv e Outlco'«(E) regresses i n the th :i.rd 

year (Table A belo,·7). . Table B shows a hori zontal classifi cation. through 

the , college instead of the progres sion of a single year through the course , 

and \ again shm;s constant favour ability . These ratios also shm., some 

I 

regression in the third year, and, in the case of Attitude E (Year .3, 
: I . 

Table B) shm., that sometimes a particular year can be markedly different 

from other years. Hm.,ever, with this exception , this comparison ,~ith an 

arbitrary constant distribution shows that student attitudes to bas ic 
, 

fea~ures of the course are initially tavourab1~ and become lLlore so as th e 

.course progre.sses. Thus the overall chanee appears t::> be one of confirma tion 

of attitude rather than change in direction, but it is & significant and 

c':.'nstant change reflected by all the three year groups of students us ed 

in Table 23. 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 folloHed by some regression in the latt er half 

and accompanied uy regression in Attitude r: (Conservative/Progressive outlook). 

This confirms the increasing conservation/realism in .the students' 

professional outlook as the course progresses, alre.ady noted previously 1n 

. thin experiment. This "lOuld suggest that the change bet~.,een j deaHs tic 

college and realistic school already noted by previous research, has already 

begun by the third ye~r . of tile course. It seems possible therefore that 

the emphas is placed by research on the situational influence of college and 

school respectively may have been misplaced, ~nd the more likely explana tion 
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be the influence of anticipatory socialisation on the student as his 

profess ional role COffi~S closer. 

A B C D E 
. 

Table A. Year 1 6. 4 3.02 8.83 9.80 10.00 I 

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% lev"el = J. 96 , 
r-----

Table B. Year 1 6 . 4 3.02 8.83 9.80 10.00 

2. .6.24 4. 00 8.95 8.33 12.23 
. 

" . I 3 7. 28 6.31 7.21 11. 51) 3.98 

All ratios are significc pt above the 5% I e iVel 

-
!able 23. Significance of Favourab ility of Attitude Res pons es as Again st 

Chance. Table _A:- In consecutive years of the course . 

Table B: - In all three years of one issue of the test. 

Thus the main point of this section of the investiga t ion appears to be 

proven. A substantial number :>f students change their attitudes during the 

course ; and among thes e the balance of movement is significantly favourable 

towards vie,",s endorsed by the college . lToen the effect of the relativity 

of these judgements can be reduced by the use of a const ant critedon 

expres s ing neutrality of attitude judgement then it is found that all the 

year groups show significant favourability and that this favourability 

increases durin g the cour se . On the nature of attitudes held by students, 

it is found that the attitude to authority (B) is initial ly the lowes t 

attitude tested and improves least during the course, '''hile attitudes 
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, I 

D <LO children) and E (conservatib'~/progrcssiv'i. smj start as the higlws t 

, of 'the attitudes tested, improve most in the first ilalf of the cour se and 

then rc~ress towards the end of the course. Therc is thus some evidence of 

anticipatory socialisation at work on the student in those attitudes 

closest to his future professional role, which ",j.ll be further examined 
, \ 

when lve come to factor analyse the results. Finally, it would appear that 

I. desp~te attitude ehange taking place in a considerable number of students 

I ' 
during the ,course, compensatory movement ensures that at anyone time the 

I 
attitudinal climate appears to be both stable and homogeneous in the college 

as a ,·,hole . 

Attitude Change 'St raight Through~ GrauE. 

The difficulty with the two methods of analysis so far used to discover 

attitude change is that neither of them actually deal entirely 'vith ::he same 

students in successive years, and therefore variations of result due to 

different people partially obscured any change that was going QU Therefore, 

to examine this p.rocess of individual attitude change durine the course as 

, clos ely as possible, the results of those stud~nts who had attended all 

of the three annual test se~sions, and had a complete test record throughout 

their ~ourse) .were abstracted from the final test results. The problem with 

this group, hmvcver, '"las 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 was not necessarily 

reflective of the change going on among the ",hole college population. However, 

if there ,.,as to he any possibility of ~xara:i.nj,n? how attitudes favourably 

changed in indi vidu::ll students during the course, and, more especially, 
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\'lhcther this '{,as linked ,.,ith course success or not J then this sample had 

to be useu. The students in it numbered ' 65) and fermed ' approximately one 

third of the students passing out in that pa ticular col leg course, 

The first thing to find out, theref6re~ ' was how far thC::."i e students 

formed a distinctive group inside their year group . The means for tleir 

test variables were therefore contrasted with those for the whole year and 

appear in Table 24 belo~~. Clearly, even by half way through the fOrst year, 

the mean for the Straight Through group in soci.ometric status (Soc B) was 

significantly higher than that for the ,~hole year, and this significant . 

difference \vas maintained throughout the course. For the first two years 

'* 
this groLlp aJ.s o accorded more social recogni tion (Soc A) to their fellow 

students than the average student in that year . nifferences in attitude 

were not sufficient to be significant between the two groups, though the 

balance of difference '{las consistently in favour of the Stra~ ght Through 

group. ' The biggest differen~e bet\-1een the two groups occU' s in the personality 

variables. Here the Straight Through Gro~p is revealed a~; being consist.ently 

and significantly- lm~er on the neuroticism scale throughout · the course, 

initially less socially adjusted than their fellows, hut significantly 

reversing this in the l ast two years of the course , and, overall, significantly 

more dominant and self sufficient than their fcllmvs for the greater part 

of ~heir course. 
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~ =r ~- 1 IlIN B2S 134D ~'2 S A B C D E Sbc 'A Soc n ---
I 

I 

1st Year 
. . . . . . 

S.T. ~25 . ll* -1. 4''( 22 .1.'< -27 . 6 '~ 95 75.4 11.7 . 5 13/. . 8 68.5 1/+3 . 2)' 74.6* 
.. .. . . I .. 

W.Y . -15 .. 18 -14.7 15.3 -15.2 92.2 76.5 146.7 131. 7 66.9 125.2 64.2 

(S. T. = traight Throug GrouJ • IV. Y Hho eYe, r. * ndica -es s gnific ant 
d ffercr ces . - .-

2nd Year 

S.T . -27 . 4·* -8.6'" 18.1* -12.P 97.8 76.ll 150 :"40.7 70.8 251.4,', 184.3': 
. -. . 

W.Y. -14.97 -29.2 32 . 8 -73 .6 96.6 75.4 14S.3 144.S 72.0 176 174 

3rd Year -

S.T. -27 . 4-;" 3.4'" 39.5* -24.0* 97.7 76.2 ' 1=48.4 138 . 8 71..0 175.7 149.9''( 

W.Y. -IS.3 -14.6 29.9 -68.3 75.9 7S.9 145.3 135.5 68.5 175 . 8 1133.5 
- --_ .. -

Table 24. Means for Straight Through Group und Hhole Year for compa.rison 

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 personali t i.es. It Tt70uld appear 

that these are students "7ho are more aHare of their interdependence ~-,lith 

others and more active in trying to establish effective socia~ 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 shareci by the 

great majority of students \'lhich has already been noted, and ,,,hich vlill 

be considered in detail later in the analysis of the attitude statements . 
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Nmv, : how did this stra.i ght~through group change during the course? 

The significan t diffe rences be t'veen t he meails f or all years of the group 

were calculated, and appear in the following t able :-

BIN B2S B4D F2S A B C D l!,,' Soc A Soc B 

---
1st to . . 

2nd Year ' .177 . 638 2 .08"~ 1.52 1.99* .76 1.05 2.77* 1.77 7.11* 14.8,1-

2nd to 
3rd Year .012 .212 .73 1.23 .002 .18 .117 .63 .15 4.22'tc 5.05* 

I 

1st to 
3rd Year .168 .53 1. 986* .30 L 73 .23 .l~l 2.82* 2.00)\: 2 .37* 12. 67* 

Table 25. Significance of the differences betHeen year means of all the 

.-
variables in the Straight Through group of students. (C~ = 1. 99 :: 

5% significance) 

In the personality qualities only Domj.nanc.e is seen to increase 

significantly but in the attitude scales significan~ up'vard movement occur 

in thr~e 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 cOllrs ~ , occurs in the 

sociometric scores and reinforce8 the impression of this as a 'spearhead' 

gr.oup. HO\'7ever, to make certain of this overall picture, p~rcentage 

movement in this group was also considered, since individual compensatory 

movements in attitude would tend to reduce movement in the means. 

Percentage movement in thi~ group naturally reflected the picture 

produced by the ",hole year, though in a much more r.:arked fashion (see 

Table 26). In all the attitude variables except Attitude'to A~thority (B), 

not unly ,.,as the percentage i,loving up significantly greater than that 
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moyi,ng dOvln, but j,t was also greatel· · than the corresponding u\oyement in 
. 1 . . 

th~ ,,,hole year . In the latter h a l f of the course movement was s 10\"ed 
i 
! 

dmm , though n o indicat ion of a c tual regression occurred . 

BIN B2S B4D F2S A B C D E .Soc A Soc B 

13:' 

._--
1st to .. I . . . . 

2nd Year . • 75 .75 1. 03 .789 6. 96~~ 1. 63 4.63* 2 . 37* 2.79 ," 56.6l'.: 81. 6~~ 

j 

2nd to .. .. .. 
j 

1. 16 .91 1. 05 . 57 .91 0.0 .91 1.00 1. 63 4. 8 ~'c 2 .95* 3rd Year 
I ! l' 

I 

l'able 26. Significance of difference b e t ween percen tages moving up and 

down in Straight Through group in consecutive years of the course. 

(CR = 1. 99) 

i C1earlY, ~ttltudes in this group to the basic und;rlying featur es c~ 
the course tested ch3nge favourably during the period of the course , \"ith 

the one exception of At titude to Authority (n) "lhich at this time ir. 

Higher Education generally ;"as in a state of change . and uncertainty. 

However, it must be emphasised that this i s a r elative judgement on the 

point of favourability: though, of course , the f;ig nL[ieanee o{ the bal ance 

of change is an actual fact. It must also b ~ 110t ed that Lili s 1S a change 

in the direction of confirmati on of existing ··tti t udes rDtt~r than a change 

in a~tual direction. of attitudes. 

Fjnally, it must be noted that, while there i s considerable unanimity of 

. attitude in the straight-through group, uniformly lUore favourable than in 

the whole year group, there i s a dichotomy in the final college result.s of 

the straight-t.hrough group. Final college results for thes e s tudents split 

into t wo a l most equa l groups of high and 1mV' performers , despite the ir 

similarity of attitude and apparent degree of . co- operation. Hhat may be 
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the explanation ];or thifi d~chotomy could l~e 5..n t~le s5..gnUi.cant ~ncrease 

of self-sufficiency and dominance noted earl~er ' in the ' test results tor this 

group. College reaction to this kind of grm.;th rill l ater be shown in the 

r 'elationship bet"7een final college results and student att i.:udes to 

authority, and it like,vise seems possible here that the 1mV' performers of 

this group on final college results failed to accord sufficiently with college 

norms in the expression of their dOffiinance and self-sufficiency. TIlis, 

the~efore, seems to indicat~ two possible explanations. One is the 

possibiliti of over-reaction by staf~, as reflected in final result s~ to 

particular levels of students' traits and attitudes~ The other is the 

l'ossibility that , it is the combination of st'ldent attributes, r~ther than 

a single one, ,"hich helps to determine success on the course. 

Conclusions on Attitude Change during the 'Course 

This section on the po~sibility of attitude change during the course 

has thus investigated the total sample from three angl es: one is the 

comparison of undifferentiated and related year groups; the second is tha t 

of percentage movement of student attitudes in year groups; alld the third i~ 

that 'of attitude movement in a wholly related group composed of the same 

students throughout -their course. Allowing for obscurities introduced by 

comparison of different individuals in the undifferentiated year groups, . 
positive att:i.tude change has been demonstrat ed to take place at leas t in a 

s~bstantial minority of students, together with au increase in dominance 

among many of them. The conspicuous failure in attitude movement is the 

attitude to ,authority (B) '''hich failed to change substantially throughout th e 

course except when compared with a constant c~itcrion. This, coupled with 
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the ' .. aJ!}ount 0); perscna,HtY' and a.ttj,tude change ~n an adverse direction ~ 

would suggest the neeG. for more di r ect attention on the part of the 

,coll,ege to ' the affective alignment of individual students. Furthermore~ 

the nature of this attitude change would appear to ' favour those attitudes 

Hhich can be re l ated more directly to the teaching situation than to the 

college ,situation. It thus would appear tha t some sor t of underlying 

influence, such as that of anticipatory socialisatiof\ , is at work in 

promot ing ~his change . 

: Two methodological considerations also shmJed themselves ' as important 

during this analy~is. One is the factor of individua~ compensatory 

movement in the group masking the ::eal extent of individual attitude change 

from year to year during the course. The horizontal comparison nf year grnups 

i n the course thus fr equently fails to reveal any change in attitude as 
I 
I 

the course progresses , when in actual fact considerab Ie change has taken -.-
place. Th~ other factor, which also contributes to a similar masking of 

individual attitude change , arises from the fact that measurement all the 

time is carried obt by comparison of relative levels of attitude rather 

than against a basal point of Leferen ce. When a constant criterion, such 

as chance , is used as the reference point then attitude change can be seen 

to occur even ~"here (as in Attitude B) it was previously seen to be most 

lacking. The actual quantitative amount of attitude change going on can 

therefore be quite~' considerable and yet be almost wholly masked by the, 

methods us ed . 
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J?inally, t vlO other poin t s have emerged· which a lso need· emphasis at 
. \ 

this st.age . · One is the regression in attitud l.:! movement · occurring i.n the 
I . 
I 

related year group mean diff erences · as compared · with the l a ~k of such 

regression shown by the straight through group. The only signif:i.cant 
, 

difference betHeen these t wo samples lies · in the possession of more 

dominance and more positive attitudes by the straight through group than 
\ 
I 

by the whole year . It would thus appear that revision of one 's anticipa t ed 
I . 
I 1 socidl role by students occurs in accordance ,~ith strength of personality 

, . 

and the certainty with which attitudes are held as well as through 

anticipation of t:he actual situation. The contrast of . ' idealistic ' 

coliege and 'r t:!ali s tic' school hab -already be~ll noted "as too simple an 

explanation for attitude change between tlle two institutions, but it now 

seems possible that anticipatory sociali.sation without a 

consideration of personality and attitude strength is also too simple to 

to be adequate by itself. This contention is further reiuforced hy the 

second point whi.ch · .arose from consideration of the straight through gr oup t s 

results • . This i~ the dichotomy which existed in the final college results 

of the straight through group, who all had very similar, positive attitudes. 

This shmved that attitudes by themselves cannot be taken as a ' . .mi variate 

indication of course success. It appeared possible that what afft:!cted 

course success 'more than attitudes alone was the balance be.tVleen attitudes and 

personality in the student and ·the cOllsequent expression of the attitude in 
s.o c t e'!ls t\.'~I O I'\ , p ·1'~C I\(1I: 'I p- [-~<: I'\. ()tI".' ~ I "_ ':; 

the situation. It thus appears that anticipatorY , influence all need to be 
1\ 

further examined to ·see if their existence or possible influence on attitudes 

or course success can be substantiated. This therefore forms the subj ect of 
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the next aect~on o£ the analys~s of the results, 

"Influen ces " on Atti"=t~u~d~c~s~" ~~~l~~~a~t~1~1~a~lc~e~s~" ~f~0~r~S~u~c=c=e~s~s~i~n~t~h~e~C~o~u~r~s~e? " 

There seemed to be four possible lines of investigation in this 

direction. One was to see if any of the personality sets tested linked 

strongly "ri. th particular attitudes , and to see if any such relation had its 

effect on course succes s. Another was to see if any of the organi sational 

groupings within the coll ege had an effect on attitudinal alignment s . 

A third possibility was to see if staff/student relationships were a 

significant infllience on student attitudes . And the fourth liue of 

investigation ,,,as to see if th:::!re "7ere any significant~relationships betT,'een 

the experimental variables thems elves , and if there Were any COlmD.On factors 

among them. This last was the one '"hi eh it was decided to look at first. 
I 

I . 
Inter-Correlations betHeen the Expe"l:imental Variables 

Corie lations were therefore calculated between each and every other 

variable in eaeh year of each issue of the t es t, and appear in Appendix 6 

B th 1-he personali ty and the attitude tests produced sets of intE!rnaJ" o. ~ 

correlations which made a stable and significant pattern jn each year of the 

nine year groups of students tested. On the large samples tested, the 

stability of these corre l a tions in themselves afforded some evidence of 

the internal consis tency an d reli.ability of these test s . Some of the 

-
internal correlations also afforded further evidence ~of validity. For 

example, Attitude A (towardo work) c6rrelated re gularly and posit i vely with 

College Achievement , and Attitude C ( to one Ano ther) showed frequent 

affinities ,,,i.th tlle Sociometric scores. Since both of these corre l ations 
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are .;dth real-life, behavioural criteda they ' constitute important, on-going 

\ 
validation for at least two of the component scales of the test. Apar t 

I 
fr~m this furthe ... evidence of validation, however~ the general pattern :::,f 

these two tests also suggested that there were likely to be some common 
\ 

factors at work in them. The general pattern of the Bernreuter qualities 

\ seemed to suggest a bipolar axis, with Neuroticism and Social Adjustment 

\ at one end of the scale and Dominance and Self-Sufficiency at the other. 
f' 

i I . 
The 'attitude te~t correlations also all correlated p0sitively together 

and though the size of the correlationti is not such as to ' imply that thi s 

communality s~'lamps each of the component scales, there is a suggestion of 
I .. 

a c~mmon factor among the scales. There is thus sufficient evidenc~ of 

communality in both gets of results to justify the later application of 

factor analysis to the whole matrix of correlations between the varjables 

to . see ~"hat common factors emerge. ' 

SOille ~f the individual relationships between the variables· were also 

worth examining, at least where they significantly recurred ~ore than tfiicc, 

since they could be assumed to thro,,, some light on the psychological nature 

of the variables being tested as well as some insights inte the nature of 

tile test population. For example? there seemed to be good evidence for 

believing that high neuroticism tended to produce a negative attitude to 

oChers ee), since six out of the nine correlations were negatively 

significant at the 1% level. gowever, the sociometric scores showed at 

least three significant positive correlations with Neuroticism, so the 

actual sociometric status of the more neu~otic student was clearly not 

always affected by his potentially critical ci.ttitude to others (e). 



:-

. . 
138 

Th~s apparent contrad~ct~on can be ' account ed' Xor by t he Xac t th~t this ~s 
. . 

a s el ected sample ,,,rith a high l evel of soc :i.al orientation and mo t:i.va.t ~on~ so 
. . 

that low scorers on the Neuroticism scale ~ere still likel~ to be fully 

capable of acceptance. by other students. Ho~vcver, it do es 'cl early shovl' 

the uncert ainties of relationship between personality quality or a ttitude 

and the actual action situation, and this .needs further considera ... ioll . 

,The individual correlations between Attitude C and the soci ')metric 

sco~es were .therefore examined for the ligh t they might throw on the 

relationship between an attitude and consequent action in a real-life 

situation. Attitude C (to one another ) produced a cor.si s t ent significant .. 
relation~hip ,,,ith the Sociometric A measure throughout the test per iod • 

. This Sociometric A recorded the total marks Ci student a"Tard ed in outgoing 

recognition to his fellm"s, so in a sense it was a measur e of his mm cla im 

to .acquaintance among his 'fellows, as distinct from the actual r ecognition 

he received from them. Attitude C also fr equ ently produced a signif icant 

relationship with Sociometric B, which ylaS the total recogniti.on actually 

given to a student by his peers . Thus Attitude C had a consistently 

significant relationship with Sociometric A, but not so r~gularly with the 

measure of actual acceptan:::e, Sociometric B. This seems to constitute 
\ 

effective validation of Attitc~c 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, ylhere the s tudents ' ,,,illingness to intitiate action clearly exis ts and 

is not apparently subject to adverse situational c analisa tion . Individua l 

action in a situation appears to be the result ant of all the forces in t he 
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s~tua t:i.Qn react~ng \.xi,th. t!le pcr~onali,ty torces i,n the indi,v;i.cJ.uaJ. ~ and the 

particular attitude is only one , ' thoygh perhaps the inost pe r tinent , of thc .:;e 

forces~ Hence, ' lack of agreement b et'i\·~E'.n · attitude and acti.on doesn 't 

necessarily constitute condemnation of the concept of attitudes . The 

attitude may exist and the person wish to be active in promoting it, as 

in this case, but the behavioural result may still be inhibited by other 

personality factors or factor s in the situation. The relationship of these 

three meSDures (Att itude C: Socimue~r ic A & B) thus clearly indicates 

the difficulty of looking only at the initiatory, attitudinal end of 

behavioural acts \"ithout taking into account the situat ional reception of 

such acts. 

In the oth~r significant, recurring relationships, those of Dominance 

(B4D) and Social Adjustment (F2S ) ,-lith some of the other variables '-lp. re th~ 
I 

~'st revealing. In eight out of the nine possible c~n'relations the Dominance 

Scale pad significant, positive correlations with Attitude to One Another (C) 

It also had a consistent positive correla tion ~ith both of the ~ociomecric 

scores. The Socia l Adjustment scale, on the other hand , corre l ated 

regularly and negatively with Attitude C, Rnd to a les s extpnt wi th Attitud 

to Life in General (E). The constant recurrence of these relat ionships 

in separate year groups of students , coupled with their l evel of significance , 

was sufficient to regard them as established facts. The explanation for 

these t,~o seLs of facts, supported by inspection of the actual scales, 

seems to lie in the interpreta tion of the concepts involved. The American 

social adjustmen t ideal seems t o lie in the direction of conformity and a 

positive need f or accep t ance , \oJhercas the 13d.tish idea of the 'social ' 
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, p e1::'i on ali ty, as sho\'{I1 in this College by At ti tude C, seems to lie ,10re :r,ll 

I 

the ' direction of the donlinant and outgo ing person. Thus the Bernrcut: "' r 

'dominance scal e agrees positively with At~itude C, Whi ch i~ itself 

validated by the Sociometric scale, 'i'lhich , in turn, cons i stently <1grees 

with the Dominance scale. ' Social Adjustment (F2S ), on the other hand, 

which one might superficially expect to agr3e with Attitude C, actually 

, , \ . 1 . h' h l" .. agr es negatlve y Wlt lt, as no corre a tl0n w1th the SO (~lometrlc scores , 
I 

and frequently agrees w'ith the cons ~rvative , conforming end of t1.e E scale , 

",hich itself al~o consistently and negatively ,agrees '-lith the Self 

Sufficiency (B~S1 scale. This pattern clearly suggests that in this 

the preferred concept o~ the 'social' student is that of the 'outgoing', 

dominant person rather than that of the accept~nt, conforming person 

characterised by the Social Adjustment scale of F2S . The more dominant 

s~udent is therefore likely to find the probl em 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 -'7hen 

it is realised th~t one of the IDajvr results of American re s~arch on teach~ 

characteristics (Handbook of Educational Research 1969) suggests that 

Dominance is a key characteristic in successful teacher:, an~ th is wou l d 

certainly seem to be the preferred attitude and personality clus t er in 

this coll ege population, (see p l48£or further discussion). 

Thus the patterns of recurring significant relationship between 

individual variables in this matrix cove~ing nine year group s of stu cnts 

yield two important pieces of evidence. One is that on the relationship of 

att itude and action, and the other is on the nature of the preferred 
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'perso~ality in the student populadon. A third piece of evidence, ' suggested 

by the initial inspection of the overall pattern of correlations, \vhich 

indicated the existence of some correlation clusters among these variables, 

needs now to be investigated~ 

The raw scores of 50 students randomly selected from one third year of 

the test programme were therefore now abstracted and factor analysed . 

A computer factor an:alysis (Principal Components) programme ~7as us ed from 

the I.C.L. Sttite of Progn.mmes, and the follm.,ing criteria applied to the 

resultant loadings:-
.' 

(a) for extraction of the factors, KaiserEl. crite'":,,ion 'vas used . 

(b) for signifir.ance of the loadings in each factor, the 

I Burt-Banks criterion .\Tas used. 
I 
I . 

Sl,nce the number in the sample had t ,een kept smal l in order to reduce 

the work required of the computer PU11Ch operator, interpretatIon of the 

loadings TtJaS confined to the 1% level of significance. Finally, 

inspection of the loadings seemed to confirm that there was little or 

nothing to be gained in clarity of interpretation by rotatl,on ' 0f the 

iactors, so this operation was omitted. The follovling loadings were 

thus obtained:-
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~o.f the Vari,ance 21 16 14 10 8 7 

1% Significance .346 . 364 . 386 .1+13 . 446 ,'489 

Variable Factor I Factor Factor factor ')?aetor ')?actor 
1. 2 3 if 5 . 6 

1 Reasoning . • 1003 . 0568 . 4142 .2683 . 4659 .1514 
.. 

2\ BIN - .3949 • 2481 -. 0218 . 2747 - . 1918 - . 3009 
-. . . 

3 B2S . 4962 -.0979 .0297 . 0912 - . 0619 - . 0905 

4 \B4D ' , .. 4847 - . 1528 I - .0599 - . 2189 . 1839 .1212 
I . . 

5 F2S .3726 -.0104 . . 0488 . 2763 . 2414 -.4100 

6 A . 2382 .3695 -.2422 . 3213 - . 0746 - . 3725 

7, B '-. 0198 . 4699 . -.0801 '. 1190 ". 1509 .. 3318 

8 C . 1168 . 3877 . 3876 - . 3074 . 1372 . 1624 
'. 

9 D . 3376 .1788 - . 1821 - . 1300 - . 5318 - . 0483 

~O E - .0606 . 31 l f9 - . 3348 . 0020 . 4437 . 0518 

-
11 Soc A .0450 . 2938 . 4235 -. 4136 - . 0023 -.2410 

12 Soc B -. 0355 . 3081 . 4432 - . 3525 . 0433 :- . 2510 

13 SA ' .1628 .1852 .2711 .0532 - . 3265 .5280 

14 CA ':" . 1228 .2348 .2329 .5054 - .1794 . 12l+1 

Table 27 . Pr incipal Components loadings on the 14 experimental vari ables . 

Six fact ors were extracted before the eigenvalues fell below unity 

(Kaiser ' s crjterion) , and these ,accounted for just over 75% of the variance. 

The first maj or compollent clearly involved 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 obj ectives 

I 
I 

I 
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, of this course. It is interest~ng to ' note here that Attitude D (to 

children) is the only other variable 'vhich appears to ' contdbut e to thi s 

factor (though not quite at the 1% level), and thi.s attitude has already 

been noted as having a significant relationship with the t ~ ,~ ching practice 
, 

grade, so this is d very useful validation of the nature of this 

measurement and its relevance to teaching . 

Factor 2 involves the Attitude to Authority (B), Attitude to One 

Anotner (C) and ' Attitud~ to \~ork (A) in that order. This factor . seems 
. , 

to be con~erned with one's general outlook on others as potential judges 

of one's behaviour and work, and presents another very strong socially 

orineted factor. : The third factor is une involving Intellig.:!nce, the t"70 

sociometric scores and Attitude C. The involvement of intel ligence (as 

measur~d by appreciation of logical rel3tionships ) in a factor o~herwise 

wnolly concerned with direc.t social acceptance confirms a fact emerging 

from the 'inter-correlations between variables which has no t been previously 

mentioned. This is·. that from an initial first-year position of sociometric 

unpopularity the higher intelligences in the college population usually 

achieve high sociome tric statu~ as the course progresses. The fourth major 

component is also bipolar, and is made up of final college grddes (variable 

14) on the positive side, and the Sociometric A scores on the negative side. 

It is very inte~est ing that the pbverse of a factor directed towards college 

achievement should be this one (Soc A) of the student 's o"m claim to 

social recognition by uthers. It is also interesting that the next nearest 

positive contributor to this factor should be the Attitude towards work (A), 

though it fal1s outside the 1% l eve l of signif,icance anc. is only significant 
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at the 5A level. Thi.a th.er. e~o};'e ~eemii tQ ' be a £actor very Jl\uch concerned 

with ' student orientatinn and goals. The fifth f actor (also b;Lpolar) 

i~ negatively contributed to by ' Attitude D (to child:-en) and ,",ositive ly by 

Intelligence and Attitude to Life in General (E) . This is c ~early a 

factor involving the outgoing attitude of a person in his thinking about 

hypothetical issues rather than the iramediate situation, and it is interesting 

to sc~ that its negative end should ~e so strongly contributed to by the 

student ' s attitude to chi.ldren (D), with ",hom, of course, he is not in 

continuous contac.t during the college course . 

Finally, th~ sixth factor is concerned with ' school' achievement, 
. 6 

which appears to have no significant relatinnship ~7i th any of the other 

variables tested . · Since school achievement is the only variable \-lhich 

embodies a measurement taken at least three years earlier than the .other 

'. measures , it is likely that . this isolation is simply a commentary on student 

change ,.,ithin the three years, and is therefore fairly irrelevant in this 

matrix. However, when considered in conjunction with the relationships 

shown by final college scores in .this matrix, ano the relationship between 

school and college achievement ' in another college"', this factor would seem 

to show that this college course is followipg 0bjectives not p~eviously 

pursued in school, and ~pparently more related to the studenl as a person . 

* In an independ,ent experiment in another examination-based, college 

this relationship was significant at the 1% level. 



i ' Thus, to ' sum up, ~t would seem.' tha.t the fh::;t thx-ee fa.cto~s 
. I ' ' , 

(a~counting for over ' haH the variance} ' are a.ll socblly oriented and 
' ! ' ' 

, c.o~cerned with various aspects of human relationships. The remain5.ng 

two ' w'hich a re i mportant (1. e. Factors 4 and 5) are concerned "(yi th the 

i mmediate and t he hypothetical s ituation surrounding the student~ though 

both have a strong social loading on the negative side oftlleir bipolar axes. 

'£he Isixth component has no apparent connection with <Jny other variable, 
I I ' ~ 

and therefore f or the purpose of thi s anal ys is can be. ignored. Of course, 

it must be noted that this strong soci al or ientation i~ valid only within 

the limitations of this matrix, and could quite possi~ly be 'a ltered by 

ext~nding the scope of the matrix. 

The six factors could well be listed as:~ 

Factor 1 (Bipolar) Dominance/NeurCiticism. 

F~ctor 2 Attitude to others as potential jud ges . 

Factor 3 Attitude to one ' s peers with '-lhom one has an 

" immediate relationship . 

Factor 4 (Bipolar) Achievemp,nt orientiat ion in the immediate situation. 

Factor 5 (Bipolal) Attittlde to issues with wh ich the student i s not 

in i mmediate contact. 

Factor 6 , School achievement . 

This would thus seem to be a set of factors reflecting aspects of 

a central theme 'during the college course deve lopment of the student. 

This th eme of social 0rie~tation, on the. part of the Rtudent, appears to 

have three main facets. One i s the student's position on the bdsic 

personality axis of domin ance /neuroticism, represented by Factor 1. The 



, ~ecQnd ~s the student ',s . attitude to othe~s a.s potential judges , and hi s 

actual attitude in hi5 immediate relationships with others, represemted 

by ' Facto·1.-S 2 and 3 respectively. And finC1lly, the third fa-.:et ' is the 

student's orientation in the immediate and the hypothetical situation~ 

represented by Factors 4 and 5, both of which have strong social loadings 

on the negative side of their bipolar axes. Thus as far as an analysis 

of results taken at one point in time can do) this would appear to confirm the 
. . 

fact that the student is affectively as well as cognit~vely oriented during 

the cour~e, and that this orientation is concerned ' t~ith factors likely to 

be present in the process of anticipatory socialisation of a prof essional 

role. 

Thus to sum up this section on the relationships between variabl~s in 

the test programme, it ~vould seem t hat some influences on attitudes in 

I the college course can be traced. Jne is that a student's position on the 

personality continuum of Dominance/Neuroticism can conside-rably affect the 

,nature of his attitudes, and the measure of zocial acceptanc.e achieved by 

him. Another is that anticipatory socialisatic~ appears to be an influential 

them~ underlying E'.ttitudinal deyelopment during the ~vhole course as tested 

in this programme. And finally, attitudes , while havin~ bee~ shmm as more 

than mere cognitive alignments, have been demonstrated to be insufficient by 

themselves as explanations or predictions of actual action in a hUlnan 

situation; though in an academic situation SlJch prediction may be more 

possible, as the correlation between Attitude to Work CA) and Final College 

scores shows. It is therefore necessary to go on to analyse personality 

groupings in the College population to see if a consideration of Personality 

and Attitude combined actually can lmprovc predict i,on of success c;m th e cour se . 
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~sonality Groupings 

;rt had already been noticed ' from the int::.r'":'correlatl,o. s b et~veen th.e 

.. ' variable::; that a consistent personality pattern emerged on ::he Bernreute r 

test . This ~vas stable over the four years of the test programme and shm.led 1,11 
Iii ~ 

a typical picture of lmv neuroticism and relatively high dominance 

and self sufficiency among students . This overall pattern 'vas too consistent " 

to be an accident, but , as it was a general picture, it needed supplementing 
I . 

with proof derived from an examination of its separate ' groups before any 

conclusions ~rom it could be drawn . 

The signif ic'ant differences bet'tveen the means of the componer.t groups .. 
of the sample were therefore calculated ~n all the v.ariables, to see if 

particular groupings of personality traits produced a consistent pattern 
i.i~i 

I~I ' 
taken from one year group at random is as follmvs : - il 

--~x-g-~-~-r-I-Q-1--B-1N~-r--B-2-S-r--B4-D--r-F2-S--~A-_-T-B---~C--~-D'--~I-E-~~I-s-OC--A~I-s~-C~I' 
J--+-=-t---=-i----t---'-t--:-:-:-i---+--I-- - ---- - • 

. 40 . 34 10. 09** 5.09 10 . 6S*~ 2. 05 1. 24 . 79 1. 41 1. 51 1 . 44 1. 64 . 3S 

of attitudes, or a consistent effect on any of the other variables . The 

table of values ,between the high and low groups on ' the personality variables, 

BIN 
I 

B2S l~45 1 . 65 3. 06* 37 . 53*~ 3. 82* 6. 81* . 85 2 . 42* . 62 1.32 45 2. 56"( • 60 

B4D 2. 77* . 43 8.13** 4.86* l5 . 46*~ 2. 21 . 25 1. 52 3.02* .76 1. 26 1. 46 1.25 
1 

F2S .46 . 76 2.16 6. 32* . 62 2. 23>'< . 79 . 89 .94 1. 57 . 23 . 39 .48 

Higl / 
Low 
in 
B2S 
B4D 1. 95 2 . 14 . 03 5. 81", 2 . 49~~ 6. 09* 2.93 1.91 ,2 . 15:'< 2. 45: 1.89 1.68 2.64 ' 

'" = 5% ~ignific nce *'c - 1&1 sign lOicCln e I. 
L-__ ~ __ --t-----L-----~~-----+------~----~-----~"-----L-4---<~'----~--'~-----------1: 1 
Table 28. Significance of the differences hetwcpn the means of all the 

variables tor high and loW scoring groups in eacn Bernreutcr quality, 
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Pos&ess~on to a marked degree o~ Rny one of the personality qual~tLes 

thus seemed, at first .sight to make little difference to the other 

var iables in the course tested by the prograrrune. High neurf"l t ici sm f ailed to 

make a , difference in anyone of the attitudes tested, or i r either of the , 

sociometric scores . Students with high Self Suffi~iency (B2S), on the other 

hand, did show a marked difference to the luw scorers on that scal e in making 

far greater cla ims to the sociometric recognition of their fello,. students 

I 

(Soc A). The high SCOTers on this scale \-lere also signif icantly different to 

the 10'" eroup in their attitude to authority, which ~"as markedly poorer than 

that of the low scorers . The high dominance group (B4.D) also scored 
. .. 

significantly more highly on Attitude C and on Fina~College Gra des than the 

lot" dominance group . Thus there were occasionaFdifferences attributable 

to single personality variance , but these ,,,ere few and only in the case of 

high dominance appeared likely to have afi important bearing on success in 

the course. No one personal quality amone those tested could thus really be 

con'sidered to bci a 'certain handicap to a student starting the course , though 

more than average dominance might \'lell prove ar. advantage . 

HOHever, 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 true had emerged in 

the consideration of the final college results of the Straight Thr ough tiroup, 

where the final grade seemed to depend more on the possession of Dominance and 

Self Suff iciency than of posit ive a ttitudes. It was also supported by the 

figures in Table 28 where Dominance showed a s ignificant relation with final 

college grades and Self Sufficiency Has also s i gnificant at the 10% l evel. 
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A ~resh pair o~ high and loW' groups was therefore abstracted~ consisting of 

students ~vhc ~vel'e high or 10,"7 in both Self Sufficiency and Dominance (see 

Table 28). It was found that this combination produced far more signif icant 

.differences bet'iveen the high and 101'1 groups than h:ld been the case 'ivith any 

of the single personality variables~ The high group had a higher mean score 

in final college grades (though not significant at more than the · lO% level), 

a significantly higher attitude to work (A), attitude to one another (C) 

and attitude to children CD). Their sociometric statu~ (So~ B) among the 

student population 'ivas also significantly higher than that for the lmv group. 

This clearly suggests that it is the combination of p~rsonal qualities rather 
. . 

than the possession of a particular one on this test; which is critical for 

student adjustment to the course and success in ' .. 
~ .... 

I It 'thus appears that a student combining relatively high scores in the 
I . 

Dominance and Self Sufficiency scal~s of this test is likely to achieve 

course succ~ss and possess .positive. attitudes; and this combination is 
, 

characteristic not only of the personality development of students during the 

course, but also of the general personality pattern of the student popUlation 

at anyone time. Of course, this personality development towards Dominance 

may be a maturational one takillg place during the cour se rather than as a 

result of it, but it nevertheless appears as an important correlate of positive 

attitudes. However, in vie'i" of the fact that the Bernreuter test appears 

really to be measuring only one general factor of Dominance /Submission, 

this conclusion must not be extrapolated further. Thus 'i"hat appears to be 

reasonably certain from these results is that it is the balance of personality 

towards Dominance and Self Su[[iciency combin"ed with positive attitudes, 
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that gives the best chance of student succesfi on the course. 
I 

. I 
. .. . J .. • . ... .•... . . .• . ... . . . . . •. ... • . . .•.• .•..• -

Or gan i sational Gr oupings 

Finally, the separate organisational groups making up the sample ~~ere 

exa~ined in order to see vlhether different organisational featu res were 

likely to be significant : in affecting student attitude s~ persona lity or 
\ 

sociome tric status. Four kinds of organisational feature were consider ed. 
I \ f' 

First, . those gro~ps arising out of. chance administrative necessity~ such as 

division i~to Education groups, were examined ' in order ' to see what change in 

attitudinal differences might occur among them during the course. Second, 

'those groups based on some common feature, euch as sul:.j ect chof~e, were 
. , 

examined to see if departmental organisation or subject matter made a di ffeLencE 

to student attitudes . Third, the effect of organisational change going on 

during the test period in the College , such as the rapid college expansion 
.' 

and movement to new buildings, vlaS examined to see if any effect due to a 

'particular event could be obs erved. And finally, organisational featur es 

arising from the nature of the sample, such as sex or previous e(lucat.ioll were 

examined to see if these might ha.ve some part.icular influence • 

. A number of Fducation c;roups, taken at random from each ,yea r of the First 

Issue of the test, were taken first as being representative of chance 

administrative divisions in the college. Significant differences in a ll the 

variables occurred between many of the first years groups (s ee Appendix 7 

Section A), but \~ere much less common in the second and third years of this 

sample. It would seem that this first year was either more diverse in its 

qualit ies than t he second or third year, or significant differpnce s between 

groups tended ' to become ~moothed ' as the college population grew progressi ve ly 
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more homogeneous 1n the second a,nd th~rd year::i of, the courl:ic. ' In o1;"der to 

finel out which ' was the more likely e;~planat;ton, the sl,gnifl,cant differences 

between ' education groups in the sec6rid issue of the test w :e calculated to 

det ermine \-lhether the number of significant differences wa~)' reduced or not. 

An example from the table of the signific!l,nt diff erences ' emerging bet\-leen 

these groups vas as follows:-

--' 
Groups BIN R2.S B4D F2S A B C D i:: SCI'! A Soc B 

, I ' , 

A ,.,ith C .385 1. 30 . 451 .361 .495 .445 .501 .97 .439 .05 3.7LJJ< 
, , 

A l-lith D 1. 89 2. 89~' 1. 34 .91 .45 1. 76 1.09 1.00 1. 935 2 .14 ~'r 2.17" 
, ' 

C l-lith D 1.09 1. 27 .91 . 72 0.0 1. 31 .62 ,/;3 1. 21 1. 73 1. 92 
L--. __ '--. 

,5% level = 2.0 

Table 29. Sign~ficant Differences between Me3ns of Education Groups in the 

Second Year of the Second Issue of the Test. 

C'iearly, the significant d~fferences existing betl'leen these groups in the 

first year tend to become 1etis in the second year, so that the second 

explanation appears to be the more likely one. It "lQuld th.us seem that there 

is !i tendency tm07ards greater homogeneity taking place among the groups as the 

course progresses, and that the effect of a gen~ral situational influence 

' thus appears to be lik~1y. 

Othen-lise, the significant diff.:;rences between these groups seemed to 

err.~rge in a fairly random patter~ that had no obviou s ly causative explanation 

'" ,\ ) ,.~ other than the personalitycomposition of the individual groups . lVhat was 
I 

noticeable, however, was the fact that some groups continued to be significantly 

inferior to other groups , botll attitudinally and sociometrically, throughout 

the three years of the course. This is clear Evidence of the fact that 
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att~tn~)~na.lly separate gr,oups ca.n exi.st w;lthin the general col~cge c15,ma c 

of attitude . ' 

It therefore seemed possi.ble that there might be ' foci " of attit:udi.nal 
, . 

differences ,,,ithin the general college s tructure. Hence, t h e subj ect 

departments were examined as possible sour~es ' of such foci . These grou?s) 

existing through the basic unity of subject choice and occupying ~he major 

portion of the student t s academic time and interes t) were found to be 
I 

very revealing in their broad differences in attitude and personali ty . Hjth 

the exception of the Englich department, only slight dHferences emerged 

bet,,,een students in diff erent academic subjects. The differences emerging 

betw'een the tWing ' subj ects (D. S. and J.'.E.) and the academic subj ects stud ents) 

however, were mu~h more significant , though t !1ese differences Here mainly in 

attitude rather than in more deep-s eated personality qualities . The Domestic 

Science students had a significantly better. attitude "to work (A) than either 

of the other tHO groups, and their attitude to one another (C), towards 

children (D) and ' to life in general (E) ,,,ere all superior to those of the 

general students, t hough not significantly differ ent frem those of the P.E. 

students . Thus, allov:ing for differences due tr sex , the5e t~·l0 departments 

' showed eons iderable agreement vlith each other, end in their disagreements 

with acad emic subjects students. Both the DIs and the P.E. deaprtmen t s wer~ 

homogeneous departments with a strong esprit de corps, mainly taught by cl 

small group of s~ecialist tutors in constant discussive contact with one 

another and ~Tith the students, ,"ho tended to come under no other tutorial 

' influence except tha t of th eir ovm department. It would seem that this 

homogeneity does help in pronlO ting ' good t attitudes among f;tud ents~ thou r,h, 
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of course, ' the sex of the P.E; students tended ' to reduce the effect of 

this influence ';yith the r esult that their mean scor'3S on the attitude scales 

). ' ·were 1m'Ter than those of theD.S~ studl~nt s. Of cours e , ' thi s may 
I 

not be the explanation. These significant dif feren~es betw~ en students may 

alternatively be due to the di fferences ' in the selection si t uation for 

and academic subjects stldents respectively, or they may be d'e to the nature 

of the subject choice by students. '. 

A comparison ~vas therefore made b e~.~veen the sig'uificant differences 

emerging from this part of the investigation and those emerging from the 

, try-out test to s ee how far differenc~s in attitude apparently due to 
• - . ,jt 

organisational features within the college could be i solat ed. The analys i s of 

the Try Out tese intn groups (Appendix 7 Section B) shows that the general 

picture of the significant differences outlined above, rema'ined a ve::y stable 
I 
I 
one over the four years of the test progranme. The pr actical subjects students' 

consis~ently show higher self sufficiency and lower neuroticism than academic 

subjects students . This was particularly true of the Physical 'Educatio'l and 

Domestic Science departments, and, to a less extent, of tile ARt and Craft 

denartment. ~vhich tended to be dGminated at this time by a r-ractical bias , 

tcwards pottery, and craft work. The Domestic Science depcu tment, however, 

sho~ved tHO interesting reversa ls between the try-out test and later issues. 

Where, in the try-out test, domestic science stud en~s had shmvn a significantly 

poorer attitude to \'1Ork (A) and lo~.,er Sociometric (B) status than P.E. student s , i 

this was reversed in later issues of the test. This reversa l coincided with 

a change in the orien tation of the department from tradi~ional Domes tic Science 

(taught as a craft sk ill) to Home Economics, which favoured a much wider 
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educat:lanl exper~ence for the student. · A similar though much less marked 

change occurred · in the Art and Craft department, whi ch a1s6 changed its 

orientation and staff during this per i.od. Since no other causative i nfluence 

could be determined., it thus seeil1ed · likely that :>trong departmental 

organisation and direction of teaching does · affect student attitude~ ann 

impact on the rest of the coltege popUlation. This was further conf i rmed by 

the results from the English department, which ,,,,as ~rganised on very democratic 

almost ~a~s~ez fai re, lines, very diff erent in direction t o those of th e 

practical departments. Students in t~is department had a significantly lower 

p.ttitude to work .and to authority than had th~ Other academic ap~ pract ical 

subject departments. Attitudes thus seem to be quite clear ly affect eJ by 

strong departmental organisation r ather more than by the choice of di sciplin e , 
I 
I 

I though this too, in its broader divi s ions, may have some effect on per sonal ity _ 

Th;.s thus seemed fair1'y cOl1clusive evidence of organisational and s taU 

influence on student attitudes, but if specific proof of organisatio nal effec t 

alone could be found, then it would considerably strenghthen the argument 

for organisational influence on student attitucl~s . Further independent 

substantiation of this effect \"as ther efcre nm" sought. A unique oppor t uni ty 

for discovering this existed in the fact that the college had suff Led a 

considerable and rapid expansion in numbers during the t es t period. This hnd 

involved a change to ne\., buildings ten miles m"ay from the old site, \vith a 

shuttle 'bus service between so that both sets of buildings could be uRed 

simultaneously. .An influx of new staff neces sarily occurr ed elt the s ame time , 

and all these things involved a great dealof organisational upset f or RtlJ(l('{1t s 

for a period of · about tHO years inunediate ly after the test period had begun . 
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·The test results £ortR\S per~Qd were therefore · scrutin5.sed closely to see 

if any evidence ·of st~dent reaction to these changes cou ld be detected in 

the reflection of student attitudes and personal ity disposicions. 

The first issue of the tests wer~ obviously the ones mos t likely to be 

affected by this period of upheaval. It had already been npt ed in the 

result s connected with the further validation of the Attitude test that one 

Third Year had returned unusual results. This ~vas the First Is sue Third Yem, 

a~.d its total attitude scores correla t ed ,~ith · Fi.nal College Scores in a way . I 

different to that of all other Third Years tested. In fact, if the 

point in the final result s array for ~his year had been made · at the ac tual 
# 

pass level then this correlation Fould haVe b~eh significant at the 30% leve] i 

in the negative direction. That is, ccllege grades in this year were paSS ln~1 

• . students whose attitudes .were negatively oriented to one or more of the basic 

i 
f~atures of the course they had att ended. This year ~vas th~ only one of the 

four third years tested to produce this kind of result, se clearly some 

particular reason iay behind it. Moreover, the first and second year tes t ed 

in that same issue of the test also r eturned significantly lower at t i tudes 

to work (A) than any other year in any of the three issues of the test . 

year of this first issue of the test thus had some test result rel ating to 

actual college work, ~vhich suggested an adverse effect which other year groul1 

in the extended sample did not share, and which thus appeared to be t ransi tor' ,I 

As this issue of the tests carne at the end of the two year peLioti vhcn change I 
• 

in college location and size had been at its most rapid, t here se emed good 

reason to suspect a connection between the two. 
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I i 
\ .: ~~ ~F;\S theretol;e dec~dcd to exa.m:i,ne i::h:i,s part~cular third ?,car more 

closely. The first thing to $?ind out was ,.,hether · tIte ' fina l college results 
\ 

for this year were inarkedly different to those of other ' third years . The 

significance of the differences between' the meaus of final college grades 

for the three third years after the try-out test we~e therefore calcula~ .d 

and l re as fol1ows:-
-

I Year S'" Compared C.R. Significance 

1st Issue 3rd Year ''lith 2nd Issue 3rd Yea.r 5.51 1% 
.. I 

1st Issue 3rd Year \vith 3rd Issue 3rd Year 3. 57 1% 
.. 

2nd Issue 3rd Y~ar with 3rd Issue 3rd Year 1.05 30% 
-

Table 30. Signif icant differences bet'veen the nleans of Final College 

scores for three third years in the sample . 

It ·ther.efore appears from this table th~t in the college ' s final grading thi s 

t hird year is significantly different from other third ye~rs ; and these in 

turn do not significantly differ from each other . In view of the fact that 

this is a continuous assessment college , where tutors ' views 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 \l18S the possible cause of this difference therefore had to be 

i nvestig[lted. Consequently, this third year 'vas 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 betw~en means for all 

variab les ' of these t,vo year s ,.,as calculated, and is as follows :-
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~ el;'s ~na.lj, t r Att~tudes 
-

BIN B2~ B4D J!'2S A B C D E 

Mean for A3 -74 14 45 .,.15 97 81 1l.7 1.42 .. 68 
j 

Mean for B3 -45 10 31 "':16 97 76 145 J. l.4 72 

Significant I . . . . . 

Difference 3 . 6441-.788 -1 . 84 - . 045 .368 -3.1)25 -.668 1.219 2.310 

Sociometric Achievement 

i A B School College 

Mean for A3 185 126 7. 6 34.9 

Mean for BJ 147 218 8. 2 29 . 6 

Significant . 
Difference -3 . 902 -17 . 309 1.042 1.395 . 

. Critical ratio for 5% significance = 1. 97 

Table 31. Signit"icance of difference between the means of two Third Year Groups , 

Despi t e no significant difference between their school achievement on entry 

. there was a very significant difference in their respective final r~sults 

three years later . . The significant differences on the measured variables 

between these tWQ years consist of ueuroticism, ~ttitude towards autl10rity (B), 

attitude tmvards 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 

l evel of their neuroticism. B3 was worse only in their attitude to authority 
. ' 4-

and the generosity of their collective j udgement towards other stu~ents (Soc A). 

In al l other measured raspects the two years were not significantly ~ifferent 

from each other. This year A3 is therefore different in its personality (B1N) 

the conservativeness of its outlook (E) and its social acceptance (Soc TI) 
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1n the college generally • . It would thus seem Fhat FinRI Results in this 

college , despite their obvious and necessary cC1.~ centration 0;:, . acad emic 

performance , are also quite sensitive to student attitud es and personality . 

It appears to be poss ible that continuous as sessment, · even · where it is 

ostens ibly limited to academic work may be biased by staff/student relationships 

ip this way! and corr~ctlyreflect the comparative poverty of this year 

grollp in pe~sonal ity and social acceptance compared t6 those of other final 

year groups. 

If now we could establish that these differences were in part due to the 

exi?encies of col~ege expansion and movement in t .he college 1-- ase there ~vould 

be some evidence in favour of the effect of org~nisational inf luence . 

Individuai education groups ·which had undergone organi:;at iona l change ~vere 

therefore nov] t aken and compared to " cO'1trol group· which had not suffered 

ch~~ge in that year . One group (W) was chosen as representative of groups 

which had suffered a change to a new tutor during their course, and ti-70 groups 

(VI and V2 ) were chosen as having undergone the mos t r apid ~xpansion in numbers 

while Yl \1aS chosen as the control group since it had suffered only s light 

change . The significance of th~ correlations between total attitude scores and 

final college grades for these groups was as follows : -

Grou.!-,s VI V2 W Yl 
.... 

Chi2 .004 . 11 . 096 3.86 

Significance nil nil nil 5% 

Table 32 . Chi2 values for correlation between total attitude scores and final 

college grades of cons tituent groups of the First Issue Third Year 

samp le. 

P 
I 
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Clearly, only in the control group ~s there evidence of correlation. 

It is thus at least possible that t utor ,judgement, as reflected in final 

college grades~ is imp~ired by changes ' in their groups. Furt ~ more , the 

students themselves seem to be adversely affected in their reathing out 
, 

, towards greater dominal1ce (B4D) (which has 'been shovm to be a feature of 

personality "grvwth during the course), in the progressiveness of t~~eir outlook 

(Attitude E) a,nd in the amount of acceptance accorded them by thp.ir fellmv 

students (Soc B). 

The final set of organisational groupings inves tigated here, as likely to 

have some infl1ence on attitudinal orientations, concerned itself with ., 

variables such as sex, age , previous education, type of residence in the college 

and age level of children for whom the student "las being prepared as 3. teachei.: . 

Differences due to sex occurred in a number of variables . Women showed themselves 

more self sufficient and more socially adjusted than men, and their att itude 

towards one another (C), towards children(D) and to life in general (E) 'vere 

significantly mor'e positive than t hose of the men . In general, they 'vere also 

sociometrically much higher than men in acceptance by their fe11mv students. 

There were thus ve~y clear differences here, but much of t~lem could quite 

possibly be att~ibuted ~o the diff erent nature of the selection situation for 

men and women respectively i~ this college of education. The other variables 

investigated, such as the infl~ence of Secondary Modern schooling or self-

reported social class, ~vere 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 ,.,ho had opted 
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for Approved ' Lodg~,nSS rather t han College Res;i,dence tended to have ~i.gher 

' scores ' on intelligence,' but ot1i.er~.,ise there ,,,ere no important differences. 

Sur priHi ngly , membership of Infant, Junior or Secondary teaching groups also 

failed to make significant differences in the at titude and persona lity variables 

, tested here. Hmvever , ~vhen examined~ this f act ' really supported ' the previvus 

contention:that the ' Hing' depal:"tments, and to a l es's ext ent the ::;ubject 

departments, consti tuted the major influ~nce on student a ttitudes. The Education 

Department had three Heads of depart men t during the four years of the 

experiment, so it suffered much organisational change. Furthermore, education 

gLOUPS generally tended to have a mixture of ~tudents from diffe~ent subj ect 

departments who would only meet as a group on one day a week'. Thus lack of 

significant attitudinal difference between education groups ~vas not really 

surprising, and in a negative way sUPI.0rted the subject departments' cl:d.m to 

be the a~~itudinal foci of Ehe college . 

" 
S~aff/Student Groupings 

In all these attempts to establish the existence of attitudp. change and 

of influences on attitudes , ,o!~ have been using the criterion of staff judgement . 

This s 'taff judgement was embodied in the initial decisions of the tutorial , ' 

committee on which were the favourable responses to the test statements; and 

from these decisions was made up the original marking schedul~ . Therefore, 

in one s ense , we have already seen that student opinion was more fa ourabl e 

tm-lards st aff opinion than that of a neutral or chan~e population, and that 

student opinion moved towards staff opinion in all the attitude scales as the 

course progressed , However, staff judgements, ·a s r eflected by the marking 
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sch.edule 1 Jl)at well not be th.e~): truly ,peh"sona,l Qpi,ni,ons ~o JIluch, as thej,r 

personal opinions refined ' by' their professional judgements, and by considerations 

of "7hat ought to be rather than what is the case 'toTith students. Hence, 

_' what has been prove~ ' so far, with respect to staff influence on student 

attitudes, is that a substantial minority of student3 move towards the 

professj,onal, attitudinal alignments of tutors during the course; and to 

that extent student s are influenced by staff. 

However, the personal attitudes of individual tutors may be very differ ent 

to their professional attitudes. It was therefore neces ~ary to try to investigate 

this more personal staff orientation, and see wh~t: _migh~ be the relationship 

of student attitudes to this, before trying to ' arriv~ at a final conclusion. 

To do this, the Thurstone Chave version of the attitude test, developed ' on a 
I 

staff sample, "TaS used . This test, (Already reported in the chapter on 
I 

inidal validation) had three advantages for this purpose. One was that it 

asked for the pe~son~l judgement of the tutor on a student ' s response to the 

test statements . The second was that, because it could be represented as an 

atter::pt at indepen~ent 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 'vas that it called for a respO:1se to 

exactly the same schedule of statements as that to which the students had 

' already r~spond ed, though In a very different form. Thus, these t\VO arees of 

staff judgement, reflected by the Likert mark scale and by the Thurs t~ne/Chave 

I judgements, could 'veIl ,be assumed to represent respectively the pro[es~ional 

norms of tutors and their more personal, though still profes s ional, standards_ ' 

l'lhether there was likely to be ;my difference bet\'!een thes e twe arc~as, of course., 

had yet to emerge, 

" 
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The ' ;,-e~p~m(le~ ' o,e the tutoJ::s to the Thuxstone Chave test \Vere therefore 

now- analysed ' (See ' Appendix 81. 'Th.e numlier oJ: etatelnents which eme,rged a.s 

s,ignificant for the staff judges ' in each of the attitude scales ' follO'i~ed 

almost exactly the same pattern as that "Thich emerged from the Likert treatment 

of the 'statements, and was as f ollows: -

I I 

A scale B scale C scale D scale E scaJe 

T.C. Likert T.C . Likert T.C. Likert T.C. Likert T.C. L:'kert 

fl6 25 27 23 52 42 41. 35 36 22 

Table 32. Compar ison of significant statements obtained by the Tnurstone 

Chave (T.C.) and Likert methods. 
• • - # 

The staff jud~es clearly produced more significant statements than the 

students, but the relative numbers of statements in the scales were comparable 

I 
between the two samples. The main reason for the discrepancy in gross size 

betl.,een the two totals in e~ch scale can be accounted for by tile difference 

in the bvo methods of scale construction. The maj ority of the statements 

~elected by the Thurstone Chave method , but not by the Likert mehtod, 'Here 

ones w~ich , fell ihto the 'unanimous opinion' category in the analysis of 

., , I r 

student statement returns (see f ::- - '-VI,. . ). That is, these statements, lvhile 

producing a coherent scale value among the judges, were such as were not likely . 
to be discriminatory between students. Allowing for this difference, hmvever, 

the broad outlines of the two patterns l.,ere completely comparable. 

An ovenlhelming number of the significant statements produced by ,the 

student sample Here also !'eturned 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 agree~ent between the two groups . 
\ 
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A.n j\te~ a.na.lysis Q.f th,e d~q}?ar~ty' between the t 'iO: ~a.l!\ples in statement 
I 

means shot\Ted ' th,e following results: ..... 

A Scale B Scale C Scale I I) Scale 1': 
Percentages 

,163 

Scale 

S T Total S T Total S T Total S T Total S T Total 
, , , . , , 

A 4 8 12 8.6 If .3 13 4.8 7. 2 ' 12 0 0 0 10 0 ~ 10 
I 

I 
' , ,. 

B 6.2 7.7 14 11.0 3.7 15 8.6 6 .. 9 15.5 0 1.8 '2.0 2.1 2.1 4.0 
I 

C ~ 24' 47 14 20 22 

S = Stu ents T = • utors 

A = Percentage of significant (Likert) statements dis,agree~ng 
, , 

B = Percentage of all statements ,disagreein&. 
I 

# 

C' = Pe::centage of significant Likert statements not signif:i,c ant on 

Thurstone Chave • 

Table 33. Percentage analysis of disparity between significant statements 

obtained by Thurstone and Likert methods. 

As the ahove breakdotvn shm-ls, there vTaS never much more than about 10% 

disagreement betHeen tutors and students on the significant statements (Rot" A) 

used for measuremeut in the test. There was no consistent pattern ~n favour 

of one group or the other in this disagreement, except in Attitude E, "7h ere 

the students, though very cunsen-ative, seem someHhat 'less so than the tutors. 

The most striking r esult, of CC~lrse, 15 Attitude D (to children) where there 

is complete lac~ of disagreement in significant statement opinion betHeen 

students and staff . In Row B, where all the statements of the test schedule 

are taken into account, the percentage disagreement is sliohtly increased, 

but only slightly. Thus 1n over 300 statements of opinion there is shotYT1 very 

subst antial agreement between the two groups. 'Row C, however, revea l s tIle 

J 
I 

, 

il 
I 

. 
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st.atements which ' a're sign:lf~cant f0r students ', Out riot for ' tutors . Th:i;s' 

shows the two ' facts that student opiuion gener~11y is crystallised much~ore 

sharply than that of tutors on many of the statements emoodied in the test; 

and that this is ' particularly noticeable in the area ' of the ' authority' 

(B) scale, where the differences between ' the, two ' samples are quite marked. 

However, this B scale (towards authority) has already been noted in the initial 

analysis of the test as the one where students showed most uncertainty of 

opinion, so this result would seem to be recording differing degrees of 

emphasis in the two samples, rather than differing directions. Of the five 

att'itude scales, as a whole, the two most in agreement are those of attiLude 

to one another (C) and to children (D), and the two in most disagreement arc 

the attitudes to authority (B) and to ,,,ork (A). There thus seems to 0e little 
I 

evidence from this table of a IllP..:-ked degree of attitudinal difference between 

~taff and students. 

Clearly, ,,,hat produces what disagreement there is are those a eas Hhich 

are part of the immediate functional situation bet'"een tutor aNl student, 

but those areas (such as C and D,) "'hich are mOLe applicable to the classroom 

sicuation, show little or no disagreement. Furthermore, there has been shown 

to be a difference bet'i"een the professional juclgement of tutors, as shown 

in the mark scales, and their personal judgement as shown in this version of 

the test. Tha tutors reveal themselves to be personally more conservative 

than the students, yet the mark scale of Attitude E ~ecords progressivism 

as the more favoured end of the scale, and favoured movement of students during 

the course is towards a more progressive attitude. Finally, authority has 
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sho'm ' ~t se l,f to ' he the ' most ~ens~t~ve area o~ di,f ,feJ;ence bet"leen th.e t,xo 

groups, but even here th.e difference seems to De one o~ more marked uncerta inty 

among tutors rather than an ac tua l difference in direction. ' There i l; thus no 
, , 

evidence of a 'them' and 'us' situation b et~veen the two pop~\lat ions, though 

there is evidence of less marked polarisation of attitudinal aJ.,i. gnment in 

the more adult population and a considerable area of divergence of emphasis 

in the sphere of authority. 

Conclusions 

It would thus seem that the possible influences considered ' in this section 

all have an effect on student ~ttitudes . The persona l~ty traits of 

Dominance (B4D) a~d Self Sufficiency (B2S ) appear to be very important in 

the development of positive attitudes during the course . The wny in which 

the studer.t conceives his , future 'role as a teacher, and the distance he 

is away from this reality, -iikewise ~eems 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 s ecu~e contact 

with others, the more he is likely to have positive attitudes and success 

~n the course. 

The unity of departmental organi~ation within the college, and the 

relation of student Hork to a single practical theme (related in this instance 

of the P. E. and D. S. depa rtments to \'lOrk in the classroom) also seems to have 

a marked effect on student attitudes . Thus, staff influence, given an 

effective organisa tional channel, can be very considerabl e . In addi.tion to 

this, however, it was found that the general staff influence can be quite 

effective in any c;:J se on a substantial minority of s tudent s . In fact, there 
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is good evidence of a shared general attLtude climate ai,lOng st aff and 

students, particularly in rel at ion to ' future work goals. Finally, it was 

, found that students seem' to b€ ' possessed ' of much more clear~cut and 

defined attitudes than do the staff. This may well be a difference due to 

age rather than function. This vie,,, is reinforced by the fact that the few 

'mature ' students in the college have attitudes closer to the staff position 

than that of students wherever the two ' appear to differ~ as in the attitude 

to authority. Ther~ is therefore the possibility that at least part of the 

attitude chan&e going on during the cour se is due to maturation rather than 

to any particular influence. The fact' that attitude change vlent on in the 
.. .. 

same direction throughout the Straight Thr ough group in relation to individual 

personality organisation, and regardless of w~lether the individual students 

were finding success on the course or not, lends considerable further support 

to this possibility. 

The general conclusion therefore appears to be that staff influence, given 

appropriate organisational channels, can influence student attitudes very 

consiJerably. F!O\,:ever, maturation , in conjunction with personality organisa'tion 

would appear also to be an important force in the formation of attitudes . 

And, finally, anticipatory socia lisation would further seem to be an influential 

underlying frame of reference: '''hich helps to shape the student's attitudes as 

he progresses throueh the course. It l-lould be difficult to decide vlhether 

one of these influences is more important than another , since they are a 

congeries of ongoing, interactive fo'rccs acting on the student and on the 

situation in vThich he seeks expression. This situation is further complicat ed' 

by the fact that there is some evidence of a difference between the 'personal' 



167 

a.nd ~publ~ct attitudea. o~ sta.u~ and to · a less extent student:?, f;or example 

~n the public expression of att~tude E . There is thus evidence that students 

and staff may respond in a situation in accordance ~ ... ith whnt they · think is 

socially or professionally expected of them· rather than in ~ ~cordancc 'vi h , 

their person~lly expressed attitudes. Thus, while the factors investiga t ed 

in this section have been shm·m to hf.lve influence on attitude change, there 

is no guarantee that · in£luer.~es producing change in attitude i.nevitably 

result in c.hange in behaviour. 

The Pattern of Responses · to the Attitude Scales 

vistribution of the Standardised Scores -----_._-----------.---------------_._----

The final s~ep in considering the Results of the four year Test Programme 

was to examine the pattern of statement responses to see hm ... they changed 

over the four years and hmv they changed through the. course. 

Th~ first step in analysing these responses to the attitude scales 'vas 

to compare the di.stributions of each attitude scale in the different ye.?rs 

of the total sample to see how far the pattern for each v~riabl~ was a 

stable one. The raw scores were therefore cast into standa)'d ised marks in 

o~der to make direct comparison possible. 

This overall picture of the attitude scorp.s showed a broadly normal 

distribution in each att itude scale , ,.hich tended t~ be repeated through all 

the years of the test progremme . Atti.tudes A (to 'Hork) and E (progress·ive l 

conservative outlook) in all three issues of the tast tend to show a 

lll1Horm picture of slight ske\ol towards the more favourable cnd of the range 

in the first year, ~lich is reversed · in the second year, but returns more 
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markedly ~n the, thj,~d yeax:. Th.eh'e ~een1~ to be ' some ev:i,dence hcre~ 

therefore, of course effect. ' Attitudes C (to ' one another} llnd D (to chUdren} 

like'7ise present a stable picture of an initially homogeneous attitude ' 

gro,",il'1g slightly more so as the course progresses. Attitude B (to ' authority) 

on the other hand, is the one which shows le~st favourable progress and 

come evidence of negative skew. Each year of each issue tends to produce 

a largely homogeneous pattern in this attitude, ' but there are differences 

between issues, which suggest the transitory influences affecting the whole 

college 'olnich have already been examined. However, even in this scale the 

overall picture ~s one of a stable attitt de pattern af'fectir.g the ""hole 

college, with some light evidence of improvement as the course progresses. 

The homogeneity and stability of all these attitude patterns thus remain 
I 

'~s the outstanding characteristics "f t11ese distributions. When this 

hv,nogeneity is contrasted ,:7ith the, "dde range existing in the per:>onality 

variables, it suggests that there is an agreed attitude climate to 'which 

students tend to subscribe, almost regardless of personality distribution, 

though this, of Cf)urse, must a'vajt further proof before being regarded as fact. 

Percentage Frequencies of Response to Statements 

This further proof was therefore sought by analysing the perceqtage 

frequency of the responses to all the 305 statements in the original attitude 

test schedule, since these represented a much wider range of student opinion 

than those represented by the signiticant statements only. Tbe percentage 

frequ encies of response in each of the five answer columns for ~ach statement 

were therefore calculated, and the individua l ,statelnent r esponses submitted 
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to the ~hi~ square test to ensute valldity of ct at ement opini on. The t ab les 

of percentage r esponse and resul t ant stat eP1enl means (Append i x 5 Section B) 

,,,,er 'e calculat ed for t he try-out t es t, one ~vhole issue of t he t es t covering 

the first, second and t hird years in the college at one time , and, 

additionally, one third year in the final issue of ~he t est . Thus a co~par i s on 

could be made bet ,,,een thr ee third year samples ' of students ' covering ' 
/ 

a pedod of four year s , and a Urst and a second year sampl e to contraRt 

with the thi~ d years. 
; 

, On inspection of the third year respons es , the crud e percent age r esponses 

-
of later tests were found not to dif fer substantially f r om those obtained fr onl 

.' : . 4' 

the origina l try-out sample. Using tha arbitrary criteria used in t he 

tryout test to divide the statements into categories of 'unanimous opi n ioll ' , 

I . 
. imajority/minority opinio?' and 'uncertain opinion!, it ,.;ras found tha t no 

'statement moved into a different category. Thus th~ b~oad attitudina l picture 

sho\-m by the try-out test was confirmed. It had been found there t hat over 

two thirds (221)' of the 305 statements showed almost unanimous agr eement 

of opinion among the students, and, furthermore, only ten stat ement s shmved 

marked disagreement ,-lith the c\rigina l subj ective grading given to the sta t eme,-,t 

by the initial tutor committee. There thus seemed to be marl~cd agreement 

among students in their broad opinions about the course .a s ~xpressed in thes e 

scales, and this was broadly in agreement with staff judgements, This ~as 

furth er conf i rma tion of a homogeneous attitude climate among thir d year s tud ~nU'., i 

and, furth ermore , not just f rom those "lhi ch 'Jere ' sign i.E icant f or the at ti tude 

scales . The f act th at subs equen t third year groups of students cont inued 

to produc e. the s ame broad at titud ina l pictur ,,,e,s even f urther ev idenc e of the 

.\ 
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I 
stabiHty of th~s attitudinal situation \'{ith~n the coaJ;'se ca t,ego r, ies 

\ 

initially decided ' upon. 

, I .. .... .. ... . .. .. ... . .. ... .. ... 

Statement ' Significanc~' 

However, there was a need ' for more 'exact determination of change in 

sta ement response, since the previous inve::;tigat'ion into va.1idity had 

i 
sho\~ some drift ~n third year attitudes and this seemed contrary to this 

\ I' 
, picture of general stat~ment stability. The mean response of each attitude , , 

statement was therefore calculated for each of these year samples, and the 
( 

range in difference in means was then found between all the years. The 
f ' , 

fig~re for the third year groups WQS extracted in full in order to obtain a 

true comparison with the original try-out test, whi~h ,~as based on third yea.r 

students; and also in order to have mc!"e certain evidence of the a.ttitudes 

wjth which students Here leaving the college. The significance of this 

range of mean difference v7as then calculated for all the o!"igit~al significant 

statements ,~hich had made up the revised test. It 'vas found that 44 of the 

original 148 signi,ficant stat:ements had signific~ntly altered in their mean 

values, as expresaed by third year students during the four years in which the 

tests were being used, but that this was almost wholly accoun~ed for by 

differences emerging in the First Issue, Third Year, which, as alrp.ady 

noted, had had a significantly ~ifferent attitude to authority to any other 

third year tested. The table of differences (Table 34) below indicates 

how the significant changes in individual statements \V'ere distributed bctv1cen 
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the ' three third year, gl;oupS', a,nd SholxS', clea rly, the ~mb.alance due tQ the one 

~articular year. - _ .. , . 

" , Numb , ~ r of St a tements 
Separate Third Year Samples Compared significantly changing 

their mean value 

Between Try Out Test and 1st Issue 3rd Year 32 

Between 1st Issue 3rd Year and 3rd Issue 3rd Year 8 
, , 

Betv.reen Try Out Test anti 3rd rssue 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, hO\vever, differed 

considerably fr::;m those of the third year, ,,,hen submitted to this analysis. 

Otving to the number of calculations involved, it ,,,as decided, when looking 

at these differences, to accept an arbitrary criterion of a difference of 1/3* 

of a column as being significant. Taking this criterion, the number of the 

original significant statements which significantly changed their value '''hen 

'responded to by first or second year students was 84 out of a t:ocal of 305 

statements. Moreo"er, in allllOst all of the 305 attitude statements there was 

a considerable reduction in the range of difference bet'veen the statement 

n1eans of third year groups of students as comiJared to the range existing among 

all years of students. In only 48 statements ,,,as the range the same for the 

t\<lO groups. Clearly, "'hen examined in detail, there '07as substantial different; . 

in statement opinion between the final year of the course and preceding years. 

* This amount could roughly be said to be ha lf a S.D. over the five response 

columns, and is therefore very likely to be signific:mt ,,,hen considered 

together 'vith an i.nsl?cction of the di, stribut:~on. 
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E'qually c1 ear ly~ there \'las markecl ,agreeIl\cnt between ' th e various thi~d }'C ~,1'S 

tested~ This indicates ' some homogenis ing effect at wotk on atti tlde 

alignments as th~ ~ourse ~rogresses ~ and this fact ' is f urther strengthened 

by the fact that there is a reduction in the range of attitude express d 

as the course progresses . One further ' fact needs to be meationed here . 

This is that out of all the 305 statments, only 16 changed their mean 

response by more than one response column over all the third years tes ' ed, 

among the ori ginal 148 ::;ignificant statements t his numb er was r edlccd to l~ . 

A substan~ially similar attitude clima te therefore existed omons third year 

students despite some change going on 111 speci'fic individual: r espOllS'"S. Tlti: 

seems to substantiate quite effectively th l:! claim that students leav ;> the 

course ,rith a fairly ,"lell ' agreed set of attitudes to the basic featnres of 

the course tested here, and this is t he r esult of a 'bunching ' in attitt:dc 

w~ich take place as the course pr ogresses , and \-7hi il ma~' \le l1 be d:,'e to the 

effect of the general attitude clima te on individual stldents . This thus 

seems to support the vieH previously advanced that some degree of anticipato ) 

socialisation is taking place during the cour se. 

It remained now to analyse ,~h at was the nature of the diff renec in he 

attitude statements ,,,hj ch existed bet\'1een the three years of rhe cours nt 

anyone time . In order to do thi s , the mean values of the original 

significant sta t ements (Thi r d Y~ar) were ~ompar ed wit h those of l ater fir st 

and second year studen ts , and their variations tabulated as f ollovs: -
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Statements ' with A Scale B Sca l e C· Sca1 ~ D Scale same value 
) 

2nd Yr. I 2nd Yr . 
, 

2nd Yr 2nd Yr . 2nd Yr . 2nd Yr . 2nd Yr . 2nd Yr . 
Up ' Dmvn Up Dmm U? Down Up I Down 

A: 44,83,247, 1,.25, 134,.154 28,52, 33,57.,- 18,37, 98,108 2,7, 40,50, I' 
264:285 39,·49, 157,·172 182,255 61) 71, 46,51, 146,159 64,66, 59,8 LI'1 

.. 68,101 174,179 293,303 76,94, 56,60, 186 208 69,79, 122,185 j 
B: 127,"280 162,·191 184,216 152,.177 70,90 , 213,217 89,125 202 , ;:07 I 

.. .. 196, 1232 ,237 209,230 93,113 23/1,25,4 135,155 223 , 238 
c: 32,151, 201 268 , 300 245,267 118,123 168,197 258,265 

169,224 288 126 , BE 243~259 274 s ?83 
141,156 269,273 286,287 

D: 12,31 . 164 , 173 278 289,292 
176,199 297 

E: 110,148, 203,220 
304 244,249 I 

275,279 II 302 
10 12 6 13 27 10 17 19 !I 

j 

E·Sca1e 
I. 

2nd Yr. 2nd Yr . 

Up Down I ',I 

" 

34,72, 87,105 .. 
95,100 120, 161 1 

j 143,153 171,178 
200,251 210,305 ) 

, 
8 8 , 

\ 

, 

! Table 35. Analysis of the change in mean value of the original 3nl Year 

(j ignif ican t statements \-,hen compared to l ater 1st Year studelLt 

responses . 
. 

. 
. 
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A Scale 
Statements with 
Same Value 2nd Yr. 2nd Yr. 

I Up Dmm I 

A: 0 1,25, 39,33, 
, I 49 ,68, 101,154 
B: 127,182,293 . 83,134 157,17!. 

" / 162,172 184,216 
c: 151,224,249. 179,19l 232,268 

196,201 300 
D: 0 2"37,247 

I 264,285 
E~ 204 

16 11 

-
E Scale 

2nd Yr . 2nd Yr. 

Up Dmm 

34,72, 87,95, 
100,110 105,153 
120 , 143 171 , 178 
148,161 210,251 
200,283 
287,292 
305 

13 8 I 

--
B Scale 

2nd Yr. 2nd Yr . 

Up Dm,'1l 

28,52, 33,57, 
177 ;255 61,71, 
280,288 76,94, 
303 152,209 

230,245 
267 

7 11 

.. 
1/4 

C Sca1;:--C· D ~:ale 
2nd Yr . 

Up 

18,37, 
46,51, 
56,60, 
94, lUi 

123,126 
141,146 
156,159 
164,173 
176,186 
203,213 
217,234 
244,279 
-

2'. 

2nd Yr. ~nd Yr . 2nd Yr . 

Down Up Do \VO --
32,70, 50,66, 
90 , 98, 113, l35 

108 ,136 155,168 
169,198

1
197,207 

208,220 223,243 
254,275 258 , 265 
302 274,286 

289,297 
.. ' 

I 
-_ .... 

13 16 

2 
12 
40 
64 
79 
89 

125 
202 
259 
273 

,7 , 
,31 , 
,59 , 
, 69, 
, 8li , 

20 

Table 36. Ana lysis of ' the change in mean value of the original third year 

significant s'tatemcnts ,,'hen compared to later second year student 

responses. 
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LOQk~ng at the at t~tude~ ~n tUJ:'n ~n tbe~e tab.les i-t \,(ould appeal;" tha.~ 

there are dl;tra~ter~stic differences Deb-Teen' the three ' year posit:i;ons, 

Attitude A (to work) chows ' no significant balance of differ -:nce in the 
I 

statements between the first and third year, but there is a' marked upw'ard 

difference in the second year. In attituac B (to authority) both the first 

and second year are markedly more negative in their balance of statements as 

compared to the third year. Attitu~e C (to ' one anothe:-), howev~r~ shm.s them 

both markedly more enthusiastic than the third year. Attitude D ( to children) 

seems also to favour the third year position, though by a much narrC';'7er 

margin than in the case of Attitude B. Attitude E . (pr9gressive/conservative 

outlook) seems to s~ffer a radical twi~t in the ~econd year, but otherwise 

"~here is not much difference between the first and the third year position. 

Thu~ the general pattern seems to be that during the second year of the course 

students seem to be o~iented towards work: (A)~ towards progrp.ssivism (E) 

and to maintcin the first year's extremely pro-social and anti-authority 

. position ,,,hen co;npared 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 un tha~ of a teacher, changing 111 

the middle of the course to a c.:>llege-oriented role and then reverting 1n the 

third year more . strongly towatds that of a teacher. In the individual 

attitudes there is a steady up1"ard shift in the attitude to authority between 

the years of the course, . and evidence of a transitory revision to,,,ards 

radicali sm in general outlook and towards academic work in the middle of . the 

course ~ . The attitudes towards one another (C), and tOvlards children (D), 

however, are those which seem to suffer most ~onstant inspection an~ revision, 
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''lith generally a Jl)oye to\xatdf?, g1;'eate1.' 1;'eal~s.m in hlllnan rela.t~onsh.i,ps ~ i:md a 

fJlightly ~ncreased ' enthus~azm for children ', at the end of the crouse. 

Thus, to ' sum, up, it seems that statement stability and homogenel,ty of 

opinion among third year students ha s been ' proved to exist. , A general 

homogeneity of 'attitude climate and state~ent stability provided it is 

expressed in broad categories, has also be,en shmvn to exist in th,'? coll,ege 

population at large. At the same tifue , the more exactly ~easured qualitative 

attitudinal differences betw~en the three yea~s of , the cours e show's the 

direction of attitudinal movement during the course, and the fact that there 

are different attitudinal 'sets' of a college year population at differen~ 

times in the cour3e~ There is a marked homogeneity of attitude position 

bet~Teen different thi~d year populations, and an homogenising effect in 

attitude movement going on during the course, not only in statement 
I, 

discrimination (as noted i~ Chapter 5) but also in actual atcltude opinion. 

There is thus a movement goiug on, inside a generally accepted attitude climate, 

towards 'a characteristic third year attitude position; and this ' climate ', 

by virtue of its IInanimity of expression among students, could ~o1ell be one 

of the most potent influences in shaping this third year ~osition . 



CHAPTER SEVEN 

CONCLVSIO JS AND IMPLICATIO S 

Attitudes ~n the College 

Attitudes, which, in the opinion of experienced student and tutors 
\ 

are rel~vant to basic features of the course, and to the teaching situation, 

I 
havelJeen found to exist and to be considered relevant aInong all the students 

I I 
t ested on the course . In each attitude scale the distribution in every year 

group tested \.]as a. normal orLe \vith slight positive ske~.] except in the case of 

the Authority scale 'vhere there was 'slight negative skew . The balance of 

each population tested thus inclines tm"ards the favourable end of the 

majority of the scales . Furthe~~ore, when compared to a neutral viewpoint the 

whole population is significantly on the positive side of this point ~n each 

-
year group tested. And finally , when the percentage respon3e to tllp. 

original , unrevis~d statements Has analysed, ther= ,,,as oven,'helmi..ng agreement 1n 

many of the statements ; in fact , this was ,,,hat caused them to be rejected ~n 

,the L'evised test as non-discriminatory . Thus there seems to be constant 

favourability 111 the bal ance of Vie\VFOint , balanr::e of population and balance 

of opinion to the professional viewpoints held by st~ff on these basic features 

of ' the course . Onl y in the area of authority is there evider:ce of the 

existence of some negative attitudes bet\vcen students and staff , and eveIL 

here there is much agrpement shown in their mutual 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 ~ttitude opinion among the college student population 

and staff. This is a complicated question, to ~vhich there ar ~ a number of 

aspects. One very important one, in this context , is that i ;, any given 

\' .population wha t is regarded as a favourable attitudinal position in n 

individual is likely to be above the norm fOl that ,population, bllt the norm 

itself may be higher or lower in that popUlation than in others. Favourability , 
ther~fore cannot be judg~d by reference to norms internal to that popUlation. 

Another ,aspect is that judgements on favourability are likely to be decided 

by the test judges-' own professional standards of what should be regarded 

as f{lv.ourable rather than by any uni.versal criterion; and this is further 

complicated by the fact that the judgement may be made within a particular 

situational frame of reference . This ki~d of difference actually sho~¥ed 

it~elf in staff judgements in this investigation , both in respect of Final 

college scores matching the students ' but not tutors: attib,des to work, 

and in the differences emerging between the Thurstone Chave test result s and 

, the mark scale of the Likert statements . These Loth shm.,red that it is the? 

frame of reference of the judge~ent as well as the judge ' s attitudes that 

determine the actual judgement . Thus ' favourability ' is 3 very relative term. 

All that can be said here is that all the year groups tested were significantly 

above the neutral point in all five of these attitude scales, and 

to that extent were favourable to the objectives embodied in them. Since 

these objectives had been determined according tn the professional judgements 

of r epresentative tutors, then the general attitude positi.on of ztudentH can 

be said to be favourably in agreement with that of the staff towards the 

affective obj ectives of the course tested herc. 
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There i s, moreover, a general attitude climat e to ,V'h ich all students 

seem to subscrib~ , and in ",hich staff also seem to share in at l east hr ec 

of the scales. In the original percentage analys is of stud e~ . t r esponses 

over 150 statements recorded more than 50% of th~ sample in o;!ach year checking 

a single response COlU~l. Consequently, t~2se 'unanimous ' opinion statements 

had to be omitted from consideration in l at.er versions of the test because 

they . didn't dis 'crimina te bet,V'een stu~ent.s, but they did se .:vc to show the size 

of the measure of agreement among students~n at least half of the opinions 

ca lled for in the unrevised test. Staff agreement , .... ith student opinion 'I7aS 

aho considerable . The chief areas of disagreement sho\V'ed themselves in t!-e .. 
two scale3 (A to work, B to authority) most closely related to the actual 

college situation, but even here there would ~ppear to be working nOl~S of 

agreement . This is strikingly demonstrat ed, not only in the agreement of 

final college scores ,V'ith student but not staff at titudes to \'1Ork, but a l s o 

in the apparent over -reaction of staff when dis agreement arises, as in the 

third year, A3's adverse attitude to authority and the consequent decline 1n 

final college scores for that year. There is thus substantial agreement, both 

among students and between students and staff, on professivnal attitudes 

relating to the teaching situation, and a good measure of working agr eement 

between the t wo groups on the ~orms Lo be expected of student attitudes 

relating to the contemporary college situa don. 

Attitude Change 

The evaluation of change in att itude suffers from tl1e same difficulties 

as those concerned with the measurement of favGur ability. There i s clear 

evidence of both positive and negat ive change dur ing the course, but this can 
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only be demonstrated by testing the same people annually . -Horizontal 

comparisons of successive year groups in th2 course are not enough, since 

n6t only does the reference point cllange (i. e . the qualitative attitude 

level of the average student in the samp l e, already noted), but in addition 

the compos ition ,of the sample in relation to the average student chan ges, 

and the qualitative composition of the responses a.lso changes . In the 

circ~:ls tance~ of voluntary attendance necessitated by this research des ign, 

the evidence for attitud~ change therefore suffers from the fact that it 

r es ts on the very co-operat ive part of the student sample (just over one 

third of the yeH group) \"ho attended all the tests. Evidence for positive 
" 

cha~ge, based on this part of the sampl~, is c~u~ quite conclusive, but lleedo to 

be qua lified by compar ing it with analyses derived from the whole sample. 

For this reason the test s ample was analysed in t~vo other ways. One 

~vas to compare the same successive year groups of the course as tho,>e of the 

straight through group, but ,.,hich '-lere not composed ~vholly of the same student " 

in each yea r . The other was to compare wholly diffc'rent first, second and third 

year groups in the course. \-lith the first methotl of analysis the pat tern of 

atti tude movement is one of significant pos itive change for the first t"il0 year::; 

and then s ome con5et~ative regress ion in the third year . The difference bctween 

' this pat tern and tha t of the 'straight through ' group can only be accounted for 

in the greater possession by the straight through group of the personality 

quality of Dominance . Dominant students appear to hold on to progressive 

positions longe r in the course than d'o l ess dominant stude,nts . In the 

Recond method of ana lysis, using comp l ete ly dissociated first, second 

and third ydar groups of students, no positiv n ~ain between the years 1~ 

apparent. However, i f the r esponses arc examined qualitatively by comparing 
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the significance of the difference bet,.;ree'1 actual statements endorsed by 

the different years (i.e. by measuring relative g1:OUp m~an distances b e t~.,een 

ststements endorsed rather than comparison of group scores) ~ome qualitative 
, 

difference between the years emer ges. The third year becomes more positive 

in attitude than other years, but also more temperate in using the ~.,ho1e 

range of repsonse colunms, so that the decline in numerical ocore ' 

compensates for the increase in qualitative endorsement . Thus there is some 

attitude change observable: between the year groups even ,·here they are not 

the same year in successive stages of the course . lnlat is l appening is that 

attit~lde movement is obscured 110t only by individual cGmpensatory student 

changes when group s ar::! compared, but also by similar compensat ory change ~n 

individual statement endorsement when groups of statements are compared. 

The effect of this kind of compensation on the pattern of attitude movement 

is only shown ~1hen the thre-e flifferent levels of sampling (ranging from the 

\<711011y same to wholly different samples) are compared. Thus demonstration 

of at~itude change through the course , is made difficult not only by the 

intervention of personality factors but also by these methodolctiica l fac ~ors 

involved in comparing groups . Nevertheless, allnwing for these factors, 

it would appear that at~itudes are beth quantitatively and quali tatively 

different for different y~ars of the course, and that positive outweighs 

negative change) especially ,.,hen the same sample is considered throughout the 

successive years of its course. HO~lever, it must be r..oted that the bulk of 

this change is confirmatory rather than redirectiona l for the students 

concerned . Thus cllange towards an homogeneous third year position does seem 

to take place, and ,']hile some 'students do become more negative in th0.ir 
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I 
attitude positions the balance of t:he change i.s positive , though cer t ain 

\ 
observance of it is inhibited by the intervention of the factors just 

considered. However, the homogeneity of this third year position, and 

its invariance from y~ar to year, does sugges t that the course has some 
\ . 

shaping influence on the student. 
I 

. \ 
Attitudinal Influences and their Relation to Action 

i 
I I 
I However, it has been clearly shm-m how numerous the influences on 
I I. 

at'tit~de expression and action can be. Attitudes and their relevant behavioU!.< 

ar~ not a simple case of a univariate situation. The frame of reference 
I 

" I . 

in which an ai.:d.tude is cognitive1y perceived by the subject clearly makes 

a difference to attit dina1expression. This is affected by the alignment of 

individual personality, which affects the tenaci ty with which particular 

attitudes are held, by the internal teaching arrangements of the college J ' .Th iell 

may help attitudinal foci to develop, and by the influence of the student ' s 

own perception of his future teaching role, \07hich appears to make a difference 

to the 'set' of his attitudes at different stages of the course. 

The relative importance of individua l influences in this frame of 

reference is outside the scope of this inquiry, but the fact that all those 

examined here have a significant relationship "7ith attitude expression has 

been proved. It has also been shown that one cannot consider an attitud e ' s 

predictivity for action without reference to the effect of its fr rune of 

reference in the actual action s ituation. Furthermore, the interaction of 

these individual influences has been sho~m to have a most important eff ct 

on the attitudes of individuals. It is the pC('.uliar blend of th ese influences 

(including the blend of his personality composition) which seems to det rnl;l ~ 
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the student's particular attitude at anyone time . In view of the f ac t that 

every formative influence examined had a posidve relationship with stude lt 

attitudes, . it would appear that attitudes cannot be. r egaru ed "eparately as 

deterrr.inants of action, but only as part of a "lhole congerie s 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 resu t s . 

In fact, there is a significant relationship at the 1% leve l and a 2% level . . 

of predictivity from the first to the third ye~r= •. Hov7e ver, positive attitudes 

alone cannot stand as a sure guarantee of succe8S. The dichotomy in final 

college scores in the straight through group, . the memb ers of which almos t all 

.h~d positive attitudes, and evidence from the significant differences b t He 11 

high and low groups generaliy in the sample, showed that it is the pus ses'ion 

of a dominant personality as ,,,ell as positive attitudes which makes cour se 

success most certain. This not only applies to success as measured by final · 

results, but also 3S measured by peer acceptance. The preferred personality 

both by staff and students, was repeatedly shown to be one of dominance and 

self-sufficiency in personality together 'vith the possession of positive 

attitudes. 

No other single measure among the variables tested had a significant 

relationship with Final College Scores except the Sociometric A measure, 

which shO'lved the student's mID estimate of his claim to acquaintance ,,,ith 

other students. This suggests that a student's effort to impress himself 

upon l1ispeers does hav~ an advers~ effect on asses s ed performance in a 
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college dependent on cont inuous subjective assessment . However , since t his 

relationsh ip accounts for only a small though significant part of th~ variance 

it h·ould be unwise to place too much dependence on it. 

Finally, it is cl ear that student att~tudes to authority ~n general 

I 
can adversely cffec.t success in the course. The third year which 'vas 

! 
significantl y low&~than other third years in final college r esults was 

l' I 
chiefly different to them in its attitude to authority. However, no 

/ 

significant connection could be established between individual studen~s ' 

I -attitudes to authority and success on the course , so it would appear that it 
I 

is n~L un~il an adverse attitude become fairly geneial 1n a particular 

group tha t it actually has an observable impact on staff re~ctions. This 

may well be due to the previously noted factors concerning atti tude expression, 

and to the fact that no one member of staff is respon s ible for all of a 

particular student's final results, s~ that staff reaction has to be fairly 

general before it , can become measurable. In fact, the only attitude to have 

a significant relationship by itself with final college scores wa s Attitude A 

(to work), but it lacked predictivity compared to the combinat i0D of 

favour ab le attitud~s and pprsonality factors noted earlier . 

Attitudes and Measurement 

There r ema ins the question of how f ar one can use attitude scale s 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 tllis research, 

they have been shoun to be reasonably .1dequate , but for a l ess limited purpose 

they have h.1ve alGa been sho~m to haVe! serious ·short-comings . If the 
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measurement invnlved was considered important by the student then the 

problem of conscious faking \'lOuld assume muc.l~ greater i~portance than it has 

received here. Howeve~, this is a relatively hypothetical problem compared 

to the difficulties of measurement sho\vu to exist in this investigaiton, 
,/ 

where personal stress factors ,,,ere at their minimum. One such difficulty 
\ - -

is that attitude expression has been shm·m to be clearly affected -by 

diffe1rences in the '" perceived frame of reference, so that rr,,~asurement without 
I J 

corisideration 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 ha\'6 been shO\m to be 

dynamic over a long tE:.rm 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 c ystallised 

-
measurement of this nAture ql!ite rapidly gets further and fun:het' away 

from the contemporary situation, and therefore less valid. This effect 

could clearly be seen in the analysis of the long-term discr imination of the -

attitude statement~ ; it was not because the statement means significantly 

changed , nor that the statements became irrelevctnt, it waf: 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 e:nergence of statement irrelevance could be 

envisaged . Clear ly, in a relatively closed conmunity such as thi s , 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 prof essional features such as those measured in this investigation can 

only be comparative Hith r egard to that population, and, even here, 

norms for different samples of the populatiun may differ. The second is that 

attitude evaluation w'ithout taking into account the surro mding si.tuation i.s 

likely to be ot little predictive valtie for other situatiolls, or for distant 

future situations of a similar nature. And finally, attitude scales embody 

comparative judgements, ~.;rhich may be interpreted as value judgements, which, 

in turn, are likely to distort the teaching situation to fit the requiremeT"t s 

of the test instrument. There are then serious lilnitations to the use of 

attitude scales as measurement in this type of situation. 

i 
M~thodo1cgical Considerations 

. There were also three important conclusions arising frOlJl the progranmle 

of research rather than from the initial hypotheses. 

The most impo~tant methodological conclusion related to actual measurement 

and was t\vofold in its direction. One aspect was the fact that measurement 

by comparison of group changes can often lead to misleadir.ti r~sults, owing 

to compensatory movement inside the group masking actual change. This can 

occur, as sho~offi in the investigation, not only with results from groups of 

-
people, but also results from gruups of statements. The other, aspect of 

l this point is that . change - . is relative to the criterion used to measure 

change. Hence \.;re can actually have no apparent change in the climate 'of 

opinion between course years, and yet if we define the criterion of change 

more exactly then sienificantmovelOent becomes discernible. As the analysis 
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of percentage res pons es shows, there ~s suffi cient unanimity of r esponse 

to justify the sugges tion that there is a college climat e of opinion, yet 
, .. 

neverthel ess there is s ignif icant change going on inside it ,a s the course 

progres s es. 

The second methodological concl usion rel ates to fin al college r esults . 

These seem to have some significant I'e l ation ~vi th Attitude to lvork (A) and the 

student's own claim to peer acceptAnce (Soc A) among the variables ' teoted, 

but to relate to no other single measure i n t his tes t schedule . Thic, of 

course, may be accounted for by the fact that the test schedule does :not 

. ' ~ i set Out to measure academic perfol:mance , ~.;rlll.ch, by lnspection, the Final 

College grades ~.;rould appear to do. Yet the tt~tal final grades have a lso been 

shown to be significantly related to composite measures of student personality 

and attitude. It ~'70uld thus appear that the final asses sment in a continuous 

assessment college is 3 very compoun0 measure of a student' s success on the 

co~rse, and this may well help to account for its lack of predictivity in 

teach~ng . Until the obj ectives of a teaching course ere more clear ly formul at ed, 

this ki~d of uncertainty in measurement, arising from the compolmd nature 

of ' the judgements marle , would appear bound to peLsist . 

The final major c6nclusion of this sort arose from the fact that the 

Bernreuter test stood revealed as measuring one bipolar factor of dominance/ 

subluission r a ther than the four ciiserete measur es it originally purported to 

take. This discovery did not hamper the resear ch as much 'as it might have 

done, since dOr:linance has been shmm to be a maj or factor in teacher 

~ffectiveness, and th ercfo~e the t es t results were sti ll relevant to the 

research. Ilm.;ever, it illust r ates the need for valid~tion of the 
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interpret a tion of test results; a need whIch was furthe.r supported by the 

consist l?nt si gnif icant cor r e larion between Dominance (B4D) , Attitude C 

( to one another) and student sociometric status (Soc il), whi . n together 

indicated very cl early ~"hat ' dominance ' in the student actua lly means. Of 

course, not only test results suffer from this difficulty of interpretat ion. 

The way in '''hi ch the final teaching practice grade showed it s elf to he a 

composite measure consisting of judeements on subject competence, authority 

(B) and attitude towards children (D) revealed a similar difficulty in 

normal college results . The growing practice of validating a test rc?ea tedly 

in order to be sure of ,,,hat it is measuring thus seems y.horQughly justifieti.. 

Final Conclusion and Implications 

The original hypothesis of this experiment asked two major questions: 

first, what is the nature of student attitudes in their training and are 

they of importance in ~ourse success; and second, can such attitudes be 

effectively measured . 

un the first hypothesis, it would ~eem that student attitudes throughout 

the college population are di~pcsed to be favourable to those s llpport ed by 

coilege staff, and, among those <)tudents \'lho attended for each test session ' 

in their cour se, to grow more favourable as the course progresses, provided 

that a constant crit erion i s u~ed to measure their comparative shift . 

Among the ~"hol e ye ar group of students. passing through a par.ticular course it 

"1Ou1d seem tha t r egression t o\olards more conservative attitudes is common in 

the Third Year . Internal evidence would suggest tha t there is an element of 

maturation as well as one of cour se influence in this developmen t , . since i t 

doc~n' t appea r to vary "lith t he student 's mvn knmITledge of hi s coer se progres s, 
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and yet it does seem to vary ,,,ith his personality orientation and grm"th . 

At the same time , hm-1ever, it is clear ly 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 H. Taylor's classification of factors in the course as presage , 

process or proGuct variables , it would thus seem that for some dep.u.rtments 

these attitudes appear to be strong process variables , if l~t actually 

product variables. However, these attitudes have also be n shown to be a 

product not only of the individual personality reacting with the situation, but 

also both of these being affected by the individual's perception of his future 

role. In this sense, they \\10uld thus appear to be background process variables 

for the majority of students, resulting in an homogeneous range of expressed 

I 

attitudes among third year students . They thus seem clearly to be an import: <l t 

factor in the course, and their effect on course success (provided the 

personality factor of dominance is also taken into consideration) has like~-1isc 

been shm-m to be of major importance by the results from the 's traight through' 

' groui'-

In respect of the second major hypotheses of the inve~tigation, conccrnine 

attitude measurement, the situation is rather more clear cut. .Attitudes, 

at anyone time, are only one factor Ln a set of interacting influences in 

an ongoing situation, and , whi Ie they can he validly .isolated and measured , 

cannot be effectively evaluated without consideration of the other influences, 

such as personality composition and the organisational .situation around the 

student. Moreover , attitudes which r ef lect significant individual differences 

in a year sample are not themselves sufficiently stable in this type of 
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situa tion to be encapsulated f or periods longer chan about five years . 
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\ Thus the general conclusion to this investigat ion is that the initial 

major hypothesis , that student att itudes are an i mportant factor in the 

course and in course success, has been borne out . However, the second 

hypothesis, that attit~des might be used as an obj ective basis for student 

\ meas ur ement in the course, has shown itself to be much l ess valid 'except on 
I 

a short term basis. 

~ t 
Implications 

A number of major i mp lications emerge from this i~vestigation . One 

deriv~s from the fact that a ttitude change , either negat ive or pos itive, 

take place in so many students. A cl ear implicatiGn here is tInt there ~hould 

be more attention paid by the college to the idea of makin g students ,more 

aware of their own attitudes and more capable of some degr€:e :::f self analysis . 

, A second i mportant implicat iOLl st ems from the fact tha t Authority has been 

shmm to be a most sens i tive area of s tudent/ staff relations . Hore att~nt:ion 

would appear 'to need to be paid to the sphere of "authority relationships in 

practice, and to theoretica l explanation of the concept . The third implicadol1 

is concerned with the fac t that attitudinal foci shm.;ed up in the internal 

organisat ion of the college , ,.;here petrticular depar t ments \l1ere orsanised in 

closed group s , or in accordance \.-rith some strong teaching e thos. If these are 

going to occur in any case , there is no necessary merit in ,them occurring 

entirely by accident. Attent i on thus could \vell be given in internal college 

o rganis a t i on t o the possible, attitudinal effec t of particular adminsitrative 

or t eaching structures . 
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Fi~1al1y, it has been shown t hat at titudes are an important feature in the 

course Hhich relates to student success, but which does., not stand in i solat ion: 

'by it self . Attitudes are affected by the per sonality make up of the student , 

by the organisat ional structure within the college, and by the student ' s 

mro frame of reference with regard to his present and future professional role . 

Furthermore, they are in themse lves dynami c . They t hus emE.rge as ,C;l symptom 
\ 

of the in't eraction, rather than the sale de t erminant of the acti~n , in a 
. \ I 

pa~ ti'cular si tllation. The implicati on here , the efore, i s that their 

use as a mea~uring instrument in a college is probably best confined to that 

of an incidental monitoring device to discover the state of a part icular 
4 

, I 

' situation, rather than a use which might try to make them more directly a 

part of the situation itse l f . Any organised adoption of t he need t o measure 

di r ect ly the af~ective obj ectives of the course by the us e of at tit~d e scalen 

would tend merely to a::ld another element t;o the interaction of the influences 

noted earlier, and itself cause further expressed attitude r e-alignment , \\'hich 

might ~"ell be spurious . This is rendered even more likely when it is r emembered 

that in this inves cigation $tud ents.and staff were clearly willing to subscribe 

. to college based norms in some co] l ege situation,; r a ther than to the ir mro 

comp lete ly persona l attituae pos itions . Hence the outcome of this research 

is to lay emphasis on the impo ~tancc of attitudes as process variables in 

th~ course , r ather than to emphasis e their desirability as product variab l es 

of it. 
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SUHHARY 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. 

2. That att~::~des to the basic features of the course t ested here 
do chang~ during the course among a substantia l number of 
s t udents . 

3 • . That the balance of this change in each year popUlation tested 
is significantlY towards the position pl~ofessionally favoured 
by college tutors . 

..... That each year popula 1:ion as a vlhole in each successive year 
of the course progresses tOi.,rards this ' favourable ' position 
when. horizontally compared \-lith a constant criterion, such as 
chance. 

5. 

6. 

. r 

I 

That these attitudes become more homogeneous in the third year 
of the course, 'and consistent over successive third years. 

That the only variable which was found to :have d repea.ted and 
consistent relationship with : favourable , attit ..... des was the 
Personality quality of Dominance, Possession of this quality 
to a marked degree ensured longer continuance of progressive 
attitudes in the COUl~se and l ess regression to conservatism as 
the actual teaching j0b became closer . 

7. 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 , particularly in the area of attitude towards aut hority, 
and by features of t11e organisational structure r;ithin the 
College, such as the degree of homogeneity of particular 
delJartments. 

Attitude Measurement : 

1. That the use of att itude scales as a crystallised meacurement 
~, , is not advisable in a relatively closed commlli1ity ove~ 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. 

4. 

That horizontal comparison of intact groups is a somewhat 
suspect procedure for producing reliable evidence of attitude 
change . 

That attitudes are relativ~ly dynamic 
related factors in a college course . 
Vlould thc Y'f'. :Onre seem to be a se·rnewh3t 

and part of a set of inter­
Their ulli-variate examinntion 

roccdure . 
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APPENDIX 1 

SUBJECTIVE L..I\.Y OUT OF 'l'1m INITI AL. A'l1 fl'B~UDE SC'\L~~S 207 

A tti tude to ~lork (.p:) 
NffiATIVE - (a) Negative usefulne ss of work. (b) Exam pa~sing concept 

of education. (c) fegative motivation. 

StGt.tements 
-1. Nany becor:le- teachers :'a ordor to en :; oy long holidays . 

20. Many stuients go to' Training College because they couldn't d cide "'hat 
they wanted to do. 

49. 
58. 
7"). 

101. 
116. 
134. 
139. 
167. 
184. 
201. 
218. 
232. 
247 • 

The 1'ralning College course could be made shC't'ter . 
You are bound to pass the course in the end . 
I don't think I \.,ill ever make a good teacher. 
I don't think I will ever get through this course . 
Lectures should be much more compressed to leave the student more free time . 
"He gets away with it, why can't 17" 
We should work to live. 
To get a good assessment you need to be on good t ... rms with yoU!.' tutor. 
The purpose of going to a Grammar School is to ge~ a G.C.E. 
The education course 'tTill not help we to t each my subject. 
Teaching is very much a matter of d~amatic tricks to stimulate intere t . 
It i sn't worth doing ",ork unless it is marked. 
Much of the information gained by reading a selection of books could 

be better gained from dicta.ted notes. 
'257. Modern methods of teaching demand less background knowledge on t!le 

part of the tea.cher. 
264. You don't need to do so mpch reading for a practical subject. 
296. The need to pass exams ruins the Training . College course. 

NEUTRAL - (a) FUlfilling quota (b) 'Trade Unionist' approach to tho WO~k 9 

Statement~ - '-" ~ 
6. Cou ... .'se marks should nJt be a means of discipline. 

25. You should z:ot gv ~agaiz:st ~ha crow~' ~n matters of v:ork. 
44. The attract10n of ~eact~ng 1S tha t 1t 1S a safe job. 
6"). Few students aim ~~ credit or distinction ~arks. 
78. Living should not be mostly a matter of working but of enjoy.inff oneGel ! . 
96. Lectures which are full of information are more useful than tho e 

which a~e full of inspiraticn. 

111. 
129· 
144. 
162. 
17'j. 
196. 
211. 
222. 
242. 

I wo'uld like roo.re work in term and less in holidays .• 
As long a's y.ou 'get by' you are doing all right. 
The teacher ought to be paid for extra activities after school. 
Essays should be of a fixed length. 
Your struldards of work should conform to t hose cf your group. 
It is the tutor's jpb to Get the £tudents past t~c course. 
Playgrollild duties are a waste of time. 
Dinner duties should be done by paid extra helpers . 
Out of school ac t ivities should be the responsibility of the Parent 

Teachers Association. 
300. A stu·j ent's life is generally too easy to encourage him to strive. 
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POSI'l'IVE .-

Statements 

Enthusiasm. (b) Insistence on standards of 
Conscientiousness . ( d) The cubj ect for its 
Understanding of transfer effect of work on 

~. I ha te being poorly graded in a subject. 

208 
proficiency . 
Own sake. 
personality. 

30. I came here to l earn hO\~ to t each and I intend to ",ork to that end . 
39. There is satisfaction in completing a good pieGp. of ",ork. 
69. 'i'his ,,,ork helps us ev~m "'here we d'1n't actual ly use it in teaching. 
03. '\'/ork h<1:rd, play hard ' is the best motto for life. 
91. All work involving opinion requires sincerity. 

106. The· amount of .,ork required by Col l ege is reasonably light. 
124. Hard wor!.c brings its own satisfaction. 
149. We shoul~ live to work. 
157. The distinction behleen play and work should be non-existent . 
174. To improve the status of the quclification Training Colleges should 

have a higher failure rete. 
191. 
206. 
227. 

. 237. 
252. 
268. 
277. 
281. 

The best "fo1'k you do is not a1.ways tha t which comes easiest . 
It isn't possible to t.each a ~ubj ect you don't enjoy. 
In the. 'l'raining College you don't need intelligence so much as 

hard work to get through. 
The most sa tisfying \wrk is tha t which you do on your own • 
Success in the college course depends on more than academic standards . 
All teachers should be actively engaged i~ tho P.T.A. 
The idea of a Parent Teacher's Association is a good idea . 
Good students are ones who are enthusiastically engaged in dome thing 

all the time. 
285. The standarl of College work should progress in each of the 3 years • 

. 295. The Three Year course is a big improvement in the training of t eachers . 

FAKIi:JG STATE1/IEt~TS 
-88. I like to get my work over and then go out for ~njoyrnent - prefer nce 

121. I find tha t I tend to put eff 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 - r.ommitment 
189. Voluntary attendance at lectures should be · obligatory ~ n~ ~ercn~ 
216. Attendance at all lectures i~ essential fG~ passing the ccurse ~ 

acceptance 
~TU~E TO AUTHORITY (B) 

~a~ Authority in General (b) Authority in School Area s: 
-- c Authority in College 

N~CATIVE - (a) . Rebellion (b) Carping attitudes 

college state~~ 
~ Tutors np.cd.to be opp~sedt ~r thei: dema~ds become excessive. 

23. student~ st~ll ne:d f~Im gu~dance.ln thelr personal development . 
52 On teachinG pract~ce the student ~s too often ::ihielded too much fro:n 

• the effects of his failure. 
61. students need fstertnder dti shaciPline . 1 t· 1 
6 The majority 0 s u en b ve a re a ~vc y easy time in College . 

7 • 



School Statements 

, . 
~. .. . 

104. 'rhc class and tC2,cher form two separate groups . 
119. A good HeCld should always support his staif. 

20 9 

13':. A loud voice is a useful short cut to discipline. 
142. The essence of control is a conscious contact between teacher and t~uGhi 
170. A Head should be master in his o~m school. 
187. The :?resent day ti'end is for t eachers to be too easy with their pupiL .. . 

General Sta tements 
204. "1 don't like being told what I can or cannot do. 
225. The ~rammels of authority are a brake on development. 
235. A co~~unity doesn't need rules, only commonsense. 
245. Big communities are bound to have too many rules. 
250. Freedom implies the right to please yourself without interieronce trola 

others. 
261. It is very difficult to be co-operative without being subservient to 

those in authority over you. 
261. Parents are too afraid to exert their authority over their children 

nowadays. 
276. Would you rather assume responsibility yourself than share it with a 

committee? 
, 293. Even ,.,hen it is justified I don t t like bein,g t~ld what to do. 

NEUTRAL (aY Conformity (b) Passivity 
College Statements 

9. Conformity is essential if ' you are going to get on. 
28. In the end authority always wins. 
41. The stUdent/tutor relationship is becoming too permissive nowddays . 

' 66. students need to know tha t their tutor is at hand to help th(;;jl in 
personal problems ~f t~ey should require it. 

School sta t ements 
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 f ailures in class . 
114. Democracy is alright, but the real power must stH]. rest ',-lith the t ea"ho 

General statements 
132. Authority has to be accepted. 
141. We don't have to understand rules to obey them. 
165.' Any ' group is as strong as its weakest member. 
j82. Everybody needs to submit himself to some discipline. 
192. Do you often feel nervous when talking t o someone in authority over you? 

POSITIVE - (a) tCorporat7' understanding (b) Responsibility 
( c) Co-opera han , , 

.' 

Coliege statements 
-14. students are capable en~ugh to run their own affairs entirely in College . 
~3. The poor student is usually the irresponsibJ e one. 
42. students should be treated as respon~ible people. 
11. students n~ed unobtrusive guidance by their tutors in their 

personal). ty developil1ent. 
86. On teac hing prq,ctice the student doesn~t have enough responsibil ity fo , 

his own success or failure. 
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94. , There sh6uld be more initiative and opportunity to· experiment allo 'Iod 
to the student 0n t eaching practice and less help from tutors and 
teachers. 

109. Student s ought to be able to be trusted . 
127. Tutors should be met halfway by students. 

School Statements 
152. Tca cters are on the whole very responsible people. 
160. A teacher should be obeyed because he is in charge of the class . 
177. A school staff should be united. 
194. A st?ff shoulo_ not be just a collection of individuals. 
209. In d~scipline justice has to be seen. as "rell as done . 
214. A hectoring teacher prevents concentration by the pupil . 
230. Teaching , for any age of pupil, depends on the quality of the 

':rapport' bet\~een te~cher a.nd taught. 

General Statements 
' 240. Authority ahrays knO\~s best. 
255. Every individual has a responsibility to the .::ommunity ln which ho livu: 
272. The person in authority must b6 obeyed because he is in tha t position • 
280. The true leader of a group needs no official position to estubli~h 

his prestige . 
284. Licence differs from freedom only in its lack gf responsibility. 
288. You can't have freedom without responsibility. 
290. Do you vrelcorne additional responsibilities? 

FAKING STATTI" ::E'!~TS 
~9. The teacher should trust his pupils completely. Commitment . 

38 • The teacher should trust his PU9ils, but check to 

51. 

make sure whenever he can do so unobtrusively. Prefercn e • . 
T.he teacher should -streC!s that he trusts his pupils, Acceutanc 

but l et them know he checks to make certain that 
they can be trusted. 

ATTITUDE TO 
(a) Selfishness 

01TE ANOTHER ( C) 
~nt~overtedness (c) HardnAss NEGATIVE -

statements 
You can't be sympathetic ~nd ~urvive i~ any community. 3· 

22. 
51~ 
60. 

75. 
10~. 
118. 
136. 
141. 
169. 
186. 
203. 

220. 

Co~~unity life convinces you of the depravity of h~~n na ture. 
I like to stay in when I am at home during the holidays . 
I would rather have one good friend than half a dozen I didn't know 

so well. 
I often find it difficult to say vrhat I really f eel. 
'Thinking ' is better than 'doing '. 
I ha-'le a lot of acquaintances, but no friends. 
The 'world is an unfriendly pl~ce. 
I don't like to make nevr acquaintances. 
Real living lies in success not in personal relation~hips. 
A comfortable staffroom makes for a l azy staff. 
At a party do you shun takine a major part in any amateur drn.matics or 

other party game s~ggested? 
Do you ah:ays f eel tlla t you are eoinG' ,to say something wronG' v/h en 

talking to some celebrity? 
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224. I often fe el lonely even when in the company of other s . 
234. I feel some embarra, ssment when meeting strangers for tile first time . 
244. People say that I am rat~er 'reserved'. 
249. At a social gatherinG I often feel that I am the 'odd one out'. 
260. I seem to have little in cO"!lIllon with the ma jority of people I know. 

NEUTRAL - (a) Willingness to mix (b) Lack of confidence in person~l 
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. 
80. , I don't like people who are always trying to get more than their 

fair share. 
98. 

113. 
131. 

I like meeting n'"", acquaintances, but don't know wha t to say to them. 
I do not like to b~ alone. , 

146. 
164. 
181. 
198. 
213. 

I don't like the idea of going to a party, out I enjoy it ... ,hen 
. I ge). there. 

Man cannot live alone. 
I get bored when I am by myself. 
Man is first and foremost an individualist. 
People generally talk too much and yet say nothing of 
When you really get to know somebody el se they nearly 

to become 'catty' about mutual acquaintances. 

"" .. ; . 

significance . 
:.tlways t~nd 

POSITIVE - (a) Extravertedness (b) Tact (c) Considera tion 
(d) Friendliness 

Statements 
13. Corrmunal life develop~ your understanding of people. 
3~. Communal life develop~ 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 ...,hat other people think about t hings. 

108. A new activity is always more interesting than an oln idea. 
126. I like being busy all t~e time. 
151. I like to hear about otiler people's illte::-ests. 
159. Club activities should be at least as important as academic work 

116'. 
193· 
208. 
229. 
239., 
254. 
271. 
275. 
279. 

in the College life of the student. 
You need to be helpful to others to live fully yo~'self. 
When the truth is likely to hurt it shouldn't be told. 
The majority of people, at bottom are kin~ hearted. 
Sociability is the life of the school. 
Everyone should have experience of living in a comm~ity. 
People are endlessly various and ah,ays interesting. 
Residential colleges are much more educ~tive than Day co11e69s . 
Friendliness is a characteristic of the ma jority of students . 
I would sooner go to a dance or social than a cinema . 
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}"'AKING STATZi'~ 
90. I do not like gi"ing a lecturette in frcJ!lt of my educa tion (Jroup. 

123. 
156. 

190. 

217. 

I would hate to speak in front of a large audience. 
I am not ve1~ keen on speaking my mind even in a 

small discus s~on group. 
On teacDing .. /ill you prefer:-
A small isola ted rural school where social contacts 

will be at a m~nLmum. 
A 19,rge ci t~· school where you "/ill be :lUst another 

cne of the crowd on the staff. 
A school in a medium sized market town where everybody 

on the staff knows every~ody else . 

ATTI'11lJI,~ TO CHILDR;;;N (D) 

Prefel'cnc 
Corr.rni t m .nt 

AcccptE:.....££ 

Accentanc ---------- -
Pr~ ferenr.c 

Comm ' t~""'nt 

. NEG.'\ TIVE -
(a) Behavioural attitude to children in~neral and particular 

raj Dogmatic. (b) Domineerin€,·. (c) Subject first. (d)Closed mind . 

(b) Behavioura l attitude to children in the classroom 
(a) Authoritarian. (b) Anxious. 

statements (a) 
--:-2. (.rhe joy of teaching is in knowing your own subject well. 

21. A chiid shnuld be able to read at six years old. 
50. The teacheT is not also a member of the class. 
59. It is more important to understand your subject than the chil d. 
14. The rebellious child is the son of overbearing parents o 

102. Children don't know ",hat is best for thems~lves. 
117. Children need to -be t~ld what to do. 
135. Teachers' responsibilities end at 4 o'clock. 
140. The child respects a teacher \-/ho uses a bit of force occas ion:> l 1y. 
168. Free expression is overra ted - cb~ldren should l earn not pl ay . 

(A busy class is a learning class?) 
185. 
202. 
219. 
2.99. 
(b) 
22;. 

233· 

24r3~ 

248. 
258 • 

259· 

262. 
265. 

266. 

It isn't necessary to know so much to teach in ~ Junivr School. 
The democratic teacher is a "Teak teacher. 
Children admire a domiheering teachc~ more than an unas suming one . 
If a child is well behaved there is something wrong with it. 

You need to be a lot older than the children you teach before Y0U 
can teach without fear. 

Teaching practice is a worrying time because you might ge t a <:la.s9 
you can't control. 

The chief problem of the new teacher is handling the 4th Year 
children who are poorly behaved. 

The new teacher should aim at being liked oy his class. 
Probably the chief cause of failure on tC'tl.chin.g practice 13 

badly behaved children. 
Children in class are alHays on the lookout to take advantage 

of t!le teacher. 
A clasa is a group on its ovm and fundamentally alien to the t llch 'r . 
It is more important for justice to appear to -' 0 done than t o be 

done in classo 
'I'he teacher should never admit to being wrong '.n front of hi.:; clLJ.s' 
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Children want to be liked by the teacher. 197. 
207. 
212. 

Chlld:::-en seek appr'Jval froJ} those in authol.'i ty over them. 
Teaching Practice needs to be longer so that one can establish 

really good relations '-lith one 's claso. 
228. Children need to talk among themselves about the "/ork in order 

to understand it thoroughly. 
238. The withdrawn child is not a problem for the teacher. 
253. Children need guidance. 
270. Children appreciate law and order. 
283. '1'0 wo:::-k ,,'ell c~ildren need approval. 
286. Resp~~t for the teacher is not taught but inspired. 

FAKING STA TE·1F.NTS 

• I • 'I 

214 

\'Thich of tn~se statements do you agree with most? 
17. Children need spiritual guidance. Preference 
36. Children should have spiri "tual e'.tidance from the 

55. 
Which 

89. 
122. 
155. 

teacher. 
Children spiritually develop by themselves. ' 
of these do you disaaree with must? 
The cane does little damage to ~he pupil. 
Sarcasm does a great deal of harm to the child. 
Detention is ineffectual as a means OL punishm~t. 

ATTITUDE TO LIFE IN GENERAL ( E) 
Areas:-

Commitment 
Acceptance 

~
a) Personal Vie"/s (i) 
b) Persona l Qualities 
c) Q,uali ties of jI';ind 

Cynical (ii) Pragmatic 
~~) Childishness (ii) Immaturity (iii) Apathy 
\~) Dogmatic (ii) Closed (iii) Apathetic 

NEGATIVE -
State~ents ( a ) --

5. --Trying ge-ts you nowhere. 
24. Community life makes you more indifferent to other people's pro~~ems. 
53. Right and .....rong are :::-elative to the situation you are in. 
62. If it works it is alright. 
77. The scientist ought to be today's p:::-iest. 

105. Everything can be explained by scientific principlas. 
120. The means doesn't matter if the end is ~ good one. 
138• A thing can't be called true if you haven't proved it in practice. 
143~ Success is measured by the goods you have. 
171. Life is all a matter of 'power politics·~ . 
188. You have to join the 'rat race' in order to live. 
199. Influence is ",hat usually counts in obtainir:g 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. 

Sta tement~_\.£.l 
226. I like to be able to see thinG'S as either wrong or riGht, not to 

2,6. 
246. 
251. 
263. 

have a lot of discussion and uncertainty about them. 
Discussion is pointlESS, because you never arrive at a conclusion. 
The rebellious child. is the son of ovcrbc:arinb parents o 

Do you always 'know your Own Tuind.' on 'any particular question? 
Having made a decision to you tend to look back on it to see if it 

was right? 



'. 

~05. ·. People are very rarely sincere. 

NEUTRAL - ( a ) 
10. The present is a preparation for the future. 
29. The i mportant thing about living is to live for the present. 
48. Practice is more important than theory. 

215 

' 67. It is only necessary to give t~e opportunity to l earn and peoplA 
will take it. 

(b) -Nil . 
• ." .. .... JI .. ' ..... , I " 

(0) 
82. The uifference bet",een discussion and argument is tha t nobody 

100. 
115. 
133. 

is out to win in discussion. 
Important decisions tend to take a long time to make . 
Life is ",hat you make it. 
Good intelligence is more ~portant than good character. 

POSITIVE 
(a) Personal Views (i) 0ItimistiC (ii) Idealis 'tic 
(b) Personal Qualities (i Balance in listening to argument 

~
ii Honesty (iii) Emotional Stability 
iv Responsibility . 

(c) Qualities of }1ind i) Receptive (ii) ·Open . ( :i:ii) Adventurous initintivi 

Sta tement~_ 
15. Educati0n is the means for providing a better world. 
34. College makes you more sympathetic to other people ' s problems. 

: 43. Life is a pleasure. 
72. College makes you think. 
87. Discontent is an essential ingredient of a per son' s life . 
95. Full personal development can only be achieved by will ing sacrifice . 

110. Adolescence is the time for going out and exploring new experience . 
128. The only way to true personal realisation is through sacrifice 

for others . . 
15~. Lifehas' endless possibilities of self improvement • 

. Teaching is a matter of inspiration not instruct.ion at all. 
175. Life is like a pane of many coloured glass . 

Statement~) . 
148. A sense of humour is essential to success in teachir.g . 
16f. A sense of humour is a saving grace in any student . 
166. The clo'm is a thing of pity in the college community . 
178. Personal development is more important than development as a t eacher . 
18~. The majority of students are still occupied with the problems of 

- adolescence. 

~tatement s (c) 
195. '1'he value of college life is independence from home . 
200. Collc5e should help to make you independent. 
210. Socid y is an enormous complex into ",hich ec:\.ch individual ho.!3 to fit. 
215. There is no such thing as a foreGone conclusion. 
231. Independence for its own sake can be valued too hiGhly. 
241. People are convinced by emotion r ather than by lOl;ic~l arcrument . 
256• Society is ultimately the arbiter of ... ,hat is good . 
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COHPOSITI ON OF THE TfY-OUT SAl1PLE TOG6TllZR 7IITH 'l'P.E m~VISEl) 

School Col lea e FLtal Grade Class Personality 

Group A Age ' 0 ' 'A' r" . . ~ Sub s i d • lliucu • 'i' . P . Family Own l Q Bl1tJ B~~ .041> P2S 
Sc. 

C . ~ • .d . r.l . U .LU 1U A .B A B L1-1 LI'l 3; ~4 eu 92 82 
B .C~ 21. 0 8 8 B B· B A H UN 7 76 58 56 64 
S. F. 21.3 4 2 8 C C C B LN Ul 5 63 84 64 45 
D. J . F. 21.10 6 1 8 B C . , C C 11 11 25 38 76 79 75 . 
J. I:! . LM UN 18 84 67 33 63 I 
S.A.L. 21.8 5 3 11 B B B+ B OW 11~ 33 12 76 92 . 70 
J.A.L. 21.11 8 1 10 B B C C 14 85 51 14 34 
J.L.P. 21.9 10 1 12 B C . C+ B: M 6 69 56 70 60 
R.V.P. 21.5 6 1 8 D C C C UW IJ>1 14 16 94 62 75 
J.H.H. 21.0 5 2 ·9 c B· C III II UW 28 70 79 67 83 
J.N.R. 21.0 7 1 9 c C B B TIM 111 13 84 45 45 67 
E.A.U. 21.0 8 1 10 C. C C C LH 13 71 57 31 50 
J . 'v/ . 21.9 7 1 9 . B C C B) 1M IJ>1 25 42 88 58 94 
J .H.C. 23.0 5 2 9 Bi B I C c · : . }1 .\1 18 62

1

46 52 89 

C.H.D. 7 
1 I 9 c G~Og.j 

D C UM UM 50 44 12 80 38 
!-laths 

-- - ---

Attitudes Sociometric Revised Attitude s 

1~4 ~~ . . ~~2- 1 8 ~i ~- ::.~~ . 1; Jil~i :'i-~bp~~ll? I A 
<.: . 1'~ .13. '-223 
B.C. 218 187 ' 200 260 182 132 266 166 79·' 107179 145 141 ; 68 

, S.F . 208 175 201 268 157 104> ' . 169 136 58 85 1 71 158 165 ~ 57 
D.J.F. 210 170 196 253 150 93 166 105 48 ·· /J6\69 103 \ 1;;7! 49 
J.H . 220 182 196 268 169 103 188 87 38 .: a~ 68 . 156 1541 74 
S.A.L. 208 174 197 250 172 83 86 . 89 80 152 130 . 69 

184 1 203 ! 266 i 183 7;; ' 149 73 I 32 113 \ 92 161 146 1 78 J.A.L. 253 
J.L . P. 216 187 211' ?84 183 76 113 93 I 60 95 80 160 145 i '74 
R.V .P. 210 176 200 25;; 167 76 96 100 I 32 84 72 \ 13;; 127\57 
J.ll.a. . 228 173 190 237 190 83 133 102 58 97 73 129 142 74 
J .!-i .R. 218 180 199 2~5 182 122 224 125 66 102 79 156 147 78 
E.A.O. 238 
J . \0/ . 227 189 187 264 156 104 164 74 · 38 91 84 J 130 154 58 
J . r':~c: 2C8 188 206 263 174 260 167 94 69 141 149 73 
C.l·: . D . 21 9 178 21 4 257 171 · 193 '146 67 74 130 126 69 

- ~ - - - ---- ------ - -- . - . --- ~ ~ . -
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Group B. 

S.E.A. 
L.B. 
H.R.F. 
D.C.R. 
E.L.J. 
S.11 .0. 
V.O.S. 
P.S.H. 

J.G.A. 

G.J.G. 
J.H. 

C.L.J. 
C.M.J.L. 

-

S.N.A. 
L.B. 
N.H.F. 
D.C .H. 
E.L.J. 
S.11 .0. 
V.O.S. 
P .. S.\-I. 
J.G.A. 
G.J.G. 
J.R. 
C.L.J. 
C.J.Iv1.L. 

Age 

22 .0 
21.; . 
22 
21.5 
23 
21 · 
22 
2~ 

22 

24 

21 
21 

A 

211 
219 
223 
212 
221 
216 
237 
22-, 
232 
231 
242 
240 
253 

School -- - - -- - - -- College Final Grade 

' 0 ' 'A r rtJain Su§sid. Educn • T.P. 
c. 

7 7 c c c C 

7 7 C C C C 
5 5 C C C C 
6 6 C C D D 
8 8 C C C B 
9 9 C . B C D 
6 6 D C C C 
5 1 7 D C C C 

Geog. 
. , 

5 2 9 C c C C 
Rist. 

5 5 c C C . c 
6 3 12 C D . C C 

Geog • 
. Eng. 

6 6 B C- B A 
7 2 11 A B B C 

Rist . 

11.1:1:), "tuaes \ lia",) . ::>oclometric 
B c-~'"- =D~' l!: Al ~A .Jj .HI 

165 205 260 168 52 156 94 45 
181 185 243 155 61 105 110 53 
165 191 237 178 15 93 
186 208 248 159 41 III 101 57 
171 225 238 174 203 III 
188 203 244 157 57 163 108 53 
190 220 277 181 121 257 144 68 
186 ' 197 244 179 99 18L~ 116 60 
196 213 258 177 305 167 
191 191 246 172 =-41 134 
186 215 263 170 267 123 
194 224 256 174 215 151 
187 183 238 165 64 108 

- .. 

Class - Persn:ali t~, - -- - - - -

Family Own- IQ BIN B2S B4D F2S 

I~ M 6 42 39 55 33 
1.'1 1M 8 77 20 27 64 

5 71 41 21 18 
- M _ M 6 9 41 82 8 

12 8 40 56 2 
11 22 67 57 2 
1~ 57 80 84 89 
23 28 89 97 96 

32 22 89 79 66 

16 82 18 32 42 
M 1M 39 11 86 84 79 

1M 1M 31 30 25 5 99 
22 36 94 76 91 

-

Helrised Attitudes 
~ .H (;" 1) .l!.i 

I 84 70 155 14C I 31 
91 73 129 122 57 
87 66 105 115 75 
77 75 152 145 87 
90 75 161 141 69 
91 80 144 132 62 

112 77 183 152 . 70 
91 ' ';0 156 127 72 
95 84- 161 135 66 
81 85 147 128 69 . 

103 73 151 148 64 
100 77 169 f,41 76 
124 70 118 138 56 -
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Group C 

S.I'1 . A. 
J.A. 
A.L.C. 
V.D.C. 
R.J.E. 
D.H.B.J 
I .~·l .J. 
A.J .O. 
E.J.P. 
11.J . '.-1 . 

F.XeO. 

P.E.S. 

T.S. 

W.G.T. 

J.H.T. 

S.H.A. 
J.A. 
A.L.C. 
V.D.C. 
R.J.E. 
D.l'i.B .J 
I .B.J • 
A.J.O. 
E.J .P. 
I'1 .J . \</ . 
F.X.O. 
P.E. S. 
T. S. 
W.G.T. 
J.H.T. 

Age 

21.8 
21.6 
21 .0 
21.0 
21.0 
21 .0 
21.0 
27(~) 
21.0 

23.0 

27.0 

27.0 

29.0 

34(1)1) 

A 
222 
199 
228 
227 
230 
235 
241 
222 
207 
229 
191' 
243 
201 
229 . 
213 

School ~ -

'0' I 'A' Nain 

7 1 9 C 
6 6 c· 
5 1 7 n 

v 

5 5 C 
8 1 10 B 
8 8 D 

10 10 C 
C 

4 4 C 
5 2 9 C 

6 6 c 

5 5 B 

5 5 B. 

6 6 c 

C 
-

Attitudes ( R~,\.,) 

B C D 
184 2fb 259 
167 215 237 
177 203 244 
172 209 252 
181 202 255 
173 222 . 263 
102 214 253 
181 190 260 
168 202 234 
186 208 264 
153 198 261 
185 210 2)4 
185 199 255 
197 204 258 
194 ) 210 2*3 

-- ---- --Collc.$e Final Grade' Cla ss !'..?Esona 1 j. ~ 

Sub sid. Educt .• T.P. Family Ovm . IQ BIN B2S B4D F2S 
Sc. 

c C C m/ UW 16 25 69 84 66 
C B C 50 84 71 21 61 

, 
76 44 40 82 C C C 23 

C B C . UW . ~I 38 34 36 60 96 
C , B B UW 1M 42 33 77 45 7'1 . 
C C D 11 51 61 70 55 
C C C 13 66 25 . 54 61 
c B B 15 94 22 23 82 . B . C C N · M 10 . 79 16 41 31 
C B C M 33 90 28 15 37 

Hist . 
c c C 14 58 24 37 29 

Geog~ 

B B C M M 46. 8 97· 99 93 

En~ . i 

B- B A M UVI 33 89 18 27 79 
Eng. , 
c+ C B ~ W W 42 32 75 88 83 

Geog. 
81 ··1 D C C W 

'" 
7 4 81 97 

Soci ometric Revised Attitudes -
E A, A B Bl A B C D E 

187 91 148 106 57 . 93 78 165 142 82 
167 . 150 107 93 '7r: 156 130 65 
181 44 61 75 63 106 73 155 139 78' 
191 III 200 166 81 95 82 154 115 71 
168 107 252 99 42 ' 87 73 132 123 72 
183 41 81 125 59 106 57 176 153 73 
168 121 . 244 134 65' 83 74 157 134 100 
169 9 20 87 43 85 78 126 148 69 
178 19 34 48 30 III ~6 192 135 102 
183 69 106 130 12 91 85 144 142 70 
147 96 230 137 58 · 85 57 145 140 76 
170 58 114 132 . 63 110 74 156 146 74 
178 170 153 89 ' 83 142 132 70 
176 72 152 152 45 108 79 149 ' 147 82 
160 .59 ) 1.50 108 50 87 86 155 134. 70 

I ) 

< ~ .-
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(j) 
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C\I 

, ' 

, 
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Croup D 

I.J . B. 
V.B . 
J.B . 
C. I'i .C. 
J . F.G. 
A.E. K. 
J.R.K . 
E.J . M. 
J . O. 
E.A . R. 
M. S. 
D.B. 
T.A .C. 
M. J . E. 
F. L. 
P.H. 
J.T . 
J . H • \oJ • 

-
Group D 

I . J .B. 
V. B. 
J . B. 
C. H. C. 
J . r' .G. 
A. E.K . 
J . R.K. 
E. J .11. 
J.O . 
E.A.R. 
II-l . S. 
D.B . 
T . A.C. 
H.J .E. 
P .L. 
P . lvl . 
J .T. 
.I·.H . vl ~: 

, 
...... _ .... -

ABe 10' 

21 .9 8 
21 .0 7 
23 .0 7 
22 .0 1 
21 .0 6 
22.0 10 
23 . 5 6 
22 .0 11 
21 .0 6 
21.0 6 
22.0 10 
22 .0 6 
25.0 6 
21 .0 7 
22 .0 6 
22 . 0 6 
22 .0 6 
24 . 0 4 

A B 

224 182 
223 191 
231:: 204 
215 183 
225 209 
224 183 
240 199 
228 202 
222 186 
216 172 
223 176 
222 174 
21 7 176 
211 184 
205 185 
210 188 
215 189 
225 184 

......... 

~;chool Col1cp,c Final Grade Class Per s ona lity 
-

'A' Nain Sub3id . Educn• T.P. Family Own I Q BIH B2S B4D F2S 

3 14 Frch. B; Eng. B BI . B . 1M 47 6 69 75 55 , 

1 9 }'rch. B Eng . C C B · UW IJ1 33 97 3 5 3 
, 

2 11 Frch . C Geog. C C C U\ol 1M 15 77 61 30 82 
1 9 R1{ . C Geog . C C C l1W mol 40 74 38 ~ " ) ... 40 
1 8 Frch . C Geog. C C B M 11 11 6 93 90 54 
3 ~_6 Eng. B Frch. C+ C A ill1 UM 35 86 13 . 56 60 
1 8 FK. B Eng. C B C UW T....M 19 66 56 43 45 
3 11 Frch . C Eng. C B C 1M LI1 24 51 49 76 68 
2 10 Frch. B Eng. C C C UM 1M 6 30 38 72 61 
2 10 Frch . B Eng. B B C IJI! 28 33 96 72 96 
1 12 Frch . C Eng. C C C UW U'N 45 61 28 24 31 
2 10 Geoff . B Scce . B+ C B 36 58 61 10 4 
1 , 8 truths . C Sqce . C D D UW U1 29 56 21 12 21 
- 7 Frch. D Frch . D D D ill1 UM 35 12 57 86 53 
1 , 8 Maths,. C Scce . C+ C B 18 78 27 11 30 
3 12 Geog. B Hist . C C C IJ1 1M 17 23 57 92 63 
1 8 Frch . C Eng. C B C M U\oJ 38 3 89 79 75 
1 6 Frch. D Eng. C D C M 1'1 32 46 71 90 86 

Attitudes (Ra\-,) Sociome tric Jlevised AttituC:e£ _ . - - r 

C D E Al A B 111 A B C D E 
260 , 86 146 \ 72 -165 218 17~- 148 104 82 144 70 

193 266 171 87 189 155 64 94 81 135 2.49 71 
232 245 193 90 151 128 61 104 93 147 140 83 
192 245 172 75 169 141 ·61 89 68 142 128 69 
219 288 181 43 118 III 98 85 169 170 76 
211 256 157 68 147 122 61 .' 90 77 149 135 68 
172 286 186 142 299 230 96 104 91 172 152 79 
227 272 174 97 280 180 84 97 89 165 152 73 
211 271 164 58 128 ~ 3E 60 91 72 153 152 55 
163 276 184 30 68 '10 27 104 56 119 166 68 
206 250 165 51 133 115 48 86 77 171 134 70 
187 247 163 114 260 225 98 96 77 134 131 61 
187 247 168 94 193 126 65 93 64 126 13J 77 
203 247 166 124 373 169 80 87 111 150 114 67 
200 241 166 101 205 151 72 8/~ 70 146 133 68 
1,93 237 158 65 126 150 72 85 74 136 124 61 
209 251 I 170 53 135 107 48 90 80 150 142 70 
212 294 J 182 I 92 248 131 60 92 18 129 163 80 

J ) ---- ~-......-.---",.. - , .... --/' " . "- . ... ____ 1 __ 
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Group E 

.D.N.D. 
J.H. 

M.C . H. 
D.B .J. 
J.I'l .L. 

. B. }~ .L. 

B.S. 
S.H.S. 
J . r·:.B . 
J.C. 
H.J.G. 
H.t'i .L. 
R.A .r·l . 
N.C.H. 
L.T. 
E.J.H. 
T.G.\'; • . 

Group E 

D.H.D. 
J. II . 
1'l . e: . H. 
D.B.J. 

. J . ~I . L . 

. B.E.L. 
B. S. 
S.N.S. 
J.H.B. 
J.e. 
t'~ .J .G. 
H. l~ l .L. 

R.A..H . 
N.C.H. 
L.T. 
E.j.l ... l . 
T . G . ':! . 

Age 

21.0 
42.0 

21 .0 
21.0 
22.0 
41.0 
22.0 
22.0 
29 .0 
41.0 
21.0 
35.0 
21.0 
21.0 
23.0 
22 .0 
21.0 

A 

232 
222 
239 
225 
224 
223 
228 
228 
221 
223 
215 
225 
234 
238 
228 
239 
201 

j 

School -- - - ---

' 0 ' ' A. ' !1ain -
6 I 2 10 Geog. C 

5 miscellS 1'1aths C 
exams 

9 9 Geog. B 
6 2 10 Eng. C 
9 9 Maths B 
7 7 Haths B 
8 2 12 Music B 
7 2 11 r-:usic A 
5 5 Geog . E 
2 5 12 Naths B 
8 3 14 Geog. B 
6 1 8 Eng. C 
5 2 9 Geog. B 
6 3 12 Geog. B 
8 8 Ale A 
8 3 14 Geog. C 
7 7 .Geog. C 

A tti t udes ( Halol) , 

B C D E 

190 206 266 190 
191 221 252 203 
195 168 265 174 
I Jt; 230 261 183 
191 198 248 164 
183 214 263 188 
175 183 242 160 
181 192 2,~1 172 
196 21 1 261 173 
205 221 269 191 
179 190 22 1 118 
197 197 259 161 
188 209 247 175 
196 158 2£7 167 
179 195 241 174· 
183 201" 260 175 
176 204 227 167 

-- - ~ 

ColI - -. -- - v. - - - - -:-1 Grad - - 1 ----- - ..... - - _._- - --p lit 
-r-

F2S j Subside Educn• T.P. Family O"m I Q BIN B2S R4TI -!-1usic C C C 8 95 20 10 36 
A/c B C C M TIM 26 80 41 24 83 

P. E. C C C 37 97 15 62 86 
A/c C C C LM Li1 16 46 54 41 76 
Sc(:e. B.:.. B B LM Li'1 42 29 15 80 11 
Music C B J3 UH 1M 24 16 87 62 86 
Rist. C B B M M 9 92 13 71 16 
Frch . C C C NC XC 48 90 35 65 15 
R.K. D D C HC HC 14 33 27 63 83 J 

Scce. C B- B UW Li'1 31 16 61 82 56 
Nusic C C C LI1 LH 33 62 46 51 40 
Scce. C C e 10 76 53 26 87 
A/c e C e 1'1\-1 13M 24 82 88 35 91 
A/c A C C UVI '1M 28 96 18 5 84 
Geog. e A A 11 40 79 24 75 90 
Eng. e C e UW ill 43 32 90 77 88 
Hist. e B B UW UH 34 81 46 43 87 

-
Sociometric Revised Attitudes 

Al A B Bl A B C D E 

89 112 ~ 78 52 107 81 155 145 46 
5 16 77 40 110 88 160 153 67 

109 240 78 40 102 83 124 146 73 
, 103 173 97 39 103 66 169 156 75 

52 114 78 41 85 ( 80 1 · ~5 142 70 
31 60 74 43 94 78 156 . 146 73 
40 78 90 . 43 96 72 131 121 66 
96 150 125 58 88 82 136 131 66 
86 125 144 82 99 80 152 140 71 
46 116 82 43 107 87 130 144 eo 

183 307 147 72 89 77 136 116 73 
24 52 . 9? 54 108 76 147 140 72 
26 43 81 87 107 72 149 131 73 

135 ~30 159 80 ·98 83 122 146 68 
100 189 207 95 100 78 136 128 71 
124 ) 240 152 71 94 74 .142 153 65 

41 65 175 80 88 66 147 133 72 
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Group F 
P oN 0 

PJ.A. 
PoJ.B. 
K.M.C. 
J.M.F. 
M.E.H. 
A.R.H. 
J.A.L. 
F.P. 
14 .J. R. 
D.M.R. 
J.B.S. 
S.A.A. 
H.S. 
J .A.S. 
P.A.T. 
E.A.T. 
J.M.W. 
B. '!,ol . 
E.W. 
G.D.W. 
J.W. 

Age 
21.0 
21.0 
26.0 
~ 1.0 
22.0 
21.8 
21.0 
22.0 
21.8 
22.0 
22.0 
21.0 
21.0 
21.0 
21.0 
21.0 
22.0 
21.0 
22.0 
39.0 
21.0 
22.0 

ScIiool 

'0' 'A' 
9 1 
6 2 
8 
9 
7 1 
6 1 
7 3 
6 1 
8 
6 2 
6 3 
7 2 
8 3 
9 
8 1 
9 
7 1 
7 2 
5 2 
9 
5 2 ' 
7 1 

Main 
11 Geog. C 
10 A/C C 

8 A/c B-
9 Ale e 
9 Maths .B 
8 Geog. e 

13 Freh. C 
8 A/c C 
8 Frch. A 

10 Freh. C 
12 Frch. D 
11 Freh. e 
14 Freh. e 
9 Eng . C 

10 Maths .B 
9 . Geog. e 

9 Eng. C 
11 Geog. B 

9 Eng. e 
9 Maths.e 

9 Eng. e 
9 Ale B 

College Final Grades Class Personality 

Subside Eduen • ToP. Family Own IQ BIN B2S B4D F2S 
A/C C c C LM 1~ 37 17 27 1 
R/K C C C- M N 13 91 2 14 16 
Rist. B- B- B UW UW 19 57 45 80 70 
Eng. C B C UW UH 31 97 55 .- 81 
See. B- e e uw uw 57 41 34 64 35 
A/c B e e 39 34 34 24 2 

. . Eng. B B B fiT uw 32 93 7 74 '(3 
Maths.C C C. M 15 73 14 52 41 
Eng. B B C LM M 41 97 73 60 55 
Eng. :' B B e LM 39 97 70 9 94 
Sec. C+ e e 8 86 30 27 87 
Eng. e e e M 'M 45 59 25 60 Ii 
E:lg. A B B ID-l fiT 18 12 44 80 22 
Geog. B e e M UW 57 75 49 48 73 
p.IC e e B 30 97 19 1 54 
Ale e e B LM LM 23 20 58 60 5 
.\/e e C e {J.{ Ui., 15 88 11 11~ 95 
Ale A B B LM LM 17 3 79 98 94 . 
Ale B B e 36 45 26 39 21 
See. e e e fiT UW 31 95 22 20 24 

\ 

Ale e . e \ e M M 33 80 67 18 94 
Eng. e e B 27 49 26 56 61 
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Group F -
P.N. 
P.J.A. 
P.J.B. 
K.M.C. 
J. M.F. 
M.E.H. 
A.R.H. 
J.A.L. 
F.P. 
M.J.R. 
D.~.R. 

J.B.S. 
S.A.A. 
H.S. 
J .A.S • . 
P.A.T. 
E.A.T. 
J.M.W. 
B.H. 
E.W. 
G.D.W. 
J .l,~. 

A 

211 
~12 

230 
230 
255 

- 216 
216 
212 
223 
241 

.1 ~17 

209 
222 
206 
221 
210 
214 
225 
208 
215 
219 
218 

Attitudes (Raw ) 

B C D E Al 

177 206 252 178 126 
189 209 242 169 106 
198 200 253 183 80 
190 180 252 187 
192 203 272 191 .90 
175 196 256 168 126 
178 203 253 176 
185 203 23i~ 165 
181 210 232 181 
187 202 284 181 
179 189 251 170 
169 209 264 170 
203 233 274 191 8S 
182 189 2.33 170 95 
177 192 257 169 ~-5 
165 198 230 170 
185 203 267 180 
li70 216 260 169 
181 208 263 170 106 
181 171 254 180 55 
173 217 257 175 125 
188 213 251 173 107 -

Sociometric Revised Attitudes 

A B B, A B c: D E 

224 157 73 ~ 1'5 76 147 137 68 ' 
249 148 65 90 7) 152 136 67 ! 
250 94 42 96 92 141 144 70 
91 69 96 77 131 152 71 

168 129 55 113 89 142 148 82 
223 162 71 80 ' 76 136 138 68 
163 113 93 75 137 133 74 
182 . 124 90 64 149 115 87 

96 129 104 74 157 129 70 
322 133 ~ 104 86 139 162 80 
174 96 90 79 136 141 67 
176 121 85 71 159 145 74 
227 117 53 95 83 177 154 87 
240, 117 48 75 68 131 127 64 

35 11.9 54 91 86 129 142 68 
140 140 ',8 76 145 132 71 
110 109 77 74 l~r 148 72 
252 165 93 62 166 134 74 
271 1171 42 82 7i 142 151 73 
132 81 37 84 ~80 123 143 71 
270 100 41 90 68 153 141 68 
235 145 68 90 76 166 148 85 
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Group G 

C . ~l .A. 
J.B. 
J.B. 
A.L.C. 
M.P.F. 
M.J.G. 
A.G. 
K~E .G. 

S.M.H. 
E.H. 
S.E.H. 
P.J. 
H.A.L. 
E.M.L. 
J.M. 
J.A.M. 
J.P.N. 
C.M.P. 
P.A.S. 
V.R.S. 
S.iL 
M.V. 

Age 

21.8 
24.0 
21.0 
21.0 
21.0 
21.0 
22.0 
21.0 
21.0 
21.0 
21.0 

t ~2.0 
21.0 
21.9 
21.0 
21.0 
21.0 
21.0 
21.0 
21.0 
22.0 
21.0 

S~r.oo1 

'0' 'A' 

6 1 
5 
8 1 
8 3 
6 2 
7 
6 3 
6 2 
8 1 
6 1 
8, 

, 7 1 
5 
8 1 
7 1 
6 
7 

10 
8 2 
6 2 
6 
7 2 

College Final Grade 

1-1ain Subside Edticn---8 Music C Hist. C C 
5 Eng. C A/c C C 

10 Geog. D Hist. C C 
14 R/K A Mus ic B B 
10 c/c C Rist. B C 

7 MUEic C R/K C C 
R/K C · 

, 
12 Geog. C C 
10 R/K C A/c C c 
10 ElK c A/c C e 

8 Geog. C P.E. C B 
8 R/K c · Music C c ' 
9 A/C C R/K C C 
5 R/K C Eng. C e 

10 Maths B Ale B B 
9 Geog. C A/c C c 
6 Geog. D A/C C c 
7 Maths C Ale C c 

10 RIK C Eng. C C 
12 Geog. C Rist. C e· 
10 P.E. B Frch. C C \ 

6 Eng. C P.E. C C 
11 :?E. 13 Eng. C C 

-

Class Personality 

'T.i. Family Own IQ BIN B2S B4D F2S 

B LM LM 11 44 J 41 11 
C 11 5l 66- 64 81 
C 1.-\1 30 98 5 8 70 
C LM LM 27 94 9 15 13 
C UM UM 13 50 49 30 55 
B- UYl LM 22 15 27 79 16 
C+ M UYl 14 61 23 67 50 
B UM 34 88 67 56 98 
e UM 11 24 89 58 77 
B LM LM 23 78 67 34 84 
G+ • UN 29 50 52 25 39 
C ~~M M 15 94 31 20 63 
C+ UW UW 22 40 42 56 34 
B+ LM 26 65 34 56 90 
c UM UM 27 67 55 41 74 
B 13 76 8 38 32 
c LM LM 26 37 65 58 50 
C 27 62 27 70 58 
C 49 61 60 47 86 
A M M 35 87 12 32 54 
D UM I' M 33 95 1 69 30 
C+ M ' ' l~ 80 50 25 70 I 

' - . 

'" 
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Group G 

C.M .A. 
J .B. 
J . B. 
A.L.C. 
M.P.F. 
M.J.G. 
A.G. 
K. E.G. 
S.M.H. 
E. H. 
S.E.H. 
P.J . 
R.A.L. 
E.M.L. 
J.M. 
J.A.M. 
J .P.N. 
C.M.P. 
P.A .S. 
V.R.S. 
s.w. 
M.V. 

A 

212 
239 
192 
218 
222 
233 
218 
199 
230 
223 
211 
219 
226 
217 
217 
214 
219 
212 
219 
224 
218 
211 

.B C 

177 200 
176 202 
181 200 
172 193 
182 193 
180 212 
191 210 
182 198 
170 196 
175 206 
175 191 
188 203 
190 205 
174 210 
181 191 
180 201 
199 220 
187 210 
188 196 
192 191 
194 206 
174 206 

D I E Al A 

247 176 104 
265 172 270 
238 174 . 73 
232 173 140 
248 l71 91 
262 176. 119 
269 184 119 
260 170 · 35 
245 169 108 
260 181 65 
230 169 214 
251 164 I . 65 
265 ·185 92 
263 173 r 106 

. 251 162 106 
250 174 98 
269 171 77 
242 173 80 
248 177 86 
262 169 316 
240 183 84 
275 168 82 

t B B, A B C D E 

104 81 78 149 135 71 
123 101 68 148 141 71 

68 88 80 140 135 82 
91 86 72 134 125 74 

;75 91 · 68 145 135 63 
104 96 60 156 99 87 
109 99 84 145 145 72 

66 80 85 149 144 71 
136 98 76 148 124 76 

87 · 94 69· 151 145 74 
74 87 66 135 130 65 
53 96 83 145 142 62 
79 92 75 126 152 78 

147 89 72 158 153 72 
. 170 98 75 137 135 71 

167 93 76 144 78 72 
103 93 80 16'+ 131 66 
148 139 66 144 136 69 
100 84 80 138 137 66 
142 103. 68 134 131 75 

63 85 90 141 149 77 
. 77 · 89 ··· 63 150 133 72 



lltNDIX 3 Statements signif icant l)" diff<~!'ent iating betHeen High and Low 
.Scoring GrouEs on the Attitud~ Scales 

----~~~~--------------
:" ; t A t . Scale Frequency of Statements , I 

I -
Significant Sir,nifican L Significant 

St atement Difference Statement ,Differ ence Statement Diffe r ence 
No . bctHeen No . bctHeen No . between 

Means Means Means 

1 2.41": 222 . 42 147 . l~2 

6 0 . 00 I 227 .10 152 2 . 69''0': 
1 1 ;G5 232 2.64)': 160 1.12 
16 - . 92 237 2 . 2 lp': 165 1. 35 
20 . 77 242 1.44 17C . 28 
2 5 2 . 79:h': 247 2 . 85;'~;'~ 177 ~ . 56": 
30 ;34 252 - 182 3 . 15"::': 
35 - . 11 257 - 187 -1.07 
39 4 . 34:H : 264 2 . 6lp':~': 194 1. 87 
44 1. 99~': 268 2 . 85)': 204 1.13 
49 4 .12:.':~': 277 . 77 209 2 . 02)': 
54 0 . 00 281 1. 68 I 214 .89 
513 1.09 285 2 . 70)'d: 225 1.04 
63 . 52 294 1.93 230 2 . 16)': 

68 ~ .13~': 295 1. 53 235 . 65 
73 . 61 296 . 98 240 . 56 
78 - . 59 300 3. 46)':~': 245 2 . 671H: 

83 2 . 89:h ': 250 1.39 
88 . 49 ' B' Scale Frequency 255 2.41": 

. ' 
91 -. 36 . of Sta ements 261 . 61 
96 . - . 88 267 - 2.721'0': 

101 2 . 72:'::': 4 .::!4 272 0 . 00 
106 1.91 9 1.06 276 1.58 
I II 1.98 14 1.34 280 2 . 95)'0': 

116 .33 19 1.93 284 1.02 
.121 1.62 23 3.98:':": 288 2 . 87:'0': 

124 1.97 28 2 . 65"::': 290 1. 65 
129 1.93 33 3 . 551'0': 293 2 • 8 3:':;': 

1 34 3 . 27:'0': 38 1.56 303 2 . 45": 

1 39 . 38 42 1.34 

F~4 . 48 4 7 1. 59 ' e ' Scale Frequency 
.65 52 2 . 39:.': ' , of ' Sta ements ' 149 

154 3. 36:':;': 57 2 . 25": 

157 2 .90:'::': 61 2 . 23''; 3 1.50 

•. • ~.P ~ • ~ • 
. 162 2 • 55"::': 66 .. 5 . 74~H: 8 -1 : 02 

167 1.64 71 3.51:'0': 13 1. 69 

1 72 2.49": 76 6 . 40)'0': . 18 3 .00M : 

174 5. 36~t:~.: 81 .14 22 
I 

1. 30 
179 2.57": 86 1.89 27 ,' . 95 

184 3 . 2 4;':~': 94 3.40:':)': 32 L~. 62:'::': 

189 1.18 99 - , 22 3'7 31.15)'0': 

191 2 . 90:'n': 104 1 . 69 , 41 . 59 

. ! 
1 96 2 . 53:': 114 1.84 46 5 . 5lP'o': 
201 

I 3 . 07~'n': 119 . 50 51 L~. 581':,': 

206 1. 52 127 2 • 75 .. ·:~t: 56 4. Lf 5:':;': 

211 . 51 132 1.51 60 2 '. ';j 7-":·': 
216 I ' 2 . 70:'::': 137 . 27 65 -1. 78 
218 0'.00 142 1. 66 70 I 

2.20": I , 

225 
I, - ~ '., 
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Sign i f icant.r ---I Signif icant s ignific.ant ~ 
Statement 

Differ ence St atement D:i.fference I Difference 
betHeen between St.::. t ement 

No. Means No . No . between ' 
Means Means 

----
" 

75 1.95 
' D' Scale - Frequency . 228 • L~3 

80 . 41 
of Sta ement s 233 1.44 

I 
85 - . 26 2 2 . 73~h': 238 3. 55~h': 

90 3 . 83~':~" 7 3. 50:':1': 243 2 . 96,",)': 

93 3 . 06~'n·.: 12 2 . 93~:~t, 248 - . 74 

98 4 . 76~':-:' 17 .14 253 lo65 

103 .. 51 21 . 91 258 2. . 90;'.:;'; 

". 10 8 3 . 0 3~': ~': 26 1. 93 259 3 . 55:'0': 

113 2 . 08:': 31 . 2.44"; 262 1. 79 

118 3 . 53,'d: 36 1.34 265 2 . 24:': 

123 2 ~ 82:':~~ 40 2 . 20:': 266 1.30 

1 26 2 . 34:': 45 1. 86 269 4 . 55:'a': 

131 - 1.09 50 2 . 07:': I 270 . 89 

136 3 . 70:'0': 55 1.12 
273 3 . 80:'0': 

141 4 . 60:'::" 59 2 . 42:': 2 7 L~ 6 . 21:"~': 

146 4 . 01:'0': , 64 2 . 23:" 278 2 • 8 7:':l': 

1 51 3 . 40:'0'· 69 2 . 26:'; ' 282 1.00 

: . 156 3 . 46<'::': 74- - . 81 283 2 . 73:'0': 
I 

1 59 2 .13~" 79 4. 46:'::'{ 286 3 . 82":\': 

164 2 . 08:': 8IT 2.56:': 287 3 . 30:':": 

.. " 
1 69 2 . 85;'(;'': . 89 3 . 50:'::': 289 .S .7P'::'{ 

173 2 . 82:'::': 92 1.06 291 - - . 79 

1 76 2 . 5Cp': 97 -. 48 292 :3 . 26:'0', 

1 81 . 63 102 -. 84 297 3 . 95"::': 
0 

1 86 2 . 93:'::" 107 298 "1.07 1.68 

1 90 1.90 112 1. 97 299 1. 29 

193 . 94 117 1. 82 300 1.21 

198 3 . 99:':* 122 4 . g3~t:;': 

203 4 . 05:'::': 125 2 . 86~':": 'E' Scale - Frequency 
-

208 2.41* 1 30 . 25 
' 0'::'= ' Sta' t ement s . 

213 3 . 00~'::': 1 35 3 . 9 8~':,,~ 
2 . 06:': 

, 
5 

21 7 140 1.64 1.18 

220 2 . 67~'o': 145 . 60 
10 - 1.45 

224 3 . 50;':;': 150 . 55 
15 1.95 

229 1. 92 155 2 . 47": 
24 1. 71 

2 34 3 . 00":;'{ 158 1.13 
29 • 88 

239 1.51 163 .48 
34 2 . 26:" 

24l~ 3 . 3 8 ~'::': 168 2 . 36:': 43 1.62 

. 249 4 . 69l'::': 180 .... . 21 4 8 " I . 75 

254 3. 40~':l': 185 3. 33:'::': 53 . 96 

260 3 . 75:'::': 192 1.09 
62 . • 54 

I, 271 - . 43 197 2 . 45~': 67 -1.17 

275 3 . 2 5~'::': 202 I 3 . 68:'::': 72 2.58 
, . .. 279 2.56'" 207 2 . 69:':;': 77 1.69 

302 3. 27:'::': 212 1. 05 82 1. 57 

219 1. 67 87 2 . 64 

2 23 2 . 93:'::': 95 3 . 80:':": 

l 100 2 . 58:', 
- . ., 



~ ::: " , " I " , • .- :'~ '.:. -.' '.' ,: ""!~ .. :' : 
"~'-~ ~. ;~.!f~ ': ' .- : .. ;. 

, '. 

'~i-;~:>;: 
:', 

. ,",-

' . . .. : .. 
" :.\ ... . 
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Statement 
No. 

105 
110 
120 
128 
133 
138 
143 
~48 

153 
.161 
166 
171 
17S 
17C 

,·183 
188 
195 
199 
200 
215 
210 
215 
221 

'-'226 
231 
241 
246 

. 251 
256 

. '263 
304 
305 

Footnote 

',' . ~.-

Sienificant 
Differ ence 
beth'cen 

Heans 

3. 28;~;" 
3.92;':;" 
2.61": 

_1.31 
.69 

4.69:h': 
'. 3.17*:': 

2.50:': 
2.56:': 

.12 
2.75"::': 

·1.09 . 
2.18:': 
1. 28 
1. 23 
1.44 
1.90 
4. 68:~:': 
1.03 
2.18* 

.62 
1.98 
L57 

.17 
1.77 
1.14 
2.62:': 

.72 
-.79 
2. 59)':t!: 
2.82;'h': 

Statement 
No. 

• r.' 

.' c. .. :'" 

.. ... ~ '"=-

-~-

* = 5% ~ig~ificance 

. 
. ..... . . . : .. . . " 

Significal~ JL 

Diffcl'ence 
bct\lcen 

Neans 

.',' ,. , ' '. 
• '.,. J :-',: 

.,' \ 

Statement 
·No. 

... : 

',- . ~ 

;'::" = ~% si~hifi~a!lce. 

.- .~ .----

I' , (' 

Sienificant 
Dif f er ence 

bctHeen 
Heans 

· ,,' ~ . 

, ... ; -
'., .. 

· · 
.. ,. i ' ".' .~ •••• 

, 

-
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DATA ' FOR THE VALIDATION OF nlE ATTITUDE SCALES ' A~AINST 
FOUR INDEPENDEI T CRITERIA 

.. 

Criterion .A. Correlation of Final College Score .. ,ith Attitude Scale 

228 

The standardised marks of the r evis ed attitude test (Appendix 2) 
were us ed for this criterion. 

Criterion B. Correlation of Final Grades with Tutor Ratings .... 

Ratings Final Grade Ratings 
Final Grade student Avge • Modal Total Student Ave.e • ~1odal Total Score Score 

A 1 42 42 46 C 1 26 26 28 
39 40 43 2 20 - 31 2 -

3 24 25 31 3 20 28 ' 
4 34 30 31 4 .30 : 31 

· 5 35 41 5 45 3" -~ 

6 36 34 .6 12 2~ 

7 31 35 35 7 38 34 
8 16 15 25 8 18 31 
9 22 . 23 34 9 30 31 

20 34 10 25 20 28 10 
11 20 28 11 37 45 37 
12 30 -34 12 36 38 42 
13 40 34 13 34 35 32 
14 19 : 25 14 23 23 23 

'. . ~ 

B 1 18 28 D 1 32 35 40 
2 22 22 28 2 35 35 34 

· 3 22 28 3 25 25 28 
4 17 22 4 25 25 28 

28 28 31 
. 

t; 5 29 30 31 .-
40 28 6 42 44 6 38 

7 20 25 7 33 33 34 
8 31 34 28 8 ~7 31 
9 31 28 9 35 31 

10 29 10 25 25 37 
11 22 24 25 11 25 25 28 
12 40 43 39 12 45 45 38 
.13 44 44 40 13 1.7 11 21 

14 11 18 16 
15 25 22 32 . 16 34 35 31 
11 . 26 2(6 31 . 
18 ;1.3 11 22 
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--
Ratings Ratings 

Student Avgc .. - Modal J'i,nal Grade Student Ayge . Modal Final Grade 
Score Total I Score Total i 

E 1 30 22 28 G 1 25 21 31 
2 18 31 2 32 26 28 
3 22 22 31 I 3 23 25 25 
4 20 I ~ 

28 4 32 40 
40 "' 39 5 25 24 31 5 

6 45 
I: 

37 6 30 25 30 
7 34 37 7 36 35 29 
8 31 I I 34 8 28 31 
9 10 16 16 9 20 " 'j 23 . " 

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 
14 31 37 14 40 40 41 
15 42 44 46 15 · 22 20 28 
16 33 '30 28 16 27 25 38 
17 33 34 34 17 25 28 

18 3Q 30 28 
F 1 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 
7 33 37 . 
8 25 - ~ 28 
9 I 45 45 40 I' 

I! 10 37 42 34 
2? 22 26 " 

il , 

12 25 24 28 
13 40 40 40 
14 25 34 
15 26 28 31 
16 30 30 28 

33 33 43 . 

It 
17 
15 30 34 
19 I 30 30 28 
20 25 28 I' 

21 27 27 34 
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Criterion C~ ' Validation;- ThurstoneChaye with ' Likert Attitude Tes t 

on ' ~ry-Out Sample ' 

'T."c.si;d. 
Name A ' B C D E Scores ' 'A B C D E 

Ul'Otal 
--

S.A. 72 61 56 63 65 317 51 5!. 71 55 68 
'C.B'. 65 6h 65 58 50 304 57 69 61 70 43 
B.-C. 56 41 37 53 58 245 72 56 50 50 45 
P.K. 69 87 56 29 42 283 72 54 51 48 45 
E.L. 48 44 ' 52 78 43 265 45 43 63 67 52 
H.-P. 39 31 52 47 45 214 38 43 37 30 27 
v.s. 63 69 43 43 45 263 66 35 31 38 51 
s.s. 41 ';7 74 64 63 299 54 63 ' 84 61 77 
B.S. 54 50 50 37 18 209 56 43 35 25 42 
J.P. 78 42 76 ' 64 48 308 54 51 65 57 55 
C'-J'. 50 42 69 37 43 241 61 52 16 52 58 
E.P. 43 59 52 49 70 273 78 , 87 99 45 100 
C.L. 72 30 13 20 50 185 97 39 20 ' 48 25 
C.w. 72 35 44 41 38 230 47 57 33 55 67 
S.L. 39 37 41 41 65 223 45 57 56 35 47 
'S.\.(". 44 63 52 47 62 268 40 51 46 62 60 
B.L. 50 43 69 67 68 297 53 54 61 51 53 
'E.U. 46 44 54 63 78 285 69 56 65 35 50 
P.M. 65 28 20 31 22 166 40 46 39 28 33 
'C.D. 28 45 61 51 38 223 13 46 33 30 47 
D.M. 4.1 38 39 49 28 195 28 48 56 57 77 
M.F'. 35 40 48 35 48 206 43 31 1 18 57 
L.B. 59 57 18 19 35 188 49 44 44 25 27 
J. rl. 50 72 69 53 57 301 50 54 33 80 65 
S.A. 48 34 56 66 48 252 I 38 39 59 50 1 
P.S. 80 12 63 61 65 341 76 46 61 57\ .:;'" /, 

E.W. 63 37 39 61 82 282 53 '16 46 67 I!O 

M.W. 56 63 44 66 35 264 49 67 48 52 I 48 
J.B. 46 35 51 34 60 232 44 57 44 ~~ I 68 

I J.L. 70 68 43 50 38 269 40 57 50 48 

M = 50 SD = 15 

, 230 

Likprt 
Sta. 
Scores 
Total 

299 
300 
2~(3 

280 
210 
175 
233 
345 
201 
288 
299 , 
309 
229 
259 I 
240 
265 
278 
275 
186 
169 
266 
156 
189 
282 
187 
295 
252 
264 
258 
247 



1: 

I 

I 

Criterion C~ ' 

Key: . Ste. No. 

Ste. 
No. 

11 
20 
.25 
30 
39 
54 
58 
63 
68 
73 
83 
91 
96 

106 
III 
121 
129 
134 
162 
167 
174 
196 
206 
2k6 
218 
227 
242 
247 
257 
277 
281 
295 

MV 
TCV 

A Scale 

MV TCV 

1 7.3 
1 5.2 
5 3.3 
1 8.5 
1 10.2 
5 6.0 
5 1.5 
1 4.9 
1 9.4 
5 7.8 
1 6.5 
1 9.1 
1 4.5 
1 5.7 
1 5.6 
5 3.8 
5 1.2 
5 1.7 
5 2.9 
5 2.7 
1 7.2 
5 2.1 
1 4.1 
5 6.1 
5 I") ~ ..... / 

1 6.1 
5 3.5 
5 2.6 
5 2.4 
1 8.0 
1 8.8 
1 9.0 

I 
I 

• 
Thurstone Scale Y~lue~ . of Cho~en Statements 

; . • ( • • , ( ( . .. . " . ... ' c , 

== Statement No. 
== Mark Values 
== Tnur8tone Chave Value 

B Scale C Scale 
Ste. 

MV TCV Ste. 
MV TCV No. No. 

4 I 5 1.5 3 5 1.5 
71 1 8.6 13 1 8.4 
76 1 5.6 29 !> ~.8 
81 . 5 6.4 XO 1 9.4 
94 1 4.1 75 5 5.6 
99 5 5.4 85 1 . 8.0 

114 1 7.7 93 1 8.9 
152 1 7.0 103 5 4.2 
165 1 5.8 108 1 5.8 
166 1 5.2 113 1 7.0 
170 5 8.8 123 5 5.1 
182 1 9.8 126 1 4.6 
204 5 1.4 131 1 6.1 
209 1 8.3 136 5 0.9 
225 5 3.1 I 141 · 5 1.8 
245 1 3.2 146 1 8.8 
250 5 2.0 164 5 6.4 
255 1 9.7 169 5 1.3 
261 5 2.5 176 1 8.6 
280 1 8.0 18] 5 4.8 
293 5 1.6 193 1 6.6 

198 5 3.6 , 203 5 4.4 
217 1 7.7 
220 5 5.4 
229 1 7.6 
234 5 4.0 
249 5 3.0 
?54 1 10.2 
260 5 2.2 
275 1 8.2 
302 5 3.1 

D Scale 
Ste. 
No. MV . TCV 

I 7 1 8.4 
12 1 9.8 
18 1 6.4 
26 5 7.2 
40 1 6.8 I 
45 1 7.0 
64 l ' 7.7 
74 5 5.2 
89 5 3.6 
92 1 7.4 
107 1 8.7 
125 l 0.2 
135 5 0.8 
150 1 7.8 
168 5 3.0 
192 1 8.9 
197 1 8.0 
219 5 3.0 
223 5 3.1 
238 5 1.8 
253 1 9.7 
258 5 1.7 
259 5 2.4 
262 5 1.3 
266 5 1.1 
273 5 0.5 
274 5 2.1 

I 283 I 1 9.4 I 
289 5 2.0 
301 5 4.8 

. 231 

E Scale 
Ste. 
No. MV TCV 

5 5 2.0 
10 5 · 8.5 
43 1 8.6 
48 5 5.6 
77 5 3.0 
95 1 I 8.0 

100 1 6.2 
105 5 4. 2 
120 5 2 .4 
143 5 1.8 
148 1 9 ~ .-
153 1 9.7 
161 1 8.4 
171 5 3.1 
175 1 6.6 
178 1 7.8 
188 5 2 .6 
195 1 6.3 
200 1 8.1 
2U5 5 4.3 
215 1 7.3 
221 5 2.3 
224 5 3.5 
226 5 3.6 
246 5 4.8 
263 5 5.8 
304 5 3.8 
305 5 1.7 

I 
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Cri terion ' D;. , ' M.'T'.A.'.L ' Validation Results for Try-Out ' Tes t ' 

Name M. TO. AO. 'r'. Standard Total Score 
(Attitudes ) 

A. 42 299 
A. 4 273 
B. 59 320 
B. 38 300 
'B. 18 189 I 

. D. . 24 276 
D. 30 269 
F. 17 159 
L. 20 240 
o. 25 199 
\>T. 26 264 
C. 19 249 
G. 22 -. 233 
H. 28 264 
o. 23 1° I 213 . 
.I? 15 203 
s. 32 240 
w. 22 259 
w. 11 282 
w. '26 219 
s. 25 276 
T. 27 . 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 gro~ps on test) . 

HM = High Group Mean 
LM = Low Group Mean 
S = Significance 

State t. Try-Out 
No. 

HM-LM S 

1 .6 2.41* 
2 I- .7 2.73* 
3 .3 1.51 
4 .1 .33 
5 .2 I 1.17 
6 0.0 0.0 
7 • 7 3.50* 
8 .3 1.02 
9 I' .4 1.85 

10 I: .2 1.45 
11 Ii .1 .65 
12 . • 3 2.93* 
13 .3 1. 69 
14 .3 I 1.34 
15 . .3 1.9 
16 .2 .92 
17 .02 .137 
18 .5 3.00* 
19 .4 1. 93 
20 .2 .76 
21 .2 .91 
22 .3 1.29 
23 .9 3.98* 
24 .3 1.71 
25 .4 2.78* 
26 .4 1.92* 
27 .2 .94 
28 • 7 2.65 
29 .3 .88 
30 .1 .34 
31 .4 2. 44* 
32 • 7 4.61* 
33 I ' .8 3.55* 
34 .4 2.26* 

-

+ = Those statements which have significantly 
changed their value over the 3 year s tested. 

* = Original significant statements 

t. 3rd Issue State Try-Out 3rrl Issue 
1rd Year 

S-
. No. ~r.cl y, ·,qr 

HM-LM S HH-LH S 

.4 1.11+ 35 .05 .11 .3 Nil 

.3 1.0+ 36 .4 1.34 0.0 Nil 

.1 37 .7 3.15* .5 2.09*+ 

.4 38 .4 h56 .4 Nil 
~2 39 .57 4.34* .3 2.00* 
.4 40 .3 2.19* .4 1. 76+ 
.2 1.0* 41 .1 .58 .1 Nil 
.1 42 .3 1. 34 .3 Nil 

0.0 43 .3 1. 62 .7 3.23* 
.5 2.68* 44 .45 1. 99* .5 2.00*+ 
.3 45 .3 1. 85 .4 Nil 
.4 - 2.35* 46 l~O 5.54* .4 1. 61+ 
.2 1.0 47 .1 .59 .6 2.61* 
.1 Nil 48 .2 .75 .2 Nil 
.5 2.77* 49 1.05 4.12* .4 1.14 
.2 Nil 50 .4 2.07* .8 2.11* 
.1 Nil 51 .9 4.57* .3 1.20+ 
.4 2.86* 52 .5 2.39* 0.0 Nil+ 
.5 2.08 53 .2 .95 .3 Nil 

, 
.1 Nil 54 0.0 0.0 .3 Nil 
.2 Nil 55 .3 1.12 0.0 Nil 
.2 Nil 56 1.0 1 •• 45* .7 2 .63* 
.3 1.07 57 .6 2.25* .63 2.52* 
.2 Nil 58 .33 1.09 0.0 Nil 
.5 2.01* 59 .j 2.41* .3 2.00* 
.4 Nil 60 .5 2.57* .4 1. 82 

0.0 Nil 61 .4 2.23* .3 2.00* 
.2 . 80 62 . .2 .53 .4 Nil 
.3 ' Nil 63 .1 .515 .2 Nil 
.3 Nil 64 .4 2.23* .5 2.63*+ 
.5 2. 94* 65 .5 1. 78 .2 Nil 
.6 2.50* 66 1.2 5.71.* .6 2.00'': 
.7 2.69* 67 . • 2 1.17 .3 1. 30 
.6 2.61* 68 .4 2.l3* .5 2.77* 
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Try Out 3rd Issue ,Try Out , 3rd Issue 
t 

3r d Year 3rd Year I 
t. Stat et • t State 

No. HM-LM S HM-LM S No. 
HM-LM S HM-LH S 

69 .4 2.26* I .3 1. 23 117 .4 1.8~ .1 Nil I 

70 .3 2.19* .5 2.39* 118 .7 3. 53* , . 1 Nil 
' 71 .8 3.51* .4 1.35+ 119 . 1 .49 . 5 

72 .5 2. 76* .5 2.15* 120 . 5 2.61* . 5 2.97 ~( 

73 .1 .614 .3 Nil 121 .4 1.62 . 3 ' 
74 .2 .813 .3 Nil 122 1.0 4.93* . 6 2. 25* 
75 .4 1. 95 .6 1. 69 123 .7 2.82* . 1 0. 0+ 
76 1.3 6. 40* .4 1.18+ 124 .4. 1. 96 .1 Nil 
77 .3 1. 68 .1 Nil 125 '.6 2.85* . 6 2 . 86* 
78 .15 .587 .6 126 .6 2.34* . 6 2. 00 ·"' 

I 79 .8 4. 46* .3 1.16 . 127 .4 2.74* .7 3 . 38~~ 
80 .1 .. 41 .1 128 .4 1. 78 1. 3 5 . 91* 
81 . 1 .141 . 3 129 : 4 1. 93 .1 Nil 
82 .4 1. 57 .6 2.59* 130 .05 . 249 .5 
83 .6 2.894* .7 2.21*+ 131 .3 1.09 . 2 
84 .6 2.56* .6 2.17* 132 .3 1.51 .1 
85 .1 .25 .1 Nil . 133 .1 1. 31 .1 

~ 

86 .4 1089 .3 Nil 134 .6 3.27* . 5 3 .2 9 :~+ 

87 .5 2.64* , .3 1.15+ 13_5 .5 3. 98* .4 2. 72 ~; 

88 .1 .491 .4 Nil 136 ~ 9· 3.70* . 4 3 . -; !.* 
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 .1 .37 .2 Nil 
92 I! 

.1 1.06 .1 140 .3 1. 64 .2 Nil 
93 .3 3.05* .4- 3.74* 141 .7 4.59* .3 1. 87 
94 .7 3.39* .3 .98 142 .2 1. 66 C.O 
95 .8 3. 80* .4 1.54 143 1.0 4.69* . 8 3 . 15*+ 
96 .2 .882- . 4 144 .4 1.48 .8 
97 .1 .481 .3 145 .1 .60 .2 
98 .9 4.76* .1 

I 
'.01 146 .5 4.01* . 7 2. 340'" 

99 .05 .22 .2 147 .1 .42 .4 
100 • 6 2 . .)8* .7 2.8*+ 148 .5 3.16* .4 3. 28r(+ 

I 101 .5 2.72* .4 2.16*+ 149 .1 .65 .7 
102 .1 .835 .3 150 . .1 .55 .3 
103 .1 .51 .2 151 .3 3 •. 39* . 2 1. 39 

, 104 .3 1. 69 .8 4.82* 152 .4 2.69* .3 1 . 50+ 
105 .6 3.28* .1 .03 153 .3 2.50* .1 . 76 
106 .5 1.91 .5 154 .6 3.36* .6 2. 86* 
107 .3 1. 67 .5 155 .5 2.47* I .4 1. 67 
108 .8 3.03* .3 1.14+ 156 .7 3.46* . 3 1. 22 
109 .3 157 I .6 2.89* .7 2. 51* 
110 .6 3. 92* .3 1. 58 158 .2 1.12 . 4 
III .4 1. 98 0.0 159 .5 2. 13* . 2 .69 
112 .3 1. 96 1.0 4. 26* 160 .3 1.12 . 3 
113 .5 2.07* 0.0 ' 0.0 161 .4 2.56* .4 1 . 71. 

, 114 .4 1. 84 .1 Nil 162 .5 2.55* . 5 . 185 
115 • I. 2.00* 163 ~l . 479 0.0 
116 . 1 .332 0 .0 I 164 .4 2.08* . 4 I 1. 67+ I 

:....:.-l -
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Try Out 3i'd Issue 
State t . Try Out 3rd Issue t. 3rd Year 3rd Yea r State 

No. S HM-LM S No. 
RM-LM S HM-LM RN-LM S -

165 " .2 1. 35 .3 210 .4 2.18* .3 .88 
166 .02 .12 .2 211 .1 .51 .1 
167 .4 1. 64 .1 212 .2 1.05 .6 
168 .4 2.36* .8 4.32* 213 .6 3.00* .1 Nil 
169 .5 2.84* .8 4.23* 214 .1 .88 .3 
170 .1 .27 0.0 215 .1 .62 .4 
171 .4 2.75* .7 3.11* 216 .4 2.69* .2 ~il 
172 .4 2.49* .4 2.00* 217 .4 2.06* .4 1.57 
173 .5 2.82* .6 4.00* 218 0.0 0.00 .2 
174 ' .5 2.82* • 6 . 4.00* . 219 .3 1. 67 .1 
174 • 2 5.36* .2 .35+ l20 .6 2.66* .3 . 1.36+ 
175 .2 1.09 .5 221 .3 1. 97 .5 
176 .4 2.54* .7 4.4* 222 .1 .424 .1 
177 .3 2.55* .3 1. 58 223 .6 2.93* .3 1. 59 
178 .4 2.12* .4 2.00*+ 224 .8 3.50* .2 . • 77 
179 .4 2.57 .3 1.20 225 .2 ~ 1.04 .1 
laO .05 .21 ' .2 226 .4 1. 57 .:l 
181 .1 .62 0.0 227 .025 .101 0.0 
182 .4 J.15* .4 1.11 228 .1 .43 .4 
183 .2 1. 27 .2 229 .3 1.92 .4 
184 .8 3.24* .1 Nil+ 230 .3 2.16* ~ 2.69* 'J 

185 .5 3.3* .4 2.41* 231 .1 .166 O.C 
186 .4 2.93* .4 2.01* 232 .7· 2.64* .4 1. 39 
187 I . • 3 1.07 0.0 Nll 233 .3 1.44 0.0 
188 .3 1. 23 .2 Nil 234 .6 3.00* .2 ' .95 
189 .2 1.18 .3 Nil 235 .1 .65 .4 
190 .3 1. 90 0.0 Nil 236 .4 II 191 .4 2.89* .1 .52 237 .5 2.24* .4 1. 29+ 

.2 1.09 .4 238 .4 3.54* .4 2~41 ';; + 
I 192 

193 .2 .94 .1 239 , .2 1.51 .4 
194 .3 1. 87 .2 .58 240 .1 .50 .1 II 195 .3 1.44 .1 241 .4 1. 715 .2 
196 .5 2.53* .2 Nil 

. 
242 .3 1.44 0.0 , 

197 .3 2.44* .6 3.77* 243 0.0 Nil I , 

198 I .8 3.99* .6 2.09* 244 .7 3.37* .1 Nil+ 
199 .4 1. 89 .4 245 .6 2.67* .4 1.61 
200 .5 4.68* .3 1.25 246 .2 1.14 0.0 , 
201 .6 3.07* .6 2.00* 247 .5 2.85* .9 5.00* I 

I I 202 .5 3.68* .8 4.47* 248 .2 .74 .2 
203 1.0 4.05* .1 Nil 249 .8 4.68* .4 1. 76 

l 204 .2 1.13 250 ·3 1. 39 .1 
205 • 3 1.03 .6 251 .5 2.61* .2 1.18 

" 206 .4 1. 52 0.0 252 .'3 
207 .4 2.69* .3 3.00* 253 .3 1.65 .3 
208 .4 2.41* .9 3.75* 254 .5 3.39* .5 2.27* 

I 
209 .3 2.02* 0.0 Nil 255 .4 2.41* .4 3.64* I . -
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r Try Out ! 3rd Issue 
S t. Try Out 3rd Is sue t. 3rd Year St<tte tate 3rd Year 

No: HM-LM S lIM-LM S No. 
lIM-LM S HM-LM S 

256 .1 .72 .2 301 .3 1. 21 .2 
257 • 3 302 .6 3.27* • 1 Ni1+ 
258 .8 3.89* • 7 2.50* 303 .4 2.45* . 1 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 

I . 

262 .3 1. 79 .5 
263 .1 • 78 · 0.0 
264 .5 2.64* .6 3.00*+ 
265 .4 2.24* 0.0 Nil 
266 .2 1. 30 • 6 . 
267 .5 2.72* • 1 Nil I· 

268 .5 2.85* .4 1.54+ 
269 .9 4.55* .1 Nil I· 

270 .1 .89 .1 
271 .1 .89 .3 

0.0 0.0' • 1 . 272 ~ 

273 .7 3~79* . • 5 2.31* 
274 .6 6.21* .5 3.12*+ 
275 .5 3.25* .2 .8 
276 .3 1.58 .4 
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 .4 1. 68 .5 2.05* 
282 .2 .99 0.0 
283 .3 3.73* .4 2.66* 
284 .2 1.02 .1 
285 .3 2.69* .3 I 2.92* 
286 .4 3. R2* .4 3.07* 
287 .8 3.28* .3 :L.86 
288 .5 .87* • 7 3.36* 
289 .9 5.71* .5 2.84* 

. 
290 .3 1. 65 .4 
291 .2 .78 .1 Nil 
292 .4 3.25* .3 2.12* 
293 .6 2.83* .5 2. 17* 
294 .3 1. 93 .4 I 
295 .4 1. 53 . 2 
'296 .3 .97 0.0 Nil 
297 .4 3.95* .3 2.46* 
298 .2 1.07 0.0 
299 .2 1. 29 .1 
300 .2 3.45* .1 Ni1+ 



SECTI ON B 

, .;. -:.- ' .. -. '" I , , ' . 

, . Compari s on of differ ence s between years of means of all 
statement s - Try Out 'l'est with 1 s t I ssue 1 s t, 2nd and 
3rd Year and 3rd Year 3rd I ssue • . . . . . . . . . . . . . . . . . . . . 

Column A - sta t ement Number Colunm B - Try Out Test 
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II C - 1st Yea r 1s t I ssue " D - 2nd Year 1st Issue 
II E - 3rd Year 1 s t I ssue II F - 3rd Year 3rd I ssue 
1\ G - Range of di fference of mean Over all 
II H. - Rang cl of difference of mean be t ween 3 r d Year 

* ::: significant change between 1 st, 2nd and 3rd Years 
+' <2 1,1 II 11 3rd Years. 

" 

A B C D , E F G H 

1+ I 3·3 3.68 3.48 3.6 3·35 .30 .30+ 
2+ 3. 14 3.24 2.8 2.64 2.8 .50i(· .34+ 
3 ' 3.7h . 3.80 3.88 4.10 3.85 .34~- .34 
4 2.89 ' 2.84 2.8~ 3.06 3.1 ~ .26 , .21 
5 4. 14 ?}..28 4.56 4.32 4.4 .42* .26 
6 3.73 3.68 3.4 3.78 3.80 .33* .07 
7+ 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 3.16 3·44 3·5 ·34-)1- .19 

10 1.97 1.84 4.08 ,2.02 1. 75 2.33 '1(' .21 
11 4.03 3.80 .. 4.12 3.92 3.95 .23 , .11 
12i!' 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 3.6 3.58 3.2 .54* .54 
15 4.19 . 4.08 3.92 3.90 4.15 .29 , .29 
16 3.88 3.52 3.76 3.52 3.80 • 36iC- .36 
17 3.72 3.40 I 3.44 3.78 3.55 .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 .90* .56 
20 3.42 . 3.6 3.68 3·52 3.75 .33* ·33 
21 3.25 3.04 3.2 3.38 3.10 .34* 

Ii 
.28 

22 3. 12 ;.32 3.24 3.02 3.10 .30 .10 
23 3·25+ 3.00 2.88 3.18 3.00 .37* 

II 
.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 I 3.90 • 76iC- .76 
28+ 2.74 ~. 16 3.12 2.86 3.15 .40* .41 
29 3·22 ;.64 3.32 3.32 3.1 • 54-x- . 22 
-30 3.67 4. 12 4.16 3·70 3.75 .49;1(' .12 
31+ 3·G5 3.88 3.68 3.78 3.90 .22 .12 
32+ 3.38 3.36 3.12 3.36 3. )0 .48;1(' .14 
33+ 2. 41 2.16 2.40 2.32 2. 50 .34'* .18 
34+ 3. 64 3.40 3.9 3.80 ;.60 ·40;1(- . 20 
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A B C D E F G H 

35 3.53 3·4 3.24 3.40 
I 

3.70 .46* , ·30 
36 3.43 ?.96 3.04 3.48 3.0. • 52* .48 
37+ 3.26 3.64 3.6 3.66 3.6 • 40'*' .40+ 
38 

I 3.71 3. 16 3.32 3.38 3.5 • 55* .33 
39+ 4.32 4.52 4.36 4.42 4.45 .20 .13 
40+ 3.60 3.68 3.32 4.32 3.30 1.02* 1.02+ 
41 2.15 I 2.32 1.56 2.72 2.15 1 • 16'x- .57 
42 4.26 4.44 4.56 4.54 4.45 ·30 .28 
43 3.90 4.12 4.11 4.20 4.CJ .30 .30 
44+ 3.34 3·40 3.2 3.70 3.25 .50* .45+ 
45 3~43 3.36 3.48 3.36 3.20 .28 .23 
46t- 3·38 3.·48 3.56 3· 50 3.20 .36* .30+ 
47 2.31 2.44 I 2.20 2.42 2.30 .24 , .12 
48 2.24 3.84 2.28 2.32 2.30 .56* .08 
49+ 3.08 3.36 3.64 3.08 3.10 I .56~· .02 
50+ I 3.63 3·24 3·84 3.76 3.72 .52* .13 
51+ 3.61 4.48 4.12 4.02 3.90 .87* .41+ 

1.92 
. 2.8 2.76 2.76 2.90 • 98 iC- .98+ 52+ ... 

.06 53 2·34 . 2.4 2.7~ 2.32 2.40 .,8* 
54 2.94 3.04 2.52 3. 14 2.90 .52* .24 
55 3.34 2.68 2.64 2.30 2.70 1.04* 1.04 
56+ 3. 11 3.72 3·40 3.24 3·05 .67* .19 
57+ 2.75 2.56 2.72 2.76 2.70 .20 . .06 
58 3· 5' 3.68 3.76 3.68 3.60 .23 .15 
59+ 4.28 4.04 4.16 4.28 4.25 .24 .03 
60+ 2.16 2.32 _ 2.32 2.22 2.00 .32 .22 
61+ 2.13 1.88 1.96 1.94 1.~5 .25 .19 
62 2.56 3·40 3·4 3·M) 3.70 1.14* 1.14 

, 63 2.95 2.72 2.76 2.74 2.80 .23 .21 
64+ 3.31 '. 3.76 3.24 3.60 3.40 .45* .29+ 
65 3. 16 3.56 

I 
3.08 3.62 3.30 .46* .46 

66+ 3.64 3.52 4.0 3.60 3.21 .80* .33 
67 2.38 2.48 2.56 2.40 3.75 .47* .47 
68+ 3.53 3.68 3.60 3.74 3.65 .21 . .21 
69+ 2.58 2.68 2.04 2.56 2.55 .54* .03 
70+ 3.65 3.92 3.52 3.74 3.85 .40* .20 
71+ 3.32 3.08 2.76 3.36 2.80 .59* .56+ 
72+ 3.86 4.0 4.32 4.06 3.95 .20 ' .20+ 
73 3.84 3.52 3.28 3.54 3.15 .()9* .69 
74 3.24 2.56 3.48 3.20 2.90 .92* .34 
75 2.53 2.28 2 '~ 16 2.62 3.0 .84* .47 
76+ 3.53 2.94 2.92 2.92 ! 3:.50 .61* .61 + 
77 3.75 3·92 3.44 3.74 I 3·35 .57* .40 
78 2.80 ;.4 3.24 3.02 I 3.45 .65* .65 
79+ 3.61 3.64 3.28 3.56 ! 3.56 .29 .11 ' 
80 2.13 2.08 2.16 2.14 : 2.25 .17 .12 . 81 2.61 2.44 2.24 2.50 2·35 • 35'x- .26 
82 3.50 3.60 3.28 3. L>O 3.60 .32 .10 
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A I B C D E F G H 

83+ 3.64 ~.8 3.88 3.94 3.94 .30 .30+ 
84+ 2.81 ~.88 2.6 3.04 3.00 .t!-4* .11 
85 2.11 2.2 2.6 3.60 2.15 1.4* . .85 
86 3. 12 2.88 3.08 3. 10 2.90 .24 .22 
81+ 3.50 2.96 3.36 2.88 3.40 .62* .62+ 
88 3.49 3.76 3.16 ~.16 3.50 .21 . .21 
89+ 3.01 I 3.32 2.88 3·40 3. 15 .52* .39-i 
90+ 2.94 2.92 2.4 2.46 2.94 .50* .48+ 
91 4.25 4.36 3.92 4.30 3.90 I' • .46* .40 
92 3.91 3.76 3.92 3.60 3.60 I! .32 . .31 
93+ 4.23 4.28 4.36 4.14 4.20 II .22 .09 
94+ 3·23 3_08 3.04 3.04 3·00 .23 .21 
95+ 3.46 3·56 3.36 . 3.34 3.50 .22 .16 
96 2.61 2·34 2.64 2.32 2.50 .32 .29 
91 2.61 2.62 2.56 2.50 2.55 I .12 • 11 
98+ I 3.61 3.24 3.28 3.40 3.45 .33* .21 
99 3.19 2.88 3.28 . 3.~6 3.40 .69* .21 

3.05 ' . 100+ 3.22 3.2 3.20 2.90 .32 .. .3 2+ 
101+ 3. 9~ . 4.04 3.8C 3.14 4.20' , .46* .46+ 
102 3.21 2.92 3.0 3.?6 3 .15 .34~ .11 
103 3.84 3.56 3.76 3.88 3.90 .32 .12 
104 4.05 3.8 3.92 3.98 3.9 .25 .15 
105+ 4.05 3.96 3.16 4.10 4.05 .29 .05 
106 1.81 3.04 1.96 2.18 2.65 1.33* .84 
101 3.62 4.04 4.2 4.14 4.25 .63* .63 
108+ 3.06 3.08 _. 2.52 3.66 3.05 1.14* .51+ 
109 4. 11 4.24 - - - .. -
110+ 3.91 3.96 4.04 3.90 4.10 .20 .20 II 111 3.11 3;'24 3.16 3.56 3.40 .52* .31 
112 3· 50 '. 3.6 3.36 3.14 3.10 .38* .24 I· 

113+ 2.70 2.96 2.52 2.92 2.8 .26 .22 
114 3.42 3.56 3.40 3.52 3.95 .23 .23 
115 4. 11 4.4 - - - - - I: 
116 3.43 2.64 2.92 3.44 2.8 .80* .64 11 

111 2.63 3.08 2.96 2.98 2.15 .45* .35 
118+ 3·99 4.0 4.24 4. 14 4. 15 .25 . .16 II 119 3. 83 3.92 3.8 3.14 3.85 .18 .11 
120+ 3.86 3.64 4.06 3.84 3.85 .';'2* .02 
121 2.96 3.0 3.24 3.02 3.05 .28 .09 
122+ 3·12 3.72 3·5 3·90 3.15 .40* .18 
123+ 2.19 3.12 4.04 2.54 3.00 1.50* .96+ 
124 4.06 4.12 4.2 4.16 I 4.25 .19 .19 
125+ 3.34 3.48 3.0 3.56 3.40 .56* .22 
126+ 2.81 ,.24 2.72 2.68 2.80 .56;:- .13 
127+ 3·74 3.16 }.8 3.9 3.15 .16 .16 
128 3·44 2.88 3.36 3.5 3.25 .62)(- .25 

. 129 3.96 4.0 4.0 

I 
3.66 3.85 .34* 

I 
.30 

130 3.40 3.32 3.2 3.24 3.45 .25 .25 
-
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A 13 C D E F G Ii 

131 2.80 2.4 2.68 2.70 2.50 .40* .30 
132 3.37 3.36 3.28 3.36 3.05 ·32 .32 
133 I 4.03 3.28 4.52 4.2cl 4.15 .49* .25 
134+ 3.71 3.56 3.72 3.48 3.15 .29 - .29+ 
135+ 4.35 4.44 4.52 4.34 4.35 .18 .01 
136+ 3.97 I 4.08 3.6 3.92 3.94 .48* .05 
137 3· 90 3.93 = - - - -
138 3·40 3·44 3.0 3. 14 3. ?O -.44* .26 
139 3.20 3.32 3.4 3.64 3.40 .44* .44 
140 2.81 3.48 2.28 2.52 2.60 .50* .29 -
141+ 3. 88 4.32 4.36 4.04 4. 15 .48* .27 
142 3.48 3;68 3.96 - 4.24 3.9 .76* .76 
143~ 3.59 4.04 4.24 4.24 3.80 .64* .64+ 
144 - 2.65 3.6 2.64 3.04 2.9 .95* .49 
145 I 3·50 3.68 3. 12 3.58 3.5 .56* .08 . 
146+ 4.02 3.84 4.32 3.94 3.95 .48* .08 
147 3.21 . 3.6 3.32 3.48 3.50 .33* .23 -
148+ 3. 88 4.0 4.6 4.20 4.20 : .72* .32+ 
149 2.48 1.84 2.08 2.58 2.55 .74* .10 
150 3.11 4.0 4.0 3.92 4.15 .38* .38-
151+ 4.00 4.04 4.06 4.1 4.10 .10 _ .10 
152+ 3.-85 3.80 3.8 3.62 3.80 .23 .23+ 
153+ 4.17 4.24 4.12 4. 18 4.15 .12 .03 
154+ 3.63 3.8 3.76 3.84 4.10 .41* .41 
155+ 3·37 3.6 3.60 3.48 3.50 .23 .13 
156+ - 3.59 3.92 - 4.04 3.64 3.65 .45* .06 
151+ 3.32 2.72 2.64 3.04 3.00 .58* .32 
158 3.66 3.08 3.26 3.42 3.40 .40* .26 
159+ 3. 10 - 2.92 3.16 3. -i8 3.10 .26 .08 
160 3·47 3.32 3.48 3.22 3.15 .33* .32 
161+ 3.59 3.44 I 4. :?4 4.00 3.74 .80 ~C .41+ 
1162+ 3.71 4.0 3.72 3.64 3.64 .36* .07 
163 3.40 3.88 3.56 3.56 3.30 .58* .26 
164+ 3.65 3.8 3.76 3.92 3.68 .21 .27+ 
165 2.72 2.68 2.52 2.54 2.85 I 3-* .33 -. ~ 
166 2.65 2.52 2.08 2.36 3.1 1.02* .74 
167 2.68 4.04 2.12 3.00 3.10 1.36* .42 
168+ 3.14 4.12 3.96 3·80 3.8 .38* .06 
169+ 4.00 4.0 3.88 4.04 4.00 .16 .04 
170 2.51 2.68 2·32 2.48 2.40 .28 .11 
171+ 3·48 3·32 3.48 3.62 3.50 .30 .14 
172+ 3·45 3.48 3.72 3.62 3.80 .35* .35 
173+ 3.96 11 .2 4. 16 4.12 4.10 .20 .16 
114+ 3. 29 2.16 2.56 2.22 3.20 1.13* 1.01+ 
115 3. 89 3.6 3.84 3.74 3.75 .29 .15 
176+ 4.01 4.12 4.2 4.06 4.08 - .19 .07 
177+ 4. 24 4.0 4.56 4.32 4.15 .32 .11 
1'{8+ 3· 34 3.0 3.24 3.60 3.60 .60* .26+ -.--.. --..• - ~ - . 
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A I 13 I c D E F G II 

179+ , 3.87 3.6 3.96 3.46 3.85 • .5 -1(- .39 
180 3.27 ).2 3 ·32 3.1 3.20 .22 .17 
181 

, 
2.46 2.48 2.12 2.2.j. 2.30 .56* ~22 , 

182+ I 4.11 , 4.2 4.12 4.04 4.20 .16 .16 
183 3.54 3.64 3.28 3.36 3.50 .36* .18 
1.84+ 2.90 I 3.04 2.5_8 3.34 3.05 . • 46* .44+ 
185+ 4.30 3.84 4.0 4.24 4.30 .46* .06 
186+ 4.29 4.12 4.48 4.06 4·30 .42* .24 
187 3.60 3.6 3.48 3.74 3.60 .26 . .14 
188 3.38 3.48 3.32 4.00 3.50 .65* .62 
1e9 3.00 3.36 3.52 3.28 3.20 .52* .28 
i90 3.66 _j~32 3.48 . 3.52 3.50 .34* .16 
-i91+ 

I 
3.80 3.96 4.0 3.98 3.95 .20 . .18 

192 3.65 3·44 3.48 3.62 3.60 .21 .05 
193 I 2.80 2.36 2.52 2.42 2.15 .65* .65 

. 194 3.76 3.88 3.84 3.9 3.9 .14 .14 
195 3.37 . 3.2 2.96 3.34 3.65 .69* .21 
196+ 3.5~ 3.68 3.76 3.5 3.50 .. .?6 _ .05 
197+ 3.92 . 4.0 4.0A 4.12 3.95 .:xl .20 
198+ 2.51 3·04 2.76 2.92 3.10 .59* .59 
199 2.55 3.32 2.6 2.96 2.90 • 72-¥:- .41 
200+ 4.02 4.12 4.12 4.08 4.05 .10 . .06 
201+ 3. 62 4.02 3.16 3.44 3.50 .58-1(- .18 
202+ 4.00 3.8 3.12 4.06 4.00 .24 .06 
203+ 3.48 3.88 3.72 3.28 3.55 .60* .27 
204 2.54 2.32 - 2.2 2.42 2.40 .34* .14 
205 3.50 3.48 3.56 3.56 3. ?O .18 .06 
206 2.84 3..~ ": 2.96 2. G: 3.00 .60* .40 
207+ 4.01 . 4.0 4.12 4.12 4.10 .12 .11 
208+ 3.48 3.6 3.36 3.48 3.50 .24 .02 
209+ 4.11 3.56 I 3.72 . 3.94 4.10 .55* .11 
210+ '3.87 3.64 3.8 3.8 3.85 .23 .07 
211 3.70 3.76 3.84 3.84 3.55 .29 .29 
212 3.99 3.60 3.92 3.94 . 3.20 .79* .79 
213+ 3 ·35 3.08 3.76 3.42 3.25 .6C* .17 
214 3·79 3.42 3.6 3.68 3.15 3~* .11 • I 
215 2.94 3.24 2.72 3.26 3.25 • 44-l(- .31 
216+ 3.90 3.72 3.0 3.16 3.80 .90* .14 
217+ 3.34 3.0 3.52 3.34 3.30 .52* .04 
218 3·07 3.16 2.92 3.38 2.80 .58* .58 
219 3.55 3.12 2.8 3.08 3.25 .75* .47 
220+ 3. 46 3.2 2.8 2.86 3.45 .66* .66+ 
221 4.06 4.2 4.16 4. 14 4.05 .15 .09 
222 3.71 3.04 3.44 3.54 4.05 1.01* .51 
223+ 3. 90 3.68 3.96 3.92 3.85 .28 .01 
224+ 3· 40 

t 
3. 44 3.44 3. 48 3.45 .00 .08 

225 2. 80 2.92 2.92 3.00 3.25 • 45-l(- .45 
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A B C D E F G H 

226 3.41 3.52 3.48 3.22 I 3.60 .38* .38 
227 3. 1,0 2.64 3.4 3.52 3·30 .es* , .42 
228 I 3.87 3.96 3.6 3.68 4.00 .40* .32 
229 3.69 3.68 3.92, 3·82 3.80 .23 .13 
230+ 3.97 I! 3.92 3.68 3.88 3. '90 .29 .09 
231 3.71 3.52 3.72 3.72 3.70 .20 .02 
232+ 3.44 f 3.28 2.9-6 3.28 3.40 .48* .16 
233 3.23 2.64 3.08 3.62 3.0 ,.98* .62 
234+ 3.49 3.36 3.56 3.28 3.60 .32 .32 
235 3·08 3.24 3.64 3.24 3.30 .56* .16 
236 4~15 4.24 - - - - -
2}7+ 3.32 3.-16 3.68 2.96 3.20 .36* .36+ 
~38+ 4.00 3.9 3.56 3.90 4.2 .64~- .30+ 
239 3.90 4.08 4.12 4.20 . 4.2 .30 , .30 

, 240. 1.91 4.24 2.16 1.84 1.80 2.44*:> .36 
241• 3. 15 

I! 
3·4 3.4 3.04 3.3 • 36ir:- .29 

242. 3.45 . Il 3.48 3.2 ,.3 3.2 .28 , .25 
243+ 3.35 3.32 3.32 3.4 3·10 ~ .30 .30 
244+ 3· 5j , II 3.56 3.56 3.1 3.45 .~6* .43+ 
245+ 2.90 

I: 
2.68 2.'68 2.79 2.90 .22 , .12 

246 3.36 3.0 3.64 2.34 3. 1 1.30* 1.02 
247+ 3·44 Il 3.6 3.84 3.7 3.15 .40* .31+ 
248 2.79 Ii 2.64 2.84 2.76 3. 1 .37* .25 
249+ 3.61 I: 3.68 3.6 3.6 3.65 .08 , .07 
250 3.00 I: 2.6 3.28 2.9 2.95 .68* .10 
251+ 3.40 

Il 
3.16 - 3.48 3.42 3. CO .36* .20 

252 3·74 4.0 3.92 3.96 3.75 .22 , .22 
253 ?I. .OO Ii 4.2 4.24 3.96 4.15 .24 .09 
254+ 4.10 , p, 3.84 4.04 4.04 4. 15 .31 .11 II' 255+ 3.99 4.12 4.2 4.06 4.05 .13 .01 
256 2.95 3.08 3.0 3.22 3.00 .27 .27 
257 4.23 IJ 3.88 4.04 4.04 4. 15 .35* .19 
258+ 3.81 I' 3.4 4.08 3.9 3.70 .68* .20 
259+ 3. 15 3.72 2.61 3.26 2.85 1.11 ~ .41 
260 3.92 3.92 - 3.98 4.00 .oe , .08 
261 3.61 3.2 3.2 3.36 3.50 .4'P' .25 
262 3.88 3.2 3.84 3.72 4.05 .85* ·33 
263 2.50 2.24 2.4 3.58 2.40 1.34* 1.08 
264+ 3.59 3.76 4. 16 3.9 3.90 .')7* .31 + 
265+ 3.56 3.4 3.68 3.7 3.58 ·3 .24-
266 3·80 3.68 3·44 3.98 

I 
3·80 .54* .18 

267+ ' 3.04 2.52 2.28 3.00 2.95 • 76-)E- .09 
268+ 3.18 2.88 2.12 3.56 3.50 1. 441<- .38+ 
269+ 3.55 3.48 3.24 3.44 3.25 .23 .10 
270 3. 66 3.52 3.72 3.68 3.75 2~ .09 . ~ 
271 3. 41 4.04 3.8 3.92 4.15 .74* .74 
272 3.04 3.48 3.5 3.22 3.45 

I .46* .41 
273+ 3. 98 4.0 3. 68 3.84 3.95 .32 , .14 
274+ "-4 .01 3.88 4.36 4.30 4.55 I .67* • 54+ 
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A B C D E F G H 

215+ 3.61 ~ .• o 3.68 3.86 3.10 .3})(o .19 
216 2.52 2.16 1. 92 2.34- 2.55 .93* .21 
211 I 4.00 3.12 4.12 4.q5 4·0 .L~O* .06 
218+ 3.62 3.16 3.28 3.66 3.65 .48~c .04 
219+ 3. 14 3.64 3.36 3.14 3.40 .50* .26 
280+ 3.84 

I 
3.8 4.04 3.8 3.80 .24 · 0.0 

281 2.94 2.96 2.6 2.94 3.0 .20 .06 
282 2.94 2.68 2.12 2.84 2.80 .26 .14 
283+ 3.99 3.92 3.8 4.06 4.2 .4 * .21 
284 3 .• 18 3.0 3.12 3.00 3.15 .18 . .18 
285+ 4.01 3.96 4.04 3.92 4.05 .13 .13 
236+ 3·98 3 .. 92 4.12 4.02 4.20 .28 .22 
2a1+ 3.69 3.58 2.96 3.6 3.85 .89+ .25 
288+ 3.68 3.64 3.92 3.88 3.10 .28 .20 
289+ I 

3.81 3.68 3.84 3.14 3.80 .16 .01 
290 3·09 3.04 3.4 2.94 3. 10 .16 .16 
291 3.05 - 2.66 2·9 2.96 2.75 .39* .• 30 
292+ 4.07 3.88 4.04 4.10 4.05 , .22 . .05 
293+ 3.40 . 3.52 3.4 3.4:2 3.45 .12 .04 
294 3.65 3.12 3.56 3.66 3.10 .16 .05 
295 3.01 3.44 3.32 3.04 3.30 .30 .26 
296 3. 18 2.4 3.0 3.26 2.70 .86* .56 
297+ 4.34 3.92 4.36 4.26 4.34 • 44i<o .08 
298 2.51 2.4 2.68 2.38 2.20 • 48i<o .31 
299 3.95 3.84 3.84 3.98 3.95 .14 .03 
300+ . 2.16 2.16 - 2.2 2.12 2.55 • 64~o. .64+ 
301 2.10 3.0 2.84 2.72 2. fA) ·30 .10 
302+ 3.08 3.4 3.16 3.50 3.05 • 45i<o .45+ 
303+ 3.11 . 3.92 3.64 3.52 3.75 .40* .25+ 
304+ 3. 12 3.22 3.24 3.42 3. 10 .32 .32+ 
305+ 3.14 3.68 I 4.04 3·9 3.15 .36* .16 



. 

r 

APPENDIX 6 

-' -• 

INTER CORRELATIONS BEThTEEN ALL VARIABLES FOR ALL YEARS TESTED 

COMPARATIVE TABLE OF CORRELATIONS 

N i s never l ess than 130 theref~re 5% l evel = .174* 1% l evel = . 228** 

N.B. School and Col l ege Achievement had t o be worked later on small ~umb ers 
and t herefore significance given by the results . 

1 = Intell igence 
2 c ' Bl N (Neurcticism) 
3 = 'B2S (Self Sufficiency) 
4 = B4D (Dominance) 
5 = F2S (Social Ad justment) 
6 = A O-lork) 
7 = B (Authority) 

* 5% 1 1 ** - 1'" l evel c • eve - I • 

1s t Issue 

8 = C (One another) 
9 = D (Ch i ldren) 

10 0: E (Life) 
11 - Soc. A 
12 = Soc . B 
13 = School Achiev~ment 
14 = Col l ege Achievement 

2nd Issue 3rd I ssue 

I 

-
TL Y Ollt l Si: 2nd 3rd 1st 2nd .. 3rd 2nd 3r~ 
3rd Y-:::. Yr . Yr . Yr . Yr . Yr . Yr . Yr . Yr . 

r nt ~lligence 1 

2 .04 -.009 - .046 -.053 ' 
3 .036 -.079 .024 .190* I · 

4 .02 -.061 -.049 .019 I· 

5 • 08 - .139 . 107 _ .191* I . 
6 -.05 .075 .055 .050 
7 . 13 .058 ~ 134 . 009 
B -. 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 . 

I - - t 
-

I 'BIN 2 

3 -. 48** 1 -. 448**. -. 348** -. 33** -. 383** -. 438** - . 563** -.,511** -.248;"* 
4 -.65** ! -.787** -. 503** -. 696** - .753'''* -. 723** -.657** -. 690** -.66Sid 

5 . 98** 1 . 2:0* . 131' . 218* . 050 . 111 .116 .076 .277** 
6 . 12 -.0.)9 -.079 . 133 -. 151 -. 246";* - .031 - .043 -.038 
7 .11 2 -.099 -.012 .037 -.174 -.005 - .086 -. 009 - . 119 
8 .07 -. 364** - . 086 .366** - . 419·':* -. 495** - . 111 - . 403** - . 419** 
9 .08 - . 041 .036 . 164 . -. 137 .027 - .019 . 063 .094 

10 - . 008 .032 .098 . 074 .0004 -.083 .079 .025 .037 
11 .019 -. 242** .132 . 33** . 139 -. 07 3 
12 . 14 - .075 - .035 . 329** -:.0004 - . 177 
13 -.08 -.183 .40 . 276** 

- .. .. insigt . (1%) 
14 -:- . 12 - . 236 ' -.245 . 101 

[ 5% ) ( C;~ ) j 
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1s t I ssue 2nd Issue 3rd Issue 
-

Try Out 1st 2nd 3r d 1s t 2nd 3r d 2nd 3rd 
3rd Yr . Yr. Yr. Yr. Yr . Yr. Yr . Yr . Yr . - -

~2S 3 -
: 

4 .46** .553** .495** . 528** .535** . 566** .487** . 491** .261** 
5 . 609* . 474** .467** .639** .536** .518** . 504** . 582 '~* 

· 6 .213* ",:,.007 .063 .176* .164 .075 . 011 .048 .088 
7 -.07 I -.01 8 .136 .199*- -.005 -.057 -.159 - . 19 4 '~ - .007 
8 -.07 -.027 -.014 .142 .005 .065 -.162 -.065 .007 
9 .221* -.033 -.004 .210* .081 -.045 .009 - . 131 • (177 

10 -.12 -.260** .014 .132 - .184* -.042 - . 171 - . 188* - . 175* 
11 -.014 .001 -.128 .13 .069 -.038 
12 -.005 .074 ' .068 ... 079 .127 .047 
13 -.01 -.247 -.314 - .073 

.. ins gft. (5%) 
14 .174* .028 .055 .097 

insgft. 

B4D 4 • 
5 .24** .083 '.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 .428** .203* .295** .353** . 432** . 209* . 321** ' . 4 79~~* 
9 .02 .104 .005 .125 .123 -.013 -.057 -.034 - .023 

10 .03 -.028 -.041 -.036 -.081 .007 -. 044 -.135 . 105 
11 -.075 .254** .048 ' .251** .208* .236** 
12 -.086 .184* .088 .361** .137 .265** 
13 .11 -.237 -.46 - . 131 

insgf. (1%) i nsgf • . 
14 .14 , • 189 -.038 - . 109 

insgf. , insgf . 

I 
F2S 5 

6 .26** .011 .129 .065 .075 . -.095 -.077 .104 . 102 
i -.07 -.062 .152 .096 -.078 .017 -.092 -.045 .032 
8 -.037 -.2641,* -.023 .091 -.236*'" -.136 -.198* - . 200* -·. lyO* . . 

9 .26** -.124 .039 .112 .043 -.OOR -.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 .119 -.121 
13 .06 -.357 -.11 .009 

insgf . 
14 .18* • 112 -.035 -.007 

insgf. 
-
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, 1s t Issue 2nd Issue 3rd Issue 

Try Out 1s t ! 2nd 3r d 1st " 2nd 3rd 2nd 3rd 
: 3rd Yr. Yr. Yr. Yr. Yr . Yr . Yr . Yr . Yr. 

L ~ 
7 .25** .400** .684** .598~* .211* . 364** . 323** .027 . 188* 
8 .25** . 463"{* · 663** . 622** .282** . 491*"{ • 316** . 216* .339** 
9 .19* • 315** · 786** • 529** . 358",* • 4 39*'~ .196* . 389** . 191* 

10 .185* .370** .750** . 834** . 247"'* . 481** . 355** . 203** . 243*'" 
11 -.174* .061 .113 .149 .127 . 117 
12 -.20* .128 • 144 .006 -.002 .089 
13 .045 .106 .16 .035 

insgf . 
14 .224* -.09 .192 . 22.6* 

L ;L 
8 .33** .441** .619** .310* .289* .356** .233** -.010 . 196* 
9 .24** . 441** .724** .705** ' .130 .412** .087 .097 . 034 

10 .07 .415** .700** .752** .322** .341** , .334** . 272** . 200* 
11 . 015 .150 -.003 .028 I .143 .135 
12 -.06 .128 .175* .048 .115 .155 
13 .115 .146 .274 -.10L. 

insgf. ( 1%) 
14 .08 .317 .121 -.048 

(5%) 

I - .-
S ~ 

9 .207* .386** .697** .30** .243** .307** . 300** • 1961'{ . 367* 
10 .28** .501** .666** .502** .356** .424** . 39** .159 . 386** 
11 .07 .260** .168 .230** .204* .292** I ~ 
12 .221* .084 .151 .19 7* .031 .189 \ 

13 .04 .141 .10 -.109 

-.047 
I ins gf. 

-.06 .0002 14 -.346 t (1%) 
-

E- .2-
· 707** I 10 .067 .557** 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 . I 

I 
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1st Is sue 2nd Issue 3r d I ssue . 
Try Out 1s t 2nd 31'd 1st 2rid 3r d 2nd 3rd 
3rd Yr. Yr. Yr . Yr. Yr. Yr . Yr . Yr . Yr . 

E 10 

11 .L5 .165 .084 .064 .032 .057 
12 .15 .165 .089 .017 -.037 .027 
13 .03 -.097 .034 -.008 

i nsgf. 
16 -.05 -.351 .0139 .082 

I (1%) 

Soc. A 11 

12 .52** .418*'" .485** . 387** .379** .441** 
13 .141 .072 .16 

insgf • 
14 -.23 • 022 .11 

insgf. 
.# 

--

Soc B 12 I 

13 .03 .282 -.236 
ins gf. 

14 .08 -.289 -.049 

I -- (5%) 

Sch Achvt . 1b _ I· . 
I· 

16 .28** .059 
Ii 

.155 .255** 
(57. ) 

-

• ............ r _ 



APPENDIX 7 
SECTION A. 

SIGNIFIC.rlNC~ OF DIFFBIillfCES BE'l' .... mm MEliUS OF 

. f • 

ALL VARI ABLJ.::S FOR CO:J?ON.L:}l T GROUPS OF THE SAi;IPLE (First Issue) 

t ratio for Educ'at ion Group;:, in 1st Issue 1st Year 

(Using Formula SD = ( SD12 x N1)+SD/xN2) SED = SD (N 1+N 2 t c ~ ) 

(N
1

+N
2
-2) . _ . - N1xN2 S~ 

1st Issue 1st Year 

,B1N ·]2S B4D li'2S A B 
I 

C D E Soc A so-~ 

Gr. A with C .22 .68 . ·53 1. 72 .·37 1.03 4.52* 2.88* 1.45 1.15 1·37 1 
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?:-
J 1.37 1.14 .29 2.79* .89 1.38 .77 2.66* 2.44 -)c. 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 .5P ' 
H 1.57 2.92* 1.68 1.88 .35 0.00 .20 .70 .f{) 2·42* 3 ~ 56* 
J ·95 ·34 .19 .45 .11 O.Ou · .21 :.67 ·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 1.47 . .15 4.84* .89 1.03 0.00 1.27 3 ·1 3* ~. 86 

Gr. H with J ·51 3.6P· 2.08* 3.48·x- 1.92 0.00 0.00 1.12 1.45 1.24 . 1. 67 

1st Issue 2nd Year t ratlo for Educatlon Groups ln 1st Issue 2nd Yea= 

.. 

B1N , B2S B4D F'c2S A . B C D E Soc~ Soc 13 

Gr. K with P .54 ·92 .90 1.19 0.00 .02 .09 .84 1.04 1.05 1. 51 
Q .76 2.03 12 •22* 2.57* 1.42 .40 .65 .42 1.12 1.04 .48 
R ·55 .32 9.76* 1.45 1.15 .21 .14 .44 2.10 -)(' 1 .63 .73 

Gr. Q with P 1.85 2.04 2.45* 1.18 1.50 1.64 .44 1.32 0.00 . ·32 1.07 I 

R 1.87 1.68 1.52 1.00 .57 .70 I .62 0.00 ·99 ·37 . 24 
Gr. P with R 0.00 .19 0.00 1 .21 1.28 .97 .1 0 •00 1.39 .90 .15 ·90 

t r~tio for Education Groups in 1st Issue 3rd Year 

B1N B2S E4D F2S A E C D E Soc A Soc B 

GZ:. V1 w. V2 .68 .49 ·59 .05 1.35 1.07 .49 1.65 1.20 1.61 2.08 :-:' 
Y2 1.43 . 03 .43 1. 04 1.17 .84 . 66 2.0 6*' 2 .0 1 . 82 · 55 

Gr. V2 w.Y2 .f{) 1.13 .21 1.82 .14 1.00 · 43 19.06x, 1.43 2 . 84 )(' 3 . 36 :.:' 
I 
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t ratio for D.S., P.B., and General Studies Group 

All done on 1nt Issue 2nd Year 
I 

/B1N I B2S .134D F2S A B ( C 1 D E Soc A Soc B 

DS with PE. 1.00 .82 .69 .26 4.00*1 1 •48 1.04 1.57 2.05 .10 2.36·x-
General .73 1.09 .70 .95 3·19* .62 3 .32~· 2·30* 3.19-x- 1. 55 .61 

~E w.General • 42 • to 1.38 1.29 .25 . 1.29 1.07 .90 . .96 . 1.39 1.70 

t ratio for Men and Women 

, 
F2S: ! B1N 132S B4D I . A. R C D E Soc A Soc R 

Men w.Women . ·99 3·76* 1.58 3·70* 3 ·30* .77 2.20-K- ].86* 4·11* 2.23* 4· 93~-

. t ratio for Stud en ts learning to teach in Secondary, Junior Secondary and 
Infant Schools 

I 131N I 132S 134D F2S A B C D E Soc A Soc B 

Sec. with J.S .59 .36 1.46 .87 .4l .81 .58 1.43 .79 .22 1.06 
Infant I .29 1.28 .86 1.16 .39 0.00 1.52 .70 .22 .09 .95 

j.Sec w.Infant.62 .92 .66 .47 1.22 .65 .75 ,2.40* ·53 2·92* 0.00 
I - -

t ratio for Students from Secondary Modern and Grammar Schools 

131N B2S B4D F2S A B C D E 

Sec. Mod. w. 
.44 1.13 .45 .43 .63 ·37 ~.19 1.40 ·35 Grammar 

High/Low r.roups in Personality - 5~~ level = 2.10 • 

! 

C.A. LQ.. 13tN : B2S 134D F2S , A B C D E Soc A!So 
I 

B1N .40 ·34 10.09* 5·09* 10.69x, 2.05 1.24 .19 1.41 1.5 i 1.44 1. 64 · B2S 1.45 1.65 3·06* 37.53* 3 .82~- 6.81 * .85 2.42~- .62 1.32 .45 2.56 • 
B4D 2.77* .43 8.13 * 4.86* 15.46* 2.21* .25 1.52 3·02* .16 1.26 1.46 1. 
:F'2S .46 . .76 2.16-)(- 6.32* .62 2.23 -;(- .79 .89 .94 1. 51 .23 ·39 · High/LoVT in 2 or more variables 

11.95 12.14* I .03 I 5·81* I 2.49·x- 6.09 ';(- 2.93* 1.91-K- 2.15* 2.45* 1.89 1.68 2; 
High/Low on Final College Grades . 

_ I 11• 10 1 1•89 _11.96 I .27 .94 1.09 2.0}~- 1.13 ·34 1.05 1.99 1. 12 
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Significant Differences between Means of Constituent Groups in the Try Out 
Sample 

Between Education Groups 
t 
~~--~--------~~--~~------~--------~~~----------r-~~--~I I Personality Attitude Sociometr i. 
~------~l~--~----r---~----'---~~---r----.-----r----r----i----'-----!' 
Group A I IQ . BIN f B2S B4D F2S ABC D E A B t 

with B. , ·0.69' 1.55 t o.42 0.19 1.15 . 0.69 1.75 0.40 1.43 0.45 0.18 1.11 ~ I 
''l~th C. 1 0 • 60 t 0.09 1 0.96 1.26 0.26 0.25 0.57 0.13 0.71 1.94 0.56 1.40 f 
,n.th D. ,1.30 0.55 t 0.44 0.67 1.57 0.30 2.02"< 0.14 0 0.92 0.98 2.70'~ 
withE. 1.060.97 .. 1.8011.32 0 1.13 0 1.250'.680.591.2010. 32 1 
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* : 
''lith G. 0.27 0.66 i 2.19 1.67 1.73 0.31 1.03 0.19 1.85 0.29 2.30* 0.36 

t 
c 

Group B 
with C. 
"lith D. 
with E 
\-lith F. 
with G. 

t c 
Group C 
with D. 
with E. 
with F. 
,;ri th G. 

t c 
Group D 
with E. 
with F. 
with F. 

t c 
Group E 
with F . 
with G. 

t c 
GrauE F 
with G. 

1.17! 1.5810.45 
1. 89 I O. 92 ; 0 
1. 65 I 2.42*; 1.12 
2.10~ 2.49~ 1.78 
0.51 2.19 1.46 

0.56 0.62 0.46 
0.37 0.86 0.66 
0.86 0.88 1. 30 

10.87 0.54 1.02 

-. 
0.20 1. 44 1.16 
0.37 1.48 1. 85 
1.66 1.17 1. 51 

I 

0.54 0 0.63 
1. 39 0.35 0.38 

1. 90 0.36 0.20 

. 

0.94 
0.43 
0.98 
1. 44 
1.28 

0.23 

1.24 0.87 
0.08 1. 00 
1.00 0.24 
0.221.33 
0.14 1.01 

1. 62 0 
o 0.2011.29 

0.58 11.60 0.48 
0.32 1.28 0 

, 
0.48 1.27 1. 61 
0.97 0.17 0.57 
0.77 0.27 0 

0.60 1. 31 1. 86 
0.34 0.98 1. 63 

0.30 0.40 0.58 

0.75 0.49 
3.12* 0.26 
1.33 0.70 
O~91 0.73 
0.55 0.32 

· 2.23* 0.26 
0.48 1. 27 

0 0.i5 
0.28 0.32 

1. 81 1.06 
2.41* 0.47 
2.b4 0 

. 
0.54 1. 80 
0.82 1.49 

0.32 0.69 

* = s1gn1f1cant d1fference 

0.73 
1.25 
0.69 
1. 78 
0.63 

0.62 
0 

1.11 
1. 25 

0.60 
0.39 
1.67 

1.06 ' 
1.21 

2.15* 

Between Academic and Specialist Practical Subjects Groups 

1. 08 1 • 6~ 'l 
.. -- -- ·-r· .. . . . -

DS with 
6.5* .51 1.7 1.3 o~o .15 .25 PE , 

DS with 
: 

Academ. 3.6* . 1.86 2.3 1.4 .19 2.3* 1.03 .39 .28 
i 

PE \-li th .63 2. 6612~ 12* 1. 52 1. 46 .26 .73 •. 63 0.0 Academ. 

2.04* 0.63 0.51 
1.'18 0.64 1. 99 
0.93 1.18 0.58 
2.14~ 2.16* 2. 26* 
0.68 2.03* 1.~3 

1. 31 1. 35 1. 40 
1. 53 0.57 0.93 
0.26 2. 88~~ 1. 54 
1. 74 1. 39 1. 66 

0.33 1. 92 2.) 8* 
1. 38 1. 70 0 
0.63 3.00* 2.90* 

1. 65 3.40* 2. 39:~ 
0.30 0.73 0.61 

1. 90 4.60* 3.23* 

.51 .57 4.3* 

.44 .36 1. 3 

, 

I 

• 44 1. 84 1. 85 ' 
L 



r----\A • ........- ~ 

t-
Personality Attitudes 

c. IQ B1N B2S B4D F2S A B C 

English 
I 

with Frch. .14 1.34 .el7 1. 37 1.08 .64 '2.07* .14 
with R.K. .93 .43 .72 0 1. 76 0 2.13* .98 
with Geog. .29 .23 .48 .24 .53 1.04 2.45* 1. 88 
with Haths. .44 .36 1. 41 .24 2.23* .71 2.4* 1. 61 
with A.& C .83 .83 2.15* .24 .99 0 1.:13 0 

French 

with R.K. ;9l 1. 78 .52 1. 41 .56 .89 .87 1.05 
with Ceog. .17 1.48 .35 .95 .42 .60 .94 1.77 
wi th !·~aths. .68 .66 1.11 1.35 1.02 .23 .52 1. 55 
with A.& C. .93 2. 34~ 1.88 1.05 .08 1.18 1. 25 .13 

R.K. . -
with Geog. • 79 .23 .15 .25, .95 1. 4i I 0 ~87 
with Haths. 1.8 .76 .69 .24 .49 .B8 .51 .65 
with A. & C. 3.35* .46 11. 35 .25 .63 0 I .46 .78 

Geog. 

with Haths. .92 ~55 .79 .40 1. 37 .22 .61 .17 
with A. & C. .81 .62 .59 - 0 .39 1. 82 ' .66 1.7 

~ 

Maths 

with A.& C. 1. 66 1.23 .79 .44 1.24" .99 .06 1.47 

* c significant differences 

• t4 . .. 

D . E -
.68 0 
.99 .91 

1. 21 1. 28 
.52 1. 38 
.94 .92 

1. 37 .64 
1. 54 1.04 

.14 .97 
1.02 .28 

.35 1.72 
1. 23 .38 

0 .27 

1. 39 2.02* 
.18 1. 78 

--

1. 28 I) 
, 
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Soc. 

A 

.30 
1. 34 

0 
2 . 15* 

.08 

.75 

.28 
1. 55 

.38 

1. 24 
.66 
0 

~.96 
·.·.08 

~.02* 

B 
JI 

t 

2.39 ~ 
.32 I 

1.03 1 

1.18 \ 
.47 

.98 

.23 
1. 88 I 
3. 7 ~"i 

1.00 
. 34 
.53 

1. 58 
.52 

1.08 

-

I 

I 
·l 
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APPENDIX 8 

COMPARISON OF SIGNIFICANT STATE~mNTS OBTAINED BY 
THURSTONE CHAVE AND BY LIKERT HETHODS 

253 

Koy: St.No. = Statement. Number ' 

St. 
No. 

. . 
11 
20 

~ ·25 

30 
35 
39' 
44 

, 49 
5 l • 

58 
63 
68 
73 
83 
88 
91 
96 

106 
111 
116 
121 
124 
129 
134 

162 
167 
174 
179 
184 
191 
196 

206 

LSN 

TCV 

-

= Likert Statement Number (i.e. statement significant on Likert 
Test ) 

= Thurstone Chave Value (i.e. statement significant on Thurstone 
Chave Test ) 

A Scale , B Scale C Scale D Scale E. Sca l e ! I 
I 

St. I LSN -
-- --- --- , • I 

St. St. St. t , 
LSN TCV TCV LSN TCV LSN TCV LSN TCV ! . No. ! No. No. No. i 

01. 1.5 3 1.5 7 7 8.4 5 2.0 
, 
I 

I 7.3 23 23 7.7 8 3.6 12 12 9.8 10 8.5 
5.2 13 8.4 18 " 6.4 15 9.3 I 25 3.3 71 71 8.6 22 2.0 26 7.2 24 1.7 
8.5 76 76 5.6 29 3.8 31 31 8.8 34 34 " ... . 
4.4 81 6.4 32 32 7." 36 7.1 43 8.6 

39 10.2 94 94 4.1 37 37 8.2 40 40' 6.8 48 5.5 
44 3.4 99 5.4 46 46 8.0 45 7.0 77 3.J 
49 4.2 114 7! 7 56 56 8.3 64 64 7.7 95 95 8.0 

6.0 ]19 8.1 70 70 9.4 74 5.2 100 100 6.2 
1.5 142 8.3 75 5.6 79 79 8.0 105 105 4.2 
4.9 125 152 7.0 80 5.7 89 89 3.6 110 110 8.1 

68 9.4 154 7.9 85 8.0 92 7.4 120 120 2.4 
7.8 165 5.8 90 90 3.8 107 0 8.7 133 1.8 

83 6.5

1

166 5.2 93 93 8.9 122 122 I 8.3 143 143 1.8 
5.6 170 8.8 103 4.2 125 125 8.2 148 148 9.3 
9.1 108 108 5.8 135 135 .8 153 153 I 9.7 
4.5 182 182 9.8 113 113, 7.0 150 7.8 161 161 I 8.4 

204 1.4 118 118 4.0 168 '.168 3.0 171 171 I 3.1 
5.7 209 209 8.3 123 123 5.1 180 7.0 ,1:5 6.6 
5.61 225 3.1 12G 126 4.6 185 185 2.0 178 178 ! 7.8 

245 3.2 131 6.1 192

1 

8.9 188 I 2.8 4.3 I 245 
3.8 I 250 I 2.0 136 137 .9 197 8.0 195 6.3 
9.0 255 255 9.7 141 141 1.8 202 1 202 1.8 199 I 2.3 Ii 
1.2 261 2.5 146 146 8.8 207 1 8.3 200 200 i a.1 

lY} 1.7 280 280 8.0 lSI , 151 8.3 212 8.1 205 4.3 
288 288 7.8 156 156 4.2 219 3.0 215 7.3 
290 8.4 164 164 6.4 223 223 3.1 221 2.3 

162 2.9 169 169 1.3 228 i 8.3 224 3.5 
2.7 173 173 2.2 238

1 

238 1.8 226 3.6 
174 7.2 176 176 8.6 253 9.7 246 4.8 11 
179 3.8 181 4.8 258 1 258 1.7 251 251 3.0 
184 4.6 186 186 2.2 259 259 2.4 256 5.6 
191 9.4 190 4.1 262 1.3 263 5.8 
196 2.1 193 6.6 266 1.1 304 304 3.8 

198 198 3.6 273 273 .5 305 305 1.7 
4.1 293 293 1.6 203 203 4.4 274 274 2.1 



-
A Scale B Scale 

St. LSN TCV St . LSN TCV St. 
No . No. No. 

-211 1.6 208 
216 216 6.1 213 
218 2.5 213 
227 6.1 220 
232 232 2.9 229 
242 3.5 234 
247 247 2.6 239 
257 2.4 244 
264 264 3.~ 249 

254 
277 8.0 260 
281 8.8 271 
285 285 9.0 275 
295 9.0 279 
296 4'.4 302 

C Seal 

LSN I 
~ 

208 i 
213

1 217 
2LC> 

234 

2441 
249 
254

1 
260 I 
27." 
27r; 
302 

e ' D Scale 

T;; -;:-1~S;r-T-C-V-t-~· C. 
No. No; 

8.6 278 j 278 
3.0 283,283 
7.7 286 · 286 
5.4 289 289 
7.6 , 297 297 
4.0

1
' 299 

8.3 301 
4.1 j 
3.0 I 

10.2 
2.2 
8.6 
8.2 
8.6 
3.1 

2.1 
9.4 
9.8 
2.0 
9.8 
2.0 
4.8 

254 

E Scal e 

LSN l-T-c-v-~ 
i---f------4 

Statements significant by Likert method but not by Thurstone Chave method · 
, 

. -.' .. 
1 28 ' .. ' 18 2 72 

101 177 51 50 87 
154 33 60 84 197 
157 52 98 .59 207 
201 57 159 155 ?10 
268 61 224 243 
300 66 265 

127 - 269 
230 .287 .. 
267 '292 

, 303 
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