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Abstract 

This paper deals with the responses by men and women to 
select items from the 1973-74 Student Services Cards which 
were distributed during Winter Quarter registration. The 
purpose of this paper was to see if there were any differing 
perceptions between men and women about the services offered 
by the offices included. 
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COMPARATIVE PROFILES OF MALE AND FEMALE STUDENTS 

Introduction 

In the fall of 1973, an annotated bibliography of documents available at 
the Student Services Library was published through the Office of Student Affairs 
(Huebner & Dorset, 1973). This bibliography contains over 100 studies contributed 

by members of the professional staffs in the various student personnel offices 
located on the Twin Cities campus. The bibliography attempts to bring together 
all the research that has been conducted within the last five years on University 
students, University operations, and problems relating to the University. 

In reviewing the scope of this bibliography, it beeame apparent to the 
present authors that there was an area of investigation that had been overlooked 
sex differences on the University of Minnesota campuses. Although the bibliography 
is not all-inclusive, a study of this content area appeared lacking, and the 
inclusion of it seemed relevant, given today's interest in social issues. 

Some studies cited in the bibliography do deal with sex differences indirectly 
(see Huebner on housing), but none examines this variable as the study's prime 
focus. It is the purpose of the present study to investigate sex differences 
directly. Generally, we are asking if there are sex differences in a variety of 
student characteristics. Specifically, do males and females differ on income, 
hours employed, hours given to volunteer work, use of University services, etc.? 
The objective of the present study is to increase our knowledge of University 
students through the descriptive data presented on male-female differences. 

Procedure 

In 1970, the Office of Admissions and Records instituted the Student Services 
Data Card (SCC) Program. The purpose of this program is to use the regular 
registration system to collect from students information about the various services 
offered them in terms of who is served, and how each service is perceived. Each 
of the divisions in the Office for Student Affairs is contacted about items for 
which they might be interested in getting student input. 

Procedurally, one card is inserted in each student registration packet. There 
are five different card formats. Therefore, each card is received by 20% of the 
total enrollment. Assignment of a particular format card to a particular student 
is at random. The use of five different card formats makes it possible to obtain 
information on more items. Completing the card is not a requirement of registration. 
Therefore, the sample of student responses is less than the 20% possible for each 
of the five formats. 

Another feature of this data collection process is the insertion of several 
items on all five formats. This enables 100% of the student enrollment to be 
covered. Those 100% items are used to obtain feedback requiring a 100% enrollment 
survey. Only the 100% items are identified as available for follow-up mail or 
telephone contacts. The 20% survey items are not identified with respect to 
individuals, but are used strictly to generate data tables. 

The Student Services Data Cards are distributed once each academic year 
during the Winter Quarter registration period. 

The present paper on male-female responses to various items uses data collected 
during Winter Quarter, 1973, registration. Each of the items was received by 20% 
of those enrolled, and the actual response by students for each item ranges from 
55% to 80% of those surveyed. Since subjects are randomized and sufficiently large 
in number, the statistics appear valid according to sampling procedures. 
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The data in the tables that follow are presented in the form of percentages, 
and discussion of these percentages is in the text of this report. The actual 
number of responses to each item, as well as percentages, are presented in each 
table. Percentages represent independent figures for male and for female 
populations. Entire student body percentages (males and females combined) are 
also presented. x2 tests for two independent samples (Siegel, 1956) are 
calculated on each variable. 

Results 

Table I reports the distribution of forms received by the student body. Four 
forms were distributed. Twenty-eight percent of the students received Form IV, 
and 19% of the students received Form II. Forms I and III had approximately equal 
distribution. 

The distribution of forms received by males and females indicates that the 
percentages of males and females do not differ greatly from one another within each 
form number category. A x2 test for independent samples indicates that there are 
differences in the percentages of men and women who received each card (X2>11.34,df=3). 

Table II reports the comparative collegiate enrollment of the student body. 
The largest percentage of students (39.8%) are enrolled in the College of Liberal 
Arts. The smallest percentage of students (.7%) are enrolled in the College of 
Veterinary Medicine. Six and five-tenths percent are enrolled in the General 
College, .8% are in the University College, and 8.7% are enrolled in the Institute 
of Technology. Three and two-tenths percent are enrolled in the College of 
Agriculture, 3.2% are in the College of Home Economics, 1.9% are in the Law School, 
and 6.8% are enrolled in the Health Sciences. Students enrolled in the College 
of Education comprise 6.1% of the total enrollment, 3.1% are enrolled in the 
College of Business Administration, 16.7% are enrolled in the Graduate School, 
and 1.1% are enrolled in the College of Biological Sciences. Of the total student 
population, 62.8% are males, and 37.1% are females. 

The comparative collegiate enrollment of males and females indicates that the 
largest percentage of all males and all females (33.6% and 50.0%, respectively) are 
enrolled in the College of Liberal Arts. The smallest percentage of all males 
(.1%) are enrolled in the College of Home Economics. The smallest percentage of 
all females (.2%) are enrolled in the College of Forestry. Of all females, 1.2% 
are enrolled in the Institute of Technology. Of all males, 13.2% are enrolled in 
the Institute of Technology. Eight and four-tenths percent of all females and 
.1% of all males are enrolled in the College of Home Economics. Ten and two-tenths 
percent of all females and 3.5% of all males are enrolled in the College of 
Education, while .6% of all females and 4.6% of all males are enrolled in the 
College of Business Administration. Twelve and four-tenths percent of all females 
are enrolled in the Graduate School, while 19.3% of all males are enrolled in the 
Graduate School. Although approximately equal proportions of males and females 
are enrolled in the Health Sciences (7.1% and 6.4%, respectively), the distribution 
of the sexes within the individual schools differs. More females than males are 
enrolled in Medical Technology, Occupational Therapy, Physical Therapy, Nursing, 
and Dental Hygiene. However, more males than females are enrolled in Medicine, 
Mortuary Science, Dentistry, and Pharmacy. 

A x2) 34.53 with 13 df indicates a significant difference at the .001 
level. 

Table III indicates the percentage of the student body that use the Health 
service. Sixty-eight and seven-tenths percent of the student body use the 
Health Service while 31.3% do not. 



Sex. • . Page 3 

Table III also shows the breakdown percentages of males and females on use 
of the Health Service. Seventy-two and eight-tenths percent of all women use the 
Health Service, while 66.1% of all males use the Health Service. A x2 test for 
two independent samples indicates a significant difference at the .001 level 
(XZ> 10.83, df = 1). 

Table IV reports the distribution of the yearly usage of the Health Service 
by the student body. Categories range from zero to ten visits per year. Thirty
six and six-tenths percent of the students report "none" visits to the Health 
Service in one year, while 55.3% report visiting the Health Service one to five 
times per year. Eight and one-tenth percent of the students visit the Health 
Service six to ten times per year. 

Columns one through four of Table IV depict the percentages of males and 
females that frequent the Health Service in one year. Forty and six-tenths 
percent of all males and 30.6% of all females do not visit the Health Service in 
one year. Sixty-nine and four-tenths percent of all females and 59.4% of all 
males visit the Health Service one to ten times per year. Eleven and six-tenths 
percent of all females and 5.8% of all males visit the Health Service six to 
ten times per year. Females appear to visit the Health Service one to five times 
per year in a slightly higher proportion than do males (57.8% and 53.6%, respectively). 
x2> 13.82 with 2 df indicates that the two sample populations are significantly 
different at the .001 level. 

Table V indicates the distribution of personal experiences with the Health 
Service of the student body. Category labels are "excellent", "good", "fair", 
"poor", and "unacceptable". Most students (49.4%) indicate that they receive 
"good" treatment. Twenty-one and one-tenth percent indicate that they receive 
"excellent" treatment, while 23.0% indicate that they receive "fair" treatment. 
Four and seven-tenths percent indicate that they receive "poor" treatment, and 
l. 8% report that they receive "unacceptable" treatment. 

The distribution of personal experiences with the Health Service for males 
and females independently shows that most women (50.1%), as well as most men 
(49%), indicate that they recieve "good" treatment at the Health Service. The data 
indicate that the sexes do not differ on perceived treatment at the Health Service, 
with the exception that a slightly larger percentage of males (22.2%) than females 
(19.6%) perceive themselves as having received "excellent" treatment. A x2 
calculated to determine two independent samples indicates that there are no 
significant differences between samples (x2 < 18.46, 4 df) • 

Table VI reports the distribution of daily usage of the Student Union. 
Categories range from one to nine visits per day. Ninety-seven and four-tenths 
percent of the student body use the Student Union one to five times per day. Two 
and six-tenths percent use the Student Union six to nine times per day. 

Columns one through four of Table VI indicate the daily usage of the Student 
Union by males and females. The percentages presented indicate that males and 
females do not differ in their usage of the Student Union on a daily basis. 

x2 < 10.83 with 1 df indicates that the samples do not significantly differ 
from one another. 

Table VII depicts the distribution of Student Union services used most often 
by the student body. The largest percentage of students (36.1%) uses the food 
service most often. The smallest percentage of students (1.6%) uses the commerical 
services of the student Union most often. Eleven and four-tenths percent indicate 
that they use the Student Union most often for studying. Twelve and two-tenths 
percent indicate that they use the Student Union most often for engaging in 
conversation or lounging. Twenty-two and eight-tenths percent indicate that they 
use the arts and crafts services of the Student Union most often. 
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The distribution of the Student Union services used most often by males and 
females indicates that males and females do not differ very greatly in their 
frequency of use of most of the Student Union services. However, slightly more 
females (39%) than males (34.3%) use the Union for its food services. Also . , 
sl~ghtly more females (12.5%) than males (10.7%) use the Union to study. More 
males (6.6%) use the Union for recreational purposes than do females (3.1%). 
Furthermore, more males (24.6%)' report that they use the Union's arts and crafts 
services than do females (20%). A X2> 26.12 with 8 df indicates that the two 
samples are significantly different at the .001 level. 

Table VIII shows the distribution of organizations in which the student body 
is most active. The largest percentage of students (27.2%) are most active in 
intramural athletics. The next largest percentage of students (16.8%} are most 
active in cultural groups. The smallest percentage of students (2.8%) are most 
active in student government organizations. 

Organizations in which males and females are most active indicate that of 
all females, the largest percentage (24.9%) are involved in cultural groups. The 
smallest percentage of females (2.3%} are involved in student government activities. 
Of all males, the largest percentage (38.6%) are involved in intramural athletics, 
and the smallest percentage (3.1%) are involved in student government activities. 
Only 10.0% of all females are involved in intramural athletics, and only 11.6% 
of all males are involved in cultural activities. Proportionately more females 
(17.5%) than males (8.7%) are involved in arts and crafts, and more females 
(13.4%) than males (6.8%) are involved in religious activities. A x2 was 
calculated and found to be significant at the .001 level with 8 df cx2 > 26.12). 

Table IX shows the distribution of weekly income of the student body. 
Income earned by students ranges from $00 to $100 and over per week. Of all students 
sampled, the largest percentage (20%) earn $20-29 per week. Students earning 
$80-89 per week account for the smallest percentage (3.1%). Of all students, 
15.4% earn $0-19 per week. Students earning $100 or more per week comprise 12.8%. 
Thirty-five and one-tenth percent of all students earn $50 per week or more, while 
64.9% of all students earn $49 per week or less. 

Columns one through four of Table IX report the percentages of males and 
females in each income category. The largest percentage of women (26%) earn 
$20-29 per week. For men, the largest percentage (16.9%) earn $100 or more per 
week. Collapsing the first three categories, we find that 64.5% of all women earn 
less than $40 per week, while 40.6% of all men earn less than $40 per week. Males 
earning over $80 per week comprise 27.4% of the male population, while females 
earing over $80 per week comprise 11% of the female population. A x 2 test for 
independent samples indicates that there are significant differences in the 
populations sampled (x2> 27.88, df = 9) at the .001 level. 

Table X indicates the distribution of hours the student body is employed 
weekly. Hours employed range from one to 41 hours and over per week. Of all 
students, 31.2% are not employed. Of those who are employed, the largest per
centage (20.5%) work 16 to 20 hours per week. Three and one-tenth percent of 
all students, the smallest percentage category, work 41 or more hours per week. 

Four percent of the students work one to five hours per week. Students who 
work 20 hours or less per week comprise 47.4%, while 21.4% of the students work 
21 hours or more per week. 

The percentages of males and females in each "hours employed" category in
dicate that the largest percentage of women, as well as the largest percentage of 
men (21.2% and 19.9%, respectively), work 16 to 20 hours per week. More women 
(52.7%) work up to 20 hours per week than do men 43.5%). However, more men 25% 

work 21 to 41 hours per week and over than do women (16.5%). An approximately 
equal percentage of males and females are unemployed. A x2> 24.32 with 7 df 
indicates a significant difference at the .001 level. 
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Table XI depicts the types of residence of the student body. The largest 
percentage of students (33.7%) live in rented apartments. The next largest 
percentage (32.0%) live with parents or relatives. The smallest percentage of 
students (.7%) are those who work for their rent. 

The types of residence of males and females indicate that male and female 
percentages are somewhat approximate in each category of residence type. The 
largest percentage of males (34.0%) rent their own apartments, and (30.8%) live 
with parents or relatives. Females living in apartments (33.3%) and those living 
with parents or relatives (33.7%) are of approximately equal percentages. The 
smallest percentage of females (.4%), as well as the smallest percentage of males 
(.9%), work for their rent. An approximately equal percentage of males and females 
live in University residence halls (10.6% and 12%, respectively) and rent complete 
houses (14.3% and 12.2%, respectively). More male students (2.5%) live in married 
student cooperatives than do female students (.8%). A x2 calculated to determine 
independent samples indicates a significant difference at the .001 level 
cx2 > 26.12, 8df). 

Table XII indicates the monthly residence rental paid by the student body on 
a per capita basis. Rentals range from $10 to $281 and over per month. The 
largest percentage of students (18.6%) pay $10-40 per month. The smallest 
percentage of students (.4%) pay $261-280 per month. One and two-tenths percent 
of the students pay $281 per month or more for their rentals. Forty-seven and 
three-tenths percent of the students pay $80 or less per month, 28.8 pay $81-140 
per month, 20.9% pay $141-240 per month, and 3% pay between $241 and $281 or over 
per month for rental of residences. 

Columns one through four report the distribution of monthly rentals of males 
and females on a per capita basis. The largest percentage of males, as well as 
females, pay a rental of $10-40 per month (18% and 19.5%, respectively). The 
smallest percentage of males, as well as the smallest percentage of females, pay 
a rent of $261-280 per month (.3% and .6%, respectively). Forty-five and 
three-tenths percent of all males and 50.4% of all females pay a rental of $80 
per month or less. Twenty-nine and four-tenths percent of all males and 27.9% 
of all females pay a rental of $81-140 per month. Twenty-two and four-tenths 
percent of all males and 18.5% of all females pay rentals from $141-240 per month, 
and 2.9% of all males and 3.2% of all females pay a rental of $241-281 or more 
per month. A x2 > 24.72, 11 df, indicates significant sample differences at the 
.01 level. 

Table XIII indicates the type of transportation that is most often used by 
the student body. Of all students, 44.5% (the largest percentage) indicate that 
they use their own car as their major means of transportation. The smallest 
percentage (1.2%) indicate that they use a motor bike. Twenty-two and seven-tenths 
percent of the student body walk to school, while 2.2% hitchhike. Eight and 
six-tenths percent use a type of car pool, and 15.5% use public transportation. 

The type of transportation most often used by males and females is reported 
in columns one through four. The largest percentage of males, as well as the 
largest percentage of females (52.5% and 32.8%, respectively), use their own car 
as the major means of transportation. Eleven and eight-tenths percent of all 
females use a car pool, while 6.5% of all males use a car pool. An equal percentage 
of all males and all females use motor bikes or bicycles. Twenty and eight-tenths 
percent of all females use public transportation, while 11.9% of all males use 
this public means. A slightly larger percent~ge of women walk to school (26.2%) 
than do men (20.3%), while an approximately equal percentage of men and women 
hitchhike. A x2 test for two independent samples indicates a significant difference 
at the • 001 level (x2 , 24. 32, 7 df) • 
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Table XIV depicts the distribution of the daily cost of transportation for 
the student body. Costs range from $.10 to $10.50 per day. The largest percentage 
of students (44.7%) pay $.10- $.50 per day for transportation. The next largest 
percentage (40.6%) is for the category "$.51- $1.50". The smallest percentage 
of students (.3%) pay $7.51- $8.50 per day for transportation. Students paying 
$9.51- $10.50 per day for transportation comprise .9%. Eighty-five and three-tenths 
percent of the students pay a transportation cost of $1.50 or less per day, while 
1.5% of the students pay $8.51- $10.50 per week for transportation. 

The costs of daily transportation for males and females do not differ greatly 
from one another within each category. Eighty-seven and four-tenths percent of 
all females and 84% of all males pay a transportation cost of $.10 - $1.50 per 
day. Only 1.6% of all males and 1.5% of all females pay a transportation cost of 
$8.50- $10.50 per week. A x 2 test for independent samples indicates that there 
are no significant differences in the populations samples (x2 < 29.59, df 10). 

Table XV shows the distribution of the student body's participation in 
volunteer work. The largest percentage of students 29.1% participate in adult/ 
child care volunteer work. An equal percent~ge of students (25.3%) participate 
in group and campus organization volunteer work. The smallest percentage (9.2%) 
do volunteer work in health rehabilitation. 

The distribution of participation in volunteer work of males and females 
indicates that the largest percentage of females (26.8%), as well as the largest 
percentage of males (31.3%), participate in adult/child care volunteer work. 
Fifteen and three-tenths percent of all women and 6.9% of all men participate 
in day care work. A larger percentage of males (30.4%) than females (20.2\) 
participate in volunteer campus organizations, while a larger percentage of 
females (11.9%) than males (6.5%) participate in health rehabilitation. Male 
and female percentages are approximately equal with respect to group volunteer 
work. A X2 > 18.46, 4 df, indicates that there are significant sample differences 
at the .001 level. 

Table XVI depicts the distribution of hours devoted by the student body to 
volunteer work. Hours given to volunteer work range from one to 20 hours per 
week. Most students (83.1%) report that they give one to five hours per week to 
volunteer work. Nine and nine-tenths percent indicate that they give six to ten 
hours per week. Three percent indicate that they give 11 to 15 hours per week. 
and 4% indicate that they give 16 to 20 hours per week to volunteer work. 

The distribution of hours given to volunteer work by males and females 
indicates that males and females give approximately the same number of hours to 
volunteer work. Eighty-four and one-tenth percent of all males and 81.8% of all 
females devote one to five hours per week to volunteer work. Three and 
seven-tenths percent of all males and 4.3% of all females report giving 16 to 20 
hours per week to volunteer work. A x2< 16.27 with 3 df indicates that there 
are no significant differences between the two samples. 

Table XVII reports the distribution of the length of time the student body 
has traveled or lived abroad. Categories range from one month to two years or 
longer. The largest percentage of students (38.5%) travel or live abroad for 
two years or longer. The smallest percentage (13.8%) travel or live abroad for 
one year. Twenty-nine and five-tenths percent travel or live abroad for one to 
two months, and 18.2% travel or live abroad for three to six months. 

Columns one through four of Table XVII show the distribution of the length 
of time males and females have traveled or lived abroad. The largest percentage 
of all women (38.7%) travel or live abroad for one to two months. The largest 
percentage of all men (44.6%) travel or live abroad for two years or longer. The 
smallest percentage of women (9.8%) travel or live abroad for one year, and the 
smallest percentage of men (14.9%) travel or live abroad for three to six months. 
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Sixty-two and eight-tenths percent of all females and 39.4% of all males travel 
or live abroad from one to six months. Sixty and six-tenths percent of all 
males and 37.2% of all females travel or live abroad from one to two years or 
longer. A x2 test for two independent samples indicates that there are sample 
population differences at the .001 level (X2) 16.27, 3 df). 
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TABLE I 

Distribution of Forms Received 

Males Females Males & Females 
Form 

N % N % N % 

Form I 3,456 25 2,383 26 5,839 27 

Form II 2,697 20 1,737 19 4,434 19 

Form III 3,719 27 2,347 26 6,066 26 

Form IV 3,806 28 2,670 29 6,476 28 

TOTAL 13,678 100 9,137 100 22,815 100 -- -- ---- -- --
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TABLE II 

Distribution of Comparative College Enrollment 

• < 

Males Females .:;.. Males & Femalesr''• 
College of Enrollment 

.. 
.. 

N % N % N % 

General 1,581 6.5 949 6.5 2,530 6.5 

University 187 .8 130 .9 317 .8 

Liberal Arts 8,206 33.6 7,320 50.0 15,526 39.8 

Technology 3,191 13.2 170 1.2 3,397 8.7 

Agriculture 1,050 4.3 202 1.4 1,252 3.2 

Forestry 516 2.1 29 .2 545 1.4 

Home Economics 30 .1 1,226 8.4 1,256 3.2 

I Law 648 2.7 84 .6 732 1.9 

I Health Sciences 1, 724 7.1 943 6.4 2,667 6.8 
I 

! Medicine 739 3.0 95 .6 834 2.1 

I Medical Technology 10 .0 112 .8 122 .3 

Mortuary Science 92 .4 2 .o 94 .2 

Occupational Therapy 1 .o 56 .4 57 .2 

Physical Therapy 19 .1 65 .4 84 .2 

Nursing 15 .1 318 2.1 333 .9 

Public Health 148 .6 67 .4 215 .5 

Dentistry 456 1.9 10 .o 466 1.2 

Dental Hygiene 1 .0 125 .8 126 .3 

Pharmacy 243 1.0 93 .9 336 .9 

Education 861 3.5 1,495 10.2 2,356 6.1 

Business Administration 1,113 4.6 96 .6 1,209 3.1 
I 
I 
I Graduate 4,702 19.3 1,819 12.4 6,521 16.7 
I 
\ Veterinary Medicine 223 .9 39 .3 262 .7 
! 

Biological Sciences 315 1.3 127 .9 442 1.1 ; 
i 

I 
TOI'AL 24,383 100.0 14,629 100.0 39,012 100.0 I 

i 

f 
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TABLE III 

Distribution of Use of the Health Service 

Ever Used 
Males Females Males & Females 

Health Service 
N % N % N % 

Yes 2,144 66.1 1,555 72.8 3,699 68.7 

No 1,101 33.9 581 27.2 1,682 31.3 

TOTAL 3,245 100.0 2,136 100.0 5,381 100.0 

I 

TABLE IV 

Distribution of Yearly Frequency of Use of the Health Service 

Frequency of Use 
Males Females Males & Females 

During One Year N % N % N % 

! 
None 1,323 40.6 655 30.6 1,978 36.6 

1-5 Visits 1,744 53.6 1,237 57.8 2,981 55.3 

I 
6-10 Visits 188 5.8 247 11.6 435 8.1 I 

I 
I TOTAL 3,255 100.0 I 2,139 100.0 5,394 100.0 
I 
I 
I 

' 



I 
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I 
I 

I 
I 

i 
: 

; 

! 
I 
I 

I 
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I 

I 
I 
I 
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I 
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TABLE V 

Distribution of Personal Experiences With the Health Service 

Males Females Males & Females 
Personal Experience 

N % N % N % 

Excellent 601 22.2 349 19.6 950 21.1 

Good 1,332 49.0 892 50.1 2,224 49.4 

Fair 610 22.4 423 27.3 1,033 23.0 

Poor 123 4.5 89 s.o 212 4.7 

Unacceptable 51 1.9 29 1.6 80 1.8 

TOTAL 2, 717 99.9 1,782 99.9 4,499 100.0 -- ---- --

TABLE VI 

Distribution of Daily Usage of the Student Union 

Males Females Males & Females 
Daily Usage 

N % N % N % 

l-5 Times Per Day 2,106 97.7 1,514 97.1 3,620 97.4 

6-9 Times Per Day 50 2.3 46 2.9 96 2.6 

TOTAL 2,156 100.0 1,560 100.0 3,716 100.0 



TABLE VII 

Distribution of Student Union Services Used Most Often 

I 
I Males Females 

Service 
N % N % 

Food 888 34.3 672 39.0 

Study 278 10.7 215 12.5 

Recreation 170 6.6 54 3.1 

Lounging - Conversation 305 11.8 220 12.8 

Clubs - Committees 66 2.5 37 2.1 

Meetings 81 3.1 71 4.1 

Cultural 116 4.5 90 5.2 

Commercial so 1.9 21 1.2 

Arts and Crafts 638 24.6 345 20.0 

TOTAL 2,592 100.0 1, 725 100.0 

Males & Females 

N % 

1,560 36.1 

493 11.4 

224 5.2 

525 12.2 

103 2.4 

152 3.5 

206 4.8 

71 1.6 

983 22.8 

4,317 100.0 (/) 
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TABLE VIII 

Distribution of Student Union Organizations in Which Students are Most Active 

Males Females Males & Females 
Organization 

N % N % N % 

Student Government 47 3.1 23 2.3 70 2.8 

Academic Fraternity/Sorority 85 5.6 87 8.8 172 6.9 
F= 

Professional Fraternity/Sorority 67 4.5 32 3.2 99 4.0 

Professional Groups 183 12.1 104 10.5 287 11.5 

Political Groups 136 9.0 93 9.4 229 9.2 

Intramural Athletics 582 38.6 99 10.0 681 27.2 

Religious Groups 102 6.8 133 13.4 235 9.4 

Cultural Groups 174 11.6 247 24.9 421 16.8 

Arts and Crafts 131 8.7 174 17.5 305 12.2 

TOTAL 1,507 100.0 992 100.0 2,499 100.0 
--

---~·- -------- -- ------- - ---- ~----------- -- - -- - -· 
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Amount 
N 

$00-$19 181 

$20-$29 245 

$30-$39 203 

I $40-$49 235 

$50-$59 101 

$60-$69 72 

$70-$79 87 

$80-$89 56 

$90-$99 107 

$100 and over 262 

TOTAL 1,549 

TABLE IX 

Distribution of Weekly Income 

Males Females 

\ ' N ' 
11.7 225 20.7 

15.8 283 26.0 

13.1 194 17.8 

15.2 148 13.6 

6.5 46 4.2 

4.7 25 2.3 

5.6 37 3.4 

3.6 25 2.3 

6.9 30 2.7 

16.9 76 7.0 

100.0 1,089 100.0 
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Males & Females 

N ' 
406 15.4 

528 20.0 

397 15.0 

383 14.5 

147 5.6 

97 3.7 

124 4.7 

81 3.1 

137 5.2 

338 12.8 

2,638 100.0 
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: 
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Distribution of Hours Employed Weekly 

Males Females Males & Females 
Hours 

N % N % N % 

1-5 107 4.0 76 3.9 183 4.0 , 
6-10 209 7.8 197 10.2 406 8.8 

l 11-15 316 11.8 335 17.4 651 14.1 
I 
I 16-20 534 19.9 408 21.2 942 20.5 

', 

21-30 338 12.6 184 9.6 522 11.3 

31-40 211 7.8 112 5.8 323 7.0 

I 41 and over 123 4.6 22 1.1 145 3.1 

I Not Employed 848 31.5 593 30.8 1,441 31.2 
I 

j TOTAL 2,686 100.0 1,927 100.0 4,613 100.0 

TABLE XI 

Distribution of Type of Residence 

,' 

Males Females Males & Females 

' 
Type of Residence 

N % N % N % 

I 

Parents/Relatives 998 30.8 757 33.7 1,755 32.0 
l 

University Residence Hall 343 10.6 269 12.0 612 11.2 

Married Student Cooperative 82 2.5 18 .8 100 1.8 

Fraternity/Sorority 100 3.1 75 3.3 175 3.2 

l Complete Housing (Rent or OWn) 462 14.3 274 12.2 736 13.4 

Rent Apartment 1,103 34.0 746 33.3 1,849 33.7 
' 

Rent Single Room 81 2.5 60 2.7 141 2.6 

Work for Rent 30 .9 9 .4 39 . 7 

l Other 41 1.3 35 1.6 76 1.4 

TOTAL 3,240 100.0 2,243 100.0 5,483 100.0 ,. 
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TABLE XII 

Distribution of Monthly Rental on a Per Capita Basis 

Males Females Males & Females 
Amount 

N ' N ' N ' 
$10-$40 468 18.0 330 19.5 798 18.6 

$41-$60 407 15.7 308 18.2 715 16.6 

$61-$80 302 11.6 216 12.7 518 12.1 

$81-$100 217 8.3 149 8.8 366 8.5 

l $101-$120 246 9.5 133 7.8 379 8.8 I 
I 
I $121-$140 301 11.6 
I 

192 11.3 493 11.5 

$141-$180 425 16.3 218 12.8 643 15.0 

$181-$220 133 5.1 66 3.9 199 4.6 

$221-$240 27 1.0 30 1.8 57 1.3 

$241-$260 36 1.4 22 1.3 58 1.4 

$261-$280 8 .3 11 .6 19 .4 

$281 and over 31 1.2 22 1.3 53 1.2 

TOTAL 2,601 100.0 1,697 100.0 4,298 100.0 
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TABLE XIII 

Distribution of Types of Transportation Used Most Often 

Males Females Males & Females 
Transportation 

N % N % N % 

own Car 1,764 52.5 745 32.8 2,509 44.5 

' Passenger Car Pool 133 4.0 208 9.2 341 6.0 

' Driving Pool 86 2.5 60 2.6 146 2.6 

Motor Bike 44 1.3 23 1.0 67 1.2 

Bicycle 185 5.5 114 5.0 299 5.3 

Public Transportation 399 11.9 474 20.8 873 15.5 

Hitchhike 69 2.0 55 2.4 124 2.2 

Walk 682 20.3 595 26.2 1,277 22.7 

t 
TOTAL 3,362 100.0 2,274 100.0 5,636 100.0 

,, 
\ 

' 
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TABLE XIV 

Distribution of Daily Cost of Transportation 

Males Females Males & Females 
Cost 

N % N % N % 

$.01-$.50 1,176 43.2 838 47.1 2,014 44.7 

$. 51-$1.50 1,112 40.8 716 40.3 1,828 40.6 

I $1.51-$2.50 245 9.0 113 6.3 358 8.0 

I $2.51-$3.50 64 2.3 35 2.0 99 2.2 

I $3.51-$4.50 18 .7 10 .6 28 .6 

$4.51-$5.50 25 .9 10 .6 35 .8 

$5.51-$6.50 16 .6 ll .6 27 .6 

$6.51-$7.50 17 .6 15 .8 32 .7 

$7.51-$8.50 9 .3 4 .2 l3 .3 

$8.51-$9.50 19 .7 9 .5 28 .6 

I 

I 
$9.51-$10.50 24 .9 17 1.0 41 .9 

TOTAL 2, 725 100.0 1, 778 100.0 4,503 100.0 
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TABLE XV 

Distribution of Participation in Volunteer Work 

! Males Females Males & Females , I Area 
N % N % N % 

i Adult/Child Care 131 31.3 llO 26.8 241 29.1 
I 
I 
' Group Work 104 24.9 106 25.8 210 25.3 ! 

I Day Care 29 6.9 63 15.3 92 11.1 

Campus Organization 127 30.4 83 20.2 210 25.3 
' 

I 
Health Rehabilitation 27 6.5 49 11.9 76 9.2 

TOTAL 418 100.0 411 100.0 829 100.0 

I -- -- ---- -- --

TABLE XVI 

Distribution of Hours Per Week Devoted to Volunteer Work 

i 

I Males Females Males & Females 

I Hours 

I N % N % N % 

' ' I 01-05 Hours Per Week 859 84.1 629 81.8 1,488 83.1 I 
I 

06-10 Hours Per Week 91 9.0 86 11.2 177 9.9 

I 11-15 Hours Per Week 33 3.2 21 2.7 54 3.0 

l 16-20 
i 

Hours Per Week 38 3.7 33 4.3 71 4.0 

' ' i 
I TOTAL 1,021 100.0 769 100.0 1,790 100.0 ----
I 
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TABLE XVII 

Distribution of Length of Time Lived or Traveled Abroad 

Males Females Males & Females 
Time 

N % N % N % 

1-2 Months 210 24.5 185 38.7 395 29.5 

3-6 Months 128 14.9 115 24.1 243 18.2 

1 Year 137 16.0 47 9.8 184 13.8 

2 Years 383 44.6 131 27.4 514 38.5 

TOTAL 858 100.0 478 100.0 1,336 100.0 -- ---- --l 
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Discussion and Summary 

The discussion of this paper will take the form of a profile of the "typical"* 
male and "typical" female University of Minnesota student. 

The "typical" male student is an undergraduate student enrolled in the College 
of Liberal Arts. He uses the Health Service one to five times per year and 
considers his personal experiences with the Health Service "good". This "typical" 
male student uses the Student Union one to five times per day. Of all the Union 
Services offered, the food service is what he uses most often. With respect to 
Student Union organizations, he is most active in intramural athletics. Most male 
students are unemployed. However, if the "typical" male student is working, he 
works 16 to 20 hours per week and earns $100 or more per week. The "typical" male 
rents his own apartment and pays a rental fee of $10 to $40 per month on a per 
capita basis. The male undergraduate student uses his own car as his major means 
of transportation and pays $.01 to $.50 per day for this transportation. If the male 
student does volunteer work, it is with adult or child care, and he devotes one to 
five hours per week to this activity. If the "tYPical" male undergraduate student 
has been abroad, he has lived or traveled abroad for two years or longer. 

The "typical" female student is an undergraduate student enrolled in the 
College of Liberal Arts. She uses the Health Service one to five times per year, 
and considers her experiences with the Health Service "good". The "typical" 
female student uses the student Union one to five times per day, using the food 
service most often. Of all Student Union organizations in which she is involved, 
she is most active in cultural activities. Like most males, most females are 
unemployed. However, if the "typical" female undergraduate student is employed, 
she works 16 to 20 hours per week and earns $20 to $29 per week. The female 
student either lives with her parents or relatives or rents her own apartment. 
She pays $10 to $40 per month on a per capita basis for her rental. As her 
major means of transportation, the "typical" female student uses her own car 
and spends $.01 to $.50 per day for transportation. The undergraduate female, 
when involved with volunteer work, works with adult or child care and devotes 
one to five hours per week to this activity. If the "typical" female student 
has been abroad, she has lived or traveled abroad for one to two months. 

From the profiles described, it can be ascertained that "typical" male and 
female University of Minnesota students do not differ very greatly from one to 
another. Although the data presented in the "Results" section of this paper do 
indicate that there are many significant differences between males and females 
with respect to specific variables, when looking at highest percentage responses 
to items, males and females appear to respond in a similar manner. Specifically 
male and female profiles differ only with respect to Student Union organization 
activities, the amount of income earned per week, and the length of time the 
student has lived or traveled abroad. 

Since this is a demographic study which uses correlational data, it appears 
appropriate to not speculate on cause and effect relationships, to state why 
these differences in profiles exist. Rather, the reader is left with the facts, 
to test for himself hypotheses which might relate to the existance of these 
differences in today's socially-enlightened society. 

*"Typical" is operationally defined as the highest percentage of responses to a 
given item. 
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Abstract 

A counseling analogue study was conducted to determine the 
effectiveness of a method for changing clients' self-per
ceptions in an interview. Based on causal attribution theory, 
an interview procedure was designed to systematically con
trol behavioral information assumed to be utilized by indi
viduals in inductively arriving at views of their personal 
characteristics. It was hypothesized that greater accept
ance of an interviewer's inference about an interviewee's 
personal characteristics will occur when (a) the inference 
is based on normatively deviant action than when it is based 
on normatively average action, and (b) the inference is 
based on a review of several consistent actions than when 
it is based on an analysis of a single action. The hypo
theses were tested by examining changes in self-ratings of 
assertiveness by 60 college males. Subjects' ratings were 
made immediately before and after a simulated counseling 
interview which focused on an analysis of the subject's 
actions in an arranged social conflict situation. Results 
indicated that an inference based on a single action was 
highly persuasive (p = .002); neither the perception of 
deviancy nor of consistency of performance significantly 
added to acceptance of the inference. 
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A STUDY OF A'ITRIBUTION TECHNIQUES IN THE INTERVIEW 

Stanley R. Strong and Ronald P. Mat ross 
Student Life Studies 

University of Minnesota 

How can a client's self-perceptions be altered in an interview? Several 

experimental studies of interview processes have shown that an expert, attrac-

tive interviewer can produce short-term change in an interviewee's self-view 

by forcefully expressing an opinion about the client's personal characteristics, 

with only a minimal attempt to explain the rationale for that opinion. (Schmidt 

and Strong, 1970; Strong and Schmidt, 1970; Strong and Dixon, 1971). 

While providing convincing reasons for a conclusion does not appear to 

be essential for change, other interpersonal influence studies suggest that 

a strong informational rationale deepens and stabilizes induced attitude changes 

(Kelman and Havland, 1953; Strong and Gray, 1972, Strong and Schmidt, 1970). 

Thus a superior approach to changing client self-perceptions in an interview 

may be to control the information the client uses to make inferences about his 

personal characteristics. A logical basis for the development of such an 

informational control approach is current theory concerning the ways in which 

individuals process experiential information to determine their self-perceptions. 

One attempt to specify the processes in the development of self-knowledge is 

causal attribution theory (Heider, 1965; Jones and Davis, 1965; Kelley, 1967, 

Strong, 1970). 

Strong (1970) discussed attribution theory in terms of how an individual 

makes inferences about the personal causes of his own behavior. The basic 

assumption of this analysis is that people inductively infer their personal 

characteristics by observing and analyzing their overt behavior (Bem, 1967). 

Strong proposed that an interviewer can change a client's self-view by controlling 
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the behavioral information utilized in the inductive reasoning process. A 

proposed interview method for achieving such informational control was termed 

"persuasive instruction", after Kelley (1967). 

The first step in persuasive instruction is to induce an internal or 

personal causal attribution of a behavior which is inconsistent with a present, 

inappropriate self-perception. For example,a client who believed he was in

competent would be induced first to produce an example of successful performance 

from his experience and then to attribute that performance to personal causes 

such as effort or ability, rather than to external causes such as luck or 

task ease. Based on hypotheses by Heider (1965) and Kelley (1967), Strong 

asserted that clients will attribute their actions to personal causes only if 

these actions are seen as different from the actions of other people in similar 

circumstances. Thus an individual will attribute a successful performance to 

personal factors only if he believes that other people fail at the task. If 

all individuals perform equally well, then performance says little about the 

personal characteristics of any one individual. If an interviewer does not 

convince his client that a given action is normatively atypical then the client 

will not use that action to determine his self-concept. 

Once a client is induced to see a target action as personally caused, 

the next step in persuasive instruction is to control the client's inference 

of the personal characteristic which is responsible for the action. Strong 

suggested that such control can be achieved by demonstrating that the target 

action had unique consequences which could be accounted for by only one expla

nation. The interviewer establishes the uniqueness of the consequences of the 

target action by contrasting them with the consequences of alternative actions 

available to the client. For example, if an interviewer wished a client to 

attribute an instance of successful performance to h~gh achievement motivation, 
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he would suggest that the client could have chosen to take several alternative 

actions, all of which would have resulted in failure. The interviewer then 

points out that the only inference which can adequately account for the choice 

to perform successfully is high achievement motivation. 

The final step in the persuasive instruction method is to show that the 

inferred target characteristic applies to a wide range of behavior and not 

just the target example. It is assumed that a client will be more likely to 

see htmself as having the characteristic if he believes that the characteristic 

consistently explains a wide range of tmportant instances of his behavior. 

The interview technique for increasing the generalizability of the inferred 

characteristic is to guide the client in a review of past experiences, eliciting 

a number of examples of target behavior and pointing out the consistency with 

which these behaviors were performed. The greater the number of behaviors 

supporting the target characteristic, the more convincing the attribution becomes. 

The purpose of this study is to examine the effectiveness of the persua-

sive instruction method. The f~llowing hypotheses were tested: (1) Greater 

acceptance of an inference about an interviewee's personal characteristics will 

occur if the inference is based on normatively atypical action than if it is 

based on normatively typical action. (2) Greater acceptance of an inference 

about an interviewee's personal characteristics will occur if the inference 

is supported by a guided review of several past actions than if the inference 

I 

I 
is not supported by a guided review. 

Method 

The hypotheses were tested in a two-stage experiment. First, subjects 

experienced an event which appeared to be incidental to the experiment. Then 

the subjects' reactions to the "incidental event" were used as the content of 

an interview. In this way, the subjects' experiences and reactions discussed 
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in the interview were standardized. Independent variables of "nonnative 

information", "inference" and "review" were manipulated by constructing inter

view scripts or "modules" for each level of each variable, which were then 

combined to form the experimental conditions presented in the interviews. Two 

levels of the "normative infonnation" variable were "average" (the individual's 

reaction was presented as being the same as everyone else's) and "deviant" 

(the individual's reaction was presented as being highly atypical). Two levels 

of the inference variable were "low assertive" (the individual's action was 

interpreted as indicating low assertion) or "non-specific" (no interpretation 

was given for the individual's actions). The review of past experiences was 

either "guided" where the interviewer actively sought to find other incidences 

of low assertiveness in the individual's past actions, or "unguided" where the 

individual reviewed his past actions without the presence of the interviewer. 

The two levels of the normative information and the inference variables were 

crossed to create four experimental conditions all with non-guided review of 

past events. A fifth condition was created by combining "deviant", "low 

assertive" and "guided review" and its effects were analyzed by comparing them 

to the effects of the "deviant", "low assertive" "non-guided review" condition. 

Subjects 

Subjects were 60 male volunteers from an introductory psychology course 

in the College of Liberal Arts, University of Minnesota, who received points 

for their participation which applied to their course grade. Ages ranged from 

18 to 35 years, with a median age of 20 years. Seventy-two percent were sophomores. 

Procedure 

Students were telephoned and asked whether they would like to partici

pate in a study of the "relationship between peoples' life experiences and the 

way they looked at themselves." If they agreed to do so, they were told that 
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the relationships between experiences and personality would be explored in 

an interview and in psychological tests, in two sessions. They were then 

told, "We are well into the study", and given a number of times to choose 

from for their first session. 

When the student arrived for his first session, the receptionist told him 

that his interviewer would be about 20 minutes late. The student was shown 

to the interviewer's office and asked to wait. On the desk and shelves of 

the office were.props designed to enhance the interviewer's perceived expertise~ 

his bound Ph.D. thesis and a letter from a psychology journal informing htm 

of the acceptance of a manuscript. 

Incidental Event. Three minutes after the subject had been taken to the 

office, another student (a confederate of the experimenters) entered the room 

and said that the receptionist had told him that the student had some time 

before the interview, and asked the student if he would do him a favor. The 

confederate explained that he was nearly finished with his Masters thesis, 

but needed a few more students to take an intelligence scale so he could complete 

the thesis for his committee in time. He went on to explain that the scale was 

designed to measure intellectual capacity as well as utilization and thus con

tained a wide variety of questions (the test consisted of selected items from 

several intelligence and personality tests, and three personality rating scales 

including "assertiveness"). The confederate continued that if the student 

would take it, he would score the test and give the student the results after 

the research session. He finished by saying "I'd really appreciate it if you'd 

take it. I am really presS'ed right now to get it finished." He gave the stu

dent the instrument and said he would be back in 15 minutes to pick it up. 

All the students agreed to take the test. 
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Twelve minutes later, the receptionist burst into the room saying, 

"Dr. is here. I have to have the test!" She grabbed the test fran the 

subject and closed the door. The timing of the interruption was such that no 

student had finished the test completely, but all had finished over half of 

it including the "assertiveness" rating scale. Five minutes then elapsed be

tween the removal of the test and the entry of the interviewer. During the 

five minutes, a research staff member assigned the student to one of 10 exper

imental conditions defined by the five interview conditions and two interviewers. 

Subjects were assigned on the basis of their initial rating of "assertiveness" 

such that (1) the conditions were equally represented in each two-day period 

of the experiment, and (2) the average initial ratings of "assertiveness" 

were approximately equal for each cell in each two-day period. Six students 

were assigned to each cell. Interviews were conducted over a ten-day 

period. A two-way analysis of variance of initial ratings yielded no signif

icant differences among the five conditions or between interviews on the initial 

assertiveness ratings. 

After the subject was assigned to one of the conditions, an Interview Guide 

was given to the interviewer on which the interview condition was specified. 

The Guide listed the interview events with spaces for interviewer notes beneath 

each, and served as a "prompt" sheet for the interviewer. One of the inter

viewers was a Ph.D. counseling psychologist, the other was an advanced graduate 

student in counseling psychology. They were trained extensively to portray 

the interviews as closely to the interview scripts as possible, and to obtain 

spontaneity. Throughout the interviews, the interviewers were warm and res

ponsive to the student. All interviews were 45 minutes long, including a taping 

task control (the "unguided review"). 
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Interview Structure. Five minutes after the receptionist took the test, 

the interviewer entered and introduced himself. After reviewing the stated 

purpose of the study,the interviewer inquired about the student's ex~eriences 

in the last 20 minutes, being sure to obtain some account of the Masters stu

dents request, and the receptionist's interruption. The interviewer then ex

plained, "Now, this incident is a vital part of the study to provide a focus 

to our research. Quite obviously, it is not possible to explore all aspects 

of your personality in 45 minutes, so we're only looking at one thing. We 

hope to learn how you respond to interpersonal conflict generally, specifi

cally in this instance of conflict. So, beginning with this incident, we want 

to identify the personality traits and critical incidents in your background 

accounting for your reactions. Do you follow what our purpose is then?" After 

the student indicated he understood, the interviewer handed him a sheet des

cribing the tasks of the interview and reviewed them with the student. The 

tasks were: (1) Describe the incident and your reaction to it. (2) Explore 

why you reacted as you did. Look at what you intended to accomplish and what 

that means about your characteristics. (3) Explore other incidents of inter

personal conflict in your life, such as getting along with parents, friends, 

teachers, store clerks, and so on. Look at how you respond to these situations 

and explore why you respond as you do. After the student indicated he under

stood the tasks, the interviewer invited him to describe in some detail what 

he did, felt and thought during the incident, leading him through the following 

temporal order (this phase of the interview took about 20 minutes): (1) What 

were your thoughts about the study when you were called? (2) What were your 

thoughtswhenyou reported for your interview? (3) How did you feel about being 

asked to wait? (4) What did you think when the M.A. student asked you to help 

him? (5) How did the test seem? (6) What was your reaction when the girl ap

peared and asked for your test? (7) How did you feel after she left? (3) As 
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you look at it now, why do you suppose you objected/gave in? That is, what 

did you intend to accomplish? 

Experimental Conditions. Following the detailed description of the inci

dent, the interviewer stated, "Well, that pretty well covers the incident, 

your reactions, and the meanings of your reaction. For the rest of the period, 

I would like you to work on the third thing on your list, exploring other 

incidents of interpersonal conflict. Just describe these incidents into the 

tape recorder. Just talk normally from where you are sitting and it will 

record fine. A research assistant will come in when the time is over and give 

you the personality measure we mentioned on the telephone, as well as a form 

for describing your reactions to the experiment. Okay, aLl set?" Stand, 

extend hand, shake hands, and say, "Thanks, (name) for coming today 

and helping us out." The interviewer then left the room. The task of talking 

into the tape recorder comprised the "unguided review" condition. 

"Deviant non-specific" Condition. Following the incident analysis, the 

interviewer said, "You know, (name) your description of this incident 

has been very helpful to me in understanding its impact. Besides, I guess I 

feel like I'm getting to know you as a person. So I'd like to share with you 

some things we have learned from other students' reactions to this incident. 

I think these things will be helpful to you in thinking about the personal 

significance of your actions. You mentioned that you were quite surprised by 

the girl's asking for your test. You'll be interested to know that almost 

everyone has had similar feelings of surprise. I'd be interested to know why 

this might be - is it something about the girl? What do you think?' (Explore 

subject's response for a few moments, write down his remarks.) 

"Another thing I think is very important is your final reaction. You 

see, ah ••. well ••• you're one of, uh, two students out of 40 some that Dr. ----
and I have seen who actually gave the girl the test. The rest of the people 
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sort of hung in there and kept it one way or another. Most people worked 

something out- some that I've seen pointed out that they had given their 

word and wanted to do the Master's student a favor. Others emphasized their 

desire to get their results and finish waht they'd started. One guy even 

said,"that guy made me wait 20 minutes, he can wait five minutes for me!" I 

guess the point is that almost everyone did something to finish. Your reac

tion really sort of separates you from the other students - I'm wondering 

how you might explain this difference." The interviewer then explored the 

student's explanation for several minutes, pointing out other actions the 

student could have taken which would have allowed him to make sure that he 

did his favor and got his results, although at the risk of interpersonal con

flict. After several minutes, the interviewer stated,"Well, that pretty well 

covers the incident, your reaction, and the meanings of your reaction", and 

introduced the unguided review condition as above. 

"Average low-assertive" Condition. Following the incident analysis, 

the interviewer said, "You know, there are a number of traits which could 

account for your reaction- I'm thinking of politeness, disorganization, social 

reticence. I gu1.:ss we have to keep in mind here all but two of the 40 some 

students Dr. ___________ and I have seen reacted pretty much the same way you did. 

Well, now, just in thinking about it, I'm wondering if this doesn't say some

thing about your assertiveness and, for that matter, the other students' assert

iveness." (Nod, get a short response). "Well, by assertiveness I mean, ah, 

like standing up for your own rights and desires - I guess, freely and force

fully expressing your feelings. Do you see what I'm getting at? -Well, you 

had a commitment, you had agreed to help that student out - You were somewhat 

involved :f.n taking the test and wanted to get the results - So finishing was 

important to you. Just thinking about the situation, there were a number of 
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things you might have done to finish the test. You might have held on to it 

and tried to work something out with the girl. You could have asked for just 

a few more minutes to work on the test. Then you could have done the favor, 

and gotten your results. I had, after all, made you wait so you could have 

rightfully made me wait for a while. Instead, you (refer to notes) just, ah, 

meekly surrendered. You said you didn't make your feelings clear, you didn't 

calmly explore working it out so you could finish, you didn't hold true to 

your obligation, or to your own desire to finish. (Name) instead you 

gave in easily, quickly, meekly. You hesitated, felt uneasy, even angry. 

But you didn't express yourself! You didn't act! You failed to assert your-

self! This sure indicates low assertiveness to me. Does that make sense to 

you?" After response, "Well, I just have to stay with this assertive explana-

tion" (write it down). The interviewer then stated, "Well, that pretty well 

covers the incident, your reaction and the meanings of your reaction," and 

introduced the student to the unguided review as above. 

"Deviant low-assertive" Condition. Following the incident analysis, the 

interviewer said, "You know __ ..;C:.::N.:..:a:;::m=:e:..)'---' your description of this incident 

has been very helpful to me in understanding its impact," and continued as 

described in the "deviant non-specific" condition. Following the exploration 

of the student's explanation for his actions, the interviewer stated, "You know, 

there are a number of traits which could account for your reactions •. '.' and con-

tinued as described in the "average· low-assertive" condition, omitting, of 

course, the "average norm" sentences). Finally, the interviewer introduced 

the student to the unguided review and departed. 

"Deviant low-assertive guided review" Condition. Following the incident 

analysis, the interview proceeded as described in the "deviant low-assertive" 

condition. However, instead of ending with the unguided review, he stated, 
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"Well, I think I've learned about all I can from examining the incident itself. 

Let's move on to the third task on your sheet - looking at other interpersonal 

conflict situations. I'm wondering if you can think of other incidents when 

you did not assert your feelings or stand up for your rights as much as you 

thought you should. Okay?" Pause, re-explain until subject agrees to continue. 

"Maybe I could give you an example of a situation with the potential for con

flict and non-assertiveness. I know when I was an undergraduate, I would some

times be studying the night before a test and a couple of friends would come 

down and want me to have a beer with them. If I said no, their feelings would 

be hurt, but if I went along,! would lose study time. Maybe something like 

that has happened to you?" The interviewer then guided the student's examina

tion of non-assertive material, but being careful to cover assertive instances 

also. The analysis began with the student's current situation, and moved 

backwards in time, covering experiences in the classroom, with girlfriends and 

wi.fe., friends, work, family, and impersonal events. 

When the 45 minutes were up, the interviewer stated: "Well, we're out of 

time. Let me sum up. My purpose in talking to you was to explore the way you 

handle interpersonal conflicts, particularly the standard conflict incident 

here. From reviewing your rather unusual reaction to that incident and your 

other experiences, it looks as if you have often not spoken out - you often 

do not forcefully assert your rights and feelings. I think it clearly indicates 

low-assertiveness, and in my judgement, your reaction to the standard conflict 

situation was just another example of that since you gave up the test when 

most people did not. "Well, I've got to run. A research assistant will be in 

soon to give you the personality measures as well as a form for you to des

cribe your reactions to this experiment." Stand, extend hand, shake hands, 

and say, "Thanks again, ---~<~N~a~rn~e~) ____ , for corning today and helping us out. 

I really appreciate it." Depart. 
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Following the interview, a member of a research team entered the room 

and administered a set of instruments in a standard order (measures described 

below). When the student had completed the forms, the interviewer re-entered 

the room and de-briefed the student of the purposes of the study. After the 

de-brief, the student was scheduled for a 20-minute period one week later. 

The purpose of the re-test was to explore the effectiveness of the de-briefing 

in returning the student to his pre-experiment state, and will not be dealt 

with further in this report. 

Measures 

The main dependent measure was change in self-ratings of assertiveness. 

The first administration of the assertiveness rating was accomplished by em

bedding it in the intellectual efficiency instrument administered by the con

federate in the incident. The scale asked students to rate their assertiveness 

compared to other college men from "very much less" to 11very much more" in 

nine stanine steps. The scale was anchored by descriptions of individuals at 

the upper and lower levels of the trait. Assertiveness was described as "the 

ability to confidently assert one~s feelings and rights in social situations. 

High scores are forceful, frank and verbally fluent. They are able to maintain 

their rights without unnecessarily hurting others. Low scores are hesitant, 

uneasy, unassuming in social situations. They are agreeable with others even 

if they have to compromise their needs and rights to do so." A post-interview 

rating of assertiveness was obtained by embedding the same scale in a person

ality rating form containing 10 trait-rating scales, which were Good Impression, 

Defensiveness, Complexity, Fear of Failure, Assertiveness, Emotionality, Self

Acceptance, Dependency, Persistence, Impulse Expression and Need for Achievement. 

In addition, all subjects were given an open-ended Incident Analysis form con

taining the following three questions: "When the secretary demanded my test I ••• " 
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"I reacted this way because ••• " "My reaction to the situation suggests that 

I am ••• " Two instruments were administered which were designed to measure 

factors related to assertive behavior: the Interpersonal Importance Inventory, 

a measure of attitudes towards expressing feelings; and, the Discomfort Inven

~' a measure of perceived anxiety in interpersonal situations. Both measures 

were developed on the basis of discrimination between individuals improving 

in assertive behavior therapy and those not improving (Roszell, 1972). On 

the Interpersonal Importance Inventory, students reacted to each of the 25 

statements by indicating their agreement with the statement on a 5-step scale 

from "strongly agree" to "strongly disagree". Students reacted to the 20 items 

on the Discomfort Inventory by indicating their degree of discomfort with the 

situation described in each of the statements on a 5-point scale from "no dis

comfort" to "a great deal of discomfort". Finally, and Interview Reaction 

form for evaluating the quality of the interview was administered. Students 

reacted to each of the 30 items by indicating whether the statement was true 

or false. 

The assertiveness ratings were converted into a change score by sub

tracting the post-interview rating of assertiveness from the pre-interview 

rating of assertiveness. Responses to the open-ended statement "My reaction 

to the situation suggests that I am .... " on the Incident Analysis Form pro

vided a means to evaluate the students' subjective reactions to the experiment. 

ftudents' responses were classified into two categories: (1) unassertive, sub-

missive or avoidant of conflict; and · (2) "normal", or able to make a 

rational analysis of the situation. Two raters independently assigned responses 

to one of the two categories with only one disagreement between them. 
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RESULTS 

Normative Information and Inference Analysis 

Means on the assertiveness stanine ratings for the 48 students in the 

"average non-specific", "deviant-non-specific", "average low-assertive", and 

"deviant low-assertive" conditions were 5.48 on the before-interview ratings 

and 4.69 on the after-interview ratings, and standard deviations were 1.38 and 

1.36 respectively. Assertiveness ratings change score means and standard 

deviations are presented by treatment condition in Table 1. For both inter-

Insert Table 1 Here 

viewers, the mean changes for the "low assertive" conditions (means range from 

1.00 to 2.00) are larger than the "non-specific" conditions (means range from 

-.17 to .50). Means for the "deviant" conditions are not greatly different 

from those for the comparable "average" conditions. For interviewer B the 

greatest change was achieved in the "deviant low assertive'condition (X= 2.00 

compared to X= 1.17 for the"average low assertive" condition), for interviewer A 

the change obtained in the "average low assertive" condition is the largest 

(X= 1.17 versus a mean cht'.nge of 1.00 for the "deviant low assertive" condition). 

ft three-way analysis of variance of differences among assertive change scores 

by normative information, inference, and interviewer, resulted in a significant 

difference for the inference variable (p = .002). None of the differences for 

normative information, interviewers, or interaction effects approached statis-

tical significance. 

Table 2 displays the tallies for the"unassertive" versus "other" explana-

tions students gave to the question "My reaction in the situation suggests that 

I am ... " for the five treatment conditions. None of the students receiving 

I 
the "non-specific" conditions responded by indicating low assertiveness. 

Insert T~ble 2 Here 
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Five of the twelve students in the Haverage low-assertive" condition, seven 

of the twelve in the "deviant low-assertive" condition and nine of the twelve 

in the "deviant low-assertive guided review" condition indicated low assertive

ness in their responses. Chi-square analysis yielded non-significant statistics 

for interviewer and normative information differences, and a chi-square of 16, 

significant at the p~.001 level, for the inference difference. 

In ~ three-way analysis of variance of differences among treatment condi

tions on the 54 items of the Interpersonal Importance Inventory, the Discomfort 

Inventory and the nine personality trait ratings, 15 differences were found to 

be statistically significant (p 5.05). Three items reflect significant differ

ences between the "deviant" and "average" conditions. ~tudents in the deviant 

conditions as compared to students in the average conditions disagreed more 

with the stat·ement "I dislike doing things on the spur of the moment," indicated 

less discomfort at "giving opinions about which T am not sure," and indicated 

more discomfort at "asking employers for a job". Three items relfected 

significant differences between students in the "non-specific" and "low

assertive" conditions. Students in the "low-assertive" conditions, as compared 

with students in the "non-specific" conditions rated themselves as having higher 

fear of f~ilure compared to other college men, more discomfort at giving opin

ions "about which T am not sure" and agreed more with the statement "I dislike 

noing things on the spur ·of the moment". A significant interaction effect 

between the normative and inference variables occurred on ratings of impulse 

expression. Of students in the "deviant" conditions, those in the "non-specific" 

conditions rated themselves higher on impulse expression (X= 5.42) than did 

students in the "low-assertive" conditions (X= 3.83), with the opposite 

pattern in the "average" norm conditions (average non-specific conditions 

X= 3.75, average low-assertive conditions X= 4.08). 



-16-

Statistically significant differences between interviewers were found 

on three items. ~tudents interviewed by A as compared to students interviewed 

by B disagreed more with the statement "Contradicting a domineering person 

doesn't pay since you will just make him angry anyway" and disagreed less with 

• .. 1·.· I 

the statement "One is better off solving his own problems rather than asking 

for help from a stranger". One interviewer by normative information inter-

action was significant - students interviewed by A in the average condition 

agreed more with the statement "Giving in to other peoples' demands indicates 

low assertiveness' than students in the deviant condition, with the opposite 

pattern for interviewer B. Five items had statistically significant three-way 

interactions: self-acceptance and emotionality ratings and three Discomfort 

Inventory items ("dealing with bossy people", "taking sexual initiative", 

and "asking an employer for a job"). 

A chi-square analysis of the 30 interview reaction items yielded four 

statistically significant differences (p~.05). Students receiving the low-

assertive conditions versus those in the non-specific conditions more often 

endorsed as true the statements "the interviewer seemed opinionated" and "the 

interviewer seemed to be trying to change my beliefs about myself", and they 

less often indicated that "I have talked to a counselor or psychologist in my 

life". Students also more often said of interviewer A than of interviewer B 

"the interviewer seemed opinionated". 

Review of Past Experiences Analysis 

Means of the 12 students in the "deviant low-assertive guided review" 

conditions on the pre-interview and post-interview assertiveness ratings were 

6.33 and 4.25 and the standard deviations were 1.04 and 1.16 respectively. 

The change score means and standard deviations for the "deviant, low-assertive, 

guided review" conditions and the "deviant low-assertive, non-guided review" 

conditions are presented in Table 3. For both interviewers, the change scores 

Insert Table 3 Here 
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in the guided review condition were larger than those for the non-guided review 

condition (means changes were 1.67 and 2.50 for the guided review conditions, 

and 1.00 and 2.00 for the non-guided history conditions for interviewers A and B 

respectively). As is evident, interviewer B's mean changes were larger in both 

conditions than were interviewer A's. A two-way analysis of variance by guided 

versus non-guided review and inerviewers yielded no statistically significant 

differences, the closest being the difference between interviewers (p = .1?). 

More students gave a non-assertive explanation for their reactions to the in

cident in the guided review condition (N = 9) than in the non-guided review 

condition (N z 7) but the difference was not statistically significant. 

Using two-way analysis of variance, nine differences between conditions 

were found to be statistically significant on the 54 items of the Interpersonal 

Importance Inventory, the Discomfort Inventory and the nine rating scales. 

Five of the items reflected differences between guided review and non-guided 

review conditions and four reflected interaction effects between interviewers 

and the review variable. All of the items differentiating the guided and non

guided review conditions reflected more low-assertiveness sei.f-ratings for 

the students in the guided review condition. Students in the guided review 

conditions, compared to the students in the non-guided review conditions 

rated their discomfort as greater at "disappointing close friends", "expressing 

my own opinion in a discussion group" and "making a bad impression", they 

agreed more than "contradicting a domineering person doesn't pay since you will 

just make him angry" and rated themselves as making less of a good impression 

on others. On items reflecting an interaction between the review variable and 

interviewers, students in the guided review condition who were interviewed 

by A as opposed to those interviewed by B indicated greater discomfort at 

"asking an employer for a job" and agreed more that "I have often not expressed 

my opinion or stood up for my rights when I wanted to do so"; they also rated 
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themselves as demonstrating more "emotionality" and less "self-acceptance", 

In the non-guided review condition the interviewers achieved opposite effects 

on these items. There were no significant differences between interviewers 

or review conditions on items from the Interview Reaction items. 

DISCUSSION 

Hypothesis one states that greater acceptance of an inferred personal 

characteristic will occur when the inference is based on atypical action than 

when the inference is based on typical action. The results are contrary to 

this hypothesis. Interviewees accepted the inference of low assertiveness 

whenever it was suggested regardless of whether actions were presented as 

deviant or average. One possible explanation of this result stems from the 

strong emphasis in the "low-assertive" condition.s on the existence of alter

native actions in the target situation and the undesirability of the action 

taken by the student. Informing the interviewee that others performed desirable 

alternative.actions may have been simply another way of telling him that he 

could have performed alternatives also. The perception of deviancy may have 

been redundant with the perception of possible alternatives, and thus did not 

~dd to the case for the interviewer's inference. Self-perception may be 

based more on personal standards of performance than on normative standards. 

A second possible explanation for these results is prestige suggestion. 

This study may have simply replicated the finding that attractive, expert 

interviewers can produce short term changes in interviewee's self-perceptions 

by expressing an opinion discrepant from the individual's original view. The 

interviewer's highly structured reasoning may have had little or nothing to 

do with the influence observed in the "low-assertive" conditions. Further 

research is needed to separate the effects of an interviewer's statement of 

opinion from the effects of his stated rationale for that opinion, 
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The "deviant" condition alone seems to have led students to attribute 

their action to impulsiveness in that the two items reflecting the effects 

of the normative information conditions,"doing things on the spur of the 

moment" and "giving opinions I'm not sure of", suggest impulsiveness. Fur-

ther, the interaction of normative information and inference variables on 

"impulse expression" ratings indicates that students who received the deviant 

condition attributed their actions to impulsiveness when they did not re

ceive the low assertiveness label, but to low-assertiveness when they did. 

Contrary to hypothesis two, changes in self-ratings and the number of 

persons reporting "low assertiveness" to account for their action were not 

significantly greater with the guided review than with the non-guided review. 

Yet there were small increases in both change scores and reports, and four 

of the assertive behavior items reflected significant differences due to 

the guided review. These results suggest that the guided review may have 

extended and deepened the perception of low assertiveness. Observation of 

the robustness of the change over time would have been a more precise test 

of the effects of the guided review. However, because the inference of low

assertiveness might have been distressing to students, they were de-briefed 

immediately after completing the tests following the interview. With a 

beneficial target trait, it might be acceptable to allow a longer period to 

elapse before de-briefing. 

The study has a number of methodological weaknesses. First, subjects 

were not assigned to conditions in a rigorously random fashion. The thrust of 

subject assignment was to balance the treatment conditions in terms of pre

ratings on the target variable. The problem of random assignment into several 

conditions with few subjects in each condition remains unsolved. Secondly, 

the two treatment conditions which were taken as the "average" conditions were 

in fact dissimilar. In the "average non-specific" conditions no mention was 
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made of how others did, while in the "average low-assertive" conditions it 

was stated that all but 2 out of 40 students "reacted as you did". In both 

the deviant and the low-assertive conditions, alternative actions and their 

possible effects were presented. The statements in the low-assertive condi

tion rather more expressed the interviewer's views or interpretation than 

enumerated alternatives. The three elements of normative information, alter

native analysis and overt inference should be more clearly differentiated. 

We feel that the "incidental event" procedure utilized in this study 

holds promise for both interview research and actual practice. For research 

purposes, the procedure of inducing and analyzing an overt target behavior 

offers a relatively high degree of control over the interviewee's immediate 

personal experience, as well as a clear structure for the interview. In 

practice. the technique may have considerable therapeutic value. Beck (1974) 

has reported cases in which depressed patients were helped by first inducing 

them to emit a behavior which was inconsistent with their self-concepts, and 

then pointing out the implications of that behavior for their self-views. 

Beck has hypothesized that part of the depressive syndrome for many patients 

is an unrealistically negative view of their abilities. His treatment for 

this problem in self-perception is to have the therapist induce the patient 

to undertake a task on which success is assured. The therapist then points 

out how the successful behavior is inconsistent with the individual's nega

tive view of his abilities. 

The strong persuasive effect of using an induced behavior to support an 

interviewer's conclusion has been demonstrated in the present study by the 

finding that none of the 12 students in the "average non-specific" condition 

attributed their action to low assertiveness, while 9 m 12 students did so 

in the "deviant low-assertive, guided review 11 condition. It would appear that 

the approach of inducing and analyzing concrete behavior is a potentially 

powerful method for changing client self-perception but that the persuasive 

instruction which led to our use of this technique needs considerable revision. 
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Normative 
Information 

average 

deviant 

Table 1 

Means and standard deviations of assertiveness ratings change 

scores by inference, normative information, and interviewer 

cells. 

Inference 

non-specific low assertive 

Interviffwer A Interviewer B Interviewer A Interviewer B 

X S.D. X S.D. X S.D. X S.D. 

.33 .94 .so .so 1.17 1.76 1.17 .89 

-.17 .37 .33 .46 1.00 1.00 2.00 1.S2 



' 

average-non 

deviant-non 

average-low 

deviant-low 

deviant-low 

Table 2 

Frequency of "unassertive" and "other" explanations given for 

reactions to the incidental event, by treatment condition. 

Condition 
Category 

Unassertive Other 

specific-nonguided review 0 12 

specific-nonguided review 0 12 

assertive-nonguided review 5 7 

assertive-nonguided review 7 5 

assertive-guided review 9 3 



Table 3 

Means and standard deviations of assertiveness ratings change 

scores by guided and nonguided review, and interviewers. 

Interviewer 

A 

B 

X 

1.67 

2.50 

Guided 

s. D. 

1.22 

1.38 

Review 

Nonguided 

X 

1.00 

2.00 

.S • D. 

1.00 

1.52 
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Abstract 

A counseling analogue study was conducted to test the 
hypothesis that expertness will increase the freedom of 
an attractive interviewer to use different types of in
fluence. It was predicted that only experts would ob
tain opinion change with an impersonal appeal, while 
both experts and inexperts would be successful with a 
personal appeal. Opinion change was assessed through 
self-ratings of achievement motivation by 57 college 
males. Subjects' ratings were made immediately before, 
immediately after, and one week after a simulated coun
seling interview. The results failed to support the 
hypothesis; with both appeals experts and inexperts were 
equally effective. Trends in change scores and in sub
jects' evaluations of the interviewer suggested that 
the personal and impersonal appeals had a differential 
impact. 
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EXPERTNESS, TYPE OF APPEAL, AND 

INFLUENCE IN THE INTERVIEW 

Dennis L. Keierleber, Ronald P. Matross, and Stanley R. Strong 

Student Life Studies 
University of Minnesota 

The purpose of this study was to explore further the impact of expert-

ness on an interviewer's ability to influence a client. Previous studies 

have shown that expert interviewers are more persuasive than inexpert inter-

viewers (Strong and Schmidt, 1970; Patton, 1969; Bergin, 1962). More recently, 

Strong and Dixon (1971) found that when an interviewer was interpersonally 

attractive, his expertness had no effect on his influence; but when the inter-

viewer was unattractive, his degree of expertness was critical to his influ-

ence. This finding suggests that the impact of expertness is complex and is 

mediated by other variables in the interview process. 

One of these variables may be the way influence is attempted, the man-

ner in which the interviewer presents the views he wants the client to accept. 

Strong and Matross (1973) have proposed that congruence between "power base" 

and type of appeal is an important determinant of influence. A power base 

is a positive quality, such as expertness or attractiveness, attributed to 

the interviewer by his client. Strong and Matross suggest that appeals to 

personal experiences and opinions are congruent with the power base of inter-

personal attractiveness, while appeals to impersonal data and facts are con-

gruent with the expertness power base. They propose that incongruence between 

power base and appeal leads to resistance rather than the desired influence. 

One implication of this formUlation is that an interviewer who is perceived 

as both expert and attractive will be influential with both personal and im-

personal appeals, while an interviewer who is perceived as attractive but 

inexpert will be influential with only a personal appeal. Thus while expertness 
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may not affect the strength of an attractive interviewer's influence, it 

may increase his freedom to utilize different types of influence. 

The nypotheses tested in this study were the following: 1) An 

attractive interviewer's perceived expertness will have no impact on his 

influence when he uses a personal appeal. 2) An attractive interviewer's 

expertness will control his influence when he uses an impersonal appeal: 

when the interviewer is perceived as an expert he will obtain influence; 

when he is perceived as inexpert, he will not obtain influence. 

Method 

The hypotheses were tested in a three-session experiment in which sub~ 

jects' opinions were obtained before and after a 20-minute interview. In 

the interview, the interviewer attempted to influence the subjects' opinions. 

Subjects 

Subjects were 57 male volunteers from an introductory psychology course 

in the College of Liberal Arts, University of Minnesota. They received points 

applying to their course grade for their participation in the experiment. 

Their ages ranged from 18 to 32 years; with a mean of 20 years; a majority 

were sophomores. 

Procedure 

On sign-up posters and in the first session subjects were informed that 

the purpose of the study was to explore the impact of the interviewer's expert

ness on the usefulness of a diagnostic interview in improving the accuracy 

of students' self-estimates of their achievement motivation. Students were told 

that short interviews with skilled counselors had been found to result in 

more accurate ratings of achievement motivation. Our purpose now was to deter

mine whether the improvement was due to the expertness of the interviewer or 

the opportunity the interview afforded the student to examine his experiences. 
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The students then completed their initial rating of their achievement motiva-

tion on a stanine rating scale in which they were asked to indicate how 

motivated to achievement they were compared to other college males by checking 

one of nine points on the scale from "very much less" to "very much more". 

The percentage of college men who would rate themselves at each stanine l~vel 

was indicated on the scale. After the ratings, the students signed up for 

their interviews. 

Subjects were assigned to one of eight conditions determined by (a) two 

interviewers, (b) inexpert and expert interviewer introductions and (c) two 

types of appeal. Assignment of subjects to conditions was random within self-

rating levels. Seven subjects were assigned to all but one cell, which had 

eight subjects. An analysis of variance of initial self-ratings by interviewer, 

introduction and type of influence appeal yielded no significant differences 

among conditions. The two interviewers were male graduate students in coun-

seling psychology. They received 12 hours training in their interviewing 

roles, in which they learned to portray the "attractive role" developed by 

Schmidt and Strong (1971). The interviewer was friendly and responsive to 

the student throughout the interview, and indicated that he liked the same 

things the student liked. 

The interviews were held in a seven-day period one week after the first 

session. When a subject reported for his interview, he was greeted by the 

receptionist and given a typewritten sheet which stated that the interview 

consisted of a discussion of the subject's achievements in his academic and 

extra-curricular experiences in high school and college. The sheet also 

introduced the interviewer to one-half of the students as ""four interview 

will be with Dr. _________________ , a psychologist with several years experience 

in diagnostic interviewing with college students." For the other half of 
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the students, the statement read '~our interview will be with -------
a first year graduate student in psychology who has offered to participate 

in this study." In addition, in the expert condition a nameplate was on 

the interviewer's desk identifying him as Dr. __________ , along with several 

psychology journals and books. The items were removed in the inexpert con-

dition. After reading the introduction, the student was directed to the 

interview office. The interviewer greeted the subject and began with a brief 

statement of the structure of the interview. The subject then related his 

past experiences concerning his achievement, with occasional comments and 

interjections from the interviewer. After 16 minutes the interviewer began 

the appeal by commenting that he had gained an understanding of the subject's 

achievement motivation. He then asked the student how he would rate his 

achievement motivation compared to other college men. After the student 

stated his rating, one-half of the students received the personal appeal: 

"Mm.Mnl. I can see that. You know just in talking with you and comparing 
what you have told me with what other male college students have told 
me, my op~n~on would be that you have need achievement motivation com
pared to other college males." 

The interviewer followed with a one-minute rationale of his rating, citing 

examples from the interview which "led" to his opinion. The other half of 

the subjects received the impersonal appeal as follows: 

"Mm.Mm. I can see how you might see it that way (pause). However, it 
is apparent that you are definitely more motivated than the average 
college male in need for achievement. Obviously if you want to be 
accurate you will adopt this finding. I guess you'd like to talk 
about it more because of this discrepancy, but quite honestly it would 
not be helpful to me." 

In the blank in both appeals, the interviewer inserted a descriptive 

phrase from a stanine scale which was three levels away from that which the 

subject had rated himself before the interview. In all cases the interviewer's 

opinion was three levels lower than the initial rating. After the appeal, 
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the interviewer indicated the end of the interview by stating, 

"Ordinarily these interviews are quite routine, but I have really got a 

great deal out of talking with you. I thoroughly enjoyed it. Thank you." 

The student then returned to the receptionist and rated his need for 

achievement again. He also completed an Interview Reaction Questionnaire 

consisting of 30 true-false statements about the interview, and a 100 item 

adjective checklist describing the interview. The student indicated how 

descriptive each of the adjectives was of the interview on a 5 point scale 

from "not at all descriptive" to "very descriptive". The third session was 

seven days after the interview. Students completed the self-rating of 

achievement motivation a final time as well as a form on which they were 

asked to give their overall reaction to the experiment. Students were then 

individually de-briefed. Achievement motivation rating change scores were 

derived by subtracting the student's rating immediately after the interview 

from his rating before the interview (immediate change score) and subtracting 

the student's self-rating one week after the interview from the pre-interview 

rating one week earlier (final change score). 

To test the two hypotheses, the self-rating change scores and adjectives 

were analyzed with an analysis of variance of the following orthogonal contrasts: 

1) Expert versus inexpert introduction within personal appeal. 2) Expert 

versus inexpert introduction within impersonal appeal. 3) Personal versus 

impersonal appeal. 4) Interviewers. Contrasts 5, 6, and 7 examined interactions 

between interviewers and contrasts 1, 2, and 3. 

The true-false responses of the Interview Reaction Questionnaire items 

were evaluated by chi-square. 
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RESULTS 

Means of the subjects' achievement motivation ratings before the inter

view, immediately after the interview, and one week after the interview were 

5.89, 5.07, and 5.14 respectively; standard deviations were 1.66, 1.63, and 

1.69 respectively. Intercorrelations among the three administrations were 

.68 (before and immediately after), .71 (before and one week after), and .94 

(immediately after and one week after). 

The means and standard deviations for the immediate change scores and 

final change scores are presented in Table I. For the immediate change 

insert Table I about here 

scores, the mean changes obtained with personal appeal (range from X = 1.13 

to X = 1.86) are larger in all comparisons than mean changes with the imper

sonal appeal (range from X= .43 to X= 1.57). For Interviewer A the changes 

obtained with the expert introduction are larger than with the inexpert intro

duction with both the personal appeals (X= 1.86 for expert versus X = 1.29 

for inexpert) and impersonal appeals (X = 1.57 for expert versus X = 1.00 for 

inexpert). For Interviewer B mean changes with inexpert introduction are 

larger for both personal and impersonal appeals (with personal appeals: X = 1.29 

for inexpert versus X = 1.13 for expert; for impersonal appeals:X = .57 for 

inexpert versus X= .43 for expert). The differences between changes obtained 

with expert versus inexpert introductions are not appreciably different within 

the personal appeal as opposed to within the impersonal appeal. As can be 

seen with the above means, Interviewer A obtained more opinion change in all 

conditions than did Interviewer B. The pattern of means for change scores 
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one week later are not appreciably different from change scores for immedi-

ately after the interview. The major difference is that the amount of change 

obtained in the expert-impersonal condition increased for Interviewer A 

(from X= 1.57 to X= 1.71) and decreased for Interviewer B (X= .43 to X= .29), 

further accenting the differences between interviewers. 

The results of the analysis of variance of orthogonal contrasts for the 

change scores are presented in Table II. None of the differences reached the 

required .05 level of statistical significance for the immediate change scores. 

insert Table II about here 

The greatest differences were between interviewers (p =.06) and between the 

personal and impersonal appeals (p =.10). These two differences became 

slightly stronger in the analysis of the final change scores with interviewer 

differences achieving the p = .05 level and appeal differences achieving a 

level of p = .08. 

Perceptual Effects 

For the personal appeal seven items from the adjective check list dif

ferentiated between the expert and inexpert introductions. When introduced 

as experts, the interviewers were regarded as significantly (p < .05) ~ 

orderly and controlled, but less talented, impulsive, motivated, and persever

ing than when introduced as inexperts. For the impersonal appeal six adjec

tives yielded significant introduction differences. When introduced as experts 

the interviewers were evaluated as significantly (pA( .05) more polite, but 

less energetic, talented, active, motivated, and thorough than when introduced 

as inexperts. 

Ten adjectives produced significant appeal differences. When using the 

personal appeal the interviewer& were seen as significantly (p < .05) more 
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knowledgeable, serious, skillful, logical, casual, accurate, thorough, 

tolerant, and talented, but less dominant than they were using the imper

sonal appeal. In addition, five items from the Interview Reaction Question

naire differentiated between the personal and impersonal appeals. A signifi

cattlygreater number of subjects (p < .05) receiving the personal appeal 

than those receiving the impersonal appeal reported that the interviewer 

looked at things in a way similar to themselves, seemed to like them, was 

helpful in clarifying their views and helped them get a more accurate pic

ture of themselves. Significantly fewer (p < .05) of those receiving the 

personal appeal than the impersonal appeal reported that the interview left 

them anxious or upset. 

Interviewer differences were found for four adjectives. Interviewer A 

was evaluated as significantly (p < .05) more energetic, outgoing and per

severing and significantly (p < .05) less awkward, tolerant, and humorless 

than Interviewer B. No significant perceptual differences were noted for 

the other three contrasts in the analysis. 

DISCUSSION 

The results do not support the predictions in any useful way. While, 

as predicted, the degree of expertness did not make a difference with the 

personal appeal, the degree of expertness did not make any difference with 

the impersonal appeal either. The results do suggest, however, that expert

ness and impersonal appeals are somehow related. While not constituting a 

statistically significant trend (p =.11 on final change scores), impersonal 

appeals by Interviewer A tended to obtain more influence when he was intro

duced as an expert than as an inexpert, while Interviewer B tended to obtain 

less influence as an expert than as an inexpert using the impersonal appeals. 

Subjects responded to the interviewers differentially and particularly so 
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with the impersonal appeal and expert introduction. The students' open-· 

ended responses to the experiment one week following the interview offer 

some inl3ight into this difference. Many cOIIDD.ents about B's "expert" inter

views were ambivalent. While subjects mentioned that he was a pleasant, 

likeable fellow, they were disappointed in his skills. Two representative 

comments were "My interviewer knew we weren't where we were supposed to be, 

but he didn't get us there either" and, "During the interview I did most of 

the talking. The interviewer's questions seemed to guide the discussion at 

t~es (I think I controlled the direction mostly) to clarify my points and 

the like. I didn't look at myself any closer than I had done before. I 

was not impressed with the interview at all." COIIDD.ents about Interview A's 

skill and his expert interviews were much more positive. One subject noted 

"His presentation was logical and rational; he made it easy to accept." 

Other subjects noted that Interviewer A "utilized my comments for his evalu

ations. He had a very professional point of view." The difference (the 

greater expert effect of Interviewer A) was particularly evidenced in his 

expert-impersonal appeal condition. One student who interviewed with A 

reported that "My reactions were very much concerned with the blunt statement 

he had made and his reasoning for such a statement. Later I attempted to 

discover the reasoning he may have used by examining myself." Another sub-

ject said "I gave it some thought between the sessions, mostly trying to 

see how the interviewer came to his decisions." Subjects in this condition 

seemed to assume that Interviewer A had good reasons for his conclusion and 

that it was up to them to find them. This phenomena did not appear for 

Interviewer B or for the inexpert conditions for Interviewer A. These sub

jects' remarks suggest that behavioral evidence of expertise such as controlling 

the interview with well-timed and logical questions produced the differences 

in the interviewers' persuasiveness. 
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The expert and inexpert introductions may have accented the behavioral 

differences by creating different subject expectancies of the interviewers' 

behavior. Interviewer A, by confirming the expectancies of an expert role, 

gained enough credibility to persuade students even when he offered no good 

reason for his blunt statement. For Interviewer B, the expert introduction 

may have led the subjects to expect more direttness and control than he ex-

hibited. Perhaps Interviewer B was more persuasive as an inexpert because 

the subjects did not expect a likeable graduate student to be as directing 

as a Ph.D. psycholog~st. The extensive literature on client expectancies 

(e.g. Goldstein 1962, Bednar, 1970) appears quite relevant. 

The different perceptual impacts of the personal and impersonal appeals 

are rather suggestive. The interviewers were consistantly evaluated more 

positively when they used the personal appeal than when they used the im-

personal appeal. Although appeal differences in influence were not as evi-

dent as were the perceptual differences, final change score appeal differences 

did approach significance (P•-.08). The comparatively few words embodied 

in the two appeals did seem to have a differential impact. This finding 

suggests the need for continued research on the content and style of· inter-

viewer interventions, in addition to examinations of interviewer character-

istics. 
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TABLE 1 

MEANS AND STANDARD DEVIATION OF CHANGE SCORESa BY 

APPEAL, INTRODUCTION AND INTERVIEWER 

Interviewer A Interviewer B 

Iumediate Change 

PERSONAL 

IMPERSONAL 

Final Change c 

PERSONAL 

IMPERSONAL 

a S · U · tan1ne n1ts 

N 

b 

7 

7 

7 

7 

Inexpert Expert 

M SD N M 

1.29 1.11 7 1.86 

1.00 1.16 7 1.57 

1.29 1.11 7 1.71 

.71 1.11 7 1. 71 

b First self-rating minus second self-rating 

c First self-rating minus third self-rating 

Inexpert Expert 

SD N M SD N M SD 

1.07 7 1.29 1.50 8 1.13 .35 

.98 7 .57 1.13 7 .43 1.40 

1.11 7 1.29 1.38 8 1.00 .53 

1.11 7 .57 1.13 7 .29 .76 

j 



TABLE 2 

ANALYSIS OF VARIANCE OF CHANGE SCORESa BY 

ORTHOGONAL CONTRASTS ON APPEAL.BY INTRODUCTION BY 

INTERVIEWER CELL MEANS 

df IDIJlediate Change b Final Change 

SOURCE 
MS F p MS F 

Expert vs Inexpert 
within personal 1 .30 .24 .62 .03 .03 

Expert vs Inexpert 
within impersonal 1 .32 .26 .62 .91 .82 

. 

Personal vs 
impersonal 1 3.56 2.82 .10 3.59 3.24 

Interviewer 1 4.70 3.73 .06 4.58 4.13 

Interviewer by Cl 1 .96 .76 .38 .91 .82 

Interviewer by C2 1 .88 .70 .40 2.87 2.58 

Interviewer by C3 1 .63 .50 .49 .64 .58 

ANOVA error 49 1.26 1.11 

a 
Stanine Units 

b First self-rating minus second self-rating 

c First self-rating minus third self-rating 

c 

p 

.85 

.37 

.08 

.05 

.36 

.11 

.46 
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ABSTRACT 

At the beginning of the 1973-74 academic year alcohol usage 
was officially permitted for the first time in residence halls 
at the Twin Cities Campus of the University of Minnesota. To 
determine residents' perceptions of the effects of the change in 
drinking policy, interviews were conducted with 49 current 
dormitory residents, who had also lived in a U of M residence 
hall during the year prior to the new policy. Interviewees 
were randomly selected from each residence hall in numbers 
proportionate to the total number of residents in each hall. 
Key findings of the survey include: eighty-four percent of 
those interviewed expressed general satisfaction with the 
new policy, and 82% felt that it respected the rights of both 
drinkers and non-drinkers. Fifty-three percent of the inter
viewees felt that the change in official policy had not altered 
the amount of drinking which had occurred before drinking was 
officially permitted. No respondents felt that the policy 
change had adversely affected their grades, and 92% reported 
no effect on their management of study time. Seventy-four 
percent felt that the policy had not significantly changed 
the social atmosphere in the residence halls, although 52% 
reported that the number of floor-lounge parties had increased 
from the previous year. 
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RESIDENCE HALL STUDENT SATISFACTION 
WITH INTERIM ALCOHOL POLICY 

Deborah Seaburg, Ronald Matross, and Joel Brown 
Student Life Studies 

University of Minnesota 

In June of 1973, a Minnesota law went ::_nto effect changing the age of legal 

adulthood from 21 to 18 years. Thus Minnesota joined about one-half of the rest 

of the states in a trend toward lowering the age of majority. The change in the 

legal definition of adulthood has several implications for higher education 

(Ross, 1974). Institutional policies which previously considered college students 

to be adolescents are now being changed to recognize the new adult status of the 

student. 

At the University of Minnesota one of the first policies to reflect this 

status change was that prohibiting the consumption of alcoholic beverages on campus. 

On August 10, 1973, the Regents of the University of Minnesota passed the "Interim 

University Policy on Use and Possession of Alcoholic Beverages in Residence Halls." 

Previous policy prohibited alcohol consumption in all campus locations. This revised 

position ori student alcohol use permitted possession and consumption of alcoholic 

beverages within the residence halls but not in other campus locations. Within each 

hall, residents were offered the following options in living arrangements: 1) living 

in an area where possession and consumption are permitted; 2) living with a roommate 

··iho does not choose to possess and consume alcoholic beverages but in an area where 

possession is allowed; or 3) residing in an area of the hall where possession and 

consumption of alcohol is not permitted. On February 8, 1974, a second document, 

"Policy on Alcoholic Beverages," was approved, allowing the president of the Universif¥ 

to dictate where and on which occasions alcoholic beverages would be permitted on 

campus. 
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The present study was an evaluation of the interim residence hall policy. 

Its purpose was to examine residents' perception of the policy's effects on the 

general quality of life in the residence halls. More specifically, the following 

issues were addressed: the policy's effects on floor-lounge parties and private social 

gatherings; the effect on affected residents' alcohol consumption; effects on noise 

levels; differences between areas where alcohol is permitted and tltose areas where 

it is not allowed; and general satisfaction with the policy. 

METHOD 

A desirable method for evaluating the revised alcohol policy would have been to 

have collected data from a large number of respondents before and after the institution 

of the policy in question. In lieu of this procedure, a small group of persons who 

had resided in a hall both before and after the policy went into effect where 

interviewed to obtain their perceptions and opinions on the effects of the policy. 

The sample size of 49 persons is not adequate to justify generalization to all 

dormitory residents. However, because of the interim nature of the policy under explor-

ation, an in-depth examination of a few students' opinions was judged to have a 

higher cost/benefit ratio than a more extensive survey. 

Survey Items 

Survey items were developed during the period of February 5 to March 25, 1974, 

in meetings between staff of Student Life Studies and Housing offices of the University 

of Minnesota. Item selection was based on staff understanding of the relevant issues, 

technical quality, and length limitations of a fifteen to twenty minute interview. 

The selected items were pretested in personal interviews by a graduate research 

assistant on March 20, 1974. 

Conduct of the Survey 

The survey was conducted by personal interview, with the option of a telephone 

interview for those respondents who so desired. During the period of April 4 to 



-3-

May 2, 1974, three graduate research assistants called students in the sample 

to set a time for the interview, or if the respondent preferred, conducted an on

the-spot telephone interview. 

Sample and Response Rate 

Forty-nine dormitory residents from the Twin Cities Campus of the University of 

Minnesota were interviewed. The sample was generated from lists of persons who had 

lived in the same residence hall for at least two years, those years being immediately 

before and after the institution of the interim alcohol policy, in order that the 

persons interviewed could report differences between pre- and post-policy institution. 

Sample size was determined according to a ratio of one interview per 75 hall 

residents. Names were randomly selected from each ~11 list of returned residents 

in numbers proportionate to that hall's population. Thus there were four interviews 

from Bailey Hall, seven from Centennial, seven from Comstock, five from Frontier, 

eight from Middelbrook, seven from Pioneer, six from Sanford, and five from Territorial. 

Twenty-seven men and 22 women were interviewed. Twice as many names as interviews 

needed were chosen to allow for those persons who no longer were living in the 

residence hall, did not wish to be interviewed, or could not be reached. 

By May 2, 1974, the 49 interviews were completed. 

RESULTS 

Social Atmosphere 

Responding to a general question on the social effects of the policy, 74% of 

the respondents said that the institution of the interim policy had made no 

meaningful changes in the social atmosphere in the residence halls. Twenty-four 

percent thought that it had improved somewhat and 2% of the respondents found that 

the dormitory's social atmosphere had become less satisfactory. 

According to 52% of the respondents the number of floor-lounge parties increased 

over the year before, while 9% saw a decrease. Forty-eight percent thought the 

attendance at these organized floor parties had increased and another 36% said there 

had been no change from the previous year. Seventy-one percent of the students said 
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they would: be comfortable bringing a date to these parties and only a very few 

persons reported obnoxious drunks to be more than a slight problem. There were no 

differences in the number of hall residents met at these parties for 50% of the sample, 

28% met more, and 20% met fewer persons at parties under the new policy. The 

quality of the floor-lounge parties deteriorated as a result of the interim alcohol 

policy according to 9% of the interviewees. In contrast, 46% said the parties had 

improved, commenting that there was no longer the fear of getting caught, that people 

were more relaxed and friendly, and that the parties lasted longer because people no 

longer split up into private rooms to sneak a drink. Twenty-five percent 

of the respondents could not compare the parties of before and after the institution 

of the interim policy, and 30% of the interviewees reported they never attended these 

parties. 

When asked if they had small group social gatherings in their rooms more or less 

often than the year before, 49% said there had been no change, while 41% said these 

gatherings occured more often. Sixty percent of the students reported no change in 

the frequency with which they served alcoholic beverages to their guests, while 30% 

reported an increase. 

It was considered a possibility that the new alcohol policy might affect .student 

comfort in bringing non-resident friends into the hall. Eighty-two percent said the 

policy made no difference and two percent felt less comfortable. 

Thirty-three percent of the students interviewed were of the opinion that the 

total amount of alcohol consumed by the general dorm population had increased under 

the new policy, whereas 53% thought there had been no change. Four percent said 

the amount had decreased and ten percent ventured no opinion. In contrast, when 

students were asked how the policy had affected their personal drinking habits, 

71% said there had been no effect, 20% reported drinking more, and eight percent 

drank less. Over half (57%) of the respondents said that the possession of alcohol 

in the residence halls was no more exciting and glamorous before it was officially 
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permitted than after. Thirty-five percent did perceive this "forbidden fruit" 

effect as occuring, however. 

A majority of ~he interviewees felt they simply could not answer when asked to 

compare the incidence of other drug usage under the different policy conditions. 

Fourteen percent said marijuana smoking had increased, six percent said that it had 

decreased, and 29% s.aid that there was no change. Fifty-one percent reported that 

they were unable to assess changes in marijuana usage. Other non-prescribed drug use 

appears to be less evident as two percent reported an increase and another two percent 

reported a decrease from the level of the previous year. Eighteen percent thought 

there had been no change and 78% simply did not know. 

Study Atmosphere 

Sixty-nine percent of the students interviewed reported spending similar or 

greater amounts of study time in the ball as compared to the year before, and most 

of those who spend less thime studying in the hall offered a reason unrelated to the 

alcohol policy. No one thought the policy had had an adverse effect on their grades 

and 94% said the policy had no effect at all. Likewise, the interim policy was not 

seen as affecting the management of study time of 92% of the respondents, although 

six percent did find it harder to study, unanimously citing noisy neighbors as the 

problem. 

Noise levels in the dorms during the week have not changed according to 80% 

of the interviewees, although sixteen percent said said their hall was noisier. 

However, there does appear to be some effect on weekends with 37% saying the noise 

level has been raised over the previous year. Sixty percent of the respondents 

thought there was no difference in noise level between designated drinking and 

non-drinking areas, but 34% felt that the drinking areas were noisier. 

General Satisfaction 

Responding to a question concerning general satisfaction of the policy, 84% of 



-6-

the students were satisfied with the interim alcohol policy and 82% felt that it was 

working effectively to guarantee the rights of both ~drinkers and non-drinkers. The 

fact that the policy allows a choice of living options was most frequently suggested 

as the reason for the policy's success. There was almost unanimous ~greement (98%) 

that the policy would be of minor or no importance in a decision to stay in or move 

out of the residence hall for the next year. 

Seventy-six percent of the respondents would not consider moving f~m a drinking 

to non-drinking area or vice versa, most often saying they wanted the freedom to drink 

whether or not they used that freedom. The 21% of the respondents who said they would 

consider moving often remarked that ~here was not that much difference in the two areas, 

either in type of resident or in drinking practices. When asked if tt would be better 

for non-drinkers to be in a distinctly separate area or randomly mixed within the drinking 

rooms, 35% of the students opted for the separate areas for drinkers and non-drinkers, 

43% preferred random mixing, and 22% thought the individual should have a choice of the 

two alternatives. Related to the issue, 98% of the sample felt that the location of 

their rooms did not create any pressure to drink more or less than they might other-

wise want to. 

In spite of there officially being a new policy, 55% of the students interviewed 

said there had been no noticeable difference in the practices of the residence hall 

staff regarding alcohol use by the residents. Those 43% who noticed a definite 

change often mentioned that the staff no longer had to be on the lookout for alcohol 

use. The Resident Advisor's job was perceived to have been made easier by 60% of 

the interviewees, who suggested that the RA was relieved of the responsibility of 

enforcing an unfavorable policy and would also be able to mix more easily with 

students, being able to associate at parties without compromising his or her duties. 

Twenty-six percent saw the RA's job as getting harder with the institution of the 

interim alcohol policy as it demanded greater responsibilities in view of more possible 

damages and more complaints because of the noise. 
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The question of whether or not there was in fact a noticable difference in the 

use of alcohol by the dormitory residents obtained well divided responses. Fifty

three percent said there was no difference while 43% said that there was a noticeable 

difference, examples being increased use, more social life, and drinking more for 

social purposes without the prime intent of getting drunk. 

When given the opportunity to suggest changes in the interim policy, the 

majority of students indicated they were satisfied as is and could not see possibilities 

for improvement. The most often suggested change involved expansion of the policy 

to the entire campus, especially to the student unions and to other more public areas 

of the residence halls such as dining rooms. 

DISCUSSION 

Overall, the sample of students who have lived in University of Minnesota 

residence halls with the without official permission to possess and consume alco~olic 

beverages in the halls saw no great changes for either better or worse.as a result 

of the interim alcohol policy. 

The greatest perceived difference attributable to the policy appears to be in the 

social atmosphere in the halls. Respondents felt that the number of floor-lounge 

parties had increased with the institution of the interim alcohol policy; students 

who attended generally reported being satisfied with the quality of these parties. 

The effects of alcohol as a facilitator of socialization is questionable as 

half of the respondents reported no change in the number of persons met at the 

floor-lounge parties and about a quarter each reported increases and decreases. 

However, nearly one-third of the interviewees said they never attended these parties 

and often indicated that they therefore could not evaluate them. Those persons who did 

not attend the parties may have stayed away because of dissatisfaction with their 

quality. Thus those who were dissatisfied with the floor-lounge parties may be 

under-represented in the evaluations. 
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Several students commented that the changed policy made no difference in 

drinking in the residence halls--that all it did was legalize what was already 

happening. A majority of respondents reproted no changes in the frequency with 

which they served alcoholic beverages to guests, the amount of alcohol comsumed 

personnal~y, or the amount of alcohol consumed by the general dorm population. 

Student opinions did not support a "forbidden fruit" effect whereby drinking would 

be glamorous and exciting while illegal, but once offictally permitted would lose 

this aura of adventure and therefore decrease. Over half of the interviewees saw 

no such aura about unsanctioned drinking in the residence halls, and only four 

percent reported a decrease in drin~ing for the general dormitory population and 

eight percent reported a decrease for themselves. 

MOst respondents felt that the revised alcohol policy had little effect on 

the study atmosphere in the residence halls. The majority of students did not 

have to leave their rooms to do their studying and the newly installed freedom 

of the policy had little effect on their study habits. However, it must be considered 

that the students interviewed had already had at least a year to establish their 

study habits. The study habits of incoming freshmen may be more susceptible to 

disruption. 

Responses to the general satisfaction questions should be considered in view 

of the possibility that the sample consisted of persons who were sufficiently satis

fied with life in the residence halls to have signed contracts to return prior to the 

approval of the interim alcohol policy. Thus the policy change may have had little 

effect on their decision to return to the hall. In the absence of drastic changes in 

dormitory life due to the policy, their relatively high level of satisfaction would 

probably not be expected to change, possibly accounting for the reported low 

importance of the policy on future decisions to leave or return to the hall. 
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In sum, the respondents appear to be satisfied with the "Interim University 

Policy on Use and Possession of Alcoholic Beverages in Residence Halls," and 

see it was working fairly and effectively. Their comments included remarks that 

the residents who have taken advantage of the alcohol policy have been quite 

responsible; that it is a good change but it did not affect what actually went 

on; and that the policy makes dorm life much more appealing. 
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Abstract 

A mailed survey was conducted of students' opin
ions on issues relevant to the University's 
policy toward the consumption of alcoholic bev
erages on campus. Responses were received from 
402 members of a random sample of 496 students 
from the Twin Cities Campus of the University 
of Minnesota. Key findings include: A majority 
of respondents believed that the University 
needs a special policy governing drinking on 
campus and that students should have a voice 
in formulating this policy. Most students fa
vored some restrictions on drinking in all cam
pus locations except the Campus Club and resi
dence hall rooms and lounges. A majority also 
believed that the same restrictions on campus 
drinking should apply to faculty and staff as 
apply to students. Approximately half the res
pondents felt that the University should provide 
alcohol education and ·treatment programs. 
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STUDENT PERCEPTIONS OF ALCOHOL POLICY ISSUES 

Joel Brown, Ronald Matross and Deborah Seaburg 
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University of Minnesota 

The development and administration of a university's policy toward drink-

ing on campus involve a number of complex historical, legal, and ethical issues. 

Among the questions most pertinent to the framing of an alcohol usage policy are 

the following: To what degree should a university be responsible for regulation 

of the personal habits of its students? Should university regulations concern-

ing drinking be more restrictive than city and state laws? Should faculty and 

staff be subject to the same policy as students? To what degree should the "in 

loco parentis" concept be incorporated into the policy? How can the rights of 

both drinkers and non-drinkers be adequately protected? Will a restrictive pol-

icy be respected? Wi.ll a permissive policy lead to increased student drinking 

and disruption of educational activities? 

Historically, the success of a university's alcohol policy has depended 

upon the achievement of a working consensus among the various constituencies 

within the institution on the issues underlying the policy (Riggs, 1967). A 

first step in achieving such a consensus is the assessment of the opinions of 

the groups concerned with collegiate drinking. Of particular relevance are the 

opinions of the constituency most affected by a university's alcohol policy -

its students. The purpose of the present study was to survey the opinions of 

students at the Twin Cities Campus of the University of Minnesota on issues basic 

to the University's alcohol policy. 

Alcohol Policies at the University of Minnesota 

Prior to the 1973-74 academic year, the University of Minnesota did not 

permit students to consume alcoholic beverages in any campus locations. However, 

in August, 1973, the University Regents approved an interim drinking policy 
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permitting consumption of alcoholic beverages at limited times and places within 

University Residence Halls (but not in other campus locations). The passage of 

this interim policy came two months after the implementation of a Minnesota 

state law lowering the age of majority from 21 to 18. University drinking pol

icies were further amended in February, 1974 when the Regents approved a policy 

which mandates the President of the University to specify where and on which 

occasions drinking should be permitted on campus. A particular focus of the 

present report is to provide data on student opinions relevant to the further 

specification of this most recent policy. 

Method 

sample 

Questionnaires were mailed to a random sample of 496 students enrolled at 

the University of Minnesota (Twin Cities) during Spring Quarter, 1974. Responses 

were received from 402 students. Four other students returned blank question

naires, and seventeen students were not reached since they had moved and left no 

forwarding address. Adjusting for these seventeen students, the response rate 

was 81%. 

Sixty percent of the respondents were males and 40% were females. Thirteen 

percent were freshmen, 16% were sophomores, 20% were juniors, 24% were seniors, 

and 27% were adult specials or graduate students. Thirty percent of the sample 

were married. 

Questionnaire 

Questionnaire items covered three major areas: (a) perceptions of current 

and projected drinking policies, including opinions of the University's interim 

alcohol policy, opinions of possible changes in the policy, and the expected 

effects of policy changes; (b) sanctions and enforcement, opinions concerning 

penalties for policy violations and the groups to which sanctions should apply; 

(c) perceptions of alcohol treatment and education programs, opinions about the 
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need for special alcohol-related programs, as well as preferences in the referral 

of problem drinkers. 

The Questionnaire items were pretested on 14 students at Macalester College 

on January 24, 1974. Members of the full random sample for this study were 

mailed a pre-letter which introduced the study and requested their participation. 

Questionnaires, accompanied by a cover letter, were mailed to the sample on 

February 19. Non-respondents were mailed a first follow-up letter on March 6 

and a second follow-up letter with a second copy of the Questionnaire on March 19. 

Results 

A majority of respondents (59%) indicated that the University needs a 

special policy on the consumption of alcoholic beverages on campus, whereas 24% 

saw no need for a special policy, and 17% were undecided. Ninety-three percent 

reported that students should have a voice in deciding University policy on 

drinking. 

Table One shows students' opinions on permitting consumption of alcoholic 

beverages in various campus locations. For each location, students were asked 

to indicate whether consumption should be permitted at any time, at restricted 

times only, or never. In accord with the interim drinking policy, a majority of 

respondents favored permitting consumption in the residence hall student rooms. 

Most students also favored permitting consumption of alcoholic beverages any time 

or at restricted times in University cafeterias, the Campus Club, student unions, 

faculty lounges, residence hall dining areas, residence hall lounges, and grad

uate student lounges. Students were almost evenly divided on whether consumption 

of alcoholic beverages should be permitted in campus open spaces (e.g., lawns, 

malls, walkways) and in athletic fields and buildings. A majority of students 

(57-95%) reported that consumption of alcoholic beverages should never be per

mitted in the libraries, classrooms, University employee offices, and auditoriums. 
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Insert Table One 

Table Two presents a summary of the data on students' perceptions of the 

effects of permitting consumption of alcoholic beverages in more campus locations 

than at present. Most students reported that permitting consumption of alcoholic 

beverages in more campus locations would neither adversely affect students' 

study habits nor lead students to drink more than they are already drinking 

(both on and off campus) nor would it encourage students to drink excessively. 

However, less than half of the students indicated that permitting drinking in 

more campus locations would not lead to an increase of incidents of student mis

conduct on campus, 27% of the students indicated that the number of incidents 

would increase and 26% expressed neither agreement nor disagreement with the 

statement. 

Concerning alcohol policy infractions, a majority of respondents reported 

that University employees should receive the san1e penalities for violating drink

ing policy as students. Also, a majority of respondents reported that drunk and 

disorderly students on campus should receive the same penalties as drunk and dis

orderly students off campus. Most students indicated that the University rules 

for the consumption of 3.2% beer should be the same as those for other alcoholic 

beverages. 

Pertaining to what treatment services the University should provide for 

persons with existing and potential alcohol related problems, half of the students 

responded that the University should initiate special classes in alcohol education 

for University students. Half of th~ students also indicated that the Univer

sity should initiate special programs to identify students and employees with 

drinking problems. Finally, a majority of students indicated that the Univer

sity should provide special treatment programs for students and employees with 

drinking problems. 
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Insert Table Two 

Table Three shows student responses to where they would be most likely to 

refer a student with a drinking problem for help. The most frequently chosen 

source of help was Alcoholics Anonymous, while the Student Counseling Bureau, 

community drug treatment centers, and the University Health Service, respectively, 

were the next most frequently chosen sources. 

Insert Table Three 

Discussion 

Students' opinions on issues concerning the University's policy toward 

campus alcohol consumption cannot be adequately characterized as either "liberal" 

or "conservative". On the one hand, a majority of students believes that a special 

University policy toward campus alcohol consumption is necessary. Moreover, most 

students endorse the total prohibition or drinking in campus locations clearly 

related to the educational and administrative functions of the University -

libraries, classrooms, and offices. Unrestricted drinking is favored by a 

majority only for the Campus Club and residence hall rooms and lounges. 

On the other hand, a large majority feels that students should have a voice 

in determining the University's drinking policy. Additionally, most students 

would like to see the same sanctions on campus drinking applied to faculty and 

staff as are applied to students. Students are apparently willing to support 

restrictions on their campus drinking so long as they perceive these restrictions 

as democratically determined and applicable to all groups within the institution. 
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Support for alcohol-related education and treatment programs should also 

be noted. For several years professionals in the health sciences have been 

attempting to foster public recognition of alcohol abuse as the nation's most 

important drug problem (HEW, 1971, 1974). The finding that half of the respondents 

in this survey see a need for alcohol-related programs at the University of 

Minnesota may indicate that young adults are starting to become aware of the 

extent of the alcohol problem. 
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TABLE 1 

STUDENT OPINIONS ON CONSUMPTION OF 

ALCOHOLIC BEVERAGES IN VARIOUS CAMPUS LOCATIONS (N=402)* 

Campus Locations 

University cafeterias 

Campus Club (faculty dining club) 

Classrooms 

Student Unions 

Libraries 

Faculty lounges 

Campus open spaces (e.g., lawns, 
malls, walkways) 

Residence hall student rooms 

Residence hall dining areas 

Residence hall lounges 

Athletic fields and buildings 

Auditoriums 

University employee offices 

Graduate student lounges 

Response percentages to 
"Consumption of alcoholic beverages 

should be allowed ••• " 

Never 

35 

8 

88 

20 

95 

22 

42 

6 

19 

13 

49 

58 

71 

24 

Restricted 
Times 

38 

34 

9 

40 

3 

36 

21 

10 

46 

32 

35 

33 

21 

33 

Any Time 

27 

59 

3 

40 

3 

42 

37 

84 

35 

56 

16 

10 

8 

43 

*Due to rounding errors, percentages may sum to 99% or 101% 



TABLE 2 

STUDENT PERCEPTIONS OF ALCOHOL POLICY EFFECTS, 

ENFORCEMENTS, AND TREATMENT SERVICES (N=402) 

Perceptions Response Percenta~e 

Policy Effects 

Permitting drinking in more campus locations 
would adversely affect the study habits of 
students. 

Permitting drinking in more campus locations 
would not lead students to drink more than 
they are already drinking (both on and off 
campus). 

Permitting drinking in more campus locations 
would encourage excessive drinking by students. 

Permitting drinking in more campus locations 
would lead to an incrP.ase of incidents of 
student misconduct on campus. 

Policy Enforcement 

University employees should receive the same 
penalties for violating drinking policy as 
students. 

Drunk and disorderly students on campus should 
receive the same penalties as drunk and disor
derly students off campus. 

University rules for the consumption of 3.2% 
beer should be different from rules for the 
consumption of other alcoholic beverages. 

Treatment Services 

The University should initiate special classes 
in alcohol education for University students. 

The University should initiate special programs 
to identify students and employees with drink
ing problems. 

The University should provide special treatment 
programs for students and employees with drink
ing problems. 

SA* A 

12 15 

18 36 

3 12 

5 22 

41 43 

43 47 

8 23 

11 38 

11 39 

25 52 

N D SD 

19 40 14 

18 23 5 

17 46 21 

26 38 8 

9 5 2 

7 3 1 

15 36 18 

33 12 5 

30 15 6 

15 7 1 

*SA= Strongly Agree A= Agree N= Neither Agree Nor Disagree D= Disagree 
SD= Stron21v Disagree 
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TABLE 3 

PRIMARY CHOICE OF HELP SOURCE 

REFERRALS FOR PROBLEM DRINKERS {N=402) 

Help Source 

University Health Service 

Student Counseling Bureau 

Campus Assistance Center 

Community drug treatment centers 

Private physicians (not at hospitals) 

Hospitals (besides the University Hospital) 

Rabbi, priest, minister 

Alcoholics Anonymous 

Drug Information Service Center 

Other 

Primary Choice 
Percentage 

14 

18 

4 

15 

2 

1 

4 

31 

8 

4 
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STANDARDIZATION OF SCORES ON THE SCAT AND 

PSAT/NMSQT FOR MINNESOTA HIGH SCHOOL STUDENTS 

Da11 is K. Perry 
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University of Minnesota 

Abstract 

Verbal and mathematics scores on SCAT II (level 2) were 
equated with corresponding PSAT/NMSQT scores using a group 
of Minnesota students who had taken both tests. Results 
were combined with those of a similar equating study 
conducted by ETS. A common scale for each score was devel
oped by transforming SCAT scores to equivalent PSAT scores 
above the range in which a single PSAT score corresponded 
to more than one SCAT score and by extending the scale 
downward in a one-to-one correspondence with SCAT scores 
below that point. On this scale above-average scores are 
more reliable if obtained from the PSAT/NMSQT, and below
average scores are more reliable if obtained from the SCAT. 
Percentile norms for high school juniors were computed on 
47,849 Minnesota students in 442 schools that apparently 
tested most of their juniors with one of the two tests. 
Verbal scores on the new scale equivalent to Minnesota 
Scholastic Aptitude Test scores were determined from students 
who had taken both MSAT and PSAT/NMSQT in 1971-72 and 1972-73. 
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Standardization of Scores on the SCAT and 

PSAT/NMSQT for Minnesota High School Students 

Beginning with the 1973-74 school year all juniors in Minnesota high 
schools were offered a choice of participating in the Minnesota Statewide 
Testing Program either by taking the Preliminary Scholastic Aptitude Test/ 
National Merit Scholarship Qualifying Test (PSAT/NMSQT) and having their scores 
reported to the Statewide Testing Program or by taking the School and College 
Abilities Test (SCAT), which is processed directly by the Statewide Testing 
Program. Both tests produce a verbal score and a mathematics score. The PSAT/ 
NMSQT is intended for college-bound students and is highly discriminating among 
students of high ability. It is less discriminating and also may be a rather 
discouraging experience for students with less well developed scholastic 
abilities. Level 2 of the SCAT I I was selected to provide a measure of appro
priate difficulty for these students. 

The Minnesota Statewide Testing Program is an every-student program, and 
its fundamental purpose is to provide comparable measures of scholastic aptitude 
for all Minnesota students as they near the end of high school. Presenting an 
option to students that enables them to choose a test appropriate to their 
abilities and needs and at the same time provides comparable scores on all 
students was made possible by research demonstrating that corresponding subtests 
on the SCAT and the Scholastic Aptitude Test (SAT) are very highly correlated. 

The PSAT/NMSQT provides more reliable measures at high ability levels than 
the SCAT; i.e., a rather wide range of ability is represented by a single SCAT 
score, but within this range several PSAT/NMSQT scores represent finer distinc
tions in ability. At the other end of the scale the reverse is true: a wide 
range of ability, represented by a single PSAT/NMSQT score, is measured with 
more precision by several SCAT scores. Consequently, neither score scale can be 
used to represent performance on both instruments. To produce a score scale 
that will represent the same relative level of performance regardless of whether 
the score is based on the SCAT or the PSAT/NMSQT, the following procedure was used. 

Equating Procedures 

A total of 25,021 Minnesota juniors took the PSAT/NMSQT in October, 1973, 
and had their scores reported to the Statewide Testing Program, and 35,709 
juniors took the SCAT. The SCAT and PSAT/NMSQT files were merged within high 
school, and 2,490 students were identified who had taken both tests. PSAT/NMSQT 
scores of these students were retained in the master file, and a supplementary 
file containing both SCAT and PSAT/NMSQT scores of only these students was 
generated. From the records in the latter file the frequency distribution of 
each score was generated, and the cumulative percentage distribution of each 
score was plotted. Equivalent SCAT and PSAT/NMSQT scores for both verbal and 
mathematics tests were obtained from these plots by the graphic equipercentile 
method. 
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A similar equating study was conducted by Educational Testing Service in 
1972. In this study students were given the SCAT and an equating section of the 
Scholastic Aptitude Test (SAT), 2,445 students taking the verbal sections and 
2,370 the mathematics sections of the tests. From these data and from scores 
of approximately 17,000 students who had taken the equating sections and the 
entire SAT, equivalent SCAT and SAT scores were determined by several methods, 
and the results were averaged to produce a final equivalent score table. 1 

The ETS and Minnesota analyses produced virtually identical equivalent 
scores in the upper half of the score range but diverged somewhat for very low 
scores. Final equivalent scores in this range were drawn from an equivalence 
1 i ne midway between t: ,e ETS and Minnesota 1 i nes. 

Standardization Population 

In some high schools either very few students or none at all were given the 
SCAT. Because students choosing to take the PSAT/NMSQT would generally have 
higher ability scores than those not tested, inclusion of these schools in the 
standardization group would bias the distribution of scores upward. By comparing 
the total number of students given either the SCAT or the PSAT/NMSQT in each 
school in 1973-74 with the number that took the Minnesota Scholastic Aptitude 
Test (MSAT} the preceding year, 75 schools were identified as not having parti
cipated fully in SCAT testing. These schools were removed from the standardi
zation group, leaving 47,849 students from 442 schools. In 1972-73, 46,629 juniors 
in these schools took the MSAT. Their mean score was 30.51 and the standard 
deviation was 11.56. These statistics compare with the mean of 31.05 and standard 
deviation of 12.39 for all 64,515 juniors tested in 1972-73. Because the latter 
number is about 8 per cent lower than the total number of juniors and the missing 
8 per cent are known to be primarily scholastically less achieving students from 
several metropolitan schools, the standardization group is believed to be reason
ably representative of Minnesota students despite the small differences in the 
MSAT statistics. 

Minnesota Statewide Scores 

Frequency distributions of SCAT verbal and mathematics scores and of PSAT/ 
NMSQT verbal and mathematics scores were tabulated for students in the standard
ization group. The two verbal frequency distributions were then added together 
and the two mathematics frequency distributions were added together to get total 
verbal and mathematics distributions for the entire group. This addition was 
done by summing the frequencies for equivalent SCAT and PSAT/NMSQT scores. At 
the lower end of the distribution, where a single PSAT/NMSQT score covers a range 
that is represented by several SCAT scores, the PSAT/NMSQT score frequencies were 
divided equally among the corresponding SCAT scores. At the upper end of the 
distribution each SCAT score frequency was divided equally among the several 
corresponding PSAT/NMSQT scores. The separate frequency distributions, the 
combined distributions, and the cumulative percentage distributions are shown in 
Tables 1 and 2. 

]Educational Testing Service memorandum from Rebecca Bullock, January 
10, 1973. 
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The cumulative percentages in Tables 1 and 2 define for each score--verbal 
and mathematics--a score scale on which there is a cumulative percentage for 
each unit, which in turn corresponds to one score on one of the original tests 
and one or a fraction of one score on the other. Above a PSAT/NMSQT score of 
approximately 27 there is a one-to-one correspondence between the new score 
scale and the PSAT/NMSQT scale. Consequently the PSAT/NMSQT score values were 
used to label the scale in this range, which covers about 95% of the PSAT/NMSQT 
scores. Below this range the scale was extended downward as a one-to-one trans
formation of SCAT scores. The resulting ''Minnesota score" scale has a range of 
from 10 to 80 and, for the standardization group, a mean of 36.13 and standard 
deviation of 10.51 on the verbal score and mean of 40.75 and standard deviation 
of 11.83 on the mathematics score. 

As a partial check on the adequacy of the equating and standardizing pro
cedures the mean verbal and mathematics Minnesota scores were computed for the 
2,490 students who took both tests. The verbal scores based on SCAT averaged 
42.23 and those based on PSAT/NMSQT averaged 41.66. The respective mathematics 
mean scores were 46.99 and 46.81. Although there is a slight tendency for the 
SCAT to produce higher scores on the Minnesota score scale, the differences are 
small. The correlations between the two verbal and two mathematics tests are 
.73 and .80, respectively, in this somewhat restricted group. 

Despite the arbitrary nature of its derivation the Minnesota score scale 
has respectable psychometric characteristics, as can be seen in Figures 1 and 
2, which compare the cumulative percentage distributions of scores for the stan
dardization group with the normal distributions for the same mean and standard 
deviation. The scale has the advantage of retaining the PSAT/NMSQT score meaning 
for 95 per cent of the scores obtained from the PSAT/NMSQT. The primary differ
ence between the Minnesota scores obtained from SCAT and those obtained from 
the PSAT/NMSQT is in their precision of measurement in different ranges. Approx
imate standard errors of measurement of Minnesota scores from both tests are 
charted in Figure 1 for verbal scores and Figure 2 for mathematics scores. In 
each figure the curves for scores from the two tests cross just below the average 
score (36 for verbal scores, 41 for mathematics scores). Above-average abilities 
are measured with greater precision by PSAT/NMSQT; those below average are 
measured with greater precision by SCAT. 

Percentile Ranks 

The cumulative percentages in Tables 1 and 2 were plotted against the upper 
limits of the corresponding Minnesota scores, and a smooth curve was drawn through 
the plotted points. From the point on this curve at the midpoint of each score 
on each test the corresponding cumulative percentage was determined and rounded 
to the next highest whole number to provide Minnesota high school percentile 
ranks corresponding to each Minnesota score. These percentile ranks are given 
in Tables 3 and 4, together with the corresponding SCAT and PSAT/NMSQT scores. 
In contrast to previous high school percentile ranks for the MSAT, which were 
based on all juniors tested, these percentile ranks are based on the standardi
zation group. Additional percentile norms for students who enter various groups 
of Minnesota post-high school educational institutions will be generated and 
published as the data become available. 
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It may be of interest to compare the Minnesota norms with national norms. 
Table 5 gives the percentile ranks of selected Minnesota scores for Minnesota 
juniors and for a sample of students tested with the PSAT/NMSQT in a representa
tive group of 166 high schools in 1966. The 1966 data, taken from the PSAT/ 
NMSQT Interpretive Manual for Counselors and Administrators, are given separately 
for males and females. The Minnesota and national norms are similar on the 
verbal score, but Minnesota students score much higher on the mathematics test. 
Because test scores have been declining both in Minnesota and nationally between 
1966 and 1973, Minnesota students could be expected to score even higher in 
comparison with a current national norm group. 

MSAT Correspondence 

The continuity of the Statewide Testing Program is one of its significant 
values and has made possible studies of educational change that can be conducted 
in few other places. Change in the program is inevitable; but at the same time 
as changes are introduced to make the program more appropriate to contemporary 
educational conditions, it is important to minimize as much as possible their 
impact on the program•s historical research values. Fortunately the verbal SCAT
PSAT score has much in common with the MSAT, which was used in the program from 
1959 to 1973. Three of the four item forms in the PSAT are the same as the three 
used in the MSAT, and the SCAT item form is one of these. 

Dataa~ilable on students who took both the MSAT and the PSAT/NMSQT in 
1971-72 made it possible to determine corresponding scores. Among the approximately 
65,000 MSAT and 12,000 Minnesota PSAT/NMSQT records, social security numbers were 
available in about 40,000 MSAT and 9,000 PSAT/NMSQT records. A match of the two 
files identified 6,904 students with both MSAT and PSAT/NMSQT scores. Means, 
standard deviations, and inter-correlations of the scores are given in Table 6. 
The coefficient of correlation between MSAT and PSAT/NMSQT verbal scores is .79. 

An equipercentile transformation between MSAT and PSAT/NMSQT was used to 
establish the Minnesota (verbal) score equivalent to each MSAT score, as given 
in Table 7. Tables 6 and 7 are intended primarily for use in research compari
sons of MSTP test results from 1959-1973 with results from subsequent years. As 
a check on the comparability of scores, however, the MSAT-Minnesota score equiva
lence table was used to estimate MSAT scores corresponding to the total distri
bution of verbal scores given in Table 1. The mean and standard deviation of the 
estimated MSAT distribution for 47,849 juniors are 31.33 and 12.10 respectively. 
The consistency in these statistics provides further assurance that the Minnesota 
score scales are appropriately normed. 



Table I 

Frequency and Cumulative Percentage Distributions 

of SCAT, PSAT/NMSQT and Combined Verbal Scores 

Score Freguency Cumulative 
PSAT/NMSQT SCAT PSAT/NMSQT SCAT Combined Percentage 

75 50 2 100.00 
74 49 99.99 
73 49 I 3 I 3 99.99 
72 49 10 10 99.96 
71 49 19 19 99.94 
70 49 6 6 99.90 
69 48 46 2 48 99.90 
68 48 31 2 33 99.80 
67 48 68 3 71 99.73 
66 47 22 7 29 99.57 
65 47 69 8 77 99.51 
64 47 141 8 149 99.35 
63 46 1 I 8 22 140 99.04 
62 46 87 22 109 98.75 
61 45 136 22 158 98.52 
60 45 150 22 I 72 98.19 
59 45 309 22 331 97.83 
58 44 185 40 225 97.14 
57 44 229 41 270 96.67 
56 44 249 41 290 96.10 
55 43 527 93 620 95.50 
54 43 230 93 323 94.20 
53 42 380 I 39 519 93.53 
52 42 343 139 482 92.44 
51 41 402 205 607 91 .44 
50 41 632 206 838 90.17 
49 40 429 276 705 88.42 
48 40 578 276 854 86.94 
47 39 524 317 841 85 16 
46 39 609 318 927 83.40 
45 38 825 761 1586 81.46 
44 37 648 475 1123 78. 15 
43 37 547 476 1023 75.80 
42 36 565 559 I I 24 73.66 
41 36 809 559 1368 71.32 
40 35 571 1245 1816 68.46 
39 34 679 691 I 370 64.66 
38 34 574 692 1266 61.80 
37 33 349 1495 1844 59. 15 
36 32 853 830 1683 55.30 
35 32 470 830 1300 51.78 
34 31 517 1685 2202 49.06 
33 30 282 I 719 2001 44.46 
32 29 395 1742 2137 40.28 
31 28 595 1598 2193 35.81 



Table 1, cont. 

Score F reg uency: Cumulative 
PSAT/NMSQT SCAT PSAT/NMSQT SCAT Combined Percentage 

30 27 298 1564 1862 31 .23 
29 26 213 1451 1664 27.34 
28 25 236 1317 1553 23.86 
27 24 362 1245 1607 20.62 
26 23 75 1147 1222 17.26 
26 22 74 983 1057 24.70 
25 21 52 868 920 12.49 
25 20 52 755 807 10.57 
24 19 43 637 680 8.88 
24 18 42 545 587 7.46 
23 17 46 580 626 6.24 
23 16 46 429 475 4.93 
22 15 55 407 462 3.94 
22 41 54 329 383 2.97 
21 13 1 3 270 283 2.17 
21 12 13 210 223 1.58 
20 11 13 161 174 l. 11 
20 10 13 109 122 -75 
20 9 13 74 87 .49 
20 8 13 43 56 . 31 
20 7 13 25 38 .20 
20 6 12 12 24 . 12 
20 1-5 12 19 31 .07 



Table 2 

Frequency and Cumulative Percentage Distributions 

of SCAT, PSAT/NMSQT and Combined Mathematics Scores 

Score Freguency Cumulative 
PSAT/NMSQT SCAT PSAT/NMSQT SCAT Combined Percentage 

75 49 3 3 100.00 
74 49 I 4 4 I 8 99.99 
73 48 52 8 60 99.99 
72 48 63 8 71 99.95 
71 48 I 3 9 22 99.83 
70 47 100 15 115 99.68 
69 47 116 15 131 99.63 
68 47 130 15 145 99.39 
67 46 I 72 25 197 99.12 
66 46 101 25 126 98.81 
65 46 225 26 251 98.40 
64 45 246 75 321 98.14 
63 45 310 76 386 97.61 
62 44 368 108 476 96.94 
61 44 285 109 394 95.14 
60 43 417 150 567 94.32 
59 43 432 150 582 93.13 
58 42 474 188 663 91 .92 
57 42 525 189 715 90.53 
56 41 409 254 663 89.04 
55 41 514 254 768 87.65 
54 40 533 317 850 86.05 
53 40 569 318 887 84.27 
52 39 573 352 925 82.42 
51 39 479 353 832 80.48 
50 38 583 881 1464 78.74 
49 37 597 486 1083 75.68 
48 37 618 487 1105 73.42 
47 36 636 1072 1708 71. 11 
46 35 416 592 1008 67.54 
45 35 526 593 I I 19 65.43 
44 34 540 1298 1838 63.09 
43 33 527 675 1202 59.25 
42 33 515 676 1191 56.74 
41 32 364 726 1090 54.25 
40 32 465 726 I 191 51 .97 
39 31 400 1490 I 890 49.48 
38 30 425 1461 1886 45.53 
37 29 393 731 1124 41.59 
36 29 249 731 980 39.24 
35 28 333 I 427 I 760 37.19 
34 27 340 1409 1749 33.51 
33 26 323 1401 1724 29.86 
32 25 289 I 306 1595 26.25 
31 24 146 I 199 1345 22.92 



Table 2, cont. 

Score Freguency Cumulative 
PSAT/NMSQT SCAT PSAT/NMSQT SCAT Combined Percentage 

30 23 214 1179 1393 20.11 
29 22 206 1107 1313 17.19 
28 21 81 1032 1113 14.45 
28 20 80 931 lOll 12.12 
27 19 170 841 1011 10.01 
26 18 64 752 816 7.90 
25 17 54 612 666 6.19 
25 16 53 552 605 4.80 
24 15 40 401 441 3.53 
24 14 40 304 344 2.61 
23 13 51 250 301 1.89 
23 12 51 180 231 1.26 
22 11 6 107 113 .78 
22 10 5 79 84 .54 
22 9 5 42 47 .37 
21 8 8 43 51 .27 
21 7 8 11 19 . 16 
21 6 8 11 19 .12 
20 1-5 33 7 40 .08 



Table 3 

Minnesota Scores and High School Percentile Ranks 

Corresponding to Junior-Year SCAT and PSAT/NMSQT Verba 1 Scores 

High School PSAT/ 
Minnesota Junior NMSQT SCAT 

Score Percentile Score Raw Score 
>' 8o 80 I 99 I 

[' 
79 99 79 
78 99 78 

h 77 99 77 50 
76 99 76 
75 99 75 
74 99 74 
73 99 73 
72 99 72 49 
71 99 71 
70 99 70 
69 99 69 
68 99 68 48 
67 99 67 
66 99 66 
65 99 65 47 
64 99 64 
63 99 63 46 
62 99 62 
61 99 61 
60 98 60 45 
59 98 59 
58 98 58 
57 97 57 44 
56 96 56 
55 95 55 43 
54 95 54 
53 94 53 42 
52 93 52 
51 91 51 41 
50 90 50 
49 88 49 40 
48 87 48 
47 85 47 39 
46 83 46 
45 81 45 38 
44 78 44 
43 76 43 37 
42 73 42 36 
41 70 41 
40 67 40 35 
39 64 39 
38 60 38 34 
37 57 37 33 
36 54 36 32 
35 50 35 
34 47 34 31 



Table 3 cont•d: Verbal Scores 

Minnesota High School PSAT/ SCAT 
Score Percentile NMSQT Raw Score 

33 42 33 30 
32 38 32 29 
31 34 31 28 
30 29 30 27 
29 26 29 26 
28 22 28 25 
27 19 27 24 
26 16 23 
25 14 26 22 
24 12 25 21 
23 10 20 
22 8 24 19 
21 7 18 
20 6 23 17 
19 5 16 
18 4 22 15 
17 3 14 
16 2 13 
15 2 21 12 
14 1 11 
13 1 20 10 
12 1 9 
11 1 8 
10 1 1-7 



Table 4 

Minnesota Scores and High School Percentile Ranks 

Corresponding to Junior-Year SCAT and PSAT/NMSQT Mathematics Scores 

Minnesota 
Score 

80 
79 
78 
77 
76 
75 
74 
73 
72 
71 
70 
69 
68 
67 
66 
65 
64 
63 
62 
61 
60 
59 
58 
57 
56 
55 
54 
53 
52 
51 
50 
49 
48 
47 
46 
45 
44 
43 
42 
41 
40 
39 
38 
37 
36 
35 
34 

High School 
Junior 

Percentile 

99 
99 
99 
99 
99 
99 
99 
99 
99 
99 
99 
99 
99 
99 
99 

~~ 
97 
96 
95 
94 
93 
92 
90 
89 
87 
85 
84 
82 
80 
77 
75 
72 
70 
67 
65 
62 
59 
56 
53 
50 
47 
44 
41 
38 
35 
32 

PSAT/ 
NMSQT 
Score 

80 
79 
78 
77 
76 
75 
74 
73 
72 
71 
70 
69 
68 
67 
66 
65 
64 
63 
62 
61 
60 
59 
58 
57 
56 
55 
54 
53 
52 
51 
50 
49 
48 
47 
46 
45 
44 
43 
42 
41 
40 
39 
38 
37 
36 
35 
34 

SCAT 
Raw Score 

50 

49 

48 

47 

46 

45 

44 

43 

42 

41 

40 
39 

38 
37 

36 

35 
34 

33 
32 

31 
30 
29 

28 
27 



Table 4, cont. 

Minnesota High School PSAT/ SCAT 
Score Percent i 1e NMSQT Raw Score 

33 29 33 26 
32 25 32 25 
31 22 31 24 
30 19 30 23 
29 16 29 22 
28 14 28 21 
27 11 20 
26 9 27 19 
25 7 26 18 
24 6 17 
23 5 25 16 
22 3 24 15 
21 3 14 
20 2 23 13 
19 1 12 
18 1 11 
17 1 22 10 
16 1 9 
15 1 8 
14 1 7 
13 l 21 6 
12 1 5 
11 1 20 1-4 



Table 5 

National and Minnesota Percentile Ranks 

for High School Juniors 

Hinnesota Percentile Rank Minnesota 
Score Verbal Mathematics Score 

Minn Nat 'I Nat '1 Minn Nat '1 Nat' 1 
Boys Girls Boys Girls 

70 99 99 99 99 99 99 70 
65 99 99 99 98 97 99 65 
60 98 97 98 94 93 98 60 
55 95 94 94 87 87 94 55 
50 90 87 87 77 79 87 50 
45 81 79 79 65 69 79 45 
40 67 68 65 50 59 67 40 
35 50 54 50 35 46 53 35 
30 29 38 32 19 28 34 30 
25 14 25 20 7 11 13 25 
20 6 15 12 2 4 5 20 



Table 6 

Means, Standard Deviations, and lntercorrelations of 

MSAT and PSAT/NMSQT Scores for 6,904 1971-72 Juniors 

Corre 1 at ions Mean S.D. 
MSAT PSAT-V PSAT-M 

MSAT . 79 .62 43.45 11 . 81 

PSAT-V .57 46.15 9.55 

PSAT-M 51.52 10.26 



Table 7 

Minnesota Verba I Score Equi va I ents 

of Minnesota Scholastic Aptitude Test Raw Scores 

MSAT Minnesota MSAT I Minnesota MSAT Minnesota 
Score I Score Score Score Score 1 Score 

74 73 50 51 26 32 
73 72 49 51 25 31 
72 71 48 50 24 31 
71 70 47 49 23 30 
70 69 46 48 22 29 
69 68 45 48 21 28 
68 67 44 47 20 27 
67 66 43 46 19 26 
66 65 42 45 18 25 
65 64 41 44 17 24 
64 63 40 43 16 22 
63 62 39 43 I 5 20 
62 61 38 42 14 18 
61 60 37 41 I 3 15 
60 59 36 40 12 14 
59 58 35 39 I I 12 
sa 57 34 38 10 I I 
57 57 33 38 I -9 10 
56 56 32 37 
55 55 31 36 
54 54 30 35 
53 53 29 34 1Raw Score, Form C. 52 53 28 34 
51 52 27 33 
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ABSTRACT 

The present study surveys changes in character
istics of students entering the University of 
Minnesota from 1963 to 1973. Data are presented for 
selected achievement and biographical variables. For 
each variable, data are presented for the total 
sample and for each sex and each college of entrance 
at the University. The academic characteristics of 
freshmen have changed only slightly over the ten
year period. Parents of University freshmen in 1973 
had more education and were of higher occupational 
status than parents of freshmen in 1963. Students' 
plans for financing the costs of a college education 
have also changed. 
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CHANGES IN UNIVERSITY FRESHMEN: 1963-1973 

J. Stephen Prestwood and Ralph F. Berdie 
Office of Student Affairs 
University of Minnesota 

In order for a university to be maximally effective, its scope 

and purpose must be related to the characteristics and needs of the 

university population. Over the past decade, society has undergone 

many changes, and one might expect the characteristics of university 

students to have changed similarly. The present report looks at 

changes in the characteristics of freshmen entering the University of 

Minnesota from 1963 to 1973. 

The data presented are derived from freshman profiles prepared 

annually by the Office of Admissions and Records at the University. 

The following variables were chosen for analysis: 

1. MSAT - Median college percentile on the Minnesota 

Scholastic Aptitude Test, a test, highly verbal in na-

ture, developed for the Minnesota Statewide Testing 

Program. 

2. ACT - Mean composite score on the four tests of educa-

tional development (English, Mathematics, Social Studies, 

and Natural Science) of the American College Testing 

Program. 

3. HSR - Median high school percentile rank. 

4. GPA - Median high school grade point average in academic 

subjects (A= 4.0). Non-academic subjects (e.g., physi~ 

cal education) are excluded from this index. 

5. Education of father - Percentage of students whose 

fathers achieved selected levels of education. 
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6. Education of mother - Percentage of students whose 

mothers achieved selected levels of education. 

7. Occupation of parent - Percentage of students whose 

parents fell into specified occupational categories. 

8. Finance plans - Percentage of students who planned to 

rely forty percent or more on various methods of financ

ing their educations. 

For each of the variables defined above, data are presented for 

the following groups: 

1. ALL COLLEGE - A composite of male and female freshmen in 

all colleges of the University. 

2. FEMALE - All female freshmen. 

3. MALE - All male freshmen. 

4. AG-FOR-HE - Students who entered agriculture, forestry, 

or home economics. 

5. EDUCATION - Freshmen who entered the College of 

Education. 

6. GC - Freshmen students who entered the General College of 

the University. 

7. IT - Freshmen who entered the Institute of Technology. 

8. CLA - Freshmen who entered the College of Liberal Arts. 

Data are presented for the period from 1963 to 1973, inclusive, 

with three exceptions. No median data are available for AG-FOR-HE 

students in 1973; the College of Education did not accept incoming 

freshmen in 1973; complete data on the financial plans of new stu

dents were not available until 1967. 

MSAT data are presented in Figure 1. Median MSAT percentile 

scores for females were consistently higher than for males over the 
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ten-year period. A general curvilinear trend is evident, with a high 

point in 1967 for IT and Education students and a high point in 1969 

for AG-FOR-HE, GC, and CLA students. IT and CLA students had the 

highest scores, while GC scores were consistently the lowest for any 

group. 

Figure 2 shows that men scored higher on the ACT and showed more 

change over the years than women. Again, there is a slight curvi-

linearity, with the high point in 1969 for all groupings. As with 

median scores on the MSAT, IT and CLA scores were consistently the 

highest, and GC scores were the lowest. 

Median HSR's for the various groups are presented in Figure 3. 

Females had higher HSR's than males, and all groupings showed a 

slight increase over the ten-year span. The median high school 

academic GPA's for the male and female groupings were not available. 

Data for the other groups, shown in Figure 4, suggest a fairly con-

sistent increase over years, with IT and CLA students having both the 

highest HSR and GPA values, while GC freshmen had the lowest. 

Data on the education of fathers are presented in Figure 5. 

Generally, there was a decrease in the percentage of fathers having 

less than a high school diploma. The percentage of fathers corn-

pleting grade twelve was relatively unchanged, except for increases 

in AG-FOR-HE and Education. About the same percentage of fathers had 

some college experience, but the percentage of graduates over the 

ten-year period increased. This increase is primarily due to an in-

crease in the educational level of fathers of female students. 

Data on the education of mothers are presented in Figure 6. A 

slightly smaller percentage of mothers had less than a high school 

I 
t 
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education than did ten years ago. Approximately the same percentage 

of high school graduates were among these women, except in the 

College of Education, where the proportion was larger than before. 

The proportion of mothers having some college experience is approxi

mately the same for 1963 and 1973, except for a drop in this 

proportion among the mothers of AG-FOR-HE students. An increase in 

the proportion of college graduates is noted, except for the College 

of Education, where a slightly smaller percentage of mothers now 

hold college degrees. 

The proportion of students whose parents fall into particular 

occupational categories is shown in Figure 7. The overall increase 

in the percentage of students whose parents are professional persons, 

owners, or managers is, according to census figures, definitely 

greater than that for the population as a whole. The percentage of 

office, clerical, semi-skilled, and unskilled workers dropped, except 

among the parents of AG-FOR-HE freshmen. The most noticeable change 

is the drop in percentage of AG-FOR-HE students from farm homes. 

This change is reflected in the sharp rise in the proportion of 

students having professional parents. The general increase in per

centage of skilled parents is greatest in the College of Education. 

Financial plans data, shown in Figure 8, were not available for 

male and female groups. Fewer students plan to rely on savings, 

while more intend to rely on loans and scholarships. These data re

flect the students' intentions and not their actual experience. 
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AT THE UNIVERSITY OF MINNESOTA 
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Abstract 

A mailed survey was conducted of the drinking 
practices of students at the University of Minne
sota. Responses were received from 402 of the 
496 individuals in a random sample of students 
at the Twin Cities Campus. Key findings include: 
The majority of students, 56% of the men and 61% 
of the women, were classed as moderate drinkers. 
Among the male respondents, 24% were judged to 
be heavy drinkers and 10% were estimated to be 
potential problem drinkers. Among female respon
dents 10% were classed as heavy drinkers, while 
5% were estimated to be. potential problem drinkers. 
For both sexes the proportions of heavy drinkers 
and estimated potential problem drinkers did not 
differ from 1964 national norms. 
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THE DRINKING PRACTICES OF STUDENTS 

AT THE UNIVERSITY OF MINNESOTA 

Ronald Matross, Joel Brown, and Deborah Seaburg 
Student Life Studies 

University of Minnesota 

In December of 1971 A Special Report to the U.S. Congress on Alcohol and 

Health by the Department of Health, Education, and Welfare declared the abuse 

of beverage alcohol to be the Nation's No. 1 drug problem. Among the indices 

which prompted this conclusion are the following: 

One in 10 Americans is estimated to be a problem drinker, and one in 20 
is probably addicted to alcohol. 
One in 5 has a family member who drinks too much. 

Alcohol is involved in 40% of admissions to mental hospitals and a third 
of all arrests in the nation. In half of the murders in the U.S., either 
the killer or the victim has been drinking. 

Alcohol is involved in half the traffic fatalities in the U.S. as well as 
half the home accidents resulting in serious injurye 

The suicide rate for alcoholics is 58 times the rate for non-alcoholics. 
The average life span for alcoholics is twelve years shorter than the 
average life span of non-alcoholics. 
Cirrhosis of the liver, predominantly attributable to alcohol abuse, is 
the N3tion's seventh leading cause of death. 

The social impact of alcohol abuse was further underscored by the second 

Special Report on Alcohol and Health, issued July 10, 1974. Contained in this 

document was the estimate that alcohol abuse costs the economy of the United 

States $25 billion annually, including $9.35 billion in lost production, $8o29 

billion in health care, $6.4 million in costs related to motor vehicles, and 

the remainder in welfare, court and administrative costs. Also reported were 

preliminary medical findings suggesting a link between heavy drinking and can-

cer of the pharynx, larynx, esophagus, and liver. 

It is apparent that alcohol abuse is a substantial public health problem and 

therefore an appropriate object for educational and treatment programs at the 

national, state, and local levels. A prerequisite for the development of 

alcohol-oriented programs is accurate data describing the drinking practices of 
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the populations who will be affected by these efforts. Such data can provide 

an assessment of both the need for new alcohol programs and an evaluation of 

the impact of existing programs. The primary purposes of the present report 

are to provide (a) normative data describing the drinking patterns of students 

at the University of Minnesota and (b) an estimate of the number of problem 

drinkers among U of M students. 

Previous Studies of Student Drinking 

The first comprehensive national survey of drinking among college students 

was conducted by Straus and Bacon (1953). Despite variations in alcohol con-

sumption attributable to sex, age, type of college, family income, religious 

affiliation, and incidence of drinking by peers and parents, the majority of 

students could be classed as moderate drinkers. Further surveys from 1953 to 

1972 did not substantially alter the picture of collegiate drinking (HEW, 1973). 

Trends in drinking by college students have generally mirrored the drinking 

trends in society at large. Just as there has been a gradual, steady increase 

in the number of drinkers in the general adult population over the last 20 

years, so has there been a similar gradual increase in the number of drinkers 

among college students. The most recent summary of collegiate drinking surveys, 

covering the period from 1969 to 1972 found a marginal decrease in the amount 

consumed by college students, in contrast with dramatic increase in the usage 

of marijuana and hallucinogens (HEW, 1973). At no time during the past 20 

years has collegiate alcohol consumption been markedly different from that of 

the general population. 

There are, however, recent indications that changes in collegiate drinking 

' 
practices might be expected in the near future. Among senior high students 

i 

I 
surveyed during the period of 1969 to 1972, the incidence of drinking increased 

by 90% (HEW, 1973). Moreover, preliminary findings from the most recent 
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national survey of junior and senior high drinking revealed that 63% of 

seventh grade boys and 54% of seventh grade girls had had a drink. For twelfth 

graders the numbers of drinkers were 93% for boys and 87% for girls (HEW, 1974). 

These survey results tend to corroborate the observation by a number of youth 

workers that young people's attitudes towards various drugs are currently changing. 

Dr. Morris Chafetz, Director of the Government's National Institute on Alcohol 

Abuse and Alcoholism, has observed that "The switch is on. Youths are moving 

from a wide range of other drugs to the most devastating drug--the one most 

widely misused of all--alcohol" (Time, 1974). If there is indeed a stable trend 

toward increased alcohol consumption by today's senior high students, we might 

expect a similar trend in collegiate drinking as these youths enroll in collegeo 

METHOD 

Sample and Survey Questionnaire 

The survey was conducted through a questionnaire mailed to a random sample 

of 496 students enrolled at the Twin Cities Campus of the University of Minnesota 

during Winter Quarter, 1974. Responses were received from 402 students. Four 

other students returned blank questionnaires, and seventeen students were not 

reached because they had moved and had left no forwarding addresses. Adjusting 

for these seventeen students, the response rate was 81%. 

Sixty percent of the respondents were males and 40% were females. Thirteen 

percent were freshmen, 16% were sophomores, 70% were juniors, 24% were seniors, 

and 27% were adult special or graduate students. Thirty percent of the sample 

were married. 

Questionnaire items were pretested on 14 students at Macalester College on 

January 24, 1974. Members of the full random sample for this study were mailed 

a pre-letter which introduced the study and requested their participation. The 

questionnaire, accompanied by a cover letter, was mailed to the members of the 

sample on February 19. Non-respondents were mailed a first follow-up letter on 
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March 6 and a second follow-up letter with a second copy of the questionnaire 

on March 19. 

Measure of Alcohol Consumption 

The basic measure of alcohol consumption employed in this study was the 

Quantity-Frequency (Q-F) Index developed by Straus and Bacon (1953) and 

adapted by Maxwell (1958), Mulford and Miller (1963), and Mulford (1964). The 

Q-F Index is based on the respondent's report of the number of drinks (converted 

to ounces of absolute alcohol) which he ordinarily consumes at a sitting, com-

bined with the reported frequency of sitting. Questions about frequency and 

modal amount are asked separately for beer, wine, and hard liquor. Responses 

are summed across beverages in order to arrive at a classification of individ-

uals as abstainers, light, moderate, or heavy drinkers. Definitions of each 

of the categories are as follows: 

(a) Abstainer - Drinks no alcoholic beverages with frequency once a month 
or more. 

(b) Light Drinker - Drinks some alcoholic beverage at most twice a month; 
no upper bound on amount consumed at this infrequent rate. 

(c) Moderate Drinker - Drinks some alcoholic beverage at least twice a month 
but on the average does not consume more than (1) two cans 
of beer, (2) two glasses of wine, or (3) two mixed drinks, 
at any one sitting. 

(d) Heavy Drinker - Drinks some alcoholic beverage more than twice a month 
and on the average consumes at least (1) three cans of beer, 
(2) three glasses of wine, or (3) three mixed drinks at any 
one sitting. 

Validity data for the Q-F Index are sparse. Mulford and Miller (1963) found 

that heavy drinkers (as classified by the Q-F Index) were found in greater pro-

portion than light or moderate drinkers to report ownership of individual liquor 

permits, to attend parties where liquor is served, to keep liquor on hand, to 

report problems with drinking, and to feel that they drink too much. Kirsch et al 

(1967) found that the quantity-frequency responses of 81 individuals registered 
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at alcoholism clinic, (but not yet receivingtreatment) indicated much heavier 

drinking than did the responses of a group of matched controls. The latter data 

must be qualified by the possibility that· individuals '.rho· admitted they need treat

ment have little reason to deliberately misrepresent their actual drinking behavior. 

If it is assumed that the admission of heavy drinking is socially undesirable for 

most individuals, then it is possible that self-reports of quantity and frequency 

tend to underestimate actual consumption. 

Adequate reliability data for the Q-F Index are also unavailable. The 

reliability of the measure is necessarily limited in that it depends on individuals' 

judgments of their typical drinking behavior. The accuracy of these judgments 

is unknown. An alternative to judgments of typical behavior might be to have 

respondents keep diaries of actual drinking behavior. The diary method, however, 

must cope with the problem of bias in the sampling of times when the diary is kept. 

In addition to uncertain validity and reliability, the Q-F Index has the 

drawback of not considering variability in drinking patterns. There may be im

portant differences between "massed" and "spaced" drinking. One individual might 

take two drinks a day, while another takes 14 drinks once a week, and yet another 

7 drinks twice a day. All three would be classed as heavy drinkers according to 

Q-F Index, with no distinctions made among them. Differences between the "binge" 

drinker and the "frequent-moderate" drinker may be sufficient to warrant separate 

classification. 

A variant of the Q-F Index, which does consider variability has been developed 

by the Social Research Group of George Washington University in its longi-

tudinal American Drinking Practices study (Cahalan et al, 1969; Cahalan, 1970). 

This variant, the Volume-Variability Index, considers both the modal amount of 

alcohol-most frequently consumed, and the maximum amount occasionally consumedo 

The index is thus able to distinguish "massed" and "spaced" drinking. An attempt 

was made in the present study to utilize questions which would permit the com

putation of the Volume-Variability Index. However pretest results indicated that 
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the necessary questions were too lengthy and complex to be answerable outside 

the context of a personal interview. 

Despite its limitations, the Quantity-Frequency Index appears to be the 

best measure of alcohol consumption currently available for use in mailed 

surveys. Mulford and Miller (1963) recommend that it be considered only as a 

"convenient tool adequate for the task of ranking individuals as light, moderate, 

or heavy drinkers" (page 27). The present study confines its use of the Q-F 

Index to this purpose of achievin~ global ranking of drinking types. 

Potential Problem Drinking 

As an estimate of potential problem drinking, the Heavy Escape Index, 

developed by Cahalan et al (1969) was employed. To be classed as a heavy 

escape drinker, an individual must meet both of the following criteria: 

(a) be defined as a heavy drinker on the Quantity Frequency Index, (b) endorse 

as "very" or "fairly important" at least two of the following five reasons for 

drinking: 

1. I drink because it helps n.e relax. 
2. I drink when I want to forget something. 
3. A drink helps me forget my worries. 
4. A drink helps cheer me up when I'm in a bad mood. 
5. I drink because I need it when tense. 

The rationale for the Heavy Escape Index is based on the assumption that 

certain reasons for drinking are more indicative of pathology than other 

reasons (Mulford & Miller, 1964; Straus & Bacon, 1953; Riley et al, 1948). 

Drinking in order to alleviate feelings of anxiety, depression, and loneliness 

is regarded as more indicative of psychological dependence and hence potential 

problems than is drinking because of taste or a desire to be sociable. It is 

presumed that the individual who both drinks heavily and drinks in order to 

escape negative emotions risks the possibility of losing control over his 

consumption of alcohol. 
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Estimates of potential problem drinking based on the Heavy-Escape Index 

should be considered highly tentative, because no data are available on the 

predictive validity of the measure. Some data supporting the concurrent validity 

of the index were obtained by Cahalan et al (1969) through comparisons of heavy

escape drinkers with heavy drinkers who did not meet the escape criterion. 

Heavy-Escape drinkers, as opposed to heavy, non-escape drinkers, reported more 

worry about drinking, more effects of drinking, more dissatisfaction with their 

life goals, their occupations and their health, more use of activities to 

relieve anxiety and depression, and attained higher scores on measures of 

neurotic tendencies and alientation. These findings are basically congruent 

with studies of the personality traits of problem drinkers by Park (1962) and 

Williams (1965). Further corroboration of the rationale for the Heavy Escape 

measure was provided by Cahalan (1969) in an extensive, nationwide study of 

problem drinking. Individuals who drank heavily and showed escape tendencies 

were more likely than other individuals to have a wide range of problems 

associated with alcohol, including marital, health and financial problems, 

belligerence, symtomatic drinking (e.g. blackouts and sneaking drinks) and 

problems with friends and neighbors. Again, however, it should be stressed 

that the predictive utility of the Heavy Escape Index is assumed and has not 

been demonstrated. 

Self and Peer Attitudes toward Drinking 

In additi9n to describing typical and potentially problematic drinking 

behavior, survey items were directed toward two other questions of special 

relevance to youthful alcohol usage. (1) To what extent is student drinking 

a function of social facilitation? Do students feel peer pressure to drink? 

(2) How concerned are students about their drinking behavior and its effects? 

Do heavy drinkers perceive themselves as drinking more than other students? 



-8-

Items relevant to these issues were adapted from Straus & Bacon (1953) and 

Cahalan et al (1969). 

RESULTS * 

Frequency of Drinking 

Eighty-seven percent of the male respondents and 82% of the female respond-

ents indicated that they drink alcoholic beverages at least once a month. 

Tables 1 and 2 show the self-estimated frequency with which beer, wine, and hard 

liquor are consumed by those men and women who reported drinking once a month 

or more. 

Insert Tables 1 and 2 here 

For both males and females the most frequently consumed beverage is beer, with 

63% of the men and 35% of the women reporting that they drink beer once a week 

or more. In contrast, wine is consumed once a week or more by 23% of the men 

and 27% of the women, and hard liquor is consumed at least weekly by 28% of the 

males and 23% of the females. Overall, the male respondents reported drinking 

more often than did the female respondents, with the majority of this difference 

attributable to differential beer consumption. The women's alcohol consumption 

is. more evenly distributed across beverage classes than is the men 1 s .• 

Quantities Consumed 

Tables 3 and 4 present the average quantities of beer, wine, and hard 

liquor consumed at a sitting by men and women who drink at least once a month. 

------------------------~---

l. 
I 

I 
Insert Tables 3 and 4 here 

* Percentages in the text are rounded off to the nearest whole number. 
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For both sexes and for all three beverage classes, the majority of respondents 

reported consuming an average of two servings or less each time they drink. 

When drinking beer and hard liquor, the men tend to have more servings: Fifty

nine p~tcent of the men versus 17% of the women average three or more glasses 

of beer per sitting; 42% of the men versus 27% of the women average three or 

more servings of hard liquor per sitting; when drinking wine, equal proportions 

of men and women (29%) average three or more servings at a sitting. 

Quantity-Frequency 

Figure 1 shows the percentages of all male and female respondents, classed 

as abstainers, light, moderate, and heavy drinkers according to the Quantity

Frequency Index. 

Insert Figure 1 here 

The majority of respondents (56% of the males and 61% of the females) fall 

into the moderate drinking category. More males than females (24% vs 10%) 

are heavy drinkers, while more females than males (29% vs 20%) are light 

drinkers or abstainers. 

Although Cahalan et al (1969) utilized a variant of the Quantity-Frequency 

Index in their national American Drinking Practices Survey, comparisons with 

their data are useful. Among a national sample of individuals ages 21 to 24 

surveyed in 1964-65, 23% of the men and 10% of the women were found to be 

heavy drinkers, percentages virtually identical to those found in the present 

survey ten years later. With respect to the numbers abstaining, Cahalan et al 

(1969) found that 17% of the men and 32% of the women ages 21 to 24 abstained, 

as opposed to our finding of 13% male and 17% female abstainers. An increase 
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in the number of female drinkers appears to be the major difference between 

the present findings and those of ten years ago. 

Potential Problem Drinking 

To qualify as a potential problem drinker, an individual had to meet the 

dual criteria of the Heavy Escape index, indicating both heavy drinking and a 

tendency to drink in order to escape nervousness, worry, or anxiety. Among 

the male respondents 10% were identified as Heavy Escape drinkers, while 5% 

of the women qualified. These figures compare quite closely with the finding 

of Cahalan et al (1969) that 13% of the men and 5% of the women in a national 

sample were Heavy Escape drinkers. 

Self Evaluation of Drinking 

Table 5 presents responses to the question "How much do you worry about 

your drinking?" for each sex and Quantity-Frequency category. 

Insert Table 5 here 

The trend for both sexes is essentially similar, with moderate and heavy 

drinkers worrying more about their drinking than abstainers or light drinkers. 

The one exception to this trend is the 7% of male light drinkers who reported 

worrying "a lot" about their drinking. Overall, respondents exhibited little 

worry about their drinking. Even among heavy drinkers, 63% of the males and 

67% of the females reported that they were not at all worried about their 

drinking. 

Table 6 presents repondents' estimates of how much they drink in comparison 

with average college students of the same sex. 

Insert Table 6 here 
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In general respondents tended to underestimate how much they drink in 

comparison with their peers. Fifty-four percent of the male and 63% of the 

female moderate drinkers saw themselves as drinking somewhat or much less than 

their peers, when the Quantity-Frequency Index indicates that they actually 

drink about as much as others. The tendency to misperceive drinking norms 

was most pronounced for the heavy drinkers. Although the Quantity-Frequency 

Index indicates that these individuals drink more than others, only 20% of 

the males and 40% of the females saw themselves as drinking more than the 

average. Twenty-six percent of the male and 13% of the female heavy drinkers 

actually felt that they drink less than most other students. 

Peer pressure 

Table 7 presents responses to the question, "Do your college friends ever 

encourage you to have a drink with them when you would rather not drink?" 

Inser~ Table 7 here 

For both sexes and for all Quantity-Frequency types the majority of respondents 

reported that they felt such pressure either "never" or "once in a while." 

Occasional or frequent instances of peer pressure were reported most often by 

light drinkers (23% of the male and 38% of the female light drinkers). 

DISCUSSION 

The findings of this study are quite consistent with the trend of 

earlier surveys to find few differences between the drinking practices of 

l college students and those of other segments of American society. The propor-

~ tions of heavy drinkers among respondents of both sexes were virtually 

' identical to the proportions of heavy drinkers among 21 to 24 year olds across 

the Nation ten years ago. Similarly, the proportions of potential problem 



-12-

drinkers were very close to the national norms. While the number of 

abstainers is lower than ten years ago, especially among women, a similar 

increase in the number of drinkers is evident in the entire population. 

If there is an upsurge in youthful drinking, it would appear that the trend 

has yet to reach the University of Minnesota. It would be useful to repeat 

this study in the future to see whether the expected increase in drinking 

will materialize. 

The lack of a drinking "epidemic" does not necessarily mean that student 

drinking should not be a matter of concern to the University community. If 

we were to make the highly tentative assumption that the proportion of 

problem drinkers in our sample is representative of the entire student body, 

then we would estimate that there are about 3200 potential problem drinkers 

among students attending the Twin Cities Campus. The number of such 

individuals might be large enough to justify special attention. Alcohol 

education is one area which could be given consideration. Our findings that 

heavy drinkers misperceive how much they drink in comparison with other students 

and also feel little concern about their drinking suggest that students might 

need to gain more self-understanding in regard to their drinking behavior. 

A clear knowledge of one's own drinking practices is essential both to the 

recognition of possible problems and the ~ational control of alcohol usage. 

I , 
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Males (N = 242) 

M 
56.2% 

H 
24.0% 

Category Definitions 

Females (N = 157) 

M 
61.1% 

Abstainer (A): Drinks no alcoholic beverages with frequency 
once a month or more. 

Light Drinker (L): Drinks some alcoholic beverage at most twice 
a month; no upper bound on amount consumed at 
this infrequent rate. 

Moderate Drinker (M): Drinks some alcoholic beverage at least 
twice a month but on the average does not con
sume more than (1) two cans of beer, (2) two 
glasses of wine, or (3) two mixed drinks, at 
any one sitting. 

Heavy Drinker (H): Drinks some alcoholic beverage more than 
twice a month and on the average consumes at 
least (1) three cans of beer, (2) three glasses 
of wine, or (3) three mixed drinks at any one 
sitting. 

Figure 1. Quantity-Frequency Index by Sex 
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TABLE 1 

FREQUENCIES OF DRINKING FOR MALES 

Frequency (Distribution in Percentages) 

Every Nearly Three or Four Once or Twice Two or Three About Once 
Beverage Day Every Day Times a Week a Week Times a Month a Month N 

Beer 2.6 7.3 16.1 37.3 25.9 10.9 193 

Wine 0.5 1.6 2.6 18.5 36.0 40.7 189 

Hard Liquor 0.0 1.1 4.7 21.6 34.2 38.4 190 

L__ __ --
--~--- ------------ ---- --------

TABLE 2 

FREQUENCIES OF DRINKING FOR FEMALES 

Frequency (Distribution in Percentages) 
I Every Nearly Three or Four Once or Twice Two or Three About Once 

Beverage Day Every Day Times a Week a Week Times a Month a Month N 

Beer o.o 1.0 4.0 30.0 27.0 38.0 100 

Wine 0.9 3.5 3 .. 5. 19.3 36.0 36.8 114 I 
I 

Hard Liquor 0.0 0.0 3.4 19.5 40.7 36.4 118 I 

j 
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TABLE 3 

AVERAGE QUANTITIES CONSUMED 

AT A SITTING FOR MALES 

No. of Servings* (Distribution in Percentages 

Beverage 7 or more 5-6 3-4 1-2 

Beer 3.5 13.4 32.8 46.3 

Wine 1.5 6.1 22.2 61.1 

Hard Liquor 2.0 8.5 31.0 50.0 

TABLE 4 

AVERAGE QUANTITIES CONSUMED 

AT A SITTING FOR FEMALES 

None 

4.0 

9.1 

8.5 

No. of Servings* (Distribution in Percentages 

Beverage 7 or more 5-6 3-4 1-2 None 

Beer 0.8 2.5 13.4 58.0 25.2 

Wine 0.8 4.9 23.8 59.8 10.7 

Hard Liquor 1.6 4.8 21.0 66.1 6.5 

*One serving: 
Beer = 12 oz. (one bottle or can) 
Wine = approx. 5 oz. 

Hard Liquor = 1~ oz. (jigger) of liquor 

' 
I 

l 

) 

N 

201 

198 

200 

) 

N 

119 

122 

124 

' 



TABLE 5 

WORRY ABOUT DRINKING BY QUANTITY - FREQUENCY INDEX 

Quality - Frequency Index (Percentage Distribution) 
Abstainer Light Moderate Heavy 

Worry 
Male Female Male Female Male Female Male Female 

(N=32) (N=29) (N=l4) (N=16) (N=l36) (N=96) (N=57) (N=l5)1 

A lot o.o o.o 7.1 o.o 0.0 0.0 3.5 6.7 

Some o.o o.o o.o o.o 5.1 4.2 12.3 13.3 

A Little o.o .. 3.4 0.0 o.o 20.6 11.5 21.1 13.3 

Not At All 100.0 96.6 92.8 100.0 74.3 84.4 63.2 66.7 

TABLE 6 

PERCEIVED AMOUNT OF DRINKING 

Quantity - Frequency Index (Percentage Distribution) 

Drinking Abstainer Light Moderate Heavy 
Male Female Male Female Male Female Male Female 

Compared (N=30) (N=27) (N=15) (N=17) (N=l35) (N=94) (N=58) .(N=l5) 
With Peers 

Much More o.o o.o o.o o.o 0.0 o.o 3.4 13.3 

Somewhat More o.o o.o 6.7 o.o 6.7 5.3 17.2 26.7 

About the 
Same o.o 7.4 0.0 o.o 39.3 31.9 53.4 46.7 

I Somewhat Less o.o 14.8 60.0 35.3 40.0 44.7 22.4 13.3 

Much Less 100.0 77.8 33.3 64.7 14.1 18.1 3.4 o.o 



TABLE 7 

PEER PRESSURE TO DRINK BY QUANTITY - FREQUENCY INDEX 

Quantity - Frequency Index (Percentage Distribution) 
Abstainer Light Moderate Heavy 

Peer Male Female Male Female Male Female Male Female 

Pressure (N=31) (N=29) (N=l3) (N=l6) (N=l36) (N=96) (N=58) (N=l5) 

Frequently 3.2 6.9 7 .• 7 o.o 3.7 0.0 3.4 6.7 

Occasionally 16.1 13.8 15.4 37.5 12.5 13.5 15.5 6.7 

Once in a 
While 38.7 41.4 30.8 31.3 41.9 32.3 37.9 33.3 

Never 35.5 31.0 46.2 31.3 41.9 53.1 43.1 46.7 

No Friends 
Who Drink 6.5 6.9 o.o o.o o.o 1.0 o.o 6.7 
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ABSTRACT 

A person's actions are caused by the interaction 
of external environmental forces and internal 
personal forces. Attributing actions to one or 
the other set of forces is a distorted view of 
cause. In therapy, attributing actions to ex
ternal forces, particularly past events, relieves 
the client of guilt and makes sense out of his 
actions. Attributing actions to internal sources 
provides a means by which the client can change 
his actions by changing his ideas, interpretations 
of events and attitudes. Using both distortions 
of cause, this paper presents a method of therapy 
which emphasizes the client's responsibility for 
his actions, and develops the client as a causal 
agent in his own life. 
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Many hours of conversation with persons who are puzzled, dis-

tressed, and demoralized about their inability to achieve personal 

fulfillment, and about their lack of balance in their relationships 

with others, have led me to believe that the most crucial problem 

in psychotherapy is the client's perception of the cause of his 

behavior. I have come to believe that what a person believes to 

be the source of his difficulties is pivotal as to whether he will 

gain benefit from the conversation. The purposes of this paper are 

to explore the problem of "the" cause of behavior in terms of the 

pragmatics of helping persons through conversation achieve change 

in the way they live and to sketch a method of treatment based on 

these considerations. 

From a field theory point of view there is no single cause of 

behavior. The behavior of a person arises out of the interaction 

of environmental events acting on the person and the person's 

characteristics (Strong, 1973a, 1973b). Years ago Lewin symbolized 

this as B=f(P,E) where behavior (B) is seen as a function (f) of 

the environment (E) and the person (P) in interaction. As shown 

in Figure 1, we can depict a person's behavior at any time by a 

closed line, with arrows deriving from the center of the figure 
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representing the influence of the person's internal characteristics 

and events and arrows originating outside the closed figure re

presenting the influence of external environment events. The shape 

Insert Table 1 about here 

of the closed line depends upon the joint action of the internal 

and external influences. Without both, the figure, behavior, 

collapses. To identify one source of influence as "the" cause 

of behavior is to incorrectly focus on one factor and ignore many 

others. Hopefully, the decision to be inaccurate in description 

achieves some pragmatic result. 

Another way to depict the multiplicity of cause of behavior 

is to see a person's action as one link in a chain of events, each 

event exerting causal control on the other events in the chain, as 

pictured in Figure 2. Behavior is the relationship among external 

Insert Table 2 about here 

events, internal events and action. Actions exert influence on 

external events, external events exert influence on internal events 

and internal events exert influence on actions and so on. If 

actions are the point of concern, the chain shows that actions 

result from the interaction of external and internal events and 

that assignment of cause to one or the other is a decision to dis

tort the causal description. 
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If attributing cause to either external and internal factors 

is a distortion, then the crucial question is the pragmatic gain 

from distorting causality one way or the other. The external 

point of view has been endorsed by radical behaviorists beginning 

with the work of John B. Watson. The rationale for choosing to 

distort causality in this way is compelling from the point of view 

of an outside agent wishing to control another person. If a 

person's actions are a result of external circumstances, then an 

agent who can control the external circumstances can control the 

person's actions. This strategy has produced compelling evidence 

of its pragmatic effectiveness. Concepts like reinforcement, con

ditioning, shaping and extinction identify powerful influences on 

actions. The behavior of another can be controlled by gaining 

control of the other's environment. But the pragmatic question 

is whether counselors can obtain control of the environments of 

clients. Generally, while counselors exert some control during 

their conversations, they do not control much of the client's envi-· 

ronment. Thus therapy as conversation would seem to gain only 

limited value from the external cause strategy. It is well to 

keep in mind the possibility of teaching the client to control his 

own environment. Also it is useful to keep in mind that attribution 

to external cause allows people to shed responsibility for their 

actions, thus relieving them of reactive guilt about their unde

sirable and undesired actions (Matross, 1974; Strong, 1970). 
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External attribution provides reasonable explanations for actions 

which, without explanations, seem crazy and incomprehensible 

(Matross, 1974). 

The internal cause strategy or point of view holds the indiv-

idual responsible for his actions. This strategy of accounting for 

behavior sees persons as active agents controlling their actions 

with their concepts, interpretations and ideas. The person is not 

a passive pawn of external forces, but is actively construing the 

meaning of events and willfully controlling his actions, and, 

through his actions, controlling external events. As an individual 

creates his actions, he bears the full responsibility and guilt for 

his wrongdoing and self-defeating actions. Unlike the external 

strategy, psychology has not amassed evidence supporting the prag-

matic efficacy of internal causation, yet our experiences of living 

attest to the effectiveness of choice, decision, will, planning, 

strategies, determination, problemsolving, attitude change, concept 

development and insight. If we choose to see the individual as 

controlling and responsible, as determining his actions by his 

interpretations of external events, we can see that conversation 

with another about his interpretations, ideas and attitudes can 

help him change them and thus change his actions. 

These considerations suggest that the essential problem of 

therapy is to lead the person to see his own thoughts and attitudes 

as responsible for his actions so that he can focus on changing 

his ideas, interpretations and attitudes and thus change his actions. 
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Helping a person to see himself as responsible for his actions 

seems to require analyzing the actions and presenting information 

such that he sees that actions other than the ones he emitted 

were possible given the circumstances, using methods described 

elsewhere (Matross, 1974; Strong, 1970; Strong & Matross, 1974). 

Having gained an internal cause attribution or perception, how

ever, the ideas, interpretations and attitudes themselves seem 

to need to be accounted for. "How did I come to view things this 

way?" is a common question which must be answered. Exploring the 

person's past history always provides evidence of trauma, difficult 

situations and actions of others which can be seen as leading to the 

adoption of the problematic attitudes and interpretations. These 

events always occur at a young age when the client is unable to 

withstand external forces. Thus, internal causes themselves are 

seen as externally caused and the person is freed from guilt and 

responsibility for having the ideas and interpretations, yet the 

focus of the conversation remains on his responsibility for his 

actions and the task of changing the thoughts, attitudes and inter

pretations to more helpful ones. It is often helpful to emphasize 

that the person is no longer a helpless child, a victim of circum

stances, but is now a strong adult able to withstand the threats 

he perceives from the environment. Also the circumstances them

selves have changed, but the person has not changed his thoughts 

and perceptions in line with the changed circumstances. 
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The sequence of therapy tasks I have come to understand is 

the following: 

1. Identify the undesired and undesirable actions; 

2. Identify the external events related to the undesirable 

actions; 

3. Identify historical factors which can account for having 

the interpretations of events now responsible for the 

current actions; 

4. Present the idea of internal causation and show how the 

person's actions are not necessary consequences of the 

external events; 

5. Disprove the troublesome interpretations and develop 

better, more realistic interpretations of events and 

attitudes; 

6. Structure programs of action changes beginning with 

small changes and systematically requiring larger changes. 

These steps are not unidirectional as progress in therapy requires 

working back and forth such that the program evolves cyclically. 

In the process of therapy a client often begins without a clear 

understanding of what his problematic actions are and without aware

ness of the circumstances related to the actions. Rogerian methods 

of reflecting feelings are very helpful in opening the client to his 

emotional turmoils and helping him to deeply explore his reactions, 

the circumstances of his reactions, related historical memories, 

and attitudes and interpretations related to his reactions. Getting 
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into the client's frame of reference is indispensible and mobil

izes the client's resources to begin unfolding, analyzing and 

understanding what is happening to him. Accurately describing 

the client's feelings and actions leads the client inevitably 

to search for why he reacts in this way. At this point the 

client can be helped to shed his feelings of guilt about his 

actions and be relieved of the unintelligibility of his current 

state by attributing his current actions to learnings from the 

past. Concepts of external historical·cause are presented 

emphasizing his past need to learn to get along with the difficult 

circumstances that he experienced in his upbringing. 

Focusing on the influence of the past increases the client's 

feelings of helplessness to change. Next, the client needs to be 

shown that while he cannot help but to have learned to think and 

interpret events as he does, he is willfully maintaining his 

undesirable actions by choosing to continue to interpret external 

events as if he was still a helpless child and to continue to see 

current conditions as being the same as when he was a helpless 

child. Often it is helpful to describe a bondage to past exper

iences held in by forces of evil. This provides a way of removing 

the conception of continued bondage to the past through prayer 

ministry. Forcibly pointing out that he could interpret events 

differently leads the client to see that he is now responsible 

for maintaining his own difficulties and that he must change his 

ways of thinking if he wishes to change his ways of acting. 
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It seems necessary to forcibly point out that there is no 

external solution to his problems, no outside source or inter

vention which will relieve him of his troubles. He is respon

sible for his actions and is responsible for changing his actions. 

He must be led to disprove his assumptions about the external 

world. He must be helped to develop different assumptions which 

entail different actions. I find the irrational ideas developed 

by Ellis (1962) and the Christian concepts of love, self-worth, 

caring, responsibility and self-control to be indispensible aids 

in this effort. Working always from the client's frame of refer

ence, the therapist points out and contradicts the client's assump

tions. As therapy progresses, the client begins to contradict his 

own assumptions. The client often begins by focusing on negative 

feelings and perceptions of the world and comes around to contra

dicting and refuting old interpretations. During this development 

the therapist must stay with the client, following and reflecting 

his thinking and feeling. It is important that the therapist 

increasingly follow rather than lead as the change in thinking must 

be constructed by the client for his own use. Concurrently, small 

assignments of responsible actions are worked out, perhaps beginning 

with eating properly or doing small responsible tasks such as writ

ing a letter. It is important that the initial assignment is 

strictly delimited, that the client feels responsible for doing 

the assignment and to avoid doing more than the assignment. Self

control entails carrying through an activity and avoiding other 

activities. 
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The conversation continues to cycle through all these steps 

until the client has gained reasonable control of feelings and 

actions and lives each day in a responsible way. The process 

inevitably involves backward steps as well as forward steps. The 

client must be helped to absolve his guilt about backward steps 

and helped to concentrate on learning from the reverses to avoid 

their repetition in the future. The process is very much a 

rational emotive problem-solving task with the client learning 

self-control and responsibility and to view himself as an active 

causal agent in his own life. 

The process of therapy through conversation makes purposive 

use of both external and internal attributions of cause. Both 

distortions of cause serve pragmatic ends. External attribution 

frees the client from the burden of the past and its guilt and 

makes sense of current problems. Internal attribution focuses on 

current causes of current actions and provides tools for fighting 

the battle of taking control and changing actions to develop a 

more fulfilling life. Problems are seen as due to attitudes and 

interpretations the client continues to use and which can be and 

must be willfully changed. The client is the active agent in 

achieving his own change. It is doUbtful that therapeutic change 

is possible through conversation without mobilizing the client as 

the agent of change. Persons who cannot assume the responsibility 

and burden of changing themselves due to age or degree of dis-

turbance probably cannot be helped through therapeutic conversation. 
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Systems analysis is a decision framework which integrates all relevant 

information into decision making. Charles Hitch and Robert McNamara in the 

Defense Department of the United States developed the method about a decade 

ago and all levels of governmental agencies and services in the United States 

now use it (Rudwick, 1969). The framework is not new; it is simply an explicit, 

systematic, and rational approach to decisions. The main five steps of the 

decision framework are presented in the table below and can be stated as 

Insert Table 

(1) identify the problem, (2) explore its parts, (3) generate possible solutions, 

(4) evaluate the effectiveness of the possible solutions, and (5) select the 

best solution. The purpose of this paper is to demonstrate how systems analysis 

can be applied to decisions about student services, and how it integrates re-

search into decisions. The demonstration keys on the question: should our 

college or university have a counseling service and, if so, what should the 

counseling service be like? 

We begin with identifying the problem or, in systems language, (1) determine 

system objectives. Objectives are the conditions we wish to attain with the 

system in question, in this case a counseling service. To determine system 

objectives, we need to (la) identify objectives; (lb) detail the problem; 

(lc) identify and detail existing systems; and (ld) identify other factors 

relevant to the problero. To identify the objectives of a counseling service, 
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we must first identify the objectives of the institution. This activity is 

crucial because counseling in the institution can be justified only by counsel

ing's contribution to attainment of the institution's objectives. This is true 

for all programs in the institution. A list of objectives for the institution 

would surely include something like supply certain kinds of highly skilled man

power to maintain and develop the broader society, and maximize the return to 

society from educational resources. Counseling could contribute to these 

objectives in several ways. The most direct way is to an aspect of the second 

objective, minimizing student "wastage." Student wastage decreases the effec

tiveness of an institution in attaining its overall objectives and increases 

the cost for a given level of effectiveness. Four wastage events which contribute 

to this losq in effectiveness are the following: 

1. Students do not apply their full talents to obtaining benefit from use 

of the educational resources of the institution, perhaps due to low 

motivation, poor skills, or distracting problems; 

2. Students do not complete their course of study. This event becomes 

more costly the further the student advances before leaving the 

institution; 

3. Students do not use their skills following completion of their program. 

The loss is greater the more dissimilar the skills demanded by the 

student's role in society are from the skills he obtained in the 

institution; 

4. Students do not apply their full talents and skills to their chosen 

area, perhaps due to a lack of satisfaction or distracting personal 

problems. 

While institutional costs are emphasized here, the other side of wastage events 

is the cost to the student. To the extent wastage events occur, the individual 
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loses benefit from his most scarce resources, his time and his talent, and 

decreases his attainment of his most prized outcome, satisfaction in living. 

Decreasing student wastage is an institutional objective to which 

counseling can contribute (Campbell, 1965; Volsky et al, 1965). More immediate 

"implementing" objectives for counseling might be increase student motivation 

and persistence in educational programs and careers through increased clarity 

of goals, and increase student self-application to education programs and 

careers through decreased interference from personal problems and inadequate 

study skills . 

.J.'he next activity is to (lb) detail the problem to pinpoint the levels 

and sources of student wastage in the institution. Information about the 

levels and sources of wastage can be obtained from institutional and depart

mental records of graduation rates, admissions standards and student program 

progress, from follow-up studies of graduates and drop-outs, and from surveys 

of students and staff. The resulting descriptions of the wastage problem 

experiences by the institution estimate the potential work of a counseling 

program. 

The next activity is to (lc) identify and detail existing systems in order 

to learn about help-giving programs available to students inside and outside of 

the institution. Internal help-giving programs may be personal tutor programs, 

student union programs, chaplain services, health services, and informal staff 

activities, while external programs may include psychotherapy resources, career 

guidance and legal aid services. The counseling system should be designed to 

complement and facilitate these programs, not compete with them. 

The final activity is to (ld) identify other factors. We will 

want to learn about the ability of the institution to accomodate 

student program changes. Inflexibility diminishes the possibility 
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of program changes and thus diminishes the value of vocational counseling. 

Other factors are budgetary and staff limitations, and the political 

acceptability of counseling. 

The next steps are to explore the parts of the problem and to generate 

possible solutions which, in systems language, is (2) create operational flow 

model and (3) create possible systems. An operational flow model is a sequence 

of activities to be performed by a system to attain its objectives. Activities 

are the functions which must be performed in order to attain the objectives, 

without regard for the people, things or ideas which perform them. The 

sequence is a logical ordering of the activities. Creating an operational flow 

model requires us to (2a) identify necessary activities and (2b) determine the 

sequence of activities. Once the activities and sequencing have been determined, 

we are ready to (3) create possible systems. Here we need to identify ways of 

accomplishing the activities (3a, identify and detail possible components) 

and to put the "components" together in various combinations to (3b) create 

alternative possible systems which could attain our objective. 

The three major activities of a counseling service system intended to 

decrease student wastage are (1) assess student educational and career progress, 

(2) identify and refer for help students with unsatisfactory progress and 

(3) counsel. The operational flow model in the figure below details these 

Insert Figure 

three major activities. The processes numbered 1.1, 1.2, and 1.3 identify 

the major steps in student program and career progress. The processes numbered 

2.1, 2.2, 2.3 identify the activities of identifying students with unsatis

factory progress and referring them for help. The processes numbered 3.1, 3.2, 

3.3, and 3.4 identify counseling and non-counseling programs. The key problem 
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the activities are intended to impact, student wastage, is in the center of 

the diagram and is numbered 4.0. 

In the operational flow model, students move in time from (1.1) progress 

in educational programs, to (1.2) termination of educational programs, and 

(1.3) career progress. We can see the points of contribution to student wastage 

in terms of unsatisfactory and unsuccessful progress. Wastage results from 

(1) students who are experiencing unsatisfactory progress in their programs 

but are not identified and not referred to counseling, (2) students who do 

not complete their educational programs successfully, and (3) students who 

do not experience satisfactory career progress. Student program progress 

could be assessed through continuous program progress assessment, tutor and 

lecturer contact, or by the student. Unsuccessful program termination can 

often be identified from institutional records of student failure to complete 

programs. Few institutions attempt to assess the career progress of their 

graduates. Yet this is the most important means of assessing the institu

tion's contribution to society. Periodic follow-ups are difficult, but such 

information can be obtained by questionnaires or interviews, using sampling 

techniques, without great expense. The importance of the information justifies 

the costs. 

The next major activity, identify and refer students with unsatisfactory 

progress, begins with the crucial activity (2.1) identify students with 

unsatisfactory progress. Those who are identified may be helped by counsel

ing. Those who are not identified cannot be helped, and contribute to student 

wastage. The second related activity is (2.2) diagnose problems. Given that 

a student is experiencing unsatisfactory progress, we need t0 determine why. 

We must define which causes of unsatisfactory progress are to be considered 

counseling problems, and which causes are to be considered non-counseling 

problems. Incorrect diagnosis at this point will entail the use of resources 
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later in the system to correct the diagnosis, and a loss of students' time. 

The final process is (2.3) refer to appropriate helping program, either 

counseling or non-counseling. Students identified as having unsatisfactory 

progress but not referred to a helping program contribute to ~astage. 

Three possible methods of carrying out these activities are (a) search 

institutional records, identify students whose performance is unsatisfactory, 

and contact these students and offer help; (b) solicit help from other members 

of the institution who work closely with students such as personal tutors and 

student union officers, and ask them to identify and refer students who need 

help; (c) inform students of the problems appropriate for helping services, 

and rely on them to identify and refer themselves. In all cases, we need to 

consider not only the methods of identification and referral but also the 

level or vigor with which the method is to be pursued. Obviously, research 

on the effectiveness and impact of these three possibilities would be useful. 

Asking students or others to refer students requires that they know what 

services are available and what problems are appropriate. Some means of 

informing them is essential. Self-referral by students has a great advantage 

in that students are the most aware of the state of their own progress. 

Probably a system which relies on all three methods in some balance would be 

most effective. In deciding, we must evaluate the lossage rates (wastage) to 

non-identification, mis-diagnosis and non-referral. 

The first process in the activity of counseling and non-counseling 

programs is (2.3) refer to appropriate helping program. We have already 

discussed this activity, but we now see that the point of referral is the 

point of exchange between counseling and non-counseling programs. Students 

inappropriately referred must be re-referred, entailing more ~xpense for 

the institution and the student. Confusion in the referral process will 
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increase loss due to non-referral. Counseling activities are presented as 

(3.1) select treatment method, (3.2) counsel, and (3.3) terminate counseling. 

Non-counseling activities (3.4) are not further detailed. 

A considerable body of counseling research seeks to evaluate different 

methods of treatment for different problems. Particularly noteworthy is the 

excellent work of Truax and Carkhoff (1967) and Gordon Paul (1966). This 

information can help us to decide upon the problems we shall identify as 

appropriate for counseling, the treatments we wish to make available, the 

skills persons in the counseling program should have, and the alternative 

sources of helping that should be developed. In making these decisions we 

can be guided by the student problems and the alternative sources of help 

we identified. We will need to work out relationships among these various 

sources of help as to what problems are appropriate for each and how the 

helping programs work together. In this connection note that referral could 

be done by one office as an exchange service, be left to be sorted out by 

students, or could be a part of all helping programs. We will have to con

sider trade-offs between the resources needed to resolve problems, the 

resources available, and the maximum attainment of our objective, decreased 

student wastage. For example, should we concentrate on a few students with 

very difficult problems, or should we refer (or ignore) such students and 

concentrate on students with problems which do not require as much time to 

resolve? Depth psychotherapy might not be the best use of our resources. 

This can only be determined by creating alternative systems and estimating 

their relative effectiveness and costs in attaining our objective. We will 

need to develop ways of evaluating the effectiveness of the counseling service 

in terms of the expected immediate outcomes of counseling such as increased 

motivation, clearer self-understanding, and decreased emotional conflict. 
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Counseling may lead the student to seek another institution or a change in 

program. Methods should be created to help these students, and will usually 

entail interacting with non-counseling helping programs. Students who leave 

the institution contribute to wastage. However, the meaning of wastage as a 

result of counseling should be evaluated in terms of the probable longer term 

wastage which would have resulted from persistence in unsatisfactory programs 

and careers. Finally, students who remain in the institution remain in the 

status of "student program progress." 

We have discussed the need for research to make decisions about the ways 

the activities and processes in the counseling system can be carried out. 

Putting the possible ways or components together forms the possible alter~ 

native systems, one of which will be selected to be implemented. One viable 

alternative is always "do nothing," which is a possible answer to the question 

"should the institution have a counseling program?" 

The next step in the decision process is to evaluate the effectiveness of 

the possible solutions or, in systems language, (4) evaluate alternative 

systems. Various models and techniques are available to evaluate the effective-

ness and costs of alternative systems (Goldman, 1967; Rudwick, 1969). Briefly, 

these involve the following activities: 

(4a) Create and evaluation model. In our case, quantifying the opera-

tiona! flow model will serve this function. 

(4b) Determine measures of effectiveness and system characteristics. 

1-lorking from the operational flow model in the figure, 12 aspects of 

the systems functioning will need to be estimated in order to 

evaluate the alternative systems. Estimates of these aspects of 

the functioning of the alternative systems can be obtained from the 

research carried out in the first steps of the decision model and 

I, 
I, 
'> 
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from research results reported in the literature. The following aspects of 

system functioning need estimates: 

1. Frequency of satisfactory and unsatisfactory program 

progress; 

2. Percentage of students with unsatisfactory progress who are 

not identified; 

3. Accuracy of diagnosing student problems; 

4. Volume of counseling and non-counseling problems; 

5. Students with problems identified but not referred; 

6. Accuracy of referral according to problem-service con-

cordance; 

7. Kinds of counseling treatment methods selected; 

8. Level of immediate success of counseling treatment; 

9. Number of students changing programs or leaving the 

'' 
j i 

institution; 

10. Experience of non-counseling programs such as frequency of 

use, kind of problems and success; 

11. Number of students not satisfactorily completing their 

program; 

12. Career progress of graduates. 

(4c) Estimate effectiveness of alternative systems. The data are com-

bined to yield total estimates of the impact of each alternative 

system on student wastage. 

(4d) Estimate costs of alternative systems. We will need to estimate the 

cost of components such as personnel, materials and facilities in 

the implementation stage and in the longer term for each alternative 

system. 
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The final step is (5) select best alternative. Selecting the best 

alternative requires setting either effectiveness or costs at a standard 

level and determining the relative costs or effectiveness for each alterna

tive. Other factors, such as political climate, existing staff skills, and 

institutional flexibility must be considered. The task of analysis can be 

very complex or quite simple. The more accurate estimates we can make, the 

more sensible it is to use complex analyses. The less data we have, the 

simpler our analysis must be, and the less sure we can be of the conclusions. 

This brief examination of the syste~analysis approach to decisions 

illustrates that the framework makes heavy use of research results. Research 

which describes or evaluates ways of accomplishing any of the activities 

necessary to accomplish identified objectives has a direct impact on what 

we choose to do. To do our best with institutional resources, we must use 

some framework which integrates the information we have in our decisions 

about student services. Systems analysis is such a framework. 
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Table 

FIVE-STEP DECISION MODEL 

1. Determine System Objectives 

la Identify objectives 
lb Detail problem 
lc Identify and detail existing systems 
ld Identify other factors 

2. Create Operational Flow Model 

2a Identify necessary activities 
2b Determine sequence of acitivites 

3. Create Possible Alternative Systems 

3a Identify and detail possible components 
3b Create alternative systems 

4. Evaluate Alternative Systems 

4a Create evaluation model 
4b Determine measures of effectiveness & system characteristics 
4c Estimate effectiveness of alternative systems 
4d Estimate costs of alternative systems 

5. Select Best Alternative 
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OPERATIONAL FLOW MODEL OF COUNSELING INTENDED TO DECREASE STUDENT WASTAGE 
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Abstract 

Differential Aptitude Test (OAT) scores of 2622 students 
who were tested in the 8th, 9th, or lOth grades and who later 
entered a Minnesota area vocational-technical school were 
analyzed to determine the relationships between test scores 
and training program entered. Each of the six OAT scores 
differentiated among groups of both male and female students, 
but only four of the scores contributed significantly to the 
multivariate differentiation of male training groups, and 
four scores contributed to the differentiation of female 
groups. Some groups were not significantly different, and 
the original 14 male groups and 7 female groups were clustered 
Into 6 male and 4 female groups, The clusters and dimensions 
that resulted from the analyses were similar to those obtained 
in a previous analysis of General Aptitude Test Battery 
scores obtained from the same students at the time they 
applied for the training programs, 

Training program norms are presented for the OAT, and the 
significance of the results for the counseling use of OAT 
scores with respect to vocational training programs is dis
cussed, 
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Differential Aptitude Test Scores and 
I 

Vocational Training Program Choice 

Since shortly after their publication in 1947 the Differential Aptitude Tests 
(OAT) have had an important place in Minnesota secondary school guidance programs. 
Introduced in the Minnesota High School Statewide Testing Program in 1951, they 
rapidly became the most widely used tests in the program, and In 1971 they were 
administered during the 8th, 9th, or lOth grade to about 54,000 students in 
three-fourths of the state's schools. (Joselyn,' in press) 

Reviewers have judged the OAT to be one of the most soundly designed and 
carefully constructed multiple aptitude batteries (Super, 1957; Merwin, 1963). 
Revised editions of the battery were published In 1963 (Forms Land M) and again 
in 1973 (Forms Sand TJ. The manual for Forms Land M (Bennett, Seashore, and 
Wesman, 1966) contains, in addition to fall and spring norms for grades 8 to 12, 
more than 5000 validity coefficients showing the relationships of OAT scores to 
measures of performance In bigh school courses and on achievement tests. Data on 
post~high school relationships are less extensive, but follow-up studies have 
shown the test scores to differentiate among ~tudents who entered different types 
of occupations and different post-high school degree programs. The scores have 
also been found to predict college freshman grades and performance in a vocatlon'al 
school machine shop course (Bennett et al, 1966). 

The present study was undertaken to increase understanding of the meaning 
of OAT scores in early high school guidance by relati·ng them to post high school 
education and training experiences. The study was facilitated by a research 
project that had been conducted to determine the relationship between test scores and 
success of students in Minnesota area vocattonal-technlcal schools (AVTS). In 
this study, designated Project Mtnl-Score, several tests, Including the General 
Aptitude Test Battery, were administered to AVTS applicants in 1966-1968. and the 
appl(cants were followed up to determine whether they entered an AVTS, which program 
they entered, whether they completed a training program, what kind of employment 
they entered, and how satisfactory they were in their employment (Nelson and Puce!, 
19721. Results Indicated that test scores were effecti've In differentiating among 
students who entered vari'ous programs and types of employment but not in predicting 
training program completion, In part at least, because very few students dropped out 
of programs as· a result of inabflity to do the work required (Nelson and Puce!, 1972). 
AVTS career information gathered for Project Mini-Score was analyzed in relation to 
earlier test scores in the present study.2 

The present report summarizes differences In 8th, 9th, and lOth grade OAT scores 
of students who entered various types of training programs in Minnesota AVTS's. 
A continuation of the study to include job-performance data on the same students and 
a comparable analysis of scores of students who entered Minnesota colleges is planned. 

1 This research was sponsored In part by the Personnel and Training Research 
Programs, Psychological Sciences Division, Office of Naval Research, under Contract 
No. U00014-68-A-0141-0003, Contract Authority Identification Number, UR No. 152-293. 

2 
Dr. David Puce! •s generous provision of Project Mini-Score data for use In this 

study Is greatfully acknowledged. 
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Procedure 

Record matching. Approximately 20,000 AVTS applicants of 1966, 1967, and 
1968 were fncluded fn Project Mini-Score, a majority of them high school graduates 
of the same years. About 130,000 students were given the OAT in the Statewide 
Testing Program in the 8th, 9th, and 10th grades of the corresponding years. 
The following process was used to identify matching records from these two files 
of Information, First, high school codes were assigned to Project Mini-Score 
Identification records; and the high school code, date of graduation, Mini-Score 
Identification number, and name of each student were keypunched. This card file 
was sorted by graduation date, high school code, and student name and merged Into 
a similarly ordered magnetic tape file of statewide testing OAT records. Nine 
subflles were produced, one for each combination of year of graduation and grade 
tested, as out I ined in Table 1. These subfi les were ltsted, and the lfsts were 
scanned by researchers to identify records of the same individuals from the two 
sources. r·n most cases the matching records were adjacent in the merged file, 
but attention was paid to coding errors, variant spe11fngs, and the use of nick
names that could result In corresponding records being alphabetized somewhat 
differently in the two source ftles. This matching process rests on the 
assumption that, if a person graduated from a school tn a given year and a person 
of the same name was tested in that school system in the corresponding year for 
the 8th, 9th, or lOth ·grade, they are the same person. After corresponding 
records were located on the lists of the merged file, the file was processed by 
a series of computer programs that selected pairs of records identtfled by 
sequence numbers, merged each matched pai·r into a single record contatnlng both 
OAT s·cores and Mt·n f .. Score I dent I fi'cat Jon number, matched th ts file with the 
Mlnl .. score data file, and created a final ffle containing both OAT scores and 
Minf .. Score test and vocational training program data.3 

TABLE 1 

Graduation Dates and Testlng Dates and Grades of OAT Vocational School Group 

Graduation Year Tested 
Year Grade 10 1rad"e 9 G r.ad'e 8 

1968 1965-66 1964-65 1963-64 

1967 1964-65 1963-64 1962-63 
-

1966 1963-64 1962~63 1961-62 

3 Special appreciation fs due to Carol Swenson, who organized the data 
and conducted rnany of tbe multtple operations needed to complete the matching 
process, 
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Training program groups. A total of 2622 AVTS students wlth OAT scores were 
Identified. AVTS training programs had been assigned to 63 groups of closely 
related programs in Project Mini-Score (names of similar programs vary slightly 
from school to school)~ and each student~s record carried a code number for 
the program group entered. Most of the programs were entered almost exclusively 
by boys or exclusively by girls. For this reason and because of known sex 
differences on some of the tests, analyses were made primarily among same-sex 
groups. With 50 cases set as the minrmum for analysis, 10 groups of boys and 
six groups of girls were avaflable. An additional group of boys with 46 cases was 
included, and three more groups were formed by combining groups that appeared 
to be closely related! architectural drafting with mechanical drafting, diesel 
mechanics with farm equipment mechanics, and cooking with baking. A group of 
16 girls in sales training was included for comparison with boys in the same 
program. The groups and their sizes are listed in Table 2, 

TABLE 2 

AVTS Training Program Groups tncluded in Analysis 

Number of Cases 

Male Female 

Accounting (ACCT) 121 
Agrt~technology (AGTC) 75 
Automoti·ves (AUTO] 287 
Carpentry (CARP) 108 
C 1 ertca 1 (CLER) 
Cookfng and baktng (COOK] 47 
Cosmetology (COSM) 
Data Processing (DP) 53 
Dt·esel, farm mechanics (MECH] 81 
Draft tng (DRFTl 1 39 
Electrical (POWR} 87 
Electronics (ELEC} 117 
Machtntst (MACM} 90 
Practf'cal Nursing (NURS} 
Printing, graphic arts (PRNT) 46 
Sales (SALE) 52 
Secretarial (SECR) 
Welding (WELD) 128 

103 

336 

10' 
62 

146 

16 
404·· 



4 

Variables. Focus of the study was six of the eight Differential Aptitude 
Tests: 

Verbal Reasoning (VR) 
Numerical Ability (NA) 
Space Relations (SR) 
Abstract Reasoning (AR) 
Mechanical Reasoning (MR) 
Clerical Speed and Accuracy (CSA) 

A comparison of the results obtained from the 8th, 9th, and 10th grade OAT 
with those obtained from the GATB at time of AVTS application was of interest. 
Results of the GATB analysis were available, but they were based on more and larger 
groups. To provide directly comparable results the GATB scores were reanalyzed 
for the groups in this study. Seven of the nine GATB aptitude scores were used: 

I nte 11 i gence (G) 
Verbal Aptitude (V) 
Numerical Aptitude (N) 
Spatial Aptitude (S) 
Form Perception {P) 
Clerical Perception (Q) 
Motor Coordination (K) 

There are strong similarities as well as some differences between the two 
test batteries. GATB-V is measured by a vocabulary test, whereas VR is composed 
of verbal analogies. Both types of items are i:ncluded and scored together in the 
best known scholastic aptitude tests and so presumably tap the same ability. 
GATB-N is measured by two subtests, one of which is highly similar to NA. The 
same kind of item is used in SR and GATB-S. GATB-G is n9t an independent 
measure but is composed of three of the four tests that contribute to V, N, and S. 
CSA and Q items are somewhat different though clearly intended to measure the 
same aptitude. GATB-P and K·and DAT-MR have no counterparts in the other battery. 

Means, standard deviations, and intercorrelattons of both OAT and GATB scores 
are given in Table 3 for the total AVTS male and female groups. Mean OAT scores 
are quite similar to national 11th-grade norms for four of the tests but are 
higher on AR and lower on CSA. The AVTS groups have somewhat smaller standard 
deviations that the norm groups on all OAT tests. In comparison with general 
working population norms for the GATB (U.S. Department of Labor, 1970) AVTS 
males score about average on V and K, and females score about average on V. 
On the other aptitudes the AVTS groups score higher, in some cases by' more than 
one standard deviation. Standard deviations of the AVTS groups are lower than 
those of the reference group, markedly so on G, V, N, and Q, 



TABLE 3 

Means, Standard Deviations, and lntercorrelations of Seven GATB and 
Six OAT Scores for Minnesota AVTS Studentsl 

GATB OAT 
G v N s p Q K I VR NA AR SR MR CSA Mean S.D . 

G • 68 . 72 .64 .34 .32 . 15 .55 .54 .49 • 50 . 39 .21 109.25 12.30 -

v .68 .38 .26 . 18 • 19 .20 .55 . 33 . 30 .25 .25 . 14 103.57 10.83 

N . 76 .41 .23 . 31 . 41 .21 • 33 .53 .32 .26 . 16 .30 1 1 1. 57 13.06 

s .57 . 19 . 18 • 41 • 19 .02 .29 .24 .40 .58 .41 . 11 1 12. 44 16.50 

p . 36 .20 . 32 . 40 .56 ,26 . .09 . 15 .20 .24 • 17 .36 126.05 16.90 

Q .38 .28 .45 . 19 .54 .32 . 10 .22 . 14 .09 . 06 .39 125.41 1 14.20 

K . 17 . 18 .22 .oo .31 .31 .06 .09 .07 .05 .02 .26 114.20 17.25 
----->'·- ----~. 

VR .55 .63 .36 .24 • 11 • 16 . 10 

I 
.48 .47 . ~ 1 .39 . 14 29.71 8.13 

NA .53 .36 .53 .23 . 13 .20 .05 • 46 .43 .37 .26 . 19 23.06 6.43 

AR .39 .30 .25 . 32 • 17 .09 .05 .47 • 39 .49 .40 . I 2 34.46 7.95 

SR • 42 .25 • 19 .52 .23 .11 .04 • 42 .38 • 49 .49 . I 2 31.50 10.87 

MR .40 .25 . 14 .51 . 17 .05 .04 .36 .29 .38 .49 .09 40.17 7.52 

CSA .26 . 14 . 35 • 33 • 33 .36 .22 • 14 .25 .15 • 16 • 12 53.34 1 1. 59 

Mean 108.47 98.29 106.97 117.67 117.12 111.53 100.67 28.98 24.17 36.tt 35.78 51.63 43.65 

S.D. 12.60 10.69 13.81 16.98 17.09 12.40 16.44 . 8.53 7.52 8.40 11.32 6.78 9.22 

1 Females (N-1168) abovedlagonal; males (N-1431) below diagonal 

Vl 



As would be anticipated as a result of the reduced variance of the AVTS 
groups, both inter-relations within the batteries and cross-correlations 
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between them are lower than those reported in the manuals for the batteries. 
Nevertheless, the correlations between comparable tests in the two batteries 
(underlined in Table 3) are substantial, considering the approximately four-year 
or longer interval between testing. With the exception of correlations involving G, 
each variable correlates most highly with the corresponding variable in the 
other battery when there is one. The highest cross-correlation of AR is with 
G and of MR is with S. CSA correlates nearly the same with the two GATB 
perception tests, P and Q. 

Test score transformation. Form A of the OAT was used in the testing program 
during the years the students in this study were tested, but it was anticipated 
that results would be used primarily with Form L. Consequently, scores were 
transformed to Form L equivalents by means of the table given in the OAT manual. 
Because the focus of the analysis was on separate training programs, all 
available cases were needed to maximize the number of training program groups 
large enough to be included in the analysis. The numbers were not large enough 
to support separate analyses by grade tested. To combine data from the three 
grades, scores corresponding to the same percentile rank on national norms were 
treated as equivalent. Because the he~viest utilization of results was expected 
to be for students considering vocatiohal training programs and tested late in 
the 11th grade, spring 11th-grade raw ~cores equivalent to the percentiles 
were used. Inasmuch as the norm tables do not provide one-to-one transformations, 
a set of third-degree regression equat.Aons was developed from the tables and 
used to predict equivalent 11th-grade raw scores from 8th, 9th, or lOth grade 
scores.4 The smallest multiple correl~tion coefficient given by the regression 
equations was .997. These predicted llth-grade scores were used in the analysis. 

Data analysis. A preliminary one~way analysis of variance indicated that 
each oAT test Individually showed statistically significant differences among 
training groups. The data· were then subjected to a serle~ of step-wise multiple 
discriminant analyses using BMD program 7M (Dixon, 1973). 

The objective of multiple discriminant analysis is to assign weights to test 
scores in such a way that the differences among groups on the weighted scores are 
maximized In comparison with the differences among cases (in this case, students) 
within groups. The primary products of the analysis are two sets of functions, 
which we may refer to as discriminant functions and classification functions. The 
discriminant functions define a set of dimensions on which differences among groups 
are maximized. The first dimension accounts for the largest amount of differences, 
and there are as many dimensions as var·iables but typically the last dimensions 
determined contribute very little to differentiation. The classification 
functions may be applied to an indlvid~al •s scores to determine which group the 
person is most similar to. Comparison:of actual group membership with group 
assignment according to the classification functions provides one indication 
of the effectiveness of the scores in differentiating groups. 

4 Dr. Donald Houge was responsible for developing and carrying out the score 
trans~ormation procedure. 

5 The assistance of Kin Lun in conducting many of the discriminant analyses 
is greatly appreciated. 



In each series the first anaJysis identified variabJes that did not 
contribute significantJy to the differentiation of groups muJtivariateJy and 
aJso identified cJusters of groups not significantJy different from each 
other. A second anaJysis produced the dimensions and coefficients describing 
the structure of group differences based on the reduced variabJe set and 
combined groups. 

ResuJts 
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Combined sexes. In a preJiminary discriminant anaJysis of aJJ groups, both 
maJe and female, it was found that the differences between maJe and femaJe groups, 
especiaJJy on MR and CSA, dominated the anaJysis. The first discriminant 
function, therefore, primariJy represented sex differences, but it couJd not be 
totaJJy ignored because the mechanicaJ component of it differentiated among 
maJe groups. Furthermore, there was no way of identifying variabJes whose 
apparentJy significant contribution to group differentiation was due entireJy to 
sex differences. For this reason further anaJyses were conducted separateJy for 
maJes and femaJes. 

First discriminant anaJysis--maJes. After four steps of the discriminant 
anaJysis for the 14 male groups the variabJes, in order of their seJection in the 
anaJysis, and their corresponding F-ratios were as foJJows: 

VR 
MR 
NA 
SR 
CSA 
AR 

4.91 
6.40 
3.21 
2.93 
J. 54 
1.4 J 

An F-ratio of J .73 or Jarger is significant at the .05 JeveJ. (The 1431 students 
and 14 groups provide 13 and 1413 degrees of freedom for eva J uat ion of the F-rat io 
after seJection of 4 variabJes.} ConsequentJy it was concJuded that AR and CSA 
do not contribute to the muJtivariate differentiation among these maJe AVTS 
training groups, and these variabJes were dropped from the next stage of anaJysis, 

An F-ratio of 2.32 represents differences between two groups significant 
at the .05 JeveJ. (Degrees of freedom equaJ 4 and 1414.} Figure J shows the 
pattern of non-significant differences among groups according to this criterion, which 
can be examined to identify cJusters of simiJar groups. OnJy one group, we1ding, 
is differenti~ted from aJJ others. Automotive and machinist are centra) to the 
configuration, being very simiJar to each other and to four other groups. Two 
pairs, e1ectrica1 and dieseJ mechanics and carpentry and agri-technoJogy, 
are simiJar to the auto-machinist pair but, with the exception of eJectricaJ and 
agri-technoJogy, not to each other. A cJoseJy reJated triad of printing, saJes, 
and cooking is ]inked to the primary cJuster through the agri-technoJogy simiJarity 
to the first two. FinaJJy, there is a chain of nonsignificant differences between 
printing and accounting, accounting and data processing, data processing and 
eJectronics, and eJectronics and drafting. 
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Figure 1. Pattern of non-significant multivariate differences among male AVTS 
training groups on four OAT scores. (F-ratios are shown between 
groups.) 
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The results indicate that, although the test scores are effective in 
differentiating the training groups, some combination of groups could be made to 
simplify norming and interpretation of scores. Because of the chaining 
pattern of similarities, however, the most appropriate clusters are not 
unequivocably clear. 

The following grouping appears to provide the minimum number of clusters 
without combining significantly different groups: 

Electronics, Drafting 
Accounting, Data processing 
Printing, Sales, Cooking 
Automotive, Machinist, Diesel mechanics, Electrical 

Although carpentry and agri-technology could form an additional cluster, they 
were left separate for the next analysis to determine whether one or both would 
attach to one of the other clusters. 

First discriminant analysis--females. After three steps of the discriminant 
analysis for the 7 female groups the three selected variables, in order of 
their selection, and the F-ratios of both selected and non-selected variables 
were as follows: 

NA 
VR 
SR 
CSA 
AR 
MR 

8,20 
7.50 
3.69 
2.05 
1.46 
1 .27 

An F-ratio of 2.10 or larger is required for significance at the .05 level with 
6 and 1159 degrees of freedom, which means that only three variables contribute 
significantly to the multivariate differentiation of groups. The pattern of 
relationships among the groups is shown in Figure 2. With an F-ratio of 2.61 
or larger required for signtficance at the .05 level' given 3 and 1159 degrees 
of freedom, only one cluster emerges: the accounting-data processing pair. 
Sales is not differentiated significantly from four groups, but these groups 
are all different from each other. This result is probably due to the failure 
of the small (N=16) sales group to define a distinctive region of the test 
space. Further analysis of the female groups was based on the following 
a 1 i gnment; 

Accounting, Data processing 
Secretarial 
Clerical 
Cosmetology, Sales 
Practical nursing 

Because the contribution of CSA approached significance, it was included in the 
next step. 
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Figure 2. Pattern of non-significant multivariate differences among female 
AVTS training groups on three OAT scores. (F-ratios are shown 
between groups.) 
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Final discriminant analysis--males. In the analysis of male program clusters, 
all four selected variables continue to contribute significantly to differentiation. 
Carpentry does not differ significantly from either agri-technology o~ the large 
mechanical-construction cluster. For further analysis and reporting carpentry 
was Included in the mechanical~onstructlon cluster because of the GATB results 
(below). Results of the analysis are summarized in Table 4. VR is the first 
variable selected and MR is next, indicating that these two tests are the 
most effective in differentiating the groups. The first discriminant function, 
which accounts for 63 percent of the variance among clusters, Is easily interpreted 
as a general ability dimension, with positive coefficients for all variables. 
Electronics-drafting at one end and welding at the other mark the dimension. The 
second function accounts for 30 percent of the dispersion among groups and 
differentially weights MR and the more ''scholastic" abilities, VR and NA. The 
mechanical-construction cluster marks one end of this dimension, and the 
accounting-data processing and printing-cooking-sales clusters mark the other end. 

Step 
Number 

1 
2 
3 
4 

Original 
Variable 

VR 
NA 
SR 
MR 

Group 

MECH, etc. 
CARP 
AGTEC 
S/P/C 
ELEC/DRAFT 
DP/ACCT 
WELD 

TABLE 4 

Summary of Discriminant Analysis of Seven Male AVTS 
Training Clusters on Four OAT Scores 

Variable F Value to 
Enter or Remove 

Number of 
Variables Included 

VR 25.18 1 
MR 16.28 2 
NA 7.34 3 
SR 5.27 4 

CQefficlents for D I scri ml nant Functions 

1 2 3 

,06 .06 .04 -. 11 
.05 .04 -. 12 ,07 
.03 -.02 ,08 .07 
.01 -. 15. -.07 -.06 

Functions Evaluated at Group Means 

-.08 -.21 -.04 -.04 
-.27 . -.07 -.02 ,10 
-. 1.8 . 17 -.13 . 04 
-.22 .48 .23 -,04 

.61 -. 14 .12 .03 

.34 .45 -.19 -.oo 
-. 76 -.03 .04 .04 

Proportion of Total Dispersion 

.63 .30 .03 .01 
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The effectiveness of the classification functionf in assigning students to 
their actual clusters is shown in Table 5. As a classification tool the functions 
leave much to be desired despite the statistical significance of group differences. 
Only about 29 percent of the total number of students are correctly classified. 
The hit rate is highest for the two most extreme clusters on the first discriminant 
function and next highest for the two clusters highe3t ~n the second function. It 
is lowest for the agri-technology group, which was least clearly differentiated, 
and for the mechanical-construction cluster. The latter contains nearly one-half 
of the male students, has larger standard deviations than most of the other 
groups, and has mean scores not appreciably different from male AVTS·students 
in general. Although the center of this large cluster is located In a significantly 
different part of the test space than the centers of the other groups, many of 
the mechanical students are closer to the center of one of the other groups 
than to their own. The converse is not true--students in the smaller groups are 
not frequently assigned to the largest cluster. The mechanical-construction 
pattern of scores might be viewed as typical for male AVTS students. Departures 
from it would be interpreted in terms of their significance for consideration 
of alternative programs to the most common ones. 

TABLE 5 

Percentages of Male Students in AVTS Training Program Clusters Assigned 
to Each Cluster by OAT Classification Functions 

C 1 uster to Which Assigned 
Cluster N A 8 c o E F 

A Mechanical/construction 653 19 4 14 24 15 24 
B AGTEC 75 21 4 16 16 19 24 
C SALES/PRINT/COOK 145 8 3 28 20 16 25 
D ELECT/DRAFT 256 14 2 9 49 17 9 
E DP/ACCT 174 14 2 16 20 37 10 
F WELD 128 15 3 18 8 9 48 

Final discriminant analysis--females. Table 6 gives a summary of the 
discriminant analysis of five female training clusters with four OAT variables. 
The contributions of all four variables to the differentiation of female groups 
are significant at the .05 level. However, the clerical group is not significantly 
different from the cosmetology-sales cluster in this analysis (F = 2.18, 
d.f. = 4, 1160). As with the male groups the first two discriminant functions 
account for about 94 percent of the dispersion of the clusters; but for the female 
clusters much more (78 percent) Is due to the first function, which again appears 
to represent general ability, with all tests weighted positively. The 
accounting-data processing cluster is high and the clerical group low on this 
dimension. The second dimension is a verbal versus quantitative one,,and Jt 
locates the secretarial group at one end and the accounting-data processing 
cluster at the other. In contrast with the male groups, the female groups 
are most effectively differentiated by NA rather than by VR. 



Step 

TABLE 6 

Summary of Discriminant Analysis of Five Female 
AVTS Training Clusters on Four OAT Scores 

Variable F Value to 
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Number of 
Number Enter or Remove Variables Included 

I NA 28.86 I 
2 VR 12.02 2 
3 SR 5.30 3 
4 CSA 2.93 4 

Coefficients for Discriminant Function 

Original 2 3 4 
Variable 

VR .06 -.I 0 .08 -.04 
NA .09 .06 -. 14 -.05 
SR .OJ .07 .05 .05 
CSA . OJ -.04 -.02 .07 

Functions Evaluated at Group Means 

Group 

NURS . 31 -.10 .23 .OJ 
DP/ACCT .42 . 36 -.03 .00 
SECR ,20 -. 15 -.09 .oo 
CLER -.51 .05 -.00 . 01 
COSM -.21 -.00 .06 -.04 

Proportion of Total Dispersion 

.78 . 16 .06 .001 

The classification functions correctly assign 40 percent of the female 
students. As Table 7 shows, the clerical and accounting-data processing 
clusters, which are the most extreme on the first discriminant function, are 
most accurately assigned. The secretarial group is the most diffuse, about 
one-fourth of Its members being assigned to each of the four groups. 

Cluster 

G NURS 
H DP/ACCT 
I SECR 
J CLER/COSM 

TABLE 7 

Percentages of Female Students in AVTS Training Clusters 
Assigned to Each Cluster by OAT Classification Functions 

Cluster to Which Assigned 
N G A I J 

146 32 28 18 22 
165 16 47 13 24 
404 22 26 25 27 
453 15 16 16 53 
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GATB discriminant analysis--males, A preliminary analysis of GATB scores 
for the males indicated that four of the seven scores--verbal, numerical, spatial, 
and motor coordination--contributed significantly to the multivariate differ
entiation of groups. The accounting-data processing and printing-cooking-sales 
clusters appeared as in the DAT analysis, but drafting and electronics were 
significantly different from each 'Other. A mechanical cluster, including 
machinist, diesel mechanics, and carpentry but excluding the electrical and 
automotive groups, appeared. In a second analysis using the four significant 
variables and the reduced set of clusters all four variables continued to 
contribute significantly to the analysis, ·a.nd group sep·aration··w~_s maintained, 
except that agri-technology was not significantly different from the 
printing-cooking-sales group. With eight groups instead of six the GATB 
classification functions assigned only 23 percent of the students to their 
own groups. 

The GATB analysis is summarized in Table 8. The first discriminant function, 
like that for the DAT, clearly represents general ability and is marked by the 
electronics group at one end and welding at the other:. The second function 
weights spatial and numerical aptitude oppositely and positions drafting at one 
extreme and accounting-data processing at the other. The training clusters are 
plotted on a pair of coordinate axes representing both the first two OAT 
functions and the first two GATB functions in Figure 3. Despite the slightly 
different clustering of groups and the fact that the second DAT dimension is 
dominated by a measure (MR) not represented In the GATB, the configurations are 
remarkably similar. The largest difference is In the GATB separation of 
drafting from electronics on both dimensions. The first two canonical 
correlations are virtually identical for the two sets of variables, but the 
third GATB discriminant function, which contrasts verbal and numerical 
aptitude, accounts for more variance than does the third DAT function, 

~ATB discriminant analysis--females. The Initial analysis of GATB scores 
for the female training groups produced the same data processing-accounting 
cluster as the OAT analysis and the same lack of clear location of the small 
sales group. However, five of the GATB tests contributed significantly to 
multivariate differentiation of the groups. Only G and Q were dropped from 
further analysis. The final analysis maintained in the significance of all 
five scores and, 1 ike the DAT analysis, resulted in the clustering of the 
clerical and cosmetology-sales groups. The analysis is summarized in Table 9, 
and plots of training cluster locations on pair of coordinate axes representing 
the first two discriminant functions from both the OAT and GATB analyses are 
shown in Figure 4. Despite the fact that the female clusters are the same in 
the two analyses whereas the male clusters were different, the resulting con
figurations do not appear to be as similar for females as for males. The primary 
difference is that the practical nursing group Is placed near the extreme of both 
the first two DAT dimensions but is much more centrally located in the GATB 
analysis. The inclusion of P and K thus alters the outcome somewhat even though 
the Interpretation of the first two dimensions is much the same. The differences 
show up in the classification functions as well. Although the overall 43 
percent correct assignment to groups by the GATB functions is similar to the 
40 percent for the DAT functions, the GATB functions more accurately classify 
the practical nursing group. 



Step 
Number 

1 
2 
3 
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Variable 

v 
N 
s 
K 

Group 

ELECT 
POWER 
AUTO 
DRAFT 
MECH 
WELD 
S/P/C 
AGTEC 
DP/ACCT 

TABLE 8 

Summary of Discriminant Analysis of Nine Male AVTS 
Training Clusters on Four GATB Scores 

Variable F Value to Number of 
Enter or Remove Varl ab 1es Included 

N 23.47 1 
s 14.55 2 
v 8.93 3 
K 3.37 4 

Coefficients for Discriminant Functions 

2 3 4 

.45 -.09 .76 .sa 
• 52 • 31 -.58 -. 10 
. 10 -.sa -.07 -.20 
.02 • 12 • 32 -.53 

Functions Evaluated at Group He•ns 

.67 -.23 .29 • 14 

.02 .01 -.01 -.22 
-.26 -.17 • 10 -.04 

.37 -.48 -.03 -. 10 
-.13 -.13 -.27 .09 
-.73 • 14 .03 -.04 
-. 16 .34 .30 .05 
-.06 • 31 -.10 • 15 

.57 .49 -.14 -.07 

Proportion of Total Dispersion 

.55 .29 • 12 .03 

15 
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Step 
Number 

I 
2 
3 
4 
5 

Original 
Variable 

v 
N 
s 
p 
K 

Group 

NURS 
DP/ACCT 
SECR 
CLER 
COSM 

TABLE 9 

Summary of Discriminant Analysis of Five Female 
AVTS Training Clusters on Five GATB Scales 

Variable F Value to 
Enter or Remove 

v 32.31 
N 14.49 
p 6.99 
K 7.41 
s 4.53 

Coefficients for Di~crlminani Functions 

2 3 

-.60 .50 .40 
-.41 -.56 -.39 
-.04 -.38 .22 

. 17 .14 .43 
-.20 .25 -. 17 

Functions Eva 1 ua ted at Group Means 

-.13 -.02 .43 
-.27 -.44 -.09 
-.39 .16 -.08 

.49 .02 -.10 

.48 .02 . 13 

Proportion of Total Dispersion 

.69 . 16 • 13 

17 

Number of 
Variables Included 

I 
2 
3 
4 
5 

4 

.33 
-.36 

.37 
-.49 
-.02 

• 06 
-.01 
-.01 

.05 
-. 18 

.02 
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Interpreting and Applying the Findings 

Differentiation of groups. Results of the analyses clearly indicate that 
membership in post-secondary vocational training program groups is significantly 
related to OAT scores obtained as early as the 8th - lOth grades. The relation
ships are very much the same as those found by Project Mini-Score for GATB 
scores obtained at the time of application for vocational training, despite 
the differences between the test batteries and the substantial interval between 
administrations. Not all the training groups are significantly different from 
each other, and the results provide a basis for combining groups into a smaller 
number of clusters and thus simplifying both the analyses and the interpretation 
of the results as applied to the understanding of test scores for individual 
students. 

Furthermore, it was found that, although each test score individually 
differentiated training groups significantly, not all test scores contributed 
incrementally to the multivariate discrimination among groups. It should not 
be inferred from this result that the non-contributing tests lack guidance 
value for this population. Apart from the limited representation of programs 
(see below) It is possible that tests that do not discriminate among programs 
would effectively predict performance within groups if suitable criteria were 
available. For example, one might reasonably hypothesize that AR scores would 
be related to ability of electronic technicians to troubleshoot electronic 
malfunctions even though AR scores do not help to differentiate the electronics 
group, or any other. 

Despite the statistical significance of group differences their practical 
significance is limited, as indicated by the relatively ineffective classification 
functions produced in the analyses. More useful differentiation might have 
been achieved if the number of cases had been large enough to permit the 
inclusion of some of the less popular training groups, which might be expected to 
show more distinctive patterns of abilities. Most Important for test 
Interpretation, however, is the fact that many of the most popular programs 
among boys--those in the mechanical and construction fields--not only ~re not 
very different from each other but also are fairly heterogeneous in the abilities 
of the students in them. This means that without further validity data the 
aptitude tests are not very useful for counseling students into or out of this 
large cluster. With respect to the other groups--those at the extremes of the 
dimensions--the tests appear more useful. Although a student might reasonably 
consider programs in either the mechanical-construction cluster or one of the 
others without the student•s test scores being of much significance in the 
decision, the scores are likely to suggest that electronics and welding, for 
example, are not equally appropriate choices. 

Sex differences. The large sex differences on two tests, MR and CSA, combined 
with tne almost completely single-sex composition of most of the training groups 
creates problems In reporting norms that are both fair and useful. The problem 
Is illustrated by the accounting-data processing cluster, the only one containing 
substantial numbers of both males and females. A single set of norms for this 
group would be desirable, and a single set based on both males and females would 
be reasonable for VR, NA, AR, and SR. Single norms for MR and CSA, however, would 
misrepresent both males and females. These scores should not just be dropped from 
the accoutning-data processing norms because for males MR is important In distinguisl 
this group from other programs. The best solution appears to be continue the 
publishers• practice of providing separate-sex norms. 
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Training program norms. Stanine norms for 10 clusters of vocational training 
programs are given in Table 10. Raw scores in the tables are for OAT tests given 
in the spring of the 11th grade. The norm tables are labeled by the names of 
some all of the training program groups composing them. The actual titles • 
of the programs included in the clusters are given in Table 11. Program titles 
vary among institutions and also change over time in the same institution, so 
many of the specific programs represented in the norms may not be currently 
available. In using the norms, however, it Is important to understand the 
composition of the groups they represent. 

Only for the accounting-data processing cluster are norms available for 
both males and females. If a norm group is composed entirely of one sex, this 
does not mean that the norms cannot be used with someone of the opposite sex, 
but it does mean that the sex differences in scores must be kept in mind. 
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TABLE 10 

Differential Aptitude Test Stanine Norms 
for Minnesota Vocational-Technical Training Groups 

Group Stanlne Raw Score1 
VR NA AR SR MR" csA 

9 42-50 35-40 45-50 54-60 63-68 59-100 
8 38-41 33-34 43-44 50-53 60-62 54-58 
7 34-37 30-32 41-42 44-49 57-59 50-53 
6 31-33 27-29 40 40-43 55-56 47-49 

Mechanics 5 27-30 24-26 38-39 34-39 52-54 43-46 
4 23-26 20-23 34-37 30-33 49-51 39-42 
3 19-22 16-19 29-33 25-29 45-48 35-38 
2 14-18 "-15 23-28 21-24 41-44 30-34 
1 0-13 0-10 0-22 0-20 0-40 0-29 

Mean 27.54 23.49 36.35 36.00 51.98 43.47 
S.D. 7.92 7.00 6.04 9.49 6.30 8.78 

9 39-50 33-40 45-50 51-60 61-68 58-100 
8 35-38 29-32 42-44 44-50 58-60 53-57 

2 7 31-34 26-28 40-41 38-43 55-57 48-52 
6 26-30 23-25 37-39 34-37 52-54 43-47 

Welding 5 21-25 19-22 32-36 29-33 49-51 39-42 
4 17-20 16-18 27-31 24-28 45-48 35-38 
3 14-16 12-15 23-26 21-23 41-44 28-34 
2 10-13 10-11 20-22 19-20 37-40 21-27 
1 0- 9 0- 9 0-19 0-18 0-36 0-20 

Mean 23.10 20.00 32.33 31.36 48.81 40.32 
S.D. 8.67 6.90 7.83 9.37 7.05 1 o. 16 

9 46-50 37-40 46-50 57-60 64-68 58-100 
8 43-45 35-36 44-45 54-56 60-63 56-57 

3 7 39-42 33-34 43 49-53 59 52-55 
6 36-38 31-32 42 46-48 56-58 48-51 

Electronics, 5 32-35 27-30 40-41 40-45 53-55 44-47 
Drafting 4 28-31 22-26 38-39 35-39 52 40-43 

3 23-27 18-21 36-37 31-34 49-51 37-39 
2 19-22 15-17 30-35 26-30 44-48 33-36 
1 0-18 0-14 0-29 0-25 o-43 0-32 

Mean 32.44 26.47 39.07 41 .49 53.69 44.91 
S.D. 7.61 6.58 4.72 9. 17 5.86 8.28 

' 
9 44-50 35-40 45-50 51-60 60-68 58-100 
8 40-43 32-34 43-44 46-5o 56-59 54-57 

4 7 35-39 29-31 41-42 42-45 53-55 49-53 
6 31-34 25-28 39-40 38-41 51-52 44-48 

Printing, 5 27-30 22-24 36-38 32-37 48-50 41-43 
Cooking, 4 22-26 18-21 32-35 27-31 45-47 38-40 
Sales 3 18-21 14-17 26-31 23-26 40-44 35-37 

2 15-17 10-13 21-25 20-22 36-39 25-34 
1 0-14 0- 9 0-20 0-19 0-35 0-24 

Mean 28.01 22.46 35.01 34.01 48.03 41.90 
S.D. 8.43 7.05 6.74 9.61 6.63 9.82 

Norms are for 11th-grade sprinQ testina. 
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TABLE 10 CONTINUED 

Group Stanine Raw Score 1 

VR NA AR sR MR CSA 

9 40-50 36-40 46-50 52-60 60-68 61-100 
8 37-39 33-35 43-45 48-51 57-59 56-60 

5 7 33-36 30-32 41-42 43-47 55-56 52-55 
6 30-32 27-29 38-40 38-42 53-54 49-51 

Ag-Tech 5 27-29 24-26 36-37 33-37 50-52 46-48 
4 24-26 21-23 33-35 28-32 47-49 41-45 
3 20-23 17-20 28-32 24-27 44-46 36-40 
2 18-19 13-16 21-27 19-23 39-43 30-35 
1 0-17 0-12 0-20 0-18 0-38 0-29 

Mean 27.15 24.08 35.30 34.25 49.89 45.39 
S.D. 6.61 6.49 6.25 9.55 5.89 9.54 

9 45-50 38-40 46-50 54-60 60-68 61-100 
8 42-44 36-37 44-45 49-53 57-59 56-60 

6 7 38-41 33-35 43 44-48 55-56 52-55 
6 35-37 31-32 41-42 40-43 53-5·4 48-51 

Accounting 5 31-34 28-30 39-40 35-39 50-52 45-47 
Data 4 27-30 24-27 37-38 30-34 47-49 42-44 

Processing (M) 3 23-26 20-23 34-36 25-29 44-46 38-41 
2 18-22 15-19 29-33 21-24 39-43 33-37 
1 0-17 0-14 0-28 0-20 0-38 0-32 

Mean 31 .25 27. 16 38.43 35.83 50.25 45.69 
S.D. 7.89 6.30 4.71 9.21 6. 12 7.55 

9 44-50 36-40 49-50 58-60 55-68 56-100 
8 41-43 33-35 46-48 52-57 52-54 47-55 

7 7 39-40 31-32 44-45 47-51 48-51 4o-46 
6 35-38 28-30 42-43 40-46 45-47 36-39 

Accounting 5 31-34 25-27 40-41 33-39 41-44 30-35 
Data 4 26-30 23-24 36-39 27-32 38-40 27-29 

Processing (F) 3 21-25 19-22 32-35 23-26 35-37 22-26 
2 16-20 16-18 28-31 20-22 30-34 19-21 
1 0-15 0-15 0-27 0-19 0-29 0-18 

Mean 31.04 25.62 38.58 36.08 41.70 52.92 
S.D. 8.03 s.B3 5.84 11 . sa 7.01 10.67 

9 44-50 34-40 46-50 51-60 52-68 77-100 
8 41-43 32-33 44-45 44-50 49-51 69-76 

8 7 38-40 29-31 43 39-43 46-48 63-68 
6 34-37 27-28 41-42 35-38 43-45 58-62 

Secretarial 5 31-33 24-26 39-40 30-34 41-42 53-57 
4 26-30 21-23 35-38 24-29 37-40 48-52 
3 22-25 18-20 32-34 20-23 33-36 43-47 
2 17-21 13-17 27-31 17-19 39-32 37-42 
1 0-16 o-12 0-26 0-16 0-28 0-36 

Mean 30.73 23.96 37.42 31. 17 40.49 54.83 
S.D. 7.53 5.96 5.75 9.74 6.50 11. 16 

Norms are for 11th-grade spring testing. 
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TABLE 10 CONTINUED 

Group Stanine Raw Score 1 
VR NA AR SR MR CSA 

9 41-50 31-40 45-50 51-60 53-68 73-100 
8 37-40 28-30 43-44 44-50 48-52 65-72 

9 7 34-36 26-27 42 37-43 45-47 60-64 
6 30-33 24-25 39-41 32-36 42-44 55-59 

C Jer l ca I, 5 25-29 22-23 36-38 27-31 39-41 50-54 
Cosmetology 4 21-27 18-21 32-35 23-26 35-38 45-49 

3 17-20 14-17 27-31 19-22 31-34 39-44 
2 14-16 11-13 20-26 15-18 28-30 32-38 
I 0-13 0-10 0-19 0-14 0-27 0-31 

Mean 26.53 20.73 34.88 29.25 38.88 51. 19 
S.D. 7.99 5. 72 6.92 10.24 6. 76 II. 77 

9 44-50 35-40 47-50 51-60 53-68 72-100 
8 41-43 32-34 45-46 47-50 50-52 66-71 

10 7 38-40 29-31 43-44 42-46 48-49 62-65 
6 35-37 26-28 41-42 37-41 45-47 58-61 

Practical 5 32-34 24-25 39-40 32-36 42-44 54-57 
Nursing 4 29-31 21-23 36-38 28-31 38-41 49-53 

3 26-28 17-20 32-35 24-27 35-37 43-48 
2 21-25 14-16 26-31 20-23 30-34 36-42 
I 0-20 0-13 0-25 0-19 0-29 0-35 

Mean 32.25 23.83 37.98 34.03 41 .64 53.87 
S.D. 6.30 5.95 5.78 9.35 6.40 10.60 

Norms are for lith-grade spring testing. 
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TABLE 11 

AVTS Training Programs Included In OAT Vocational Training Norm Groups 

1. Mechanics/Construction 

Auto mechanics 
Auto body repair 
Automobile management 
Automobile technician 
Diesel mechanics 
Diesel mechanic technician 
Truck and diesel mechanics 
Fram equipment mechanics 
Farm mechanics 
Electrical 
Electrical, construction 
Electrical maintenance 
Electrical technology 
Lineman electrician 
Power plant operation 
Building construction 
Carpentry 
Machine operator 
Machinist 
Production machinist 

4. Printing/Cooking/Sales 

Graphic arts 
Graphic arts: letterpress 
Graphic arts: photolithography and 

off-set prtnting 
Off-set printing 
Institutional cook 
Hotel and restaurant cooking 
Bakery procedures 
Sales management 
Sales and marketing 
Sales 

5. Agrt-Technology 

Agri-chemical and fertilizers sales and 
service 

Agriculteral technicians (animal science) 
Agricultural technician (plant science) 
Agricultural sales technician 

6 & 7. Accounting/Data Processing 
2. Welding 

3. Electronics/Drafting 

Electronics 
Communications electronics 
Computer maintenance electronics 
Industrial and home entertainment 

electronics 
Industrial technical electronics 
Radio and TV electronics 
Communications electronics 

technician 
Industrial electronics 

technician 
Electronics technician 
Electronics technology 
Engineering drafting 
Industrial drafting 
Industrial drafting technology 
Machine drafting 
Mechanical drafting 
Technical drafting 
Design drafting 
Drafting and design technology 
Architectural drafting 

Accounting 
Clerical training and data processing 
Clerical training and keypunch 
Tabulating machine operator 

8. Secretarial 

Educational secretary 
Hospital station secretary 
General secretarial 
Medical secretarial 
Stenographic 
Medical office assistant 
Medical office service 
Lega 1 secretary 

9. Clerical/Cosmetology 

Clerical record keeping 
General office clerk 
Clerk-typist 
Clerk-typist machine operator 
Cosmetology 

10. Practical Nursing 
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Abstract 

Three hundred and ninety~one students, 71% of a random 
sample of students at the Twin Cities Campus of the 
University of Minnesota completed a mailed questionnaire 
concerning their familiarity with campus disciplinary 
and evaluational procedures and their perceptions of 
fair sanct~ons for campus offenses. Key findings were: 
Sixty-two percent of the respondents had never heard 
of the University Conduct Code, while another 29% had 
heard of it but were unfamiliar with it. Pluralities 
of respondents were willing to believe that University 
disciplinary procedures have humanitarian, rehabili
tative goals, afford substantial due process to accused 
offenders, and involve students in determining judicial 
policies. Most respondents tended to advocate mild 
sanctions, no stronger than probation, for first ins
tances of most offenses, with particular leniency shown 
toward "victimless" offenses. 
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STUDENT PERCEPTIONS OF DISCIPLINARY PROCEDURES 

AT THE UNIVERSITY OF MINNESOTA 

Ronald Matross and Deborah Seaburg 

Student Life Studies 

University of Minnesota 

As in society at large, judicial and disciplinary procedures in 

colleges and universities have had to fulfill disparate and frequently 

conflicting functions. In varying degrees, campus disciplinary pro

cedures have been expected to define misconduct, punish offenders, 

protect the rights of the accused, protect the rights of members of 

the university community, rehabilitate offenders, and sometimes fur

ther the education of students involved in adjudicating the cases of 

fellow students. That campus disciplinary procedures have often been 

controversial should not be surprising given the complexity and 

strength of the values they necessarily must embody. 

In recent years, students have sought and often attained an 

increasingly large voice in the discussion of collegiate discipline 

procedures. Particularly salient has been students' concern with due 

process and the civil liberties of the accused (Biggs and Williamson, 

1975). At a number of institutions students have sought to supplement 

or supplant traditional disciplinary counseling by administrative of

ficers with judicial hearings closely analogous to courtroom hearings. 

Because of the continuing national trend of increased student concern 

with collegiate judicial procedures, it was deemed important to 
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ascertain students' perceptions of disciplinary procedures at the 

University of Minnesota. 

The purpose of this study was to assess students' familiarity 

with and perceptions of: (1) the conduct code of the University of 

Minnesota, (2) goals and objectives of University disciplinary pro

cedures, (3) the degree to which present procedures provide student 

participation and due process, and (4) sanctions which ought to be 

applied for various types of misconduct. 

Method 

A questionnaire was constructed to assess student perceptions 

of current and ideal University disciplinary procedures, using Part I 

(15 items) of the Institutional Procedures in Colleges and Univer

sities Inventory (Seligman, 1969, 1971) and 34 tailor-made items. 

The Institutional Procedures in Colleges and Universities Inventory 

items consider the goals of disciplinary action (rehabilitation vs. 

punitive), student participation in formulating disciplinary rules, 

student participation in judicial proceedings, and procedural due 

process for accused campus offenders. Five tailor-made items assessed 

student familiarity with the University's disciplinary procedures and 

29 items assessed students' opinions of what types of sanctions 

ideally should be applied at the University of Minnesota for first 

instances of various types of misconduct. 

Questionnaires were mailed in May 1974 to a random sample of 554 

students enrolled at the Twin Cities Campus of the University of 
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Minnesota. Follow-up letters were sent to non-respondents every 7 

days for 3 weeks after the initial mailing. After 3 follow-up letters, 

responses were received from 391 students, a return rate of 71%. 

Results 

Familiarity with Campus Disciplinary Procedures 

Table 1 presents respondents' reports of their knowledge of and 

involvement with aspects of campus discipline. Only 10% of the res

pondents reported that they were ~ven somewhat familiar with the 

University's Conduct Code, a document which outlines the University's 

definitions of misconduct and the procedures to be followed when an 

individual is accused of an offense. A majority of respondents (62%) 

had never heard of the Conduct Code, and an additional 29% had heard 

of the Conduct Code but were not familiar with it. About a fifth 

(19%) of the respondents reported that they personally knew of some

one who had been involved in disciplinary action at the University. 

Seven percent of the respondents reported that they had been on a 

University Committee concerned with matters of student conduct, and 

31% said they knew students who had served on such committees. 

Perceptions of Current Campus Disciplinary Procedures 

Table 2 presents responses to items from the Institutional Pro

cedures in Colleges and Universities Inventory. With respect to the 

goals and objectives of the University's discipline procedures, 64% 

felt that it was true or probably true that the purposes of student 

discipline procedures were clearly related to educational missions 

of the institution. Similarly more than 60% of the students 
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portrayed the University's administrators as probably genuinely con

cerned with student welfare (64%), and probably not convinced that 

the only way to control improper student behavior is through the use 

of punishment (67%). Although students did perceive the University's 

discipline programs as directed toward educational goals, respondents 

were not willing to believe that punishment did not still play a role. 

Fifty-eight percent felt that it was true or probably true that the 

function of those campus officials concerned with discipline is to 

see that rule-breakers are apprehended and punished. Less than a 

third (29%) felt that student rule-breakers were probably given a 

second chance, rather than being suspended or expelled. Sixteen per

cent reported that students probably did not get a second chance, 

while the remaining 35% did not know. 

Students' responses to the five items assessing perceptions of 

student participation in disciplinary affairs were congruent with the 

respondents' reports of their basic unfamiliarity with the University's 

disciplinary procedures. The most frequent response (31-50%) for 

each of the items was "Don't Know". On all five items those who did 

offer opinions were inclined to believe that students do have a role 

both in developing and executing judicial policies. Again, however, 

it should be emphasized that the salient trend was the reported lack 

of knowledge about student participation in matters connected with 

campus discipline. 

On the five items assessing students' perception of the degree 
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to which the University's disciplinary procedures afford due process 

to accused offenders, a majority of respondents judged that due pro

cess probably was provided. Sixty-three percent felt that it was 

either true or probably true that an accused student can be expected 

to have his case judged on its merits. Fifty-five percent felt that 

it was false or probably false that judicial bodies have no leeway 

in determining proper penalties. Sixty-five percent felt it was 

true or probably true that an accused student has the right to pre

sent witnesses on his behalf. Seventy-seven percent felt it was true 

or probably true that a student has the right to know both his accusers 

and the evidence against him. Finally, sixty-four percent felt that 

it was false or probably false that a student has no right to appeal 

his case once an initial decision has been reached. 

Student Perceptions of Ideal Sanctions 

Table 3 presents respondents' suggested sanctions for firs~ of

fense for a variety of types of misconduct. In regard to instances 

of deception and dissimulation respondents advocated relatively leni

ent sanctions. For all the specific offenses considered, the options 

of temporary suspension, permanent suspension and referral for pro• 

fessional counseling were endorsed by minorities. The options of no 

sanctions, warning, or probation were endorsed by 82% for the first 

offense of cheating on assignments or exams, 72% for providing false 

information to the Financial Aid office, 75% for forging a University 

identification card, and 58% for copying keys to University offices 

without permission. 
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In the area of violence and personal assault, majorities suggested 

no sanctions, warning or probation for four items: fighting with an

other student (74%); threatening to assault a student (67%); getting 

drunk and disrupting dormitory residents (91%); and threatening to 

assault a professor or administrator (62%). For two instances of ac

tual assault, respondents suggested more serious sanctions. For as

saulting a University professor or administrator, 36% advocated tem

porary suspension, and 21% permanent suspension. For throwing fire

crackers at students, 27% suggested temporary suspension and 11% per

manent suspension. 

Majorities of respondents advocated the three most lenient sanc

tions for each of the actions listed under the category of disruption. 

No sanctions, warning or probation were advocated by 89% for shouting 

obscenities in front of a University building; 82% for throwing a pie 

at an unpopular speaker; 95% for participating in a disruptive ·rally; 

93% for disrupting a class; 96% for illegally using a bullhorn; 59% 

for occupying a University building; and 77% for altering a computer

ized registration card. 

More severe sanctions were offered for first offenses listed 

under the category of thefts and vandalism. For stealing typewriters 

from University offices, 37% advocated temporary suspension, and 21% 

permanent suspension. For breaking into a University building for the 

fun of it, 34% suggested temporary suspension and 9% permanent suspen

sion. For blowing up a University building, 5% advocated temporary 
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suspension and 62% permanent suspension. For stealing from University 

students, 31% advocated temporary suspension and 18% permanent sus

pension. The three mildest sanction options were endorsed by majorities 

for the actions of writing graffiti on a bathroom wall (90%), breaking 

windows in a University building (55%), and shoplifting from a Uni

versity store (53%). 

Suggested penalities for the actions categorized as relating to 

personal habits and mores were relatively lenient in all cases. Ma• 

jorities endorsed the three most lenient categories for all five items 

in this category. No penalities, warning or probation were advocated 

by 90% for "streaking", by 73% for smoking marijuana in a dormitory, 

by 72% for having sexual intercourse in a cloakroom in a University 

building, 73% for attending class in the nude, and 98% for drinking 

liquor at a University sports event. 

For none of the items in any of the categories was the option 

of professional counseling chosen by more than 29% of the respondents. 

Counseling was most frequently chosen for the first offense of blow

ing up a building (29%), threatening to assault a professor (21%), 

attending class in the nude (19%), having intercourse in a cloakroom 

(19%), assaulting a University professor (18%), and throwing fire

crackers at students (16%). It should be noted, however, that the 

option of counseling was presented in opposition to judicial penal

ties. Respondents were not given the opportunity to suggest a com

bination of counseling and penalties. 
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The overriding finding of this study was students' lack of 

familiarity with the judicial procedures which might affect them. 

The majority of students surveyed had never heard of the University 

Conduct Code, nor had they known students or staff members who had 

had some contact with the disciplinary procedures. Most respondents 

were willing to believe that the University's disciplinary procedures 

had humanitarian, rehabilitative goals, and offered a large measure 

of due process to accused students. They were less certain about 

whether students had an active role in formulating and executing 

disciplinary policies. However, it is clear that the relatively 

positive view of the University's disciplinary procedures is an 

expression of naive belief not based on reliable information about 

procedures. 

The unfamiliarity of students with the campus disciplinary 

policy has several implications. For instance, it is unlikely 

that the present Conduct Code serves as a deterrent to student 

misconduct. One cannot very well be deterred by something with 

which one is unfamiliar. Also students accused of violating the 

Conduct Code could be handicapped by a lack of information. The 

uninformed accused offender could have very unrealistic expectations 

about the procedures he would encounter and thereby might be upset 

when his expectancies were not fulfilled. Perhaps most importantly, 

uninformed student opinion about disciplinary matters may be quite 

malleable. Should there be a major campus controversy about 
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disciplinary procedures, it is possible that a majority support 

could be gained for a position based on erroneous information. 

In a controversy over judicial procedures, one would not 

expect students to take a position which advocates harsh of restric

tive penalties. At least for first offenses, respondents endorsed 

rather mild sanctions. Only for severe actions such as blowing up 

a building or assaulting a professor were temporary or permanent 

suspensions advocated. For most items, and particularly those 

having to do with "victimless" actions, students felt that first 

offenders would not be given penalties stronger than probation. 

Although professional counseling was seldom chosen as an option, 

this finding cannot be taken as an indication that students do not 

endorse the concept of disciplinary counseling. Respondents were 

not given the option of advocating administrative penalties ~ 

counseling, a position which conceivably might be endorsed for·many 

of the actions considered. 
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Table 1 

Student Familiarity and Involvement 

With University Disciplinary Procedures 

Item a Response % 

Familiarity with Conduct Code 

Never heard of Conduct Code 62 

Heard of Conduct Code but not familiar with it 29 

Somewhat familiar with details of Conduct Code 7 

Fairly familiar with details of Conduct Code 2 

Quite familiar with details of Conduct Code 1 

% Yes % Nob 

Have you ever been on a committee with other 
students, and/or faculty-administrators, that 
discussed or dealt with matters of student 
conduct? 

Do you know students who have served on committees 
with other students, and/or faculty-administrators, 
that discussed or dealt with matters of student 
conduct? 

Do you personally know anyone who has been 
involved in disciplinary action at this institu
tion? 

~- 385 

7 93 

31 69 

19 81 
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Students' Perceptions of the Objectives of 

a 
And Student Participation in Disciplinary Procedures 

Items T 

Goals and Objectives of Disciplinary 
Procedures 

The function of those campus officials 
concerned with discipline is to see 
that students who break rules are ap-
prehended and punished. 

Students who get into serious trouble 
with campus officials are usually sus-
pended or expelled, as opposed to 
being given a second chance. 

The purposes of student discipline 
procedures here are clearly related 
to the institution's educational 
goals, i.e. development of mature 
and responsible behavior. 

Administrators here believe that the 
only way to control improper student 
behavior is through the use of 
punishment. 

Administrators here are genuinely in
terested in students' welfare, not 
just in the enforcement of rules and 

18 

3 

29 

2 

regulations. 23 

Continued on next page 

b Response Percentages 

PT ? PF F 

40 12 21 10 

13 35 16 13 

35 18 10 8 

9 23 44 23 

41 21 9 5 

bT • True; PT a Probably true; ? a Don't know; PF • Probably false; 

F • False. 



Table 2 Continued 

Student Perceptions 

14 

b Response Percentages 

Items T PT ? PF F 

Student Participation in Judicial 
Procedures 

Disciplinary policies are developed and 
reviewed by administration and faculty, 
generally without consultation with 
students. 5 

Students on this campus have a major 
responsibility in formulating the 
rules and regulations under which 
they are governed. 16 

Certain relatively minor kinds of 
disciplinary problems are handled 
solely by student judicial bodies. 10 

Students, as well as faculty and 
administration, are represented on the 
judicial bodies which rule on major 
disciplinary cases. 14 

Serious disciplinary matters are 
settled by administrative edict, 
without the participation of 
faculty or other students. 

Continued on next page 

5 

14 38 18 12 

28 31 18 7 

27 50 10 3 

39 39 8. 1 

18 45 27 6 

bT = True•, PT = Probably 'true•, ? Do 't k PF P b bl f 1 . • n now; = ro a y a s e ; 

F = False. 
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Items 

Procedural Due Process 

If a student is involved in a disci
pline problem here, he can expect his 
case to be judged on its own merits -
his personal circumstances will be 

T 

taken into account. 9 

If a student is found guilty of a 
particular offense, the judicial body 
has no leeway in deciding what to do -
the student must receive a predeter-
mined penalty. 2 

A student who is accused of violating 
campus rules and regulations has the 
right to present witnesses on his 
behalf. 21 

A student accused of violating campus 
rules and regulations has the right 
to know his accusors as well as the 
evidence against him. 32 

Once a students' case has been heard 
he has no right to appeal to a higher 
authority, e.g., the president of the 
institution or the governing board. 2 

384 
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a 
Response Percentages 

PT ? F 

54 29 6 2 

8 35 46 9 

44 30 5 1 

45 19 5 0 

6 27 41 23 

bT = True; PT = Probably true; ? = Don't know; PF = Probably false; 

F = False. 
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a 
Suggested Sanctions for First Offenses 

16 

b Sanctions 

Offenses N w p TS PS 

Deception and Dissimulation 

Cheating on assignments or exams 5 51 26 13 2 

Providing false information to 
the Financial Aid Office 4 32 36 16 4 

Forging University identifi-
cation card 3 38 34 20 3 

Copying keys to University offices 
without permission 3 17 38 30 12 

Violence and Personal Assault 

Fighting with another University 
student 26 44 14 4 2 

Assaulting University professor 
or administrator 1 9 15 36 21 

Throwing firecrackers at students 5 20 21 27 11 

Threatening to assault a student 11 37 19 11 3 

Getting drunk and disrupting 
residents in resident hall 15 61 15 5 1 

Threatening to assault professor 
or administrator 7 32 23 13 4 

Continued on next page 

~ ... 382 

PC 

3 

8 

2 

1 

10 

18 

16 

20 

3 

21 

b 
N = None; W "' Warning; P = Probation; TS = Temporary Suspension; 

PS • Permanent Suspension; PC a Professional Counseling 
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Table 3 Continued 

Sanctions b 

Offenses N w p TS PS PC 

Disruption 

Shouting obscenities in front of 
a University building 35 44 10 3 0 9 

Throwing a pie at an unpopular 
speaker 18 43 21 13 2 4 

Participating in a disruptive 
rally (protesting a University 
policy) 56 30 9 2 1 2 

Disrupting a class 13 67 13 3 1 4 

Using a bullhorn on the mall 
without permission 33 54 9 2 1 1 

Illegally occupying a University 
building 8 22 29 27 9 4 

Altering a computerized regis .. 
tration card 7 39 31 19 2 3 

Theft and Vandalism 

Stealing typewriters from Univer-
sity offices 1 3 27 37 21 11 

Breaking into University building 
for fun of it 2 17 30 34 9 9 

Continued on next page 

~- 382 

b 
N = None; W = Warning; P = Probation; TS • Temporary Suspension; 

PS • Permanent Suspension; PC • Professional Counseling 



Table 3 Continued 

Offenses N 

Blowing up a University building 1 

Writing graffiti on a bathroom 
wall 57 

Breaking windows on a University 
building 1 

Stealing from University students 1 

Shoplifting from a University 
store 

Personal Habits and Mores 

Running across campus nude 
(streaking) 

Smoking marijuana in dormitory 

Having sexual intercourse in a 
cloakroom in a University 
building 

Attending class in the nude 

Drinking liquor at a University 
sports event 

382 

2 

63 

37 

36 

31 

57 

w 

1 

33 

12 

5 

11 

27 

36 

25 

30 

34 
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b Sanctions 

p TS 

1 5 

6 1 

42 33 

31 31 

40 27 

5 3 

12 10 

11 4 

12 6 

7 1 

PS PC 

62 29 

1 2 

7 6 

18 14 

10 11 

0 2 

2 3 

5 19 

3 19 

1 1 

bN • None; W s Warning; P • Probation; TS • Temporary Suspension; 

PS • Permanent Suspension; PC • Professional Counseling 
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Abstract 

A mailed survey was conducted of Minnesota citizens' 
views of goals and priorities for the University of 
Minnesota, their satisfaction with various aspects 
of the University and their familiarity with it. 
Responses were received from 409 of the 620 randomly 
selected citizens of Minnesota who were contacted. 
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programs oriented toward career preparation. Least 
support was offered for the provision of social 
events for studeqts and athletic events for the 
public. Although large numbers of respondents felt 
inadequately informed to make judgments about the 
University, majorities of those who did answer re
ported being satisfied with the University system as 
a whole and University students and faculty. 
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CITIZENS 1 ATTITUDES TOWARD THE UNIVERSITY OF MINNESOTA 

Donald A. Biggs 

Student Life Studies 

Gordon Wm. Kingston 

Center for Educational Development 

Ronald P. Matross and Deborah J. Seaburg 

Student Life Studies 

Economic and social forces have made the desire for accounta

bility a dominant theme in the life of modern universities. Acting 

on behalf of the public, federal and state governments have carved out 

an increasingly larger and more direct role in the development of 

public higher education. While legislators and other government offi

cials directly control funding, the citizens whom they represent 

remain the constituency to which a state university must ultimately 

be accountable. Surprising, then, is the paucity of systematic sur

veys of citizens' opinions of the universities which are supported, 

in large measure, through their taxes. In reviewing the literature 

on the subject, Biggs and Barnhart (1972) concluded that 11 
••• no sub

stantial investigations of citizens' satisfaction with universities and 

colleges have been reported! 11 Although some proprietary surveys have 

been conducted since 1972 (e.g., for the University of Indiana, 1974), 

the systematic assessment of citizens' opinions on issues facing state 

universities has not been a routine part of the accountability process. 

Because of the time and effort involved in studies like this one, it 

is not recommended as a panacea; such surveys cannot substitute for 

sensitive day-to-day leadership on the part of university administrators 

and faculty. But the periodic sampling of citizen attitudes can pro

vide a useful barometer for institutional decision-making. Jne of the 

risks in not periodically assembling representative citizens' opinions 
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is that a few individuals holding unrepresentative opinions may have 

an undue influence on university policies simply by being highly 

vocal and assertive. 

The study reported in this paper is an extension of an initial 

survey of citizens' opinions of the University of Minnesota by Biggs 

and Barnhart (1972). They found that a sample of the residents of the 

Twin Cities metropolitan area expressed a high degree of satisfaction 

with several fundamental aspects of the University, including the 

students, faculty, and administration. The present study partially 

replicates the 1972 survey, but extends the sampling to include 

citizens from the entire state, and asks questions relevant to current 

University issues. ")ecause the University is currently examing its 

mission, a large portion of the survey items are directed toward the 

assessment of citizens' views of the goals and priorities which the 

University should espouse. Secondly, the survey addresses citizens' 

satisfaction with a number of aspects of the University, while a 

final set of items considers citizens' familiarity with the University. 

Method 

Sample 

The decision to employ a.mailed questionnaire was based on a 

desire to obtain information from a large number of citizens at a 

relatively low cost. An alternative method for assessing citizen 

satisfaction and their perceptions of the University would involve 

personal interviews with citizens. While the personal interview 

approach has the advantage of producing an initially higher response 

rate than the mailed questionnaire, it is considerably more expen

sive if interviews are conducted with a sample large enough to be 
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representative of the state's population. Thus, of available alter

natives, a mailed survey of a larger number of randomly selected 

citizens was judged to have the highest cost/benefit ratio. 

A stratified random sample of 722 Minnesota citizens was 

drawn to proportionately represent the population of the eleven 

development regions of the state. The number of individuals to be 

sampled from each region was determined according to the proportion 

of the total state population residing in the region. Within each 

region, the proportion of population in rural and urban (cities 

with population of 10,000 or more) areas was also determined. 

Towns to be sampled were then randomly selected to proportionately 

represent the urban/rural distribution within each region. Finally, 

individuals were selected at random from the telephone directories 

of these towns. The number selected is sufficiently large to 

generalize to the entire state population. 

Of the original sample, 620 were contacted, leaving 102 who 

were not contacted (87 insufficient addresses and 15 deceased). 

Of these 620 persons, 409 (66%) returned completed questionnaires. 

About fifteen percent (N=97) of those contacted refused to answer 

the questionnaire. The most frequently stated reason for refusal 

was lack of knowledge about the University. Table 1 shows the num

ber of non-contacts, refusals and responses for each development 

region. 

Comparisons with 1970 census figures indicate that those 
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citizens who returned the questionnaires may be unrepr~sentative 

of all state citizens as measured by socio-demographic characteristics. 

The persons returning the questionnaire include disproportionate 

numbers of males (60% vs. 49% census figure) professional occupation 

groups (27% vs. 16% census figure) and owners or managers of busi

nesses (11% vs. 9%' census figure). Farmers were represented to 

about the same degree as their frequency in the census but office 

workers (8% vs. 17% census figure), sales persons (3% vs. 7% census 

figure), skilled tradespersons (9% vs. 12% census figure), and 

laborers/factory workers (7% vs. 11% census figure) were all some

what underrepresented. Respondents also include a greater percen• 

tage of persons having a college degree or graduate work (30%) 

than the general population (10% census figure). Persons with less 

than a high school education were underrepresented at 16% vs. a 

census figure of 40%. It is reasonable to assume that the overrep- . 

resentation of persons with higher incomes and educational level 

is due to the greater familiarity of these persons with the Univer

sity, and, thus, a greater likelihood that these persons would 

return their questionnaires. 

Questionnaire 

Questionnaire items covered three major areas: (a) University 

mission, opinions about the priorities of university programs and 

activities, roles of various academic areasin society, and reasons 

for attending the U of M; (b) roles in University decision-making, 

opinions concerning student and faculty roles in decision-making; 
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and (c) evaluation of the University of Minnesota, tapping satis

faction with the U of M, and citizen evaluation and knowledge of 

teaching, activities and programs at the University. 

Mailing procedures began with a preletter requesting the 

citizens' participation on May 20, 1974. The questionnaire was 

mailed three days later. Non-respondents were sent five follow-

up letters, an average of one every ten days thereafter. Additional 

attempts to reach non-contacts and non-respondents through follow

up letters and/or telephone calls were made during February and 

March 1975. 

Results 

University Mission and Priorities 

Table 2 presents responses to a series of items which asked 

citizens to indicate how important various goals and activities 

should be for the University system. Strong endorsement was given 

to the goal of preparing students for useful careers (89% rating 

the item very important) and two programs related to this goal, 

providing four-year undergraduate programs (70% very important), 

and programs for professional and graduate degrees (82% very impor

tant). Somewhat less support was offered for other vocationally

oriented programs, with 61% considering special training for part

time adult students to be very important and only 34% considering 

two year instructional programs very important. 

Support for the concept of providing a liberal education was 
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indicated by the findings that 75% considered the goal of producing 

well-rounded students very important; 65% thought the goal of 

developing the moral character of students to be very important. 

However, the goal of making sure that the student appreciates the 

great ideas from the great minds of history was considered very 

important by only 23% of the respondents. 

Student support and public service activities received less 

endorsement than did direct instructional activities. While a 

majority of respondents considered the provision of vocational 

counseling (66%) and financial aid (56%) to be very important, only 

21% felt that recreational sports activities for students were very 

important, and only 14% considered the provision of extra-curricular 

social activities to be very important. Least support was given 

to the provision of athletic events for the public with only 13% 

very important ratings. 

Table 3 provides further information about citizens' percep

tions of the mission of the University. Four-fifths of the respon

dents agreed that the University should be primarily oriented 

toward career preparation, and that state citizens should be given 

admission priority. Somewhat less, but still substantial support 

was offered for the propositions that U of M instruction should 

focus primarily on the needs of young adults (48% agreeing or 

strongly agreeing) and that undergraduate students should pay the 

major part of their instructional costs (54% agreeing or strongly 

agreeing). 
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With regard to the role of individual campuses within the 

University system over 40% of the respondents felt that they were 

not sufficiently informed to evaluate the question of maintaining 

two-year instructional programs at the Waseca (42%) and Crookston 

(45%) campuses. Of those who did offer an opinion about these 

campuses, most agreed that they should be continued (50% agreed or 

strongly agreed for Waseca, 46% agreed or strongly agreed for 

Crookston). Citizens tended to support the concept of the Twin 

Cities campus providing a wide spectrum of instructional programs. 

Nearly threeRquarters (74%) agreed or strongly agreed that the 

Twin Cities campus should continue to provide freshman and sopho

more year instructional programs, while less than a third (30%) 

agreed or strongly agreed that the Twin Cities campus should focus 

primarily on graduate and professional education. 

Special studies programs received mixed support, with 48% 

agreeing or strongly agreeing that a Women's Studies program 

should be provided, but only 11% agreeing or strongly agreeing 

that minority studies programs should be given funding priority. 

The proposition that financial decisions should assume parity 

between research and teaching programs was supported by 

nearly half the respondents (48% agreeing or strongly agreeing) 

but over half (56%) of the respondents felt that the intercol

legiate athletic program should be self-supporting. 

Citizens' perceptions of the University's mission were again 
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considered in a third set of questions, presented in Table 4. 

Citizens were asked to rate the importance of a variety of reasons 

for attending the University. Strongest endorsement was given to 

learning useful skills (74% very important), learning to appreciate 

and work with others (73% very important), and learning rational 

and thoughtful attitudes toward problem solving (60% very important). 

Considerably less support was given to two traditional lib

eral arts goals of forming a personal philosophy of life (44% very 

important) and developing aesthetic appreciation (24%). However, 

citizens also offered little support for the two highly practical 

goals of increasing earning power (38% very important, 7% not im

portant) and gaining power, influence, and renown (6% very impor

tant, 48% not important). 

A final mission-oriented set of questions, displayed in 

Table 5, asked citizens to rate various fields of study according 

to their importance to improvement of "present day life" for most 

Minnesota citizens. The field receiving most support was the 

health sciences (considered very important by 82% of the citizens). 

The next most important fields to the respondents were agriculture" 

forestry-home economics (60% very important), technical fields 

(engineering, etc.) (59%), education (58%), and physical sciences 

(57%), each recording a very important ranking from about three

fifths of the respondents. Intermediate levels of importance were 

attached to law (49% very important), business administration 
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(45% very important), social sciences (39% very important), and 

biology (35% very important). The fields receiving the lowest per

centages of very important rating were the humanities (24% very im

portant) and the fine arts (22% very important). 

Student and Faculty Roles in Making Universitz Decisions 

Table 6 presents a series of items on which citizens rated the fre

quency with which the University of Minnesota students and faculty members 

should participate in allocating financial resources, establishing 

degree requirements, evaluating faculty for promotion and selecting 

University administrators, determining counseling and advising 

policies, and determining course content. In all areas except that 

of selecting University administrators, the majority of respondents 

felt that students should be involved at least sometimes, but in 

none of the areas did the majority feel that students should always 

or usually be involved in decision making. Strongest endorsement 

of routine student participation was given for determining policies 

of counseling and advising services (45% always or usually), deter

mining course content (37% always or usually), and establishing 

degree requirements (36% always or usually). 

In contrast to their opinions of students' role in decision 

making, the majority or respondents reported that the faculty should 

always or usually be involved in decision making in all the areas 

listed. Strongest support for a routine faculty role was offered 

in the areas of determining course content (89% always or usually) 
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and establishing degree requirements (86%), and determining counsel

ing and advising policies (72%). Least support was given for a 

faculty role in allocating financial resources (53% always or usu

ally), selecting University administrators (55% always or usually), 

and evaluating faculty for promotion (57% always or usually). 

Satisfaction with the University of Minnesota 

Items displayed in Table 7 asked citizens to rate how satis

fied they were with the University as a whole, as well as with 

each University campus and a number of aspects of the University's 

role. When asked to rate the University as a whole, over three• 

fift~ (63%) reported being satisfied or very satisfied; five per

cent reported being dissatisfied or very dissatisfied with the 

remaining 32% considering themselves neutral or not informed. 

Except when evaluating the Minneapolis campus, the majority of 

respondents felt inadequately informed to make judgments about the 

individual campuses in the University system. Over two-thirds of 

the respondents rated themselves as not informed with respect to 

the Duluth campus, over a half not informed about the St. Paul 

campus, and over three-quarters not informed about the Morris, 

Waseca, and Crookston campuses. When respondents did feel quali

fied to express an opinion, their responses were generally quite 

positive, with only 1 to 3% considering themselves dissatisfied or 

very dissatisfied with any of the campuses. 

Large numbers of respondents also considered themselves 
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inadequately informed to make judgments about several individual 

aspects of the University system. Over 40% felt they could 

not make informed judgments about the Regents' roles in University 

policy making, the role of the legislature in setting University 

policies, and the quality of University extension classes. In each 

of these areas, a plurality (28-46%) said that they were satisfied 

or very satisfied. Despite high numbers of individuals who felt 

uninformed (over 30%), a majority of respondents felt satisfied 

or very satisfied with two fundamental aspects of the University 

system, the quality of instruction programs (55%) and the quality 

of research activities (49%). In the eyes of the persons responding, 

faculty and students fared somewhat better than did administrators, 

Regents and legislators. Fifty-two percent of the respondents felt 

satisfied or very satisfied with the way the majority of University 

students conduct themselves (with 6% dissatisfied or very dissatis• 

fied), and 50% felt satisfied or very satisfied with the way the 

majority of U of M faculty conduct themselves. In contrast, 45% 

of the respondets reported satisfaction with the way the U of M 

is administered, 34% with the Regents' role in setting University 

policies and 28% with the legislators' role in setting University 

policies, with the legislature also receiving the greatest propor

tion of dissatisfied responses (11%). 

Additional information about the satisfaction of citizens with 

the University was obtained through a series of questions displayed 
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in Table 8. Citizens were asked to compare teaching at the Univer

sity of Minnesota with teaching at other institutions providing 

post-secondary education. The most salient finding from these items 

was that a majority of respondents (52-56%) felt inadequately in

formed to make such comparisons. Among those who did make the com

parisons, more individuals thought that teaching at the University 

compared more favorably with the institutions in question than 

thought it compared less favorably. When the University was com

pared to Minnesota private colleges, other Big Ten universities, 

and all universities and colleges in the nation, the most frequent 

response among those offering an opinion was that the University's 

teaching was about equal to the teaching at these institutions. 

Comparisons with Minnesota state colleges, community colleges, and 

area vocational-technical institutes indicated that those offering 

an opinion most frequently evaluated teaching at the University more 

or much more fav~rably than teaching at each of these institutions. 

Familiarity with the University 

Table 9 presents responses indicating the degree to which 

respondents felt acquainted with each of the University campuses. 

More than fo~r-fifths of the respondents felt that they were not 

at all acquainted with the Crookston, Waseca and Morris campuses, 

and almost three-quarters of the respondents replied that they 

were not at all familiar with the Duluth campus. Even for the 

Minneapolis and St. Paul campuses, the majority felt that they were 
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not at all or only slightly acquainted with the campuses. 

Further inferences about the acquaintance of respondents with 

the University can be made from Table 10 which represents the per

centages with which respondents and their family members have 

attended the University of Minnesota. Twenty-five percent of the 

respondents reported that they had personally attended some branch 

of the University with 9% reporting attendance by their spouse, 14% 

by children, 4% by a parent, and 17% by a brother or sister. 

Respondents were also asked to rate how important each of the 

campuses of the University was in determining their attitudes 

toward the University as a whole. In contrast to citizen reports 

that they were basically not acquainted with the Morris, Crookston, 

and Waseca campuses, Table 11 shows about half of the respondents 

rated these campuses as being very or moderately important to their 

judgments about the total University system. Nearly three-fifths 

of the respondents considered the Duluth campus to be very or 

moderately important in determining their overall opinions of the 

University system, while about three-quarters rated the St. Paul 

campus as very or moderately important. The Minneapolis campus 

received the highest importance ratings, with 81% considering it 

very or moderately important to their opinions. 

The importance of personal experiences, the mass media, and the 

opinions of friends and family to respondents' judgments about the 

quality of teaching at the University was considered by the items 
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listed in Table 12. A majority of respondents rated each of the 

listed factors as either moderately or very important. However, 

respondents' personal experiences appeared to be the most significant 

in forming their opinions aboutUniversity of Minnesota teaching. 

Over three-fifths of the respondents gave very important ratings to 

their personal experiences on the University of Minnesota campuses 

and to their contacts with University of Minnesota faculty and ad

ministration, while over half considered their experiences with 

University of Minnesota students to be very important. Next in 

importance to the personal experience factors were the opinion of 

the citizen's family (31% very important). Friends' opinions, local 

newspapers, and radio and television trailed, with each factor 

receiving a very important rating from less than 20% of the respon• 

dents. 

Discussion 

It is important to note that the present findings may or may 

not fully represent the views of all Minnesota citizens. The socio

demographic characteristics of the citizens who responded to the 

questionnaire may be unrepresentative of all state citizens. Those 

citizens who were surveyed tended to support a very broad mission 

for the University. Majorities of respondents gave very important 

or moderately important ratings to diverse functions of providing 

for two and four year undergraduate degrees, graduate degrees, 

student counseling and financial aid, basic and applied research, 
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adult education, public extension services, and recreational sports 

activities for students, and the varied goals of preparing students 

for useful careers, developing students' moral characters, and pro-

ducing well-rounded students. Similarly, with regard to individual 

University campuses and programs, the present diffusion of services 

received support, with majorities agreeing that the two year pro-

grams at waseca and Crookston should be continued, and that the 

Twin Cities campus should continue to provide instructional programs 

for freshmen and sophomores. 

Although the trend toward support for a broad and diverse 

University mission is most salient, differences in the perceived 

priorities for goals and programs within the broad mission can be 

discerned. Career-oriented, undergraduate, and professional instruc-

I 
tion programs received the highest priority in citizens' ratings. 

Less, but still substantial support was given to research activities, 

student support services, and other instructional programs. The 

lowest priority was assigned to the provision of social activities 

tor students and athletic events for the public. Both of these 
I 

functions received slightly important or not important ratings from 

a majority of respondents, with the largest number of not important 

ratings (21%) given to public athletic events. Further indication 

of the relatively low priority assigned to intercollegiate athletics 

was the finding that a majority (56%) felt that the University's 

intercollegiate athletic programs should be self-supporting. 
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In comparing the results of this study with the results of the 

Biggs and Barnhart (1972) study of urban citizens' satisfaction with 

the University, nearly 70% of both groups reported being satisfied 

or more than satisfied with the University as a whole. Additionally, 

in both studies majorities expressed satisfaction with the way most 

students conduct themselves, the way most faculty members conduct 

themselves, and the way the University is administered. 

Among the possible inferences from the present findings is 

that state citizens would be expected to resist wholesale changes 

in the philosophy and scope of the University. Citizens appear to 

prefer a diverse and multi-faceted system, serving many individuals 

in many ways. Should cutbacks and limitations be necessary, "prac

tical" degree programs oriented toward the furtherance of young 

people's careers would probably be in the strongest position, while 

intercollegiate athletics might be in the weakest positfon should 

its programs not be self-supporting. 

An additional trend in the opinions of the surveyed citizens 

may have important implications. Whenever citizens were asked to 

make judgments about aspects of the University as it currently 

exists, large numbers tended to respond that they were not well 

enough informed to make such judgments. This finding suggests that 

the University could do more to disseminate information about its 

goals, policies and programs. 
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Table 1 

Regional Response Percentages 

Region Total N Noncontact N Nonresponse N Response 

Not Adjusteda 
Heard Return 

Refusal From Return N Rate 

1 15 0 ~ 3 9 60 

2 6 2 1 1 2 50 

3 62 11 13 6 32 63 

4 36 4 5 10 17 53 

5 23 3 5 5 10 50 

6E 20 3 3 1 13 77 

6W 15 1 1 0 13 93 

7 47 5 5 12 25 60 

8 30 5 4 8 13 52 

9 42 3 7 4 28 72 

10 72 4 9 12 47 69 

11 354 61 41 52 200 68 

Totals 722 102 97 114 409 .66 

~ercent responses for original sample minus persons not contacted 
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Table 2 

Citizens' Ratings of the Importance of Goals and Activities 

For the University System 

a Response Percentage 

Goals and Activities N VI 

To prepare students for useful careers 402 89 

To provide instruction leading to gradu
ate and professional degrees (e.g. MA, 
Ph.D, Medical, Law, Dental) 393 82 

To produce a well-rounded student whose 
physical, social, moral and artistic 
abilities have been developed 396 75 

To provide undergraduate instruction 
leading to a four-year degree (Bachelor's 
degree) 396 70 

To provide vocational counseling to 
students 397 66 

To develop the moral character of students 396. 65 

To provide special training for part-time 
adult students through evening, exten-
sion and correspondence courses 401 61 

To conduct research which is immediately 
applicable to solving practical social 
and technical problems 39 7 56 

To provide financial assistance for 
students in financial need 399 56 

Continued on next page 

MI SI 

8 2 

13 4 

19 4 

24 4 

28 5 

20 10 

30 7 

33 8 

30 12 

a 
VI = Very Important; MI = Moderately Important; SL = Slightly 

Important; NI = Not Important 

NI 

1 

1 

2 

2 

1 

5 

2 

3 

2 



Table 2 Continued 

Goals and Activities (continued) 

To provide information to the public 
through extension services 

To conduct research which may not be 
immediately applicable but which may 
eventually extend man's knowledge 

To provide undergraduate instruction 
leading to less than a four-year degree 
(e.g. two-year'Associate degree) 

To make sure that a student appreciates 
the great ideas from the great minds of 
history 

To provide a program of recreational 
sports activities for students 

To sponsor professional performances in 
art, music, theater and dance for the 
public 

To provide a program of extra-curricular 
(out of classroom) social activities for 
students 

To sponsor student athletic events for 
the public 

N 

400 

398 

395 

398 

396 

397 

358 

396 
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a Response Percentage 

VI MI SI NI 

45 40 12 3 

37 43 16 4 

34 41 18 7 

23 44 26 7 

21 44 25 10 

19 39 29 13 

14 34 38 14 

13 35 31 21 

~I = Very Important; MI = Moderately Important; SI = Slightly 

Important; NI = Not Important 
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Table 3 

Citizens' Agreement with Statements about Activities 

Of the University of Minnesota 

a 
Response Percentages 

University of Minnesota Activities 

Citizens of the State of Minnesota 
should be given priority for admission 

N 

as U of M students 409 

Instructional programs at the U of M 
should be aimed primarily at prepar-
ing students for careers or vocations 409 

The U of M should maintain the 2-year 
instructional programs in Agriculture, 
Technology, and Business which are 

SA A 

44 35 

38 43 

N D 

9 7 

8 6 

offered at Waseca 402 26 24 6 1 

Inter-collegiate athletic programs 
at the U of M should be financially 
self-supporting 408 25 31 14 14 

The U of M should maintain the 2-year 
instructional programs in Agriculture, 
Technology, and Business which are 
offered at Crookston 404 22 24 7 1 

U of M Twin Cities Campus should 
continue to provide freshman and 
sophomore year instructional programs 405 

U of M instruction should focus pri
marily on the needs of young adults, 

19 55 7 4 

SD NI 

2 3 

1 4 

1 42 

3 13 

1 45 

1 14 

18-25 years of age 405 19 29 15 20 10 7 

Continued on next page 

4
sA = Strongly Agree; A = Agree; N = Neither Agree nor Disagree; 

D = Disagree; SD = Strongly Disagree; NI = Not Informed 



Table 3 Continued 

University of Minnesota Activities 
(continued) 

The major part of the instructional 
costs for the undergraduate programs 
at the U of M should be paid by the 
students 

In making financial decisions, the 
U of M should consider research pro
grams to be as important as teach
ing programs 

U of M should provide courses in 
Women's Studies which emphasize some 
of the contributions of women to 

N 

409 

408 

society 407 

In the future, the U of M Twin Cities 
Campus should be concerned primarily 
with providing graduate and profes-
sional education 407 

The U of M should admit all Minne
sota high school graduates who wish 
to attend the University regardless 
of their high school record or test 
scores 

U of M instructional programs in 
studies of minorities (e.g. Afro-Amer~ 
ican Studies, Chicano Studies, Amer
ican Indian Studies programs) should 
be given priority in funding 

409 
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a Response Percentages 

SA A N D SD NI 

16 38 18 14 5 9 

14 34 21 18 4 9 

11 37 35 7 3 7 

9 21 16 31 12 11 

8 15 12 41 20 4 

3 8 20 35 21 13 

a 
SA = Strongly Agree; A = Agree; N = Neither Agree nor Disagree; 

D = Disagree; SD = Strongly Disagree; NI = Not Informed 
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Table 4 

Citizens' Ratings of Importance of Reasons 

For Attending the University of Minnesota 

a Response Percentages 

Reasons for Attendance N VI MI SI NI 

To learn useful skills 397 

To learn to appreciate and work with 
people 397 

To learn rational and thoughtful atti-
tudes toward solving problems 393 

To form a personal philosophy of life 393 

To increase their earning power 396 

To learn to appreciate and make judg
ments about the creative and the 
beautiful 394 

To gain power, influence, and renown 393 

74 

73 

60 

44 

38 

24 

6 

21 4 

21 5 

31 6 

34 17 

41 14 

48 22 

14 32 

~I = Very Important; MI = Moderately Important; SI = Slightly 

Important; NI = Not Important 

1 

1 

3 

5 

7 

6 

48 
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Table 5 

Citizens' Ratings of Importance to Society of 

Academic Areas 

a Response Percentage 

Academic Areas N VI MI SI, NI 

Health Sciences (Medicine, Dentis-
try, Nursing) 408 82 14 2 0 

Agriculture, Forestry, and Home 
Economics 409 60 30 7 1 

Technical fields (Engineering, 
etc.) 406 59 28 9 1 

Education (Teacher training) 406 58 27 11 1 

Physical Sciences (Physics, Math, 
Chemistry) 407 57 30 10 1 

L~ ~9 ~ 35 11 2 

Business Administration 406 45 39 12 1 

Social Sciences (Sociology, 
Anthropology, Psychology) 400 39 36 17 2 

Biology 406 35 37 20 3 

Humanities (Languages, Litera-
ture, Philosophy) 405 24 39 28 4 

Fine Arts (Art, Music, Theater) 364 22 35 33 6 

~I = Very Important; MI = Moderately Important; SI = Somewhat 

Important; NI = Not at all Important; ni = Not Informed 

ni 

2 

2 

3 

3 

2 

3 

3 

6 

5 

5 

4 
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Citizens' Views of Desired Frequency of Student and Faculty 

Participation in University Decision-Making 

a Response Percentages 

Decision-Making Activities N A u So Se N 

Student Role 

Determining content of courses 392 14 23 37 16 10 

Establishing course requirements 
for degrees 391 14 22 31 18 15 

Determining policies in counsel-
ing and advising services 391 12 33 33 14 8 

Evaluating faculty for promotion 393 12 20 35 15 18 

Allocating the financial re-
sources of the University 392 11 13 40 18 18 

Selecting University adminis-
trators 390 8 12 26 24 30 

Faculty Role 

Determining content of courses 393 51 38 8 2 1 

Establishing course requirements 
for degrees 39 2 39 4 7 9 4 1 

Determining policies in counsel-
ing and advising services 392 30 42 22 3 3 

Continued on next page 

a 
A • Always; U - Usually; So = Sometimes; Se • Seldom; 

N • Never 
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Table 6 Continued 

Decision-Making Activities 
(continued) N 

Selecting University adminis- 391 
trators 

Evaluating faculty for promotion 391 

Allocating the financial re-
sources of the University 393 
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Response Percentages 
a 

A u So Se N 

25 30 24 11 10 

23 34 27 7 9 

19 34 30 8 9 

a U .. Usually; So • Sometimes; Seldom; A • Always; Se = 

• Never 
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Citizens' Satisfaction with Aspects 

of the University of Minnesota System 

and with the University of Minnesota Campuses 

a Response Percentages 
Aspects of the 
University of Minnesota N VS s N D VD ni 

University of Minnesota System 

The University of Minnesota 398 16 

How the majority of U of M 
student conduct themselves 398 10 

How the majority of U of M 
faculty conduct themselves 396 8 

How the U of M is administered 396 7 

The quality of University 
instructional programs 

The quality of University 
research activities and 
programs 

The Regents' role in setting 

397 10 

395 13 

U of M policies • 396 6 

The Legislature's role in 
setting U of M policies 

Continued on next page 

395 4 

47 13 

42 18 

42 15 

38 15 

45 10 

36 9 

28 13 

24 15 

4 1 19 

4 2 24 

2 1 32 

5 2 33 

3 0 32 

2 0 40 

6 1 46 

8 3 46 

a 
VS = Very Satisfied; S = Satisfied; N • Neither Satisfied nor 

Dissatisfied; D = Dissatisfied; VD • Very Dissatisfied; ni • Not 

Informed 
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Table 7 Continued 

Response Percentages a 

Aspects of the University 
of Minnesota (continued) N vs s N D VD ni 

The quality of the Universit 
Extension consultation ser-
vices 11 30 11 2 0 46 

The quality of University 
Extension classes 396 11 35 8 2 1 43 

University of Minnesota 
Campuses 

Morris 391 5 13 3 0 1 78 

Duluth 1394 6 20 5 0 0 69 

Minneapolis 1394 9 41 9 2 1 38 
I 

Waseca 393 4 15 5 1 0 75 

Crookston 394 4 12 4 1 0 79 

St. Paul 392 9 29 7 0 0 55 

~S = Very Satisfied; S = Satisfied; N • Neither Satisfied nor 

Dissatisfied; D • Dissatisfied; VD • Very Dissatisfied; ni • Not 

Informed 
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Table 8 

Citizens' Comparisons of University of Minnesota Teaching 

With Other Institutions of Post-Secondary Education 

Response Percentages 
a 

Institutions N MMF MF E LF MLF ni 

Minnesota Counnunity (Junior) 393 7 19 16 2 0 56 
colleges 

Minnesota State colleges 393 6 18 21 3 0 52 

Area Vocational-Technical 392 5 17 18 6 1 53 
institutes 

Private colleges in Minnesota 393 5 9 24 9 1 52 

All universities and colleges 393 3 12 26 3 1 55 
in the Nation 

Other Big Ten universities 392 3 11 26 3 1 56 

~ = Much More Favorably; MF - More Favorably; E == Equally; 

LF == Less Favorably; MLF. = Much Less Favorably; ni = Not Informed 



Table 9 

Citizens' Acquaintance with University 

U of M Campuses N 

Minneapolis 395 

St. Paul 392 

Morris 392 

Duluth 394 

Waseca 392 

Crookston 394 
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of Minnesota Campuses 

Response Percentages a 

VA MA SA NA 

7 32 30 31 

3 21 26 50 

3 7 9 81 

2 8 16 74 

2 4 14 80 

2 3 8 87 

a VA = Very Acquainted; MA • Moderately Acquainted; SA • Slightly 

Acquainted; NA • Not At All Acquainted 
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Percentage of Citizens' Families who Attended (%Attending) 

a 
The University of Minnesota 

Family Member Percent 

Respondent 24 

Brother(s) or Sister(s) 17 

Child(ren) 14 

Spouse 9 

Parent(s) 4 
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Table 11 

Citizens' Ratings of Importance 
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of Campuses 

In Determining their Overall Opinion 

About the University of Minnesota System 

Response Percentage a 

U of M Campuses N VI MI SI NI 

Minneapolis 368 54 27 11 8 

St. Paul 364 42 30 11 17 

Duluth 361 26 31 18 25 

Waseca 359 25 23 19 33 

Crookston 358 24 24 20 32 

Morris 356 23 27 18 32 

a 
VI = Very Important; MI • Moderately Important; SI = Slightly 

Important; NI = Not At All Important 
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Table 12 

Citizens' Ratings of Importance of Various Factors 

In Making Judgments about the Quality of Teaching 

At the University of Minnesota 

Factor Influencing Judgment 

Personal experiences with U of M 
faculty and administration 

Personal experiences on U of M 
campuses 

Personal experiences with U of M 
students 

Family's opinions 

Radio or TV programs and 
editorials 

Twin Cities newspaper articles 
and editorials 

Friends' opinions 

Local newspaper articles and 
editorials 

a Response Percentage 

N VI MI SI · NI 

387 62 21 8 9 

386 60 23 7 10 

390 55 29 12 4 

389 31 37 22 10 

391 19 44 28 9 

391 18 45 28 9 

389 18 36 32 • 14 

389 16 44 30 10 

a 
VI • Very Important; MI = Moderately Important; SI = Slightly 

Important; NI = Not At All Important 


