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This study is an exploratory investigation of the aptnesa of

an educational treatment-student matching model (ﬂunt, 1971) to study

behav1ouf research. In addition, this study 1nvestigates the model'

;characterization of 1ndependent study enVironments and those students

: who opt for them

VDR

' The study sample comprised 52 Albertan Open university students :
enrolled 1n an’ 1ntroductory soc1al science coursa at Athabasca Univer->“
4;51ty Each subject was administered the Paragraph Completion Test

‘p(Schroder et al., 1967) as a measure of student conceptuél 1eve1,

1 -
study behaviour questionnaire, an 1nstructional preferences question-“

: naire, and a reading compre/ension test._ COrrelations were obtained .
v.between student conceptugl level and- student responses to 1tems on

vlieach of.the two questionnaires.: Reading test scores were employed as,u

- a control for reading ability j;,_ uf” hr’; 'h v_“ ? .f _,p>.n§

.
/
N

The obtained correlations indicate support for the aptness

. . .. 1
v .

of Hunt's model to study behaviour, particularly with respect to suchi.i;

' ~fstudy behaviour areas as; intrinsic academic motivationf reactions to_'

Sy L

‘ '.jtthe demands of course work, reactions to academic tests, and rote— :

« . '« 4 w

T 1earning strateéies. 7entative support is also indicated for the ~f~\;

0 'Tﬂ;chooshnq them. :;;fifi;ff

Yy

’;spreferential aspects o Bunt's model. However, the presenco,o -

'maJOrity ofilow conceptual levei students in the study sample indicates
R ../ o
“7“,a need fon further examination and qualification of the model'

o N, AR

~:characterization of independent learninq environments lnd those students‘f




. 6) o “‘_T: A N g . - . ‘ '» r e Ji . ) ; = o ,_\ )
B } * The 1mp11cat10ns of‘the above fxndlngs are dxscussed in the :
b . Y N ‘ e . :

conte&t of open un1versxty learg}ng systems.-" 45; T --’*
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'CHAPTER 1
'INTR&DUCTION'TbuTHE STUDY

\ L"\ ’ "

The present study was desréned to 1n¥estlgate the aptness of an

'veducational matchlng mode1,¢proposed by Hunt (1971), to study'behav1our g
research ThlS study is therefore an attempt to. relate two, flelds of
educatlonal research treatment-student matchrng and student study

'.behavrours..v S . .‘;‘.' B

BACKGROUND TO THE STUDY - -
-

Hunt (1971) has proposed that the personalrty construct of
conceptual; .or cognltlve, complexlty be used as the basrs of an 1nter—-
jiactrve educational treatmentestudent matching model _ He has p01nted
to "the failure to take seriously the 1mp11cations of an 1nteract1ve
‘.;fnbdel that coordlnates the effects of educatlonal environments upon
.partlcular types of students to produce speciflc obJectlves" (Hunt,,
‘1971 1)7 and proposes hls model as a means of representlng the student s
ﬁcognltive functioning and the educatlonal environment along comparable »:\
?:dlmenslons., Once such representation has heen achleved, then the |
B aptness of the,person-environment match for a particular set of educaev
'ttlonal objectives can. be more readily ascertained.; i-‘*i‘f"'"
Research on the utrlity of Hunt 'S model has been prlmarllyiln _n
??1the context of traditlonal teaching 1nstitutions; both grade school and

v

~_univers,fty (Hunt, 1971; 1974; Hunt et a1., 1972), and. as a result the ]
: o o y
Hprime emphasisAhas been on the differential effects of various teachlng




styles. . Where independent stpdy'has'been considered,fit has typically

T been treated as-a low—structured, flexlble learnlng env1ronment

(Tuckman ‘and Orefice, 1973), and\llttle emphasis has been made to’

drscrlmlnate addltlonal dlme ‘ons of elther the 1nstruct10nal format

or: students preferrlng thls mode of 1nstruct10n.

S Student study behavlours have been W1dely studled 1n both

v

school and unlver51ty settlngs The most prevalent method of - collectlng

_;study hablt data has’ been the use of a self—report 1nventory, whlch

v

typically 1ncludes ltems concernlng both actuaI study behav1ours and

: attltudes toward academlc work, ‘and is scored accordlng to prepared

. o

jscoring keys_(Brown and.Holtzman, 1955). Attempts to achleve a dlrect-

ﬂ link.between'study“behavlours'and sCholgstic achievement have resulted *

'hln confllctlng evxdenoe (Goldman and Hudson, 1973; Godfrled and : '-( R
D' Zurllla 1973), and 1t appears that student academlc performance o

-derives from complex behav1our-task—persona11ty 1nteract10ns (Baggs,.;

l1970(a)) In general it appears that no one method of study can be B

' deemed optlmal for all types of students,.and that adequate assessmentw

of the 1nstructional requlrements of an ind1v1dual student requlres

a research framework ‘that accounts for both student and task varla%les.r

In summary. the results of study behav1our research to da e
: SR _ : : .

-1nd1cate a need for an orqanlzlng theoretlcal model Hunt™] proposed

'an educatlonal model whlch has been found useful in tradltlonal e

teachlng-learnlng 51tuat10ns, and whlch appears potentrally useful as
a theoretlcal model for study behav1our research. - S B

N



THE STUDY

_ The aptness of Hunt s model to study behav1our research was
1nvest1gated by comparlng ‘level of student conceptual complexlty, the
‘central‘COnStruct of Hunt s model, with student responses to study

(.."

.behav1our questlonnalre 1tems. o
_'For' purposes of thls study, a: sample of open un1vers1ty
_Jstudents from Athabasca Unlver51ty, Alberta, was used This populatlon :

)

was selected as openaunlver51ty students desrnd almost entlrely upon
' elf-xnstructlon, u91ng learnlng materlals

ecelved by ma11 Such an . -

e du atlonal system requlres an organlzlng moiel whlch fa0111tates the

development and evaluatlon of learnlng qgterials capable of accommodatlng '

2

signlficant 1nd1v1dual dlfferences in learner study behavlours., The

v"'present lnvestlgatlon is therefore of dlrect relevance to the abOVe

'educatlonal settlng.
. -/

| Subjects were adminlstered the Paragraph Completlon Test
(Schroder et al., 1967), a study behaviour questlonnalre, an 1nstruct10nal p
.'preference questlainalre and a readlng compféhehsxon test.n'Correlatlons‘_
were theh calculated betWeen student conceptual complex1ty scores, ash
measured by the Paragraph Complethy Test, and item scores on’ the study ;
"behav1our and 1nstructional preferencas questlonnalres. Readrng-

3 comprehen51on scores were used as a control for reading abillty. The

'results are - dlscussed in terms of Bunt's model and the open unlverslty

' ) : }‘ '
_context.-



o CHAPTER 2.
REVIEW OF THE LITERATURE .

PART '1: THE COGNITIVE
COMPLEXITY MODEL

?Current cognitive complexity theory deriyesffrom a hroad_field"
X . .
‘ sof psychologlcal theory It draws upon cognitlve (Lewln, 1935) neo-
"1behav1ourlst (Hebb, 1949) and developmental (Piaget, 1954) lnterpret—
'-atlons of: human behavrour In partlcular, 1ts formulatlon has been
'.strongly 1nfluenced by past treatments of concept formatlon,bsuch as.
_‘hose of Goldsteln and Scheerer (1941) and Murphy (1947)
Kelly (1955) developed a theory of personal constructs as a
bundel to illustrate the central role of concepts in determlnlng an
. ‘1nd1v1dual s perceptlbn of, and reactlon to, hlS soclal env1ronment
| Bierl (1955), followlng Kelly s. model developed a theory ‘of cognltlve
' complexlty and utlllzed Kelly s Role Construct Repertory Test as. a
‘measure of thls concept. Blerl s concept of oognltlve complexity 1s
'h.based upon the degree of dlfferentlatron of an. 1ndividual's construct
. system with respect to: socxal st1mu11. |
] The cognltlvely complex person’ is assumed to have‘avallable
a greater number of personal - .constructs to cconstrue. the behav1our
"of others, whlle the cognitively simple person has avallable _
relatively few personal constructs ‘(Bieri, 1961:359). T
Thus complqglty xncreases with increasegAdiTferentlatlon. : |
| .. Harvey, Hunt andigghroder\\l961) have utIIIZEG Blerl s c0ncept ,?
- of cognitive complexlty in attempting a comprehen81ve theory of .

T personality based upon conceptual systems.’ Both degree of differentxation'




: and integrative,complexity'are central to this model, With'more emph%sis
'upon the latter The model is a developmental one and empha51zes the o
‘vlnteractive nature of cognltlve developnent In thlS respect it echoes ,
the posxtlons of P1aget and Werner | | |
.FHarvey et al propose that cognltlve developmentvproceeds

,_.through stages from a relatlvely undlfferentlated,,slmply lntegrated,
concrete state to a hlghiy dlfferentlated, 1ntegrat1ve1y‘tbmplex and
abstract state. Thls concept is not new and occuples a central positlon
| in several developmental theorles’such as Murphy (1947), Plaget (1954),

Fand Werner (1957) ' \- | | | o |
| Plaget (1954) descrlbes the development of thought through the
‘. ‘interdependent processes-of-assrmllatlon and accommodation, These ;

L processes are viewed as the two poles of organxsm-environment 1nter-

[eactxon.. Thus, a551m11ation and accommodatron are opposing processes

whose Joint act1v1ty results 1n a tendency toward ‘a dynamic equillbrlum. B

d7:Thls equlllbrlum is never fully achieved and thus intellectual develop—
-

':_ment proceeds through further assimllative and accommodatxve activxty.‘

| If the term "concept" ls substituted for'"thought" in Plaget' »f
modél of cognitive development; the above can be translated into i |
;'conceptual svstens termlnology as follows.‘ Assxmllatlon 1s the f,}*;7~"
:flncorporation of envifonmental factors 1nto the existrng conceptual
“’framework, and afgommodation is the modlficatlon of that framework asf'h
sua result of environmental effects. According to Harvey gt_gl.,»
E equrlibrium between assimilation and accommodation is effected through

-ffAthe proceSs of d?fferentiation-xnteqration.;_

v

o & ’

R




~.

§

leferentlatlon refers to the breaklng of a novel, more
undifferentiated, 51tuat10n into more clearly deflned and arti-
tulated parts. - Integratlon is the relating or hooklng of 50ch
. ‘parts to each other and to prev1ous conceptual standards
" (Harvey, et al al. ,‘1961 18) ot .o :

: f‘Although these appear to be p01nts of general correspondenoe~between

i Plaget s and Harvey ‘et al s. models o cogn1 qive devel ment there '
3 are 1ncon51stenc1es at a more partlcular~ievel For example there 1s

strong agreement on the funcgion of dlfferentlatlon but a d1rect
o . -
Plagetlan equlvalent of 1ntegrat10n is harder to flnd, 1ts functlon

belng 1mp11ed rather than exp11c1tly stated R
L ) - .
Harvey et al. consider that dlfferentlatlon can occur w1thout‘. iguﬁ -

‘1ntegration but that 1ntegratlon is necessary for development to proceed
. e .
aloﬁg the concrete—abstract dlmen31on. There is therefore agreement T

with Werner s or' ogenetlc approach which characterlzes mental develop—

ﬁment-aS'a process f increasing differentlatlon accompanled by increased'f

Q .

'f'hlerarchic integrat1on.‘ However, Werner sees dlfferentlatmij)and )

'”i 1ntegratxon as complementary functions whereas Harvey:gt al. treat them o

A

., as at least partlally 1ndependent.- SRR A

B All of the above three models V1ew development as. Proceedlng

-

: in a somewhat cyclical fashxon with devélopment at one stage parallellngf -

B ¢ vO Lo
vdevelopment at an earller stage. However, Harvey et al stress

1,.

o progression within and between these "cycles" as proceeding saccadlcally""

&/"‘ rather than at a fairly uniform rate.in *V,fyév

‘.

Harvey et ali do not v1ew differentiatlon-integratlon as Q'h“

gy

fi%iconcepté develop and a ﬁegns by which the concepts attain some :
;;level on. the dimensios* . ;ncreteness-ahstractness. It is the ol




Conceptual systems theory echoes Murphy s (1947)L90s1t10n that

r"\. .
) concreteness-abstractness 1s a contlnuum and not a serles of dlscrete

-

demarcations,. as has been proposed hy Goldsteln and Scheerer (1941)
| r;However, Harvey gt;gl_ do concur w1th the latter 1n definlng conerete-‘-
| ness—abstréctnesslaswa quallty of the: sub)ect*object relatlonshlpS'
'..developed by‘an 1nd1vrdual Ind1v1dual dlfferences along the c0ncrete-'

‘abstract contlnuum are therefore v1ewed as dlfferences in magnltude

N L e e S |
' - N i o |

“*.and not quallty DT o L _{
Harvey et al. propose four nodal stages of conceptual develop-3

Sr

ment along the concrete-ahstract dimension.-'-7 -

. Our use of the term "stage“'ln the ﬁresent book - refers to _
o 1evels of cognrtlve functloning on what we assume: to be a -ont imious R
. .dimension of’ concreteness-abstractness. s+ '« BY- a level .w would -
. want only'to imply a range of: behaviour within which the behavxoural
_“-constancy showed less variabllity than between 1t and other gro -
. of- measurement (Harvey et al., 1961 24) s R ?r-v}'~-j-

;fHarvey et al. propose“that progression from one- stage to the next, more

ik TP

'”'d‘abstract, stage is. achreved through 1ncreased dlfferentlation‘hnd
- = R

"_1re1ntegratlon of the more central concepts with reépect to successrve
"r'motrvational "poles of 1ndependence and dependence. -
The lowest, or most concrete stage of development proposed by

" Harvey is that of "Unilateral Dependence“ (Harvay et al., 1961)

"}vIndrvxduals at thls stage are: characterized as externally dlrected _’_'_ Y
. . . , .‘ - t /‘ g . S

rj'TheY adhere to social norms and external authorrty and tend to P

jff_-i'structure“theffenvironment 1n&absolutes; judgmentsibeingyof the:exther-'ifb



AlS toward reJection of, and opp051tion to, external authority and

| soc1a1 staanrds and can be crudely typed as - anti-soc1a1‘
The third stage of abstraction is. that of "Conditional Depen—
dence and Mutality " Indiv1duals at this stage are capable of
.'objectiVity and are characterized by an empirical approach toward
'iwsubject-object relationships éuch indiv1duals are. pro—soc1a1 and e
' senSitive to soc1al control by knd of thexvnseIVes.-:. |
The fourth, and moet abstract, stage-of development is- that iv'
h;.of ﬁInterdependence “‘ Indiv?duals at thlS stage are characterized asld‘i
:highly abstract Thep are highly sensxtive to their enVironment and

-yet retain autonOmous standards.” These indiViduals are primarily R

"motivated by intrinsic rewards, and intrin31c satisfaction lS obtainedﬁ;f'

v -through informationwseeking and problem—solving actititfes.'f
It should be noted that a person does not necessarily reach
i‘the’same level of abstractness in all areas of development. However, e
fthe more integrated the self-system (i e., the totality of;ih ihdiVidnal'
| fhchncepts) becomes, the more concepts functioning at the same level of R
?7abstractness, espeCially those most central to the total self-systen..:ﬁipkf"
L -

The conceptual systems nndel was intended to be a compréhenSivebw:-V.‘-"

"'[qmndel of personality organizaticn and attemuted to treat both structure;'iﬁ!

'°»'and dontent.. Nevertheless' the main emphasi( was pon-system-specific Agf~f7k



.

‘ ' ' *
In contrast to- Harvey, Schroder has " focussed upon the structural

,aspects of conceptual systems theory (Schroder et al . 1967; Schroder,

P

j1971)

“The focus is not upon the content of the 1nformation used, L
rather it is on the number and conhectedness of conceptual or
integrating rules uSed for organisxng such information 1n thinking,'
Judging, and valuinq (Schroder, 19713240) ' . e

'The number and connectedness of combinatory conceptual rules define the . :3
'fy;level of integrative complexity of an individual E conceptual.structure:

:8chroder thus emphasxzes 1ntegrative complexity as the bas;c personality'
.y}%arlable, and 1s concerned w1th informatzon proceSSLng characteristics 5'
‘”iat different levels of integrative complexity. Schroder assumes that

tv“.

~11ncreased 1ntegrat1ve complexity is normally accompanied by 1ncreased

le,.differentiation or dimensionality, but that thlS rule does not always B ﬂQ ;f
‘.ifapply. For exampleﬁban 1ndividua1 s conceptual system may be highly :

f hdifferentiated and yet be organized 1n a rigid, hierarchical manner, _i
;f‘fthat is, simply integrated. However, the reverse, although theoretically-'
:7¢ppossible, would appear mostlunlikely, asva high degree of dimensionaIity »

“;Pn_wquld appear to be neceséary for a highly complex integrative structure ;o

.Jto evolve. _"

The original conceptual systems model ls followed insofar as .
,development is v1ewed as progressing from concrete to more abstract

<

conceptual structures along a continuous concrete-abstract continuum

’7j;‘Hovever, Schroder has qdeatly de—emphasized the stage-aspect of

f,}”development along thisucontinuum and theffour levels of%complexity




The lowest level of 1ntegrat1ve complexlty is characterlzed by
- compartmentallzatlon and rlgld hrerafchlcal 1ntegrat10n Ind1v1duals

at this level typlcally exhlbit categorlcal, black-whlte Judgments,
e “ ,

. - ,
'and 1nformat10n is elther simply categorlzed or. rejected Thus,’thereX':

»

"1saa.m1n1mum-of-conceptual "confllct.“ Owing to the absoluteness of"
cateqorles there 1s llttle 1nternal dlrectlon and thus behaV1our 1s

.'externally dlrected In addltlon, rules are overgeneralxzed and can
. T

'»'change abrup\ly accordlng to the situatxon.

At a: moderately low level of 1ntegrative complexlty an ind1v1dua1

_'1s able to generate alternate rule structures These alternate organr—
fpzatlons remain compartmentallzed and unrelated at thxs level, but do

dprov1de for an element of uncertainty and choxce~ Thkf element of

‘»'_}udcertalnty and chorce leads to 1nstab111ty of Judgmental behavlour.l. lV, S

- and an apparent &egree of "negativ1sm.ﬁ Judgments at thls level are ;;

'jiless absolute and the element of choice avallable prov1des for a mlnor

:V'deqree of internal control

At a moderately hlgh level of integratlve complexlty more

l complex rules are available for relating and comparing information

A

fi;Alternate rule organlzations can be compar' and related at thls level
fﬂDecision-making becomes relat1v1st1c and empirlcal as opposed to o

'~f}deterministic, and alternate perSpectives can be evaluated slmulganeously.



"V.;f197z) ana 4o discusbed sore fully’in ChaPter 4 f;;‘thl;f’jﬁikf""

:ffifantecedents are} Frenkel Brunswic

~systems are avallable whlch enable the 1nd1V1dual to generate 1nforma—‘

'x tlon w1thout the prov1slon of addf%lonal external 1nformat10n That

- slé, he can "go beyond the data glven," both phy51cally and temporally

There 1s strong 51m11ar1ty. in terms of structural organlzatlon,

between the orlglnal conceptual systems theory stages and Schroder s

,1evels » The major dlfference, as stated earller. is that Schroder has .

‘“de-empha51zed the motlvational characterlstics of each level and omitted :f

_ R
the orlg!nal model s empha51s upon development resultlng from the'

succe551ve 1nf1uence of motivational poles Instead, Schroder stresses _

' ,an 1nduct1ve Lnterdependent env1ronment as necesSary to the development B

.“Lr_. B

;tof 1ncreased 1ntegrat1ve complexrty at all levels of cogn1t1Ve develop~

' o ment The development of conceptual organlzing structures 1s therefore

o

' viewed as. dependent upon the general type of envaronment as opposed ; o

: to more partlcular traditlonal learnlng variables such as relnforcement,

u-punlshment, and social 1mitation

It is useful at this point to con51der the relationshlp between

Schroder s conceptual complexity construct and simllar petsouality

'yconstructs.. Schroder has developed a semi—pro;ective test. the 7f .

;iv_jParagraph Completion Tsst (PCT) (Schroder et al., 1967) to'“assdss

'?

»;:reliable measure of concaptual complexlty (Gardiner and Schroderw

Schroder s construct*fppears similar in many respectsfto{fa?7 S

'-PreviouS,treatments of structural rigidity and. flexlblllty. Tudtébiezzm' LA

treatment of lntolerancefof

the F test as.a




'measure of authoritarlan ringity (1950), and Rokeach's development
. of the Dogmatism Scale (1960) in the follow1ng discussion lt should
be borne 1n mind that all personality measures are content specxfic

‘H_toﬂsome extent This 1ncludes measures that purport to measure solely

structural properties,.such as the_PCT : Thusw\hlgh correlations are

: zjunlikely to be obtained

Although Adorno et al s description of the authoritarian

'~f,personality appears very similar to that of an 1ntegrat1vely sxmple

t bindividual, the ‘two measures 1n fact bear an 1nverted "U”-shaped

’ o
; relationship slmply structured 1ndrviduals score both high and low on

the F test, whereas complex 1nd1viduais score in the‘midrrange or lower o

:end.~ Nevertheless. the two measures have provided overall correlations

12

"':1n the - 25 to -.55 range (Schroder et al., 1967) The above curvxlinearzp o

7ire1ationship between the two measures appears to derive primarily from _,Zj‘

ﬁhe content bias of the F scale, which samples such domains as morality, 'Ci,-'A

;ethnic relations and politics.,fiyf

Rokeach intended the Dogmatism Scale as a more refined measure ->.:';

”"f;of structural properties than the F test. The Dogmatism Scale would

-'jtherefore be expected to provide higher correlations with conceptual
' *fcomplexity than the F test.» Bowever, correlations obtained between

7conceptual complexity and dogmatism haVe been lower than those obtained

br?vbetween the former and authoritarianism.“

':jixcant content bias in the Dogmatism:Scale. and the construct validity

_‘
There appears to be 81gn1f1~'~
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Piaget is primarily concerned w1th structural prqperties 1n his treat-
ment of moral development. He characterizes moral development as'

proceeding from an- externally directed, absolute approach to an. 1nter—‘ .
o l . :

dependent, relat1v1st1c approach to moral rules. Kohlberg (1966),»
follow1ng Piaget s'model has developed a Moral Maturity Scale which
‘would be expectedjto correlate posibively w1th conceptual complex1ty

) This assumption is borne out by Sullivan et al S (1970) study in which

'_an overall correlation of 0. 34 was obtained betﬁgen Kohlberg s Scale

Tt

and conceptual complexity ., ':f‘v,,<
“ N Rotter s (1966) construct of 1nternal control would also be
expected to correlate p051t1vely w1th conceptual complexity, as

1ncreased sel‘f—direction results from greater mtegrative complexity.
.

f: However, the two measures do not appear to relate as well as might be
theoretically expected, w1th correlations of the order of 0 12 being vfff-

obtained (Hunt et al., 1968)

. . ‘:-.\,'z' A ; .
There is relatively little solid evidence for the developmental

o,"
Y

N validity of Schroder s model. Most complexity studies have been
‘ correlational or cross-sectional and have provzded 31gn1ficant but
‘yslight correlations between age or grade level and level of conceptual 1.-

.7: complexity (Hunt, 1964, Huntnet al., 1968) There has been scant :i;'e’i"~

1

longitudinal research, but Hunt (1968) has observed a significant L_Jgj *_;]ji‘

ol

increase in the complexity scores of a sample of male adolescents over ,;,.-i

a period of four years. However, all the above studies are flawed
8 . . .
1n that environmental effects were not accounted for.‘ Such effects

are qritical“to‘the~development of’complexity.rfThis flaw is also
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xndlcate however, that sex may be a 51gn1f1cant varlable.

N

i The pﬁesent lnvestlgation 18 prlmarlly concerned with educatlonal |
'varlables .It 15 useful therefore, to consxder the relatlonship of }
“conceptual complexrty to potentrally relevant varlables in this domaln."f
There appears to é%'a'low positive‘correlatlon_betweenilntelllgence f’
jand conceptual complexlty For relatlvely heterogeneous groups e
correlatlons are of the order of 0 20 whereas ln relatxvely homogeneous‘

. :groups, such as- coliege etudents, correlatlons are generally posltlve :7
,:and lnsignlflcant (Hunt, 1971) o ; |

The relatlonshxp between conceptual complexlty and academlc

4gachievement 1swnot a simple One.‘ Typlcally, low p031t1ve correlatlons o

'-have been observed (Hunt et.al,, 1968) However, further ana1y51sv- o
;Vfindlcates that course content 1s a crltical factor, for when faculty
'1ijd1ffErences are taken xnto account, correlatlons may vary from ;;55ff

."to 0. 44 (Pohl and Pervin,- 968) These findings are” further substan— o

':tlated by findlngs indlcatlng that task crlterion complexlty is an
'/i,lmportant factor in comparzng achlevement levels w1th conceptual
complexity (Claunch, 1964) | » : |

The above dlscussion of complexity constructs serves to‘v"

' 1ntroduce Hunt s educat10na1 treatment model, whlch appears to occupy

.)_. 'pv

g a mlddle ground between the current theoretxcal positlons of Harvey
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, ‘Thls CL model views persOnallty organization on a
contlnuous d1men51on, with very. general anchor . po ints- AI;'
(Hunt, 1971:36). ’ — ‘ S -

Hunt has added a very low level stage, Sub: I aand questloned the'
utllity of the or1g1nal model's stages III and Iv. It should.be noted,.

however, that Hunt s research has typlcally lnvolved subjects of 18 - -
1..-. L

: years of. age or under, and that thls dlfferenoe in flndlngs may well

i
;- derlve soiely from age differences between samples (Hunt, 1971)

v Thefpresentvinvestigation is primarily concerned with Hunt?s.

' use of the personallty construct of conceptual complex1ty in an 1nter~
actlve educatlonal treatment model, and h%s partlcular theoretlcal

Complexlty model has not been adopted. For the purposes of thlS study,
Schroder 5. complexity model has been adopted. The latter construct e

o

lS considered to have been better valldated than Hunt's 1n the 11tera- N

| N ture (Gardlner, 1968 Stew1n, 1969) and is con51dered more approprlate v

to the de51gn of the present study, whlch treats complexlty as. a

D : S

. continuous dlmension.

o

Hunt 8 maJor concern 1s the.prov151on of a learnerceducational

(8nvironment match In very general terms, matching models may be' |
c1a591f1ed accordlng to. their.relatlve empha51s upon long-term develop-'.i
Id mental or short-term behavioural changes. Obvrously, the two approaches‘
‘are not completely at odds, for treatments prlmarlly concerned w1th )
short-term changes-can also 1nvoIVe developmental chanqes.. A’ complexity
1eve1 model can be utlllzed for both types of matchlng. If 1mmed1ate;%v
.‘student satlsfactlon and short~term educational goals are emphasized,-
then the educational environment 1s considered optlmai when congruent

w1th learner characteristics. ZIf:the gqal is- a developmental one; for




‘or learner-environment disequilibrium'is necessary (Hunt, 197l)ﬂ

Lo Hunt's model is essentially an interactive one and therefore

e individual and the environment must be described along comparable'

ensions. = Hunt proposes that.the'person and the environment be
described in terms of structure. The pérson's conceptual structure
is described in terms or'conceptual complexity or, to use Hunt's

. terminology, conceptual level (CL). An individual's CL is considered

. w-an indicatiOn of his need for bompensatory env1ronmenta1 structure.

, Thus the heart of the CL matching model is a. generally
'1nverse relation between CL and degree of structure: Low CL _
learners profiting more from high structure and hlgh CL learners

- profiting more from low ‘structure; or in some cases,' being less
affected by" varlatlons in structure»(Hunt, 1971 66) . :

a

Thus, although expectatlons for low cbmplexlty students are well deflned
‘ ’the predlction of hlgh complex student behav1ours is| somewhat amblguous.

Hunt deflnes a hlghly structured env1ronment as one wthh 1s

.largely controlled by the tralnlng agent and in whlch the learner is h"‘

"fallowed llttle opportunlty to determlne the trainlng condltlons.-,The_

w‘follow1ng are con81dered to be examples of hlgh structure, lecture .

presentatlonh organlzed study, and a rule—example 1nstruct10na1 format.tg

o

-These treatments are consldered ‘to be teacher-centred approaches

-;(Hunt, 1971) Such envxronments are termed ::;i;sﬁial by Schroder

";(1971) In contrast,wa low;Structure envlro tr'is deflned as one .

' 71n whlch the learner 1s glven at least an equal opportunlty to deter-' S
LT v‘J " o B

"lmlne the tralnlng condltions. Examples of low structure are, dlSCOVerY

'_learnlng, 1ndependent study, and an example only 1nstructional format.»~7
) ,./ S

'These treatmehts are considered to be learner-centred approaches o

4:(Hunt. 1971) Such environments are termed interdependent by f'
'}i;ﬁySchroder (1971)




- structure,'albelt at a rather gross levels Hunt:aISO streSses, however,

17

. ‘
. i

Hunt‘thusidesorihes structure in;terms7of general'rather than

f,specific diménsions and this oontrasts(markedly,with,Séhrode%ys‘emphasis'

./

upon multlple spec1f1c dlmen91ons in desqublng env1ronmental complex1ty o
(Schroder et al., 1967) Hunt recognlzes thls potent1a1 weakness in : N

env1ronmenta1 descrlptlons and he empha51zes the need for. careful

» .
LN

conslderatlon of'the relatlve~51ze.and'innwd1acy of effect of the

B énvironmental units eﬁﬁﬁoyed in any stﬁdy;i He,suggestS'that the

env1ronment be broken down 1nto structural unlts whlch are then ordered

- from‘the,largeAand,;emote to the small and ;mmed;ate (See Table,l).' This

procedure provides for a more complete aSsesSmepttof environmental .

-

.that any descrlptlon of an educat10nal envigonment 1s of nece851ty a

K

_ relatlve orie ow1ng to the complexlty of such an env1ronment (Hﬁnt and

— — e ———
L IR Unit. ' Immediacy .
. »Environmental Unit S . .osize. - of Effect’
- Cultural setting ﬂ ;;,4 - __R:j_“ o o Lafge;;3“-QfRenote'“i‘
School settlng (e‘g., locale) T o T :
'School. (classroom) characteristics( - j“lAf_t”;‘_tf.f.“
’ (31ze, etc ) e A B

;» .nTeacher personallty (general)

4

Sulllvan, 1973)

" Table 1

'Taxonomy of*Educatipnél Enbironments*ﬂ

hool (classroom) organizatlons
(soc1a1 and power) S

Teachet atﬁitu&e’(to role and students)

Teacheq behaviour (teaching) {”5vt; f | SmallJVghflmned;eteﬁ w




:v'ment decreases. preferential factors become increasingly potent._’This'{

'» As mentioned’ earlier, Hunt S- prediction of the ‘behaviour of
_hiqh'CL individuals is ambiguous. This ambiguity is well 1llustrated

_ by the findings of two studles McLachlan and Hunt (1973),«u51ng 1"

" learner integration of presented 1nformat10n as the performanCe criterion,;

found that low CL learners performed 51gn1ficantly higher with a hlgh '
Y

'structure lecture treatment than with a low structure discovery approach

'However, high CL 1earners were unaffected by the treatment method e ;f\'

. Tomlinson and Hunt (1971),.using a coqpination of several performance
'criteria,_found that. high CL 1earners performed 51gn1ficantfy better
than 10w’CL learners w1th the low and~intermediate structuredvpresen-b
i,tation formats of example and example—rule respectiveiy However§ w1th

-tthe high structure rule-example format there was a decr%ment in the axt?
Vl'performance of high CL learners and an increment in the performance of
~low CL learners.i The results of this itudy tend to support a- preferen— .
::i_tial matching model for high CL learners whereas the results of the
fformer study tend to support a compensatory model..;vxfhb ‘

‘-'f‘ Snow (1969) hasssuggested a compensatory model and. a preferen—;'

o tial model in his discussion of aptitude-treatment interactions (ATI) o

-L;and it is likely that both models require consideration for matching..

JA possible explanation 1s that as’ the need for a- compensatory environ- ig* ,}';i"

I

8

~_view appears to be supported by Tuckman 8 (1968) findings that high ":fa':

».:;CL learners preferred non—directive to directive teachers.

Notwithstanding the apparent ambiguity with respect to compenf:;l

18
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‘conceptual 1eve1 lS questlonabl

" his colleaoues has emphasized.a more Qeneral approach to~natching

A{through a meta theory based upon Lewin's B-P-E paradigm (Lew1n, 1935)

"‘Thls later work has centered upon a more pre01se deflnltlon of treatment
'models and expanded descrlptrons of the peISOn 1n terms of acce581b111ty

.channels (Hunt, 1974 Hunt et al., 1974)

Conceptual level 1s descrlbed as a learnxng style, or cognltlve

’ orlentatron,ktoward env1ronmental structare, and is treated as one R

.:characterlstlc‘or acce551b111ty channel of the learner. In addltlon,
.‘other acce551b111ty channels such as, motlvatxonal orlentatlon; value':’f
'orientatlon and sensory.orlentation are consxdered. The degree to which :

']fmotivatlon and value or1entatlon can be considered separately fr??

Both of these learner characterlstics o

f.-may be cons:.dered to be subsumed to some %xtent by such conceptual

level. characterlstlcs as ozigpfation toward 1ntrin31c or extrlnsic '1f

'5i'lmotivation, ana latitude of acceptance of new values.i The 1nclusxon of

-a;sensory orlentation appears a usaful‘one and the consrderation of

’preferences for, or greater 1nformation accessibllity through,

'.particular sensory modality appears to be a necessary one (Slegel, 1973)

,07 o N . R . . . . e i " ) ; E . .
PART.;.-Z':. STUDYBEHAVIOUR R.é‘.’szagcu.v;._ S S SR

5"0 . ‘, RIS

The present study 1s concerned with an open universlty student S

"population., Instru’tor direction is kept to a ninimum and an‘emphasislliet;:

7'r318 placed upon self-directedvlearninJ onfthe part of“the student, wholl"




"”?Qattitudes score.. Thus certain study behaviours and attltudes are

The. relatlonshlp between study behaV1our and unlver51ty achleve- '

o

‘ ment has been w1dely investlgated It has been ‘a common - assumptlon L
that the two are clearly related, and that certaln study hablts or

- strategles are opt1ma1 for all students (Pauk,v1962. Roblnson, 1970)

“’.‘However, the avallable ev1dence does not prOV1de clear support for ~-’

“such .an assumptlon Although several studres have 1ndeed found a -
7sxgn1f1cant relationship between study hablts and college achlevement
(Brown, 1964, Frost, 1965; Goldman and Hudson, 1973), several others

have failed to establish such a relationshlp (Ahmann and Glock 1957,
!

.H‘Anderson and Kuntz, 1959,,Goldfr1ed and D' Zurllla, 1973) . The issueors L

3

.

' further compllcated by evidence that suggests that so—called “good" :
ﬂ'study habits are 51gn1ficantly more common amongst the worst performxng

'"Students (Maddox, 1963)

Study behavxour data 1s commonly obtained by means of a.-
2

":-questionnalre; usually one of the several avarlable standardlzed

1nventories, such as the SurVey of Study Hablts and Attitudes (SSHA)
'f(Brown and Holtzman. 1955) The SSHA 1s typ1cal in that it 1nc1udes

lltems concerning both study behav1our and academlc attltudes, which

*are scored according to a standardized scoring key.. The total score i;fﬂ

13

.,”is derlved from two scores, a study behiziour score and an academ;c f‘ ”

V-ﬂiconsidered optimal for ”11 students and it is further asSumed that

20



' ~att1tudes are obtalned emplrlcally (Braun, 1970) Thue‘it:iS'poesible-f:
hithat the confllctxng ev1dénce obtalned to date may derlve partly from

.che nature of the research tool employed to obtaln study behavxour :

-~

data..
It would appear th t both study behav1ours and academlc
o (

‘*attltudes contrlbute to academic achlevement, and there xs some -

ev1dence that att1tud1na1 and motivatxonal factors provide a more

_signlficant predlctlon of academlc achlevement han study habx_ rl

‘(Flnger and Schlesser, 1965) Lav1n (1965) has suggested that study

AN

Fbehaviours and academlc attxtudes contrlbute lndependently to the j

. f -; A4

lpredlction of academlc achievement.. However, one trend 1n more recgnt

8 e : i

vifmresearch has been totaseume the reverse.. That 1s, study behav1ours } Pi ;5 o
t;yﬂand attltudesaare coneldered as related to one another and are both ';f?ﬁ:
h_t}largely determined by fairly stable personality tralts.:;v T

| Several studies have found introverts to be.more successful

"*"1than extraverts at university (Lavin. 1965; Estabrook and Sommer, 1966). B

- Introverts have been found to report “better" study methods and to H7'o




‘ “'study strategles moderated by faculty dlfferences and that two-

'.p;optimal study behav1ours is not yet dead. For example, Goldman and

. :hxs colleaques (Goldman and Hudson, 1973, Goldman and Warren, 1973)

- lffeffectiVeneSS of study behaviours depends significantly upon the type

:E_dfof agreement between such studies, for Goldman and Hudson found a

.

."more central personality varlables Blggs found the effectlveness of

. (
. dlfferent strategies were capable of contrlbutlng to academic success;

- N\ s
-

. a low level reproductlve strategy and a. hlgh level transformational
"fstrategy.; TheSe two strategies have been found to be correlated with

;:extreme response set, 1ntrovers10n-extraversxon, convergence—dlvergence
. and dogmatlsm (Blggs and Das, 1973) B "‘x'=‘_=¢ O 3_, V
Recent research into faculty differences in study behaviour '

a also serves to illustrate that the controversy concernlng un1Versally

1

S

'ﬂhave continued'to find that certaln study behavxpurs

:‘e'qpeimA1,~
jregardless of faculty In contrast. other studies have found that the ‘

‘ .

:“”fof faculty (Biggs. l970(a)) Nevertheless, there is a 1arge measure S




objective tests. These findlngs contrast w1th those of Biggs (1973(a))

who found that success on objective tests 1s related to study strategies h
1nd1cat1ve of a convergent learnlng style, and that several study

=2 ;

stratecies appear related to performance on an essay~type test S
The above summary of study behav1our research findings indicatesh h:‘i

that the. majorlty'of such research has been primarlly concerned w1th "y”

identifying correlates of general academic achievement. Empha51s haségy

been placed upon identifylng Smele main effects with little con51derar ,f'_*

tion given to the mediating effects of" person-env1ronment interactlons; o
The early emphasis of study behaviour research upon slmple

main effects echoed the then generally prevailing approach to psycho—f.

-logical research.: Dlssatisfaction has been expressed with the arbltrary

d1v131on of xesearch between general and environmental effects and

LN
e

ind1vidual differéhces, and a broader interactive approach has been

K

proposed (cronbach, #967) More recently there has been increased

~—~’”“§tféﬁtiﬁn to such anl“p“fbach~bothr1n general psychological research ktji'_ff

i:Recent interactive study‘behaviour

and study behaviour research.

research has. evidenced concern with faculty differences (Goldman and



' :[.applicable to the ATI model

S T e .
group of characterlstics that is associatede1th students whose academic :

: performance either 1mproves or - deteriorates under a given treatment.'
o To date, ATI research has prov1ded little substantive evidence (Bracht, L
’1bh1970' Goldberg, 1969) and few study behaviour 1nvestigatlons have
'n}utilized this model (Richmond, 1972, Biggs,_l§73(b)) These latter
vro‘studies have 1ndycated the presence of limited ATI effects and it would

' appear that un1d1mens1onal rather than multidimen51onal aptitudes are ,»;

.‘ -
)

The relative lack of ATI effects in the literature does not

;f_invalidate the interactive approach._ ATI 1s but one way ‘of construing

<

interaction,'andiis-of limited use-in that interactionvis-forced to

Cl

conform to a statistlcal procedure (Hunt, 1974) When study habit

'vfresearch 1s reviewed according to a broad thedretical model of 1nter;p o

q'”ﬁaction such as; Lewin s B-P-E paradigm, ev1dence °f person~env1ronment

-

'*f_'1nteractions can be discerned, as noted earlier.. However, it is

'fvirtually imposaible to obtain an effective comparison of findings
ffﬁowxng to the diversity of criteria employed.r In particular, there isfdf

". a diverse mix of personological variables, varying from those derzved

"‘i;g5from personality theory, such as introveraion—extraversion. (Entwhistle

e (Biggs, 1970 (b))

’ '12_and Wilson,_ 970) to those routhy describable as learning styles ?}fif&;-:""

There is a need for L
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‘ the’suitabilityyof”this‘model-for»study‘behayiour'research is discuSSed'
in the:succeeding;section,5::
¥ . " PART 3: ‘mrscmrr;ouf‘
' fh In the first section of this chapter, he personality‘construct-"'

‘of cdnceptual complexity was’ described and its historicalyhevelopment’

"7_ summar1Zed Hunt 8 use of thlS variable as a basis for his conceptual

| level matching model, an interactive educational treatment model, was S
~'then discussed In the second section of this chapter, study behaviour~'

research was summarized.; The generally piecemeal nature of such '

&

Lo research was commented ppon and the need for an appropriate organizing :
- theoretical model was streSsed ‘

As stated earlier, Hunt has adopted Lewin s B—P-E paradigm as
/

3,ythe general model for his particular educational matching model. ihe”‘ i

' °3'fnunt s mode1 appears to be a suitable one for study behaviour research.;

ﬁneed to employ such a paradigm has been expressed in the area of study

':fbehaviour research (Biggs, 1973(b)) In very general terms, therefore, ;fﬁj

Study behaviour research is essentially concerned with student

":1ltlearninq behaviours in ‘an independent, or uncontrolled, educational

Sy

_._;f:environment. Cbnceptual complexity research has paid relatively little RN

l g ”:ii:j;”

| “azdiatéention to ipdependent study environments. the latter being br°ad1Y ;ff’

:':,Qgcategorized as appropriate forvhigh CL students.

- Although complexity
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students‘would be. expected to‘avoid'such'an‘option. However, the
empirical ev1dence is equivocal on this matter (Tuckman and Oreflce,
>1973)‘ A preliminary concern for this 1nvestigation therefore, 1s.the
distribution of the chosen open university population Wlth respectAto
.:CAsfetatedyabovev'Hunt:and.his'colleegues have:tended toCCOn-
& ecentrate uponﬂtreatment'modeis._ Thus, relatively scant attention has
"3been paid to’ rec1procal studenteinitiated efge\ts. Hunt notes that :

7 high CL students have been observed to "pull" higher level information -
"‘~statements from their teachers (Hunt, 1974), and he has stressed the -
?‘need to con91der such "student pull" in ‘an interactive educational :31

r:

i research design (Hunt and Sullivan, 1973: Hunt, 1974)

of more direct relevance to the present study is the finding .

f‘rof Hunt et al., (1974) that students are capable of pr0v1ding the

”f,f‘appropriate env1ronmental structure for themselves. .Hunt et alt-n,

A'”‘f:provided homogeneous groups of 1ow and high CL students with the same

' gtinstrué/ional model and no. teacher. The low CL groups elected their : }ﬂifr

“own "teachers" and relied heavily upon the structure provxded by the
’ai%instructional model. In contrast, the high CL groups worked more as ;‘
‘{f}a committee and relied significantly 1ess upon the instructional model};si5 '”

'_[utilizing the latter only where 1t was considered functional for the ’fft;“

:'1;f,presented task

The above evidence indica ;s‘thet stud'nta are capeble of fﬁ- ;




.-

»

' materlals in an

of this 1nvestigat10n 1s the relatlonshlp between student conceptual
: : p .
level and study behav1our

Hunt has empha51zed the 1mportance of an adequate structural

V. s .
. *

descrlption of the educational env1ronment and has suggested that

' both objective and subjective, or learner, perceptions of that envzron—

: ment be cons1dered (Hunt and Sullivan, 1973) Athabasca Univer51ty

+

presents 1tself as a decentralized organlzation open to all students_

regardless of their formal educational background Optional student

-ﬂ )
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serv1ces such as- free tutoring by telephone and small discu551on groups :_;

¢ -

.are: also offered.; Thus, at a macro or remote level the educational

environment, or "climate,? can be viewed as minimally structured W1th

an emphasis upon student autonomy At a 1ess general 1evel, students .‘:‘

31 are free to complete course~work at their own speed and to use course .

e

nner they wish Again thevenv1ronment-may be

jured and providing for 1nd1v1dual autonomy._ri

'1nediate level, that of the structure provided by

:the.in £ }ckage," the. presented env1ronment lS somewhat

TR

'7fambi§h6ﬁ$’.v ge is highly structured in that the student is »

IPfQViaed'Wi, ‘“—‘tep 1nstructions on the use of the supplied

’“nor example—rule format.v Thus the manner of

gaéowever, the content is. presented in- neither



DEFINITIONS AND HYPOTHESES .~ e

. sTupY DEFINITIONS .
1'ThleolloWing'definitionsiuere.adopted'for use throughout'this

study.. fr e T I AT S

bblfferentiatlon

ThlS construct refers to the number of functlonally unlque

’ 1nformat10n categories perceived by an 1nd1vidua1tin a given stlmulus
'domain,' fg

; Differentlation or the number of dlfferent kinds of 1nforma-'
"‘tlon perceived refers to different. principles of stimulus ordering.‘
o "In the simplest case, differentiation may- refer merely to

f‘a principle of: assignment to a category (1nc1usion-exclusion)
-« . + At the other extreme, another person might be . capable of -
_-making Judgments in terms::fasophisticated ratio scale, making
. fine and reliable discriminations (between stimuli) (Schroder,,

~”J,1971 243) :,17 SR IREE SRR . T

f' ntegration
This conetruct refers to»the manner and degree of aq/lndLVidual s ’g

7ﬁ;ﬁ»organ1zation of 1nformation, irréspective of the number of "bits" of

'iffinformation perceived ThuS. fhe concern is With a" lndiVid“al'




j{.of conceptual complexity. Although Hunt developed a slightly d;fferent

| pFConceptual Complexltyl ."e' :v L B o i'

Thls study utlllzes Schroder s theoretlcal construct of

L conceptual complexlty, wh1ch lS based dlrectly upon 1ntegrat1ve
: complexlty as the central personallty varlable. Thus,;i |

, The number of dlfferent ways an 1nd1v1dua1 learns to comblne
and relate a ‘det of information items is referred to as the
level of conceptual complexlty (Schroder, 1971) -

) Conceptual complexity was measured by means of Schroder s -
Q.

Jseml-prOJective measure, the Paragraph Completlon Test. A hlgh scorei,°

lindlcates an 1nd1v1dual posse581ng\a hlgh level of conceptual complex1ty
,Aand'vice‘versa;

o J
2 . oo k

oy

'Conceptual'Level x_n'
R Thls construct‘was adopted as the operatlonal deflnltlon of
2',Schroder s construct of conceptual complexlty, and was- developed hy..
.[LHunt (1971) .ngreas Schroder s construct accents lnformatlon Pro“_djijl.f

_cesslng characterlstics, Hunt s adaptatlon empha51zes the need or o
. preference for environmental structure assocrated w1th varylng levels
{rdver51on of the PCT from Schroder. the Orlglnal ver31on of the PCT
5f'(schroder et al., 1967) ‘was adopted for the purposes of the present

5 51study A low PCT score indlcates a low ‘CL 1ndividual Wlth a need or,

; ”:'preference for hlgh environmental structure, and a.hlgh PCT SCore

a”1ndicates a hlgh CL 1ndividual w1th a need or preference for 1ow

R .
K AT

-_flenvironmental structure.. Conceptual level can thus be considered as

o

ril‘a learning style (Hunt, 1974)

.q...

&



' Environmental Structure |

This term refers to the degree of.conceptual organization 3

. prov1ded for the student by the educatlonal env1ronment. Thus,sa hlghly

structured env1ronment 1s one that prov1des for llttle self dlrected-

S

Iness'on‘the‘part_of'the‘student,whereas a low—structured envrronment.~

-provides, for mucn individuel.autonomy,

Y .~ . STUDY HYPOTHESES

- Main prothesis

o The present study is prlmarily concirned w1th the relatlonshlp

.between student conceptual level and study ﬁbhav1our. Recent research
‘rlndlcates that students dlfferlng in conceptual level would be expected .
"fto report dlfferent study behavxours._ Therefore the assumptlon is

. that student study behaviour 1s related to. student conceptual level.v_:»

' 5AThls assumption was tested by means of the . followmng SPSCLfiC

'”hypothesis.“- - d’-; .t: <:-v;s,"u*_;' . ?. f°f,_l L ifn~ ;}?;‘.n;ﬂ

EEEN

f‘ﬂa . There ig no signlfrcant/relatlonship between student CL,

»7: ‘as measured by the PCT, and student responses to any 1tem
on a study behaviour questlonnaire. S v

1

- 3

'?{Subsxdiary protheses Q S ‘;:“:vi~;:j-_'fﬂo"i.j;_@ﬁ & &7;

In v1ew of the apparent conflict between theoretxcal expecta-'“

“:i,trgps and experimental evidence to date concernzng the preference of

ﬂ*,,.’

30

'?iilow CL students for 1ndependent study environments. the‘number of such'tvj~

',f.students 1n the chosen population is of concern to th1s study._ Thls }9];

Vf_ﬁpestion was formulated as follows.;
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‘ H_: There is no difference in the frequencies of high'and‘lcw .
CL students obtalned 1n the .chosen open unlver81ty popula— :
tion. C L

Where a' low CL student is defined as one_obtaining.a'PCi\sccre of
‘four or.less, and a high CL student as cbta%néng a PCT scerefoftfivef'

_or more. R

Hunt (Hunt and Sulllvan, 1973) has stressed the need for

obtalnlng learner perceptlons of the educational env1ronment. He

¢

 'proposes that a student of low CL prefers, and reacts most favourably

“toward. a h1gh degree of environmental structure and hlghly structured v

»learnlng materials, and V1ce versa. Therefore the assumptlonvls that
'a student 8 instruct1ona1 preferences and reactlons to the educatxonal
'~jfenv1ronment are related to that studentﬁs CL. This assumptxon was '

- tested by means of the follcwing 8pecific hypothesis~ji1'4: o

R S E S L R
'1,35;' There is: 'no signiflcant relatlonship between student CL ‘and’
R student responses to any item,on an: instructional preferences L

questionnaire._;, B IS UL L S PSR

N

-



'~;CHAPTER»4 -

‘ ,ExssRInEMAL 'PROCEbURE AND DESIGN =~ . '-

for the ourposes of thls 1nvestigataon, the'total populatlo' o
‘an Athabasca Un1versxty 1ntroductor; soc1a1 scxence course was contacted..uf
‘"e:Thls populatlon consisted of all freshman students v'rolled in the o
‘;iv;ab0ve course. betWeen October 1, 1974 anvao,hv".r‘i3, 1974, and comprised i
97 students. of this number, 52 st_i:ents responded by the‘ end of the L
"fexper.unental penod (Februa 28, l975) However, a few students
h Avdid not complete all _’ i surVey 1tems, and therefore the appllcable '

f-sample sizo} is reported for each stage of the data analysis. A total it

\ :_’ students formally w1thdrew from the course dun.ng the experi- "

- n@éi p_et_iéd- “
All students in the study sample were over 18 Years of age and o

" ftheir academic qualific, tiOns' varied widely. as Athabasca Univetsity

s 'does not require formal:academic quahfications for entry Sample

',fuuy in Chapter 5

"‘»"",chazacteristica are discnssed mo
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o 1‘1l‘subjects received the following items- A study behaViour .

///;uestionnaire (Appendix A), the Paragraph Completion Test (Appendix B).;A
a reading comprehenSion test (Appendix C)s and an. instructional pre-
ferences questionnaire (Appendix D) _ The subjects received the above t :

l

items when the third unit, or lesson, had been mailed to them.v This

procedure was adopted in order to ensure that students could gain someu,
Jfamiliarity with the course format and materials and obtain some |
.experience in self-study prior to completing the research forms._,;,
Students were instructed as’ to- ‘time limits for the Paragraph Completion _"
Test and were: asked to record the time taken to complete the reading |
T R

mprehensxon test.. All other items were untimed““.-. =

In order to gain further information as to student characteris~ L
ics. student biographical data such aj aye and academic hlstory were ? }?rthﬂh
, obtained from student records at Athabasca University.; An attempt e

was made to gain further information concerning non-respondents through

university reeords, personal correspondence and telephnne calls.'_yhe;;fl;}i -

“*_1nvestigation.was terminated three months afterﬁthe registratio "of




Blggs (1970(a)) u51ng a sample of Australlan unlversity students 'Th;s.
partlcular questlonnalre was adopted for use for two reasons Eirst,“

‘

.:tT 1t has been demonstrated to reveal several factors that may be describedd p_/ '
. as learnlng styles._ It thus focusses.upon educatlonally re;evant o |
vpersonality varlables as opposed to personallty varlables of ‘a more ;:
i*general nature. Second, the ‘more recent forms of thlS questionnalre o

fi have: been valldated upon\an Albertan unlverSLty population, thus pro-f;’
Ev1d1ng for a more dlrect c0mparlson of "open“ and convent10nal Albertan o
""t. unlversity students.,i' | ol C
| d‘::n Blggs has based hls questionnalre-upon an 1nteract1ve learn1n9 A
”d"[model that characterlzes academic performance as a derivatlve of a N

Tt . -
\

b ,\"complex 1nteractlon of personallty, motlvatlonal. and behav1oural

o

7

[:fstrategy variables (Blggs, 1970(a)) ’ Study behaviour 1s thus viewed
. fj.%.i. the translation, in the context of study, of certain T
enduring personality characteristics, into ‘a series of" oPerations Ce
or strategies (Biggs. 1970(a):163).: : _;‘{.3.,v R L

3’;The erigxnal 72 item ques"ionnaire was intended to tap such characteris—:f¢f

""ftics”aaitntolerance'of'ambiguity (Ftenkel-srunswick. 1949)' dogmatism




3y :

i : . o

Ah-universlty and course’work. qSeven empirical scales were obtained[ and
” four a priori 3cales, based upon the original questionnaire scales,

were added to prov1de two distinct categories of scabes; value-u

e

' :motivational and study strategies.: -

The value-motivational category contained five scales. The
'Pragmatism, Class Orientation, Academic Interest, and Achievement—f

;AOrganization scales were empirically derived, and the Academic kf

3V_Neurotic1sm scale was defined on-an a priori baﬁis. The study

“f‘fand Fact-Rote soales were empirically derived The Scheduling. .

"ifﬂstrategaes category contained six scales.. The W1de Reading. Simplifying, o
’Jl Dependence, and Relating scales were defined on an ‘a. prior1 basxs. f:”;.‘~'
On the ba51s of the above research, Biggs dev1sed a new 102 .
'ﬁ'item form of The study behaviour questionnaire, the SBQ-J., The SBQ-J {_,,
Lo - : L
'?'samples ten study behaviour dimensions, each scale comprising ap¥roxi- ,f:f;.insg

;fmately ten 1tems. 8ca1e titles and descriptions are shown in Table 2.

"f:'The validity and reliability of the<SBQ'J has been assessed Ln a further :f} e




Table 2 a

/ . Study Behav1our Questlonnqlre
S A ;' Scales (SBQ—J) {

- _,:Eij,'f#¢aie, - l“f7v"'7vvi‘if"5  1;3§és6fiRtio°1”‘::

..,1;'A¢ademxclhspifétidh  ":'f.Pragmatic, grade orlented Unlversityf L

R L A jv;ewed as’ means, to an- end

~ .2.'A¢ademici;ht¢iééé : : “YfIntr1ns1ca1ly motlvated._ Study viewedf”'

~. as-an end in ltself
»13;"écadémié_ﬂeurétiéiSmf_h f‘ Confused Overwhelmed by the demands |
T e T .of course wbrk.‘.

‘ff7: 4 Internal LOCUS Of - ‘” 53Sees"truth" as coming from w1th1n and
e cOntrol »g:;;.  ."_' . mot fzom external authorlty ‘

,f‘5 study Skllls'and L -?Works COnslstently, rev1ews regularly.;}3 :

a10rganization 43“-}‘1;1'1»;and schedules work. ﬁA_vA-

‘ 6' Fac“‘3°te Strategy  ""d!ntres on facts and detazls-c Rptéff
ing »julearns.zi ]5-1\_, G e

‘f‘f_ﬁ?;.Dééeﬁdéh¢§h “fffi”}7f   'f?Rarely questxons instructors or texts,_ffv

& Needs support.

- 8. Meaning Assimilation | Rééds ji_ci'aél. i‘Relates to that which is"
S R L knownf?'Mea ng‘oriented-, tf}

"3‘6:‘

v

JV;erconcerned ahout tests and exams. L

I




:'fas h;ghly reliable items, contributing significantly to the SBQ-J

' i.valldity in. contributing to the SBQ-J scales, were 1ncluded in the

~

7 Reliability and validity of the

Study Behaviour QuestiOnnaire

The reliabllity and valldlty of the SBQ—J 1tems has been hg
. o ;

37l

. 1nvestlgated in a serles of studles (Blggs, 1970(a). 1970(b) 1973(a), S

L 1973(b)) The flndlngs of these studies 1nd1cate an adequate degree ; :

/ i o /.

:-of face and construct validlty, -and the 1tems comprlslng each scale ST '

':appear to be reliably measurlng aspects of the same stgdy behav10ur

Q'dlmenSJOns. ,‘ ul“f‘

LU

Of the 78 xtems comprlsing the SBQ-JS, 66 have been»established

‘;scales (Biggs, 1973(b)) The remainlng 12 1tems, although of lower

\

jf,SBQ‘JS as. potentxally useful for the open unlverslty sample. jf':‘fl@'iﬁ}; -

Subjects were requlred to use a standard IBM answer sheet 1n TR

:u;@“respondlng to'this questibnnaixe, iti; t}’hf;*ﬁ

: l;" The Paragraph comgletion :ijﬁfaefu'xb R

N .




.rsubjects (Schroder et al ' 1967). The PCT"stems areiscored'by_judgesv'

1. tra1ned in the use of a structural scorlng manual (Phares and Schroder,

‘ 1969), and the scorxng procedures focus exclusxvely upon the structural

’:aspects of a subJect s response.

Responses whlch could be generated by a 51ngle rule (pers—’
'?ipectLVe) are -given a score of 1, -those clearly 1nd1cating '
' ‘alternate but unconnected perspectlves a score of 3,. those :
;1nd1cat1ng a relatlonshlp between two perspectlves a score of
5, and ‘those indlcatlng multlple relatlonshlps a score of '7.
. Points 2, 4, and 6 represent intermediate’ Judgment between ,
e these ba91c 1nformation processing structures (SChroder, 197} 258)

P

efi;Valldlty of the PCT

' ‘\ The PCT was speclfxcally designed to measure organlzatlonal

,‘7“pxocesses, that 1s, 1ntegrative aspects of conceptual functlonlng.;-,.ﬂ

.1hDirect supportive ev1dence for the construct valldity of thls test

'f? is prov1ded by Faletti (1968) who found that PCT scores remalned R

'7”.7substantially unchanged when experimentally 1nduced differentiatxon

‘g{m‘tional eomplexlty was experimentally lncreased, w1th 1nduced differen-‘-"pﬁ'?

~

.-

t‘ﬁ-was increased._ Also, PCT scores §§§ematica11y 1ncreased when organlza-

38 .

o _/ v R
.u.nttiatxon held constant“ 'Several other studies have also been reported ,3,2 R




' Inventory (Tuckman, 1966) As mentloned earller (Chapter 2, Part 1)
- the PCT has ‘been found to be positlvely correlated Wlth related per—-a

sona11ty constructs such as. moral maturlty and 1nternal control, and

negatlvely correlated w1th such oonstructs as authorltarlanism and i
. \ .

-

f' dogmatlsm.N In addltlon, PCT score:yappear largely unrelated to scores_f

R obtalned on tests of general ability and verbal fluency (Hunt, 197l~- fi

S Schroder, 1971)

e

'} Rellablllty of the PCT

Scorlng instructlons’appear suff1c1ent1y preclse that hlgh
h inter-rater rellabllltles can be obtalned wrthin three to four days
| of rater tralnlng, w1th reliabxlities ranglng from 0 80 to O 95 being
reported (SChroder et al., 1967) The five PCT stems utlllzed for 'fﬁfé.
:."/the present study typxcally provide 1nter-corre1atlons ranglng from
lff 0. 60 t0«0 75 (Schroder et al., 1967; Stew1n, 1969) » ' | |
o Test—re—test reliabllrty coefflclents of from 0 52 to 0 67 R
have been reported (Gardiner and Schroder, 1972) The lowest values l;;f::
E were obtained us1ng hlgh school subjects over a per;od of 12 months.".
and the highest values have been obtained using college students OVer
g a three month period.h These results are in accord with theoretical :ﬁﬁ*;f;if”
expectatlons that complexity cﬁftinues to devalop through hiqh school Y

Y

and college.:t;ﬂ’:




4od-

‘or less are categorized as concrete, those rece1V1ng a score of flve

or srx as 1ntermed1ate complexlty, and those~scor1ng seven or above -"

e

'iaS»hlgh complex1ty }nd1v1duals.', c B S

‘

"_.Reading quprehension Test

')

A test of readlng comprehen81on was.used 1n thls study as an ;1;~,'
“"e;indlcator of" general readlng abilaty (see Appendlx c) A measure of
t*jreadlng abllity was con31dered necessary for thrs anestlgatdon in ulew_
R MR :
rd"’of the w1de range in formal academic quallflcatlons ev1denced by the ;
:hbitchosen study populatlon That is, readlﬂﬁ ablllty is- con51dered to be :"
Hiia p0581b1e confoundlng varlable w1th respect to the study behav1ours
i!of students 1nvolved in what is essentially a correspondence course.

The test adopted for use was the comprehensxon subtest of the~l.-j}§$f

g\y“}Survey Section of‘i?e Diagnostic Readxng Tests, upper 1eve1 form A

’:'e Committee on: Dlagnostic Readlng Tests, 1966) This test was
.h*?adopted for several reasons.? First, the test is desxgned to measure L
Hfistudy-type reading skills and 1nc1udes content approprrate to the 11;,?
-ﬁicourse utilized for this study. Also. the test is designed for |

.f}jsdministration to stndents in grade seven through flrst year unrver51tyah S

a ange that appears appropriate for this studY sampler whAch exhlblts L

’i#a w1de range of formal academic achievement.: In additron. although

“ift_is subtest istnormally‘admi'i“teredﬂwithin. rescrvbed time 1imits,jv“fa‘f
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' tioh of overal

' ;hobtaineé*betﬁ er '”}this test and vocabulary scores.

'5ﬁtests of voc: ulary.

.f;gbeen obtained{i

has been widely uied 1n both hlgh school and college reading programmes

anﬁ)has ‘been dg‘

'{ one of the better 1nstruments for the evalua—

-'llty (Turnbull, 1968) .

Validity]
fESiZes inference rather’than factnalerecall and ‘

PO

% the comprehensmon materlals are broad and of

'valldlty, but" ’crents in the hlgh 0 40 s are supplled.r However,_*

'desprtezoccasronl ‘ Lsions.‘ A medlan correlatlon of 0 62 has been -'-ET_r-'

Thus

ﬂ'to be a measure possessing construct validity on. a par with other

";ftests of its klnd..ﬂ,_e}g[‘”

fTest-re—test reliabilitles of the order of 0 80 have typlcally

'i?gifdlfferentiatestJf“

In general terms, this comprehension test appears

: 41\_

- C?ht?alfim,“ n readzng" (Turnbull, 1968 164) The test appears o

The normativevdata suggests that this test reliabxllty i5ff3’




R T

makimum score possible was 20.-

'FInstructional Preferences Lo e e

Questionnaire 5>>, : e
%ii

This questfonnaire was de31gned specifically for uge in the ;”: '

N present study (see Appendix D) It was 1ntended as a measure of several

~ftfaspects of student study behav1ours ‘and preferences as follows First,‘»ﬂ

n-

,1t attempted to assesa a. student s perceived need for external structure

L and motivation at a macro-enVironmental level. Second, it attempted to ‘

’ assess a student's need for structure at a micro-enVLronmental level :

:as ev1denced by his reactions to, and use’ of, the supplied 1nstructional

units. Lastly, the questionnaire attempted to assess a student s

‘preferred Sensory modality for learning, v1sua1 or: aural

T?'offered._ However, informal dialoque with survey respondents 1ndicates :”

Reliability and validity of jy d#».*"

" the IPQ rf,','.._ R

No ev1dence for the construct validity of the IPQ can be

\)

7

42

\dftynthat this questionnaire does at least possess adequate face validity.n T

Reliabxlity was assessed bY means of test-re-test correlations. L

&

';‘ﬁfs'An 1nterval of approximately tuo months occur&ed between the two

Y

»administrations of the IPQ (see Table 3) The\torrelations obtained

"Vﬁgghoula be interpreted with caution in v1ew of the small sample size

Y



e f'**Note~'

:Instructlonal Preferences Questlonnalre

o

Table 3

Rellablllty

‘Pest-Retest -
.. Reliability* S ——
. (stability) .. 1

Item. .

a‘fﬁercentage‘Agféemeht**f

-

oy

 112; ;. .‘ ,: ;v;: d
«-Z,Si"7i- "*31_. 0.53

-45.53v;;;f‘ e f..Q.67;"l o ,l >\;1’ . 64 i

75

36

| 79 ‘

;637'v.',_ T e

86 -

6 EE S R RN

- jfj_1,4; co e st

53 . - 2iff,

" 100

w0

19

7

86+

93

‘;.937 .

f,~¢79'f;

g

T n= 14

Column 1 refers
fagreement._ '

 ;;:“Cq1umn 2 refets to test-retestﬂagreement withln 1 sca
'5'gradation. ‘ IURTE ¥ e :

.a‘.

-

¥t

to 6ccurrence of complete test-reiest o

%, v

43
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N STATISTICAL ANALYSIS,

Part'l.; StadyValiditf | - ) | |

. -In edacatiohalAreségrch.shereware'tﬁo:fﬁhdamehtal'“typesJofb ~
,exoerimehtal validity of concern’ to the researcher, internal ahd ) /ffs)

hexternal.f Internal validity relates to the extent to which the

,results‘may be: considered to derive from experimental manipulation,_'_ v /e /
“'that 1s, the 1nterpretab111ty of findings.‘ In- contrast,vexternal ‘//%b_.-i
fht f;validity relates to the extent to which the experimental findlhgs g
B ,_.can be generalized to other populations and settings. '-@.l ///
| | To date, 1nterna1 validity has received the//eiéht of concern |

1n educational research. Thus the emphasxs hae/heen upon the degreet:'”

eto which a research design approximates a ;;ﬁ/; experimental one. :il. :

.\'z probably the most Lnfluential single t 4atment of experimental

| valiaity is. that pf Campbell and ’ anley (1963) which discusses the

limltations inherent Ain: sev :al types of expetumental deSign commonly

3

employed in educatioua‘_research Although these authors’treated both ;-:
I'internalvand exte‘" l-validity, they echoed the then prevalent emphasis :;ffi”'
upon conside.rtions of internal validity ; tf_ '?7f??" ‘ff,- e .‘jl R
;.-fft is often extremely difficult, 1f hot 1mpossib1e._to effecti |
a Jrue experimental design in educatipnal research,_ In addition,, j'

63’
an overconcern wmth a "clean experimental design can lead to research

0 Q

findings whicz lack external validity and cannot be readily applied

'1 to real educational situations. The ahove Emphasia on internal validity

.h“ ~~9°mull¥ remited in fraqmntary amd om'smpimed experinental } f S

tha professional



"More recently, increased attention has been paid to the
"‘Irepresentativeness of educatlonal research; that is, external validity
5' (Bracht and Gless, 1968) This view emphasizes the need fog researchers
‘.to operate in real, multivariate, educational envi;-onments as opposed |
"to artific1a1 experimental ennronments 1n which the human subject is “
regarded as a relatively passive being. subjected to a’ radically '
| '_simplified environment.j Btacht and Glass (1968) outlined two main '
-:‘ _classes of external validityx population Validity. and ecological
}' ,validity. . 'rhe former includes considerations of generalizing _
‘samples to the 1arger population; and aptitude—treatment effeé:ts. e 'rhe
1atter includes considerations of describing indepe/dent variahles, -
the measurement of dependent variables,/nawthome ~and Rosenthal effects,‘;

. -'the effects of the subject's past history. and pretest and posttest

G . : X M

Y effects_ ,a j.

Snow (1974), under the heading of. popnlation validity, outlines _'

L ’ J

three steps in making inferences fron eupizical »data. Fifst, A‘genetal- -




T

fUQEnetaiizations., Thus a thorough descriptlon of sample characterxst;cs f-"
is cruc1a1 to effective genpralizatlon. ‘

Whereas population validity'is concerned with the representateve—~be
"ness of the chosen sample, ecologlcal validity concerns the representa- R
itiveness of the experlmentel treatnent.; Ecologxcal validity can 1
'ftherefore be treated in a parallel fashion to population valldlty.

_ Aga1n a thorough descrlption -of the treatment is c71t1cal to the '4 :

.j;generalizability qf study findings..

'u‘
2

The inclusion of substantial descriptive data tends to prcvide
7

:Lifor a xathet untidy statistical analysis.- Thus more powerful factor ;f'

le}'anaIYtic and analyeis of yariance deeigns are often unsuitable and




N Liv

-attempt has: been made to dimensionalize some aspects of the treatment

'-conditions tb further faeilxtate attampts to generalize the study

)

ffindinQS-.i'. '5]- .ﬁ- -ﬂf"~“:'i-'.‘;  ,,jff‘;;_$f=?'.T7'f;" ST

‘Part:2.. statistical BT TP . L
an«mnm *f:;:ffﬁf“f.fer ;i_L f;“ﬁ]*

The statigtical.procedurea employed were as follows;' Flrst.l;,

}‘suhsidiaxy hypothesis H was'tested by_compating'thevfrequencies of

a7




e

‘was effected through use of the DERS MULRO? programﬁe

Finally, subsidiary hypothesis H was tested uaing the same

48

'fprocedure as for hypothesis Hl' with the IPQ items substituted for the oo _—

ﬂ,;SBQ-JS questionnaire items o "xi,ﬂ o

&

All tests of signlficance utilized for testing Eypotheses Hl
y

and H3

‘of less'thanl or- equal to. 0 10 accepted as sxgnificant. This level of -

;f,fszgnificanceiwas : pted{for the follqwing reasons The final- ’

employed a two-tailed t sampling distribution. with probabilitiesAi;'






Chi squar“

Degrees of'fréedom




L Table 6 - @ .
s R Population Charactenstxcs ‘Age -

Aqe G g (Years)

e mw ww 4554 more | motals

" ?Responders s 2 145 4 50
'fs-"“°“'resp°nde=s Y e i w Tl

TOtalsamp],e 12 : 33 5 28 9 7 94 SR -,

L ,D_egre'es cf. freedom - 4
A ”p = 0 89 ’




Table 8 ' e b -

Populatlon Charactenst:.cs.. Prevmus Level o
of Formal ucation

-

[ S _'

m_v-

Level of Education
e e .. Between : R
S Less than , Approx. . -Grade: _12,_ Degree or .
“Gro'up:': : Grade 12 _ Grade 12 " “and Degree - ngher Totals

Responders * 12 19 B 18 - : 3 '5’ 52

Non-respbnders 15 S ST ) 1 44 g




Population Characteristics: Withdrawals

Status

'1'Gt§ﬁ9fﬁfﬁ"‘;3_ Non-withdréwals N thhdrawals . Totals

-_|, , Sl AT e : R

*{ Total sample Ajlef.i'_ﬂ,é95ibZf,iﬂﬁffff'fveijﬁ4,3  ifﬂ':]aﬁ§7_'f"

7QChi square = 0‘91 S
L ,Degrees of freedom =’1:, N
P34 S

'I'able 11 b

g ZPopulation"haracteristicsj”fhg&gémigg?t§§te§§]{7if;}fﬂ?;" '

'Tab_le' 10 -_ . | - L - ﬁ:%




of the course, whereas 58 percent of the non-responders did not

i

Vrewed another way, over two—thirds of all students progre391ng beyond ‘
the first‘oourse unlt responded to the questionnaire. The above |
f1gures become 81 percent, 69 percent and 75 percent when completion
- of the: second unit becomes the criterion for progress.. As the criterion :
for real academic progress increases 1n severity, so-the proportion
:f} of responders 1n thrs categbry 1ncreases, to a final value of 100
E;; percent when completion of four or m?re courseiunits is’employ?d as

g

the criterion._‘f i': A.'TTQ”:J'”
| ::5E A re—exsminatlon.of non-credit students withirespect to ;
'academic progress provides further clarification as. to the characteris-’“
thS of the responding group of students. None of these had completed
nnre than two course units by the end of the experimental period and |
bfive of them fsiledrto complete the first course unit/ These results:“i o
serve to underline the "active student” characteristics ‘of the ‘ »

Ve .

4”_‘The comparrsons with respect to marital status (Table 5)




Wlth the stud hablts of "real"'students, that lS, students act vely
Y

|
engaged 1n academlc study In v1ew of the marked dlfferences obtalned

G'v

between responders and non—responders w1th respect to academlc progress, L

it appears that responders differ as a group from non—responders._ it

;h 1s thirefore doubtful that the former can. be con81dered as represen—

HH
f ,»_

b tat1ve of the total populatlon chosen for this study However, the L

D

',Jrespondlng group dOes bear a marked 51m11ar1ty to that group of students
flf‘ actlvely pursulng thelr academlc studles.‘ That 1s, the respondlng
"U.t‘group closely approx1mates the "real" student populatlon of the course
under study (Hartnett et al , 1974) ‘ . | |

, | W1th the above in mlnd, the results dlscussed 1n the second
i;d;:section of thls chapter WIIl be 1nterpreted as representative of‘the

~ﬂv

‘{ actlve or'”real“‘student enrollment of the total nomlnal populatlon R

studied.

. PART 2:  TESTING OF HYPOTHESES . .

T S
e




o ':;_o.lo < ps < o zo

v

Table 12

o Dlstrlbutlon of PCT Scores'f';

qa) . .CL .
.Category

... PCT Score

Frequencxes

N“mbégh

Category Total

5 '_f L if : 3?F$’ Jv

4 .. s

i;nterﬁgdiate*j.r

" High CL

= Topaiéffz_f-.j :

SR ‘*ci;:ucatEgbfy_ ?  S

- -Frequency’

Expected SRR
Frequency:,. .

,(PCT score S

Bigh

(PCT scoreig:;;  SR

:if;;;;F a=15)

.‘l"."

'*ff}chx square = ;»*'

56 .

A L

L,



,.5 .

populatlons (Tuckman and Oreflte, 1973) In fdbt, the obtained dis- '
' 'trlbutlon is’ typlcal of that/normally obtalned from the undergraduate-

: populatlon of an average, or mlddle-leVel, ‘North Amerlcan unlversity

°

v

: (Phares, 1975 ) 'l, . ;{' : . i.,'f? ?, ' m.h"_ ‘ ;;? | _ R

Wlth the flndlngs of the precedlng chapter sectlon in mlndTV

< - B ES

1t would therefore appear to be ‘a reasonable assumptlon that thOSe

soc1al 9c1ence students who are actlvely pursulng thelr studles at.‘7'

- dAthabasca Unlver51ty are 51m114r, in ‘terms - of conceptual level to

-
!

~',the1r counterparts attendlng a convent10na1 North Amerlcan unlverSLty

o

- Maln HYEch651S Hirs TV:”i."FM,"“ o o
',There is no 51gn1f1cant relationshlp between student RN
'CL; as measured by the PCT, and. student ‘responses to’ _jf,'?

o any item on. a study behavxour questlonnalre.~ :

Inltlally, a total of 19 SBQ“JS items were found to cor.relate

'.f51gn1f1dant1y w1th student CL. With reading ab;llty effects controlled

v

’for, an- additlonal item reached statlstlcal sggnlflcance. ralslng the
."f;total nﬁmber of slgnlflcant correlatxons to 20 (see Tables 13 to 22) "":$$V o

e S | R

"-Thus 26,percent of the questionnaire Ltems correlated s1gn1f1cantly ;-5_ A

e . I

Ji:;whlch would be expected on the basis of chance. The null hypothes1sh;"'

RRATEN
Lo
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C ot

a

Study Behaviour Versu

!

.Table-l3

[

B}

58

s CL: Subscale.Correlations X

Scale Nb,”_

Scale Tit;é(

TS

Correlation

10

. Test Anxiety

Openness R IR

. g ,
Academic Aspiration
. -’. :

Academic Inferest'

. Academic Neuroticism

‘Intérnal Locus of Control -

StudyﬁSk;IIS;éhd~0f§aniga€ion
Pact-Rote S_t;_rétegy“

3 -
w0 e

‘ Dgpéndenée‘ SRR R

Meaning Assimilation

)

az
U garee
- fowee
xf.l4
o4
o.25%
05
o

.28%

*p< 0.10.
** p<0.05
TS PA‘?O-Ol

ul, -

AN



B thus providing the greatest proportion of significant correlations

I

Of the five items compr1s1ng this . scale, four.correlatedi

'negatlvely\vlth conceptual 1eVe1 (see Table 14) .All five correlations

 were 1ow and non-51gn1f1cant (— 18 to +. 14) Nevertheless, the

3correlations, except one, were. p051t1ve and exhlbit ; trend in the

v

directlon to be expected from Biggs description of this scale (Table 2)
. Indiv1duals 3cor1ng high on these 1tems would be expected to be motivated

ﬂttoward study by external, non-academic factors. That is, study is
0.
L

‘v1eWed as a ‘means to an end. Such externally motivated iihaV1our 1s g

con51dered more.characteristic of low. complexity 1nd1v1duals (Schroder
;SﬁijEL., 1967), 1ndicat1nq a’ negative correlatlon between CL and scores
“on this scale._FHowever, such expectations should be qualified, as '
"the extent to which these 1tems indicate externally directed behavxour4

,*as opposed to autonomous behavxour directed toward other, non-academic,

' . i P

goals is questionable. The above correlations thus 1nd1cate very
‘ Y '

: tentative, and inSignificant, support for Biggs scale description
»1n~terms of conceptual level characteristics. '

Scale 2--Academic Interest. A correlation of 44 was obtained
. ) i -,

'between student scores on this scale and conceptual legel.;._'

All nine 1tems compriSing th1$ scale correlated positively

Six correlations were sxgnificant,

| with oL (-05. to. 36, see 'I‘able 15);*/.'/:

Y,Obtained on any one scale. Individuals scoring high on items com~ T;pjf
Qpris1ng this scale are characterized as intrinsically motivated

" .
'5toward academic study (see Table 2) Such information—seeking behaviour

'{_filclosely resembles that ascribed to hiqh CL individuals (Harvey et al.,.f.

59

'“_f 19617 and therefore the above items would be expected to correlate }h.i“"v
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p051t1vely wrth CL 'Thé?correiations'obtained‘for'items comprisingL‘
L ‘€ : ‘ : :
. the Academic Interest soale may therefore be v1ewed as prov1di§g

strong support for Biggs scale 1n terms of conceptual 1eve1 charac-,
- teristics, o

S ' e”:"'.__ RS TR
Scale 3——Academ1c Neuroticism. A COrrelation“of =+40 was obtained . -

‘ between student scores on this scale and cbnceptual level R

All 31x 1tems comprising this scale correlated negatively with

M

conceptual level (--11 to -.45) of these six correlations, three

’ were 51gnificant (see Table 16) An 1ndiv1dua1 scoring high on this

L

A,’ scale 1s characterized as; ea511y overwhelmed and confused by the

demands of course work. Such a- student favours clearly structured
. @

sub]ect matter and exhibits an. 1nability to engage in complex decision-;'
making behaviour., Such "dependent” behav1ours are clearly associated
w1th low CL individuals (Hunt, 1971) and therefore the 1tems comprising

the Academic NeurotiCism scale wTuld be expected to correlate nega-*'”

rlfotiveiy with CL.” The correlations obtained support this vrew and

:,qprovide support for Biggs deScription of this scale 1n terms of CL S

“f:charaeteridfics.:,ff*'“

Scale 4—-Internal Locus of COntrol A correlation of 14 was

bﬂ:,obtained between student scores on this scale and conceptual level
Of the ten items comprising this scalep eiqht correlated 5j’f1g Ly )

tfhpostively Wlth CL (see Iable 17), All ten correlations were low and
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' ;to Rokeach's dogmatism construct (Biggs, 1970(b)). hn.examination ot
l‘:the 1tems reveals that mOSt of them appear more related to Rotter s-'

hh‘ooncept,'although two (1tems 53 and 65) appear to tap aspects of

- dogmatism. In v1ew of the low correlations typlcally obtalned between
;‘imeasures of the above two constructs and the PCT 1t isbnot surprisino .

'that the correlations obtained between the above 1tems and CL are low

~

Scale 5--Study Skills and Organization.. A correlation of - 04~

",was obtained between student scores. on this scale and conceptual level

| Ofvthe ten ltems conorising this scale, one correlated 51gnif1e:“f5
.”‘ucantly w1th CL {see Table 18) » This and three other correlations o
rf:were negative.: There appears to be a "mix"'of person;iity oharacteris-
'f?tics tapped by this scale, and an examination of these items and their ?hh
xﬂé;correlations with CL indicates that, although some 1tems could be :fggiii
Fi‘v1ewed as’; measure of well-organized study behaviour, others appear -
“'H:more indicative, for high scorers, of over-compensatory study strategies.>_:_;

h'fThis echoes previous flndings that ngoodu study havits are not ;ffi&l

,g;fnecessarily the prerogative of “good“ students (Maddox, 1963).,

“*“therefore appears that;the evaluation of the'“goodness,“ or otherwise.vag?3“m
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signlflcant (see Table 19) -An indiviclual scoring:high o'n this. sca_le" |

is characterlzed as a rote learner who centres upon facts and detalls.~;”
.Such an 1nd1v1dual 1s thus hlghly dependent upon external Judgments S
’-»'ow1ng to“his concern w1th mlnimal conceptual "conflict." and exhiblts C

i81m11ar behaviours to a low CL ind1v1dua1. The correlations obtainedl:

:for thls scale thus prov1de substantive support for this scale 1n

vvterms of conceptual level characteristics. f:

Scale 7—-DAE?nd8nce. 'A correlation'of ;onfwas obtained between -

bﬁtstudent scores on thlS scale and conceptual level. _41‘:‘
All sxx 1tems comprising this scale correlated negatively w1th
CL, one of them 51gnificantly~(see Table 20) An indivxdual scoring

'f-high on these 1tems 1s described as relying heav11y upon the }udgment

b";'.of authoritatlve others Such an indiv;dual 1s even less tolerant
7ﬂsof conflxcting or ambiguous information than the “factvrote" learner ii*'

'"vsand appears Very 31m11ar to a 10w or concrete CL indivxdual.u The

i :

,. 67

;'J’above results therefore indicate tentative ?upport for thxs scale in ;fffr“w

”gfvterms °f Conceptual level characteristics.ef“'fl‘”*i‘ |
B e R ‘ f.'i*fi-

5ca1e 8-—Meaning,Assimilation.» A correlation of 05 was e

"1'{obtainedﬂbetween student_s \wes on this scale and conCEPtual level
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‘surprlsing that items on this scale dld not correlate p051t1vely/and

_31gn1f1cant1y w1th CL A p0551b1e explanatlon is that the questions

a

'were 1nappropr1ate for the context of thls study. For® example, mcstg~

- . -

‘stndents“are-enrolled onlyJin‘theyintroductory~soc1a1msc1ence’course,

Thus most of the 1tems, which relate to prev1ous and concurrent
Lo e coh -
fcourses, are probably 1nappropr1ate It 1s noteworthy that the two

hlghest posrtive correlations obtained derive from items relating UO‘

. the 1ntegration of "real 11fe" and academlc knowledge, and the 1nte- o

'jgration of the 1nformation contained 1n the supplied course materials.

Scale 9—-Test Anxiety A-correlation of —.3é%was'obtained,f- o

"

'between student scores on. this scale and conceptual level. ,r"

Of the seven 1tems comprising this scale two prov1ded very 1ow ¥

w

”9051t1ve correlations.N Four of the fivegpegative item. correlations ‘

{were significant (see Table 22) An 1nd1v1dua1 scoring high on these

”';items is. described as. very concerned about formal tests and examina—

l‘

o tlons and fearful of failure on such aséessments. There is therefore '

:ffa stronq concern w1th external evaluation of worth It 1s noteworthy .‘

'*fthat only those items relating directly to t%gt achievement correlated'i

. 31gn1f1cant1y with CL. Thus, insofar as this scale assesses concern ;

,3w1th external evaluation; that is, dependent, concretistic behavrour, :j

'Q’it is’ substantially correlated w1th conceptual level._ed'}»4;\>‘ 5“"

Scale 10--_penness., A correlation of 28 was obtained between

student scores on this scale and conceptual level. o,ﬂfif'siugégh'

rlf‘ All but two of the eight items comprising this scale correlated

-‘-t:positively with CL (see able 23) f Two of thesa positive correlations :

'An individual scoring high on these scale f'

'l.attained significance .

K
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.1tems is describedlas vieming the univerSity as a place where contro—'

A.versy 1s‘encountered Such an 1ﬂle1dual would be expected to be of“

high complex1ty. as he is prepared to engage in flexible Judgmental ..

behav1our and - is preparea to accommodate to more differentiated ' ;u’
informational dimenslons. The phenomenon of: 51m11arly‘worded items‘f
correlatins in opposite directions with- CL is- difficult to explain in
v1ew of the atove argument A pOSSlble explanation is that many
subjects may have reacted more strongly to the peripheral implications
of.several 1tems than to their main empha31s ‘ For example, 1tems 70
and 77 are very Similarly worded except that the lattet mentions the
pOSSlblllty of offending students : In view of the égové, the obtained )

. correlations provide qualified support for this scale in terms of ;j"

, _conceptual level characteristics.;. o S o

The above discu531onslcan be summarized as foliows.‘ The

Academic Interest, Academic Neuroticiem and Fact-Rote Strategy scales

provided fairly consistent and substantive item correlations w1th

| conceptual level, 1n the expected directio;s. The Test Anxiety and :-'
Openness scales also pIOVLded substantive item correlations in the o

= expected direction but appeared contaminated with inconsxstent items vfn
thh respect to conceptual level characteristics.viry‘?u R | :

‘ P . ‘

The Academic Aspiratiegi\lnternality and Dependence scalee -,}A

provided fairly consistent but/iow item correlations with conceptual ,

flevel, exhibiting trends in the;expected directions.,}*lh)jtJf.7f gf;f“"

mhe st_ _ Skills and-Organization and Meaning Aseimilation

scales provided a suhstantial "mix“ of pogitive and negative item

correlations ll. thus evidenced'no consistent relationship to conceptuali?d3”'“"if

:'”el charactetibtics.
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In concluding this section 1t should be noted that the
correlation obtained between PCT scores and reading comprehensron .

'scores-was,-as‘expected, low,-9051t1Ve’and nonf51gn1f1cant;

: Subsidiarylﬂypothesis.ﬂ3
— 5

s ' There 15 o g$gn1f1cant relationship between student CL

“and student responses to any 1tem on an 1nstructiona1
preference questionnaire. : :

-Of the 14 1tems comprising this questionnaire, two- prov1ded

*.srgnifioant correlations W1th CL. It 1s therefore debatable as to ,

',~.whether they occurred on the ba51s of chance or are indeed t}uly

_51gn1£1cant The latter v1ewp01nt has been adopted as this study 1s

"concerned Wlth discerning all possrble relationships between student

- . . . RN

*.CL and instructional preferences: that is, minimizing type II errors._’

2“5”Hypothe515 H ‘is therefore rejected.--f'

3 , ST 4
The IPQ items can be divrded 1nto three groups (see Table 24).
' e o/ ' .

v Items one and two ‘were intended to assess needs for macro-level

?univer51ty structure., Although neither of these items correleted

o signifrcantly*With CL, both evrdenced moderate negative correlations.

‘.,\

'bThese correlations indicate a trend in the expected direction as -f;"ﬂ "
. X3

“tHunt posits a negative correlation between student CL and a student'

'need for both macro and micro—level institutronal structure fo

.__"effective 1eernin9 f'.f; f;f"ifffiif“fﬂyTiﬁtygeri N

The m&jority of the items comprising this questionnaire (ten)

"'Q;micro~ievelineeds for structurefy

'vf.fwere 1ntended to aseese etudent needs for, and reections to. structure t”:"‘f'

by'the Athebesca Universityilearninq peckeges; that 18, ﬁdi”*'"77*~*;* o

‘)‘a‘

'f_ﬁlprovided

e T

Tw° o£ these iteme orrelated

‘;éﬁsignificantly with CL. and indicete'that'iowyCL leerners find the use




the unit ta get the “general 1dea“ of the N
:unit first ' S . :

b;'I find the use of tapes am§ workhooks confu51ng,.7f

'course.3=,’v

'/

5 ,’.and would prefer to use Just one method for .
. *learning , . : v .
’13fQ.I would prefer important definitlohs and facts -
N DU - - be supplied in the workbooks' ,
i;] 13 1 prefer essay questions to multiple choice
FERYel O ;-questions.;:'p"- . . . '
_1§ =1 6u_;I follow lesson directions faithfully u91ng
VS‘Q”" :the’ tape and workbook as 1nstruc ed.
-~§;53,§ B do not use the tape -and workbook as directed
‘“?18, ]‘;but use each as I feel the need to..' : v
ffgig”lorpil fina. the unit ob)ectives too vague and S
gl w:confusing.,f" ‘-» S =
e ﬂtfll;‘-l feel ‘that - the units do not provide enough
7| -examples:before I am:asked to attempt a:
%.p?’ ,i,lquestIOn in the workbook.a Lo G
o _iifj I feel that the unxts should be clearer on
LR i what are. the most important facts 1n the

.26

»514}?§§h:
qe-.za"
2

-.16 ¢ -

' ; ' . 76" "
S
iTable 24 o 3
| Instructional Preferences_versus:CE.
Item . . ‘i.. o e R r~.cCorrelations-"v s
No. - 'Questionnaire.Item: 3 j . "Normal" Partial " .
_u3:2 I feel that I need help 1n orqanlzing my : s )
_g '-'”studies effectively =20 - -,23 -
B - ‘ | e o
961 1 I would prefer to contract for a course. paced
ilﬁ _at a speed agreed between myself and the
\ ’E B ‘,~Un1ver51ty rather than proceed at my own- el
.:joh.A-vlspeed. : - : "._:,' .?-321" =21
'T»¥_7f"1 listen to the lesson tape before starting

.;3;f

—ame
25

'ﬂglsz.’.
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of a v1sua1 aural approach confusing, whereas high cL students u;ilize :

i'lthe audio-tapes as: ”advance orqanizers" before study proper is commenCed.-«'

.-

'1If 1tems prov1d1ng moderate (but non-31gnif1cant) eorrelations afe

’ o

ﬂ taken 1nto account, low CL students may be tentatively descrlbed as A
‘préferring multiple—choice questions and tending to use the learning [‘
f.package as directed.- High CL learners may be tentatively described

1fas preferring essay questions and tending to use the learning package

',

r@components in a more 1nd1vidualized flexible manner., Replies to 1tem

'13 1nd1cate that high CL learners are more in favour of important
jedata being supplied in the workbooks. This flndlng appears at odds ;.l“3]
! thh theoretical expectations as thig item would be expected to be

;:mOre heav1ly endorsed by low CL rather than high CL students ;@;;‘

Student responses to items 4 and 8 provide tentative indications

. that CL is associated with the preferred sensory "acceseibility channel"

i

. . . hS

}llstening rather than reading. and vice versa for low CL individuals.r: e

vahis result LS interesting as Hunt appears to vieu q&nsory preferences

\'.,

. - : y
'and conceptual level as separatﬂplearner "accessibility oharacteristics

AA(Hunt, 1971)

gh not representative.
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' 'c{f The respondlng sample was found to c0ntain a majorlty of low'f

conceptual level or “concrete" students and the obtalned CL drstrlbutlon

'; was fOund to be 51milar to that typically obtalned from undergraduate - oéw

. 1 .
populatlons of "average“ North Ameracan universitles o

.

Conceptual level was found to be srgnlflcantly correlated thh
over.zs percent of the xtems of an amended verslon of Biggs Study
Behavrour Questlonnaire (Biggs, l973(b)).1 The obtalned correlations
1nd1cated substantive support for the ratlonale of the questionnaire s
Academlc Interest, Academlc Neurotlcism, Fact—Rote Strategy. and Test f

Anxlety scales Wlth respect to conceptual level characteristlcs.»if{f‘.

r 4

In addltlon, tentatrve support was 1ndicated for the Academlc Aspxra—ft'

thn, Internal1ty, Dependence, and 0penness stales.r No clear relation— -
b o ]

' Shlp was 1ndicated between the Study sxills and Organization. and Meaningff'ﬂ

Assmmilatxon scales and conceptual 1eve1,qu"’”'

Ca

Finally. correlations obtained:between items on an instructional fo.;§

ff, preferences questionnairevand conceptual level provided tentative




| ,. Coucwsxous : k |
In draWing implications frOm the findings of this study, thelﬁp
y..following limitations should be borne in mind._ First. the study was 5
"fintended as an exploration of two unknown areas; the relationship
jlfbetween Hunt s construct of conceptual level and studyﬁbehaViour,o’
befand the characteristics of Aiberta Open University students enrolled
"Qa; Athabasca University Second. the study is not intended to be o
.{t an experimental one; rather, it is an-attempt to investigate some :

7{7exploratory hypotheses as a preliminary to a systematic study of morevmldi '

Js'definitive hypotheses.‘fyfv;_'_

With the 'above ..in m‘% three major conculsions msy be drawn

"iJfrom tﬁé findings of thi A'tudy. First. the active studgpt enrollmentif'ﬁ

;jflof'the sampledapopulation appears similar to undergraduate populations;

f;fat-conventional North American univeraities with respect to the dis-ffff B




Lo 0

i iindinus of thls study 1nd1cate that the arbitrary categorization of
:1ndependent study as a."flexible“ Or lowestructured env1r0nment .
.l}requires careful qualification ) An apprecxation of the educational -

'v;environment at allllevels 15 necessary for the accurate assessment

: “of any educational treatment 1n terms of enVironmental structure

| If the above findings can be assumed to be applicable to'the
i totallactive open univer51ty student population, then Hunt‘s model

‘ffshas siggificant implications for the administration and desxgn of e
:Athabasca University s educational services : For example, 1t is- likelv!';ﬁ“

f;_that administrative deci51ons based upon the notion of a:"flexible“ | .

.ZIfstudent pqpulation will be inappropriate in v1ew of the large number j*ﬁf“

iof concrete" conceptual level students found. Not only do students

sf.;vary in their preferences for educational treatment with respect to

.w» L

l&lconceptual level but they are also likely to express these pre:*.erencesf.‘"g»n"-i

‘in their study behaviours and use of the various educational services.;l_5g'f‘

.1'

’"itThus it is more appropriate to view ’tudents as active co-constructors T

of their educational envirdhmerf
; _

'1lfan educational treatment., Matehing the student and his educational

as’ opposed to passive recipxents of

L3
L LR

'J’;environment Ehen becomes a matter of prf';&ihqftheﬁatddent:uithfthéfiﬂ_:lf

dﬁv~Opportunity to provide his own match. iz, the role of educational;'f"“
: 7! x v i S

Vadmini'trator becomes that of.a creator of appropriate' lternate " ‘;;;;;if,”
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'ethe use of 1nteract1Ve v1sual-aural formats should be approached Lo :f -,

'w1th cautlon., At the wxder, or macro, envxronmental level 1t 1s d‘

R . f .

rrllkely that a 1arge number of students will require substantlal
.dlrect1on from the unlversity and that 1t may be found advantageous
'rto provide them with specxflc commitments thh respect to course‘

ﬂcompletlon and assignments. However. the university will also have L RS
”pto meet the needs of the relatively complex students who are . llkely:f.

. : NS S T
_to express preferences for leSS structured opt10ns. R L AR

Z{Implicatlons and s_gggstions e
: for Further Researchvk

"l:; The flndlngs of this study are supportlve of the general

B fappllcabmllty‘of Hunt's modeQ to an open uhiversity population, but

‘-ﬂ;'they are too generallzed for specific recommendations to be made’{{d"
‘vﬂ,with respect to partlculer %ppects of universitv servrces. NeVer-5
‘;};‘theless 1f, as the findinge of the present study indicate/ student ,

"Trstudy behaviours and instructional preferences are rela}ed to student';?;_,gaw

_fconceptuﬁl level, then differences in students‘ needa !ﬁr educatiahal !

X }_’.

; xstructure bear further cons;deratiOn,;j

In viaw'of the limdtat ons:typical of most queetionnaira




'. study where..

I vt

‘4 are much maligned as sources of data, they are often the only v1ab1e .

N and convenient method of collecting necessary data. In the context S

of the open university there appears to be a definite place for them
in tHat the basic vehicle for student—university interaction is
written correspondence.; It would.therefore appear reasonable to .

’ suppose that under these conditions. such students are likely to _

respond well;to mailed surveys.' This appears to be the case in this..;.

: though Oniy half of the students responded, the

responding group appeared highly representative of the active. or
B real, student population.'f.. o ""f‘;'_ i:-;'“g'*':-\7)

_ Nevertheless, there are significant limitations to self-
:'»report techniques and it would appear that‘more definitive results

can be obtained by a judicious mix of unobtrusiva and participant

observation techniques (Phillipﬁ, 1971) In perticulara the use iﬁ"iﬁ'e

of unobtrusive measures such ae student recorde appear most useﬂul :T}"

’:. in the open uniVersity context (Webb et al., 1966). Students‘ J-f' G

N

, "','82‘_ :




'}_students could be allowed to dispense with audio—tapes, using sub- -

S

(2
»

stitute written materials instead

'xgﬁ§7* Such studies as those suggested above have several edvsnteges

R

university programme and thus gain in external validity Second, f;

-~ e

o they provide for economical and pxactical identification of low and

f

high CL students, as the student categorizes himself by his chOice

of option Categorization is thus effected in a manner that is {'

S LI
o S

educetionelly relevant. Lastly, such studies provide for economicaltﬁ'

i’and more direct recordinq ‘of student behaviOur, thus eliminating

Q

the need for extensive self-report thchniques such as those used in.

the present study.; .

over the present one. First, they are incorporated in the normal e

83
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- STUDY BEHAVIOR QUESTIONNAIRE

<

v = s
. . .
/
| .- ;
.
PN

} L On the following pages are a number of questions about

’ your habitual or usual study methods : ‘~,,

- While researcher s have. been unable to discover one single “
‘best’ method of study, university success is still closely related
to your approach to your work. . Different people ‘mgke-effective

" use of widely varying approaches "In order to obtain a comprehensive ‘

fpicture of how you see your own approach, please answer these
.vquestions as truthfully as you can. Do not worry about projecting
'a good image. your re8ponses will be treated as. COnfidential

Do not spend too long on'any one item your first
"impression is.the most. valuable for questions of this kind

 Use the supplied answer sheet. Jqst 111 in your
}rhe and Sex on the top- line. ‘Do not - bother filling in anything
else ‘except your answers. Your answers to the Questionnaire.
"~ ghould be marked in Part 1 only, and only the first 78 items
. require a mark You should indicate your answer to a ‘question
-as shown in the example at the. tbp left*hand corner of the answer
sheet I LT TR e
LA For each question, there corresponds a S ﬁoint scale
»on the answer sheet, according to the following : :

TR

Thissis never or very rarely true of me
This is sometimes true of me.

s . ee e

'This is frequently true of me.
_:Thisfis always or, almost always true of me.

A Y
AR WN

'Answer each question - if you have difficulties about B

fdeciding score '3'." Forget the A's and B's ‘- remember that o ]

';agreement scores high RN S) disagreement low . (1 2)

»

92

This is true of me about half the time or I cannot decide.‘,..
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'~ " RARELY TRUE. U S
. SOMETIMES TRUE S N a B :
" MAY OR MAY NOT -BE TRUE -

FREQUENTLY TRUE N
ALMOST"ALWAYS TRUE '

ot

mY O w >
[ R
[

.’.In choosing between two courses, I put more emphasis on
;lhow practical rather than on how interesting a course’ may be..

kjij Y

2. 1 usually become increasingly absorbed in my work the more:
'I do.- -

3. I find a new and unfamiliar approach to an already learned
'topic confgsing and depressing '

~ 4, When T’ have ‘worked something out for myself and I really‘ S

believe my view to be’ sound, I will stick to it if other
: students or even the instructor clearly disagree with me.

5. 1 try to do all of ‘my. assignments as soon as they are assigned

o ‘ Ve
- 6. I think most. people can actuallyflearn better when they are
. given the facts about a topic instead of having to figure

. them out - by themselves

‘ learned material

.

" 8. I.worry a lot abouq’how I am going to do when I am studyingiy

“for- a test. \

r \K/ ' » : .

9. T am- quite prepared to find that my university studies will.

- ralse more questions than they settle., T T L

: 100 1 question the value of undergraduate courses which take a
theoretical academic instead of a practical approach

j”11. I have. a strong desire to excel in all my studies.‘y

,12 I?have to be aure o something in my own mind before 1 will’

¥%§cept ‘it as, being valid or true. r o
yoo

13 I try to work consistently throughout the course and reviewf,

regularly when the exams are close.-
r

"14 ‘1 learn: some things by rote,*going oVer and over them untilyol'

1 know them by heart. S

A 15 T try ‘to relate what I have learned in one subject to that
in another. R : - : .

f516 I am. dis 'uraged by a poor mark on a test and Yorry about
how I will ’o on the next testr o

e

7. I try to relate new material as I'am- reading it to previously

.93



- A.l - /' RARELY TRUE L R A
| B 2 ~ SOMETIMES TRUE . o ' ' :
"~ € 3- -\'MAY OR MAY NOT BE TRUE - S
S D.A' - 'FREQUENTLY - TRUE ,‘ . B St R
E'5- -' ALMOST ALWAYS -TRUE ™ . = RS L,
B C ‘_1/ } P ’ o ‘ "
, - §, o Co "~‘f R o '
17,1 expect that my university studies wilr’change my views ‘ :
. . about such’ things as politics, my religion,xand my philOSOphy '
of life. '
18 "As long as 1 do well on the e aminations, I don £ worry
.-much about the particular -contdnt . of a course. , R
- 19, I find most‘new topics interes ng.and oftenvspend ektra
B time.trying to'obtain more inférmatiOn'abOutvthem.
- 20 I rarely keep up to date with suggested readings that areJ T
\\;—/ : meant to keep pabe with the ‘units. : \
' 21. While I realize that truth is forever changing as knowledge :
is increasing, I ¥eel compelled to discover what ‘appears 7
‘ to me to. be the truth at this time. ' R
22 After a study session I/reread my notes to. make sure they
are legible and that I understand them. L
T 23,1 prefer subjects with a‘lot of factual content to more - - -
‘ theoretical kinds of subjects S B -
':24; In reading new’ material I often find that I'm continually
-+ reminded of material I already know and see the latter in 7, . e
S a. new 1ight.1. o f,< - : 5#,_ R
.:25, I think that .one: important benefit of my-. university studies A ”;;

will be to give me a more general viewpoint.‘» .

' 26. When writing an essay, 1 find that the topic rapidly becomes
more ‘and. more complex and I.°have great difficulty in\tying '
Tup all the loose ends at the finish. __“~ ol

f27i 1 believe.strongly that my main aim An. iife is to: discover
. .my own philosophy and belief system and- to act strictly :
1h accordance with it, 1 v'f TR EE I PR

.7_28. I keep neat, carefully arranged notes.'{f7.7tvf,-y_ L e
S-29. I prefer to learn the facts and details about a. t0pic ratherr.gW.
: than a theoretical understanding of it. ' ' : B

'730Q I am very aware that lecturers and texubook writqrs know o
‘a 1ot more than I do: and 80 I rely on. their judgment rather
than on my own. : : ,
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31,
32.
,;3ﬂ
34,
35,
36,
37,

38.

39,

40,

' - RARELY TRUE
- SOMETIMES TRUE. ;

 ~ MAY OR MAY NOT BE TRUE
-  FREQUENTLY TRUE =

- ALMOST' ALWAYS TRUE . .

" When 1 ambreading fresh material, I try to think of what

1 already know that is related to it and frame questions

" on this basis that the nﬁw material may’ answer. T o ,':

L )
I am concerned about how poor results on a test will affect
my overall. grade 4An a course. - :

I find that I am very interested in trying to understand

the point*of—view of other students, especially those from
different backgrounds than mySelf

I w0uld ‘rather take a difficult ihteresting ‘course instead

of an -€asy, uninteresting course.
"

»It is inevitable that at first one's understanding of »

~'subject will be‘tonfused ‘but . I find - this initial confusion. v
very distressing._ KR & R } e '

— :
What 1 make of m ~own life is my own responsibility I
cannot reasonably blame my background, the system, or just
'sheer bad luck for whatever happens to me.

I try. to keep up with all of the suggested readings that '
go with therunits.. . . . y

I make a point of studying set readings in detail rather }'
-than attempting to cover both required and optional readings.

\

I take seriously anything that I have been ‘taught in my

l~lessons, or that is in my’ readings so that I would change
- my interpretations only on the strongest evidence. .

When I approach a new piece of reading material I thy to
note both the basic factual knowledge it contains and the, .
eneral theoretical points. I rote learn the former, and.
ink about ‘and chew over the latter until both parts ,
',omplement ‘each other, -and the whole hangs together. . (Rate”'
yburself according to whether this is a deliberate and

~._fconscious strategy )

41,

42,

I feel that formal examinations are’ a poor method of measuring '
'rmy knowledge in a course. , .

‘I think that the university should encourage experimentation
and change in our society.sv :

w

.95
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B-2°.- SOMETIMES TRUE =~ = .~ . ».

£ C.3 - MAY OR MAY NOT BE TRUE . IR B
‘D4 - NQ(FREQUENTLY TRUE R . _

_E 5. - SALMOST ALWAYS TRUE G .
. ot M - .M’ . -

. ol \‘\\\ Lo
L \

431 I find university more relevant than high School becauseif-"
I am able to study .areas which really interest me.

F .

“

44 When people appear’ to blame/me for. something I seriously ,
consider the possibility ‘that they might be right . K

45, T summarize suggested readings and include these as part

- of. . my notes on a topic. . L . . :
46,1 don t spend time on 1earning things that 1 know won' t be
" - asked in the exams : : : :

\‘

47,1 would question ‘the. statements and ideas of my instructors
‘ only under -special circumstances S ;
48, While I am. studying, 1 ogten think of real life situations
- in which the material that I am 1earning would be handy,

. and useful to know.__

49. I feel that most tests examine material beyond thaq which
-1 should reasonably be expected td know.‘

50.. 1. believe that in university courses a student ‘should be’
K ;1exposed to all kinds of political and social fiewpoints

51. I find that I have ‘to do enough work on a topic so that
I can form my own point-of-view before I am satisfied
B . » 9 B |
o 52,;1 prefer instruction that follows the c0urse outline, rather
. 'than thatnwhich goes off- the topic.. - '

53.t1 find I personally have to see a cooperative venture (say
.8 group project) through t& the end rathrl than delegate
esponsibility to a colleague.. :

j54:v1 Xy to anticipate exam topics and questiona and use these .
- as tudy guides. - L :
. . . , SN T .

efer tO'write term papers or essays which answer specific

.‘questions rather thsn coyer general tOpics. ' :

”.56.-1 feel that. virtually ‘any topic can e highly interesting
once I get. into it. ' ,

5?.:1 feel that 1 might have some power,‘eventually, to change
v,things in’ the world that I sée nov to be wrong. ‘W_ S

T

~1P7,
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FREQUENTLY TRUE o SRR

-~ MMOST ALWAYS TRUE o
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58. When a test has been marked I. go over it carefully correcting

" all’ errors and trying to understand why I made the original
; mistakes o S

59.-1‘prefer to accept’what'my instructors say_even,thOugh'it'”

'sometimes‘means that I have to change-my own ideas. L ¥

.

60. I find that discussiﬁg a new topic,with someone who is
. familiar wi(h it often helps me understand it better

61. f\worry that an instructor will try and trick me on a test
even though I know the material well. :

62. I try to select my. courses’ on the ‘basis of their practical.
value Eor my. career plans rather .than ‘for their academ}e—\\
- intere t.: : o o - )

B 63.uI spend a lot of my free time finding out about interest£§2&
: top?zd which have been- discussed in different classes.‘

‘64, T think that
completely‘original-work from~an undergraduate Student'_' )

65. When I have come Lo an. important conclusion, I feel an over-
powering urge to convince other people that it 1s- right. .

66; T keep reviewing important topics until I understand them,\_.'~

o ‘iompletely.

Ry I ¢ prefer a text which lays things out carefully in point

. form and contains frequent tables and g ries, to one which
' is written almost entirely in paragra form
68. 1 prefer texts which present a unified point of view and
.« _are written by an authority instead of a collection of
: _'articles by var10us authors on a topic. B

69. Even. when I have studied hard for a test, I worry:thatil
‘fmay not be able to do well ‘on dt. . - : '

. 70 T believe that an instructor has‘the right to eXpound anyl‘

,iyiewpoint he wishes as long as he is sincere in doing so., 4

7_71. I find/that studying academic topics ‘can at- times be asv_-n“
: exciting and gripping as reading a good novel ' o

<

nk that it iS-unreasonablelfor anvinstructor to.expect"

PR fi\\
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73,

74.

75.

- RARELY TRUE - - | RS
]
- SOMETIMES TRUE = . | T
‘= MAY OR MAY NOT BE TRUE oy,
\ - °FREQUENTLY TRUE
- 'ALMOST ALWAYS TRUE

~
.

.-"Inner certainty is more important to me than modifying
- my views to fit more easily with what ' other responsible
Lpeople think. . Q@ »\\, K - 3‘,"

v

I find that ‘the most worthwhile summaries of material aré ;
.those which 1 prepare myselﬁ rather than those .that . I take

out of textbooks

‘I find that most gseminar discussions are a waste of time

because they usually refer to opinions rather than to’ hard
facts. :

©

has- not een covered in- the required text.
. .

. When I find that an assigned reading is too difficult I

try to find a less rigorous treatment and then return to o

the original one - later

17.

I believe that an instructor has the right to critically"'

‘discuss controversial questions although this may offend

» - some.
78.

 top marks in it.

I'feel that one of the most important considerations in :
choosing a course is whether or not I will be able - to get

8"

’I feel that 1t is unfair to include material in tests which -

«
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' PARAGRAPH COMPLETION EXERCISE
‘ ' (PCT) ‘

99



bear the following points«in mind ‘when’ you attempt this exercise:

1'

Paragraph Completion Exercise

. . v\“ , “~  " ,ﬁfe_,:"

A

There are no strict rules fo; this exercise. Just

Tl

IWrite a. short paragraph to complete the given phrasé for

each

& ‘
- Just down the thoughts that come immediately ta\mlnd
_for each item. . , v

Don't spend ‘too long on- each item, two to three minutes
for each item is sufficient : D )

100



.2.':“When'1‘am iﬁ'dbgbt,. ..

1. “Rules . -

b

3. “confusion . . .

sentences--or more if you feel this is necessary.
: o ‘ ' - - L

w - : . PN

f _Complete the following words 6r'phra5es in two_or-fhreé .

101
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4. "Pérehts oWt

.5.  "When I am criticized . . . "

™

6. “When:others criticize me ‘it usually means . . . "

‘. - N - _:j L ’:‘.f:‘iA



 'APPENDIX C
" READING: COMPREHENSION TEST

»
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L CUNAME . e i e e e e e e e e e

Lo ' COMPREHENSION

DIRECTIONS This test cons;sts of a series of pagsages on dlfferent
toplcs Eagh passage is followed by several questions. - "These
questions concern the main ideas in the passages. . important facts
whlch are given, the order of events, and conc1u31ons yéu can X I
. reasonably draw from the ideas in the passages. Please nead each
passage and then try to answer ‘the questions wh&ch follow Lt. 'If"

o - you.do not remember the answer to a questlon,‘you may reread the

'passage to - flnd 1t, but you will be ‘able to complete the test: more
rapldly if you read carefully enough\to ansyer the questlons at once
. ) | ) N . . ) ¥ o s

. . . ) . N .
THE ANSWERS ARE TO BE RECORDED INlTHIS BOOKLET; . you are to choose .
the once of the four possible answers-to, ach question that is o
- correct, and place a check mark in the parentheses at the. rlght of
the answer you have chosen Study tpe folloW1ng example .

Q

Sample' The maln 1dea of paragraph 1. in’ DL&QCtLonA is that:

Pl (l)\thls is a test of vocabulary .1,744.5; R (')5
(2) you are to read passages and answer. R
1. L .. - : .
i - questions’ on their meanlngs IR .».-;'(yo": S
. (3) you are to read each passage more = ' . - SR

£than ONCE .+ e « & o oo o o o & = =0e (IR 0 B
(4) ‘this is a test to see how rapldly R
you can read . ;‘.‘. R "-_-;( )
: It w111 be helpful to us if you Wlll also tlme yourself on thlS test'":"'
"~ and indicate below the‘total t1me in mlnutes that it took.you to - fft_-' B

: complete ﬂhe test from ‘start to flnlsh.,"

A rime takem = R0 . .. .. minutes. 0 T
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‘THE INDUSTRIAL. CHANGE GOES ON-

'ADVENT OF THE FACTORY. . The Industrial Revolution has helped to.
increase our productivity. - But what is more. 1mportant, it has revolu-

."'tionized the £{ves of. people. From the very moment that hand-made

goods gave way to machine-made - articles, the old ways of living wére

; ended., Even the first machines, although they. weren't as intricate.
as ours today, were too big to- fit in the front room of ‘a_ cottage.
,They cost something to make, too What was the result? A lot of
machines were put in on€ building near a waterfall, and the people, who
once made. goods by hand flocked to the factories to work. . So began

.. ‘the factory system w1th which te are all famillar AR

°

- HOW CITIES BECAME SO BIG. .The workers had to'live near .the
.factory . Cities: grew up. For instance, in the United States at the’

"time this country was found%d the largestoc1tieSé-Philadelphia, Bostofi -

“and New York—-had only a few thousand: people. .But because of . the

' 7uchanges wrought by man facturing methods, there: came greater and greater
_ B

. ‘concentrations of people, until today over half of our p0pulat10n
. dwells in urban areas. -’ :

v,

And w1th the mushroom growth of our clties came the uananned,

j 'unsanitary, and un31ght1y slums Wages were low,’ s were long, and
. .factories ‘were - unsafe .and unclean.' The Industrial Rev lution brought

H*problems as well as the hope for plenty.

Sl Thehmain idea of the first paragraph is that
.lgi)ithe machines introduced’ by the Industrial Revolutipn

e ot

| (2) the Induystrial Revolution substituted machine-made

‘were too large to fit into the front rooms of: cotgiges .'.'.ﬁ(f) :

articles for handmade goods . . e wiie i e e ,y( y

. {3) the. Industrial ‘Revolution not only increased productzvxty

. but brought new ways of living . . . . . .cuo . o e s L;(')-ijh'

'u-(Aiithe Industrial Revolution did: much to increase

'.productiv1ty -'iiégi'-,-'- o e s '_!Jf;@gyg-‘f”o",FJ{ -,k{;‘('l'

vl 3".
'v

lZ;IfThe'main idea of the second paragraph is that R
'3_(1) largely because of ‘the - factory system more. than half

o of our population lives- in cities );,;f,;. o .;...-;y;ff‘.,x:iﬂs
' (2) thé ¢cities of today are “far ‘too big e e s e e e 0

“l(3)'hecause of changes in manufacturing methods factories

" have become unsafe and unclean . o v o+ e e e el w,.’{9,”( )

'V:{(a)nphiladelphiar ‘Boston and- New York ar? -our:. leading

.::manufacturing cities .’;:, S e W e e ,_,‘;,,;,'}-ji)',f.tf,u

KRR



3. ple-did-not set.up machines:in'their oottages becaﬁse of
(1) un51ghtllness [ PP C e e e e ()
(2) intricacy of their construction S ‘d : e 0
(3) pride in hand WOrK . . v o o e s i e tt e e L) e
(4) sxze and cost o e e C e W e e SRRV S O I

S

~T,e hlnes were put into a bulldlng by a waterfall because -
; % AUS

4 (1) the force of ‘falling water ran the machlnes
(2) electric power. from the falls ran the machlnes .
' {3) pure: drinking water was scarge . .
L (4) there were few large bulldlngs other than old mllls e e .

. . . -
P A
— e e

. 5. - The rapid deVelOpment of citles brought

(1) the Industrial Revolutlon._."tr.‘,a.,, R .l;'.

L) o e
P . -

| )
"arh, (2) a return to old ways of living . = S Y.
"< (3) the faetory system . . & - o - . B O )
S (4) slums . .os e e oo B R IR e e . Y

: HOW ALEXANDER WON HIS WAR STEED

N : Phllonlcus brought the horse Bucephalas to Phllip, offering_to
' sell him for thxrteen talents, ‘but when they went into ‘the: field to try

_him, - they found him so very vicious and unmanageable, that he reared.

up. when they endeavoured to mount h1m o o

: They were leadlng hrm away as wholly useless and untractable,,
: ‘when- Alexander, who ‘stood by, ‘said, What an excellent horse do they
.lose, for want of address ‘and. boldness to manage hlml"'

"Do you reproach," Sald Phlllp to hlm, 'those who are older than
yourself,‘as 1f you knew more, and were better able to manage h1m than -

they?""

4 ”I could manage thls horse," repl1ed he,.'better than others do

, '.‘"And 1f you do not,v sa1d Phlllp "what w1ll you forfelt for
your rashness?“‘ TR .‘.: o , N : T o

EI w111 pay,".answered Alexander,'"the whole prlce of the horse ' :;;

O At thls the whole company fell ‘a 1augh1ng, and as soon as the '
"gwager was settled amongst them, . ‘he 1mmed1ately ‘ran. to ‘therhorse, “and:

;utaking hold of the ‘bridle, turned him: directly toward the: sun, havxng

SR observed that: he was afraid of the motion df his ‘own '’ shadow, ‘then 5

: letting him. do forward a’ 11tt1e, and. strok1ng ‘him’ gently ‘when he found

 him. begin to grow eager ‘and- fiery, he’ let. fall his upper garment softly,
- and with nrmble leap securely mounted him, and ‘when he was seated drew
;;in the bridle, and curbed him without either striking or spurring: hlm...
‘”Presently, when he found him free from all rebelllousness and only '

EY

S .
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.1mpat1ent for the course, he 1et h1m 'go - at full speed, 1nc1t1ng hlm now
with a<command1ng volce,\and urglng h1m also with his heel. '
Phlllp and his frlends looked on at flrst in SLlence and anx1ety

. for the result, tlll seeing him turn at the end of his career and ’

triumphing for what he had performed, they all burst into- acclamatlons
of ‘applause; and hlS father shedding tears,. it is sa1d for joy, kissed
" him as he: camefdown from his horse, 'and in his transport,.sald, "0 my,
son, look ithee out a kingdom equal to and worthy of thyself for '
Macedonla is too little for thee. o : : C y

4

6. fThe main idea of the whole passage is that

(1) Bucephalus was a horse hard to manage R R |
(2) Philonicus played a trick on Ph111p by trylng to sell R _
~_him an unmanageable MOLSE v i v o e v wme & e e e e )
(3) Alex§nder. showed that Bucephalus could. not be kept - . SR
-in a small country like Macedonia . . . + .« v .. ool ()
' (4)'Alexander proved his horsemanshlp ... ,j;'. B T R A

7. The main 1dea of the last paragraph is that

,:(1) Alexander s father shed tears over the. event ce .”l-.;» ..
(2) the ‘people watching Alexander applauded him . . oo e .
(3) anxlety turned to joy at Alexander's success . o . e

l"(4) Alekander came to the end of his career 4 . . . ﬁ7g e
o . g A

S o Y
“B. When Alexander rode . ”“'-t». i ’---l
i ' & . . ) R :
o () ‘he used ‘his v01ce and heel to urge Bucephalus on R O B
. (2) he brought the horse out of the bright sunlight . . . ..~ ()
~(3) 'he found ,Bucephalus. too impatient. to learn easily. . . . ... ()~
;(4) he gave' the horse a few gentle strokes W1th his. - o

3

r1d1ng Stlck T RIS '.’-‘ ,»,~, .K),,-.-.;,l( )f

.
.
.
.
.
«
P N e
P e i S

' 9.*'When ‘the rlde was over_

(1) Alexander no longer had to. work fdr -a 11v1ng e ,'f .‘.‘L ().

' (2) -Alexander's father sald hls son. was too good for -
.’ Macedonia :. B SR S R 0 PR
e T (3)) Alexander s fdther drove him’ from the klngdom . 4;.'} R O I

L "(4) Alexander s father greéted h1m from hlS transport plane v e (')

"10 A conclusxon whlch can be draWn from thls passage ls that

'(1) Alexander s father was proud of him | ‘,,._:,:f. . .d5<;’. e d
- (2): good horseémen make ‘good kings '.A;~... B O P
3y Bucephalus was. an- unusually 1ntelllgent horse D el a e e e
f(4) Phlllp and hlS frlends were cowards ;;2. o .f;g.f.vl_.'gy;

o

N



MARS, OBJECT OF SPACE PROBE

If you saw a brllllant star in the sky sh1n1ng Wlth a dlstlnct

_'reddish or orange red llght, it would be Mars. Earth's nelghbor planet.‘

‘ Because it is red, a color which has always been associated 'with war
and destructlon, ‘this planet was named after Mars, ‘the great god of
war. - Mars, legendary father of the Romands through his son Romulus--
“founder of Rome--according to ancient myths was highly honoured and’

. worShlped as the god of the blood red battle fleld

‘ Astronomers have been espec1a11y 1nterested in Mars When: at

~ the point in its orblt nearest the .earth, it is only 48.6 mllllon-mlles
- away andoclearly visible to.the’ unalded eye. . Through a telescope it
appears @s a. broad red globe resembllng a fiery orange. At the poles
patches of. whlte are seen. This has led some astronomers to believe
“that” the poles are covered with ice. and .snow. . The rest of the surface
of Mars has a reddlsh color except for dark greenish-blue patches.
Marklngs which appear to be definite lines are also seen on.this planet
'These’.lines are spoken of as "canals," and their arrangement has led |

. some astronomers to wonder whether they were not bullt by belngs 51m11arp

s~
/
i

to- ourselves.. .

_ : Mars has two moons,‘one of which travels so fast in its. orblt
that . it goes around the plant three’ times each day._ It rotates on its

- axis once in-.24 hours and 37 mlnutes, maklng a. day there just 37. mxnutesfl

- 1onqer than a day on earth B j'- ' . , o

Photographs sent back to Earth by Mafiner IV have not complete1y~

108

fcllminated the . pOSSlbllity of blologlcal life on Mars. . The space probe " -’

‘has sustained the possibility of water vapor,- seasonal changes in vege-: .

ntatlon and polar’ice caps.J Evidently the mean- temperature. of the red
. planet’ ‘differs very little from that of Earth s’ Antarcgica. . pr. Norman_

*'H. Hofowitz of the California’ Institute of Technology. points. out that

‘there are microbes-and -some flowerrng plants llvmng in the cold cllmatesr o

‘of the Antarctic. Howevef, ‘other" screntlsts doubt. the exlstence of

. 1ife because of: lack?offoxygen, scarcity of water, ‘low atmosphﬁric -gjf

' ”density and bombardment by solar -and cosmic rays. Dr: oro@i;z remgnds 2
us that plants and ‘animals can and.do adapt to- hostile conditlonsJ Thus
the arguuent goes on: regarding llfe, as we know it,’ on,Mars.* The : final ,

zflnanswer may depend upon 1nformat10n from future space probes. 1 "iv.p

.

:‘ 11 The maln 1dea of the fltst paragraph is that j‘_- .ff»;vﬁ

‘(l) Mars ls a planet named after ‘the -Roman God of War . l ;-;7.p(').”v."°

’tQ‘Z) ‘Mars. is a reddxsh planet which can,be seen w1th ‘the S

Mked eye o.o ’ ." " . s . . '-,' ...‘Q e ‘e .‘-A .. el & T e . .. W (’ ‘)..‘““'

“;fﬂl(3j_Mars is a: largely reddish planet whose - colors and

.markings are of- special interest to astronomers ,“; ;.;'; ng'7.7

f7‘::(4)3Mars 4is & white planet with red poles, greenlsh-blue

: ‘patches, and PrObably man-made canals een q”:,._.i;”yﬁsvfx)fﬁnA

I



by} A. A, ‘ . -

ST ‘ ] co - - N
12.'The main idea of the last paragraph is that

! .
(1) the posslblllty of 11fe on Mars has not been

-y

climinated by space probes : . . . ~ R

"%  (2) the temperature of Antarctica: is warmor than thc
- average temperature of Mars . . . : e e e e ()
(3) the space probes' have proved that llfe does not ' :

, ... exist.on Mars . . . . . R O
(4) there can be no llfe on Mars because of the lack of
: oxygen and water . . . A '\Yl' R ()

13. The patches of whlte on Mars are thought by ‘some astronomers

to be’ : : , )
(1) clouds of white vapor and gas . .. , L
{2)" snow covered mountain peaks i v . . . . . .. -
(3) snow. covered POleS . W . . 4 . . e e e oew l o
(4),the north poleVPf MarS‘. e e e e e 't;."' . (

'14.'0ne of the’ moons of Mars travels around the planet three
7t1mes in a o "

.(l) year . . .;;L.‘.

{2)month .. oL L L L i e e e e e e .
3 week LT w e i e e s e e o
- (4)vday T T SR Coee e oo

15; Astronomers could determlhe the length of a day on Mars by
: noting the :

(l) changlng location of 1ts poles’. e e e e e
(2) speed with which the moons of Mars revolve around 1t R
(3) "time it takes for Mars to rotate on its axis . e e

(4) time 1t takes for the moons' to: go around Mars BRI
o VA ‘ » o R :

Le e .

N CHAMGES INVAGRICULTﬁRE. ;

The great 1ndustr1al changes brought on by the development of

e N

Nt et St e

- ‘machinery have’ greatly affected Amerlcan agriculture: - After 1865’ agrl— .

“f,culture became' more commerc1alized, the farmer obtained many . of “the

. tHings he needed from manufacturlng centres ' The farm area greatly 1n-
acreased, and prior to 1914 farm products were the most 1mportant part .-

~ of the export trade. This was true espec1a11y in the period of the !'i‘,b.

'31880 8. and 1890's, when farm surpluses were sent abroad to: pay for our :

e *1mports O 5».xf,.v/

/

'~.'x~ THE NEW - AGRICULTURE. Followlng the War between the North and

7.the South agrlculture had/to undergo con51derable change. The farmer,“:
fdurlng the 0010nia1 period,. produeed largely for a home. market, -and. the.

farm was usually a. self-sufficienq uhlt. Nearly all of the - food, wearlng

' apparel, and other.materials needed by the farmer and his' family were

' ' produced either on-the. farm’ or.in the local cOmmunlty After the war..

"ﬁhOWever, the farmer produced more crops to~be sold 1n other parts of the



nation.and in forelgn countrles. Farmlng had become more of a commer01a1
‘enterprise. The farmer harvested his crop and produced hlS ‘products’
not for hlmself alone, but also for the rest of the world.

- .'/ *

Thls change came about largely because of the rise ofOthe
industrial system, which built up factories in large c1t1es whose °
population had: to get: most of its food supply from the- farmer, while-
the manufacturlng centres produced machlnéky and other productsvwhlch
the farmer bought : : |

. 16 The main. 1dea ‘of the flrst paragraph is that

(l) the great 1ndustr1al changes brought on by the develop-

.ment of machlnery have greatly affected Amerlcan o :

V'jagrlculture e te e e " ee . g . B |

A2) by 1914 farm products had become,the<§ost important T

) part of America's export trade . . .- e e e e e e )
(3) the period of the 1880's and 1890's saw'a tremendous» . RN

© increase in the export of farm products . . .. .. . . ... .. () :

(4) in the 1880's and 1 90's, espec1ally, American agri- - )
o culture was greatly expanded by activities 1n the’ ‘ o

s forelgn market B R e

17. The main idea of the second paragraph is that
. . ‘ : . N
(1) durlng the colon1a1 perlod, farms were usually self- .

‘sufficient units . . . . . S A S P G I
(2) aftér the War between the Nofth and South, most of . .
-~ ‘the farmers' crops were sold . . . .. . . < . .. oo .. {)
- (3) following the War, between the North and” South, agrlcul-f .
- tural methods were’ greatly: changed T T U
(4) after 1865, the farmer changed from a producer for a . o U
o ;home market to a producer for both home and world markets )
v _ _ }
- 18.iThe.growth of 1ndustry and c1t1es brought about o . o
o (1) great 1ndustr1al changes P e e e .'.,.,;'.f. B T o
" (2) a need for more food and wearing. apparel P S
. . (3) expansion of farmers Markets <o v e a e v e e e e e
(4) self-suff1c1ency for farms .“._.'.:. . ,*, ;f. e e

© - 19. The - needs of the colonual farmer we;e fu1f111ed by _:Q’_~_f»' B »f, :

A1) commerc1al enterprlses in dhe cities e e e e e e e e A
- {(2). his- farm and local community .. . + voe e i 4 ae e oowal s (
(3) the foreign market . o . ' o 2y wu e e i 0 e e aia e wi
4y the home market o g_ug;;.‘;_.”;:r S U PO (

51‘20.-The growth of c1ties in Amerlca

(1) created both goods and a market e e e e e
o (2) produced a need as well as self—suff1c1ency P T ¢

(3).forced a foreign mark®t for farm goods st N
1.(4) caused tbe neglect of the. local communlty P S B
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INSTRUCTIONAL PREFERENCES QUESTIONNAIRE
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Instructional Preferences

\

Vs W

This
This
This
This
‘This

, -

: I would iiké,YQU to carefully consider wmn;giperiences so
far .with our Social Science lea;ning'packages. : o

There is a flve-p01nt scale at the rlght of each item.
- Circle the scale number that most nearly reflects your'OWn posxtlon,
- as follows: .

is
is

is

is
is

~

R

rafely, or not at all, trné/for ‘me.

only slightly, or sometlmes, true for me
half-true for me or I cannot decide.
frequently, or falrly, true for me.
almost always, or very, true for me.

L e

Clrcle only one number foP each item--if you have dlfflcultles about
decxdlng, score. "3", e P )

112
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INSTRUCTIONAL PREFERENCES

{

oo wp
ab W N+
|

I would preferﬁto contract for d course

- paced at a speed agreed between myself

and the Unxver51ty rather than proceed
at my’own speed e e e e

I feel that I need help in. organlzlng

; my studies effectlvely e e e e e e

R ¢ prefer ‘essay questlons to multlple
‘ ch01ce questlons {:.,. e e ee eeis

I prefer to leatn by 1lsten1ng rather'

" than by reading.. . . . ... ..
I flnd the use of tapes ‘and’ workbooks .

-~ confusing and would prefer to use just

one method for’ 1earn1ng B R

> I'follow lesson directions faithfully,'using:

the tape and workbeok as instructed .

I listen. to the ‘lesson ‘tape before starting _
- the 'unit to get. the‘"generafyldea" of the‘

unlt flrst ':'. B

'I prefer to learn by readlng rather than '3

by llstenlng ,l. e e e e i e e
I do not use the tape and workbook as

directed, but use each as I feel the o

,fneed £O. v v v e e i e e

10.

11.

T find the unlt obJectlves'too vague
tand confuslnq . ;-._, e o dle ae o

1 feel that the units do not provide enough
- examples before I am asked ‘to attempt a

7 ‘..'quest1on in the workbook . . . .. .
2

I feel that the units should be . clearer _
most 1mportant facts in

‘on what are

" the course _43; e e e e v e e

1 would prefer lmpor%ant deflnltlons and .
" facts to be supplled in the. workbooks .

I flnd the units too llmlted and would
prefer more resource 1nformat10n to be

;supplied wlth each unlt B

N

RARELY TRUE
. SOMETIMES TRUE o
MAY OR MAY NOT BE TRUE
- FREQUENTLY TRUE :
ALMOST ALWAYS TRUE.

-

1

-~
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