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Abstract 

This study examined the relationship between 
student causal attributions of student misconduct 
and (1) their endorsement crf various University 
disciplinary actions, and (2) their acceptance of 
student misconduct as being justified. Seventy-one 
percent (N=391) of a random sample of 554 students 
enrolled at the University of Minnesota completed 
the mailed questionnaire. Students tended to en
dorse more punitive disciplinary action for behav
iors which they viewed as caused more by trait 
than environmental factors. Also, those behaviors 
which were attributed to traits were less acceptable 
to students than those which were attributed to 
environmental causal factors. 
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This study examines student attributions of the causes of 

student misconduct and the relationships of these attributions to 

their endorsement of University disciplinary actions. We were also 

interested in ascertaining the relationship between causal attribu-

tions of these same instances of misconduct and acceptance of these 

behaviors as justified. 

In this research, we describe a causal a ttribution dimension of 

personal responsibility. At one end, the emphasis is on high personal 

responsibility for student misconduct, which is caused by traits or 

personal qualities. At the other end, the emphasis is on low personal 

responsibility for student misconduct, which is caused by environmen-

tal factors. 

Information about peer culture attributions of student misconduct 

and the relationship of these attributions to endorsement of disciplin-

ary actions should be helpful in counseling clients who have been 

involved in disciplinary situations. Counselors who work with such 

clients must deal with their clients' attributions of the causes of 

their behavior. One of the factors in the initial resistance of these 

clients to counseling may be their attribution of the causes of their 

behavior. If they see their behavior as induced by their environment 
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or circumstances, they are likely to resist counseling which attempts 

to convince them that they are personally responsible for their 

behavior. Although this study does not provide direct information 

about the causal attributions of these clients, the study does provide 

information about the peer culture context for student misconduct at 

a university. We asked two questions: (1) What is the relationship 

between peer culture causal attributions of student misconduct and 

their endorsement of University disciplinary actions toward the same 

behaviors? (2) What is the relationship between peer culture causal 

attributions of student misconduct and their level of acceptance of 

the same behaviors. 

Method 

Questionnaire 

Students indicated from a list of 29 instances of student miscon-

duct which of the following views accounts for most occurrences of such 

behavior. The four views are: 

Viewpoint A: Stable Choice 

Unconventional or improper social behavior of students 
reflect individual differences and should be considered 
on an individual basis. These behaviors probably stem 
from rather stable personality characteristics which 
cause students to consistently choose to behave in uncon
ventional and improper ways in a wide variety of circum
stances. For example, a student may be involved in many 
social protests because he is basically rebellious or 
non-conforming. 

Viewpoint B: Variable Choice 

Unconventional or improper social behavior of students 
reflects individual differences and should be consid
ered on an individual basis. These behaviors stem from 
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changeable feelings and attitudes which cause students 
to temporarily choose to behave in unconventional or 
improper ways. For example, a student might be involved in 
a violent protest over one social issue because of strong 
feelings about that issue. 

Viewpoint C: Historic Student Role 

In general, unconventional or improper social behavior 
of students probably reflects the role which society 
expects students to play. These behaviors do not reflect 
deliberate choices of students but are the acting out 
of a student role. For example, university students 
have always been expected to behave in unconventional 
or improper ways. 

Viewpoint D: Current Campus Environment 

In general, unconventional or improper social behavior 
of students probably reflects the current campus 
environment. These behaviors do not reflect deliberate 
choices but represent attempts at conforming to current 
campus norms. For example, university students tend to 
behave in unconventional ways when such behaviors are 
popular on campus. 

The four causal attributions range from Viewpoint A which empha-

sizes stable personal qualities or traits as causal factors, View-

point B which emphasizes variable trait causal factors, Viewpoint C 

which emphasizes stable environmental causal factors, and Viewpoint 

D which emphasizes variable environmental causal factors. We summed 

the responses to the 29 items, and the scores have adequate homogeniety 

(oc. = • 87) 

Next, we asked students to indicate which actions should be taken 

by a university when a student is first apprehended for committing any 

of the 29 instances of student misconduct. For each item, students 

indicated whether the university should: 

(1) Take no action; 



(2) Provide professional counseling; 

(3) Provide a warning; 

(4) Put student on probation; 

(5) Temporarily suspend the student; 

(6) Permanently suspend the student. 
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Students' scores on these six actions were weighted from 1 to 6, 

then summed and labeled Disciplinary Action Scale. The total score 

had adequate homogenity (~= .91). Finally, respondents indicated 

whether twelve instances of student misconduct were: (1) Always 

Justified; (2) Sometimes Justified; or (3) Never Justified. Their 

responses to those twelve items were weighted and summed. These 

scores labeled Acceptance Scale also had adequate homogeneity ~= .82). 

Sample 

In May 1974, questionnaires were mailed to a random sample of 

554 students enrolled at the University of Minnesota (Twin Cities). 

Seventy-one percent (N = 391) of the sample completed the question

naires. The mean age of the sample was twenty and 47% were females. 

The largest percentage (53%) were enrolled in the College of Liberal 

Arts. 

Analysis 

A Pearson product moment correlation was computed between students' 

mean Personal Responsibility Scores and their mean Disciplinary Action 

scores on 29 instances of student misconduct. We also used the Kruskal

Wallis one-way analysis of variance to compare the rank sums of Disci

plinary Action scores for the top 10% and the bottom 10% of the students 
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on the Personal Responsibility scale . . Finally, we computed a 

Pearson product moment correlation between students' mean Personal 

Responsibility scores for twelve instances of student misconduct and 

their mean Acceptance scores for those behaviors. 

Results 

Attribution and Punishment 

Table one shows the mean Personal Responsibility scores and the 

mean Disciplinary Action scores for 29 instances of student misconduct. 

A low numerical score on the Personal Responsibility Scale indicates 

a high level of personal responsibility. The Pearson correlation be

tween these two sets of means is (r = -.76). This substantial correla

tion suggests that the more students attribute the causes of student 

misconduct to trait causal factors, the more severe are the recommended 

disciplinary actions. 

Insert Table 1 

The five instances of misconduct having the lowest mean Personal 

Responsibility scores had to do with stealing, assault and destruction 

of property (See Table 1). Instances of these behaviors are attributed 

more to trait than environmental causal factors. 

The five instances of misconduct having the highest mean Personal 

Responsibility scores had to do with drinking liquor, smoking marijuana, 

writing graffitti , and running across campus or attending class nude. 

Instances of these behaviors are attributed more to environmental than 
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S tuJ~nl Misconduct - 6a 

r.,rsonnl 1\~•ronslbilit} und lnslirutioni!lllJ.sdplinnry An!onu 

1. Runninc across campus nude (streaking). 

2. Drinking liquor at a Univer s ity sports event. 

3. Attending clas s in the nude. 

4. Sn10king ntarijuana in a dormito ry . 

5. Writing graffiti on bilthroom wAlls. 

6. Getting drlmk and disrupting residents in a resid~nce 
hall. 

7. Throwing a pic at an unpopulor speaker. 

8. ParticipatinG in a disruptive rally protesting a 
University policy, 

9. Using a bullhorn on the University campus without 
p~rmission. 

10. Shouti ~og obsccnit ies in front of a llniversit)' bul !ding. 

11. Breaking into a University bui lding for the fun of it . 

12. Having sexual intercourse in a c loakroom in a Univ~rsity 
building. 

13. Illegally occupying a University bui lding. 

14, Cheating on ossignmcnts or exams . 

15. Disruptin g a class . 

16. Altering a computerized r egist ration card. 

17. Providing false information to the Financial Aid Office. 

18. Forging a University identification card, 

19. Throwing firecrackers at students. 

20, Fighting with another University student. 

21. Shoplifting from a University store. 

22. Breaking windows in a University building. 

23, Copying keys for University offices without permission. 

24, Threatening to assault a professor or admin istra tor. 

25. Blowing up a University building . 

26. Threatening to assault a student. 

27. Assaulting a University professor or administrator. 

28. St ealing typewriters from University offices. 

29. Stealing from Univer.sity •tudcnts, 

Ncnn l'c r toonotl 

ll<' :;pon :: lbi I Ltx Scon·s 

3.59 

2.88 

2.84 

2.82 

2.70 

2.54 

2.34 

2.28 

2.26 

2.2~ 

2.23 

2.07 

2.06 

1.94 

1.87 

1.85 

1.83 

1. 75 

1.74 

1.70 

1.65 

1.60 

1.53 

1.53 

1.52 

1.52 

1,49 

1,42 

1.39 

Mean 

llisc1 P~:~'2 Aeti on Scores 

1. 83 

1.95 

2.50 

2 . 62 

1.69 

2.07 

3.07 

1.98 

2.47 

2.36 

4.04 

2.38 

3.89 

3. 39 

2 -'•1 

3.55 

3.62 

3.69 

3.76 

2.57 

4.01 

4.17 

4.17 

3.15 

4.45 

3.01 

4.21 

4.47 

4.26 
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We compared the mean Disciplinary Action scores for the five 

instances of misconduct having the highest and lowest mean Personal 

Responsibility scores. The difference in the mean Disciplinary Action 

scores for these behaviors was highly significant (t = 33.24, p~.OOl). 

Those behaviors which are att r ibuted more to traits have higher mean 

punitive Disciplinary Action scores than do those behaviors attributed 

more to environmental causal factors. Tilton's (1937) measure of over

lap for the Disciplinary Action scores showed 33% overlap indicating 

noticeable separation for these two groups of behaviors. Most behaviors 

which are attributed to traits have more punitive Disciplinary Action 

scores than most behaviors attributed to environmental factors. 

We were interested in ascertaining if studentswhotend to 

attribute the causes of student misconduct to either traits or environ

ment causal factors differed in their endorsement of University 

disciplinary actions. The Kruskal-Wallis one-way analysis of variance 

of ranks showed no significant difference (X2 = .01; p~.91) in 

Disciplinary Action scores between student scoring in the top 10% (envi

ronmental) and bottom 10% (trait) on the Personal Responsibility scale. 

Attribution and Acceptance 

Next, we looked at the relationship between student attributions 

of personal responsibility for instances of student misconduct and 

their acceptance of these behaviors. Table 2 shows the mean Personal 

Responsibility attribution scores and the mean Acceptance scores for 
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twelve instances of student misconduct. The Pearson product moment 

correlation between these two sets of means is (r = -.76). The more 

th~ causes of instances of misconduct are attributed to trait causal 

factors, the less acceptable are these same behaviors. 

Insert Table 2 

We compared the mean acceptance scores for the three instances of 

misconduct having the highest and lowest mean Personal Responsibility 

scores. The difference in the mean Acceptence scores for those behav

iors was highly significant (t = 22.24; p~.OOl). Those behaviors 

which are attributed to traits are less acceptable than those which are 

attributed to environmental causal factors. Tilton's measure of over

lap for the mean Acceptance scores indicated a 53% overlap for the 

behaviors with highest and lowest Personal Responsibility scores. A 

large percentage of the behaviors attributed to traits are less acceptable 

than the behaviors which are attributed to envrionmental factors. 

Summary and Conclusion 

This research has examined the relationship between causal 

attributions of student misconduct and levels of recommended disci

plinary actions. We found that students tend to endorse more punitive 

disciplinary actions for behaviors which they view as caused more 

by trait than environmental factors. Previous research (see Jones, 

Kanouse, Kelley, Nisbet, Valins and Weiner, 1972) indicates that obser

vers attribute behavior to stable dispositions (i.e. traits) of an 

actor and that actors attribute the causes of their behavior to stimuli 

inherent in a situation. Thus, students seem to be more punitive toward 



Table 2 

Attribution of Personal Responsibility and 

Acceptance of Student Misconduct (N = 368) 

1. Running across campus nude (streaking). 

2. Smoking marijuana. 

3. Throwing a pie at an unpopular speaker. 

4. Participating in a disruptive rally protesting 
a University policy. 

5. Shouting obscenities in front of a University 
building. 

6. Breaking into a University building for the 
fun of it. 

7. Cheating on classroom examinations. 

8. Altering a computerized registration card. 

9. Providing false information to the Financial Aid 
Office. 

10. Shoplifting from a University store. 

11. Threatening to assault students. 

12. Assaulting a University professor. 

Mean Personal 

Responsibility Scores 

3.59 

2.82 

2.34 

2.27 

2.25 

2.23 

1.94 

1.85 

1.83 

1.65 

1.52 

1.49 

Mean 

Acceptance _Scores 

2.02 

2.03 

2.50 

1.96 

2.33 

2.89 

2.68 

2.61 

2.56 

2.83 

2.68 

2.83 
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instances of student misconduct which they view from an observer rather 

than an actor position. 

We classified students according to the consistency of their 

causal attributions across different behaviors and found no signi

ficant differences in their level of punitive disciplinary actions. 

This finding suggests that differences in causal attributions of student 

misconduct are a characteristic of situations rather than individuals. 

Finally this study presents some evidence of the usefulness of 

causal attribution theory for working with students involved in mis-

conduc~. For instance, campus judiciary groups, need to develop a 

heightened awareness to their own theories of causal attribution and 

how these affect their decision-making. Also in counseling students 

who have been involved in instances of misconduct, both counselors and 

clients can benefit fr om understanding more about the simil~rities 

and differences in their causal attribution theories. For example, 

the resistance of a disciplinary counseling client could be due to 

the fact that the client and counselor may have different theories 

about the causes of the misconduct and as a result find it very diffi

cult to establish a relationship. 
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TOTEL Therapy: An Outline 

Ronald P. Matross 

Student Life Studies 

University of Minnesota 

Abstract 

This paper outlines a system of psychotherapy 
based on the TOTE (Test-Operate-Test-Exit) 
model of human behavior of Miller, Galanter, 
and Pribram (1960). This model assumes that 
all behavior is under the control of standards. 
The states of the organism are continually being 
tested against relevant and internalized stan
dards. If its state is incongruent with its 
standards, the organism operates to remove it 
and tests again to determine whether the opera
tion has been successful. If the state conforms 
to the standard, the individual exits the sys
tem. Applying this model, the first task of 
psychotherapy is to develop a theory of what 
standards are controlling the client's dysfunc
tional behavior. The client is then helped 
to affirm a new set of standards incongruent 
with his maladaptive, operative standards. 
Finally, the client learns how to test his 
actions and feelings against his new standards 
and how to operate effectively in accordance 
with his standards. 
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A fundamental problem in the area of human values is the 

mechanism by which values affect overt behavior. The idea that 

values have a powerful directive force on behavior is intuitive-

ly appealing but difficult to operationalize. As Guthrie (1952) 

contended when he said that Tolman's learning theory left the rat 

in the maze ''buried in thought, 11 cognitive theories have tended to 

be insufficiently specific about the nature of the cognition-be

havior relationship. Cognitive theories have traditionally been 

more often in the position of criticizing the oversimplifications 

of behavior theories than of providing workable alternative concep

tualizations (Bergin, 1970). 

Recent cognitive approaches to psychotherapy (Beck~ 1970; 

Mahoney, 1974; Meichenbaum, 1975) have made considerable progress 

in giving the clinician operational and testable alternatives to 

conditioning procedures. These ne\-ler cognitive therapies have 

concentrated on changing a client's behavior by altering highly 

specific irrational beliefs about himself and his environment. 

However, they have paid relatively little systematic attention to 

the more existentia~ valuing aspects of human experience. The most 

profound value dilemmas confronting many clients continue to be 

out of the province of "scientific;, theories. of psychotherapy. 
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In the current theoretical environment, the multidimensional 

therapist who wishes to help his client in his totality often finds 

himself radically shifting conceptual bases during the course of 

therapy. He may alternate interpretive therapy based on existential 

or dynamic approaches with cognitive restructuring procedures and 

behavior therapy techniques. There is a great need for unifying 

conceptualizations which will specify not only relationships among 

individual beliefs and behaviors, but also relation~hips between 

these elements and cardinal life-directing values. 

The purpose of this paper is to present an application to 

therapy of one conceptualization of the relationship among values, 

cognitions and behavior. The original conceptualization '\·las highly 

speculative and this adaptation of it is even more so. It is 

offered only as indicative of the direction in which clinical 

theories of personality change need to be developed if they are to 

become effectively multidimensional. The conception which we have 

adapted is that by George Miller, Eugene Galanter, and Karl Pribram 

in their 1960 book, Plans and the Structure of Behavior. The book 

was the outcome of a year by the three authors at the Center for 

Advanced Studies of Behavioral Science. The intent of ' the volume 

was not modest. It '\vas quite simply to deve~op a new paradigm 

for psychological processes to replace the often maligned but 

never bettered S-R reflex paradigm. The basic assumption of their 

approach is that all behavior operates cybernetically 

in accordance ~·Tith · internal values or , standards. 
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In their view, values function as standards which specify certain 

outcomes or states of the organism or its environment. When a 

behavior deviates from these standards, attempts are made to cor" 

rect the system and bring it back into congruence. Their term for 

the totality of the individual standards is the Image. The Image 

is the individual's psychological environment- his conceptualiza

tion of himself and the world and the values which govern his be

havior at all levels. It also contains within ~t the crucial link 

between standards and behavior - his plans. Plans are analogous 

to programs in that they direct behavior or operations. A plan 

is defined as "any hierarchical process in the organism that can 

control the order in which a sequence of operations is to be per

formed" (p. 16). Plans are the method by which the organism ini

tiates action in accordance with the standards in its .1.mage .. 

An essential point in this approach is that the individual 

is assumed to be involved in what William James (1890) termed the 

"stream of consciousness." A person is thought to be continually 

setting standards, making plans, and carrying them out. Thus, at 

all times, behavior is under the control of plans which are in turn 

directed by standards or images of the outcome of behavior. This 

assumption is ra1ical in that it suggests tha~ even highly specific con

ditioned t:eflexes can be th'ought of as being governed by plans 

and standards. The authors cite the example of an individual hit-

ting a nail with a hammer. If he hit his thumb, the ensuin~ 

reflex · ~. ction Hol'ld st;;i.ll be under · the · cont'rol of st;andarc!s in that 
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the individual will have a standard or threshold for pain 

which would initiate a withdrawal operation which had been 

previously stored in his memory as a plan. Thus, pl.anfulness 

and value direction are basic characteristics of the organ

ism in all its activities and not just its clearly willful 

and intentional activities. This conceptualization provides 

a unification in the same sense as radical behaviorism, 

in that a single set of principles is used to account for the 

operation of behavior, but it provides this unification in a 

completely different way. 

Just as the conceptualization attempts to deal with molecular 

behavior events, it also attempts to deal with the dynamics _of 

human activity. A motive in the Miller-Galanter-Pribram approach 

is redefined as the combination of a value and intention» or 

a standard or specification of an outcome and a plan directing 

operations to achieve that outcome (1960, p. 62). The -dif-

ference in point of view between this approach and the drive

motive approach tells us that our therapeutic procedures ought 

to have a different focus from the more traditional dynamic 

orientation, rather than searching to uncover what motives are 

operating within the individual. We will be. probing to discover his 

values and intentions, or the standards and plans controlling his 

behavior. 

TOTE: The Bridge between Values and Beh?viors 

In the Miller-Galanter-Prihram system, ~he plan is the key 

element relating cognitions and behaviors. A plan operates through 

• ! 
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what is known as the TOTE unit, hence the name TOTEL Therapy. The 

TOTE unit is the authors' suggestion for a replacement of the re

flex arc. The letters in the acronym stand for Test, Operate, Test, 

and Exit. What this means is that all behaviors are sUbjected to 

a test against a plan and the standards inherent in the plan. 

Before it can be emitted, the behavior must be found to be con

gruent with the plan and the standard or value relevant to it. 

If it is not congruent, the individual enters into an operation 

to modify the behavior so that it becomes congruent and passes the 

test. Once it passes the test, it is allowed to exit the system 

and become overt. 

The structure of an individual's behavior is thought to be 

composed of a hierarchy of TOTEs, ranging from very molecular ones 

to very molar ones. At their most molecular level, TOTEs embody 

simple thresholds,. such as thresholds of pain, telling one to 

initiate certain operations when the threshold is exceeded. TOTEs 

exist in many more levels arranged in a hierarchical structure. 

When we normally think of values and goals 1 we are thinking of 

aspects of large global TOTEs known as strategic TOTEs. Miller, 

Galanter and Pribram distinguish the plans made at a tactical 

level from the plans made at a _strategic level. The strategic 

plans and the TOTEs by which these . plans are carried out are very 

global and cover our traditional concept of planning and values 

things such as developing plans to attain the Presidency or to 

become an Olympic athlete. Beneath these strategic plans, and 
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hopefully incorporated into them, is a very large number of tac

tical plans, each of which operates through a TOTE mechanism with 

very specific standards and very specific operations. For example, 

a person with a strategic plan to win an Olympic gold medal would 

have a variety of tactical plans, including a training schedule, 

a plan to rearrange all non-training activity and even a highly 

specific plan to put one foot forward of another until a thresh

old of tiredness or pain is reached. Each of these activities 

is governed by certain standards which operate through a TOTE 

mechanism which in turn is governed by more global, higher order 

TOTE mechanism. In this way the model integrates specific beliefs 

and cognitions with global values. Individual beliefs are the 

standards guiding tactical plans while values are the standards 

guiding strategic plans. 

Psychological Dysfunction 

All the complexity of the TOTE cybernetics is not perfectly 

matched in most people, and therein lies the concern for counselors 

and psychotherapists. It is very rare for all the cybernetic TOTE 

systems in a human being to be fully integrated. We recognize this 

when we think of what it means to be self-actualized. One of the 

things lvhich appears to characterize the self-actualized person is 

the ability to execute many plans at a strategic level, be it a 

career, leisure, personal relationship, and to fully coordinate 

these plans at a tactical level so that they are all harmoniously 

accomplished. Th e self-actualized person can be defined as some

one \vho is able to completely integrate his plans at all levels. 
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Most of us have difficulties in integrating our many multi

level TOTE systems. Since we are continually setting standards 

and making plans, our plans often conflict with one another without 

our knowing it. In particular, our molecular, tactical plans seem 

to be very sensitive to environmental changes. For instance, . we 

may have a plan to make a good impression at a party in order to 

advance our strategic plan for our career, but at a tactical level 

we are also executing a plan to alleviate our hunger and thirst 

at a certain threshhold. During this process, we find that the 

beverage being served makes us feel good and one of our many stan

dards for comfort tells us to continue drinking. Before long, 

some of the unanticipated effects of this process begin to inter

fere with our strategic plan of making a good impression. One of 

our higher level TOTE units tells us we are getting drunk and fool

ish and that we should initiate an operation such as drinking cof

fee to r educe the incongruency with our strategic value of career 

advancement. Such situations are everyday occurrences for most 

of us. There are times when our plans conflict and we are con

tinually juggling priorities. Or worse, there are times when our 

operations in the plan become totally ineffective and we become 

confused about our standards at a very global strategic level. 

It is the general dysfunction of TOTE systems which we see 

in counseling and psychotherapy. We can regard persons -voluntarily 

coming to counseling and therapy as persons who find their stra

tegic plans ineffective or conflicting. For some reason they can-
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not make their behavior do what they want it to do, or they are 

confused about what they want it to do. They are locked into a 

disturbing TOTE system in which tests continually reveal incon

gruencies, on which they continually attempt to operate, without 

ever meeting their standards. They are in TOTEs from which they 

cannot exit. 

Some clients may have as their primary difficulty the stan

dards or values governing their TOTE systems. They find them

selves locked into TOTE cycles because they have standards which 

cannot be satisfied, either because they are too strict or un

realistic in some other way. Others may find their standards to 

be so conflicting they can develop no coherent strategic plan to 

their lives. For still other persons, the difficulty might be in 

the testing phase. For some reason the individual may be unable 

to veridically test his behavior agains~ his globa~ strategic 

standards. Defense mechanisms such as repression and projection 

may be thought of as deficiencies in testing. Individuals avoid 

putting their operations to a true test and therefore cannot effec

tively operate in accordance with their stated values. Finally, 

some clients may suffer deficiencies in the operation phase. That 

~s their behavior repertoires are inadequate for meeting their 

standards. Operational problems include the kinds of inadequacies 

of skill and behavior dealt with by behavior therapies. Just 

as the TOTE conception is a unified but multidimensional system, 

so a client's problems are multidimensional but unified. 
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~fuile the specific interventions employed will vary according 

to the client's needs, the therapist will be operating under a 

general strategic plan of his own. The superordinate goal of 

therapy is to help the client bring his behavior under the control 

of general standards which he can articulate and fully endorse. To 

achieve this goal, the therapist will help the client to construct 

a theory of ~V'hich tactical standards are currently controlling his 

maladaptive behavior. He ~V'ill help· him clarify the strategic 

values he wishes to have control his behavior, help him develop 

strategic plans for operationalizing those values, and then the 

tactical plans and operations for effecting them. Finally, the 

therapist ~.,rill teach the client to use TOTE concepts to maintain 

constructive behavior change. Interventions ~·Till be multidemsional 

even though they focus on specific aspects of the TOTE cycle 

problem. That is, changing one part of a TOTE system will alter 

any other parts of the system as well. 

Given the general stance which we have taken toward therapy, 

we can outline three basic phases. These phases should be taken 

only as landmarks with the understanding that in actual therapy 7 

they overlap considerably and are not nearly as distinct as they 

are portrayed. 

The first phase can be termed standard mapping. The purpose 

of this phase is to obtain a picture of the individual's strategic 

plans and the global standards ~.,rhich he endorses as guidelines for 
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his life. Obtaining this picture of the client's overall strategic 

plans and standards is important because the major goal of our 

therapy is to help the individual integrate his tactical plans 

into general strategic ones. In the first phase, we are trying to 

understand the client's strategic values and why he feels the need 

for help in operating to return his behavior to his values. This 

portrayal is essential because it will help give the therapist and 

the client an understanding of the emphasis which the therapy 

should take - whether or not it should be oriented primarily towards 

clarification of the client's standards, the development of adequate 

operations, or the refinement of his testing procedures. The 

therapist learns about the content of the client's system and can 

make judgments about y;hether changes in it are needed and whether 

he feels comfortable working with the client. Such an understand

ing of the client's values can happen only within the context of 

a highly emphathetic relationship. Thus, empathy-establishing 

procedures and information-gathering procedures such as Kelly's 

(19 55) problem elaboration method are the basic techniques used 

in this phase. 

To recapitulate, the first phase of therapy seeks to accomplish 

a thorough and extremely specific understanding of the client 1 s 

problem as he sees it, accompanied by, as much as possible, an 

understanding of his basic strategic standards, all l-7ithin the 

context of establishing a relationship with the therapist 
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who is seen as someone who understands this client well enough 

to work authoritatively and sympathetically in the helping pro-

cess. 

The second phase of therapy might be called the causal at

tribution phase. Here the work of therapy begins by making use 

of the material developed in the first preparatory phase. The 

work which is involved here is an interpretation or attribution 

of the client's difficulties, again using TOTE concepts. The 

therapist attempts to construct a theory of the values and 

plans which are currently operating to control the client's dys

functional behavior at a tactical level. The point of this phase 

is to reveal or heighten a discrepancy between the individual's 

strategic value plans and his tactical, behavioral plans. In 

essence, this phase of therapy is a heightened, testing operation 

which will lead to the client's initiation of operations, i.e. 

behavior change, to reduce the discrepancy between the tactical 

plans actually governing his behavior and the strategic plans 

which he wishes his life to take. The way one sets about to con

struct the theory of the individual's operative values and plans 

is to make inductive inferences from highly concrete, s~ecific 

instances of the client's behavior. 

Causal Attribution Theory (Strong,l970; Valins and Nisbett, 

1971) suggests that an individual learns about his personal charac

teristics, i.e. his plans and values, through his choices. One 
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then learns about choices by observations of one's behavior and 

its effects in relation to alternative behaviors. Using this 

attributional model in a socratic dialogue, the therapist ques

tions the person about the behaviors he has performed, the 

effects of these behaviors, and the effects of the alternatives 

which he could have chosen (cf. Hatrass, 1975; Johnson & Natross, 

1975). Through this procedure the therapist \V'ill inductively 

construct a model of the client's operative standards and plans. 

For instance, I was counseling an intelligent young man 

who \vas considering suicide. As "toTe talked about his values and 

goals in life, it became clear that he very much valued education 

and the·process of learning. We then began to look at his 

behavior and his choices and the effects of these choices. He 

learned that he chose first to \-lark in a post office extra 

hours, uith the effect that he gained certain luxuries that 

he could not have obtained otherwise, but also with the effect 

that he dropped out of school and was not learning anything 

very meaningful. Further, we examined the degree to which 

he had sought out educational opportunities and found that 

he avoided taking actions \-.rhich \vould have regulted in further 

learning. Systematically, behavior by behavior, \ve developed a 

pattern which indicated that he was choosing behaviors which had 

the effect of not pursuing his stated value of learning. Hare

over, his threatened suicide fitted this pattern in that he \11ould 
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be permanently shutting himself off from education and learning. 

So, we were beginning to develop a picture of his operative values 

system, the one which was actually controlling his tactical be

haviors, one in which he valued material comfort and luxury and 

the avoidance of failure over learning. His suicide threat was 

seen as a reaction by a strategic TOTE system to behavior which 

he did not like but could not control. 

Several things should be noted about this interpretation. 

First, it was highly repugnant to the client and incongruent with 

his stated strategic values. This is an essential aspect · of ·the 

work of interpretation and therapy, because our view of psycho

logical distress is that an individual's behaviors come under the 

controls of standards and plans at a tactical level which are in 

conflict with his general strategic plan. The work of interpre

tation is to point out these discrepancies in a direct and power

ful way. Before one's TOTE units can operate on a discrepancy, 

one's testing operations first have to fully recognize it and be 

disturbed by it. 

The second aspect of the interpretation is that the individual 

is seen as personally responsible for change. Although standards 

and plans are often the product of one's environment, they ulti

mately reside in the individual and become part of him. Once one 

takes the position that values and plans control behavior, one 

is compelled to assume that a person is responsible for his be

havior. Such a realization naturally causes distress for the client. 

' ! 
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What helps alleviate this distress is the third aspect of the inter

pretation, namely that change can occur. An attribution of problem 

behavior to standards and plans implies a greater possibility of 

change than does an attribution to personality characteristics 

or environment. Our interpretation thus embodies both the needs 

for change and the possibility of change. 

In many respects, our approach resembles other current inter

pretation-based therapies. For instance, our view of operative 

values and plans is in many ways similar to the transactional 

analysis concept of "script." As we define it in the TOTE model, 

a script is a plan (Steiner, 1974). When a person is playing out 

a script, he is acting according to a plan of which he is not 

fully aware. Further, we should note the resemblance between 

operative values and tactical plans and the concept of self

statements in rational emotive therapy · (cf. Ellis, 1962; · Heichenbaum, 

1975). When we begin to look at what an individual says to him-

self in specific behavioral situations, we are examining his 

tactical plans and his operative standards. 

Thus, to recapitulate the second phase of therapy, we attempt 

to portray a picture of the individual's tactical standards and plans 

which is discrepant from his strategic standards and plans. We are 

activating a strategic high level TOTE unit which "t.Till nov be 

ready to initiate operations to reduce this discrepancy. 

It is in the third phase of therapy that lve attempt to help 

the individual affirm a set of strategic standards and plans \-lhich 
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he can fully endorse and use to guide and control his behavior. 

For many clients, particularly ones who seem to be searching for 

values, the task of defining what they can positively affirm is 

much more difficult than defining what they definitely reject. 

This phase of therapy makes use of the specific behavioral material 

developed earlier in the analysis of the individual's choices. 

Here we focus on the positive value-congruent behaviors \vhich the 

individual could have chosen in the past and ought to choose in 

the future. We extend this analysis into a discussion of future 

action in the attempt to define tactical plans and behavior which 

will be congruent with the individual's overall strategic life 

plans. For instance, with the suicidal young man whom we dis

cussed before, it appeared that there were several positive steps 

which he could take. If he really valued learning as he said 

he did, he could develop a plan for re-entering college, talk 

with his advisors and investigate financial aid, and initiate 

course work again. He should develop a plan for checking back 

with his counselor regarding his academic progress and should 

develop study plans and study skills. In other words, he should 

systematically choose his every turn to affirm and act out his 

feelings for learning. He very definitely help clients to develop 

actions, plans for initiating behaviors and choices which are 

congruent with their strategic standards . 

Like all therapies, and particularly behaviorally-oriented 

ones, we must deal with the problem of maintenance of change and 



TOTEL Therapy 

17 

self-regulations. Again, our views are guided by TOTE concepts. 

We regard the testing phase of TOTE, constantly testing one's 

behavior against one's standards, as essential to self-control. 

We attempt to teach the individual to be vigilant to deviations 

from his strategic plans and values. Then we attempt to give the 

person a repertoire of operations to initiate when he detects an 

imminent deviation from his values. Our view of self-control is 

actually a reworking of William James' views of the will (James, 

1890). For James, the problem of self-control was one of attending 

to one's values at the moment one feels an impulse to deviate. 

In his words, "The essential achievement of the will, in short, 

when it is most 'voluntary', is to attend to a difficult object 

and hold it fast before the mind. (p. 561), To sustain a repre-

sentation, to think is, in short, the only moral act • II 

(p. 566). Thus, in James' view and in our view, the capacity to 

test one's behavior against compelling standards at precisely 

the right time leads directly to an operation to bring behavior 

back in line with one's standards. We conceive of the enhan~e

ment of self-control as building in a very strong and sophisticated 

strategic TOTE system. 

In practice, we have found imagery particularly valuable in 

self-regulation through techniques similar to covert sensitiza

tion (Cautela, 1967). · Self-control is enhanced if we can teach 

the person to develop an image of what he would be like if he 

were to follow his value deviation to its logical conclusion. 
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For instance, I have to maintain a program of physical therapy 

on an injured shoulder. In order to motivate myself to do this, 

I have to induce an image of myself which is incongruent with 

a very important value to me - riding my bicycle. I have to 

conjure up a picture of myself so incapacitated that I cannot 

hold the handlebars of the bicycle. This will generally kill 

all the impulses I have towards valuing sleep, television or read

ing over my therapy. We have termed this procedure the applica

tion of the "self-induced contradictory cognition" or SICC for 

short. One can inhibit impulses if only one can attend to a 

SICC at the proper time. What makes this procedure different 

form other imagery approaches is that the imagery is explicitly 

drawn from the individual's own value system. 

Our therapy system can be construed as one in which we are 

attempting to help the client develop from an uncoordinated 

cybernetic system to a fully int~grated self-actualized cybernetic 

system. We recognize that our techniques as they stand are 

probably not applicable beyond a rather limited range of verbal 

introspective clients. Yet we do think that the basic TOTE 

concepts can be developed to have a much wider applicability. 

We take very seriously the view of human beings as being guided 

by values and enduring principles and believe that this view 

can be the basis for a ~-1idely accessible and applicable empir

ically based therapy system. We are attempting to develop an 

integrated view of therapy - one which draHs upon existential 
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value-oriented approaches as well as cognitive modification 

and social psychological theories. In short, we are develop

ing a TOTEL therapy system, one in which a client learns to 

continually test, operate, test, exit and live. 
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The last few years have seen the rapid development of causal 

attribution, a relatively new theory and area of research in social 

psychology that has fundamental importance to psychotherapy research 

and practice. Heider (1958) first described causal attribution, and 

Jones and Davis (1965), Kelley (1967), and Jones, Kanouse, Kelley, 

Nisbett, Valins, and Weiner (1971) further developed attribution con

cepts. Strong (1970) extrapolated some of the concepts of causal 

attribution to counseling and psychotherapy. Essentially, causal 

attribution is the process of inferring the causes of events, and 

an attribution is the resulting inference. Attribution research 

focuses on attribution processes and on the effects of attributions. 

The field of study largely incorporates research on cognitive dis

sonance theory (Aronson, 1969) and self-perception theory (Bern, 1972) • 

This paper reviews causal attribution research in detail and extra

polates extensively to psychotherapy because causal attribution is at 

the heart of psychotherapy and self control. 

In psychotherapy, causal attribution is seen in the therapist's 

attempts to bring about client insight into the causes of the client's 

problems. As psychotherapy systems conceive of the causes of client 

problems differently, the specific insight to be achieved depends on 

the therapist's therapy preferences. Insight is the client's endorsement 
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of the therapist's concept of the causes of the client's problems 

and is a result of therapists' interpretations. Even among behavior 

therapists, insight is a key to improvement. A recent field experi

ment (Sloane, Staples, Cristol, Yorkston, and Wipple, 1975) revealed, 

surprisingly, that behavior therapists interpret as much as insight

oriented therapists. 

The concern for insight in psychotherapy stems from the require

ment of helping an individual achieve more satisfactory life adjust

ment through a conversation that occupies but a small fraction of the 

individual's time. By necessity, the client is the agent to change 

his behavior, and the therapist's job is to increase the client's 

ability to control himself and his environment. Viewing psychotherapy 

as an aid to the client's control of his actions and other events 

critical to him entails viewing persons as controllers and causes 

of events (De Charms, 1968; Kelly, 1955; Kelley, 197la). A complete 

picture of persons must include both controlling and respondent behav

ior. Behavioristic psychology has chosen to emphasize environmental 

control of persons rather than persons' control of environment (Watson, 

1924). While environmental control of persons can be usefully studied, 

for the purposes of verbal psychotherapy the person's control of 

events is more crucial (Strong, 1975) . 

A person's control of events requires three distinct efforts: 

information scanning, information processing, and controlling actions. 

To achieve control, the person must obtain information about the current 

state of affairs, including the effect s of his previous attempts to 

\ 
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control the state of affairs. The person must next process the infor

mation. Critical goals of information processing are to identify 

important states of the situation and to identify their causes. The 

causes identified are then the targets of actions intended to control 

the important states of the situation. Causal attribution or insight 

is crucial to the effectiveness of the person in controlling important 

events. Causal diagnosis is the basis of future action, emotional 

reactions reflect the nature of the causes the person determines, and 

the person's beliefs and attitudes about himself and others reflect 

the nature of the causal relationships he discovers. 

Assuming the clients' inferences of the causes of difficulties 

are important to subsequent behavior changes, a question for psycho

therapists is if some causes are better than others in facilitating 

behavior change. If we view behavior as simple cause and effect rela

tionships, there is only one cause and control only can be achieved 

if that cause can be controlled. A more satisfactory view is that 

behavior is multiply caused. Any event is the result of the occur

rence of many other events and may be controlled through any one of 

the chained events. The concept of cause is itself an abstraction 

that aids the understanding and controlling of events (Strong, 1973). 

A "cause" is an event which precedes the event of interest and that 

can be shown to have an invariant relationship to the event (Heider, 

1958; Popper, 1961). If the cause can be prevented from occurring, 

the event of interest will not occur. If the cause does occur, the 
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of interest is inevitable. The concept of cause is conducive to 

control and prediction. Knowledge of chains of causes allows us 

to prevent or prepare for important events. It gives time to con

trol. Assuming that most events including behavioral events are 

linked to many other environmental and behavioral events, the prob

lem becomes one of selecting the cause with which to be concerned. 

Kelley (197la) has emphasized t hat causal attribution is highly 

pragmatic. Causes are selected that facilitate control. A cause 

that does not facilitate control is of little use to persons whose 

existence depends on effective control of themselves and their envi

ronment. Thus in psychotherapy, insights that identify causes per

sons can potentially control are essential to the helpfulness of psy

therapy to clients. Identifying uncontrollable causes may have some 

therapeutic value emotionally, but l ogically cannot be a basis for 

client self control. 

The following review of causal attribution research has two 

objectives. The first objective is to identify the effects of causal 

attributions. If causal attributions are central elements in persons' 

control of events, what people believe to be the causes of events 

should affect their subsequent thoughts, actions, and emotions. Know

ledge of the effects of different causal attributions should help 

therapists identify important treatment objectives in helping clients 

achieve effective self control. The second objective is to identify 

the determinants of causal attribution, especially determinants that 

' 
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can be manipulated in an interview. If therapists are to be helpful 

to clients, they must know what information to present to clients 

to help clients achieve more useful attributions. 

Effects of Causal Attributions 

The importance of causal attribution lies in the directing 

effects of attributions on subsequent behavior including actions 

intended to control and emotional reactions. The effect of causal 

attribution on a person's control efforts seems too obvious to belabor 

and has received little attention in research. It seems subjectively 

true and clinically obvious that what we see as the cause of an event 

we wish to change would heavily affect our next step. We would focus 

our attention on the causal element, determine how to control it, 

and act to control it. For example, the unfortunate event of my 

papers being blown off of the desk leads me to scan for the cause. 

I quickly identify the open door, the open window and the fan on high 

speed as three possible agents causing the current of air causing 

the disturbance to the papers. The rattling of the window leads me 

to believe it is the main culprit. I rise and slam the window shut. 

The papers settle down, and my attention returns to causal attribu

tion. Clinically, a distraught couple in marriage counseling tell 

the counselor of their individual miseries. They describe their 

anger and resentment and each other's infuriating actions that they 

have identified as causing their misery. Logically enough, they 

describe how they have attempted to control the other's actions they 

see as the cause of their misery through intimidation, isolation, 
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assault, and punishment. As counseling proceeds, they increasingly 

grapple with their own attitudes of selfishness and pride as the 

causes of their misery. The change in attributed cause has redi

rected their control efforts (Strong, 1976a, 1976b). 

Greenberg and Frisch (1972) explored the effects of the inten

tions attributed to another on subsequent actions to the other in an 

experiment in which students were led to believe that another student 

intentionally or accidentally helped them complete an experimental 

task. When students believed the other student had intentionally 

helped them, they in turn helped the other significantly more than 

when they believed the help had been accidental. Further, on self

report questionnaires, those attributing an intent to help to the 

other liked the other significantly more, felt more obligated to help 

the other, and felt more indebted to the other than those attributing 

the help to accidental causes. 

The most provocative research on the impact of causal attribu

tion on motivation and subsequent behavior has been that of Weiner 

and his associates (Kukla, 1972; Weiner, Frieze, Kukla, Reed, Rest, 

and Rosenbaum, 1971; Weiner, Heckhausen, Meyer, and Cook, 1972; Weiner 

and Kukla, 1970) and others in related studies (Dweck, 1975; Lefcourt, 

Hogg, Struthers, and Holmes, 1975). Weiner and his associates studied 

achievement motivation from the framework proposed by Heider (1958) 

of performance as a function of ability, effort, task difficulty, and 

luck. Their point of view is that motivation to perform a task depends 

on the causes attributed to account for the outcomes of previous 

\ 
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performances. Persons attributing success or failure to their own 

efforts (an internal and variable cause) will be motivated to try to 

perform the task again, while those attributing failure to defects 

in ability or to task difficulty will not be motivated to try to per

form a task again. Ability and task difficulty are invariant causal 

sources of either the person (ability) or the environment (task diffi

culty) and thus cannot be changed. Dweck (1975) explored the effects 

of altering the attributed cause of failure on helpless children's 

reactions to failure. Dweck worked with 12 extremely helpless chil

dren, children whose behavior deteriorated badly in the face of failure. 

The children received training involving numerous trials on math prob

lems on numerous sessions over 25 days. One half of the children 

experienced an 11 attribution11 condition in which on 2 of the 15 tasks 

in each session they were programmed to fail, and the child was told 

that he or she should have tried harder. The other trials in the attri

bution condition were graded to insure success, as were all of the 

trials in the 11 success only11 condition trials. Following the treat

ment, Dweck found that the success only condition children still 

evidenced debilitating deterioration of performance following failure 

even though they had improved their performance during the training. 

On the other hand, the attribution condition children not only main

tained their performance following failure, but increased it. The 

children in the attribution condition voluntarily made statements 

emphasizing insufficient effort as the reason for failure. The other 
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children continued to see failure as due to a lack of ability. These 

results are typical of the studies Wortman and Brehm (1975) reviewed 

on learned helplessness and psychological reactance. Results of a 

series of studies (Kukla, 1972; Riemer, 1975; Weiner and Kukla, 1970) 

suggest this same relationship between causal focus and motivation 

and support the proposition that individuals high in achievement moti

vation are more likely to take personal responsibility for success 

than individuals low in achievement motivation. These studies sug

gest that motivation to perform a task of any sort, including the 

work of self-change, depends on the person seeing his own effort as 

responsible for the outcome. When the problem is seen as due to more 

permanent characteristics of the person such as ability or personal

ity traints, or of the environment such as unchangeable others, he 

will not change but will revert to helplessness--the beginning state 

of many clients. 

Research on the effects of the source to which physiological 

arousal is attributed was stimulated by Schachter and Singer (1962) 

who suggested that the emotional impact of arousal depended on the 

source to which it was attributed and demonstrated in an experiment 

that subjects identified the identical (drug-induced) physiological 

state as euphoria, anger, or emotionally neutral depending on the 

external cues which were provided concerning the source of arousal. 

The several studies which have explored the impact of attribution 

of arousal have shown that when a person is aroused and any or several 

explanations or sources of the arousal are reasonable, the person's 
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response to the arousal depends on the source to which he attributes 

the arousal (Calvert-Boyanowsky and Leventhal, 1975) • One of the 

earliest demonstrations of the impact of attributed cause on subse

quent behavior was reported by Storms and Nisbett (1970) • They led 

insomniacs to attribute their arousal at bedtime to an 11 arousal11 

pill (a placebo), taken as part of an experiment on dreaming. The 

persons attributing the arousal to the pill reported going to sleep 

significantly faster at night than those who, as part of the experi

ment, had received (placebo) pills described as having a calming 

effect. Storms and Nisbett reasoned that one of the contributing 

factors to insomnia was the person's emotional reaction (increased 

arousal) to emotionally toned cognitions to which the person attrib

uted the initial arousal. The 11 arousal11 pills provided a nonarous

ing explanation for the initial arousal, while the 11 calming11 pills 

made the initial arousal even more alarming. Kellogg and Baron 

(1975) were not able to reproduce Storms and Ni.sbett' s· findings. 

Variations between their experiments underline the importance of the 

plausability of information concerning the source of arousal (Calvert

Boyanowsky and Leventhal, 1975). Other studies have shown that sub

jects in experiments will tolerate more shock and report less pain 

when their arousal is attributed to a 11 pill11 (Nisbett and Schachter, 

1966) , are more willing to risk electric shock for monetary reward 

when their arousal is attributed to white noise (Zimbardo, 1969) 

and other similar relationships (Dienstbier and Muntor, 1971; Loftis 

and Ross, 1974). Pittman (1975) found that the source to which 
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arousal is attributed strongly affects attitude change. Pittman 

exposed students to two sources of arousal: students chose to 

record a speech to be presented later advocating a position with 

which they did not agree, and they anticipated a second experiment 

entailing painful electric shock. He found that when the students 

were led to attribute their arousal to the speech (through use of 

a confederate) , they changed their attitudes towards the speech 

position dramatically, while when they attributed their arousal to 

the upcoming shock, their attitudes toward the speech topic changed 

little. Pittman's results clearly show the guiding effect of causal 

attribution on subsequent behavior, in this case attitude change. 

In the control sequence, unexpected arousal should lead to 

information search, and the information search should terminate when 

a satisfactory cause of the arousal is identified. This reciprocal 

relationship between a satisfactory attribution and information 

searching is suggested by Girodo (1973). He exposed coeds to an 

eight minute clip of the most gruesome and highly arousing scenes 

from the film "le Chien D' Andalou." He told some of the students 

that during the film they would be exposed to a gas from a nozzle 

in front of them which was basically harmless but had side effects 

including increased breathing, heart rate and palpitation, and slight 

perspiration. Other students received the same exposure to the gas 

described as compressed air (which it was) • He said he was studying 

cognitive processes and that they would be asked about their reac

tions to the film. Students who received the "gas" explanation for 
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their arousal reported significantly less arousal during the film 

than students who received no prior explanation for their arousal. 

The students who were given no explanation for their arousal attrib

uted their arousal to the film and remembered significantly more of 

the details of the film than the "gas" students, suggesting that they 

were more sharply focused on the film, possibly searching for causes 

of their arousal. 

These studies identify some of the effects of causal attribu

tion on subsequent behavior. The cause attributed for an event 

affects actions, emotions, and attitudes. In psychotherapy, success 

in helping the client change his behavior is dependent on helping 

the client identify causes for his difficulties that he can control 

or that facilitate his control. Research exploring the effects of 

causal attributions has only been initiated, and further research 

is needed to help therapists identify the causal attributions they 

should foster in their clients and the attributions they should seek 

to change. 

Determinants of Causal Attribution 

Attention Focus 

Causal attribution is an information processing activity and 

begins with information. The focus of attention determines what infor

mation is perceived and therefore limits potential attributions in 

that the cause must be constructed from what is observed (Arkin and 

Duval, 1975). Research results suggest that attention is focused 

by prior attributions, unexpected events, and perspective. 
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Prior attributions. Prior attributions are the results of 

previous efforts to identify critical events and their causes. Con

trol is enhanced if attention is focused on the elements of an event 

identified by prior processing as crucial. Zadny and Gerard (1974) 

have shown that the intention an observer attributes to another 

focuses the observers' attention on those aspects of the other's 

activities relevant to the intention. In three experiments where 

students observed actors in skits, Zadny and Gerard (1974) found that 

the students remembered more of the actions, events, and articles 

related to the intent they perceived the actors to have than did 

observers who did not perceive the same intent. In one of the experi

ments, students who viewed a videotaped skit of two people talking in 

an apartment were told tha~ the actors were going to burglarize the 

apartment, remove drugs before the police arrive, · or wait around for 

a friend to arrive. In each condition, the student observers remem

bered more objects and dialogue related to the intent they understood 

the actors to have than did observers who perceived a different intent. 

The effect was found only when observers had been told the actors' 

intent before viewing the skit. Informing the students of the actors' 

intent after they saw the skit did not result in selective identifica

tion, suggesting that the effect was due to selective attention during 

observation rather than selective recall. 

Due to the channeling effect of prior attributions on attention 

and recall, it seems likely that clients' recall of events is highly 

conditioned by their causal accounts of the events. Reattribution of 
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causes in the events no doubt requires creative reconstruction of 

the events. Surely, as clients begin to perceive new personal causes 

for past events, their recollection of the events and their role in 

them changes. 

Unexpected events. Unexpected events attract and focus observers' 

attention. Newtson (1973) found that after an unexpected event, the 

unit size of observation decreased and the finer units of observation 

led to greater detailed recall and greater confidence in attributing 

causes in the events. Girodo (1973) found the same enhanced recall 

in his experiment described earlier where subjects who did not know 

the source of their arousal had greater recall of the details of 

events than those who "knew" the source. The effect of detailed 

observation of events on recall and on confidence of attribution 

seems basic to psychotherapists' interest in the details of their 

clients lives. Detailed review surely enhances the therapist's 

attributions and may affect the client's retrospective reattribution 

of the causes of events in his life. 

Perspective. Jones and Nisbett (1971) hypothesized that actors 

and observers differ in their descriptions and causal attributions 

for events because of their different perspectives in the events. 

To the actor the dynamic aspects of events are in the environment 

around him. He attends to factors impinging on him, and effective 

control depends on accurate discrimination among these factors. For 

the observer the same is true, except that the actor is a part of the 

observer's environment, and other persons are the most dynamic aspects 

of any observer's environment (De Charms, 1968). Because of this 
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difference in perspective, Jones and Nisbett (1971) hypothesized that 

actors attribute more causal control to external factors while observers 

attribute more control to actors. This difference cuts through much 

of the attribution literature (Batson , 1975; Cialdini, Braver, and 

Lewis, 1974; Fontaine, 1975; Gurwitz and Panciera, 1975; Harvey, Harris, 

and Barnes, 1975; Jones, Worchel, Goethals, and Grumet, 1971; Snyder 

and Jones, 1974; Stephan, 1975; Storms, 1973). For example, Gurwitz 

and Panciera (1975) randomly assigned students to either a teacher or 

student role. The "teacher" presented the "student" with anagrams and 

rewarded or punished the student for right or wrong answers according 

to a schedule the experimenter determined. On post tests, "students" 

ascribed significantly more freedom to teachers in the situation than 

teachers ascribed to themselves, and students believed that teachers' 

performances in the anagram task were more informative of the teachers' 

usual behaviors than did teachers. On the other hand, teachers believed 

students' performances were more indicative of students' usual behavior 

than did students. Thus, both attributed more freedom and personal 

causation to the other as observers than they did to themselves as 

actors. Harvey, Harris, and Barnes (1975) assigned students randomly 

to either teacher or observer roles i n an experiment where the "teacher" 

was to help a student (a confederate) in a learning task by shocking 

him for wrong answers. A physiological arousal feedback gauge indicated 

to the teacher and the observer that the learner reacted either moderately 

or severely to the shock. Harvey and colleagues found observers attrib

uted more responsibility to teachers than did teachers, while teachers 

attributed more responsibility to the experimenter. Severe learner 



Causal Attribution 

16 

reactions accented the differences, with teachers also attributing 

greater responsibility to the pupil's personality than did observers. 

These results suggest that when the consequences of an event are 

severe, actors decrease their perception of personal responsibility 

and increase their attribution to external factors, while observers 

increase attribution to the actor. This effect is discussed below 

when we consider the impact of severity of consequences on assignment 

of responsibility. 

The attention focus of actors and observers can be reversed by 

reversing their perspectives. Storms (1973) showed actors (students) 

videotapes of themselves engaged in a short conversation with another, 

and showed other students who had previously observed the actor in 

the conversation tapes taken from the actor's perspective focused on 

the other. He found that both actors' and observers' attributions 

of situational or actor causes for the events in the interview were 

reversed by the reverse of perspective. That is, immediately after 

the conversation, actors attributed more responsibility for the events 

in the interview to the situation and less to their own characteristics 

than did observers, while after viewing the event from each other's 

perspectives (the actor viewing himself as object and the observer 

viewing the other as object), the weights of their causal attributions 

to the actor and to the situation reversed. Regan and Totten (1975) 

found that when observers of an actor in a get-acquainted conversa

tion were instructed to observe the actor, they ascribed much respon

sibility for the events in the conversation to the actor's dispositions. 
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When observers were instructed to empathize with the actor, they 

emphasized situational causes more than actor causes. Wicklund 

and his associates (Arkin and Duval, 1975; Duval and Wicklund, 1973; 

Wicklund, 1975; Wicklund and Duval, 1971) have shown that when an 

actor (person) is led to view himself as an object of awareness, to 

focus more of his attention on himself and his actions, his attribu

tions to his own characteristics as causes of events increase. When 

the actor's attention is drawn away from himself, the actor attributes 

less causality to his own characteristics. They have shown the same 

phenomenon for observers. Observers' ascriptions of cause to an actor 

aredependent on the extent to which they focus on the actor as a dynamic 

aspect of events. 

The powerful influence of empathy or role taking on perception 

of cause is seen in Chaikin and Darley's (1972) study where students 

viewed a film in which a "supervisor" bumped a table resulting in 

the destruction of the product of the "worker's" efforts. Half of 

the viewers believed they would soon be taking the role of the super

visor, the other half that of the worker. Their causal attributions 

for the event differed with each group attributing causes for the 

event from the perspective of the actor whose role they believed they 

would be taking. When the accident had severe consequence for the 

worker, "supervisor" students attributed the accident to defective 

equipment, while "worker" students attributed the event to the super

visor. Both attributed less responsibility to chance when the event 

had severe consequence than when it had mild consequence. 
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Psychotherapy research has focused on the importance of thera

pist ~mpathy. The research reviewed here suggests that therapist 

empathy allows the therapist to view events in the clients' life from 

the perspective of the client, and thus see the elements of the cli

ent's living space to which the client attributes controlling responsi

bility. Empathy allows the therapist to understand the client's 

causal system and provides information from which the therapist can 

construct a treatment strategy. Psychotherapy research suggests that 

the client's perception that the therapist understands the client's 

world as the client understands it increases the client's willing-

ness to be influenced by the therapist (Truax and Mitchell, 1971). 

Thus empathy in therapy accomplishes two vital tasks: it equips 

the therapist with information necessary to devise a treatment plan 

individualized to the client's psychological reality; and the client 

is induced to give credence to the therapist's remarks. 

Objective self awareness is surely a vital part of psychotherapy. 

Research cited above shows that when a person focuses his attention 

on his role in events, he attributes considerable personal responsi

bility for the events to himself. Certainly the therapist's careful 

attention to the client's feelings, thoughts, and actions in the 

ev~nts the client describes inevitably focuses the client's attention 

on himself as object, and establishes a fertile situation for reattrib

uting the causes of the events to client variables. Empathy and 

objective self awareness are powerful tools for inducing change in 

interview-based psychotherapy. Research is needed on how these tools 

may best be used to achieve purposive, positive change in the client's 

psychological reality and future behavior. 
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Responsibility 

A critical question in therapy is who or what is responsible 

for the client's problems. Fixing on one event as the cause of an

other event is a fiction that is supportable only for the raison 

d'etre of causal attribution, control (Strong, 1975). An event 

is always chained to many other events. For example, suppose that 

Sam, recently hired as a door-to-door salesman, rings a doorbell. 

Mary, a young mother, turns away from her baby whom she is bathing 

to answer the door. The baby lurches her body over and pitches 

off the unguarded sides of the bathinette onto the unpadded floor, 

lands on her head and suffers a serious concussion. What or who 

is the cause of this terrible event? Sam's ringing of the doorbell 

may be the cause as this is the first event in the chain. Or was 

Mary the cause? She left her baby unprotected. Or perhaps the 

cause was the lack of sides on the bathinette, or the baby's own 

action, or the unpadded floor, or the fall pattern which descended 

the head first. These events are chained together, but they in turn 

each are chained historically to other events. Sam rang the bell at 

that time because his boss assigned him to that block and he finished 

his lunch early. He is a salesman because he couldn't hold his last 

job due to alcoholism. Mary was inexperienced with babies, and did 

not foresee the possible consequences of leaving her baby alone just 

as the baby did not foresee the consequences of wiggling. But Mary 

has been forgetful and uneven in her care for her baby. Perhaps 

she resents the child's interference in her career plans and is 
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unconsciously intending to eliminate this threat to her security. 

Mary's mother ignored her much of her younger years and told her 

how useless she was which now makes her career so important to her. 

But why weren't there sides on the bathinette? The baby's father, 

Bill, was supposed to put them on months ago, but he hasn't managed 

it "due" to his being at work all the time. Bill's work syndrome 

seems to be a result of his father's demands for excellence but may 

also be a symptom of Bill's dislike for Mary or perhaps his resent

ment of Mary's attention being directed to their baby rather than 

to him. 

As is apparent, events are chained together temporally, his

torically, and geographically. Isolating the cause is a distortion 

but can serve the purpose of helping the attributer control events. 

Since each observer (including actors) has his own perspective to 

events, each may well differ in his causal attributions. Yet the 

processes of attribution are the same. For each, the objective is 

to identify a cause that he can control. Because of this, the dis

cussion of the determinants and consequences of attributed responsi

bility will not distinguish between studies of actors or of observers, 

but will assume all of the findings are relevant to actors. Our con

cern is the client and his causal attributions: he is the actor and 

agent in therapy. 

Theories of responsibility. Given that seeing a single event 

as responsible for another event is a distortion of reality, we 

still observe that people do hold themselves and others responsible 

for acts. How is this done? Heider (1958) argued that people have 
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invented five theories or levels of responsibility to guide the deter

mination of responsibility, and that people are systematically taught 

these theories in a developmental sequence. The theories or levels 

are the following: 

Level I - Global Association. A person is responsible for an event if 

in some way he is associated to it. In our example, using this theory 

of responsibility, the supervisor who hired Sam who rang the doorbell 

must share responsibility for the baby's accident, along with Sam, 

Mary, Bill, the baby, and Bill and Mary's parents. 

Level II - Extended Commission. Persons are responsible for events 

their actions have in any way led to, whether the events could have 

been foreseen or not. In our example, Sam is definitely responsible 

for the accident because his actions led to it even though he definitely 

could not foresee the accident. Note that the other parties directly 

involved share responsibility according to this theory. 

Level III - Careless Commission. This theory of responsibility holds 

that persons are responsible for all the consequences of their actions 

which could have been foreseen--whether they were foreseen is irrele

vant. The theory advocates judging people by what they do, not by 

why they do them. The theory is harsh and unbending in that what one 

does is what one is. The theory is relied upon to teach others, espe

cially children, to become aware of the possible consequences of their 

actions to encourage them to think first. With this theory, there are 

no accidents. The theory would fix responsibility in our example on 

Bill and Mary, both of whom could have foreseen the consequence of 

their actions. They were careless. 



Causal Attribution 

22 

Level IV - Purposive Commission. Purposive commission requires that 

a person intend an effect in order to be responsible for it. The 

person must foresee the effect, and commit the act in order to obtain 

the effect to be responsible for it. In our example, Mary is respon

sible for leaving her child in that she intended to leave the child 

and answer the doorbell. She did not foresee the accident and thus 

cannot be held responsible for it. Unconscious intentions come into 

play here. Did Mary unconsciously intend to injure her baby? Did 

Bill unconsciously intend to allow the possibility of injury, perhaps 

to punish Mary for not loving him? 

Level V - Justified Commission. This theory holds that people are 

responsible for their actions and the effects of their actions only 

if there are no "compelling" external reasons for them to have commit

ted the acts. I may intend to shock a college student in an experiment 

but, as experimenter, I have no choice but to carry out the prescrip

tions of the experiment. A college student may make a strong speech 

endorsing raising tuition, but he is not responsible for his action 

as he was paid $5 to do it. In our example, Mary may have unconsciously 

intended to injure her baby, but the shabby treatment her mother gave 

her exonerates her from responsibility for her act. Justification is 

a form of event chaining where the focus of control shifts from proxi

mal events to more distal events which caused the proximal events. 

In general, the guiding rule of thumb is that if most people would 

carry out the action given the circumstances (either situational or 

historical), then the person is not responsible but is justified in 
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his action. A problem is determining what are justifying circumstances. 

What is justifying to same is not justifying to others. 

The key terms in determining responsibility are justification, 

intentionality, and foreseeability (Fishbein and Ajzen, 1973). 

Most of the research reviewed here explores the determinants of 

responsibility assignment by college students who largely hold a 

justified commission theory of responsibility. Shaw and Sulzer 

(1964) have shown that young children emphasize levels I and II more 

than do college students in assigning responsibility, while college 

students operate more at levels III, IV, and V. Studies by Piaget 

(1932) and Sternlieb and Youniss (1975) suggest that beliefs about 

assignment of responsibility to people develop at very young ages. 

The effects of choice, consequences, and cost. The justified 

commission level of responsibility attributes a person's acts and the 

consequences of the acts to the person as the causal source if the 

acts were not compelled by external pressure. Essentially, the theory 

is that certain environmental "dispositions" compulse action such that 

the environmental disposition, not the actor, is seen as the final 

cause. Following orders, achieving financial rewards and avoiding 

harm all identify external causal "dispositions" or forces, and if 

the observer believes most people would comply to the external forces, 

a person's actions under such conditions are justified and he is not 

held personally responsible. 

The most common method used to study the effects of justifica

tion is the forced compliance-counter attitudinal paradigm. Using 
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this method, the effect of performance of a counter attitudinal act 

depends on whether the actor believes his performance was justified 

by external contingencies, as well as the negative consequences (or 

costs) of the act (Collins and Hoyt, 1972). For example, Hoyt, Hen

ley, and Collins (1972) induced college students to write essays 

proposing that tooth brushing was unhelpful and damaging to the 

health. The experimenter told students in the high choice condi

tions that, while they were free to write essays either pro or anti 

tooth brushing, the experimenter had many pro statements and needed 

more "don't brush" arguments. The experimenter stressed the students' 

involvement in deciding to write the essays, their decision to help 

and their choosing to help. The experimenter made no mention of 

choice or decision to students in the low choice conditionso 

the experimenter simply said, "What you are going to do is • 

Instead, 

II 

(p. 27). Hoyt and colleagues found that students in the high choice 

conditions rated themselves more "anti" tooth brushing than those 

in the no choice conditions. The lack of choice served to justify 

the no choice students' actions and thus removed their responsibility 

for their action. The effect of choice was most dramatic when the 

high choice subjects believed their essays would have serious conse

quences (the essays would be used to convince school children not 

to brush their teeth, and they consequently would suffer more tooth 

decay) • The effect of choice and justification has been demonstrated 

in many other studies (Goethals and Cooper, 1972; Harvey and Mills, 

1971; Heslin and Amo, 1972; Holmes and Strickland, 1970; Pallak, Sogin, 
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and Van Zante, 1974; Sherman, 1970a). While these studies clearly 

show that those who feel they have a choice are more likely to main

tain responsibility for their actions, several studies have shown 

that other external forces such as financial payment can remove 

responsibility by justifying the action. For example, in a coun

ter attitudinal study, Calder, Ross, and Insko (1973) led student 

subjects to tell other subjects that an experiment was interesting 

when it was terribly dull. Students who were led to believe they 

had a choice in the matter and whose action had high consequences 

(they succeeded in convincing the next subject) rated their enjoy

ment of the experiment significantly higher than those who had no 

choice or low consequences. However, this effect was obtained only 

when the students received little reward for their act. When the 

high choice and consequence subjects received a large reward for their 

act (two hours experimental credit vs. thirty minutes) their rating 

of enjoyment of the task was significantly lowered. The reward or 

incentive served as a justification for the action, removing personal 

responsibility and the necessity for attitude change. Contrarywise, 

this study and others like it (Holmes and Strickland, 1970) have 

shown that when individuals feel they have no choice but to carry 

out an act, incentives (financial and otherwise) serve to directly 

increase their rated enjoyment of the action. Thus, the effects of 

external rewards for an act on the actor depend on his perception 

of choice in carrying out the act. No choice leads to reinforcement 

effects, while perceived choice leads to justification effects 

(Collins and Hoyt, 1972). 
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The effects of alternatives and prior probabilities. Steiner 

(1970) has referred to perceived choice as decision freedom, and sev

eral investigators have examined the determinants of decision freedom. 

A first requirement for the perception of choice is the perception 

of having alternatives (Harvey and Johnston, 1973). Having no alter

natives justifies the person's actions and places responsibility for 

his actions on the circumstance that created the lack of choice. 

Studies have shown that a functional equivalent of no alternatives 

is negative alternatives only, i.e. alternatives none of which are 

attractive to the actor (Kruglanski and Cohen, 1974; Harvey and Harris, 

1975). Wortman (1975) found that no knowledge of the consequences of 

alternatives is also functionally equivalent to no alternatives. All 

of these conditions preclude the operation of the individual's dispo

sitions and intentions in guiding his actions and thus leave his 

actions at the disposal of external forces. 

Given at least one positive alternative, actors and observers 

perceive decision freedom to the extent that alternatives are equally 

attractive. Attractiveness is defined here as the desirability of 

the anticipated outcomes of alternatives. In general, decision free

dome and responsibility for actions has been shown to be an inverse 

function of the discrepancy between the net values of positive alter-

natives (Ajzen, 1971; Harvey and Harris, 1975; Harvey and Johnston, 

1973; Kruglanski and Cohen, 1974; Steiner, 1970; Steiner, Rotermund, 

and Talaber, 1974; Trope and Burnstein, 1975). The inverse rela

tionship between differences in the attractiveness of alternatives 
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and decision freedom arises because as one alternative becomes clearly 

more attractive than other alternatives the individual is justified 

in choosing it due to the compelling nature of its outcome compared 

to the other alternatives. Persons attribute actions to personal 

causation only to the extent that the actions go against expectations 

created by the perception of environmental forces. This is the essence 

of the forced compliance and counter attitudinal literature cited 

above. Ajzen (1971) metricized this phenomenon in a study in which 

he asked college students to read a series of statements about indi

viduals which listed alternatives of action open to the individuals. 

He asked the students to indicate the probability that students would 

choose each of the alternatives, creating a prior probability for 

each action. He then asked different students to estimate the like

lihood that the actor had each of several characteristics given that 

he chose one or another of the alternatives of the given set of alter

natives. He found that the amount of information a particular choice 

gave about the individual was an inverse function of the prior proba

bility of the chosen alternative and a direct function of the prior 

probabilities of the unchosen alternatives. Only unexpected choices 

given alternatives of very different prior probabilities were useful, 

while any choice among equally probable alternatives generated useful 

information. Similar results were reported by Trope and Burnstein 

(1975). The functioning of level V responsibility is apparent in 

these results. 

The effects of rewards achieved and foregone. In the studies 

discussed above, actions under the conditions of low justification 
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plus Unportant consequence (cost) led to attitude change in line with 

the action (Collins and Hoyt, 1972). Darl ey and Cooper (1972) reversed 

the usual forced compliance method and led college student subjects to 

choose not to write an essay counter to their beliefs (high schools 

should have enforced proper dress codes). By refusing, they also 

declined to receive a $1.50 (or $.50) payment for their essays. Dar

ley and Cooper (1972) found that all students strengthened their oppo

sition to dress codes, and the students who had been offered the higher 

incentive were significantly more opposed to dress codes and confident 

of their opinions than were students who refused the low incentive or 

control (no reward) students. Based on this study, we can say that 

in general perceiving that one has chosen a course of action that goes 

aga i ns t environmental constraints (has direct cost s or f oregoes r e 

wards--opportunity costs) results in attitude change to suppor t the 

choice. The action comes to be seen as based on intrinsic motivation 

or interests. On the other hand, actions which are perceived as intrin

sically valuable are perceived as less intrinsically caused when external 

rewards occur which justify the actions. Benware and Deci (1975) asked 

college students to read essays expressing an attitude they strongly 

endorsed (student control of university course offerings) to other 

students. One group of readers were paid $7.50 for - their efforts; 

no mention of money was made to the other readers. Students who 

received payment for advocating their own personal views significantly 

decreased their allegiance to the views compared to the unpaid students. 

The negative impact of external justification on intrinsic motivation 
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and performance has been demonstrated in the laboratory and in real 

settings (Deci, 1971; Deci, 1972; Uranowitz, 1975), and with child

rens' liking for play objects (Lepper and Green, 1975) and for games 

Kruglanski, Alon, and Lewis, 1972). 

These studies show that, under level V responsibility, external 

justification moderates the relationship between actions and attitudes. 

Responsibility and attendant internal change are increased when the 

person perceives that his actions are contrary to environmental forces. 

Responsibility--and supporting internal beliefs and attitudes--is 

diminished when the person perceives that his actions are in line with 

justifying environmental forces. The critical word is perceived: 

every action a person makes is attended with many and contradictory 

environmental forces, both real and imagined. 

The effects of unforeseen and extreme consequences. Level IV 

responsibility rejects the notion that a person is responsible for 

consequences of his action which he did not foresee. The effect of 

unforeseen consequences on attitude change has received attention in 

research and the results, surprisingly, are uneven. Sometimes unex

pected results affect attitude change; sometimes they do not. Results 

of studies exploring the variables controlling the impact of the 

unforeseen on attitude change (Brehm and Jones, 1970; Cooper, 1971; 

Cooper and Brehm, 1971; Harris and Harvey, 1975; Harvey, Harris, and 

Barnes, 1975; Pallak, Sogin, and Van Zante, 1974; and Sherman, 1970b) 

suggest that if an actor does not perceive he has a choice in under

taking an action, unexpected consequences have incentive effects only 
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(Cooper and Brehm, 1971). The actor does not take responsibility 

for good or bad consequences. However, if an actor does perceive 

choice, the result of unforeseen effects depends on if the effects 

are positive or negative and if the effects appear to be results of 

the actor's effort or of some external circumstances. The effect of 

positive unforeseen consequences is to justify the action. For example, 

Sherman (1970b) in a counter attitudinal forced compliance study of 

essay writing found that unexpected payment for the essays served to 

justify the writing of the essay and removed responsibility and attend-

ant attitude change under conditions of high choice. 

The effect of unforeseen negative consequences in the counter 

attitudinal forced compliance situation is less straightforward. The 

key to the confusing results seems to be whether the subject students 

believed they created the unexpected circumstances, or some external 

circumstances created it. For example, using a two person cooperative 

game Worchel and Brand (1972) asked some students to choose if they 

wanted their assigned partner or some different partner. If the stu

dents worked well together, they could win a considerable sum of 

money. If their partners were either too timid or too braggartly, 

they would lose. To make the choice, some students determined the 

characteristics of their assigned partners from a test score profile, 

while the experimenter gave other students an interpretation of 

the results of the test revealing the characteristics of the assigned 

student. When the students chose to play with the partner either 
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on the basis of their own analysis of the scores or on the basis 

of the experimenter's interpretation, and they lost because their 

partner was extremely timid or braggartly as implied by the test, 

the usual responsible-for-choice effect was obtained. In this 

case, the chosen partner was better liked than when students had 

been assigned partners without choice. However, when their part

ners behaved the opposite of what was predicted, and so extremely 

so that they failed to win the prize, the attitudinal impact de

pended on if the subject had analyzed the scores and predicted his 

partner's characteristics or had been given the completed interpre

tation. When personally responsible for the faulty prediction, 

students took responsibility for the result and indicated high lik

ing for the partner. When the prediction was externally created, 

students did not take responsibility for the results and liked their 

partner significantly less. Pallak, Sogin, and Van Zante (1974) found 

the same controlling effect of personal versus external creation of 

the unforeseen events. 

Another aspect of unforeseen consequences which has received 

attention is the impact of the severity of the consequence on respon

sibility assignment. Kelley (197la) implied that the more severe 

the consequence of an event, the more concerned an attributer would 

be to identify the cause (Harvey, Harris, and Barnes, 1975). Cer

tainly from the standpoint of effect i ve control of the environment, 

events with severe consequences are compelling and urgent motivational 

forces. Causal attribution is a difficult task, and trivial events with 
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unimportant consequences probably are not analyzed carefully and are 

often attributed to chance or accident. Important severe conse-

quences, on the other hand, must be energetically investigated. 

Several studies have found that severe consequences are less likely 

to be attributed to chance than are mild consequences (Chaikin and 

Darley, 1972; Harvey, Harris, and Barnes, 1975; Walster, 1966). 

While the pressure to find a controllable cause of severe consequence 

is understandably high, it seems doubtful if severe consequences them

selves change the methods of dete.rmining causes. Failures to repli

cate Walster's (1966) finding that a driver was held more responsible 

for a severe accident than for a trivial one suggest that severity 

per se is not a factor in responsibility assignment but rather serves 

to increase motivation to make some effective causal attribution 

(Shaver, 1970a, 1970b; Shaw and Skolnick, 1971). It seems likely 

that severity leads actors and observers to more carefully analyze 

the conditions of choice and possible justifications. The differences 

in their perspectives of events suggest that their conclusions may 

well be contradicting. Assuming that most adult attributers endorse 

level V responsibility and believe a person is responsible only if 

he chose to carry out an action without adequate external justifica

tion and is responsible for only the consequences of his action he 

foresaw or that he personally created, responsibility assignment 

(by actor or observer) would necessarily rest on their perceptions 

and assumptions about the event. Take as an example Shaver's (1970) 

story of a metals research laboratory employee who was demonstrating 
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the operation of a hydraulic machine used in tensile strength tests 

to a group of visitors. He was called away from his machine for a 

long distance telephone call, and during his absence the alloy sample 

being tested broke violently apart, sending splinters throughout the 

laboratory. A large splinter hit a small boy in the eye causing 

blindness (severe consequence condition). In the story some doubt 

was expressed whether the heavy plexiglas safety door was placed 

properly in the front of the machine. 

What is an attributer to think? Applying level V responsibility, 

everything depends on two judgments: did the operator have a choice 

but to leave his machine, and did the operator have any idea the alloy 

could shatter? If the company president demanded that the operator 

respond immediately to telephone calls, perhaps he had no choice but 

to leave the demonstration and we would place guilt on the tyrant 

president. If the alloy had never before shattered and was considered 

completely safe, we would be reluctant to assign responsibility regard

less of severity, although we would be very concerned about future 

demonstrations. If alloys had previously splintered but the protec

tive shield was a completely certain safeguard, we would hang the 

operator for his negligence in not placing the shield properly in 

place. If the shield was counted completely safe but it unexpectedly 

shattered, we would look for better safety measures and exonerate the 

operator. 

From the foregoing, a principle can be drawn. The circumstances 

surrounding any event are so manifold that conclusions concerning 
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responsibility (our own or someone else's) depend utterly on our 

assumptions and facts concerning the incident. New facts or differ

ent assumptions can completely reverse our previous conclusions. 

The implications of this for psychotherapy are many. Assuming that 

the assumption of instability in responsibility assignment is reason

ably accurate, assuming that new views and facts can change previous 

conclusions (within the context of level V responsibility theory), 

the therapist has considerable opportunity to change the client's 

views of his actions, attitudes, beliefs, motivation, and guilt. 

The key research question is, can a person be led in an inter

view to change his attributed responsibility for his actions? The 

effects of information and assumptions about choice, costs, conse

quences, alternatives, prior probabilities, rewards achieved and 

foregone, personal creation of unforeseen consequences, and extrem

ity of consequences on reanalysis in the interview of vital events 

need systematic research. It would seem that personal responsi

bility, blame, and guilt could be removed by "finding" that a cli

ent had no choice, or only negative alternatives, or no information 

on the consequence of alternative actions. On the other hand, per

sonal responsibility and attendant self-perception and motivation 

changes could be produced by introducing new positive alternatives 

where none previously existed, or additional positive ones where 

a positive alternative was chosen. Identifying compelling external 

forces where the client saw none before should remove responsibility 

or create it depending on whether the forces compel the client's 
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action or one he did not take. Finding that the client did not fore

see the consequences of his actions, and the consequences were exter

nally created should have the opposite effect of new or reanalyzed 

information showing personal creation of the consequences. Uncover

ing unexpectedly severe consequences of the ~vents should intensify 

the client's efforts to identify the causes. 

Interpretation in therapy manipulates the client's perceptions 

using these variables. Systematic research is needed to refine methods 

of presenting information and to explore the motivational and action 

effects of changed perceptions. This research suggests that it is 

well that psychotherapists deny that t hey change or manipulate their 

clients (Rogers, 1951). It seems clear that only if clients feel 

they choose to get well and to change their actions to more healthy 

patterns will their efforts to change their actions have a positive 

impact on their self perception. It is important for clients to believe 

their efforts create change, not some external therapy technique. 

Event Analysis 

Consistency, distinctiveness, and consensus. Kelley (1967) 

proposed that persons determine the cause of events by a kind of 

mental analysis of variance, where the attributer evaluates the 

event over time, stimuli, and people. Analysis over time provides 

consistency information, whether the event occurs frequently or is 

unusual. Analysis over stimuli provides distinctiveness informa

tion, whether the event occurs in conjunction with a broad class 

of stimuli or uniquely with a specif i c stimulus. Analysis over 
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people provides consensus information, whether others experience 

the event or if it is unique to the actor. Kelley (197lb) proposed 

that patterns of these three variables form "causal schemata" or 

templates which persons habitually use to reach causal inferences 

quickly and efficiently. McArthur (1972) and Orvis, Cunningham, 

and Kelley (1975) examined the impact of patterns of consistency, 

distinctiveness, and consensus information on causal attribution, 

and their results confirmed many of Kelley's views (Kelley, 1967, 

197la, 197lb). Both studies used a questionnaire procedure in which 

college students were asked to make causal inferences following a 

sentence portraying an event, such as, "Professor Riley praised John's 

work .•• Each sentence was followed by different combinations of con

sistency, distinctiveness, and consensus information. Another sen

tence might add, 11 Professor Riley almost always praises John's work 

(high consistency), hardly ever praises his other students (high 

distinctiveness), and nearly all of John's other professors also 

praise his work (high concensus)." McArthur's study presented com

plete data patterns, while Orvis, Cunningham, and Kelley explored 

the effects of incomplete data patterns. 

In the results of both studies, the dominant element of infor

mation was consistency. Events which were inconsistent were attributed 

to unstable circumstances and did not lead to stable person or environ

ment causal attributions. Responses to incomplete data patterns sug

gested that unless low consistency was specified, attributers assumed 

the pattern described was consistent over time. When an event was 

seen as stable or consistent, distinctiveness information was most 
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influential as to whether the event was assigned to the actor (person) 

or to the stimulus (recipient of the action of the sentence). When 

the event was of low distinctiveness (e.g. Professor Riley frequently 

praises most of his students), the cause was seen as the actor. When 

the action was unusual for the actor (highly distinctive), the event 

was attributed to some aspect of the stimulus, such as the outstanding 

quality of John's work. Consensus i n formation operated similarly to 

distinctiveness information, with high consensus leading to stimulus 

attribution and low consensus leading to person (actor) attributions, 

but was much less of a controlling factor in both studies than was 

distinctiveness. Consensus is the justification variable we discussed 

above and, considering the ambiguity of determining if a possible 

justifying external pressure is compelling, the less powerful results 

for consensus are not surprising. In fact, Nisbett and Borgida (1975) 

have found that consensus is not heavily relied upon in making causal 

inferences. They show that attributers follow the "law of small num

bers" (Tversky and Kahneman, 1971). The actions of one or two are 

readily taken as indicative of the justification value of external 

forces, while information of base rates in large populations is read

ily ignored. 

Based on her results, McArthur (1971) speculated that the infor

mation required to change someone's causal attributions would depend 

on the person's original inference. If the person believed his behav

ior was due to special circumstance, showing him a consistent historical 

pattern of similar actions would free the action for stable inference. 
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If he insisted that his actions were caused by special persons or 

events, information showing that he often behaved in the same way 

with a wide spectrum of other persons or events would free the actions 

for personal attribution. On the other hand, if the person now views 

his action as personally caused, information suggesting that he responds 

in that way only to a particular individual or circumstance, or that 

he has never behaved that way before or since will lead to external 

or circumstantial attribution. Following Nisbett and Borgida (1975), 

a justification for an action and the consequent external causal infer

ence could be overcome by "uncovering" one alternative act the person 

could have performed which one or two others chose. Research on the 

purposive use of such information in the interview is obviously needed. 

The above studies suggest that persons are inclined to attribute 

personal causation and responsibility for actions which are similar to 

previous actions, i.e. high consistency and low distinctiveness. Sev

eral studies have shown that knowledge of previous similar actions or 

or personal dispositions predisposing such actions makes for rapid 

attribution of personal responsibility for similar current actions. 

Reisman and Schopler (1973) found that when subjects were asked to 

account for a battle defeat described in a short vignette, the officer 

described as having previously failed in battle was ascribed personal 

responsibility for the subsequent battle failure. Kruglanski and 

Cohen (1973) found that observers confidently ascribed personal respon

sibility for acts when the acts were consistent with the actor's "dis

positions." Ross, Insko, and Ross (1971) found that student subjects 



Causal Attribution 

39 

personally endorsed attitudes consistent with what they believed to 

be their previous questionnaire responses whether the responses were 

real or bogus . Action consistent with past action forms a strong 

basis for attribution to personal causes. Attributed dispositions 

(based on past consistency) make possible rapid and confident causal 

accounting and predicting of actions. The tendency to assume consis

tency provides persons with efficient and rapid causal understanding 

of events. They also foster stereotyping and lock people into past 

relationships. For example, Regan, Straus, and Fazio (1974) found 

that observers quickly attributed the actions and consequences of 

actions of persons they observed as being personally caused or situ

ationally determined (unstable) based on their prior liking or dis

like for the actor. Positive, effective actions of liked actors 

were seen as caused by the actors, while their unpleasant and fai l 

ing actions were seen as due to circumstances. When the observers 

disliked the persons, they attributed negative consequences of 

actions to the actor and positive consequences to unusual circum

stances. Obviously a person's previous causal attributions heavily 

affect his assumptions and perception of events. The efficiency 

thus achieved mitigates against constructive changes and against 

the effectiveness of psychotherapy. In troubled relationships, past 

negative attributions heavily mitigate against constructive changes 

in the relationship. Changing these causal attributions is the 

therapist's first order of business. How the tools for change iden

tified in attribution research can be used for this task is a high 

priority for psychotherapy research. 
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Causal chaining. Any event is woven into a fabric of other 

events such that determining the cause requires many assumptions. 

Any event seen as a cause of another event is caused by additional 

events. The pragmatic question for any person is which cause pro

vides the most control. The answer is likely to be different for 

actors and observers. While an observer may see the actor as hav

ing responsibility for his actions and to be a controllable causal 

element, the actor may focus on some external event which, from his 

perspective, is more controllable. The question of causal chains 

becomes important as we consider that every external and internal 

event is chained forward and backward in time. For example, I may 

decide that Bill wishes and intends to control Mary's actions, and 

his shouting at her is the method he has chosen for the job. But 

why does he wish to control Mary? Perhaps she is insulting and derog

atory to him, and his reciprocal response is expected and justified 

(Walster, Berscheid, and Walster, 1976; Strong, 1976b). On the other 

hand, Bill's intention surely stems from more lasting characteristics, 

perhaps selfishness, pride, a need for dominance, or an inability to 

cope with unpredictable events. We may then in~uire as to the cause 

of these dispositions, and eventually we would examine Bill's develop

mental relationship with his parents. Thus Bill's behavior with Mary 

can be construed as chained to many internal and external causes that 

extend from the immediate to the deep and historical. 
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Brickman, Ryan, and Wortman (1975) initiated research on the 

crucial phenomenon of causal chaining. They asked students to assign 

responsibility, control, and foreseeability to persons described as 

main parties in automobile accidents. In the description of the acci~ 

dents, they systematically varied information of internal and external 

causes and Urumediate and more historical causes. For example, a car 

hitting a tree was attributed to either the driver taking his eyes 

off the road or a failure in the steering mechanism. For some sub

jects these immediate causes were then attributed to earlier causes. 

The driver took his eyes off the road because he was daydreaming or 

because a bystander waved at him to gain his attention. The steering 

failed because the driver, while warned it badly needed repair, had 

failed to see to it, or because a mechanic assembled the steering 

mechanism incorrectly. When subjects responded to the immediate 

cause only, or to chains of consistent (internal or external) immedi

ate and prior causes, Brickman, Ryan, and Wortman found that the 

internal causes led to much higher ascriptions of responsibility, 

control,and foreseeability than did the external causes. When the 

immediate and prior causes were of opposite kinds (internal immedi

ate and external prior and visa versa), they found that responsibility, 

control, and foreseeability ratings corresponded to the prior cause. 

The influence of the opposite immediate cause was canceled. From this 

result it appears that attributers give more credence and greater 

weight to the prior (deeper and more stable ?) causes of behavior. 

Brickman and his colleagues also found, using Baysian rationale, 

I 
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that internal causes had greater diagnostic value than external 

causes in that they provided higher subjective probabilities in 

predicting the accident. Also, immediate causes were seen as more 

important in internal chains while prior events were seen as more 

important in external chains. This study suggests many questions 

about the process of interpreting causes in psychotherapy. Given 

that any event has multiple external and internal causes which are 

linked into history and "depth," the important question is, what 

level of causal attribution facilitates the most change with what 

problems? What effects have different levels of interpretation of 

cause on the client and the client's ability to change for the better? 

A major difference between cognitive therapies (Beck, 1970; Ellis, 

1962; Goldfried and Goldfried, 1975; and Michenbaum, 1975) and psycho

analytic therapies is that the cognitive therapies focus on more 

immediate effort related internal cause constructs, while Freudian 

therapies emphasize historical, deep, unchangeable cause constructs. 

Effects achieved and foregone. We have been concerned with 

determining if a person's actions can properly be seen as his respon

sibility and thus as an expression of his personal characteristics, 

beliefs, attitudes, and intentions. Once that judgment is made, we 

have a content problem: what about the person do his actions reveal? 

To determine content, we must deduce what the person intended to achieve 

by his actions, and invoke a nomological inference system that identi~ 

fies internal causes and their interrelationships (Levy, 1963). Jones 

and Uavis (1965) hypothesized that the personal meaning of an action 
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is deduced from the effects an action achieves that rejected alterna

tives would not have achieved and, conversely, by the effects rejected 

alternatives potentially would have achieved not in common with the 

chosen alternative. They hypothesize that the extremity and confi

dence of dispositional inferences would be greater the fewer the effects 

attained in the chosen action and the more effects eliminated in the 

rejected alternatives. Newtson (1974) tested this hypothesis by ask

ing students to indicate the certainty and degree to which a disposi

tion characterized a person described in a vignette in which the 

number of effects unique to the chosen and foregone actions were sys

tematically varied. His results support the Jones and Davis hypothesis, 

and suggest in addition that attributers' judgments rely more heavily 

on effects unique to chosen alternatives than to rejected alternatives. 

The content results of personal attribution have not been explored 

in attribution studies with few exceptions (Kelley and Stahelski, 1970; 

Miller, Brickman, and Bolen, 1975). Attribution theory is process 

oriented. The results of attribution processes are labels, entities, 

and interrelationships. The two key challenges for psychotherapy 

researchers are to create practical ways to use information to use

fully change clients' causal attributions and to identify nomological 

systems that are effective in achieving positive changes in clients. 

Consistency, distinctiveness, consensus, causal chains, effects achieved 

and foregone, the focus of attention and responsibility assignment are 

concepts that provide a rich description of therapy processes and prom

ise to yield more effective interview methods for achieving change in 

clients and equipping them for self control. 



'. 
Causal Attribution 

44 

References 

Ajzen, I. Attribution of dispositions to an actor: Effects of perceived 

decision freedom and behavioral utilities. Journal of Personality and 

Social Psychology, 1971, 18, 144-156. 

Arkin, R. M., & Duval, S. Focus of attention and causal attributions of 

actors and observers. Journal of Experimental Social Psychology, 1975, 

ll, 427-438. 

Aronson, E. The theory of cognitive dissonance: A current perspective. 

In L. Berkowitz (Ed.), Advances in experimental social psychology 

(Vol. 4). New York: Academic Press, 1969. 

Batson, c. D. Attribution as a mediator of bias in helping. Journal of 

Personality and Social Psychology, 1975, 32, 455-466. 

Beck, A. T. Cognitive therapy: Nature and relation to behavior therapy. 

Behavior Therapy, 1970, l, 184-200. 

Bern, D. J. Self-perception theory. In L. Berkowitz (Ed.), Advances in 

experimental social psychology (Vol. 6). New York: Academic Press, 

1972. 

Benware, C., & Deci, E. L. Attitude change as a function of the inducement 

for espousing a proattitudinal communication. Journal of Experimental 

Social Psychology, 1975, 11, 271-278. 

Brehm, J. W., & Jones, R. A. The effect on dissonance of surprise 

consequences. Journal of Experimental Social Psychology, 1970, 

~. 420-431. 

Brickman, P., Ryan, K., & Wortman, C. B. Causal chains: Attribution of 

responsibility as a function of immediate and prior causes. Journal 

of Personality and Social Psychology, 1975, 32, 1060-1067. 



Causal Attribution 

45 

Calder, B. J., Ross, M., & Insko, C. A. Attitude change and attitude 

attribution: Effects of incentive, choice, and consequences. Journal 

of Personality and Social Psychology, 1973, 25, 84-99. 

Calvert-Boyanowsky, J., & Leventhal, H. The role of information in 

attenuating behavioral responses to stress: A reinterpretation of 

the misattribution phenomenon. Journal of Personality and Social 

Psychology, 1975, 32, 214-221. 

Chaikin, A. L., & Darley, J. M. Victim or perpetrator?: Defensive 

attribution or responsibility and the need for order and justice. 

Journal of Personality and Social Psychology, 1972, 25, 268-275. 

Cialdini, R. B., Braver, S. L., & Lewis, S. K. Attributional bias and 

the easily persuaded other. Journal of Personality and Social 

Psychology, 1974, 30, 631-637. 

Collins, B. E. & Hoyt, M. F. Personal responsibility-for-consequences: 

An integration and extension of the ''forced compliance" literature. 

Journal of Experimental Social Psychology, 1972, ~, 558-593. 

Cooper, J. Personal responsibility and dissonance: The role of foreseen 

consequences. Journal of Personality and Social Psychology, 1971, ~' 

354-363. 

Cooper, J., & Brehm, J. W. Prechoice awareness of relative deprivation 

as a determinant of cognitive dissonance. Journal of Experimental 

Social Psychology, 1971, z, 571~581. 

Darley, s . A., & Cooper, J. Cognitive consequences of forced noncompliance. 

Journal of Personality and Social Psychology, 1972, 24, 321-326. 

De Charms, R. Personal causation: The internal affective determinants 

of behavior. New York: Academic Press, 1968. 



Causal Attribution 

46 

Deci, E. L. Effects of externally mediated rewards on intrinsic motivation. 

Journal of Personality and Social Psychology, 1971, ~' 105-115. 

Deci, E. L. Intrinsic motivation, extrinsic reinforcement, and inequity. 

Journal of Personality and Social Psychology, 1972, 22, 113-120. 

Dienstbier, R. A., & Muntor, P. 0. Cheating as a function of the labeling 

of natural arousal. Journal of Personality and Social Psychology, 1971, 

12, 208-213. 

Duval, s., & Wicklund, R. A. Effects of objective self-awareness on 

attribution of causality. Journal of Experimental Social Psychology, 

1973, ~' 17-31. 

Dweck, C. S. The role of expectations and attributions in the alleviation 

of learned helplessness. Journal of Personality and Social Psychology, 

1975, 11, 674-685. 

Ellis, D. Reason and emotion in psychotherapy. New York: Lyle Stuart, 

1962. 

Fishbein, M., & Ajzen, I. Attribution of responsibility: A theoretical 

note. Journal of Experimental Social Psychology, 1973, ~' 148-153. 

Fontaine, G. Causal attribution in simulated versus real situations: 

When are people logical, when are they not?. Journal of Personality 

and Social Psychology, 1975, 32, 1021-1029. 

Girodo, M. Film-induced arousal, information search, and the attribution 

process. Journal of Personality and Social Psychology, 1973, 25, 

357-360. 

Goethals, G. R., & Cooper, J. Role of intention and postbehavioral 

consequence in the arousal of cognitive dissonance. Journal of 

Personality and Social Psychology, 1972, 23, 293-301. 



Causal Attribution 

47 

Goldfried, M. R., & Goldfried, A. P. Cognitive change methods. In 

F. H. Kaufer & A. P. Goldstein (Eds.), Helping people change. 

New York: Pergamon, 1975. 

Greenberg, M. S., & Frisch, D. M. Effect of intentionality on willingness 

to reciprocate a favor. Journal of Experimental Social Psychology, 

1972, ~. 99-111. 

Gurwitz, S. B., & Panciera, L. Attributions of freedom by actors and 

observers. Journal of Personality and Social Psychology, 1975, ]1 .. 

531-539. 

Harris, B., & Harvey, J. H. Self-attributed choice as a fUnction of the 

consequence of a decision. Journal of Personality and Social Psychology, 

1975, }1, 1013-1019. 

Harvey, J. H., & Harris, B. Determinants of perceived choice and the 

relationship between perceived choice and expectancy about feelings 

of internal control. Journal of Personality and Social Psychology, 

1975, ]1, 101-106. 

Harvey, J. H., Harris, B., & Barnes, R. D. Actor-observer differences in 

the perceptions of responsibility and freedom. Journal of Personality 

and Social Psychology, 1975, 32, 22-28. 

Harvey, J. H., & Johnston, S. Determinants of the perception of choice. 

Journal of Experimental Social Psychology, 1973, ~' 164-179. 

Harvey, J., & Mills, J. Effect of a difficult opportunity to revoke a 

counterattitudinal action upon attitude change. Journal of Personality 

and Social Psychology, 1971, 18, 201-209. 

Heider, F. The psychology of interpersonal relations. New York: John 

Wiley & Sons, 1958. 



Causal Attribution 

48 

Heslin, R., & Amo, M. F. Detailed test of the reinforcement"dissonance 

controversy in the counter-attitudinal advocacy situation. Journal 

of Personality and Social Psychology, 1972, 23, 234-242. 

Holmes, J, G,, & Strickland, L. H. Choice freedom and confirmation of 

incentive expectancy as determinants of attitude change. Journal of 

Personality and Social Psychology, 1970, 14, 39-45. 

Hoyt, M. F., Henley, M, D., & Collins, B. E, Studies in forced compliance: 

Confluence of choice and consequenceonattitude change. Journal of 

Personality and Social Psychology, 1972, 23, 205-210. 

Jones, E. E., & Davis, K. E. From acts to dispositions: The attribution 

process in person perception. In L. Berkowitz (Ed.), Advances in 

experimental social psychology (Vol. 2). New York: Academic Press, 

1965. 

Jones, E. E., Kanouse, D. E., Kelley, H. H., Nisbett, R. E., Valins, s., 

& Weiner, B. (Eds.). Attribution: Perceiving the causes of behavior. 

Morristown, N.J.: General Learning Press, 1971. 

Jones, E. E., & Nisbett, R. E, The actor and the observer: Divergent 

perceptions of the causes of behavior. In E. E. Jones, D. E. Kanouse, 

H. H. Kelley, R. E. Nisbett, s. Valins, & B. Weiner (Eds.), Attribution: 

Perceiving the causes of behavior. Morristown, N.J.: General Learning 

Press, 1971. 

Jones, E. E., Worchel, S,, Goethals, G. R., & Grumet, J. F. Prior 

expectancy and behavioral extremity as determinants of attitude 

attribution. Journal of Experimental Social Psychology, 1971, 

z, 59-80. 



Causal Attribution 

49 

Kelley, H. H. Attribution theory in s ocial psychology. In D. Levine 

(Ed.), Nebraska symposium on motivation, 1967. Lincoln: University 

of Nebraska Press, 1967. 

Kelley, H. H. Attribution in social i nteraction. In E. E. Jones, D. E. 

Kanouse, H. H. Kelley, R. E. Nisbett, S. Valins, & B. Weiner (Eds.), 

Attribution: Perceiving the causes of behavior. Morristown, N.J.: 

General Learning Press, 197la. 

Kelley, H. H. Causal schemata and the attribution process. In E. E. 

Jones, D. E. Kanouse, H. H. Kelley, R. E. Nisbett, S. Valins, & B. 

Weiner (Eds.), Attribution: Perceiving the causes of behavior. 

Morristown, N.J.: General Learning Press, 197lb. 

Kelley, H. H., & Stahelski, A. J. The inference of intentions from 

moves in the prisoner's dilemma game. Journal of Experimental Social 

Psychology, 1970, ~. 401-419. 

Kellogg, R. , & Baron, R. s. Attribution theory, insomnia, and the 

reverse placebo effect: A reversal of Storms and Nisbett's findings. 

Journal of Personality and Social Psychology, 1975, 32, 231~236. 

Kelly, G. A. The psychology of personal constructs (Vol. 1). New York: 

W. W. Norton, 1955. 

Kruglanski, A. W., Alon, S., & Lewis T. Retrospective misattribution 

and task enjoyment. Journal of Experimental Social Psychology, 1972, 

~. 493-501. 

Kruglanski, A. W., & Cohen, M. Attributed freedom and personal causation. 

Journal of Personality and Social Psychology, 1973, 26, 245-250 . 



Causal Attribution 

50 

Kruglanski, A. W., & Cohen, M. Attributing freedom in the decision 

context: Effects of the choice alternatives, degree of commitment 

and predecision uncertainty. Journal of Personality and Social 

Psychology, 1974, 30, 178-187. 

Kukla, A. Attributional determinants of achievement-related behavior. 

Journal of Personality and Social Psychology, 1972, 11, 166-174. 

Lefcourt, H. M., Hogg, E., Struthers, S., & Holmes, C. Causal attributions 

as a function of locus of control, initial confidence, and performance 

outcomes. Journal of Personality and Social Psychology, 1975, 32, 

391-397. 

Lepper, M. R., & Greene, D. Turning play into work: Effects of adult 

surveillance and extrinsic rewards on children's intrinsic motivation. 

Journal of Personality and Social Psychology, 1975, 31, 479"486. 

Levy, L. H. Psychological interpretation. New York: Holt, Rinehart & 

Winston, 1963. 

Loftis, J., & Ross, L. Effects of misattribution of arousal upon the 

acquistion and extinction of a conditioned emotional response. 

Journal of Personality and Social Psychology, 1974, 30, 673-682. 

McArthur, L. A. The how and what of why: Some determinants and consequences 

of causal attribution. Journal of Personality and Social Psychology, 

1972, 11, 171-193. 

Meichenbaum, D. Self-instructional methods. In F. H. Kanfer & A. P. 

Goldstein (Eds.), Helping people change. New York: Pergamon, 1975. 

Miller, R. L., Brickman, P., & Bolen, D. Attribution versus persuasion 

as a means for modifying behavior. Journal of Personality and Social 

Psychology, 1975, 31, 430-441. 



Causal Attribution 

51 

Newtson, D. Attribution and the unit of perception of ongoing behavior. 

Journal of Personality and Social Psychology, 1973, 28, 28-38. 

Newtson, D. Dispositional inference from effects of actions: Effects 

chosen and effects forgone (sic). Journal of Experimental Social 

Psychology, 1974, 10, 489"496. 

Nisbett, R. E., & Borgida, E. Attribution and the psychology of prediction. 

Journal of Personality and Social Psychology, 1975, 32, 932-943. 

Nisbett, R., & Schachter, s. Cognitive manipulation of pain. Journal 

of Experimental Social Psychology, 1966, 1, 227-236. 

Orvis, B. R., Cunningham, J. D., & Kelley, H. H. A closer examination 

of causal inference: The roles of consensus, distinctiveness, and 

consistency information. Journal of Personality and Social Psychology, 

1975, 32, 605-616. 

Pallak, M. s., Sogin, s. R., & Van Zante, A. Bad decisions: Effect of 

volition, locus of causality, and negative consequences on attitude 

change. Journal of Personality and Social Psychology, 1974, 30, 217-227. 

Piaget, J. The moral judgments of the child. New York: Harcourt, Brace, 

1932. 

Pittman, T. s. Attribution of arousal as a mediator in dissonance 

reduction. Journal of Experimental Social Psychology, 1975, 11, 53-63. 

Popper, K. R. The logic of scientific discovery. New York: Science 

Editions, 1961. 

Regan, D. T., Straus, E., & Fazio, R. Liking and the attribution process. 

Journal of Experimental Social Psychology, 1974, 10, 385-397. 

Regan, D. T., & Totten, J. Empathy and attribution: Turning observers 

into actors. Journal of Personality and Social Psychology, 1975, 32, 

850-856. 



Causal Attribution 

52 

feisman, S. R., & Schopler, J. An analysis of the attribution process 

and an application to determinants of responsibility. Journal of 

Personality and Social Psychology, 1973, 25, 361-368. 

Riemer, B. S. Influence of causal beliefs on affect and expectancy. 

Journal of Personality and Social Psychology, 1975, ]1, 1163-1167. 

Rogers, C. R. Client-centered therapy. Boston: Houghton Mifflin, 

1951. 

Ross, M., Insko, c. A., & Ross, H. S. Self-attribution of attitude. 

Journal of Personality and Social Psychology, 1971, 12, 292-297. 

Rotter, J. B. Generalized expectancies for internal versus external 

control of reinforcement. Psychological Monographs, 1966, 80. 

Schachter, s., & Singer, J. Cognitive, social and physiological 

determinants of emotional state. Psychological Review, 1962, 69, 

379-399. 

Shaver, K. G. Redress and conscientiousness in the attribution of 

responsibility for accidents. Journal of Experimental Social 

Psychology, 1970a, £, 100-110. 

Shaver, K. G. Defensive attribution: Effects of severity and relevance 

on the responsibility assigned for an accident. Journal of Personality 

and Social Psychology, 1970b, 14, 101-113. 

Shaw, J. I., & Skolnick, P. Attribution of responsibility for a happy 

accident. Journal of Personality and Social Psychology, 1971, ~' 

380-383. 

Shaw, M. E., & Sulzer, J. L. An empirical test of Heider's levels in 

attribution of responsibility. Journal of Abnormal and Social 

Psychology, 1964, 69, 39-46. 



Causal Attribution 

53 

Sherman, S. J. Effects of choice and incentive on attitude change in 

a discrepant behavior situation. Journal of Personality and Social 

Psychology, 1970a, 15, 245-252. 

Sherman, S. J. Attitudinal effects of unforeseen consequences. Journal 

of Personality and Social Psychology, 1970b, 16, 510-520. 

Sloane, R. B., Staples, F. R., Cristol, A, H., Yorkston, N.J., & Wipple, 

K. Psychotherapy yersus behavior therapy. Cambridge, Massachusetts: 

Harvard University Press, 1975. 

Snyder, M. , & Jones, E. E. Attitude attribution when behavior is constrained. 

Journal of Experimental Social Psychology, 1974, 10, 585-600. 

Steiner, I. D. Perceived freedom. I n L. Berkowitz (Ed.), Advances in 

experimental social psychology (Vol. 5). New York: Academic Press, 

1970. 

Steiner, I. D., Rotermund, M., & Talaber, R. Attribution of choice to a 

decision maker. Journal of Personality and Social Psychology, 1974, 30, 

553-562. 

Stephan, W. G. Actor vs observer: At tributions to behavior with positive 

or negative outcomes and empathy for the other role. Journal of 

Experimental Social Psychology, 1975, 11, 205-214. 

Sternlieb, J. L., & Youniss, J. Moral judgments one year after intentional 

or consequence modeling. Journal of Personality and Social Psychology, 

1975, 31, 805-807. 

Storms, M. D. Videotape and the attribution process: Reversing actors' 

and observers' points of view. Journal of Personality and Social 

Psychology, 1973, ll, 165-175. 



t . 
Causal Attribution 

54 

Storms, M. D., & Nisbett, R. E. Insomnia and the attribution process. 

Journal of Personality and Social Psychology, 1970, J&, 319-325. 

Strong, s. R. Causal attribution in counseling and psychotherapy. 

Journal of Counseling Psychology, 1970, ll, 388-399. 

Strong, S. R. Systematic causality in counseling: Applications to 

theory, practice, and research. Counseling and Values, Spring 1973, 

ll. 143-151. 

Strong, S. R. Pragmatic causal distortion in counselling. British 

Journal of Guidance and Counselling, 1975, ~. 59-65. 

Strong, s. R. Christian counseling. Counseling and Values, 1976a, 20, 

151-160. 

Strong, s. R. Christian counseling ll· Unpublished paper, Student Life 

Studies, University of Minnesota, 1976b. 

Trope, Y., & Burnstein, E. Processing the information contained in 

another's behavior. Journal of Experimental Social Psychology, 1975, 

1!, 439-458. 

Truax, c. B., & Mitchell, K. M. Research on certain therapist interpersonal 

skills in relation to process and outcome. In A. E. Bergin & s. L. 

Garfield (Eds.), Handbook of psychotherapy and behavior change. New 

York: Wiley, 1971. 

Tversky, A., & Kahneman, D. Belief in the law of small numbers. 

Psychological Bulletin, 1971, 2£, 105-110. 

Uranowitz, s. W. Helping and self-attributions: A field experiment. 

Journal of Personality and Social Psychology, 1975, 31, 852-854. 

Walster, E. Assignment of responsibility for an accident. Journal of 

Personality and Social Psychology, 1966, 1, 73-79. 



Causal Attribution 

55 

Walster, E., Berscheid, E., & Walster, G. W. New directions in equity 

research. In L. Berkowitz & E. Walster (Eds.), Advances in experimental 

social psychology (Vol. 9). New York: Academic Press, 1976. 

Watson, J. B. Psychology from the standpoint of a behaviorist (2nd ed.). 

Philadelphia: Lippincott, 1924. 

Weiner, B., Frieze, I., Kukla, A., Reed, L., Rest, s., & Rosenbaum, R. M. 

Perceiving the causes of success and failure. In E. E. Jones, D. E. 

Kanouse, H. H. Kelley, R. E. Nisbett, s. Valins, & B. Weiner (Eds.), 

Attribution: Perceiving the causes of behavior. Morristown, N.J.: 

General Learning Press, 1971. 

Weiner, B., Heckhausen, H., Meyer, W., & Cook, R. E. Causal ascriptions 

and achievement behavior: A conceptual analysis of effort and reanalysis 

of locus of control. Journal of Personality and Social Psychology, 1972, 

11. 239-248. 

Weiner, B., & Kukla, A. An attributional analysis of achievement motivation. 

Journal of Personality and Social Psychology, 1970, ~. 1-20. 

Wicklund, R. A. Objective self-awareness. In L. Berkowitz (Ed.), 

Advances in experimental social psychology (Vol. 8). New York: 

Academic Press, 1975. 

vlicklund, R. A., & Duval, S. Opinion change and performance facilitation 

as a result of objective self-awareness. Journal of Experimental 

Social Psychology, 1971, 1, 319-342. 

Worchel, s., & Brand, J. Role of responsibility and violated expectancy 

in the arousal of dissonance. Journal of Personality and Social 

Psychology, 1972, 22, 87-97. 

•• 



t • -~ Causal Attribution 

56 

Wortman, c. B. Some determinants of perceived control. Journal of 

Personality and Social Psychology, 1975, 31, 282-294. 

Wortman, C. B., & Brehm, J. W. Responses to uncontrollable outcomes: 

An integration of reactance theory and the learned helplessness 

model. In L. Berkowitz (Ed.), Advances in experimental social 

psychology (Vol. 8). New York: Academic Press, 1975 • . 

Zadny, J., & Gerard, H. B. Attributed intentions and informational 

selectivity. Journal of Experimental Social Psychology, 1974, 10, 

34-52. 

Zimbardo, P. The cognitive control of motivation. Chicago: Scott, 

Foresman, 1969. 



OSA Research Bulletin 
Office for Student Affairs 

University of Minnesota 
Volume 17 
Number 4 
Date December 28, 1976 

The Development of 
Freshman English, Chemistry, and Mathematics 

Course Placement Procedures for Fall, 1975 Freshmen 
(University of Minnesota, Twin Cities Campus) 

Roberta A. Armstrong 

A&R Data Retrieval Center 
Office of Admissions and Records 

Abstract 

Beginning in Fall, 1975, applicants to Liberal Arts, Technology, 
and Forestry (Twin Cities campus) could submit scores on either 
the Preliminary Scholastic Aptitude Test (PSAT) or the American 
College Testing Program's aptitude battery (ACT) to satisfy en
trance testing requirements. This study determined that new 
course placement procedures in those areas in which placement was 
already being done (English, chemistry, and mathematics) could be 
developed using either test. A multiple regression approach, in 
which high school performance and aptitude test measures were 
used to predict course grade in the largest freshman course in 
each area, was used (i.e., the same procedure as was used to 
develop the previous placement procedures). PSAT and ACT scores 
were shown to be useful to about the same degree, and it was dem
onstrated that a combination of high school performance and test 
data was more useful than either type of information alone. The 
resulting placement formulas are computationally different for 
each area but consist of five equations for each: (a) high school 
rank plus PSAT scores, (b) high school rank plus ACT scores, (c) 
four high school average grades plus PSAT scores, (d) four high 
school average grades plus ACT scores, and (e) a relevant ACT 
score alone. The new placement cutoff scores were developed 
through equipercentile equating with the most satisfactory of the 
old placement equations (ACT and four high school grades) in 
each area. The resulting placement system has four categories 
in English (exempt, possible exemption, Comp 1001, and Comp 0001), 
two in chemistry (yes, take chemistry as an incoming freshmen; 
no, defer chemistry until the completion of additional math
ematics), and eight in mathematics (ranging from accelerated 
calculus to remedial work). Limitations of the approach used 
were discussed and suggestions for further research were made. 



In 1973 the University of Minnesota announced a change in admissions 

testing requirements to become effective for all applicants seeking Fall, 

1975 admission. For these students, either of two aptitude tests would 

be accepted for admissions purposes: (a) the National Merit Scholarship 

Qualifying Test/Preliminary Scholastic Aptitude Test (PSAT), or (b) the 

American College Testing Program's aptitude test battery (ACT). The 

former is a relatively short test yielding verbal and mathematics scores 

ranging from 20 to 80 and is usually taken in the student's high school 

junior year . The latter, which has four subtests (English, mathematics, 

social studies reading, and natural sciences reading), is generally taken 

in the senior year in high school; in addition to the four subtest scores 

with a range from 1 to 36, a composite score, the average of the four 

subtests, is reported. Prior to the change in testing requirements, 

freshman-admitting colleges which required tests primarily used the 

Minnesota Scholastic Aptitude Test (MSAT), a test of verbal aptitude, for ad

missions purposes, but recommended ACT for course placement. 

This shif t f rom a single admi ssions test to two different tests was 

the impetus to the initiation of a large-scale research project. The project, 

begun in the fall of 1973, had two primary goals. First, new admissions 

standar ds needed to be developed based on either of the new tests, and 

second, course placement procedures bas ed on either test were also needed 

since we did not want to require that any applicant take more than one 

test. 

The admissions standar ds proj ect took immediate priority, since the 

University has for many yearspublished its admissions standards well in 

advance of application deadlines as a convenience for high school 



counselors and prospective applicants. The results of this portion of 

the research are available in an earlier report (Armstrong, 1975). 

2 

Course placement for freshmen at the University has traditionally 

been done in three subject matter areas--English composition, mathematics, 

and chemistry. When the placement study was initiated in 1974, the 

placement procedures in use had been developed about 10 years previously, 

although they had been re-evaluated on 1971 freshmen (Pazandak, 1972). 

Before describing the project to develop new procedures, a brief summary 

of the then current procedures in each subject area will be given to 

provide a baseline. 

English 

In several University colleges students are required to complete a 

freshman composition requirement (or may be exempted from the requirement 

depending on their writing ability). Three alternative equations based 

on multiple regression studies were in use to place students in composition. 

They were used in a specific ranked order, based on the amount and type 

of information available on the student. A classification of 1, 2, or 3 

was assigned based on the student's index value for the appropriate 

equation. The equations were originally developed on the largest freshman 

English course available for study (now Comp 1001). Predicted grade point 

averages (GPAs) for students in this course (based on high school grades 

and test scores) were related to their subsequent course performance, and 

cutting scores on the predicted GPA were selected such that a maximum 

number of students who did poorly in the course could have been excluded 

without eliminating too many students who performed successfully. Students 

below this cutoff were assigned to a more basic course; those with 
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particularly high predicted GPAs were exempted entirely from the 

requirement or encouraged to test out of it (via an essay or objective 

examination); and the remainder were encouraged to enroll in the regular 

sequence (Composition, Communication, or Rhetoric). 

Chemistry 

A predicted mathematics GPA based on high school grades was computed 

and a "Y" or "N" classification assigned. Y (yes) indicated that the 

student may register for the beginning quarter of the chemistry sequence 

as an entering freshman; N (no) indicated that the student should complete 

at least one quarter of mathematics (as recommended by the mathematics 

placement) before beginning the chemistry course. 

Mathematics 

As in English, the placements hinged on the value of a predicted 

GPA, computed from whichever of the two available equations was ap-

propri a te for the student . Cutoff scores were used in combination with 

the number of high school math units (years of study) to yield a placement 

into one of nine categories, ranging from additional information needed to 

a need for remedial work to permission to register in accelerated courses. 

Appendix A shows the precise c l assification scheme for each area for 

freshman entering in Fall, 1974. A more detailed summary of the past 

placement techniques in English composition may be found in Hendel (1972). 

The planning of the placement research project was under the author's 

direction; however, the input of many individuals was helpful in developing 

1 the overall plan. By the fall of 1974, a research proposal, described in 

1 . 
Speclal thanks are due to Kaustubh Lele and Jim Preus (Admissions & 

Records), Carol Pazandak (Liberal Arts), Julie Carson (Freshman Composition), 
Paul Cartwright (Technology), Archie Wilson and Bob Brasted (Chemistry), and 
Howard Jenkins and Jim Thompson (Mathematics). 
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the next section, had been prepared and accepted in principle. 

General Plan of the Study 

The general purpose of the study was development of new placement 

procedures in freshman English , mathematics, and chemistry to be imple

mented for Fall, 1975 entering freshmen. 

A multiple regression technique, in which predictor variables are 

related to a criterion (i.e., a course grade) , was selected. One of the 

r e asons for selecting this approach was that campus personnel with whom 

we would be dealing on the development of new placements were more 

familiar with this than other methods. Thus, even though a more sophis

ticated statistical approach might have proven more productive, com

municating with deci sion maker s was facilitated through use of the more 

traditional technique. 

For each area in which new placements were desired, the largest 

course was s elected for the pr imary focus of the analysis; in English 

this is Composition 1001, in Mathematics 1211 and in Chemistry 1004. 

Fall, 197 3 freshmen who took any of these courses during the )·Fall, Winter, 

or Spring term of 1973-1974 were included in the analysis. In each area, 

we selected the first course in each area taken by the student. Although 

combining data for sever al terms adds some complicating factors (e.g., 

different grading practices), it was considered necessary to obtain enough 

subjects who had PSAT s cores available i n their files. 

For each student in the sample, the following data elements were 

drawn from Admissions and Records comput er files: high school percentile 

rank (HSR), ACT scores, high school aver age grades in English, mathematics, 
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natural science, and social science, MSAT raw score and college-bound 

percentile, sex, college, and high school academic GPA. PSAT scores were 

obtained by matching student data in our files with a computer tape of 

PSAT scores from Educational Testing Service. 

Based on previous research on course placement at the University, 

four sets of multiple regression analyses (those likely to yield the 

best results) would be run: 

1. The combination of high school average grades in four 

areas and four ACT subtest scores with course grade, 

2. HSR and four ACT subtest scores with course grade, 

3. High school average grades and PSAT verbal and mathe-

matics scores with course grade, and 

4. HSR and PSAT verbal and mathematics grades with course grade. 

Given that the total number of subjects with PSAT scores available was 

quite small, we planned to use the combinations including ACT scores as 

our primary equations, with those involving PSAT available as backups. 

The results of the multiple regression analysis would be used to 

calculate a placement index (basically the course predicted grade multi

plied by 100); cutoff scores would be selected on these indices in 

consultation with the appropriate departments to yield course placements. 

The placements, along with other information (e.g., equation used, index 

value) would be reported to the student and counselor on the Summary of 

Freshman Admission Data Form which is printed for each entering freshman. 

The actual procedures for developing placement information in each 

subject matter area are presented in the following sections, for English 

composition, chemistry, and mathematics respectively. 
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English Composition 

As stated earlier, the primary focus of the development process was 

on the largest freshman course in each area. In composition, this is 

Comp 1001; an alternative course to this one, Communication 1001, was 

also studied to provide us with some comparative information on students 

electing one course over the other. 

Basic data available to us for the English project are shown in Table 

1. There is virtually no difference in aptitude test and performance 

measures between students electing Comp 1001 and Comm 1001. Overall, we 

had a relatively large sample on which to base further analyses; 1,145 

students had received a course grade of A through D in Comp 1001 and 

thus could be included in the correlation and regression studies to be 

done next. Unfortunately, of the approximately 2,300 students taking 

Comp 1001 during Fall of 1973 or Winter or Spring of 1974, only about 25% 

had PSAT scores available. ACT coverage was quite general, however. 

The next step in the analysis was to study the relationship of each 

of the variables to the student's grade in the course. Accordingly, 

Pearson correlation coefficients were calculated for these variables by 

course; the resulting values 2 are shown in Table 2. In most research of 

this kind, correlations (~s) of around .40 are considered useful. It 

should be pointed out that even a correlation of .40 accounts for only 

16% of the variability of the correlated variables. However, in Comp 1001, 

our major focus, correlations do not exceed .28 and are especially low 

2
Pearson correlation coefficients range from -1.00 to +1.00. A value 

of 1.00 indicates a perfect relationship, with a particular high score on 
one variable always associated with a particular high score on the other; 
a -1.00 coefficient is the same degree of relationship, but in this case 
a high score on one variable is associated with a low score on the other. 
A correlation of zero indicates no relationship between the two variables. 



Table 1 

Means, Standard Deviations, and Number of Cases 
for Variables in Cornm 1001 and Comp 1001 for 

Fall, 1973 Freshmen 

Cornm 1001 Comp 1001 
Variable Mean SD N Mean SD 

HSR 78.0 17.7 535 78.1 17.1 
High school GPAs: 

English 3.2 .6 552 3.2 .6 
Mathematics 2.9 .8 544 2.9 .8 
Social science 3.3 .6 543 3.2 .6 
Natural science 3.0 . 7 528 3.1 • 7 
Academic 3.1 . 5 559 3.2 . 7 

MSAT: 
Raw score 45.4 9.1 524 45.2 9.2 
College-bound percentile 70.6 19.2 524 70.1 19.6 

ACT: 
English 21.4 3.3 556 21.5 3.1 
Mathematics 25.2 5.5 556 25.2 5.6 
Social studies 24.4 4.8 556 24.2 4.9 
Natural science 26.1 5.0 556 26.4 4.8 
Composite 24.4 3.6 556 24.5 3.6 

PSAT: 
Verbal 46.2 10.9 135 48.1 8.6 
Mathematics 52.9 11.8 135 54.6 10.3 

Fall 1973 University GPA 2.7 .7 541 2.8 . 7 
Course grade 2.8 .8 374 3.0 .7 

7 

N 

2,174 

2,257 
2,230 
2,207 
2,145 
2,317 

2,097 
2,097 

2,233 
2,233 
2,233 
2,233 
2,233 

542 
542 

2,270 
1,145 

Note. Course grade Ns include only students who received A through D 
grades, thus the Ns are sometimes smaller than those for other variables 
in the course. 



Table 2 

Correlations of Predictors with Course Grade 
in Comm 1001 and Camp 1001 for 

Fall, 1973 Freshmen 

Comm 1001 Camp 
Variable r N r - -

HSR . 31 358 .26 
High school GPAs: 

English . 32 369 . 27 
Mathematics .25 366 .18 
Social science .29 366 .21 
Natural science .33 356 .20 
Academic .36 374 .22 

MSAT: 
Raw scor e .28 351 .24 
College-bound percentile .26 351 . 24 

ACT: 
English .21 372 .28 
Mathematics .16 372 .15 
Soci al studies .24 372 .21 
Natural science .20 372 .13 
Compos ite .26 372 .23 

PSAT: 
Verbal .44 102 .13 
Mathematics .29 102 .10 

1001 
N 

1,069 

1,114 
1,092 
1,084 
1,046 
1,144 

1,022 
1,022 

1,096 
1,096 
1,096 
1,096 
1,096 

262 
262 

Note. Course grades other t han A through D are not included 
this analysis. 
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for PSAT verbal and mathematics. Given the small size of the PSAT group 

(N = 262) and its known bias (the PSAT group, as reported in Armstrong 

[1975], has higher HSR and ACT scores), it is not surprising to find a 

low relationship between PSAT and course grade. Some of the highest 

correlations with grad<: found here are, in order: ACT English, high school 

English GPA, HSR, ACT composite, and high school academic GPA. MSAT 

correlations are of the same magnitude but of less interest because these 

scores would not be available for Fall, 1975 entering freshmen. Overall, 

the relationships are not particularly strong, although some increase 

could be expected using a combination of variables to predict grade. Some 

possible reasons for the low correlations are: 

1. Effectiveness of current placement strategies, 

2. Unreliability of course grades (e.g., variability due to 

instructor grading practices) , and 

3. Lack of validity of grades as an indicator of learning 

(i.e., grades may be contaminated with some subjective factors). 

The present data do not present easy answers to this problem; perhaps to 

some extent all the exp lanations are operable. We decided to proceed to 

the next part of the analysis, that of using combinations of variables to 

predict course grade, since the previous admissions study had found this to 

be more effective. 

Table 3 gives the multiple correlations (~s) of 13 potential sets of 

predictors with Camp 1001 grades; HSR and ACT composite statistics from 

Table 2 are included for reference. As expected, the size of the correlations 

increases somewhat by using sets of predictors; combinations of test and 

high school performance data are more effective than either alone. While 



Predictor set 

HSRa 
HSR, PSAT verbal, PSAT mathematics 
HSR, ACT composite 

Table 3 

Multiple Correlations of Selected Predictor Sets 
with Camp 1001 Grade for 

Fall, 1973 Freshmen 

HSR, ACT English, ACT mathematics, ACT social studies, ACT natural science 
High school English GPA, high school mathematics GPA, high school social science GPA, high school 

natural science GPA 
High school English GPA, high school mathematics GPA, high school social sicence GPA, high school 

natural science GPA, PSAT verbal, PSAT mathematics 
High school English GPA, high school mathematics GPA, high school social science GPA, high school 

natural science GPA, ACT composite 
High school GPA, high school mat hematics GPA, high school social science GPA, high school natural 

science GPA, ACT English, ACT mathematics, ACT social studies, ACT natural science 
HSR, high school English GPA, high school mathematics GPA, high school social science GPA, high 

school natural science GPA 
HSR, high school English GPA, high school mathematics GPA, high school social science GPA, high 

school natural science GPA, PSAT verbal, PSAT mathematics 
HSR, high school English GPA, high school mathematics GPA, high school social science GPA, high 

school natural science GPA, ACT composite 
HSR, high school English GPA, high school mathematics GPA, high school social science GPA, high 

school natural science GPA, ACT social studies, ACT natural science 
PSAT verbal, PSAT mathematics 
ACT compositea 
ACT English, ACT mathematics, ACT social studies, ACT natural science 

Camp 1001 

R N - -

.26 1,069 

.33 261 

.30 1,047 

.36 1,047 

.29 986 

.38 230 

.33 965 

.37 965 

.30 942 

.39 229 

. 34 923 

.38 923 

.14 262 

.23 1,096 

. 30 1,096 

Note_. These multiple correlations are the result of a series of multiple regression analyses in which A-D course 

grade was predicted using various sets of variables which may be available at the time of admission. 

apearson correlations are reported. .... 
0 



we could wish for stronger relationships, several correlations are 

around .40, which would permit us to make better decisions with the 

data than without. 

ll 

At this point in the project (about March, 1974), we had to decide 

whether to go ahead and develop new placement criteria using the data 

available to date, or attempt to study the placement problem in more 

depth. Ideally, we would have chosen the latter approach, but time was 

pressing and the former method was selected. 

A first step was the examination of the current placement equations. 

Table 4 shows how 1973 admitted freshmen were distributed among the three 

available classifications. Only 3.3% of Twin Cities campus freshmen (ex

cluding General College students) were exempted from freshman composition; 

twice as many, but only 6.4%, were placed in the remedial course. This 

distribution was reviewed and the results of a survey the English composition 

administration had made of their instructors were discussed. The survey 

suggested that most instructors believed that more students should have 

been exempted and more should have been placed in the remedial course. 

Based on these data , it was decided to use a placement system with four 

categories (plus an insufficient information group). These categories are 

described in Table 5, along with the proportion of 1973 freshmen to be 

placed in each group. (All cutting scores would be developed on the Fall, 

1973 group and then applied to Fall, · 1975 entering freshmen. Information on 

the distribution of these placements for Fall, 1975 freshmen would be 

provided to composition at various points during the admission process 

to aid course scheduling.) 



Table 4 

Distribution of Freshman English Clas sifications 
for Fall, 1973 Admitted Freshmen 

12 

All Twin 
Cities except 

Technology Liberal Arts General Collese 
Classification N % N % N % 

1 (Exempt) 29 4.7 136 3.2 179 3.3 

2 (Comp 1001) 563 90.4 3,824 90.2 4,873 90.3 

3 (Comp 0001) 31 5.0 278 6.6 346 6.4 

Total classified 623 100.1 4,238 100.0 5,398 100.0 



Classification 

1 

2 

3 

4 

5 

Table 5 

Planned Freshman English Classifications for 
Fall, 1975 Freshmen 

Description 

Exempt from freshman English 

Possible exemption--student 
encouraged to take Minnesota 
English Test 

Comp 1001 or Cornrn 1001 

Comp 0001 

Insufficient information 

13 

Proportion of 
freshmen a 

Top 5% 

Next 5% 

Middle 80% 

Bottom 10% 

aBased on Twin Cities freshmen (excluding General College), Fall, 1973. 



The data presented in Table 3 suggested that several sets of 

criteria potentially available at the time of admission could predict 

Comp 1001 grade fairly well. These are listed in Table 6 in order of 

preference, which was determined by the following criteria: 

1. Quality of the data--All other things being equal, the pre

dictor set with the largest number of cases available during 

the analyses was selected first since it was likely to be 

more reliable and valid. 

2. Correlation of predictor set with course grade--All other 

things being equal, the predictor set which correlated best 

with course grade would be selected first. 

14 

Thus, for the student with all four high school GPAs and ACT, predictor 

Set 1 would be used. If one or more GPAs were missing but the student 

had ACT and HSR, Set 2 would be used, and so forth. It was hoped that 

the availability of a number of sets would permit classification for the 

maximum number of freshmen, since all applicants would not have exactly 

the same data available. 

Each predictor set may be used to compute an English classification 

"index," which will be referred to as Index 1 (based on Set 1), Index 2 

(based on Set 2), and so forth. Indices 1 through 5 are basically the 

predicted grade in Comp 1001 multipl ied by 100 and as such may theoretically 

range from 0 to 400. (We refer to these values as indices, however, be-

cause with inflating GPAs at the University, predicted GPAs soon look low 

and also because measurement error is such that an A grade is not predicted 

for any student.) Index 6 is ACT English standard score alone and ranges 



Index 

1 

2 

3 

4 

5 

6 

Table 6 

Computational Information for English Classification Indices 1 through 6 
for Fall, 1975 Freshmen 

Average high school srades ACT PSAT 
English Math SocS a NatSci HSR E M ss NS Verb Math 
--

+23.4 +2.35 +4.67 +1.84 +4.65 +.79 +1.1 -1.14 

+.90 +4.78 +.27 +1. 77 -1.13 

+38. 7 +14.3 +13.3 -L99 +.13 -.11 

+1. 78 +.42 -.40 

+26.77 +6.57 +5.66 +4.31 

+1.00 

--~ 

Valid 
Constant values 

+81.0 0-400 

+107.35 0-400 

+89.8 0-400 

+156.31 0-400 

+164.8 0-400 

1-36 

Note. This table may be used to compute English classification indices. The equations are listed in order of 
preference. Each variable is multiplied by the appropriate coefficient and the resulting values and the con
stant are summed to yield the index; for example, 

Index 4 = 1.78 X HSR + .42 X PSAT verb- .40 X PSAT math+ 156.31 

High school grades are the average of grades in each area; for example, if a student has an A in English as a 
junior and a B as a senior, his or h~r English GPA would be 3.5 (assuming both were full year courses). In these 
calculations A is 4 grade points, B is 3, C is 2, D is 1, and F is O, and P/N grades are excluded. Grades from 
lOth, 11th, and 12th grades are included if available. 

1-' 
Ul 
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from 1 to 36. Information necessary for the calculation of each of these 

indices may also be found in Table 6 . 

To determine appropriate cutting scores for each classification and 

for each of the new indices, the following procedure was followed. First, 

the appropriate cutting score on the most frequent current English 

placement equation 3 was found. This was done using a sample of 3,643 

Twin Cities freshmen (again excluding General College) for whom this value 

(a predicted English GPA, referred to hereafter as Eng Old) could be 

calculated. Values of Eng Old which cut off the percentages of students 

desired (Cf. Table 5) were identified for this group of Fall, 1973 freshmen. 

It should be noted that a relatively large number of freshmen are missing 

from this group since they lacked the variables necessary to calculate 

Eng Old. Therefore, to use these data as our base, we must assume that 

this group is reasonably representative of Fall, 1973 freshmen; there do 

not appear to be any obvious reasons why they would be radically different. 

The Eng Ol d values corresponding to our new placement classifications are 

shown in Table 7. If we decided to exempt Fall, 1975 freshmen from freshman 

English on the basis of Eng Old, all those with Eng Old values of 2.56 or 

above would be excused from the r equirement. However, we wish to set cutting 

scores for these classifications for Indices 1 through 6; to do this the 

Index 1 through 6 values equivalent to the Eng Old cutoffs must be determined. 

Equipercentile equating was used to determine these equivalent values; the 

procedure is illustrated by a description of the process used to deter-

mine Eng Old and Index 1 equivalents. A sample of students for whom both 

3 
Eng Old = (.065 X ACT English + .001 X ACT mathematics + .032 X 

ACT social studies - .001 X ACT natural science - .168 + .153 X high 
school English grade + .180 X high school mathematics grade + .156 
X high school social science grade + .123 X high school natural science 
grade+ ~280)/2. 



Classification 

l 

2 

3 

4 

Table 7 

Equivalent Cutoff Scores for Eng Old and Indices 1 through 6 
for Fall, 1975 Freshman English Classifications 

Percentage 
of Fall, 1973 

freshmen 

Top 5% 

Next 5% 

Middle 80% 

Bottom 10% 

Eng Old 

2. 56+ 

2.45-2.55 

1. 65-2.44 

1.64 and 
below 

Index 
1 

350+ 

338-349 

250-337 

249 and 
below 

Index 
2 

346+ 

335-345 

247-334 

246 and 
below 

Index 
3 

347+ 

338-346 

232-337 

231 and 
below 

Index 
4 

333+ 

328-332 

230-327 

229 and 
below 

Note. Information needed to calculate Indices 1 through 6 is contained in Table 6. 

Index 
5 

340+ 

332-339 

258-331 

257 and 
below 

Index 
6 

27+ 

25-26 

15-24 

14 and 
below 

t-' 
-..) 
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Eng Old and Index 1 could be computed was selected; each student, then, 

had all four high school GPAs and all four ACT scores. Every member of 

the sample was a Fall, 1973 freshman who had taken either Cornrn 1001 or 

Camp 1001 during his or her freshman year. Two cumulative frequency 

distributions--one for Index 1 and one for Eng Old--were obtained for 

this group of 2,475 freshmen. These two distributions were each plotted 

on graph paper (index value by cumulative percentage, Eng Old by 

cumulative percentage) and the values were connected by a smooth curve. 

The equipercentile equating procedure assumes that a student receiving 

an Eng Old at a certain percentile in this group would be expected to 

receive an Index 1 value at the same percentile in this group. To 

determine the equivalent of an Eng Old of 2.56 (the cutoff for exemption), 

we note that this value appears at the 98th percentile; the value of 

Index 1 at the 98th percentile is 350. These two values may be considered 

equivalent. In a similar manner, the other Eng Old Index 1 equivalents 

were found . Cutoff values for Indices 2 through 6 were found by equating 

them to Index 1 cutoffs using the procedure already described. Each of 

these new cutoff values may be found in Table 7. 

Following the acceptance of the new system by the Freshman composition 

administration, the necessary instructions were forwarded to the Admin

istrative Data Processing Department so that the new placement data could 

be incorporated into each admitted freshman's record. 

In the summer of 1975, a distribution of admitted freshmen into each 

of the new categories was prepared to aid in planning and to provide a 

preliminary estimate of the effectiveness of the new strategy. These 

data are displayed in Table 8. As planned, about 10% of the incoming 



Classification 

1 (exempt) 

2 (test) 

3 (Comp 1001) 

4 (Comp 0001) 

Total classified 

Not classified 

Total admitted 

Table 8 

Distribution of Freshman English Classifications 
for Fall, 1975 Admitted Freshmen 

as of July 16, 1975 

All Twin 
Cities except 

Technology Liberal Arts General College 
N % N % N % 

52 6.1 193 4.5 263 4.5 

67 7.9 232 5.4 335 5.8 

706 82.9 3,575 82.9 4,:?94 82.8 

27 3.2 311 7.2 395 6.8 

852 100.1 4,311 100.0 5,787 99.9 

21 78 118 

873 4,389 5,905 

19 

Note. 118 unclassified studen~represent 2.0% of total students admitted to date. 
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student group were potentially exempt; slightly fewer than desired were 

placed in the remedial category. Overall, 98% of the incoming freshman 

group were classified into one of the four available categories. 

Chemistry 

As in the English project, our primary efforts toward chemistry placement 

focused on the largest freshman introductory course in this area, Chern 1004; 

some data were also collected on Chern 1031, an introductory course intended 

for chemistry majors. Basic characteristics for students in these two 

courses are shown in Table 9. As might be expected, sbudents in Chern 1031 

have a generally stronger background in math and the natural sciences, 

as measured both by high school performance and by test scores. A fairly 

large sample of around 800 students was available for study, although 

only about a third of them had PSAT scores available. 

Next we examined the relationship of each variable to course grade 

via Pearson correlations, which are shown in Table 10. In Chern 1004, the 

correlations are, overall, somewhat higher than those seen for Comp 1001. 

The best predictors are indicative of math ability and performance--high 

school mathematics GPA, ACT mathematics standard score, and PSAT mathematics 

score. HSR, high school natural science and academic GPA, and ACT composite 

score also correlate highly. The patterns of correlation in Chern 1031 

are similar, although some unexpected differences (e .g. , high school 

academic GPA correlation of .11) are probably due to restriction in range 

in both course grade and high school grades for this group. 

Table 11 gives the result of a multiple correlation analysis for 

Chern 1004 students. The multiple correlations (~) are considerably 



Table 9 

Means, Standard Deviations, and Number of Cases 
for Variablffi in Chern 1004 and Chern 1031 for 

Fall, 1973 Freshmen 

Chern 1004 Chern 1031 
Variable Mean SD N Mean SD 

HSR 83.9 14.6 821 88.0 13.1 
High school GPAs: 

English 3.3 .6 842 3.3 .6 
Mathematics 3.2 . 7 845 3.6 . 5 
Social science 3.4 .6 827 3.5 .6 
Natural science 3.3 .7 831 3.6 . 5 
Academic 3.3 .6 856 3.6 .9 

MSAT: 
Raw score 46.6 10.2 746 48.0 10.4 
College-bound percentile 72.6 20.3 747 75.0 20.2 

ACT: 
English 22.1 3.7 837 22.0 3.7 
Mathematics 27.6 4.0 837 30.4 3.6 
Social studies 25.2 4.8 837 26.2 4.7 
Natural science 27.9 4.1 837 30.2 3.3 
Composite 25.8 3.3 837 27.3 3.1 

PSAT: 
Verbal 49.6 8.3 254 47.5 14.0 
Mathematics 57.3 8.1 254 58.:0 15.9 

Fall 1973 University GPA 2.9 .6 845 2.9 .6 
Course grade 2.6 . 9 783 2.8 .8 

21 

N 

161 

160 
163 
161 
163 
171 

151 
151 

158 
158 
158 
158 
158 

56 
56 

154 
134 

Note. Course grade ~s include only students who received A through D grades, 
thus the Ns are sometimes smaller than those for the other variables in the 
course. 



Table 10 

Correlations of Predictors with Course Grade 
in Chern 1004 and Chern 1031 for 

Fall, 1973 Freshmen 

Chern 1004 Chern 
Variable r N r - -

HSR .39 749 .30 
High school GPAs: 

English .26 769 .21 
Mathematics .44 773 .39 
Social science .29 754 .25 
Natural science . 39 761 • 37 
Academic . 38 783 .11 

MSAT: 
Raw score .37 679 .36 
College-bound percentile . 34 679 .34 

ACT: 
English .30 764 .29 
Mathematics .44 764 .40 
Social studies . 27 764 .42 
Natura l science . 26 764 .37 
Composite .40 764 .45 

PSAT: 
Verbal .31 238 .26 
Mathematics .41 238 .43 

1031 
N 

127 

124 
127 
125 
127 
134 

119 
119 

125 
125 
125 
125 
125 

49 
49 

Note. Course grades other than A through D are not included 
in this analysis. 

22 



Table ll 

Multiple Correlations of Selected Predictor Sets 
with Chern 1 004 and Chern 1031 Grade for 

Fall, 1973 Freshmen 

Chern 1004 Chern 1031 
Predictor Set R N R N 

HSRa . 39 
HSR, PSAT verbal, PSAT mathematics .49 
HSR, ACT composite .49 
HSR, ACT English, ACT mathematics, ACT social studies, ACT natural science .52 
High school English GPA , high school mathematics GPA, high school social science GPA, 

high school natural science GPA .48 
High school English GPA, high school mathematics GPA, high school social science GPA, 

high school natural s cience GPA , PSAT verbal, PSAT mathematics .54 
High school English GPA, high school mathematics GPA, high school social science GPA, 
hi gh school natural science GPA , ACT composite .54 
High school English GPA, high s chool mathematics GPA, high school social science GPA, 

high school natural science GPA, ACT English, A~T mathematics, ACT social studies, 
ACT natural science .55 

HSR, high school English GPA , high school mathematics GPA, high school social science GPA 
high school natural science GPA .48 

HSR, high school English GPA, high School mathematics GPA, high school social scie nce 
GPA, high school natural science GPA, PSAT verbal, PSAT mathematics .54 

HSR, high school English GPA, high school mathematics GPA, high school social science 
GPA, high school natural science GPA, ACT composite .54 

HSR, high school English GPA, high school mathematics GPA, high school social science 
GPA, high school natural science GPA, ACT English, ACT mathematics, ACT social studies 
ACT natural science .55 

PSAT verbal, PSAT mathematics .43 
ACT compositea .40 
ACT English, ACT mathematics, ACT social studies, ACT natural science .46 

749 
234 
740 
740 

732 

227 

722 

722 

707 

233 

701 

701 
238 
764 
764 

.30 

.47 

.47 

.49 

.45 

.so 

.52 

.55 

.45 

.so 

.52 

.55 

.44 

.45 

.47 

Note. These multiple correlations are the result of a series of multiple regression analyses in which A 
through D course grade was predicted using various sets of variables which may be available at the time 
of admission. 

aPearson correlations are reported. Variables are included in the regression only if they add significant
ly to the correlation; this set does not include ACT English. 

127 
49 

125 
125 

122 

47 

121 

121 

122 

47 

121 

121 
49 

125 
125 

"-• 
w 
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higher than the Pearson correlations shown in Table 10. Either test data 

or high school data alone are not nearly as good a predictor as a corn-

bination of the two types of information, and both ACT and PSAT appear 

to be equally good in combination with high school information. 

These preliminary results were discussed with staff in the Chemistry 

Department. It was decided to go ahead with developing new placement 

categories using the data on Chern 1004. The effectiveness of the current 

placements into chemistry was also reviewed, and satisfaction was expressed 

with the ability level of students entering Chern 1004 as freshmen. Table 

12 shows the current placement system, which consists of only two categories; 

most (58%) 1973 freshmen were permitted to take Chern 1004 if they wished. 

A similar procedure to that used in developing new English placements 

was followed for chemistry. Six alternative formulas were established 

for the computati on of placement indices. Table 13 lists the sets in 

their order of preference, along with their correlation with course grade 

and the number of cases on which the correlations were based. Computational 

informati on fo r each index is given in Table 14. 

The equipercentile equating method described in the section on English 

placement was used to determine values on each of the new indices equivalent 

to the cutoff scores on the primary old classification equation (Chern Old).
4 

The results of this process are given in Table 15. 

Table 16 shows a distribution of the classifications for Fall,l975 

admitted freshmen; it is virtually identical t o that shown in Table 12. 

4
chern Old= (.0480 X ACT English+ .0656 X ACT mathematics+ .0167 

X ACT social studies - .0110 X ACT natural science - .8868 + .0793 X 
high school English grade + .3555 X high school math grade + .1246 X high 
school social studies grade + .1374 X high school natural science grade 
+ .0153)/2. 



Table 12 

Distribution of Chemistry Classifications 
for Fall, 1973 Twin Cities Freshmen 

2.5 

All Twin Cities 
Liberal Arts except General College 

Classification N % N % 

y (may take Chern 1004 2 ,ll9 57.2 2,429 57.6 
as a freshman) 

N (may not take Chern 1,585 42.8 1,791 42.4 
1004 as a freshman) 

Total classified 3,704 100.0 4,220 100.0 



Set 
number 

1 

2 

3 

4 

5 

6 

Note. 
lOth, 

High 
11th, 

Table 13 

Best Predictors of Chern 1004 Grade, 
Correlations of Predictors with Course Grade, and 

Number of Cases on which Data are Based for 
Fall, 1973 Freshmen 

Variables in set R 

High school English GPA .55 
High school mathematics GPA 
High school social science GPA 
High school natural science GPA 
ACT English 
ACT mathematics 
ACT social studies 
ACT natural science 

HSR .52 
ACT English 
ACT mathematics 
ACT social studies 
ACT natural science 

High school English GPA .54 
High school mathematics GPA 
High school social science GPA 
High school natural science GPA 
PSAT verbal 
PSAT mathematics 

HSR .49 
PSAT verbal 
PSAT mathematics 

High school English GPA .48 
High school mathematics GPA 
High school social science GPA 
High school natural science GPA 

ACT mathematics .44a 

school grades are the average of all grades received in 
and 12th grade. 

aPearson correlation is reported. 
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N 

722 

740 

227 

234 

732 

764 

that area in 



Index 

1 

2 

3 

4 

5 

6 

Table 14 

Computational I nformation for Chemistry Classification 
Indices 1 through 6 for Fall, 1975 Freshmen 

Average high school g rades ACT 
English Math Socst NatSci HSR E M ss 

-5.87 +27.56 +10.21 +19.03 +1. 53 +5.52 +.93 

+1. 51 +1.57 +7 .11 +.86 

-14.21 +38. 3 3 +23.50 +7.51 

+1. 77 

-6.49 +41.20 +13.29 +26.22 

+1.00 

PSAT 
NS Verb Math Constant 

+.59 -136.57 

+.59 -140.48 

+1.05 +2.99 -144.13 

+1.23 +2.98 -117.87 

+154.86 

Note. Information contained in this table may be used to compute chemistry classification indices. The 
equations a r e l isted in order of preference. Each variable is multiplied by the appropriate coefficient 
and the rEsulting values and the constant are summed to yield the index; for example, 

Index 4 = +1.77 X HSR + 1.23 X PSAT verb+ 2.98 X PSAT math- 117.87 

High school grades are the average of grades in each area in the lOth through 12th grades (or as much 
available at the time of application). In these calculations, A is 4 grade points, B is 3, C is 2, D is 
1, and F is 0; P/N grades are excluded. Valid values for indices 1 through 5 are zero through 400; for 
Index 6, valid values range from 1 to 36. 

N 
-...) 
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N 

Classification 

(may take Chern 
as freshman) 

(may not take 

Table 15 

Equivalent Cutoff Scores for Chern Old and Indices 1 through 6 
for Fall, 1975 Freshmen Chemistry Classifications 

Index Index Index Index 
Chern Old 1 2 3 4 

1.9+ 214+ 211+ 221+ 215+ 

Below Below Below Below Bel ow 
Chern as a freshman) 1.9 214 211 221 215 

Index 
5 

220+ 

Below 
220 

Note. Information needed to calculate Indices 1 through 6 is contained in Table 14. 

Index 
6 

24+ 

Below 
24 

I'V 
(X) 



Table 16 

Distribution of Chemistry Classifications for 
Fall, 1975 Admitted Freshmen as of July 16, 1975 

All Twin Cities 
Liberal Arts exce.Et General Colle9:e 

Classification N % N 

y 2,200 51.0 3,295 

N 2,111 49.0 2,491 

Total classified 4,311 100.0 5,786 

Not classified 78 118 

Total admitted 4,389 5,904 

Note. The 118 unclassified students represent 2% of total students 
admitted. 

% 

56.9 

43.0 

99.9 

29 
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Again, we were able to classify 98% of the incoming freshmen, thus 

eliminating most hand calculation of placements. 

Mathematics 

Placement research in mathematics is based primarily on Math 1211, 

selected as a "typical," large-enrollment freshman course in calculus; 

it is the first course of a three-course sequence. As Table 17 shows, a 

number of other mathematics courses which could be first courses at the 

University were studied as well: 

Math 1008 Trigonometry 
Math 1111 College Algebra and Analytic Geometry 
Math 1142 Introduction to Calculus 
Math 1201 Pre-Calculus 
Math 1211 Analysis I (calculus) 
Math 1311 Computer Calculus I 
Math 1611 Analysis I (accelerated calculus course) 

These are arranged in the table in order of prerequisite requirements 

and, to some extent, student ability required. Values of the variables 

included in the table reflect this dimension (e.g., HSR, ACT mathematics 

standard score) . There is not, however, a striking progression in terms 

of course grade. 

Table 18 gives the Pearson correlations between each predictor and 

course grade by course. For each course, the highest correlations generally 

involve high school mathematics GPA, ACT mathematics score, and PSAT math-

ematics score. Correlations of other predictors with course grade are 

disappointingly low. To some extent, this suggests that the current place-

ment criteria are working fairly well; students within each course are 

quite similar. 
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Variable 

HSR 
High school GPAs: 

English 
Mathematics 
Social studies 
Natural science 
Academic 

MSAT: 
Raw score 
College-bound percentile 

ACT: 
English 
Mathematics 
Social studies 
Natural science 
Composite 

PSAT: 
Verbal 
Mathematics 

Fall 1973 University GPA 
Course grade 

Table 17 

Means, Standard Deviations, and Number of Cases for Variables in 
Math 1008, Math 1111, Math 1142, Math 1201, Math 1211, Math 1311, Math 1611 

for :·Fall, 1973 Freshmen 

Math 1008 Math 1111 Math 1142 Math 1201 Math 1211 Math 1311 Math 1611 

Mean ~ H. Mean ~ N. Mean mL li Mean SD H. Mean mL N Mean mL H. Mean ~ li 

66 .3 27.8 271 71.9 24.3 739 72.9 23.1 278 70.8 25.3 613 76.3 24.7 lp21 80.9 20.6 157 93 . 0 14.1 217 

3.0 .7 265 3 . 1 
2.8 .8 263 2.8 
3.1 .7 258 3 . 2 
2.8 .8 256 3.0 
3.0 .7 271 3.1 

43.7 10.1 242 42.7 
66.5 21 . 9 242 64.8 

20.7 4.1 264 20.9 
24. 4 4.4 264 24.7 
23.9 5.1 264 23.4 
26.3 4.7 264 25.9 
23.3 5.1 271 23.3 

49.6 9.1 43 46.9 
55.0 7.3 43 52.4 
2.7 .7 257 2.7 
2.7 .8 166 2.9 

.6 725 3 . 1 

. 7 721 3.0 

.7 713 3.2 

.8 695 3.0 

. 7 739 3.1 

9.8 659 42.3 
21. 5 660 63. 9 

3.7 723 20.7 
4.4 723 26.2 
5.2 723 23.6 
4.7 723 26.3 
4.9 739 24.0 

8.5 162 46.4 
8.2 162 54.9 

.7 598 2.8 

.8 598 2.7 

.6 272 3.1 

.7 274 2.9 

.6 267 3.2 

.7 258 3.0 

. 7 278 3.1 

9.3 258 43.7 
21.0 258 66.2 

3.4 274 20.6 
4.1 274 26.5 
5.2 274 23.7 
4.3 274 27.0 
4.4 278 23.6 

7.8 59 47.3 
7.0 59 55.1 

.6 274 2.8 
1.0 196 2.9 

.6 605 3.2 

.7 605 3.2 

.7 594 3.3 

.7 583 3.2 

.7 612 3.3 

10 . 3 553 45.8 
22.3 554 70.7 

3.9 587 21.2 
4.0 587 28.0 
5.1 587 24.5 
4.3 587 27.9 
5.9 613 24.4 

8.5 104 48.8 
8.3 104 57.6 

.7 593 2.8 

.8 488 2.8 

.6 990 3.2 

.6 998 3.4 

.6 978 3.3 

.7 965 3.4 

.7 ),020 3.3 

9.9 899 49.1 
20.5 899 77.9 

3.9 976 22.0 
3.4 976 30.0 
5.2 976 26.4 
4.1 976 29.8 
6.1 1,021 26.3 

8.5 269 49.2 
7.9 269 59.6 

.7 992 2.8 

.9 791 2.7 

.6 156 

.5 156 

.6 153 

.6 152 

.4 157 

9.0 133 
16.2 133 

3.4 152 
2.9 152 
4.1 152 
3.3 152 
5.4 157 

8.8 47 
6.6 47 
.6 150 
.8 119 

3.6 .4 211 
3.8 .4 216 
3. 7 . 4 214 
3.9 .4 215 
3.7 .4 217 

54 . 2 8 . 8 201 
86.4 14.0 201 

24.7 3.4 208 
32.6 2.4 208 
28.5 3.0 208 
31.1 2.4 208 
28.2 6.2 217 

54.8 7.5 95 
64.6 6.5 95 
3.2 .6 210 
3.1 .8 178 

Note: . Course grade Nsinclude only students who received A through D grades, thus the Nsare sometimes smaller than those for the other variables in the 
course. w .... 



Table 18 

Correlations of Predictors with Course Grade in 
Math 1008 , Math 1111, Math 1142, Math 1201, Math 1211, Math 1311, Math 1611 for 

Fall, 1973 Freshmen 

Math 1008 Math 1111 Math 1142 Math 1201 Math 1211 Math 1311 

Variable r N r N r N r N r N r N - - - - - - - - - - -

HSR .07 166 .20 598 .25 196 .17 488 .13 791 .00 119 
High school GPAs: 

English .10 162 .18 590 .15 194 .28 483 .22 763 .04 119 
Mathematics .37 163 . 34 587 .25 196 .36 484 .29 771 .13 119 
Social science .03 158 .18 578 .21 191 .16 477 .15 753 .11 118 
Natural science .17 159 .21 565 .18 183 .24 467 .25 747 .26 115 
Academic .15 166 .24 588 .30 196 . 27 487 .25 790 .1~ 119 

MSAT: 
Raw score . 21 151 .16 536 .13 183 .22 443 .21 695 .08 105 
College- bound percentile . 20 151 .14 537 .11 183 .21 444 .18 695 .04 105 

ACT: 
English .15 161 .19 586 .13 196 .20 466 .21 751 .06 114 
Mathematics .37 161 .43 586 .15 196 .37 466 .33 751 .25 114 
Social studies .13 161 .18 586 .00 196 .14 466 .17 751 .11 114 
Natural science .15 161 .16 586 • 04 196 .13 466 .13 751 .18 114 
Composite .11 161 .23 586 .09 196 .08 488 .06 791 -.10 119 

PSAT: 
Verbal .20 34 .12 145 -.11 44 .20 90 .30 229 . 07 41 
Mathematics .26 34 .40 145 .02 44 .37 90 . 34 229 .39 41 

Note. Course grades other than A through D are not included in this analysis. 

Math 1611 
r N - -

.15 178 

.12 172 

.26 177 

. 14 176 

.14 176 

.25 178 

.12 164 

. 06 164 

.11 170 

. 34 170 

.11 170 

.15 170 

.10 178 

.07 75 

.36 75 

w 
N 
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The regression analyses done with students in Math 1211 indicate 

that several sets of predictors can predict course grade reasonably 

well. These data are given in Table 19. Both ACT and PSAT scores work 

well; however, HSR is not too useful when compared with all four high 

school average GPAs. These data were discussed with the Mathematics 

Department and Technology administration; information on the current 

mathematics placement system was also analyzed (Table 20) . Since 

satisfaction was expressed with the current system, the remainder of the 

analyses were devoted to determining new index values equivalent to the 

old. 

Table 21 lists the predictor sets chosen for use in order of pre-

ference, which was established using the same criteria as in the English 

portion of the study. Each set of cutoffs on the new indices was equated 

to the predominantly used "old" mathematics placement equation, which was 

5 
based on four high school GPAs and four ACT scores. All students who 

had completed any of the freshman mathematics courses at the University 

were used as part of the sample for the equipercentile equating process 

used to determine the new cutoffs. The procedure used was otherwise the 

same as that described earlier. The computational formula for each new 

index is given in Table 22, while Table 23 displays the new placement 

system as it relates to the old one. This new system was adopted and 

applied to freshmen admitted for Fall of 1975. The distribution of place-

ments for this group may be found in Table 24 and compared with Table 20, 

which contains the same distribution for Fall , 1973 freshmen. The two 

tables are markedly similar. In addition, more students, 98% versus 92%, 

are classified in the 1975 freshmen group. 

5
Math Ole = (.059 X ACT English + .045 X ACT mathematics + .016 X ACT 

social studies I .UUJ X ACT natural sc1ence - J 065 + .107 x high school 
Eng~ish g~ade ~ .121 X high school mathematicb yrade + .193 x hlgh school 
soc1al sc1ence grade + .4125 X high school natural science grade - .497)/2. 



Table 19 

Multiple Correlations of Selected Predictor Sets 
with Math 1211 Grade for 

Fall, 1973 Freshmen 

Math 1211 
Predictor set 

HSRa 
HSR, PSAT verbal, PSAT mathematics 
HSR, ACT composite 
HSR, ACT English, ACT mathematics, ACT social studies, ACT natural 
High school English GPA, high school mathematics GPA, high school 

natural science GPA 
High school English .GPA, high school mathematics GPA, high school 

natural science GPA, PSAT verbal, PSAT mathematics 
High school English GPA, high school mathematics GPA, high school 

natural science GPA, ACT composite 

science 
social science GPA, high school 

social science GPA, high school 

social science GPA, high school 

High school English GPA, high school mathematics GPA, high school social science GPA, high school 
natural science GPA , ACT English, ACT mathematics, ACT social studies, ACT natural science 

HSR, high school English GPA, high school mathematics GPA, high school social science GPA, high 
school natural science GPA 

HSR, high school English GPA, high school mathematics GPA, PSAT verbal, PSAT mathematics 
HSR, high school English GPA, high school mathematics GPA, high school social science GPA, high 

school natural science GPA, ACT composite 
HSR, h.igh school English GPA, high school mathematics GPA, high school social science GPA, high 

school natural science GPA, ACT English, ACT mathematics, ACT social studies, ACT natural science 
PSAT verbal, PSAT mathematics 
ACT compositea 
ACT English, ACT mathematics, ACT social studies, ACT natural science 

R -

.13 

.39 

.13 

.37 

.34 

.42 

.34 

.40 

.34 

.42 

. 34 

.40 

. 38 

.06 

.35 

Note: These data are for all 1973 freshmen who took Math 1211 in 1973-74, regardless of whether it was their first 
course in mathematics. 

apearson correlation is reported. 

N -

791 
229 
791 
751 

720 

215 

720 

697 

720 
215 

720 

697 
229 
791 
751 

w 

"'" 



Table 20 

Distribution of Mathematics Classifications 
for Fall, 1973 Twin Cities Freshmen 

Liberal 
Technolog:x Arts 

Classification N % N _% 

1--Math 1611 (or 1111, 1131, 1211, or 1311) 153 24.7 378 9.1 

2--Math 1211 or 1311 (or 1111 or 1131) 245 39.6 807 19.4 

3--Math 1201, 1111, or 1131 134 21.7 527 12.7 

4--Math 1111, 1131, or 1008 42 6.8 1,005 24.2 

5--Consult (predicted GPA high for amount 
of math taken) 6 1.0 185 4.5 

6--Math 0009 (a repeat course for the 
student) 31 5.0 375 9 . 0 

7--Math 0009 (not a repeat course for 
the student) 7 1.1 844 20.3 

8--student needs e l ementary algebra 1 . 2 36 .9 

Total classified 619 99.9 4,157 100.1 

9--Inadequate information fo r placement 
decision (i.e., fewer than 9.6 overall 
high school units) 108 345 

35 

All Twin Cities 
(except General 

College) 
N % 

567 10.7 

1,181 22.3 

735 13.9 

1,230 23.2 

203 3.8 

463 8.7 

892 16.8 

37 .7 

5,308 100.1 

486 

Note. Suggested courses for each classification are drawn from the spring, 1975 Lib
eral Arts memorandum on course placement in arts college freshman courses. 



Set 
number 

1 

2 

3 

4 

5 

6 

Table 21 

Best Predictors of Math 1211 Grade, 
Correlations of Predictors with Course Grade, and 

Number of Cases on which Data are Based 
for Fall, 1973 Freshmen 

Variables in set 

High school English GPA 
High school mathematics GPA 
High school social science GPA 
High school natural science GPA 
ACT English 
ACT mathematics 
ACT social studies 
ACT natural science 

HSR 
ACT English 
ACT mathematics 
ACT social studies 
ACT natural science 

High school English GPA 
High school mathematics GPA 
High school social science GPA 
High school natural science GPA 
PSAT verbal 
PSAT mathemati cs 

HSR 
PSAT verbal 
PSAT mathematics 

High school English GPA 
High school mathematics GPA 
High school social science GPA 
High school natural science GPA 

Correlation 
with grade 

.41 

.37 

.43 

.39 

.33 

N 

482 

505 

172 

181 

498 

ACT mathematics .33 Approx. 500 

36 

Note. High school grades are the averages of all grades received in that area in 
lOth, 11th, and 12th grade (or as many years as are available at the time 
of admission). 



Table 22 

Computational Information for Mathematics Classification Indices 1 through 6 
for Fall, 1975 Freshmen 

Average high school grades ACT PSAT Valid 
Index English Math Soc NatSci HSR E M ss NS Verb Math Constant values 

1 +19.24 +22.71 -12.85 +19.58 +2.59 +7.10 -.59 -1.76 -76.67 

2 +1.10 +3.18 +8.56 -6.45 -1.33 -73.73 

3 +4.78 +36.30 +2.80 +6.63 +1.63 +2.58 -122.07 

4 +. 71 +1. 74 +2.91 -32.8 

5 +23.9 +30.10 -16.23 +22.19 +85.0 

6 +1.00 

Note. Information contained in this table may be used to calculate mathematics classification indices. The 
equations are listed in order of preference. Each variable is multiplied by the listed coefficient and the 
resulting values and the constant are summed to yield an index; for example, 

Index 4 = .71 X HSR + 1.74 X PSAT verbal+ 2.91 X PSAT math- 32.8 

0-400 

0-400 

0-400 

0-400 

0-400 

1-36 

Each index is then rounded to the nearest whole number. 
in each area in the lOth through the 12th grades (or as 
calculations, A is 4 grade points, B is 3, . C is 2, D is 

High school grades in this table are the average of grades 
many as are available at the time of admission) . In these 
1, and F is zero; P/N grades are excluded. 

w 
-..) 



High school 
m3.th units 

<.1. 00 

1. 00-2.99 

3.00-3.4 

> 3.4 

<. 9. 6 over-
all units 

Table 23 

Equivalent Cutoff Scores for Math Old and Indices 1 through 6 
for Fall, 1975 Freshman Mathematics Classifications 

Classi- Index Index Index Index 
Math Old fication 1 2 3 4 

N/A 8 N/A N/A N/A N/A 

<. 2. 00 7 ~258-_- ~ 262 5: 247 ::256 

~2.00 5 259+ 263+ 248+ 257+ 

<. 1. 45 6 ~ 173 ~179 ~ 173 ~201 

1. 45-2.55 4 174-331 180-326 174-327 202-322 

2.56+ 5 332+ 327+ 328+ 323+ 

<. 1.45 6 ~ 173 ~179 ~ 173 ~ 201 

1.45-1.89 3 174-245 180-250 174-232 202-245 

1. 90-2.39 2 246-309 251-305 233-303 246-298 

2.40+ 1 310+ 306+ 304+ 299+ 

N/A 9 N/A N/A N/A N/A 

Note. Information needed to calculate indices 1 through 6 may be found in Table 22. 

~--- -

Index 
5 

N/A 

~ 269 

270+ 

$209 

210-,322 

323+ 

~209 

210-259 

260-306 

307+ 

N/A 

Index 
6 

N/A 

~ 26 

27+ 

~19 

20-32 

33+ 

~19 

20-25 

26-29 

30+ 

N/A 

w 
()) 



Classification 

1 

2 

3 

4 

5 

6 

7 

8 

Table 24 

Distribution of Mathematics Classifications 
for Fall, 1975 Admitted Freshmen 

as of July 16, 1975 

Technology Liberal Arts 
N % N % 

249 28.7 346 8.0 

373 42.9 848 19.6 

131 15.1 506 11.7 

54 6.2 926 21.4 

6 . 7 168 3.9 

30 3.5 472 10.9 

5 .6 947 21.9 

21 2.4 117 2.7 

Total classified 869 100.1 4,330 100.1 

Not classified 4 60 

Total admitted 873 4,390 

39 

All Twin Cities 
except General 

Collese 
N % 

624 10.8 

1,308 22.6 

705 12.2 

1,186 20.5 

201 3.5 

565 9.8 

1,046 18.1 

159 2.7 

5,794 100.2 

114 

5,908 

Note. The 114 students not classified represent 1.9% of students admitted 
to date. 
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Discussion 

The revision of course placement procedures just described was 

heavily, perhaps too much, dependent on past research. The traditional 

multiple regression approach is only one of several which might have been 

used. Yet in order to equate new index values to old, it made sense 

to use similar statistical procedures, pr edictor variables, and criterion 

measures. These latter two factors are also a matter of some concern. 

Predictors used tend to fall into the aptitude/previous performance domain, 

and, while, in chemistry and mathematics at least, they do a fairly good 

job of predicting performance, it would make some sense to more accurately 

measure a person's precise knowledge in an area via an achievement test 

before deciding which course, if any, should be taken. For example, in 

freshman composition, we might use a test of knowledge of writing mechanics 

to determine which students need to review basic skills before beginning 

a writing course. 

Another difficulty with the project relates to the PSAT/ACT option 

which students now have. While we did develop equivalent placement 

procedures based on either test, this was difficult. The PSAT sample 

available was small and somewhat biased i n the direction of higher-ability 

students. This created some problems with comparison of correlation 

coefficients across the two samples. However, its most serious problem 

affects the validity of equated cutting scores at the lower end of the 

distribution. The equated scores were determined on groups of students 

for whom both indices could be calculated. In some cases, inspection of 

pairs of curves did not result in a clear-cut decision on the cutting point. 

This is illustrated below in a hypothetical example. 
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Index value 

Clearly, the equated value on Index 2 could fall within a broad range 

due to the small number in the sample with scores in that region. The use 

of two optional tests are likely to continue to cause difficulty for 

research projects of this nature, both in sheer amount of work required to 

accomplish the research, as well as in the validity and comparability of 

decisions made. 

Use of five different placement options within each area did have 

one highly desirable effect--only about 2% of incoming freshmen could notbe 

classified, where under the older system, about 8% remained unclassified. 

Several recommendations for future research in the placement area 

grew out of this project and will be pursued. First, we should investigate 

alternative placement strategies and methods, in particular tests more 

specific to the subject matter under study. A focus of such research 

would be on the effectiveness of achievement tests versus grades/aptitude 

test variables. Many researchers have found that the latter information, 

which is usually routinely collected at the time of admission, does as 

good a job of placing students as do achievement tests, which must be 

administered in addition to the usual entrance requirements. 

Second, we need to consider exemption as a different decision from 

that placing a student in a remedial course. It is possible that different 
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strategies are required. 

Third, we need to improve the criteria available for student course 

performance. All the ways to do this require close work with the 

appropriate University departments before the students to be studied 

begin instruction. Some options might be a special achievement test at 

the end of the course , assignment of A through F grades (for research 

purposes only, of course) to all students regardless of grading system 

for which they registered, and instructor judgments. 

It is clear that much needs to be done in this area. Improved 

placement can be of great benefit to the University--to the students who 

are placed appropriately and to the departments and faculty who must 

make best use of scarce instructional resources. 
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Appendix A 

Course Placement Procedures in Effect 
Prior to ~all, 1975 

English 

One of three equations was used, depending on which data were 

available on the student. These are listed below in order, along 

with the decision made on the basis of the resulting values. 

Equation 1. (.065 X ACT English+ .001 X ACT mathematics+ 

.032 X ACT social studies - .001 X ACT natural science - .168 + 

.153 X high school English grade + .180 X high school mathematics 

grade + .156 X high school social science grade + .123 X high school 

natural science grade + .280)/2. (Note. Appropriate high school 

grades are selected as follows: For English, mathematics, and social 

science, junior-year grade is first choice, senior-year grade second 

choice, and sophomore-year grade third choice. For natural science, 

chemistry grade is first choice, followed by physics, biology, and 

physical science.) 

If the resulting value, a predicted GPA in English composition, 

is greater than 2.60, English classification is "1." If it is be-

tween 1. 63 and 2. 60, the classification is a "2," otherwise classi-

fication is a "3." 

Equation 2. 4.871363 - .020359 X MSAT raw score -.070439 X 

ACT English. 

If the resulting value is less than 1.55, English classification 

44 
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is 11 1." If it is between 1.55 and 3.09, English classification is 

"2, 11 otherwise it is 11 3. 11 

Equation 3. 4.724273- .1061 X ACT English. 

If the resulting value i s less than 1.70, English classification 

is 11 1. 11 If it is between 1.70 and 3.09, classification is "2," other-

wise it is "3." 

Chemistry 

Chemistry placement is done using only one equation: (.0480 X 

ACT English+ .0656 X ACT mathematics+ .0167 X ACT social studies 

- .0110 X ACT natural sc~ence - .8868 + .0793 X high school English 

grade+ .3555 X high school mathematics grade+ .1246 X high school 

social science grade + .1374 X high school natural science grade + 

.0153)/2. 

If the calculated value is less than 1.9, the classifiaation 

is 11 N11 (no); otherwise it is 11 Y11 (yes). 

Mathematics 

Classification in mathematics is based on either a predicted 

mathematics GPA or on ACT mathematics scores; both are combined with 

years (units) of high school mathematics study to yield a placement. 

Generally, the smaller the placement number, the higher the level of 

course recommended to the student. 

The mathematics equation is as follows: (.059 X ACT English 

+ .045 X ACT mathematics + .016 X ACT social studies + .003 X ACT 

natural science - 1.065 + .107 X high school English grade + .121 

X high school mathematics grade + .193 X high school social science 

grade + .4125 X high school natural science grade - .497)/2. If this 

equation cannot be calculated, then ACT mathematics score is used alone. 



The charts below show how the classifications in mathematics 

are assigned. 

Classification Based upon Predicted GPA 

Math 
units 

1-3 

3-3.4 

3.4 

Predicted 
GPA 

"-2.0 

~ 2. 0 

<.. 1. 45 

1.45-2.55 

2 2.56 

..( 1. 45 

1. 45-l. 89 

1. 90-2.39 

> 2. 39 

Classification 

7 

5 

6 

4 

5 

6 

3 

2 

1 

Classification Based upon ACT mathematics 

Math 
uni ts 

1-3 

3-3 . 4 

3.4 

ACT 
mathematics 

<. 26 

.?.26 

< 24 

24-31 

;;> 31 

.::.. 26 

26-29 

30-31 

>31 

Classification 

7 

5 

6 

3 

5 

6 

3 

2 

1 
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If the equation cannot be calculated and ACT rnathe~atics scor e 

is missing, the classification is either a "9" (less than 9.6 overall 

high school units or an "8" (less than 1 unit of mathematics). 

47 
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Abstract 

The present study was undertaken to determine the 
effects of an increase in present freshmen admission 
standards on the non-academic characteristics of the 
student population. Two samples of students admitted 
in Fall 1974 were studied: freshmen in the College 
of Liberal Arts and freshmen at Duluth. An increase 
in admission standards would act to the detriment of 
male applicants, those who are older, and those who 
graduated from high school more than two years prior 
to admission. Those from the immediate geographic 
area of the school to which admission is sought, those 
whose parents have least formal education, and those 
who are married would also be somewhat at a disadvan
tage. An increase in admission standards would prob
ably not affect the level of student achievement in 
non-academic areas, the proportion of students from 
large or small high schools, or the percentage of 
students from large or small families in any strong 
systematic way. While not part of this study, it 
was pointed out that raising standards would have a 
strong effect in reducing the eligibility for admis
sion of American Indians, Chicanos and Spanish-speaking 
Americans, and Blacks. Asian Americans would be 
affected to about the same degree as Caucasian students. 
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The Relationship of Academic and Non-academic 

Student Characteristics for Fall 1974 Admitted Freshmen: 

College of Liberal Arts and Duluth 

Since projected enrollments for the University exceed the avail-

able resources and facilities, many ways for reducing enrollment pressure 

are being considered. One method of accomplishing this reduction would 

be to raise the admission criteria (i.e., to increase the standards of 

aptitude and/or previous performance scores that are presently required 

in most colleges). Since we know that these attributes are not distrib-

uted randomly among those who apply, such an action potentially could 

alter the composition of the student body. It is the purpose of this 

paper to explore the effects of such changes on the nonacademic charac-

teristics of the student body to provide decision-makers with a broader 

context within which good decisions can be made. 

Three units within the University--CLA, General College, and the 

Duluth campus--have been targeted for reduced admission in forthcoming 

years (MPIS: Head count enrollments, registration basis, July 21, 1976). 

The sample selected for this study consists of all Fall 1974 admitted 

freshmen to CLA and the Duluth campus. These two units were selected 

because they are large and because they use an aptitude and/or perform~ 

ance standard in making admissions decisions.* General College histor-

ically has been essentially an open admission college. It was, therefore, 

*In CLA, the 1974 standard was a combination of high school rank 
(HSR) and the Minnesota Scholastic Aptitude Test College Bound Percen
tile known as the College Aptitude Rating (CAR). In Duluth, admission 
was based on HSR alone. Effective in 1975, admissions standards in 
CLA were changed to reflect a change in tests available on our appli
cants. Even so, the new standards, like the old CAR, are based on a 
combination of HSR and test score data. Thus, the results to be reported 
here should be meaningful. 



not feasible to include General College admissions within the scope 

of this study. 

The study is based on student data stored in the computer files 

of Admissions and Records. In some ways, this is a limiting factor 

since all the variables potentially of interest are either not requested 

of the students or not recorded in the files. 

The variables of interest to us included the following, each of 

which will be discussed in turn in the results section: sex, age at 

entrance, year of high school graduation, high school class size, mari

tal status, student's geographic origin, self-reported achievements in 

various non-academic areas, parental occupation, number of siblings, 

father's education, and mother's education. 

We have examined student characteristics within each HSR or CAR 

decile of the 1974 group to determine whether or not there are different 

distributions across ability/aptitude dimensions which would affect the 

characteristics of the freshman class if standards were raised. The 

deciles range from 1 (the lowest ten percent of the class) to 10 (the 

highest ten percent of the class), with each interval of equal size. 

For this study the deciles were based on the distributions of CAR (CLA) 

and HSR (Duluth) within the 1974 sample. The cutoff points for inclusion 

in each decile are shown in Appendix A. While the decile is in some ways 

a rather gross means of dividing the group, it is about the smallest dif

ferentiation we can make and retain meaningful sample sizes for analysis. 

2 
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Results 

SEX 

Figures 1 and 2 show the distribution across deciles for males and 

females. Clearly, an increase in standards would have a disproportionate 

effect in favor of females. Male freshmen in both CLA and Duluth (where the 

trend is even more pronounced) are concentrated in the lower deciles of HSR or 

CAR. The reason for this is simple. Traditionally, women outscore men on both 

HSR and on tests of verbal aptitude, of which the MSAT is an example. 

AGE AT ADMISSION 

Tables 1 and 2 show the percentage of students in each aptitude decile 

by age at entrance to the University. For both CLA and Duluth, most entering 

freshmen are age 17 or 18, the usual ages of high school graduation. In these 

age groups, students are distributed fairly evenly across the deciles, although 

there is a slight tendency for concentration in the upper deciles. For the 

older students, the reverse trend is true. About half of the students 19 or 

older come from the first three deciles. Thus, increasing admissions standards 

would lower the average age of incoming freshmen. 

YEAR OF HIGH SCHOOL GRADUATION 

The breakdown by year of high school graduation, given in Table 3 for CLA 

and Table 4 for Duluth, shows the same type of distribution as the age at 

entrance data. The most recent graduates, the 1974 group, are slightly 

concentrated in the upper decile ranges; for the 1973 group (which could be 

interpreted as those students who waited a year before going to college) the 

trend is reversed, with a tendency for concentration in the lower deciles. 

And for those graduating prior to 1973, much larger percentages are in the 

lower deciles, with over 50 percent in the first three deciles alone. 



Q) 

0'1 
Ill 
.jJ 
J:; 
Q) 

u 
H 
Q) 

11< 

12.6 

1 

Figure 1 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN 
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Figure 2 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN 
IN EACH HIGH SCHOOL PERCENTILE RANK DECILE BY SEX 

U OF M, DULUTH 

3 4 5 6 7 

High School Percentile Rank Decile 

FEMALE 

D MALE 

13.3 

Vl 

8 9 10 



Age N 1 

14-16 13 15.4 

17 666 5.4 

18 2716 7.0 

19 299 14.7 

20 136 29.4 

21 87 36.8 

22-23 108 31.5 

24 OR OLDER 75 26.7 

Table 1 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY AGE AT ADMISSION 

U OF M, COLLEGE OF LIBERAL ARTS 

college Aptitude Rating Decile 

2 3 4 5 6 7 

7.7 0.0 15.4 0.0 15.4 0.0 

6.8 8.4 10.7 11.6 10.2 10.4 

8.5 10.5 9.4 9.9 11.3 10.9 

13.7 13.0 8.7 11.0 10.4 12.4 

11.0 11.8 7.4 8.8 9.6 6.6 

10.3 18.4 4.6 10.3 4.6 5.7 

13.0 15.7 6.5 7.4 9.3 2.8 

17.3 12.0 1.3 5.3 6.7 9.3 

Note. Percentages are computed within each age group. 

8 9 10 

7.7 7.7 30.8 

10.1 14.3 12.3 

9.4 11.9 11.3 

6.4 7.0 2.7 

5.1 5.9 4.4 

2.3 6.9 0.0 

7.4 4.6 1.9 

6.7 10.7 4.0 

0' 



Age N 
-

14-16 4 

17 254 

18 1497 

19 153 

20-21 92 

22-23 63 

24 OR OLDER 54 

Table 2 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
HIGH SCHOOL PERCENTILE RANK DECILE BY AGE AT ADMISSION 

U OF M, DULUTH 

High School Percentile Rank Decile 

1 2 3 4 5 6 7 

0.0 50.0 o.o 0.0 0.0 0.0 o.o 

6.3 9.9 10.2 8.3 6.3 8.3 11.4 

6.1 8.3 9.0 10.7 10.8 10.6 9.8 

23.5 14.4 16.3 9.2 9.2 8.5 5.9 

23.9 18.5 6.5 10.9 8.7 13.1 6.5 

36.5 27.0 17.5 6.4 4.8 3.2 1.6 

24.1 14.8 5.6 9.3 9.3 14.8 3.7 

Note. Percentages are computed within each age group. 

8 9 10 

25.0 0.0 25.0 

12.2 18.5 8.7 

12.4 10.4 12.0 

2.0 7.2 3.9 

3.3 4.4 4.4 

0.0 3.2 0.0 

5.6 9.3 3.7 

'-I 



High School 
Graduation 
Year N 

1966-72 411 

1973 307 

1974 3327 

Table 3 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH COLLEGE APTITUDE 
RATING DECILE BY YEAR OF HIGH SCHOOL GRADUATION 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

1 2 3 4 5 6 7 8 

30.2 13.1 12.9 5.6 8.0 8.5 6.8 5.8 

13.4 12.1 14.7 8.1 13.4 10.4 10.4 5.5 

6.8 8.2 9.9 9.8 10.0 11.1 10.7 9.7 

Note. Percentages are computed within each high school graduation year group. 

9 10 

6.1 2.9 

8.5 3.6 

12.4 11.5 

CX> 



High School 
Graduation 
Year N 

1966-72 212 

1973 121 

1974 1765 

Table 4 

PERCENTAGE OF FALL . l974 ADMITTED FRESHMEN IN EACH HIGH SCHOOL 
PERCENTILE RANK DECILE BY YEAR OF HIGH SCHOOL GRADUATION 

U OF M, DULUTH 

High School Percentile Rank Decile 

1 2 3 4 5 6 7 

26.0 21.2 9.0 9.9 6.6 11.3 4.7 

20.7 9.9 19.8 7.4 6.6 9.9 5.8 

6.8 8.8 9.0 10.4 10.3 10.1 10.0 

Note. Percentages are computed within each high school graduation year group. 

8 9 10 

2.8 5.2 3.3 

4.1 11.6 4.1 

12.2 11.2 11.4 

\.0 
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HIGH SCHOOL CLASS SIZE 

Data on high school class size were available only for CLA students and 

are given in Table 5. There does not appear to be any systematic relationship 

between high school class size and CAR decile. 

MARITAL STATUS 

Distributions of marital status for admitted freshmen are shown in Table 

6 (CLA) and Table 7 (Duluth). In both units, 97 percent or more of the group 

are single. There appears to be a trend for married students to be concen

trated in the lower deciles, but it is difficult to determine whether this is 

a chance, or real, difference, given the small number of married students. 

GEOGRAPHIC ORIGIN 

Students attending both CLA and Duluth are drawn from a variety of 

geographic areas; the primary ones (based on the planning regions developed 

by the Minnesota Analysis and Planning System) are shown in Tables 8 (CLA) 

and 9 (Duluth). For CLA, the great majority of incoming freshmen are from 

the seven-county Twin Cities metropolitan area. A relatively large number 

are from regions adjacent to this area, with relatively few students from other 

parts of Minnesota. (Note. About 650 students in this sample were from other 

U.S. states, but they are not included here because they do not have CAR data 

available; the MSAT, one of the CAR components, was strictly a Minnesota-used 

test.) Raising admissions standards for the Twin Cities arts college would 

have more of an effect on students in the immediate areas, since those from 

farther afield are more likely to be in higher deciles. In Duluth, most students 

come from the Arrowhead region, the seven counties in Northeastern Minnesota. 

A relatively large number come from the Twin Cities, with smaller numbers 

corning from other parts of Minnesota or the United States. As in the case 

with CLA, an increase in the HSR required for admission at Duluth would likely 



High School 
Class 
Size N 1 

0-99 292 11.3 

100-199 665 10.1 

200-299 393 9.2 

300-399 430 12.1 

400-499 537 14.5 

500-599 1034 7.3 

600-699 245 10.2 

700-799 265 6.0 

800-899 218 5.5 

900-999 12 8.4 

Table 5 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY HIGH S~HOOL CLASS SIZE 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

2 3 4 5 6 7 

7.2 9.9 7.2 11.6 9.3 9.6 

8.7 9.7 8.6 12.0 9.3 10.4 

11.5 11.7 8.1 9.7 10.9 9.7 

8.6 12.6 8.6 10.2 11.2 9.8 

9.7 11.0 ll.5 7.5 10.6 9.7 

8.8 10.0 9.8 9.0 10.7 11.2 

6.5 10.2 7.8 9.0 14.3 13.9 

10.2 11.3 11.7 12.1 10.2 10.2 

7.8 11.5 7.3 11.5 12.8 8.3 

8.4 16.7 8.3 25.0 0.0 8.3 

8 9 10 

12.3 8.9 12.7 

9.5 12.8 8.9 

9.4 10.9 8.9 

8.1 9.3 9.5 

7.3 10.4 7.8 

9.5 13.0 10.7 

6.5 9.4 12.2 

8.7 9.8 9.8 

7.8 14.2 13.3 

8.3 8.3 8.3 

....... 

....... 



Marital 
Status 

SINGLE 

MARRIED 

N 

3484 

57 

1 

8.8 

19.3 

Table 6 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY MARITAL STATUS 

U OF M, COLLEGE OF. LIBERAL ARTS 

College Aptitude Rating Decile 

2 3 4 5 6 7 

9.1 10.5 9.5 10.1 10.7 10.6 

12.3 14.0 5.3 8.8 15.8 3.5 

8 9 

9.1 11.4 

10.5 3.5 

10 

10.2 

7.0 

1-' 
N 



Marital 
Status 

SINGLE 

MARRIED 

. N 

1640 

52 

1 

9.5 

25.0 

Table 7 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
HIGH SCHOOL PERCENTILE RANK DECILE BY MARITAL STATUS 

U OF M, DULUTH . 

High School Percentile Rank Decile 

2 3 4 5 6 7 

10.5 9.0 10.4 10.0 9.9 9.3 

11.5 11.5 7.7 9.6 11.5 3.9 

8 9 

10.8 10.5 

7.7 5.8 

10 

10.2 

5.8 

1-' 
w 



Student 
Origin N 

TWIN CITIES 3297 
METROPOLITAN AREAa 

Table 8 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY STUDENT ORIGIN 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

1 2 3 4 5 6 7 

10.2 9.8 10.9 9.6 9.9 10.8 10.3 

8 9 10 

8.3 11.2 9.0 

CONTIGUOUS 
PLANNING REGIONSb 

501 8.2 5.6 10.6 7.8 12.8 10.2 10.8 10.8 10.2 13.2 

OTHER MINNESOTA 293 6.8 5.8 8.5 7.9 6.2 10.6 10.6 12.6 15.4 15.7 
COUNTIES 

a 
Anoka, Carver, Dakota, Hennepin, Ramsey, Scott, and Washington counties 

bincludes Regions 6E (Kandiyohi, McLeod, Meeker, and Renville counties), 7W (Benton, Sherburne, Stearns, and Wright 
counties), 7E (C~isago, Isanti, Kanabec, Mille Lacs, and Pine counties) 1 9 (Blue Earth, Brown, Faribault, LeSueur, 
Martin, Nicollet, Sibley, Waseca, and Watonwan counties), and 10 {Dodge, Fillmore, Freeborn, Goodhue, Houston, Mower, 
Olmsted, Rice, Steele, Wabasha, and Winona counties). 

...... 
.c::-



Table 9 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
HIGH SCHOOL PERCENTILE RANK DECILE BY STUDENT ORIGIN 

U OF M, DU'LUTH 

High School Percentile Rank Decile 
Student 
Origin N 1 2 3 4 5 6 7 

ARROWHEAD REGIONa 1040 11.5 10.4 9.4 9.5 10.4 10.6 8.9 

TWIN CITIES 
METROPOLITAN AREAb 

639 8.0 11.3 11.0 12.2 11.0 11.0 9.9 

OTHER MINNESOTA 277 4.0 6.5 9.0 8.0 7.2 6.9 9.4 

OTHER U.S. STATES 153 11.1 10.5 7.2 9.2 6.5 9.8 8.5 

aAitkin, Carlton, Cook, Itasca, Koochir.hing, Lake, and St. Louis counties 

bAnoka, carver, Dakota, Hennepin, Ramsey, Scott, and Washington counties 

8 9 

9.4 10.3 

9.9 8.6 

15.2 14.8 

15.0 13.1 

10 

9.6 

7.4 

19.1 

9.2 

....... 
Vl 
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affect students from the Arrowhead region most, with some effect on students 

from the Twin Cities and from other parts of the United States. The latter 

distribution is interesting in that it shows concentrations of students at 

both the two lowest and two highest deciles; this may ·be the result of special 

recruiting efforts. 

SELF-REPORTED ACHIEVEMENTS 

Activities of a non-academic nature were of interest in this study, but 

the only way to measure them was through the student's self report of "achieve

ments" in various areas while in high school. The self report · is done ·as part 

of the American College Testing (ACT) Program's student profile section. (While 

not required for admission, the ACT was recommended for course placement 

purposes and thus is available for most students in the CLA group. Virtually 

none of the Duluth sample had this information available.) The nature of the 

achievements reported varies, but examples would include such things as being 

an officer in a student organization, winning a prize at a music festival, and 

acting in a play. For each student, the number of such achievements is simply 

added for each area; thus, we have no way of knowing what specific achievements 

are included. The number of achievements, however, should give us at least a 

rough estimate of the student's involvement in various types of activities. 

As Table 10 shows, in most of the achievement areas--leadership, music, dramatic 

arts, and literature--the average number of achievements increases from the 

first to the tenth deciles; that is, high ability students report more achieve

ments, on the average, than low ability students. This relationship does not 

seem to hold for the art and science areas, where the average number of reported 

achievements remains relatively constant across the deciles. 

PARENTAL OCCUPATION 

At the time of application, each applicant is asked to indicate his or her 

parent's occupation, which is then coded by the Office of Admissions into one 

of the occupational family groups shown in Tables 11 and 12. For CLA (Table 11) 



Achievement 
Area 

LEADERSHIP 

MUSIC 

DRAMATIC ARTS 

ART , 

LITERATURE 

SCIENCE 

Table 10 

AVERAGE NUMBER OF SELF-REPORTED HIGH SCHOOL ACHIEVEMENTS IN EACH COLLEGE 
APTITUDE RATING DECILE FOR FALL 1974 ADMITTED FRESHMEN BY ACHIEVEMENT AREA 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

N 1 2 3 4 5 6 7 8 

2201 1.3 1.3 1.7 1.5 1.5 1.7 1.7 1.8 

2174 1.1 1.6 1.7 1.6 1.7 1.6 1.9 2.0 

2221 .6 .5 .7 .7 .8 .8 .9 1.0 

2218 1.0 .9 1.1 .8 1.0 1.0 .8 1.0 

2221 .9 .9 1.1 .9 1.1 1.2 1.3 1.4 

2224 .3 .4 .5 .3 .3 .4 .5 .5 

9 10 

1.8 2.1 

2.3 2.2 

1.0 1.4 

.8 .8 

1.5 1.9 

.5 .5 

Note. These data are based on information from the student survey portion of the ACT Assessment, completed by these 
students during th_eir high school senior year. 

' . 

...... 
-...J 



Parental 
Occupation N 

PROFESSIONAL 906 

MANAGERIAL 840 

FARM 132 

SALES 505 

CLERICAL 270 

SKILLED TRADE 712 

SERVICE TRADE 163 

UNSKILLED TRADE 43 

OTHER 195 

Table 11 

PERCENTAGE OF FALL 1975 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY PARENTAL OCCUPATION 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

1 2 3 4 5 6 7 

8.3 7.4 8.8 8.5 10.0 10.8 9.3 

9.0 8.7 9.7 10.0 11.1 11.7 9.9 

5.3 3.8 8,3 6.0 9.9 12.9 9.9 

7.3 13.7 10.7 10.3 11.5 10.7 10.3 

13.7 7.4 12.2 8.5 6.7 13.0 12.6 

9,4 9.4 12.8 8.8 9.7 9.0 12.1 

8,0 8.0 12.3 9,8 12.9 12.9 7.4 

4.7 9.3 16.3 20.9 7.0 9.3 11.6 

14.9 8.7 10.3 6.1 8.7 11.3 7.7 

Note. Percentages are computed within each occupational group. 

8 9 

11.4 13.6 

7.4 11.1 

15.1 9.9 

7.3 11.7 

7.0 12.2 

9.7 10.4 

11.0 11.0 

2.3 9.3 

6.7 9.2 

10 

11.9 

11.4 

18.9 

6.5 

6.7 

8.7 

6.7 

9.3 

16.4 

1-' 
00 



Parental 
Occupation N 

PROFESSIONAL 345 

MANAGERIAL 270 

FARM 33 

SALES 328 

CLERICAL 108 

SKILLED TRADE 605 

SERVICE TRADE 88 

UNSKILLED TRADE 64 

OTHER 198 

Table 12 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
HIGH SCHOOL PERCENTILE RANK DECILE BY PARENTAL OCCUPATION 

U OF M, DULUTH 

High School Percentile Rank Decile 

1 2 3 4 5 6 7 

6.7 8.4 10.2 9.6 8.7 8.7 11.3 

9.3 9.6 10.4 10.7 10.0 12.2 9.3 

0.0 6.1 9.1 12.1 15.2 12.1 6.1 

12.8 11.6 10.7 8.9 11.3 9.2 7.9 

9.3 9.3 10.2 10.2 4.6 13.0 12.0 

7.6 10.8 8.6 10.4 9.3 11.6 8.4 

9.1 6.8 6.8 13.6 14.8 6.8 8.0 

10.9 3.1 7.8 14.1 10.9 7.8 12.5 

16.2 12.1 8.1 8.6 11.6 8.6 8.1 

Note. Percentages are computed within each occupational group. 

8 9 

14.5 10.2 

10.0 9.3 

21.2 15.2 

11.9 8.5 

10.2 12.0 

9.6 11.6 

10.2 15.9 

7.8 12.5 

8.1 8.1 

10 

11.9 

9.3 

3.0 

7.3 

9.3 

12.2 

8.0 

12.5 

10.6 

1-' 
·\0 



an increase in admission standards by, for example, one decile would 

affect proportionally more students from clerical, skilled trade, and 

managerial families than other groups. This is somewhat contrary to 

the common finding that ability test scores tend to increase from the 

unskilled trade group to the professional groups. The least impact would 

be felt by students from farm and unskilled trade families. In Duluth, 

the situation is somewhat similar. 

PARENTAL EDUCATIONAL LEVEL 

I 
Tables 13 through 16 show the distributions of father's educational 

level for CLA and Duluth respectively and for mother's educational level 

for the same two groups. In CLA, an increase in admissions standards 

would affect students whose parents have less formal education than most; 

for example, there are proportionally more students in the lower . decile 

ranges whose fathers have graduated from high school or received less 

education. At Duluth, two very different groups of students would be 

affected by an increase in standards of one decile, those whose fathers 

received an eighth grade education or less and those whose fathers are 

college graduates. A similar pattern exists in CLA when mother's educa-

tion is examined (Table 15). Students whose mothers have a high school 

education or less are concentrated in the lower deciles. At Duluth, the 

distributions are more difficult to read for mother's education. Very 

small numbers have gone past the college degree, so these percentages 

are probably due in some cases at least to sampling error. Beyond that 

20 

conclusion, there do not appear to be any systematic relationships between 

student's HSR decile and mother's educational level for Duluth students. 



Father's 
Educational 
Level N 

EIGHTH GRADE 
OR LESS 205 

SOME HIGH 
SCHOOL 244 

HIGH SCHOOL 
GRADUATE 1230 

BUSINESS OR 
TRADE SCHOOL 23 

SOME COLLEGE 696 

COLLEGE 
GRADUATE 852 

SOME GRADUATE 
WORK 160 

GRADUATE 
DEGREE 203 

PROFESSIONAL 
DEGREE 281 . 

3 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY FATHER'S EDUCATIONAL LEVEL 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

1 2 3 4 5 6 7 

13.2 10.2 10.7 7.3 9.8 10.7 8.8 

11.5 9.4 8.6 9.0 9.4 12.7 9.0 

11.6 8.7 12.1 9.1 11.4 10.0 10.2 

0.0 17.5 8.7 17.4 13.0 13.0 0.0 

7.6 10.3 12.2 9.9 10.1 9.6 12.8 

8.1 9.3 10.7 10.3 9.5 12.1 10.0 

8.7 5.6 8.7 6.9 7.5 13.8 8.1 

6.9 9.3 7.4 6.9 7.4 8.9 10.8 

7.5 6.8 5.7 8.9 10.3 11.4 9.2 

Note. Percentages were computed within each father's educational level group. 

8 9 10 

6.4 12.7 10.2 

10.7 10.7 9.0 

9.0 9.1 8.8 

8.7 13.0 8.7 

8.2 12.2 7.1 

10.9 10.4 8.7 

8.1 13.8 18.8 

11.3 15.8 15.3 

12.5 14.9 12.8 

N 
1-' 



Father's 
Educational 
Level N 

EIGHTH GRADE 
OR LESS 148 

SOME HIGH 
SCHOOL 156 

HIGH SCHOOL 
GRADUATE 659 

BUSINESS OR 
TRADE SCHOOL 157 

SOME COLLEGE 194 

COLLEGE 
GRADUATE 392 

SOME GRADUATE 
WORK 102 

GRADUATE 
DEGREE 107 

PROFESSIONAL 
DEGREE 104 

Table 14 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH HIGH SCHOOL 
PERCENTILE RANK DECILE BY FATHER'S EDUCATIONAL LEVEL 

U OF M, DULUTH 

High School Percentile Rank Decile 

1 2 3 4 5 6 7 

18.3 8.1 10.1 4.1 10.1 8.8 10.1 

9.6 6.4 7.1 13.5 13.5 12.2 7.1 

7.3 11.2 8.8 10.3 11.5 10.2 9.0 

9.6 10.2 7.0 10.2 - 7.0 8.9 10.8 

8.3 12.4 9.8 9.8 5.2 8.8 9.8 

11.5 8.2 10.7 10.5 9.4 11.7 9.4 

7.9 3.9 6.9 15.7 11.8 10.8 10.8 

8.4 8.4 9.4 9.4 10.3 9.4 8.4 

3.9 17.3 13.5 7.7 7.7 8.7 10.6 

Note. Percentages were computed within each father's educational level group. 

8 9 10 

8.1 10.8 ll.5 

8.3 12.2 10.3 

10.0 11.4 10.3 

10.8 14.7 10.8 

11.9 12.9 11.3 

11.0 8.4 9.2 

16.7 6.9 8.8 

13.1 11.2 12.2 

10.6 9.6 10.6 

I') 
I') 



Mother's 
Educational 
Level N 

EIGHTH GRADE 
OR LESS 100 

SOME HIGH 
SCHOOL 203 

HIGH SCHOOL 
GRADUATE 1845 

BUSINESS OR 
TRADE SCHOOL 38 

SOME COLLEGE 964 

COLLEGE 
GRADUATE 605 

SOME GRADUATE 
WORK 56 

GRADUATE 
DEGREE 75 

PROFESSIONAL 
DEGREE 7 

'l' ab J.. e 1.::> 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE APTITUDE RATING DECILE BY MOTHER'S EDUCATIONAL LEVEL 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

1 2 3 4 5 6 7 

15.0 21.0 9.0 8.0 13.0 6.0 7.0 

13.3 12.3 11.3 6.4 8.8 8.9 13.3 

10.4 9.6 11.1 9.6 10.0 10.5 9.7 

2.6 5.3 5.3 13.2 10.5 20.9 5.3 

8.6 7.2 11.3 10.1 11.4 9.7 11.8 

7.4 8.3 8.8 8.4 9.1 13.4 9.8 

o.o 8.9 7.2 7.2 12.5 8.9 10.7 

4.0 9.3 12.0 6.7 2.7 13.3 10.7 

0.0 o.o 0.0 14.2 28.6 0.0 0.0 

Note. Percentages were computed within each mother's educational level group. 

8 9 10 

4.0 8.0 9.0 

9.4 9.4 6.9 

9.1 10.8 9.2 

10.5 13.2 13.2 

8.7 11.8 9.4 

10.4 11.7 12.7 

8.9 19.6 16.1 

8.0 13.3 20.0 

0.0 28.6 28.6 

N 
w 



Mother's 
Educational 
Level N 

EIGHTH GRADE 
OR LESS 54 

SOME HIGH 
SCHOOL 139 

HIGH SCHOOL 
GRADUATE 970 

BUSINESS OR 
TRADE SCHOOL 200 

SOME COLLEGE 274 

COLLEGE 
GRADUATE 320 

SOME GRADUATE 
WORK 47 

GRADUATE 
DEGREE 23 

PROFESSIONAL 
DEGREE 9 

Table 16 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH HIGH SCHOOL 
PERCENTILE RANK DECILE BY MOTHER'S EDUCATIONAL LEVEL 

U OF M, DULUTH 

High School Percentile Rank Decile 

1 2 3 4 5 6 7 

14.8 5.6 9.3 3.7 11.1 3.7 11.1 

11.5 7.2 8.6 7.2 13.0 10.8 9.4 

10.0 10.4 10.1 9.7 9.8 9.3 9.3 

9.0 9.0 6.5 11.5 10.5 16.0 8.0 

10.2 13.9 8.8 10.2 7.7 9.9 10.6 

6.3 7.8 11.3 12.8 11.6 11.3 8.1 

o.o 6.4 4.3 8.5 8.5 12.8 12.8 

13.1 8.7 13.1 13.1 8.7 4.4 4.4 

11.1 11.1 o.o 22.2 0.0 0.0 11.1 

Note. Percentages were computed within each mother's educational level group. 

8 9 10 

9.3 13.0 18.5 

11.5 10.1 10.8 

10.1 11.0 10.3 

11.5 10.5 7.5 

8.8 11.3 8.8 

10.6 8.4 11.9 

21.3 17.0 8.5 

13.1 13.1 8.7 

33.3 11.1 0.0 

N 
~ 



Overall, the relationship between parental education and student's 

aptitude decile is far from clear. 

NUMBER OF SIBLINGS 

25 

The relationship of family size to the CAR and HSR deciles is shown 

in Table 17 and Table 18, for CLA and Duluth respectively. In CLA, there 

is a slight tendency for those from larger families, four or more siblings, 

as well as only children, to be most affected by an increase in the CAR 

for admission. The same is true of Duluth students. However, in both 

cases the trend is so slight that it probably would not markedly affect 

the student population. 

Discussion and Conclusions 

Perhaps the most striking conclusion to be drawn from this study is 

that there are relatively few striking conclusions to be drawn. An increase 

in admission standards would act to the detriment of male applicants, those 

who are older, and those who graduated from high school more than two years 

prior to admission. Those from the immediate geographic area of _the school 

to which admission is sought, those whose parents have least formal educa

tion, and those who are married would also be somewhat at a disadvantage. 

From our data, we cannot say that an increase in admission standards 

would affect the level of student achievement in non-academic areas, the 

proportion of students from large or small high schools, or the percentage 

of students from large or small families in any strong systematic way. 

Ethnic background data were not available on the group under study, 

but previous research on all Minnesota juniors (using data from the Minne

sota Statewide Testing Program) has indicated that increases would have a 

strong effect in reducing the eligibility for admission of American Indians, 

Chicanos and Spanish-speaking Americans, and Blacks. Asian Americans would 

be affected to about the same degree as Caucasian students. These data are 

included here as Table 19. 



SIBLINGS N 1 

None 178 16.3 

1 597 7.9 

2 981 8.1 

3 910 8.5 

4 640 11.6 

5 346 12.4 

6 or More 448 11.2 

Table 17 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
COLLEGE ~TITUDE RATING DECILE BY NUMBER OF SIBLINGS 

U OF M, COLLEGE OF LIBERAL ARTS 

College Aptitude Rating Decile 

2 3 4 5 6 7 

3.9 9.6 11.8 9.0 9.6 11.8 

7.9 9.0 9.9 10.4 10.4 11.9 

9.4 12.4 8.6 9.5 11.2 10.4 

9.5 9.8 8.0 11.1 10.9 9.3 

8.8 10.5 11.1 9.7 10.5 11.1 

8.4 10.1 11.0 11.6 11.0 7.5 

11.4 12.3 6.9 8.3 10.3 10.9 

Note. Percentages are computed within each number of siblings. 

8 9 

4.5 12.9 

6.7 12.1 

9.4 10.7 

9.7 13.1 

9.1 10.2 

9.8 10.1 

10.0 10.5 

10 

10.7 

13.9 

10.4 

10.2 

7.7 

8.1 

8.3 

N 
0'\ 



SIBLINGS N 

None 69 

1 326 

2 508 

3 503 

4 309 

5 172 

6 or More 230 

Table 18 

PERCENTAGE OF FALL 1974 ADMITTED FRESHMEN IN EACH 
HIGH SCHOOL PERCENTILE RANK DECILE BY NUMBER OF SIBLINGS 

U OF M, DULUTH 

High School Percentile Rank Decile 

1 2 3 4 5 6 7 

7.3 17.4 13.1 5.8 10.2 8.7 7.3 

8.6 8.9 9.5 9.5 11.4 11.1 7.1 

9.3 10.2 7.1 12.8 10.8 8.3 11.4 

9.8 8.2 9.6 9.8 9.4 9.8 9.8 

11.3 10.4 7.8 10.0 9.1 12.6 8.4 

8.1 12.8 12.2 9.3 8.1 11.1 7.0 

10.0 11.7 15.7 7.8 8.7 10.4 9.1 

Note. Percentages are computed within each number of siblings. 

8 9 

10.2 ·14. 5 

12.6 10.4 

11.0 8.5 

10.3 14.3 

8.7 10.7 

12.2 8.7 

10.0 7.4 

10 

5.8 

11.1 

10.6 

9.4 

11.0 

10.5 

9.1 

N ......, 



Table 19 

APPROXIMATE PROPORI'ION OF MINNESOTA HIGH SCHOOL STUDENTS 

ELIGIBLE FOR ADMISSION AT SELECI'ED PARa CUTOFFS BY RACE 

Cutoff value 
greater than American Asian Spanish 

28 

or equal to Indian American Black American Caucasian 

235 0.0% 1.0% 0.0% 0.0% .1% 

225 0.0% 4.0% 0.0% 1.0% .8% 

215 .4% 6.9% .6% 1.0% 2.5% 

205 .8% 11.9% 1.1% 2.9% 5.5% 

195 2.4% 12.9% 1.1% 2.9% 10.1% 

185 3.5% 18.8% 2.3% 2.9% 15.9% 

175 4.4% 24.8% 4.0% 4.8% 22.4% 

165 6.8% 30.7% 6.8% 7.7% 29.4% 

155 8.4% 34.7% 11.3% 11.5% 36.6% 

145 12.5% 40.6% 17.0% 16.3% 44.0% 

140 15.7% 44.6% 19.8% 21.2% 47.7% 

135 18.9% 46.5% 21.5% 24.0% 51.5% 

130 20.9% 50.5% 24.3% 26.9% 55.1% 

125 22.5% 53.5% 29.4% 28.9% 58.9% 

120 29.3% 56.4% 33.9% 33.7% 62.6% 

115 30.9% 60.4% 37.9% 40.4% 66.1% 

105 39.8% 67.3% 46.9% 45.2% 73.1% 

95 50.2% 71.3% 55.9% 53.9% 79.5% 

85 58.2% 79.2% 67.8% 61.5% 85.5% 

75 66.3% 85.2% 75.1% 74.0% 90.6% 

Number of 249 101 177 104 37,552 
cases 

Mean 98.5 133.1 104.9 104.0 136.0 

Standard 39.3 51.2 37.6 41.6 44.0 
deviation 

Note. These distributions are based on 1973-1974 Minnesota high school 
juniors participating in the Minnesota Statewide Testing Program. Only 
students who had HSR and PSAT or SCAT scores available are included 
(PAR = HSR + Verbal Minnesota score + Math Minnesota score) . 

a 
PAR is one of two alternate indexes used to determine admission . The to 

CLA. For 1976 freshmen, the cutoff for automatic admission was 140. 
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Appendix A 

DESCRIPTION OF DECILES 

Approximate CAR HSR b 
Decile Percentile Values a 

Rank Values 

]:, 1-9 < 4 7. 27 (27.82 

2 10-19 47.27-53.71 27.82-42.40 

3 20-29 53.72-59.42 42.41-52.63 

4 30-39 59.43-64.77 52.64-61.41 

5 40-49 64.78-69.70 61.42-69.47 

6 50-59 69.71-74.38 69.48-76.41 

7 60-69 74.39-80.14 76.42-82.74 

8 70-79 80.15-85.74 82.75-89.29 

9 80-89 85.75-92.00 89.30-95.04 

10 90-99 92.01+ 95.05+ 

Note. All data from the 1974-75 historical applicant file. 

aCLA CAR deciles are based on a total sample of 5288 admitted fresh
men, 4100 of whom had CAR values available. 

bDuluth HSR deciles are based on a total sample of 2247 admitted 
freshmen, 2117 of whom had HSR available. 
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Horal Judgment Development of Freshmen 

and Their Pre-College Experiences 

Donald A. Biggs 

Steven F. Schomberg and Joel Brown 

Abstract 

This s tudy examines the relationship between 
pre-college experiences and moral judgment 
development. Also, the pre-college experiences 
of freshmen with different socio-demographic 
and academic characteristics were contrasted . 
The sample consisted of 767 freshmen at the 
University of Minnesota (Twin Cities). Fresh
men with low Principled Hor::tlity scores com
pared to those with hlgh scores had lower 
mean Contemporary-Cultural, Artistic, Literary, 
and Academic- Conceptual Pre-College Experience 
scores . Females had higher mean Contemporary
Cul t ural, Artistic, and Literary Pre-College 
Experience scores. Hales had a higher mean 
Jobs Pre-College Experience score. For males, 
the Literary measure had the highest correla
tion with Principled Horality scores, while for 
females, the Artistic measure had the highest 
correlation . 
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Colleges and universities, in their goal statements, express 

different degrees of commitment to the moral judgment develop

ment of students. Although institutions differ about the kinds 

of changes desired in students, it still seems true that the 

collegiate institutions in the United States seek to produce 

graduates ~.;ho ~..;ill make "wise" moral j ud·vnents. Although some 

researchers have tried ·to assess the imnact of collegiate ex

periences 'on the moral judgment development of students 

(see Chapter 7 in Lenning, Munday, Johnson, uander Hell, & Brue, 

1974; Rest 1974a, for revietvs of this literature), many educators 

seemingly just take for granted the American ideology that 

higher education promotes moral judgment development. 

A first step in making evaluations of the impact of collegiate 

experiences on moral judgment development is to describe hm..; 

entering freshmen students differ in their moral judgment devel

opment and to determine what pre-college experiences are associated 

*The authors wish to express their appreciation to the Uni

versity of Minnesota Center for Educational Development whic~ 

provided some financial support for the data analysis in this 

research. 
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with t hese differences. This information could be used in de 

signing and evaluating coll egiate progr ams for pr omo ting the moral 

judgrn_eni: development of students. 

In try ing to determine the relationships between pre-college 

experiences and moral judgment development, it seems reasonable 

to focus on educational, although not necessarily school

related, experiences. A recent review· (Rest, 1976) of research 

on the Defining Issues Test (an objective measure of moral 

judgment development) suggests that education is consistently 

related to scores on this test. The Principled Horality score 

on the Defining Issues Test increases as long as individuals 

are in school, but tenc5 to stabilize '\vhen individuals end their 

formal education. The differences between indivic1.uals \vith high 

and l0\•7 Principled Horality scores on the Defining Issues Test 

may also reflect differences betw·een nenriched" versus :'impover

ished" intellectual environments (P~est, 1976). A problem '\vith 

this research is that education _ and environment are treated as 

homogeneous entities and it is not clear what different exper

iences are related to these scores. 

The major objective of this study was to describe the rela

tionship bet\veen the pre-college experiences and moral judgment 

development of University freshmen. The pre-college experiences 

of freshmen \vith high, medium and low Pz-incipled ~1orality 

scores were compared and the pre-college experiences related to 

Principled ~forality scores '\vere identified. Additionally , 
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the pre-college experiences of students \vi t h di ffe rent ac~demi c 

and socio-demo graphic charac t eristi cs wer e co~~ared in order 

to assess the construct validity of t he pr e - college experi ences 

scales. Relevant research has been completed regarding 

characteristics associated with Principled Xorality scores 

(Rest, 1976), but no specific research has been done regarding 

the measures of pre-college experiences used in this study. 

A variety of definitions and measures of pre-college exper

iences has been used in past research. One way of assessing 

pre-college experiences is to describ e student impressions of pre

college events (see Pace & Stern, 1968); another is to describe 

or classify certain freshmen background data (see Astin & 

Holland, 1961); a third is to have students report the frequency 

of specific pre-college activities and behaviors (see Berdie, 

1970). For this research, pre-college experiences are assessed 

using a checklist of the frequency o f certain behaviors and 

activities. However, this study does not assume that students' 

reapcnses to specific items on a checklist hav e face validity . 

Instead, pre-college experience scales are used to assess 

homogeneous types of experiences and attempts are then made to 

establish the construct validity of the scales. 

The second major variable in this research is moral judgment 

development (Rest, 1974a) . Kohlberg (1958), building on the 

earlier work of Piaget (1932), outlined a six-stage model of moral 
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judgment development. Stages 1 and 2 are classified as part of 

the pr e-conventional level of moral jud~ent. In Stage 1, 

obedience and moral decisions are based on ver y simple physical 

and material power; while in Stage 2, actions are based largely 

on satisfying one's o>vn personal needs. Stages 3 and 4 are part 

of the conventional level of moral judgment. In Stage 3, 

actions are based largely on doing what's nice or pleasing to 

others; while in Stage 4, moral judgment is based on fixed and 

unchanging rules, and the resultant stability of the social order. 

The post-conventional level of mor~l judgment includes Stages 5 

and 6. In Stage 5, a person behaves according to social contracts 

and utilitarian notions of the good; and in Stage 6, a person's 

actions are based on universal principles. 

Kohlberg (1958) developed a structured projective test 

consisting of nine dilemmas for assessing the six hypothesized 

stages of moral development. Recently, Kurtines and Greif (1974) 

criticized the Kohlberg scale because of inadequate standard

ization of administration and scoring, inadequate reliability 

data, and inadequate evidence of either predictive or construct 

validity. Using the Kohlberg model, Rest (1974b) has developed 

an objective measure of moral judgment development entitled 

the Defining Issues Test, and presented evidence (Rest, 1974b; 

1976) regarding the reliability and construct validity of 

this test. 
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~fethod 

Sample 

A sample of 767 freshmen vas selected from classes in the 

Institute of Agriculture, Forestry and Home Economic2, the College 

of Liberal Arts, General College, and the Institute of Tech

nology at the University of Hinnesota, Twin Cities campus. 

These collegiate units represent the largest admitting units 

on the campus. 

0uestionnaires were distributed in classes during the first 

tHo ;.;eeks of December 1975, just prior to the end of Fall quarter. 

Students ~•ere requested to return them at the next class period. 

Students not returning questionnaires after ten days received a 

follmv-up postcard. A second follovr-up t·Ho weeks later included 

a letter and another copy of the questionnaire. Sixty-five 

percent (N = 500) of these questionnaires ~lere eventually returned, 

but 93 Here not used in the analyses because some of the questions 

were not completed. 

Fifty-eight percent of the sample are males. Thirty-nine 

percent are registered in the Institute of Agriculture, Forestry 

and Home Economics, 17% in the College of Liberal Arts, 16% in 

General College, and 27% in the Institute of Technology. 

Heasures 

The inventory of pre-college experiences used in this study 

is a revision of an earlier inventory developed by Berdie (1967). 

Students indicated their experiences in five areas: 
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1. Literary . First, they reported their level of acquain

tance with 73 authors . Several professors of Freshman English 

judged the representativeness of the list with re8ard to tradi

tional, contemporary, gemale and minority authors. Second, 

students reported whether they had read a list of 27 classic 

children's books. Several elementary school librarians judged 

the representativeness of this list. 

2. Artistic . They reported their level of acquaintance 

lvith a list of 65 painters, sculptors and musical composers. 

Several University humanities professors judged the comprehen

siveness of this list. 

3. Academic-Conceptual. They indicated their level of 

acquaintance with a list of 35 · concepts or topics in the Physical 

and Life Sciences, }fathematics, and Social Science. Several 

freshman instructors in these areas recommended a list of topics 

or concepts ~vith vlhich they thought many entering freshmen were . 

acquainted. 

4. Jobs. They indicated if they had ever held any of a 

list of 53 outdoor, mechanical, computational, artistic, literary, 

musical, social service, military, and clerical jobs. 

5. Contemporary-Cultural. First, they indicated their level 

of acquaintance with 59 individuals whose names had appeared in the 

popular press during the last ten years. Some names were popular 

at the state and regional levels, while others were better kno~ 

at the national level. Second, they indicated the parts of the 

newspaper which they regularly read, and the kinds of programs 
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t hey r egula rly wat ched on television. 

St udents comp leted the De f ining ~ssues Tes t (Res t, 197 4b ) 

~vhich as ks t~ei!l: (1 ) t o ma ke a decision regarding the major 

problem in six dilemmas, (2) to evaluate t he relative importance 

of a number of issues in solving the problem, and (3) to rank

order the four most important issues in each of the six dilemmas. 

The ranks of important issues in each dilemma are scored to 

obtain a Principled Horality score which is the sum of the number 

of Kohlberg Stages 5 and 6 issues, ranked as most important in 

solving the problems in each dilemma. 

Students also reported their socio-demographic backgrounds-

size of hometown, religious preference, and father's and mother's 

educational levels. They answered questions about their academic 

backgrounds, high school grade point average, size of the high 

school graduating class, college in which they are presently en

rolled, and their self -made academic ?redictions. Three items 

used to assess self-made academic predictions ~vere taken from an 

earlier study reported by Biggs, Roth, and Strong (1970). The 

internal consistency reliability (c/.: = . 73) for these three 

items was adequate. 

Analysis 

The first step in developing the pre-college experience 

scales was to delete all items ~vhich less than 10% or more than 

90% of the sample checked as having done. The remaining items in 

each of the Pre-College Experience measures were summed. Next, 
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correlations bet1veen items and total scores for each type 

of pre-college experience Here exar.1ined. The number of 

items in the revised scales were: Literary--52 items, 

Artistic--24 items, Academic-Conceptual--16 items, Jobs--

12 items, and Contemporary Cultural--59 items. The 

internal consistency reliabilities for the five revised scales 

were adequate (r:f. = . 65 to .:A = • 91). 

Students were divided into three principled moral judgment 

groups based on their Principled Morality score on the Defin

ing Issues Test. Two-way analyses of variance were used for 

comparing Pre-College Experience. scores of male and female 

students in the high, medium and low moral judgment categories. 

Correlation ratios (Eta) were computed between the Principled 

Horality score and each of the Pre-College Experience 

measures. Categories of the independent variables were con~ 

sidered fixed. Separate step-~vise multiple regression 

analyses for males and females ~vere used to examine the 

relationships bet>veen the five Pre-College Expe·rience measures 

and the Principled Morality score on the Defining Issues Test. 

One-way analyses of variance were used to compare: (1) The 

Pre-College Experience scores of students with different 

socio-demographic characteristics, and (2) the Pre-College 

Experience scores of students with different academic 

characteristics. 
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t~vo -~vay analyses of variance 

of Pre-College Experience scores by sex and Principled i1o rality 

score. 

Students with high, medium and low Principled Horality scores 

had different (p ~ .01) mean responses on the Literary, Artistic, 

Contemporary-Cultural, and Academic-Conceptual Pre-College Exper

ience measures, but did not show significant differences in their 

mean number of pre-college jobs . Freshmen with lm.; as . compared 

to those with high Principled Morality scores had lower mean scores 

on the Academic-Conceptual, Literary, Artistic, and Contemporary

Cultural Pre-College Experience measures. The correlation ratios 

for Principled Horality scores shmv that this factor accounts 

for 4% of the variance in the Academic-Conceptual scale, 5% 

of the variance in the Contemporary-Cultural scale, 10% of the 

variance in the Artistic scale, and 14% of the variance in the 

Literary scale. 

Males and females have different mean scores on the Con

temporary-Cultural, Artistic, Jobs, and Literary scales. The 

correlation ratios shmv that sex c1ifferences account for 5% 

of the variance in the Artistic scale, 14% of the variance in 

the Literary scale, and 227. of the variance in the Jobs scale. 

Females have higher Artistic and Literary mean scores than do males 

but lower Jobs mean score. Results in Table 1 show no signifi

cant interactions of Principled Morality score and sex for any of 

the scales. 
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Table 2 shows the results of the step-wise regression anal

yses for males and females on Pre-Cotlege Experience scores and 

Principled Horality score. Pre-college expe~iences explain a 

significant but relatively small (13% males, 15% females) amount 

of the variance in Principled l'forality scores. For males, the 

Literary . measure had the ~ighest prod'Jct-moment cor~elation 

(r = .31) and the Jobs measure had the lowest correlation (r = -.05) 

with Principled ~forality scores. For females, the Artistic !!leasure 

had the highest product-moment correlation (r = .37) and t!1e Jobs 

measure had the lmv-est correlation (r = -.14) ~v-ith Principled 

Morality scores. However, in interpreting these correlations, it 

should be noted that the Artistic and Literary Pre-College Exper

ience measures have substantial intercorrelaticns for men 

(r = .61) and women (r = .66). 

In the final equations, the only measures having significant 

F values are Literary (p :f. .05) for men and Artistic (p ..::._ . . 01) for 

women. The other Pre-College Experience measures explain very 

little additional variance in Principled Morality scores. 

Insert Table 2 

A second purpose of the study ~vas to provide information 

regarding differences in the Pre-College Experience scores of 

freshmen with different socio-demographic and academic characteristics. 
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A set of one- \vay analyses of variance v7as used to compare Pre

College Experience scores of freshmen categorized acco rding to 

their: (1) Religious preference, (2) Population of their home

tmvn, (3) ~1other's educational level, and (4) Father's educational 

level. · Students categorized according to their mother's educational 

level have different (p S .OS) mean scores on the Artistic and 

Academic-Conceptual Pre-College Experience scales. Students from 

different sized hometowns have different (p ~ .OS) mean scores en 

the Jobs and Artistic measures. 

A set of one -~vay analyses of variance ~•as used to compare 

Pre-College Experience scores of freshmen categorized according 

to their: (1) Collegiate unit in which they were enrolled, 

(2) Size of their high school graduat~ng class, (3) High school 

grade point average, and (4) Level of their self-made academic 

predictions. Students enrolled in different colleges at the 

University have different mean scores on the Literary, Academic

Conceptual, and Jobs measures. Students uith high, medium and 

low self-made academic predictions have different (p ~ .01) mean 

scores on the Artistic, Academic-Conceptual, and Conte~~orary

Cultural Pre-College Experience scales. Finally, students witn 

high, medium, and low high school grade point averages report 

different (p < .01) mean scores on the Academic-Conceptual 

Pre-College Experience measure. 

Conclusion 

The pre-college experiences of freshmen at three levels of 
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principled moral judgment development Here compared. Students 

~vith the highest Principled Morality scores had hi gher Academic

Conceptual, Contemporary-Cultural, Artistic, and Literary Pre

College Experience mean scores than did those having the lowest 

scores. Hm·1ever, step-~vise multiple regression analysis showed 

that the Pre-College Experience measures explained a significant 

but small amountof the variance in Principled Morality scores. 

The Literary and Artistic Pre-College Experience measures vJere 

most highly related to Principled Morality scores. These findings 

suggest that "enriched11 vs . "impoverished" pre-college environ

ments (Rest, 1976) may be distinguished by Literary and Artistic 

experiences. 

The findings regarding moral judgment and pre-college 

experiences are interesting for yet another reason. Even though 

differences in Principled Morality scores explain relatively 

little of the variance, the findings give some hints about the 

relative importance of various kinds of pre-college experiences 

in understanding these differences. For both males and females, 

pre-college lmmanities experiences are more related to Principled 

Morality scores than are pre-college j~bs experiences. 

The study also explored sex differences in the pre-college 

experiences of freshmen. As might be expected, male and female 

students differ in some of their pre-college experiences. Females 

have higher Literary and Artistic Pre-College mean scores, while 

males have higher Jobs Pre-College mean scores. However, the 

differences in pre-college experiences of students at different 
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levels of moral judgment are similar for males and females. 

Attempts were made to ascertain the academic and socio-demographic 

characteristics of freshmen which are associated with different kinds 

of pre-college experiences. Surprisingly, very few freshman students' 

socio-demographic characteristics seem to reflect different pre

college experiences. However, students with different academic 

characteristics reported somev1hat different pre-college experiences. 

For instance, students enrolled in different collegiate units, 

students with different self-made academic predictions, and students 

with different high school grade point averages, had different mean 

scores on relevant Pre-College Experience measures. Host of these 

differences support the construct validity of the Pre-College 

E:x:per.ience measures. 

The findings from this research raise more questions than are 

answered. Although some pre-college experiences were related to 

moral judgment development, other experiences not identified in this 

study must also be important and should be studied~ An interesting 

issue for future research concerns the degree to which moral 

judgment influences the choice of certain pre-college exper-

iences and the degree to which moral judgment is an outcome of 

certain pre-college experiences. This last issue is of more than 

theoretical interest for those designing collegiate programs and 

activities. Should such individuals focus their moral educational 

efforts toward directly changing the level of students' moral 

judgment or should they provide enriching humanities experiences 

in order to affect such changes. 
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Table 1 

11;-m- Hay Analyses of i ariance f or 

Pre-College Experiences Scale Scores 

and Principled Horality Score by Sex 

Source Eta 

Main Effects 
P Score .20 
Sex .09 

p Score x Sex 
Residual 

~1ain Effects 
P Score .22 
Sex .06 

P Score x Sex 
Residual 

Main Effects 
P Score .32 
Sex .22 

P Score x Sex 
Residual 

t-iain Effects 
P Score .10 
Sex .47 

P Score x Sex 
Residual 

Main Effects · -
P Score 
Sex 

P Score x Sex 
Residual 

* p ~ .OS 
** p ;;., • 01 

.37 

. 37 

df ~1. s. 

Academic-Conceptual (d = 

3 225.4 
2 274.5 
1 67.0 
2 21.8 

401 34.6 

Contemporary-Cultural V, = 

3 2358.4 
2 3311.9 
1 1315.0 
2 224.6 

401 278.2 

Artistic (.:;( 

3 1707.4 
2 1613.2 
1 994.3 
2 110.6 

401 88.5 

Jobs Cc< = 

3 113.30 
2 7.22 
1 326.92 
2 4.58 

378 2.97 

Literary (~ = 

3 5025.5 
2 2894.8 
1 6043.2 
2 11.9 

401 129.3 
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F 

.79) 

6.507** 
7.925** 
1. 936 

. 630 

.91) 

8.478** 
11. 906** 

4. 727* 
.807 

.91) 

19.301*7~ 

18.236** 
11.240** 

1.250 

.65) 

38.30** 
2.43 

110.17** 
1.54 

.79) 

38.866** 
22.388** 
46.737** 

.092 



. , 

Pre-College Experiences 
entering equation 

Literary 
Contemporary-Cultural 
Academic-Conceptual 
Jobs 
Artistic 

Artistic 
Jobs 
Contemporary-Cultural 
Literary 
Academic -Conceptual 

* p <:... • OS 

**p < .01 

' Pre-College Experiences 

:rable 2 

Step-rhse :1ultiple ?,egression 

.A.nalysis of Principled ~-1orality 

by Pre-College Experiences 

Simple 
r 

.306 

.258 

.259 
-.054 

.242 

.366 
-.140 

.242 

.278 

.152 

Multiple 
R 

Freshmen - ~1en 

.306 .09 

.336 . 02 

.351 .01 

.363 .008 

.363 .000 

Freshmen - r . .romen 

.366 .13 

.381 .01 

.388 .006 

.3 91 .002 

.393 .002 

To enter 
equation 

23.51*~~ 

4 .89* 
2.67 
2.08 

.10 

26. 54*~~ 
2 .34 
1.16 

.31 

.38 

F - Value 

In final 
equation 

5 .46* 
2.83 
2 . 27 
2 . 08 

.10 

8.95** 
1.94 
1.12 

.46 

.38 

Overall 
F 

23 .511~ 
14.40** 
10.56** 

8.48** 
6. 78*~~ 

26.54** 
14. 55*~·~ 
10.10** 

7. 62*"~ 
6.15** 
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Abstract 

This study was undertaken to provide data for 
a review of the University's two-transcript system, 
which maintains an operational record (including all 
work taken) and an official transcript (record of 
accomplishment only) for each student. The sample 
included all students registered in Fall, 1975. 
Actual differences between the two records are sum
marized. The primary difference is one of defini
tion; symbols of incomplete, no credit, and with
drawal are included only on the operational record. 
In Fall, 1975 only about 11% of all grades fell into 
these categories, and there were considerable dif
ferences across units. "Similar" operational rec
ords and official transcripts were defined as those 
in which 80% or more of the work attempted was com
pleted, that is, a coefficient of completion (CC) 
of .80 or higher. In most units, the majority of 
students have "similar" transcripts; in some, however, 
one student in every three or four has a CC of less 
than .80. Given the relatively large number of 
"dissimilar" transcripts, correlations between GPA 
and CC were calculated to determine the relation-
ship of these two indices. For most units, the trend 
is a positive one, but the correlations are not very 
high, which suggests that GPA and CC are to some ex
tent different measures of student performance. The 
authors suggest that the data presented in this re
port should be supplemented by other information 
before a final decision is made on the status of the 
two-transcript system at the University. 
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This study was undertaken as the groundwork of a project to evaluate 

the effects of the University's two-transcript system, in which two 

academic records are maintained for each student. The operational record 

is the student's complete academic history, including both successfully 

and unsuccessfully completed coursework. It is intended primarily for use 

within the University. The official transcript is a record of accomplish

ment only and excludes courses in which a symbol of incomplete (I), no 

credit (N), or withdrawal (W) was recorded. The official transcript is 

the document sent to prospective employers, graduate and professional 

schools, and others as requested by the student. 

In recent months, a University committee has been studying the impact 

of the system, which was originally designed to express the view that the 

University's role as a certifier of student performance should be fulfilled 

by making a positive statement. Thus, "the official transcript should be 

a chronological record of accomplishment, of standards met, not a detailing 

of the various ways a student did not earn credit (Minutes, University of 

Minnesota Twin Cities Campus Assembly, 1971-72, No. 3, April 27, 1972) . " 

The basic issue now is whether or not the system should be continued. 

Before making this decision, however, data are needed to answer questions 

about the effect of the system on students, prospective graduate and pro

fessional schools, and others. 

The present study examines the extent of differences between the two 

transcripts for individual students and also the pattern of differences 

across the various teaching units at the University. In addition, the 

relationship between the coefficient of completion (CC), which is defined 

as the total number of credits successfully completed as a proportion of 
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the total number of credits attempted, and the grade point average (GPA), 

on the usual four-point scale, is of interest, since both indices are used 

to summarize a student's academic performance. 

The following questions were formulated by the researchers to guide 

the study. First, how extensive are the differences between the operational 

record and the official transcript? How do the number of credits of I, N, 

and w received relate to the total number of credits for which grades are 

awarded? How is the CC distributed in the student population? 

Second, how are I's, N's, and W's distributed across students? What 

is the distribution of the number of I's, N's, and W's per student? How 

are the average number of credits and symbols of I, N, and W per quarter 

distributed? 

Third, what is the relationship between GPA and CC? What is the 

Pearson product-moment correlation between GPA and CC? Do students with 

high GPAs have high CCs? 

Method 

Student records at the University of Minnesota are maintained by the 

Records Office and stored in the computer files of the Administrative Data 

Processing Department. The data in official transcripts can be generated 

by eliminating from the computerized operational record all coursework with 

symbols of I, N, and W. Since both data gathering and analysis were com

puterized, the entire population of students registered at the University 

in Fall Quarter, 1975 could be studied. This yielded a total of 55,579 

students distributed across the various campus and teaching units. 

The following information was extracted from each student's record: 



1. Teaching unit of the University in which the student was regis

tered (e.g., Liberal Arts, Technology, Morris). 

2. Number of Fall, 1975 grades or supplementary symbols in each 

1 
category (A, B, C, D, F, I, N, S, W, and P). 

3. Number of Fall, 1975 credits in each category. 

4. Number of cumulative grades, up to and including Fall, 1975, 

in each category. 

5. Number of c~ulative credits, up to and including Fall, 1975, 

in each category. 

6. Total number of quarters registered at the University, including 

Fall, 1975. 

From these data, each student's CC (Fall, 1975 and cumulative), GPA 

(Fall, 1975 and cumulative), and average number of I's, N's, and W's per 

quarter were computed. 

I's are treated somewhat differently than other "grades" in the com

puterized record-keeping system; a brief summary of the differences will 

assist in keeping the results in the following section in perspective. 

For most units, the I is assigned as a temporary symbol. If the I is com-

3 

, pleted during the student's next quarter of attendance, the appropriate 

permanent grade is added. If the I is not made up, it is changed after the 

student's next quarter of registration to anN. The exceptions to this 

policy include the following units: Graduate School, Dentistry, Medical 

School (TWin Cities and Duluth), Law School, Veterinary Medicine, Public 

Health, the Doctor of Pharmacy program, and the graduate level programs in 

1 
Other grades granted (e.g., R, 0, X) were excluded from the analyses. 
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Education (TWin Cities and Duluth). In all of these colleges, I's may 

remain on the student's record permanently. In Crookston, I's lapse toW's. 

The data for this report were drawn from the computer files in mid

March, 1976, before the computer program changing I's toN's was run. Thus, 

the report would include grades reported through at least the end of 

February, 1976, whether they were late course grades or changes of grade; 

all I's given in Fall, 1975 would be included unless changed to another 

grade before the end of February, 1976. 

Results 

The differences between the operational and the official transcripts 

were examined in two ways: (a) the total number of I, N, and W credits 

recei7ed relative to all other credits (for all students), and (b) the 

distribution of the CC in the student population. 

Table 1 shows the number of non-passing credits (I, N, and W), as well 

as the number of passing credits given within each teaching unit of the 

University in Fall, 1975. Overall, there are 16.2% non-passing credits; 

however, the range across colleges is from 1.3 to 31.8%. One interesting 

point is that for most units relating to the medical profession (including 

Veterinary Medicine and Duluth campus units, but excluding Dentistry and 

Public Health), the proportion of non-passing credits is quite low, with a 

range from 1.3 to 7.9%. In contrast, the General College records show a 

very high proportion, 31.8%, of non-passing credits. (This is not, of 

course, surprising since General College is an open-admission institution 

and enrolls students with a much broader range of academic aptitude than 

other units.) All other units of the University show a moderate proportion 



Unit 

Crookston 
Duluth 

Business & Economics 
Dental Hygiene 
Education 
Fine Arts 
Letters & Sciences 
Medicine 
Social Development 

Morris 
Twin Cities 

Agriculture 
Biological Sciences 
Business Administration 
Education 
Forestry 
GenP.ra1 Cc.ollege 
Graduate School 
Health Sciences 

Dental Hygiene 
Dentistry 
Medical School 
Medical Technology 
11ortuary Science 
Nursing 
Occupational 'l'herapy 
Pharmacy 
Physical 'I'herapy 
Public Health 

Heme Economics 
Law School 
Liberal Arts 
Technology 
University College 
Veterinary Medicine 

Waseca 

Table 1 
Number of I, N, W, and Other Credits Received Fall, 1975 by Unit 

Non-passing credits 
------~!~-------------- N W Subtotal 

N 

555 

231 
4 

244 
119 
892 

92 
31 

0 

1,282 
315 
706 

1,429 
207 

3,115 
6,248 

39 
1,192 

325 
31 
45 

114 
3 

157 
12 

389 
878 

70 
11,951 

1,645 
208 
145 

0 

' 
4.8 

2.1 
. 4 

1.9 
2 . 7 
2.0 
6.5 
3.5 

.0 

5.3 
4.5 
3. 3 
5.4 
2.2 
8.6 

11.9 

1.0 
10.2 
1.8 
1.8 
3.5 
1.7 

• 3 
2.7 
1.2 

11.3 
5.4 
1.7 
5.8 
3 . 2 
7.9 
2.5 

.0 

N 

0 

590 
55 

355 
207 

2,517 
1 

33 
4,820 

1,363 
249 
887 
405 
384 

6,001 
453 

111 
21 
57 
12 
18 

115 
9 

152 
12 
31 

757 
30 

11, 313 
3,371 

80 
0 

838 

' 
.0 

5.4 
5.8 
2.A 
4.7 
5.6 
.1 

3.8 
18.7 

5 . 7 
3.6 
4.2 
1.5 
4.1 

16.5 
.9 

2.8 
• 2 
. 3 
. 7 

1.4 
1.7 

. 8 
2.7 
1.2 

.9 
4.7 

• 7 
5.4 
6.5 
3.0 

.0 
8.9 

N 

621 

639 
0 

487 
240 

2,612 
0 

66 
3 

1,046 
392 

1,184 
901 
198 

2,44B 
2,432 

104 
66 

114 
24. 
38 
68 

3 
70 

0 
41 

864 
631 

16,191 
3,13.:\ 

142 
30 

654 

' 
5.4 

5.8 
.0 

3.9 
5.4 
5 . 8 

.0 
7 .5 

.0 

4.4 
5.6 
5.6 
3.4 
2.1 
6.7 
4.6 

2.7 
.6 
.6 

1.4 
3.0 
1.0 

. 3 
1.2 
.o 

1.2 
5.3 

15.1 
7.8 
6.0 
5.4 

• 5 
6.9 

N 

1,176 

1,460 
59 

1,086 
566 

6,021 
93 

130 
4,823 

3,691 
956 

2, 777 
2,735 

789 
11,564 
9,133 

254 
1,279 

496 
67 

101 
297 

15 
379 

24 
461 

2,499 
7 31 

39,455 
8,150 

430 
175 

1,492 

' 
10.2 

13.3 
6.2 
8.6 

12.8 
13.3 
6.5 

14.8 
10.7 

15.4 
13.8 
13.0 
10.2 
8.4 

31.8 
17.3 

6.5 
11.0 
2.8 
4.0 
7.9 
4.4 
1.3 
6 . 6 
2.5 

13.3 
15.4 
17.5 
19.1 
15.7 
16.3 

3.0 
15.8 

Note. Waseca does not use the I grade. At Morris, all no record courses are counted as N's. 

Passing 
credits 

N 

10,346 

9,483 
898 

11,545 
3,846 

39,122 
1,330 

746 
21,011 

20,343 
5,998 

18,514 
23,964 
8,581 

24,789 
43,522 

3,656 
10,362 
17,206 

1,628 
1,182 
6,403 
1,127 
5,353 

948 
2,995 

13,681 
3,452 

167,646 
43,765 

2,207 
5,749 
7,929 

' 
89.8 

86.7 
93.8 
91.4 
87.2 
86.7 
93.5 
85.2 
81.3 

84.5 
86.3 
87.0 
89.8 
91.6 
68 . 2 
82.7 

93.5 
89.0 
97.2 
96.1 
92.1 
95.6 
98.7 
93.4 
97.5 
86.7 
84.6 
82.5 
81.0 
84.3 
83.7 
97.1 
84.2 

Total 

.!! ' 
11,522 100.0 

10,943 100.0 
957 100.0 

12,631 100.0 
4,412 100.0 

45,143 100.0 
1,423 100.0 

876 100.0 
25,834 100.0 

24,034 99.9 
6,954 100.1 

21,291 100.0 
26,699 100.0 
9,370 100.0 

36 353 100.0 
52,655 100.0 

3,910 100.0 
11,641 100.0 
17,702 100.0 
1,695 100 . 1 
1,283 100.0 
6, 700 100.0 
1,142 100.0 
5,732 100.0 

972 100.0 
3,456 100.0 

16,180 100.0 
4,183 100.0 

207,101 100.1 
51,915 100.0 

2,631 100 . 0 
5,924 100.1 
9,421 100.0 

Ul 



of non-passing credits, from 8.6 to 19.1%. Relative to other Health 

Sciences units, Dentistry and Public Health show high proportions of I 

credits (10.2 and 11.3% respectively). 
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The number of I's, N's, and W's received relative to all grades awarded 

was also studied, but since the results were essentially the same as for 

the credit analyses, we have not reported them here unless they add some

thing new to the results. One instance where the grade analysis is useful 

is relative to the previously-reported high proportion of I credits in 

Dentistry. The analysis of the grade data found a low proportion of I's in 

that unit. In Dentistry, there are 10,362 passing credits and 3,454 passing 

grades; thus, on the average, the number of passing credits per course was 

3.0. On the other hand, there were 1,192 credits of I and 236 I's, giving, 

on the average, 5.0 credits per I. This indicates that in Dentistry the courses 

left incomplete are most likely those which require a large amount of effort, 

as judged by the number of credits they carry. An alternative explanation 

might be that these high-credit courses are practicurn courses, for which 

instructors might be slow in reporting grades. 

Table 2 shows the distribution of Fall, 1975 CCs for students in each unit. 

Once again, the Health Science units show higher percentages of students 

than other units in the highest range of CC (.81 to 1.00). However, Public 

Health among Health Science units and the Law School and Graduate School 

among the rest show very low percentages in the highest ranges of CC; for 

these units high percentages in the lowest range of CC (.00 to .10) were 

observed. 

From Table 1 we note that 17.5% of Law credits are non-passing, yet 

35.8% of the students in Law School completed from 0 to 10% of the credits 



Table 2 
Percentage of Students at Various Quarterly Coefficient of Completion Levels by Unit 

Unit 
Crookston 
Duluth 

Business & Economics 
Dental Hygiene 
Education 
Fine Arts 
Letters & Sciences 
Medicine 
Social Development 

Morris 
Twin Cities 

Agriculture 
Biological Sciences 
Business Administration 
Education 
Forestry 
General College 
Graduate School 
Health Sciences 

Dental Hygiene 
Dentistry 
Medical School 
Medical Technology 
Mortuary Science 
Nursing 
Occupational Therapy 
Pharmacy 
Physical Therapy 
Public Health 

Home Economics 
Law School 
Liberal Arts 
Technology 
University College 
Veterinary Medicine 

Was eca 

N. 
1,012 

838 
75 

957 
361 

3,622 
71 
67 

1,627 

1,798 
574 

1,656 
2,523 

583 
3,069 
7,999 

288 
570 

1,568 
134 

89 
433 

72 
413 

63 
350 

1,302 
717 

17,429 
4,067 

245 
295 
712 

.91-

1.00 
69.2 

66.6 
88.0 
78.3 
67.9 
70.8 
64.8 
65.7 
62.8 

66.0 
70.6 
70.1 
75.7 
78.9 
47.8 
52.2 

80 . 6 
74.9 
82.3 
88.8 
84.3 
87.5 
93.1 
70.9 
87.3 
58.9 
64.9 
43.7 
62.1 
66.9 
69.0 
90.8 
72.6 ' 

.81-

.90 
5.8 

3.0 
.o 

2.5 
3.9 
2.7 

25.4 
.0 

1.8 

1.7 
3.1 

• 7 
2.8 
2.2 
4 . 1 
1.3 

6.9 
4.7 
1.3 

.7 
.o 

3.7 
6.9 
7.5 
4.8 
6.6 
2.3 
2.5 
1.3 
1.3 
1.2 
2.7 
2.5 

.71-

.80 
5.6 

10.5 
.0 

6.2 
8.3 
7.4 
1.4 

13.4 
8.2 

8.3 
5.4 

10.1 
4.9 
5 . 7 
6 .0 
3.6 

4.5 
5.8 

.4 
4 .5 
4.5 
3.2 

.0 
2.9 
7.9 
9.1 
8.4 
6.8 
7.7 
8.8 
3.3 
1.4 
4.8 

Quarterly coefficient of completion 

.61-

. 70 
2.4 

6.3 
5.3 
4.1 
5.5 
5.3 
4.2 
9.0 

10.0 

6.8 
5.9 
6.2 
2.8 
3.8 

10.3 
4.9 

2.8 
1.2 

• 2 
.7 

2.2 
1.6 

.0 
1.9 

.0 
4.6 
r •. 2 

5.7 
9.3 
6.5 
2.9 
3.1 
3.7 

.51-

.60 
1.7 

2.0 
4.0 
1.6 
1.7 
2.8 
2.8 
.o 

1.8 

2.1 
2.6 

.7 
1.0 
2.1 
2.4 
1.8 

1.4 
1.8 

.0 

.0 

.o 

.7 

.0 
1.9 

.o 
2.9 
3.6 
2.0 
1.9 
2.4 
2 .0 
1.7 
2.0 

.41-

.50 
2.0 

2.6 
.0 

1.0 
2.2 
1.7 

.0 
3.0 
2.8 

2.7 
2.6 
3 . 0 
1.8 
1.5 
3.7 
4.0 

.7 
2.5 
1.1 
1.5 
2.2 

.5 

.0 
1.5 

.0 
1.1 
3.1 
1.8 
3.3 
2.3 
4.1 

.0 
2.1 

. 31-

.40 
. 3 

1.6 
.0 

1.0 
.8 

1.4 
.0 
.0 

2.6 

2.1 
2.1 
1.9 

.9 
1.0 
4.7 
1.7 

• 7 
4.9 

. 3 

.0 

.o 
• 2 
.o 
. 7 
.0 
.9 

1.5 
1.0 
2.9 
2.2 
1.6 

.0 
1.4 

Note. The calculation of quarterly coefficient of completion includes credits of I. 

.21-

. 30 
.1 

.4 

.0 

.5 
• 3 

1.2 
.0 
.0 

1.3 

1.0 
.5 
.5 
.6 

1.0 
1.9 

.6 

. 7 
3.5 

.6 

.0 
1.1 

.0 

.0 
1.0 

.0 

.6 
• 7 
.7 

1.1 
1.2 

.4 

.0 
1.1 

.11-

.20 
.3 

.7 

.0 

.2 
1.1 

• 2 
.0 
.0 
.4 

• 2 
• 5 
.o 
.3 
.2 
.5 
• 3 

.0 

.2 

.3 
.0 
.0 
• 5 
.0 
.o 
.o 
.3 
• 5 
.o 
. 3 
• 2 

1.2 
.0 
.6 

.00-

.10 
12.6 

6.3 
2.7 
4.6 
8.3 
6.5 
1.4 
9.0 
8.4 

9.2 
6.6 
6.7 
9.2 
3.6 

18.5 
29.8 

1.7 
.5 

13.5 
3.7 
5.6 
2.1 

.o 
11.6 

.0 
15.1 
8.7 

35.8 
10.2 
8.4 

14.3 
• 3 

9 . 3 

Total 
100.0 

100.0 
100.0 
100.0 
100.0 
100.0 
100.0 
100.1 
100.1 

100.1 
99.9 
99.9 

100.0 
100.0 
99.9 

100.2 

100.0 
100.0 
100.0 
99.9 
99.9 

100.0 
100.0 
99.9 

100.0 
100.1 
99.9 

100.0 
100.1 
100.2 
100.0 
100.0 
100.1 

..... 
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they attempted. If the 35.8% of the students completing a very small pro

portion of their credits were taking a substantial number of credits on the 

average, the total non-passing credits could not be a mere 17.5% for all 

Law students--it should be much higher. Therefore, the most reasonable 

conclusion from these data is that Law students in the lowest range of CC 

attempt relatively few credits on the average. A similar observation holds 

for the Graduate School and for Public Health. The only difference is 

that in Law School the predominant non-passing grade is W, whereas in 

Public Health and Graduate School it is the I grade. 

Extensive distributions of numbers of I, N, and W credits were gener

ated for each unit; these are summarized in Table 3. The combinations of 

1 to 5 credits and 6 or more credits were considered adequate to describe 

the overall trends in all the tables summarized. The distributions are 

fairly regular except for I credits in Dentistry; of the 24% of Dentistry 

students receiving any I credits at all, 19.1% received 6 or more. In 

conjunction with the observation from Table 2 that 74.9% have CCs between 

.91 and 1.00, it appears that those who leave incomplete coursework are 

likely to leave a lot of it incomplete (as judged by 6 or more I credits). 

The previous observation regarding Law is supported by the 17.2% of 

the students receiving from 1 to 5 W credits and only a small percentage 

(3.9%) receiving 6 or more. It can be surmised that the course withdrawal 

rate per student is small and that the remaining work is nearly always 

completed (also note the low percentage of I and N credits in Law). 

Table 4 shows the distributions of average number of credits of I, N, 

and W over all of the units combined. Most students have, on the average, 

less than 1 credit per quarter in each non-passing grade category. 



Table 3 
Percentage of Students with Various Numbers of I, N, and W Credits in Fall, 1975 by Unit 

Unit 

Crookston 
Duluth 

Business & Economics 
Dental Hygiene 
Education 
Fine Arts 
Letters & Sciences 
Medicine 
Social Development 

Morris 
'!Win Cities 

Agriculture 
Biological Sciences 
Business Administration 
Education 
Forestry 
General College 
Graduate School 
Health Sciences 

Dental Hygiene 
Dentistry 
Medical School 
Medical Technology 
Mortuary Science 
Nursing 
Occupational Therapy 
Pharmacy 
Physical Therapy 
Public Health 

Home Economics 
Law School 
Liberal Arts 
Technology 
University College 
Veterinary Medicine 

Waseca 

N 

1,012 

838 
75 

957 
361 

3,622 
71 
67 

1,627 

1,798 
574 

1,656 
2,523 

583 
3,069 
7,999 

288 
570 

1,568 
134 

89 
433 

72 
413 

63 
350 

1,302 
717 

17,42~ 

4,067 
245 
295 
712 

Credits of I 

0 

86.3 

92.4 
98.7 
94.4 
90.9 
93.4 
60.6 
89.6 

100.0 

86.0 
87.5 
90.6 
86.5 
93.1 
79.1 
81.3 

94.8 
76.0 
95.6 
94.8 
92.1 
91.5 
98.6 
88.6 
93.7 
72.9 
85.7 
97.4 
86.1 
91.2 
86.5 
93.2 

100.0 

1-5 

11.2 

7.2 
1.3 
4.9 
8.6 
6.2 

32.4 
10.5 

.o 

11.2 
11.0 
8.1 

10.8 
5.3 

16.8 
15.5 

5.2 
4.9 
2.6 
5.2 
4.5 
7.6 
1.4 

10.9 
6.4 

21.4 
12.2 

2.4 
11.2 
7.0 
8.2 
2.0 
.o 

6 

2.6 

. 5 

.o 

. 7 

.6 

. 4 
7.0 
.o 
.o 

2.7 
1.6 
1.3 
2.7 
1.5 
4.1 
3.3 

.o 
19.1 
1.8 

.o 
3.4 

.9 

.o 

. 5 

.o 
5.7 
2 . 1 

. 3 
2.7 
1.9 
5. 3 
4.8 
.o 

Credits of N 

0 

100.0 

85.1 
89.3 
92 . 4 
86.4 
87.2 
98.6 
89.6 
59.6 

86.7 
92.0 
89.2 
96.2 
89.2 
71.1 
98.7 

89.2 
98.4 
98.9 
97.8 
95.5 
94.5 
95.8 
92.7 
93.7 
97.7 
88.6 
99.0 
87.6 
85.5 
92.7 

100.0 
78.8 

1-5 

.o 

12.4 
R.O 
6.1 

11.4 
9.3 
1.4 

10.5 
24.3 

10.2 
6.3 
8.7 
3.3 
7.6 

17.2 
1.4 

9.0 
1.4 
1.0 
2.2 
4.5 
4.2 
4.2 
4.4 
6 . 4 
2.0 
9.2 
.a 

10.0 
10.2 
6.1 

.0 
13.1 

Note. Waseca does not use the I grade. At Morris, all no record courses are counted as N's. 
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.o 

2.5 
2.7 
1.6 
2.2 
3.5 
.o 
.o 

16.2 

3.1 
1.7 
2.1 

.6 
3. 3 

11.7 
.0 

1.7 
. 2 
.1 
.0 
.0 

1.4 
.0 

2.9 
.0 
. 3 

2.2 
.1 

2.4 
4.2 
1.2 

.0 
8.2 

Credits of W 

0 

83.7 

83.5 
100.0 

88.2 
83.4 
85.2 

100.0 
80.6 
99.9 

87.9 
85.2 
84.3 
92.1 
93.0 
85.4 
93.1 

93.8 
98.8 
99.0 
97.0 
92.1 
95.8 
98.6 
94.9 

100.0 
96.6 
87.0 
78.9 
82.0 
84.7 
88.2 
96.6 
89.8 

1-5 

13.8 

13.7 
.0 

9.8 
14.1 
12.0 

.o 
14.9 

.1 

10 .7 
12.4 
13.9 
6.6 
6 . 4 

11.0 
6.9 

4.2 
. 7 
.5 

2.2 
6.7 
3. 7 
1.4 
4.6 

.0 
3.4 

10.6 
17.2 
15 . 5 
12.7 
9.4 
3.4 
4.8 

6 

2.5 

2.7 
.0 

2.0 
2.5 
2.8 

.0 
4 .5 

.o 

1.4 
2.4 
1.8 
1.3 

. 7 
3.6 

. 0 

2.1 
. 5 
. 5 
.B 

1.1 
. 5 
.o 
. 5 
.o 
. 0 

2.4 
3.9 
2.5 
2.7 
2 . 5 

.0 
5.5 

\D 
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Table 4 
Distribution of Average Credits of I, N, and W Per Quarter 

I N w 

Average credits 
N N per quarter 

% N % 

0 - .9 48' 277 86.8 43,446 78.1 45,544 81.9 

1.0- 1.9 3,951 7.1 4, 726 8.5 5,299 9.5 

2.0 - 2.9 2,119 3.8 3,186 5.7 3,098 5.6 

3.0 - 3.9 442 .8 1,212 2.2 655 1.2 

4.0 - 4.9 447 .8 968 1.7 568 1.0 

5.0 - 5.9 194 .4 581 1.0 298 . 5 

6.0 - 6.9 85 . 2 303 . 5 74 .1 

7.0- 7.9 43 .1 434 .8 49 .1 

8.0 - 8.9 39 .1 241 .4 20 

9.0 - 9.9 24 130 . 2 15 

10.0 - 10.9 7 184 . 3 12 

11.0 - 11.9 3 52 .1 5 

12.0 - 12.9 4 40 .1 

13.0 - 13.9 4 47 .1 2 

14.0 - 14.9 30 .1 

15.0 - 15.9 50 .1 

16.0 - 18.9 9 
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Table 5 shows the Pearson product-moment correlations between GPA and 

CC. The number of students on whom the correlations are based is smaller 

than the total number in each unit for two reasons. One, when CC is zero, 

there are no passing grades and therefore GPA is undefined. Two, GPA is 

also undefined when the only passing grades are S or P. Also, in calcu

lating CC, the I grade was omitted in all of those units where I's become 

N's after the student's next quarter of residence; if I's had been in

cluded, a potential source of bias would have been introduced since 

students would have varying numbers of I's depending on the number of 

quarters at the University. Dentistry shows a negative correlation, -.27, 

between GPA and CC. This points to the trend in this unit that more in

complete coursework accompanies higher GPA. This observation, with the 

earlier one that students in Dentistry who leave any incomplete credits 

are most likely to leave a large number of incomplete credits, discloses 

a distortion of the meaning of the GPA index. Those who leave a lot of 

incomplete credits are likely to get a relatively high GPA in work they do 

complete. Correlations between GPA and CC in other units vary from near 

zero to as high as .60. 

For most units, it is difficult to say that there is a strong corre

lation between GPA and CC, even though the observed correlations may be 

statistically significant. A correlation of .30, for example, accounts 

for less than 10% common variance. It can be concluded from these data 

that GPA and CC are two different dimensions of performance at the 

University of Minnesota. 



Table 5 
Correlation Between Cumulative Grade Point Average 

and Cumulative Coefficient of Completion by Unit 

Unit 

Crookston 
Duluth 

Business & Economics 
Dental Hygiene 
Education 
Fine Arts 
Leters & Sciences 
Medicine 
Social Development 

Morris 
Twin Cities 

Agriculture 
Biological Sciences 
Business Administration 
Education 
Forestry 
General College 
Graduate School 
Health Sciences 

Dental Hygiene 
Dentistry 
Medical School 
Medical Technology 
Mortuary Science 
Nursing 
Occupational Therapy 
Pharmacy 
Physical Therapy 
Public Health 

Home Economics 
Law School 
Liberal Arts 
Technology 
University College 
Veterinary Medicine 

Waseca 

N 

878 

818 
75 

945 
346 

3,522 
21 
62 

1,591 

1,760 
566 

1,639 
2,486 

575 
2,863 
5,326 

288 
555 
261 
133 

89 
431 

72 
391 

63 
294 

1,276 
458 

17,003 
3,980 

220 
294 
685 

r 

.60 

. 38 

.12 

. 36 

.25 
.38 
.64 
.45 
.36 

.41 

. 36 

.41 

.30 

.40 

. 36 

.06 

.37 
-.27 

.06 

.08 

. 32 

.24 

. 32 

.37 

.18 

.20 

.35 

.13 

.38 

.40 

. 35 

.02 

.43 

12 

Note. The I grade is omitted from the calculation of the CC for all units 
in which I's lapse toN's. 
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Discussion and Conclusions 

One of the purposes of this study was the determination of the extent 

of the differences between the official transcript and operational record. 

In most University units, only about 11% (approximate median) of the actual 

credits attempted in a given quarter would not show up on the official 

transcript; these are the total of I, N, and W credits. It was shown that 

this proportion varies considerably across colleges. Thus, reviewers of 

General College official transcripts familiar with these data (or using 

their own pre-conceptions) might infer that much information does not 

appear. With Occupational Therapy transcripts, the reverse inference might 

be drawn, that is, that the official transcript is an almost perfect 

replica of the operational record. 

These differences, however, are overall and students may differ among 

themselves. The information presented on the distribution of CC speaks to 

this issue. In all units except the Law School, the majority of students 

complete 80% or more of the work they attempt (CC = .80 to 1.00). If we use 

this 80% figure, somewhat arbitrarily, as a point above which official 

transcripts and operational records are considered to be essentially 

similar and below which they are dissimilar we may begin to understand the 

impact of the two-transcript system. Using this criterion, we see that in 

some units one student in every three or four has an official transcript 

that is "different" from the operational record (see Table 6) . 

Given the relatively large number of dissimilar transcripts, we next 

studied whether the GPA, as an indicator of quality of work, is related in 

any consistent way to CC. The correlational data presented in Table 5 

suggest the relationship is not very strong. In most units, there is a 



Table 6 
Percentage of Students with Various Degrees of Similarity Between Operational Records and Official Transcripts 

Very Somewhat 
Identical similar similar Dissimilar 

Unit N (CC=l.O) (CC=.90-.99) (CC=.80-.89 ) (CC< .80) 

Crookston 1,012 15.7\ 7.4\ 17.4\ 59.5\ 
Duluth 

Business & Economics 838 18.)\ 16.7\ 30.1\ 35.0\ 
Dental Hygiene 75 9. 3\ 10.7\ 22.7\ 57.3\ 
Education 957 14.8\ 13.7\ 33.3\ 38.1\ 
~'ine Arts 361 20.2\ 13.9\ 36.3\ 29.6\ 
Letters & Sciences 3,622 19.5\ 16.0\ 27.5\ 37.0\ 
Medicine 

I 
15.5\ 80.3\ 71 .0\ 4.2\ 

Social Development 67 17.9\ 13.4\ 35.8\ 32.8\ 
Morris 1,627 .9\ 2.8\ 16.3\ 80.0\ 
Twin Cities 

Agriculture 1,798 33.9\ 29.4\ 17.0\ 19.7\ 
Biological Sciences 574 26.5\ 51.6\ 11.5\ 10.5\ 
Business Administration 1,656 20.7\ 48.7\ 18.1\ 12.5\ 
Education 2,523 41.7\ 41.4\ 10.1\ 6.7\ 
Forestry 583 41.3\ 35.3\ 12.7\ 10.6\ 
General College 3 , 069 27.2\ 18.2\ 15.9\ 38.7\ 
Graduate School 7,999 50.1\ 39.8\ 6.1\ 4.0\ 
Health Sciences 

Dental Hygiene 288 62.2\ 23.6\ 9.4\ 4.9\ 
Dentistry 570 58.2\ 40.2\ 1.6\ .0\ 
Medical School 1,568 65.3\ 31.1\ 2. 5\ 1.1\ 
Medical Technology 134 58.2\ 36.6\ 3. 0\ 2.2\ 
Mortuary Science 89 56 .2\ 29.2\ 6.7\ 7.9\ 
Nursing 433 48.0\ 44.6\ 5.1\ 2.3\ 
Occupational Therapy 72 52.8\ 43.1\ 4.2\ 0.0\ 
Pharmacy 413 49.6\ 38 . 3\ 8.5\ 3.6\ 
Physical Therapy 63 65.1\ 33.3\ 1.6\ .0\ 
Public Health 350 66 .6\ 24.9\ 4.9\ 3. 7\ 

Home Economics 1,302 32.3\ 34.6\ 14.3\ 18.8\ 
Law School 717 25.9\ 46.3\ 6.3\ 21.5\ 
Liberal Arts 17,429 32.6\ 27.0\ 17.2\ 23.2\ 
Technology 4,067 31.5\ 33.0\ 17.4\ 18.1\ 
University College 245 23.7\ 38 .0\ 22.0\ 16.3\ 
Veterinary Medicine 295 67.5\ 31.2\ 1.0\ . 3\ 

Waseca 712 21.2'1. 10.7\ 26.5\ 41.6\ 

Note. Cumulative coefficient of completion is calculated excluding the grade of incomplete (I). 
.... ... 
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tendency for GPA and CC to be positively correlated (i.e., the student with 

a high GPA tends to have a high CC). The generally low correlations, how

ever, indicate that many students with low GPAs have high CCs and vice 

versa. These data suggest that GPA and CC are two different dimensions of 

performance. Whether or not it is "better" to omit one of these (CC) from 

the official record of a student's attendance at the University is a moot 

question. 

That data presented in this report are factual, but much of the dis

cussion of the two-transcript system centers, appropriately, on more sub

jective concerns. One such area of concern is the reaction of students, 

faculty, staff, and others toward the two-transcript system. Many views 

have been expressed ranging from the highly negative to the highly positive. 

But only a systematic study using interviews or surveys could give an over

all picture. Questions such a survey could answer include: 

1. Do students consider the system, as a whole, to be a good one? 

Do faculty? Do staff? 

2. Do any or all of these subgroups believe the system is consistently 

bia::;ed either for or against certain types of students? 

3. Would these groups prefer a return to the "old" system, maintenance 

of the current system, or an alteration of the present system? 

Another dimension relates to the use of the official transcript versus 

the operational record outside the University in a variety of settings 

where decisions are made about individuals. Among these are professional 

and graduate school admissions and job applications. Some questions which 

might be considered in this regard are listed below: 



1. Does knowing that a two-transcript system exists have an effect 

on individuals reviewing transcripts? 

16 

2. Are different decisions (e.g., admit or hold or reject hire or 

not hire) made for the same student depending on which transcript 

is reviewed? And, if so, which decision is more valid? 

Only an experimental study could answer these questions. 

The final dimension is that of the University's philosophy of educa

tion and its view of itself as a certifier of student performance. The 

current system grew out of such concerns. Any change to be made in the 

system now must, at least in part, be based on a reassessment of the validity 

of those values. 
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Abstract 

lhis study describes the relationship of pre
college and freshman-year experiences to fresh
man students' tendencies to be dogmatic. A 
sample (N = 289) of freshman-year students at 
the University of Minnesota (Twin Cities) 
completed measures of both pre-college and 
freshman-year experiences as well as the Rokeach 
Dogmatism scale. Students with lm·1est Dogmatism 
scores reported higher mean Pre-College Literary 
and Artistic scores than did students with highest 
Dogmatism scores. Literary pre-college exper
iences had the largest negative correlation with 
Dogmatism scores, while Pre-College Jobs Exper
iences had the only positive correlation with 
this characteristic. During the first year at the 
University, students with low Dogmatism scores, as 
contrasted to those with high scores, reported 
being aware of a larger mean number of contemporary 
social issues, reading a larger mean number of 
popular books, and being involved in fewer religious 
activities. 
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Is Freshman Dogmatism Related to 

Pre-College and. Freshman-Year Experiences? 

If many colleges in the United States took seriously the 

breadth of their educational mission statements, they would employ 

a variety of cognitive, affective and social criteria to assess 

their educational impact. For example, in a democratic society, 

colleges might reasonably be expected to have an impact on the 

dogmatism of their students, as the nature of dogmatism is anti

thetical to the concept of a liberally educated person in a free 

society. Rokeach (1954) has defined dogmatism as "(a) relatively 

closed cognitive organization of beliefs and disbeliefs about 

reality, (b) organized around a central set of beliefs about ab

solute authority which in turn (c) provides a framework for patterns 

of intolerance toward others" (p. 195). 

Since much of the socialization of college students occurs in 

the early period of the freshman year (Rossi, 1965), colleges want

ing to have an impact on dogmatism need to learn more about the pre

college and freshman-year experiences associated with this character

istic. Such information could be used to plan freshman-year programs 

and activities which are effective in positively changing students' 

levels of dogmatism. This study describes the relationships between 

freshman students' pre-college and freshman-year 

and their tendencies to be dogmatic. 

The Concept of Dogmatism 

experiences 

Rokeach (1954; 1960) developed the concept of dogmatism as a 
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generalized theory of authoritarianism.. ·· His Dogmatism 

Scale purports to measure· several aspects ef dogmatism. For 

example, one of the items used to measure isolation between beliefs 

and disbeliefs is "The United States and Russia have just about 

nothing in common," while an item illustrating the coexistence of 

contradictions within the belief system is "Even though freedom of 

speech for all groups is a worthwhile goal, it is unfortunately 

necessary to restrict the freedom of certain political groups." 

Items also tap authoritarianism, self-aggrandizement, and intolerance. 

Vacchiniano, Strauss, and Hochman (1969) concluded that dogma

tism has been a fruitful research concept, particularly as a gen

eralized theory of authoritarianism which is basically independent 

of specific ideological content. They ·indicated that the reliabil

ity measures reported for the Dogmatism S.cale have been generally 

high for both adult and high school populations. Although research 

suggests no evidence of a "social desirability" response set, some 

evidence suggests the existence of an "agreement response set" 

(Vacchiniano, Strauss & Hochman, 1969). 

Dogmatism and College 

Feldman and Newcomb (1969) identified five studies using the 

Rokeach Dogmatism Scale to study changes in college students. In 

all five studies, the comparisons of freshman and senior scores 

showed seniors to have lower scores. Even though on the average, 

seniors were less dogmatic than freshmen, there is considerable over

lap in the distributions of scores. Also, freshman and senior 

scores tend to have correlation coefficients in the range around .50. 

These findings ~uggest that a substantial number of seniors are more 
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dogmatic than the average freshman, and there is a tendency for 

freshmen who have high or low scores to end up as seniors with high 

or low scores. 

Although most research suggests that increased education often 

results in decreased dogmatism (Feldman, & Newcomb, 1969), Plant's 

(1962) study is an exception. He examined the dogmatism scores of 

students who applied and didn't attend college and those who attended 

one, two and four years, and found that all of these groups had 

become less dogmatic. However, these findings have been criticized 

because the control group of students not attending college had 

significantly higher pre-test mean scores. 

Experiences 

Studies relating college attendance and education to decreases 

in dogmatism could be more useful if college attendance and educa

tion were not ~reated as homogeneous variables. Instead, research 

is needed which examines the relationships between dogmatism and 

particular patterns of educational experiences. Since Astin and 

Panos' (1969) research suggests that the characteristics of students 

at entrance to college are an important factor influencing the 

impact of college, this study identifies patterns of pre-college 

and freshman-year experiences related to dogmatism. 

The other major variables in this study are pre-college and 

freshman-year experiences. Berdie (1970) suggested that experiences 

can be defined as something that people have done or that has 

happened to them, or alternatively, experiences may be defined as 

only those events that have had an impact on people. In spite of 
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the fact that the occurrence of experiences can be established more 

reliably and validly than can the impact of experiences, most efforts 

to assess the educational impact of colleges and universities have 

focused on observations of changes produced by educational exper

iences. Also, he recommended that research might profitably shift 

from observations of the impact of college as a totality to obser

vations of the impact of specif~ed college experiences in relation

ship to certain outcomes. This study asks the following questions: 

1. What are the differences in pre-college experiences of 

freshmen with high, medlum and low Dogmatism scores? 

2. What is the relationship between pre-college experiences 

and freshman students' Dogmatism scores? 

3. What are the differences in freshman-year experiences of 

freshman students with high, medium and low Dogmatism scores? 

4. What is the relationship between freshman-year experiences 

of freshman students and their Dogmatism scores? 

Method 

Sample _ 

The sample (N = 767) was drawn from classes in the Institute 

of Agriculture, Forestry and Home Economics, the College of Liberal 

Arts, General College, and the Institute of Technology at the 

University of Minnesota, Twin Cities campus. The classes chosen 

for the study had large proportions of freshmen in them. 

Pre-College Experience questionnaires were distributed to all 

first quarter freshman students in the identified classes during 

the first two weeks of December, 1975. Students w·ere asked to 
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return them at the next class period. In the first follow-up non

respondents received a follow-up postcard. In the second . follow-up, 

non-respondents received a letter and another copy of the question

naire. Sixty-five percent (N = 500) of the questionnaires were 

returned. 

In June, 1976, 500 students who had returned Pre-College 

Experience questionnaires received the Freshman-Year Experience 

questionnaire and the short-form Rokeach Dogmatism Scale. After 

one follow-up, 70% (N = 350) of them returned completed questionnaires, 

but 61 were not used in the analyses because some of the questions 

were not completed. 

A little over half (55%) of the 289 students in this study 

are males. Forty percent are registered in the Institute of Agri

culture, Forestry and Home Economics, 19% in the College of Libera.l 

Arts, 13% in General College, and 28% in the Institute of Technology. 

Measures 

The first instrument was the short-form Dogmatism Scale, a 

20-item scale adapted by Troldahl and Powell (1965) from the 40-item 

Rokeach Dogmatism Scale. The estimated "upper limit" and "lower 

limit" split-half reliabilities for the 20-item scale are • 79 and 

.66 respectively. 

The second instrument completed by the students was the . Pre

College Experiences Inventory (Biggs, Schomberg, & Brown, 1977). 

Students indicated their pre-college experiences in five domains: 

1. Literary -Level of acquaintance with 52 authors. For each 

author, students indicated whether they (1) had never heard of the 

person, (2) knew of the person but had never heard of or seen his/her 
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work, and (3) had seen or heard of a work by the person. 

2. Artistic -Level of acquaintance with 24 painters, 

sculptors, and musical composers. Response choices were the same 

as for the Literary measure. 

3. Academic-:Cancep·tual - Level of acquaintance with 16 concepts 

or topics in physical and life sciences, mathematics, and social 

sciences. For each topic, students indicated whether they (1) had 

never heard of the topic, (2) had heard of the topic but never read 

about it, and (3) had read about the topic. 

4. Jobs - Students reported whether they had ever held twelve 

different jobs. 

5. Contemporary-Cultural -Level of acquaintance with 59 

individuals whose names appeared in the popular press du~ing the 

last ten years. Students indicated whether they (1) had never heard 

of the person, (2) had heard of the person but could not identify, 

and (3) kne~v who the person was. Students also indicated the parts 

of the newspaper they regularly read and the kinds of programs they 

regularly watched on television. 

The internal consistency reliability coefficients for the Pre

College Experience measures range from Alpha • .65 to Alpha = .91. 

The third instrument completed by the students was the j!reshman

Year Experiences Inventory. Students indicated their freshman-year 

experiences in eight domains: 

1. Contemporary-Social Issues - Level of acquaintance (1. had 

never heard of the issue, 2. had heard of the issue but never read 

about it, and 3. had read about the issue) ~vith nineteen social and 

political issues such as a person's right for a dignified death, 
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world hunger, and personal and civil rights. 

2. Intercultural Experiences- How often · (1 =never, to 5 = 

very often) they had experiences relating to different cultures. 

Items concerned such topics as discussing customs and cultures of 

other countries, talking with American minority students, and 

eating in ethnic restaurants. 

3. Classroom-Learning Experiences - How often (1 -never, to 

5 =very often) they had five classroom-learning experiences. Items 

included studying different viewpoints about a topic, and writing 

or giving a talk disagreeing with a scholar's or expert's viewpoint. 

4. Arts···Experiences - How often (1 = never, to 5 = very often) 

they had twelve kinds of arts experiences. Items included reading 

reviews of a~t shows or exhibits, talking art with friends, watching 

TV dramas, and listening attentively to radio music. 

5. Popular Books - Level of acquaintance with seventeen popular 

books. Students indicated w·hether they had (1) never heard of the 

book, (2) heard of the book but never read it, or (3) read the book. 

These books included Centennial, When I Say No, I Feel Guilty, and 

The People's Almanac. 

6. Religious Activities -Participation in ten religious 

activities. Items included attending ~vorship service, reading 

articles and books about religious activities, contributing money to 

a religious group, and discussing religious ideas with friends. 

7. Faculty Discussions -How often (1 =never, to 5 =very often) 

they had discussed five topics with faculty members. Items included 

course-related questions, career plans and personal problems. 

8. Personal Problems - Rm-1 o~te.n (1 = never 1 to 5 = very often) 
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they had eight personal problems. Items included a member of their 

family having a serious illness, their having an illness, and their 

having academic or financial difficulties. 

Analysis 

The development of the Pre-College Experiences Inventory is 

described in more detail by Biggs, Schomberg, and Brown (1977). 

The first step in refining the Freshman-Year Experiences 

Inventory was to delete items with extreme skewed distributions of 

responses. Items having three responses were deleted if fewer than 

15% or more than 85% endorsed them. Items having five or six 

responses were deleted if the extreme responses were endorsed by more 

than 85% of the sample. Items in each of the domains were summed. 

Missing values were deleted from data computations. Next, the 

correlations between items and total scores in each experience domain 

were examined, and items that substantially decreased the Alpha 

reliability coefficients were deleted. The internal consistency 

reliability coefficients for the Freshman-Year Experience measures 

range from Alpha = .66 to Alpha= .93. The intercorrelations between 

the scales ranged from r = .01 to r -.59. Additional information 

regarding the development of the Freshman-Year Experiences Inventory 

is reported by Schomberg (1977). 

Students were divided into high, medium and low dogmatism 

groups based on their total score on the Dogmatism Scale.- . Separate 

two-way analyses of variance were used for comparing each Pre-College 

Experience and Freshman-Year Experience measure for males and females 

jn the high, medium and low dogmatism categories. Correlation ratios 

(Eta) were computed between the Dogmatism scores and both the Pre

College and Freshman-Year Experience measures. 
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Separate stepwise multiple regression analyses were used to 

examine the relationships between Pre-Coll~ge Experiences and 

Dogmatism, and Freshman-Year Experiences and Dogmatism. The first 

variables entered into the equations had the largest Pearson correla

tions with Dogmatism scores, and the remaining variables were entered 

on the basis of the size of their partial correlations with 

Dogmatism scores. Pairwise deletion of cases containing missing 

data values was used. 

Results 

Pre-College Experiences and Dogmatism 

Table 1 shows the results of the two-way analyses of variance 

with sex and dogmatism as independent variables. Significant dif

ferences (p <( .01) were found for the mean Literary and Artistic 

pre-College Experience scores of students with high, medium and 

low dogmatism scores. Students with low Dogmatism scores had higher 

mean Pre-College Literary and Artistic scores than did students with 

high Dogmatism scores. Females had significantly higher (p < .01) 

Literary and Artistic mean scores than did males. Although no 

significant dogmatism effects were found in the Pre-College Jobs 

scores, males had a significantly larger (p ~~ 01) mean number of 

pre-college jobs than did females. Dogmatism explains about 10% 

of the variance in pre-college literary experiences, but overall, 

the Eta coefficients show that dogmatism is not very useful in 

explaining differences in pre-college experiences. 

Insert Table 1 
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Table 2 shows the results of a multiple correlation analysis 

between Pre-College Experiences and Dogmatism. The moderate 

multiple correlation (R = .39) is not significantly greater than 

the simple correlation of Pre-College Literary experiences and 

dogmatism (r = - •. 35). The more Literary Pre-College Experiences 

students have had, the less dogmatic they are. Pre-College Jobs 

experiences have the only positive correlation (r = .17) with 

dogmatism. In the final equation, the only measures with signifi

cant F values are Literary and Jobs Pre-College experience scores. 

Academic-Conceptual, Artistic, and Cultural Awareness Pre-College 

Experiences did not explain a significant amount of additional 

variance in Dogmatism beyond that which is explained by Literary 

and Jobs pre-college experiences. However, it should be noted that 

Literary and Artistic pre-college experience scores have a substantial 

correlation (r = .65) and this factor could effect the regression 

results. 

Insert Table 2 

Freshman-Year and Dogmatism 

Table 3 shows the results of separate two~ay analyses of 

variance in which sex and dogmatism are the independent variables. 

Students with low Dogmatism scores as compared to those with high 

scores, reported being aware of a larger mean number of contempor

ary social issues, reading a larger mean number of popular books, 

and being involved in fewer religious activities. However, there 

were significant sex differences and a significant sex by dogmatism 
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interaction for the Popular Books scale. The differences in the 

number of popular books read by high, medium and low dogmatic 

students is influenced by sex differences. The Eta coefficients 

show that Dogmatism scores explain relatively little of the variance 

in Freshman-Year Experience scores. 

Insert Table 3 

Table 4 shows the results of a multiple correlation analysis 

between Freshman-Year Experiences and Dogmatism. Freshman-year 

eXperiences have a-moderate multiple correlation {R = .42) with 
.. 

Dogmatism scores. Freshman-year experiences . having to do with 

reading popular books, attending religious activities, and awareness 

of contemporary social issues were most useful in explaining the 

variance in Dogmatism scores. The more popular books freshman 

students had read, the greater number of contemporary social issues 

of which they were aware, the less they were involved with religious 

activities, the less dogmatic they were. In the final equation, the 

only Freshman-Year Experiences having significant F values are 

Popular Books, Religious Activities, and Contemporary Social Issues. 

No single other Freshman-Year Experience measure explains very much 

additional variance in Dogmatism scores beyond these three measures. 

Insert Table 4 
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Discussion and Conclusion 

This study concerns a characteristic or trait of students 

called dogmatism. The goal was to describe the relationships be

tween pre-college experiences and freshman-year experiences of 

students and their tendencies to be dogmatic. On one hand, the 

results may provide some practical ideas for colleges and universities 

who are trying to design freshman-year programs which facilitate 

positive changes in student dogmatism. While, on the other hand, 

the results may help us to gain some theoretical understanding of the 

relationships between different kinds of educational experiences and 

dogmatism. However, the present research is descriptive and does 

not explain whether dogmatism is more apt to be · the cause or the 

outcome of certain experiences. 

Least dogmatic students reported a greater mean number of 

literary and artistic pre-college experiences than did the most 

dogmatic students. Also, they reported that during their freshman 

year, they were aware of a greater mean number of contemporary social 

issues, they had read a greater mean number of popular books, and 

they had participated in a fewer mean number of religious activities 

than did most dogmatic students. These differences in the pre

college and freshman-year experiences suggest that least dogmatic 

students may seek out experiences which increase their openness to 

new ideas, and encourage limited reliance on authorities and a 

"relativistic" stance toward truth. Or, it may be that least 

dogmatic stud.ents have learned to be more openminded as a result 

of certain kinds of pre-college and freshman-year- experiences. 
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We also found that the more literary pre-college experiences 

and the fewer jobs pre-college experiences students have had, the 

less dogmatic they were. The only pre-college experience scale 

that was positively correlated with Dogmatism scores is the Jobs 

measure. Although the .correlation was small, it is interesting to 

speculate about the direction of this relationship. In an earlier 

study, Biggs, Schomberg, and Brown (1977) reported that the more 

pre-college jobs experiences students had, . the lower their moral 

judgment development scores. Future research should study the 

effe~ts of pre-college and college job experiences on student 

development in both of these areas. 



Table 1 Dogmatism 

Two-\vay Analyses of Variance 15 
Pre-College ?xPeriences and Dogmatism 

Source Eta d.f. M.S. F 

Artistic (Alpha = .91) 

Main Effects 3 808.01 9.33** 

Dogmatism .23 2 532.66 6.15** 

Sex .23 1 1059.81 12.23** 

Dogmatism x Sex 2 309.49 3.57* 

Residual 270 86.64 

Literary (Alpha = .79) 

Main Effects 3 2534.88 19.20** 

Dogmatism .32 2 1709.94 12.95** 

Sex .31 1 3036.9() 23.00** 

Dogmatism x Sex 2 43.3 7 .33 

Residual ~. 270 132.03 

Jobs (A!pha = .65) 

Main Effects 3 "84.950 30. 90** 

Dogmatism .13 2 1.414 .514 

Sex .so 1 238.417 86.722** 

Dogmatism x Sex 2 4.843 1. 762 

Residual 270 2.749 

ContemEorary-Cultural GUpha = .91) 

Main Effects 3 576.57 2.13 

Dogmatism .11 2 619.08 2.29 

Sex .08 1 753.10 2.79 

Dogmatism x Sex 2 631.00 2.33 

Residual 270 270.39 

Academic-ConceEtual CAlpha = ~ . 79) 

Main Effects 3 59.55 1. 75 

Dogmatism .09 2 21.62 .63 

Sex .12 1 109.12 3.20 

Dogmatism x Sex 2 86.48 2.54 

Residual 270 34.08 

** p .£: .01 level 

* p < .05 level 
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Table 2 

Multiple Regression Analysis 

Pre-College Experiences and Dogmatism 

Independent Number 
Variables Mean SD of Items 

Literary 82.82 12.83 52 

Jobs 13.83 1.93 24 

Academic-Conceptual 34.51 5.92 16 

Artistic 44.40 10.16 12 

Contemporary-Cultural 113.06 16.75 5~ 

Stepwise Regression 

Independent Simple 
R2 

F/Enter Overall b Weights 
Variables r or Remove F in full model 

Literary -.35 .12 38.97** 38.97** -.35** 

Jobs .17 .14 4. S4* 22.06** .86* 

Academic-Conceptual -.08 .15 3.36 15. 95** .30* 

Artistic -.26 .15 1.05 12.23** -.09 

Contemporary-Cultural -.13 .15 .44 9.85** -.03 

** p < .01 level 

* p < .05 level 



Source 

Main Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

Residual 

Main Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

Residual 

Main Effects 

Do gma.t -ism 

Sex 

Dogmatism x Sex 

Residual.' 

Main Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

I! Residual 
li 

** p .5 .01 level 

* p ~ .05 level 

Table 3 
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Two-Hay Analyses of -Vari'anc-e 
First-Year-college Experiences ana-Dogmatism 

Eta d.f. M.S. F 

ContemEorary Social Issues (Alpha = . 93) 

3 105.72 2.667* 

.17 2 120 . l~94 3.039* 

.09 1 36.483 .915 

2 72.919 1.839 

245 39.644 

Intercultural EX!)erierices (Alpha = .74) 

3 45.743 2.461 

.11 2 21.601 1.162 

.14 1 80.528 4.332* 

2 11.986 .645 

245 18.590 

Classrootr: ·Learning _(Alpha= .68) 

3 16.135 1. 798 

.11 2 18.172 2.025 

.07 1 19.312 2.152 

2 17.691 1.972 

245 8.973 

Arts Experiences (Alpha = , .~) 

3 294.328 7.659** 

.16 2 69.096 1. 798-

.27 1 626·923 16 .290**· 

2 8·. 745 .228 

245 38.430 



Source 

Mairi Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

Residual 

Main Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

Residual 

Main Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

Residual 

Main Effects 

Dogmatism 

Sex 

Dogmatism x Sex 

Residual 

** p < .01 

* p ..s; .05 

~able· · 3 (contd.) 

First-Year College Experiences and Dogmatism 

Eta d.f. M.S. 

PoEular ' Boo1<s · · (Al~ha = .. 7"2)' 

3 69 .727 
.21 2 53.855 

.18 1 70.335 

2 58.229 

266 10.355 

Religious Activities (Alpha = 

3 20.764 

.22 2 30.340 

.04 1 5.804 

2 1.929 

266 4.126 

Facult::z: Discussions (Alpha = 

3 .274 

.02 2 .392 

.00 1 .004 

2 9.501 

257 9.553 

Personal . Problems (AlPha = 

3 29.349 

.03 2 2.683 

.14 1 84.472 
2 21.296 

· 257 15.170 

F 
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6.734** 

5.201** 

6. 793** 

5.623** 

.73) 

5.032** 

7.353** 

1.407 

.467 

.70) 

.029 

.041 

.000 

.995 

.66) 

1.935 

.177 

5.568* 

1.404 

-- ------ .. . -- ·- - - - -~- ·---- - -- · --~--

level 

level 

-



Table 4 

Multiple Regression Analysis 
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First-Year College Experiences and Dogmatism 

ITtd~pendent 

Variables 

Popular Books 

Religious Activities 

Contemporary Social Issues 

Faculty Discussions 

Intercultural Exp. 

Classroom Learning Exp. 

Personal Problems 

Arts Experiences 

Independent 
Variables 

Popular Books 

Religious Activities 

Contemporary Social 

Faculty Discussions 

Intercultural Exp. 

Classroom Learning 

Personal Problems 

Arts Experiences 

**-:- p < . 01 level 

* p ~ .05 level 

Issues 

Exp. 

Mean 

18.94 

3.02 

44.45 

10.85 

15.31 

10.62 

4.39 

25.85 

Simp·le .. 
R2 r 

-.27 .07 

.23 .13 

-.20 .16 

-.07 .17 

-.11 .17 

-.13 .17 

-.05 .17 

-.18 .17 

Number 
SD of Items 

3.42 12 

2.06 8 

6.28 17 

3.06 5 

4.39 6 

2.98 5 

3.88 5 

6.37 10 

Stepwise Regression 

F/Enter -Overall ·. b. Weights 
or Remove F in full model 

Z0.69** 20.69** -.86** 

17.64** 19.82** 1.84** 

9.53** 16.81** -.35** 

2.30 13.25** -.24 

1.05 10.81** -.17 

.52 9.08** -.20 

.19 7.78** -.087 

.05 6.79** .034 
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Abstract 

Twenty-six public interest research groups (PIRGs) 
were surveyed on aspects of their organizations. 
Key findings include: Most PIRGs concentrate pri
marily on "public interest" issues rather than 
"campus-specific" issues. Most have four or fewer 
full-time staff and annual budgets of less than 
$50,000. Most are supported by six or fewer cam
puses with a mandatory fee at their largest sup
porting campus. All the PIRGs surveyed feel that 
other consumer action groups are favorable toward 
them. Many have encountered opposition from "spe
cial interests," and most see their resources and 
activities as increasing. The Minnesota Public 
Interest Research Group stands first in the num
ber of campuses from which it collects (16) and 
second in the size of its annual .budget ($163,723) 
and full-time staff ( 12) • In terms of dollar 
amount, the University of Minnesota is the second 
largest contributing campus to a public interest 
research group ($108,664 in 1975-76, second to the 
$110,000 collected at Queens College). 
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A Profile of Public Interest 

Research Groups 

Ronald P. Matross 

Student Life Studies & Planning 

University of Minnesota 

This study describes aspects of Public Interest Research Groups 

in the United States and Canada. It was conducted for the Regents of 

the University of Minnesota to help them compare the Minnesota Public 

Interest Research Group (MPIRG) with other Public Interest Research 

Groups. 

Public Interest Research Groups (PIRGs) are research and advocacy 

agencies controlledandfunded by college students for the purpose of 

representing the interests of students and the general public on environ

mental, social, ·and consumer issues. Their activities include the devel

opment of research reports, lobbying in state legislatures, and the 

initiation of lawsuits. The concept of PIRGs was developed by Ralph 

Nader, the consumer advocate, in the early 1970s as a means of channel

ing student activism toward social change. Most PIRGs are similar to 

traditional student organizations such as student government in that they 

are funded by students but are dissimilar in that they are chartered cor

porations independent of individual colleges and universities. PIRGs are 

typically organized with a state board and staff and local chapters at 

individual colleges. 

State and local PIRGs have contracted with individual colleges and 

universities to have the institution collect money from its students. The 

collection methods vary with the institution. One funding method is to 
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allocate part of the student activities fee collected at the university 

or college to the PIRG. Another is to charge a separate mandatory PIRG 

fee for all students, allowing for a later refund for students who do not 

wish to pay it. Two other systems involve a checkoff at registration. 

Under a positive checkoff system, students do not pay the PIRG fee unless 

they indicate that they. do wish to pay it. With a negative checkoff, 

students pay the fee unless they indicate they do not wish to pay it. 

Many of the colleges using a checkoff system also permit students to 

obtain a refund at a later time. 

The activities of PIRGs have created controversy in several states. 

For example, the Minnesota Public Interest Research Group has taken stands 

on such highly politicized issues as logging and mining in wilderness areas, 

the dumping of wastes in Lake Superior, and the ethics of the hearing aid 

industry. Critics have charged that colleges and universit~es compromise 

their neutrality on such issues by collecting PIRG fees. They argue that 

students should not be charged for activities on issues not directly and 

obviously connected to colleges and universities; They suggest that PIRGs 

should seek money only through fund raising drives, as do other social 

action groups. Other critics are willing to support the concept of a 

PIRG fee but question the mandatory and negative checkoff fee systems. 

They suggest that these collection mechanisms are not as voluntary as a 

positive checkoff, i.e., they capitalize on student apathy by requiring 

that a student exert an effort not to pay. Critics suggest that a posi

tive checkoff system in which the effort must be exerted to pay the fee 

is more voluntary and allows a greater freedom of choice than do other 

systems. In reply, PIRGs have asserted that negative checkoff systems 
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allow complete freedom of choice and are fairer than the mandatory fees 

charged for other student activities. 

The debate over the present negative checkoff MPIRG fee at the 

University of Minnesota provides the ~ediate context for the data 

presented. To aid in their deliberations, the Regents of the Univer

sity of Minnesota requested that the Office for Student Affairs gather 

descriptive information about other PIRGs. The survey focused on state

wide (not local chapters) and asked the following questions: 

How old are they? 

From how many campuses does the PIRG collect money? 

How much money did the PIRG collect in the 1975-76 academic year? 

Which is the campus making the largest contribution to the PIRG? 

How much money was collected at this campus during 1975-76? 

What type of fee collection system is used on this campus? 

How much is the fee on this campus? 

How many full-time employees and part-time employees and volunteers 

did the PIRG have in 1975w76? 

What is the PIRG director's opinion as to whether the resources and 

activities of the PIRG are generally increasing, decreasing, 

or staying the same? 

Does the PIRG concentrate on public interest issues, primarily on 

exclusively student issues such as tuition and housing, or 

does it concentrate on both types of issues about equally? 

How have consumer groups in the state viewed the PIRG's .projects? 

How have special interest groups in the state viewed the PIRG's 

projects? 

What were the PIRG's major projects in 1975-76? 
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Method 

Survey questions were developed by the University of Minnesota 

Office of the Vice President for Student Affairs in consultation with 

the secretary of the Board of Regents. Questions were checked and 

modified as necessary by the Office of Student Life Studies and Planning, 

a research arm of the Office for Student Affairs. Modifications were 

not made in the substance of the ques~ions, but only in terms of their 

readability and technical appropriateness. The Minnesota Public Interest 

Research Group furnished a list of names and addresses of directors of 

state PIRGs in the United States and Canada. In December 1976 and Jan

uary 1977, surveys and follow-up letters were mailed to 33 PIRGs, of 

whom 26 gave responses •. 

Results 

The following pages present the results of the survey in tabular 

form, with a description of the findings accompanying the tables. 



Age of PIRGs 

No. formed in 1971 

No. formed in 1972 

No. formed in 1973 

No. formed in 1974 

No. formed in 1975 

No. formed in 1976 

TOTAL 

8 

8 

1 

4 

2 

3 

26 

Table 1 

Founding Data of State PIRGs 

1971 

Minnesota 

Texas 

Oregon 

Indiana 

Michigan 

Missouri 

Illinois 

Hest Virginia 

1973 

New York 

1975 

Nebraska 

New Hampshire 

1972 

1974 

Vermont 

South Carolina 

California 

New Jersey 

Massachusetts 

Haryland 

North Carolina 

District of Columbia 

Neu Hexico 

Ohio 

Georgia 

Alaska 

1976 
Ontario 

Rhode Island 

l-iashington 

The largest number of PIRGs were formed in 1971 and 1972. 
Eight PIRGs including MPIRG were formed in 1971. Eight more 
were formed in 1972. From 1973 to 1976, eleven more PIRGs have 
emerged, 11 in 1973, 4 in 1974, 2 in 1975, and 3 in 1976. 
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Table 2 

Number of Campuses 

from which Money Was Collected, 

Academic Year 1975-76 

Number of Campuses Frequency 

~ · 1 
14 1 
13 2 
11 1 

6 2 
5 3 
4 1 
3 2 
2 4 
1 7 
0 2 

Total 26 

The number of campuses each PIRG collected money from 
ranged from 0 to 16. The two PIRGs not collecting money on 
campuses were Alaska and Washington. Alaska PIRG is not 
funded through the state higher education system, and Wash
ington just began in 1976 and had not collected any funds 
yet. 

MPIRG collected money from the largest number of campuses. 
Four other PIRGs collected money from 11 campuses or more (New 
York, Massachusetts, New Jersey, Oregon). 
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Table 3 

Amount of Money 

Collected from Students in 1975-76 

365,608 New York 
163,723 MPIRG 
158,000 Massachusetts 
130,000 Oregon 
120,000 Michigan 
64,232 New Jersey 
58,000 Indiana 
47,699 Vermont 
35,000 Maryland 
31,500 Missouri 
28,000 North Carolina 
25,000 California 
20,000 Texas, District of Columbia 
18,500 Ontario 
17,000 Ohio 
12,500 New Mexico 
12,000 Georgia 
10,000 Rhode Island 
4,000 South Carolina 
2,500 Illinois 
1,000 New Hampshire 

675 Nebraska 
0 Washington 

not available Alaska 
not available West Virgina 

The New York PIRG receives over twice as much money from 
students as any other PIRG. MPIRG ranks second in student fund
ing. Eighteen of the twenty-six PIRGs surveyed received $50,000 
or less · from students. 
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Table 4 

PIRG Funding Hechanism 

on Major Supporting Campus 

Uechanism 

Positive Check/off 

Negative Check/off 

Mandatory PIRG fee 
with refund 

Part of student activity fee 
(mandatory - no refund) 

TOTAL 

Frequency 

6 

5 (U of M included) 

8 

7 

26 

The two types of mandatory PIRG fees outnumber the two check
off systems 15 to 11. 



State 

. NY 

MN 

MI 

MA 

OR 

vr 
MD 

IN 

NJ 

MO 

Ont. 

TX 

OH 

NC 

NH 

CA 

DC 

GA 

RI 

sc 
IL 

NH 

NE 

WA 

AK 

wv 

Table 5 Public Interest Research 
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Fuuding Mechanism, Fee Size 

and Money Collected at Major .PIRG Suppor.ting Campuses 

Campus 

Queens College 

Univ. of Hinn. -
Twin Cities Campus 

Univ. of Mich. 

Univ. of Mass. 
(Amherst) 

Univ. of Oregon 

Univ. of Vermont 

Univ. of Maryland 
(College Park) 

Univ. of Indiana 
(Blooming ton) 

Rutgers 

St. Louis Univ. 

Guelph Univ. 

Univ. of Houston 

Oberlin 

Duke Univ." 

Univ. of New Hex. 
(Albuquerque) 

San Diego State Univ. 

George Tvashington 

Berry 

Money 
Collected 
in 1975-76 

$110~000 

108,664. 

75,000 

53,900 

43,000 

35,274 

34,000 

22,000 

18,900 

18,500 

18,500 

16,000 

16,000 

15,000 

12,500 

Univ. of Rhode Island 

10,000 

9,000 

7,000 

6,000 

4,000 

2,500 

Furman 

Southern Ill. Univ. 

Dartmouth 

Univ. of Nebraska 
(Lincoln) 

.. , _ 

1,000 

675 

0 

0 

N .A.* 

Funding 
Mechanism 

Mandatory w/refund 

Negative check off 

Negative check off 

Negative check -off 

Student Activity Fee 

Negative check off 

Student Activity Fee 

Positive check off 

Handatory w/refund 

Mandatory w/refund 

Handatory w/refund 

Positive check off 

Uandatory w/refund 

Mandatory w/refund 

Mandatory w/refund 

Student Activity ·Fee 

Positive check off 

Negative check off 

Positive check off 

Handatory w/refund 

Mandatory Student 
Activity Fee 

Positive check off 

Mandatory Student 
Act~vity Fee 

Positive check off 

None 

Student Activity Fee 

Amount of Fee 
(Per Student per 
9 mo. acad. year) 

$4.00 

3.00 

3.00 

4.00 

N.A. * 
6.00 

3.00 

3.00 

3.00 

4.00 

6.00 

N.A.• 

6.00 

3.00 

4.00 

N .A.* 

4.00 

6.00 

5.00 

3.00 

N .A.* 

4.00 

N.A. * 

6.00 

N.A. * 

The Twin Cities campus of the University of Minnesota is second only to 
~ueens College in the · 8~ount o£ money collected. Of the five camnuses 
generating the most money, three have negative check off systems and t¥m 
have mandatory fees. 
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Table 6 

Sizes of PIRG Staffs 

Full-Time Part-Time Volunteer 
Staff Staff Staff 

(approximate) 

New York 23 20 1000+ 
Massachusetts 12 12 "hundreds" 
MPIRG 12 17* 500+ 
Oregon 11 7 "hundreds" 
California 10 20 500+ 
Michigan . 7 10 "hundreds" 
New Jersey 7 0 250 
Alaska 4 2 50+ 
North Carolina 4 1 70 
Vermont 4 2 10 
District of Columbia 3 2 75 
Missouri 3 0 75+ 
Indiana 2 2 70 
Maryland 2 ' 2 300 
Ohio 2 3 91 
Texas 2 0 50 
Georgia 1 0 40 
New Mexico 1 0 59 
Ontario 1 2 25 
Illinois 0 0 25 
Nebraska 0 0 12 
Rhode Island 0 2 100 
South Carolina 0 2 10 
Washington 0 0 20 
West Virginia 0 4 15 

New Hampshire - 1 12 

*Recipients of stipends for specific projects 

Three of the PIRGs have no paid staff, and three have only part
time staff. Eighteen have four or fewer full-t~e paid staff 
members. New York has nearly twice as many full-t~e staff members 
as do the two second-place states, Minnesota and Massachusetts. 
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Response to question: 

"Generally speaking, are the resources and activities of your PIRG: 

increasing, decreasing, staying about the same?" 

Resources Increasing 

Ala~ka 
California 
Illinois 
Indiana 
Maryland 
Michigan 
MPIRG 
Nebraska 
New Jersey 
New Mexico 
New York 
North Carolina 
Ohio 
Ontario 
Rhode Island 
South Carolina 
West Virginia 

Resources Staying the Same 

District of Columbia 
Georgia 
Massachusetts 
Missouri 
Texas 
Vermont 

Resources Decreasing 

New Hampshire 

Other 

Oregon (fluctuates) 
Washington (not available) 

Seventeen of the PIRGs said that their resources and activities 
are increasing. Sixteen said they are staying the same. One 
said they are decreasing. 
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Response to question: 

·~as your PIRG concentrated its efforts: 

primarily on 'student issues' (e.g. tuition, student housing), 

primarily on 'public interest' issues (e.g. consumer issues, 
environment, product safety), 

on both types of issues about equally?" 

Primarily on Student Issues 

None 

Prtmarily on Public Interest Issues 

Alaska 
California 
District of Columbia 
Georgia 
Indiana 
Maryland 
Massachusetts 
Michigan 
MPIRG 
Missouri 
Nebraska 
New Hampshire 
New Jersey 
New York 
North Carolina 
Ohio 
Ontario 
Oregon 
South Carolina 
Texas ' 
Vermont 
West Virginia 

Both Orientations about Egually 

Illinois 
New Mexico 
Rhode Island 

Response Not Available 

Washington 

None of the PIRGs said that they concentrated primarily on 
student issues. Three said that they concentrated on both 
types of issues about equally, while the remainder reported 
being primarily concerned with public interest issues. 
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Response to question: 

"Have. 'special interest' groups in your state opposed your PIRG projects?" 

Alaska 
Indiana 
Maryland (only opposed bills lobbied for) 
Michigan 
MPIRG (in conceptual sense of MPIRG's existence) 
New Jersey 
New Mexico 
New York 
North Carolina 
Rhode Island 
West Virginia (coal and utilities mainly, CAG, AMA, pharmacists, 

funeral home directors) 
District of Columbia (utility lobbies, bankers' lobbies) 
Massachsetts 
Missouri (on occasion) 
Oregon · 
Texas 

California (not directly) 
Illinois (not publicly) 
Nebraska 
Ohio 
Ontario (not yet) 
South Carolina 
Georgia 
Vermont (not to great extent) 
New Hampshire (not yet) 
Washington (too new) 

Sixteen of the PIRGs said that they had encountered opposition 
from special interest groups, while the other ten said that 
they had not. 

Table 10 

Response to question: 

"How have consumer groups in your state viewed your PIRG's projects?" 

All responding PIRGs said that consumer groups viewed their 
projects favorably. 
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Conclusions 

The results of the survey indicate that most public interest 

research groups concentrate their efforts primarily on "public interest" 

issues as opposed to exclusively student issues, have budgets of $50,000 

or less annually, have full-time staff members of four or fewer, and 

collect money from six or fewer campuses. Funding systems at the major 

supporting campuses for PIRGs are most often a variation of a mandatory 

fee, either a separate refundable fee or part of a student activities 

fee. Most PIRGs see their resources and activities as generally increas

ing, and many have encountered opposition to their projects f.rom "special 

interest" .groups. All say that consumer groups in their states are favor-

able toward their projects. 

The Minnesota Public Interest Research Group stands high on the 

indicators included in the survey. It collects from the most campuses, 

it has the second largest budget and the second largest paid staff. The 

main funding source of MPIRG, the University of Minnesota, is the second 

largest contributor to a public interest research group anywhere in the 

country. 

Caution should be exercised in the interpretations of the findings 

of this survey. The survey was not designed to address many of the most 

difficult and controversial issues regarding PIRGs. It was designed not 

to assess PIRGs but to describe them. For instance, one cannot make clear 

inferences about student support for PIRGs from the data. The size of 

contributing campuses, the percentage of students contributing on these 

campuses, and the reputation of the PIRGs on these campuses are not con

sidered, even though these are all variables relevant to student support. 

Likewise, one cannot make predictions about an individual PIRG's budget 
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size under a different system. For example, one cannot safely predict 

that a change from a negative to a positive checkoff system at the 

University of Minnesota would reduce the size of the campus's contri

bution to MPIRG from the present $108,000 to the $21,000 the Indiana 

PIRG obtains from students at the University of Indiana. Similarly, 

the data are neutral with respect to the philosophical issues of 

whether one funding mechanism is more equitable than another or whether 

a public university should collect money for advocacy activities. 
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trends of increase in high school rank observed 
since 1968 and decrease in test score observed 
since 1971. Average high school rank and average 
test score for four types of Minnesota college 
have been becoming more similar during the last 
decade. Percentile norms for all 1975 freshmen 
and for four sub-groups were prepared. Median 
validity coefficients for first term grades in 
40 colleges were .55 for HSR, .42 for verbal 
test score, and .41 for mathematics test score. 
The median multiple correlation was .60. Tables 
of freshman grade-point average experience in 
relation to HSR and an index based on the sum of 
HSR and test scores are given for 25 colleges. 

university of minneso·ta Volume 17, Number ' 0 September 22, 1976 



Scholastic Aptitude and Performance of 1975 

Minnesota College Freshmen 

Since 1935 the Minnesota College Statewide Testing Program has published 
periodic summaries of scholastic ap~itude and high school achievement measures 
of freshmen entering Minnesota colleges from Minnesota high schools. In recent 
years these reports have been prepared in alternate years, the most recent 
(Armstrong, 1975) summarizing data for 1973 freshmen. Taken together this se r ies 
of reports provides a valuable longitudinal record of the academic quality of 
Minnesota students, especially useful in assessing the impact of the significant 
changes that have occurred in post-secondary education during the past decade or 
two. 

At less frequent intervals reports of freshman grade point averages have 
been obtained from the colleges, and these performance indexes have been correlated 
with high school rank and test scores. Results of these studies have demonstrated 
the validity of statewide testing program scores for their various counseling, 
selection, and research applications. In the form of test norms and expectancy 
tables these results have provided valuable tools to counselors in helping students 
make decisions about their post-high school plans. The last of these analyses 
(Perry, Joselyn, and Swanson, 1971) was based on 1968 freshmen. Changes since 
that time in both test score distributions and grading practices have made t he 
tables obsolete, but changes in the statewide testing program prevented thei r 
revision until now. 

In 1973-74 Minneosta high school juniors, who in previous years had been given 
the Minnesota Scholastic Aptitude Test (MSAT~ were offered the options of taking 
the Preliminary Scholastic Aptitude Test/National Merit Scholarship Qualifying 
Test (PSAT/NMSQT) and releasing their scores to the statewide testing program or 
taking the School and College Abilities Test (SCAT). Because most Minnesota 
colleges then agreed to accept PSAT/NMSQT scores for admission, most students 
could make the single PSAT/NMSQT examination, for which they were required to 
pay a fee of $2.50, serve the same purposes for which they previously had taken 
three or four tests: the MSAT, the PSAT/NMSQT, the American Col lege Test (ACT), 
and/or the College Entrance Examination Board Scholastic Aptitude Test (SAT). The 
SCAT was offered at no charge for students who did not expect to attend college 
and for whom there was therefore no justification for the test fee. Also the 
level of difficulty of the SCAT is more appropriate for the average non-college
bound student than is the PSAT/NMSQT. Previous analysis by Educational Testing 
Service had found the SCAT to measure the same verbal and mathematics factors as 
the SAT and PSAT/NMSQT, and data were available for deriving equivalent SCAT and 
PSAT/NMSQT scores. The statewide testing program reports scores from either test 
as "Minnesota scores" on a scale which is the same as the PSAT/NMSQT scale above 
30 but below that is expanded to accomodate the greater discriminatory power of 
the SCAT at lower score levels (Perry, 1974). 

I 
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Because 1975 freshmen were the first class on which SCAT and PSAT/NMSQT 
scores were generally available, it was especially desirable that the scholastic 
aptftude survey be cont inued with this group and that the validity of these scores 
be determined and reported i n ways that wil 1 facilitate their use. 

Data Collection 

In the fall of 1975 all Minnesota colleges were asked to send the statewide 
testing program a roster or punched card file of their Minnesota freshmen, including 
such identifying information as sex, date of birth, social security number, high 
school and date of graduation, in addition to name. Information was obtained from 
all except two private colleges (Minneapolis College of Art and Design and St. Mary•s 
Junior College) and six community colleges (Anoka-Ramsey, Inver Hills, Lakewood, 
Metropolitan, Nbrmandale, and North Hennepin). The numbers of Minnesota freshmen 
given in the 1975-76 County of Residence Report (Minnesota Higher Education Coordinating 
Board, 1976) for the non-participating institutions indicated that the 25,139 students 
reported represent 77 percent of 1975 Minnesota freshmen (see Table 1). Because 
the test scores of interest were generally available for the first time on 1975 
graduates, earlier graduates were dropped from the study, leaving 20,275 students. 
These students were matched with the 1973-74 statewide testing program data file 
in three computerize9 steps, using social security number, name and date of birth, 
and name and high school, successively, as matching criteria in the three steps. 
In a final step unmatched records were 1 isted alphabetically and scanned visually. 
This procedure matched 90 percent of the college records, 59, 18, 7, and 7 percent 
respectively, after the four steps. As Table I indicates, the matched records 
represent 56 percent of the estimated 1975 freshman enrollment, ranging from 18 
percent in the community colleges to 83 percent in the private four-year colleges. 
The low representation of community college freshmen is due both to the non-participation 
of six large colleges and to the fact that more than half the community college 
freshmen are not high school graduates of the same year. In subsequent studies it 
will be possible to include graduates of earlier years and thus make the community 
col lege data more representative. 

When the matching was complete, summaries of test scores and background 
information were prepared for each college and sent to the college together with 
lists of the matched and unmatched students and a request for the first-term grade
point average (GPA) for each student. As Tab l e 1 shows, GPAs were obtained for 
40 of the 50 participating colleges. 

Scholastic Aptitude by Type of College 

Means and standard deviations of HSR and test scores for each type of college 
are given in Table 2 separately by sex and fo r both sexes combined. For comparison 
purposes the test means and standard deviations for the standardization group 
representing all 1974 high school juniors also were included in the table. As 
in previous years the selective private 1 iberal arts colleges have the highest 
average scores; the University of Minnesota, some of whose colleges are selective 
and some are not is next followed by the state universities and the open-door , ' 
community col leges. HSR is substantially higher for females; verbal scores average 
about the same for both sexes; and mathematics scores are substantially higher for 
males. The sex differences in HSR are greater and in mathematics scores are less in 
lower scoring colleges, suggesting that they enroll relatively more able females 
than males, in comparison with the more selective colleges. 



Type of 
College 

Private 4-year 

University of Minn. 

State Universities 

Community Colleges 

Private Junior Coll. 

TOTAL 

Table 

Numbers and Percentages of 1975 Freshmen 
for Whom Data Were Available 

Number of Colleges 
Minn. Freshmen 

Reported 
Tot a 1 Reporting Rep-orn ng N rof 

Enrollmentl 

Grad Year 
1975 or 
Unknown 

Freshmen Grades 

20 19 14 5,283 98 5 '141 

10 10 10 8,990 100 6,938 

6 6 5 5,754 100 5,229 

18 12 9 4,760 40 2,622 

4 3 3 352 67 345 

58 50 40 25' 139 77 20,275 

Estimated; see text . 

Statewide Testing 
Data Available 

Nn %of '75-~of 
Total 

4,768 93 83 

6,106 88 68 

4,652 89 81 

2,505 96 18 

266 77 44 

18,297 90 56 

\.v 



Table 2 

Means and Standard Deviations of High School Rank 
and Minnesota Verbal and Mathematics Scores for 1975 
Minnesota College Freshmen by Sex and Type of College 

Type of High School Rank Minnesota Test Scores 
Co 11 ege N Mean S.D . N 1Jer6al Aathematics 

Mean S.D. Mean s. D. 

Males and Females 

Private 4-year 4,532 77 . 46 20,26 4,450 45.68 10 ., 13 50.65 11.16 
University of Minn. 7,899 68.94 23.93 7:,497 43.79 10,20 48.68 11. 15 
State Universities 4,336 67.99 22.08 4,236 41 .39 9.13 46.61 10.19 
Community Colleges 2,456 60.16 24.29 2 ,261 39.66 9.30 45.08 10.41 
Private Junior Col!. 240 58.61 25.35 233 38.70 1 o. 13 43.41 11.88 

Total college 19,463 69.24 23.77 18,677 43.15 10.02 48.24 10.87 
1973-74 Minn. 

High School Juniors 47,849 36.13 10.51 40.75 11.83 

Males 

Private 4-year 2,046 73.01 22.94 1 ,996 45.53 9.95 53.31 10. 13 
University of Minn. 4,216 65.38 24.72 3,992 43.58 10. 15 50.86 11.07 
State Universities 1 ,801 61.80 23.10 1 ,.745 41.13 9.12 49. 17 10.29 
Community Colleges 1,134 54.19 24.18 1 ,034 39.02 9.51 47.24 11 .08 
Private Junior Coli. 119 53.41 26.09 116 37.23 10.52 44.29 12.50 

Total college 9,316 65.02 24.45 8,883 42.89 1 o. 21 50.47 11.39 

(Cant i nued) ..j::-



Table 2 Continued 

Type of High School Rank Minnesota Test Scores 
College N Mean S.D. N Ver5al Matn 

Mean S.D. Mean s. o·. 
Females 

Private 4-~tear 2,486 80.73 18.72 2,454 45.89 9. 91 48.78 1 o. 16 
University of Minn. 3,683 73.03 22.30 3,505 44.02 10.25 46.20 10.71 State Universities 2,535 71 .99 20.36 2,491 41.62 9. 12 44.62 9. 77 Community Colleges 1 ,322 65.86 22.98 1 ,227 40.20 9. 10 43.27 9.52 Private Junior Co11. 121 63.72 23.60 117 40.15 9.56 42.54 11.23 

Tot a 1 co 1 1 e g e 10,147 73.61 21 .86 9,794 43.28 10.27 46.12 10.43 

V1 
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The group means i n Table 2 conceal cons iderable variation among colleges within 
the groups. Although the state universities and community colleges are relatively 
similar among themselves, the private 1 lberal arts colleges and especially the 
colleges of the University of Minnesota are quite heterogeneous. These differences 
are shown in Table 3, which gives the means and standard deviations of HSR and test 
scores for each college of the university and the ranges of means for the other 
groups. Also shown are the means and standard deviations for two groups of community 
college students: those enrolled in ••transfer" programs, preparing to complete 
bachelor 1s degrees at the other colleges, and those enrolled in ••career•• programs 
leading to terminal two-year degrees. 

Armstrong (1975) presented data that traced the changes in scholastic aptitude 
of the various student populations from 1959 to 1973. Figure I adds HSR means for 
1975 freshmen to the earlier data, and Figure 2 does the same for the verbal test 
score. To make the 1975 verbal scores consistent with the earlier figures they 
have been transformed to equivalent MSAT scores. The community college and total 
means have been adjusted to correct for the community colleges whose data are missing, 
Over all col leges HSR declined from 1959 to 1968 and has risen steadily since then 
to about its original level. The pattern various greatly, however, from one type 
of college to another. Especially notable are both the consistent increase in 
HSR since 1963 in the state universities and the rapid decline in HSR during the 
period of initial expansion of the community colleges and its subsequent recovery 
as expansion has continued at a more moderate pace. 

The patterns of verbal score changes graphed in Figure 2 look quite different 
but are consistent with the HSR patterns when overal 1 changes in test scores are 
taken into account. The bottom curve in the figure shows that scores for al 1 
Minnesota juniors increased from 1959 to 1965, leveled off for several years, and 
then began to decline. (This curve is plotted 9Y year of graduation.) The curve 
for al 1 freshmen is near ly identical but about half a standard deviation higher. The 
decline in recent years has been steeper than the total for private colleges and 
the University of Minnesota, whereas in the state universities and community 
colleges average test scores in recent years have remained nearly constant as the 
overal 1 decline was offset by the enrollment in these institutions of students 
with increasingly h i gher achievement levels. The overall result ' of these changes 
has been to make the four types of college more simi Jar to each other in average 
freshman scholastic ability than was the case seven to ten years ago. 

Norms 

Since 1959 the most-used statewide tes t score has been percentile rank based 
on entering 1959 Minnesota freshmen who were tested as j~niors. Development of 
comparable norms for the new test scores was a primary objective of this study. 
The data available for this purpose were deficient in several respects, the most 
important being the absence of six large community colleges. To compensate in 
part for their absence the available community college scores were weighted (by a 
coefficient of 2.7) in compiling the total score distribution. This step probably 
did not make the data completely representative because of the liklihood that the 
missing colleges have lower scores on the average than those for which data were 
available. 



Table 3 

College High School Rank Minnesota Test Scores 
or Group N Mean s~ N Uer6a1 Ratfi 

Mean S.D. Mean ~D. 

UM - Agriculture 251 75.47 18.49 240 45. 12 9.00 51.58 8.80 
UM - Forestry 79 76.84 17.21 77 45.95 8.83 54.06 7.47 
UM - Home Economics 118 72.20 21.54 112 42.99 9.42 45.36 9.47 
UM - Liberal Arts 3,352 74.67 19.26 3,314 46.07 9.44 so. 13 9.96 
UM - lnst. Technology 665 84.37 13.97 657 48,62 8.98 59.49 7.23 
UM- General College 636 35.17 21 .04 555 32.57 9.58 35.55 9.56 
UM - Duluth 1 ,757 65.75 24.43 1 ,493 42.39 9.54 47.05 10.56 
UM - Morris 468 75.07 19.22 468 44.90 9.09 50.55 9. 72 
UM -- Crooks ton 350 52.03 24.46 337 36.98 8.74 40.96 10.02 
UM - Waseca 240 59.79 23.33 250 39.67 8.78 43.88 10.08 

Community College- Transfer 1 ,492 40.31 9.36 46.31 10.70 
Community ~ollege- Career 654 38.10 8.96 42.94 9.69 

Range of t1eans Range of Means Range of Means 

Private 4-year 62.30-93.14 40.79-56.57 45.09-60.38 
State University 62.51-66.50 40.51-43.41 45.85-48.84 
Community College 5 1 . 7 4- 64 . 54 36.37-41.67 41.92-47.32 
Private 2-year 56.11-63.75 33.50-41,00 42.40-44.48 

'-1 
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Figure 1. Average HSR in Four Types of Minnesota College: 1959-1975 
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Figure 2. Average Verbal Score 1 in Four Types of Minnesota College: 1959-1975 

1MSAT Form A scores for 1959-65 and Minnesota verbal scores for 1975 have 
been transformed to equivalent MSAT form C scores. 
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A second deficiency stems from the limitation of the data to 1975 graduates. 
In the community colleges, especially, many freshmen are not recent high school 
graduates, and their scores can be expected to differ, probably negatively, from 
those of students who enter college immediately after high school. 

Finally, there is the problem of incompleteness in the statewide testing file 
itself as a result of incomplete participation in the junior year. About two-thirds 
of the 1975 graduates had taken the tests, and test scores were located for 90 
percent of the freshmen who were 1975 graduates. The students who did not take 
the tests would probably have scored lower on the average than those who did take 
them. This expectation was confirmed by an analysis of HSR and ACT scores for 
University of Minnesota freshmen, which showed that mean HSR and ACT scores were 
lower within each college for students who had not taken the statewide test than 
for those who had. Regression equations based on all U of M students with both 
ACT and statewide scores gave multiple correlations of .77 and .80 respectively 
for the prediction of statewide verbal and mathematics scores from ACT scores. The 
equations were used to compute non-regressed estimates of statewide scores, which 
were substituted for missing statewide scores to make the Univers i ty of Minnesota 
data more representative; but similar procedures could not be used for the other 
colleges because the ACT data were not available. 

The impact of all the deficiencies in the data is to under-represent lower
scoring students ·in the norm group. For this reason the col lege-bound percentile 
norms given in Appendix A should be revised when it is possible to include other 
than recent graduates, when participation of all colleges can be obtained, or when 
the participation rate of high school students increases. 

In previous years subgroup norms, based primarily on institutional systems, 
have been provided. In some of the systems , viz., state universities and community 
colleges, the individua l colleges are quite similar to each other in student academic 
measures, and system norms can be meaningfu l and useful. In a system as heterogeneous 
as the University of Minnesota, however (see Table 4), system norms are meaningless. 
The following norm groups, based primarily on similarity of admissions criteria, 
but with governance and student characteristics taken into account, are suggested: 

Group I -Four-year liberal arts colleges. These colleges require both high 
school grades and test scores (among ot her information) as part of the application 
for admission. All, therefore, are "selective", but the degree of selectivity 
varies. Some enroll students with academic characteristics similar to those 
of col leges in Group 2, wherea5 others enroll mostly students with very high 
test scores and high school grades. This group includes the College of Liberal 
Arts and the Mo r ris campus of the University of Minnesota and all private 
four-year Minnesota liberal arts colleges--Augsburg College, Bethel College, 
Carleton College, Concordia Col lege (Moorhead), Concordia College (St. Paul), 
Dr. Martin Luther College, Gustavus Adolphus College, Haml ine University, 
Macalester College, Northwestern College, College of St. Benedict, College of 
St. Catherine, St. John 1s University, St. Mary 1 s College (Winona), St. Olaf 
College, St. Paul Bible College, College of St. Scholastica, College of St. Teresa, 
and Col lege of St. Thomas . 

• 
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Group 2- Public four-year colleges. This group includes the six state 
universities at Bemidji, Mankato, Marshall (Southwest), Moorhead, St. Cloud, 
and Winona and the University of Minnesota at Duluth. Admissions criteria 
are based on class standing and can be met either by high school rank or by 
test scores. Each of these colleges also has a program of open admission 
for students from its own service area. 

Group 3- Community college transfer programs. This group consists of students 
enrolled in transfer programs--that is, programs beginning in a two-year 
college but intended to lead to a bachelor•s degree from a four-year college--
in the community colleges of Austin, Brainerd, Fergus Falls, Hibbing, Itasca, Mesabi, 
Northland, Rainy River, Rochester, Vermilion, Willmar, and Worthington. These 
programs are open to all Minnesota high school graduates without regard to 
test scores or class standing. 

Group 4- Two year career programs. This group includes students enrolled in 
programs leading to terminal two-year degrees in career fields at the 12 
community colleges 1 isted above or in the University of Minnesota technical 
institutes at Crookston and Waseca. Like the transfer programs in Group 3, 
these programs are open to all Minnesota high school graduates. 

Norms for the four groups defined above are given in Appendix A. The groups 
do not include the General Col lege or the professional colleges--Agriculture, 
Forestry, Home Economics, and Technology--of the University of Minnesota, which 
differ in definition, admission criteria, and/or student characteristics from al 1 
of the groups and from each other. 

Validity 

For each of the 40 colleges which reported grade-point averages the correlations 
of HSR and verbal and math scores with GPA were computed, and the multiple correlations 
of all three predictors with GPA was determined. Results are summarized in Table 4. 
As is nearly always the case, HSR was consistently the best predictor, its validity 
coefficient ranging from .10 to .77, with a median of .55. (The extremes were for 
the two smallest colleges, for which the numbers of cases were quite small.) The two 
test scores were almost equally valid. The validity of the verbal test ranged from 
. 16 to .61 with a median of .42, and that of the mathematics test ranged from . 19 
to .70 with a median of .41. 

Tab 1 e 4 

Coefficients of Correlation between First-Term 
Grade-Point Average and Statewide Test Scores for 1975 Minnesota College Freshmen 

Frequency of Coefficients 
. 10-.19 .20-.29 .30-.39 .40-.49 .so-.59 .60-.69 .76-.79 Median 

Verba 1 2 5 8 19 5 1 0 .42 
Mathematics 1 3 13 18 3 1 1 .41 
High School Rank 1 1 2 12 15 7 2 .55 
Multiple R 0 0 1 3 11 15 1 .60 
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Multiple correlations were significantly higher than the best single-predictor 
validity for 31 colleges, t he median increase being .05. In 16 cases all three 
predictors contributed significantly to the multiple correlation, only two variables 
contributing in the other 15 colleges. The multiple correlations tend to be highest, 
on the average, among private colleges and state universities (about .6) and lowest 
for the University of Minnesota (about .5); but, with the exception of the state 
universities, there is considerable variability within each group. 

In analyses of data for previous years it was found that simple indexes 
consisting of the unweighted sum of scores had validity coefficients nearly as 
high as the multiple correlations. In addition to the advantage of simplicity 
for such indexes in comparison with multiple regression equations, their validity 
is likely to be more stable because it is less subject to the effects of chance 
on the determination of weights. For this reason three simple indexes were computed 
and their validities were determined. The three indexes were: 

HSR + Verbal score+ Math score 
HSR + Verbal score 
HSR + Math score 

Because of its much larger variance, HSR, which is the most valid variable, has 
about twice the effective weight as either test score in these simple sums, or 
about as much weight as the two scores combined in the first index. For 25 colleges 
the first index ~"as most valid, for 8 the second was most valid, and for 6 the third 
was most valid. (They were not evaluated for the two smallest colleges.) In some 
cases the differences were very small, and the first index was selected for use 
because of its presumably higher reliability. Table 5 shows that the validity 
coefficient of the selected index was smaller than the multiple correlation 
coefficient by more than .02 for only four colleges, and the largest difference 

1 was .05. 

Tab 1 e 5 

Distribution of Amounts by Which 
Multiple Correlation Exceeds 
Validity of Selected Best 

Integer Index 

Dif f erence 

+.03 
+. 02 
+.01 

0 
-.01 
-.02 
-.03 
-.04 
-.05 

Frequency 

1 
0 
3 

13 
9 
7 
2 
1 
1 

1The multiple correlation, using optimum weights, is the highest possible 
correlation for any set of variables. The index validity coefficient was higher 
than the multiple correlation coefficient in four colleges for which a three
variable index was selected but in which only two variables contributed statistically 
significant variance to the multiple regression. 
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The practical significance of these validity coefficients can be seen by 
examining the experience of students with indexes at various levels. For each 
college the disthibution of the selected index was divided into nine intervals 
(stanines) consisting of approximately the highest 4%, next 7%, 12%, 17%, 19%, 17%, 
12%, and lowest 4%; and the percentages of students who obtained grade-point 
averages of 2.0 (C) or above and of 3.0 (B) or above were determined for each 
interval. (It was necessary to combine the two highest and two lowest intervals 
for some colleges to include a sufficient number of cases.) Tables of these per
centages, as well as of comparable percentages for six ranges of high school rarik, 
are given in Appendix B for 25 colleges. The remaining 15 colleges either did not 
release the tables for publication or had too few students to provide stable result s. 

Results may be illustrated by reference to the table for the Universi t y of 
Minnesota College of Liberal Arts. Of the 1975 freshmen who had indexes in the top 
4 percent, 98 received first-term grade averages of C or better and 91 percent 
obtained averages of B or better. At the other end of the distribution 70 percent 
of the students in the lowest 4 percent received grade averages of Cor better, but 
only 24 percent obtained averages of B or better. 

The table for high school rank, which may be used if test scores~ are not available, 
shows a similar pattern. The HSR intervals, however, are the same for all colleges, 
and the percent of students in each interval varies from college mo college. In the 
case of the Col lege of Liberal Arts, 15 percent of the students had HSRs of 95 
or higher, and 98 percent and 78 percent of these students respectively obtained 
grade averages of Cor better and of B or better. 

Validity coefficients of HSR and the academic index for CLA were relatively 
low (.37 and .45, respectively). The differences in grade-average experience of 
high and low-scoring students is greater for colleges with higher val idtties. 

Information based on these tables is used in the individual student report of 
statewide test results (College Planning Profile) to indicate how students with 
similar scores have fared with respect to grades at the first and second- choice 
colleges listed by each student. To enable students to obtain similar information 
about other colleges, a smaller set of tables dert~ed by combining colleges with similar 
characteristics is included in the student interpretive guide to the College Planning 
Profile. These combined tables were obtained as follows: 

1. Frequency distributions of the selected index were tabulated 
for each college, and colleges with distributions similar in 
shape (variance and skewness) were grouped together. 

2. The adjustment needed to equate the average for each college to 
the average of the largest college in the group was determined 
and added or subtracted from the index. These adjustments are 
given in column (3) of Appendix Cl. 

3. The adjusted indexes for students in al 1 col leges in the group were 
tabulated, and stanine intervals were det~rmined. These intervals 
are given for 11 groups of colleges in Appendix C2, and the table 
that applies to each college is identified in column (4) of Appendix Cl. 

4. Col leges were clustered according to similar ity of both mean grade-point 
average and standard error of estimate for predicted GPA (which takes 
into account both variance and predictability of GPA). Percentages of 
grade-point averages above C and above B were then determined at each 



stanine level for students in all colleges in each cluster. 
The percentages were rounded to "number in 10", and the 
resulting tables are given in Appendix C3. The appropriate 
table for each college is identified in column (5) of 
Appendix Cl. 
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Because these tables are for clusters of colleges, they do not precisely 
represent the experience of students in each college. However, because of the 
larger numbers included in the grouped data, the results are probably more 
stable than the individual college tables for small colleges. 
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Appendix Al 

Minnesota Verbal Score Norms 
for 1975 Minnesota College Freshmen and Four College Groups 

Verbal 1975 Group Group Group Group 
Score Freshmen 1 2 3 4 

Verbal 1975 Group Group Group Group 
Score Freshmen 1 2 3 4 

74 99 99 99 99 99 39 38 25 41 47 57 
73 99 99 99 99 99 38 34 21 37 44 53 
72 99 99 99 99 99 37 31 19 33 39 49 
71 99 99 99 99 99 36 27 16 28 35 43 
70 99 99 99 99 99 35 24 13 25 31 38 
69 99 99 99 99 99 34 21 11 22 28 35 
68 99 99 99 99 99 33 18 9 19 23 30 
67 99 99 99 99 99 32 15 8 16 20 26 
66 99 98 99 99 99 31 12 6 13 16 24 
65 99 98 99 99 99 30 10 5 10 13 17 
64 99 97 99 99 99 29 8 4 8 11 14 
63 98 96 99 99 99 28 7 3 6 9 12 
62 97 95 99 99 99 27 5 2 5 7 9 
61 97 94 98 99 99 26 4 2 4 5 8 
60 96 93 98 98 99 25 4 2 3 5 6 
59 95 91 97 98 99 24 3 2 2 4 5 
58 94 89 96 97 99 23 2 1 2 3 4 
57 92 87 95 96 98 22 2 1 2 2 3 
56 90 85 94 95 98 21 2 1 1 2 3 
55 88 82 92 93 97 20 2 1 1 2 2 
54 86 79 90 91 96 19 1 1 1 1 2 
53 84 77 89 90 94 18 1 1 1 1 1 
52 82 74 87 88 93 17 1 1 1 1 1 
51 80 71 85 86 92 16 1 1 1 1 1 
50 77 67 82 84 90 15 1 1 1 1 1 
49 74 64 79 82 88 14 1 1 1 1 1 
48 71 60 76 79 86 13 1 1 1 1 1 
47 68 56 72 76 85 12 1 1 1 1 1 
46 65 52 69 73 83 11 1 1 1 1 1 
45 61 48 65 70 79 10 \ 1 1 1 1 1 
44 57 H3 61 67 75 
43 5~ 40 57 64 72 
42 49 36 53 59 68 
41 45 32 49 55 65 
40 41 28 44 51 61 
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Appendix A2 

t1i nnesota Mathematics Score Norms 
for 1975 Minnesota Col leqe Freshmen and Four College Groups 

• 

Mathematics 1975 Group Group Group Group · Mathematics 1975 Group Group Group Grolil 
Score Freshmen 1 2 3 4 Score Freshmen 1 2 3 4 

74 99 99 99 99 99 39 24 15 25 29 39 
73 99 99 99 99 99 38 21 12 22 25 35 
72 99 99 99 99 99 37 18 10 18 21 30 
71 99 99 99 99 99 36 16 9 16 19 28 
70 99 99 99 99 99 35 14 8 14 18 26 
69 99 98 99 99 99 34 12 6 12 15 22 
68 98 97 99 99 99 33 10 5 10 12 19 
67 97 96 99 96 99 32 8 4 8 10 16 
66 96 95 98 97 99 31 7 4 7 8 13 
65 95 93 97 96 99 30 6 3 5 6 11 
64 94 92 96 95 99 29 5 2 ·4 5 8 
63 92 89 94 94 99 28 4 2 4 4 6 
62 90 87 93 92 98 27 3 2 3 3 5 
61 89 85 92 91 97 26 3 2 2 3 4 
60 87 82 90 89 96 25 2 1 2 2 3 
59 84 79 88 86 95 24 2 1 2 1 2 
58 82 76 86 85 94 23 1 1 1 1 2 
57 79 72 83 82 93 22 1 1 1 1 1 
56 76 69 80 80 91 21 1 1 1 1 1 
55 73 65 78 77 90 20 1 1 1 1 1 
54 70 61 75 75 87 19 1 1 1 1 1 
53 67 57 72 72 85 18 1 1 1 1 1 
52 63 53 68 69 82 17 1 1 1 1 1 
51 60 49 65 67 80 16 1 1 1 1 1 
50 57 46 62 63 77 15 1 1 1 1 1 
49 53 42 58 59 72 14 1 1 1 1 1 
48 50 39 54 56 70 13 1 1 1 1 1 
47 47 36 50 53 66 12 1 1 1 1 1 
46 43 32 47 50 63 11 1 1 1 1 1 
45 41 30 44 47 60 
44 37 27 40 43 56 
43 34 24 37 40 51 
42 31 21 34 37 49 
41 28 18 31 34 45 
40 26 17 28 31 42 



Appendix B 

First-Term Grade-Average Experience 
of 1975 Freshmen at Various 

Levels of High School Rank and 
Academic Index in Minnesota 

Colleges 

Bethel College and Seminary 
Concordia College (Moorhead) 
Golden Valley Lutheran Junior College 
Northwestern Col lege 
St. Olaf College 
College of St. Scholastica 
University of Minnesota: 

Agriculture 
Genera 1 Co 11 ege 
Home Economics : 
Li be r a 1 A r t s 
Institute of Technology 
Crookston Technical Institute 
Duluth 
Morris 
Waseca Technical Institute 

Bemidji State University 
Mankato State University 
Moorhead State University 
St. Cloud State University 
Winona State University 
Brainerd Community Col lege 
Fergus Falls Community College 
Hibbing Community Col lege 
Itasca Community College 
Rochester Community College 
Willmar Community College 

17 
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Bethel College and Semtnary 

St. Paul 

4-year, coeducational 

HSR % in % in Range with 
Range Range Grades above 

c l B 
l 
i 

95 -99 23 
I 

100 I 90 
90-94 16 94 I 41 
80-89 19 95 44 
70- 79 15 78 19 
50-69 19 80 13 

. ' 25-49 8 81 13 . 1-24 1 ;': ' * 
I 

! N . 211 
--·---·----------- ----1 .. --- --··- - ------ ------- . ..!-- ... _. .... ------· -- --·-- -- - -- - -~ -- .... -- . --·····--------- .. ------·-------------- ---

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

223-247 
? 212-222 

200 -211 
187-199 
17 1-186 
155-170 
139-154 
118-138 ) 
83-117 

N 

; : 

i 
j 
I 
I 

I 
.. [' 

% in 
Range 

11 
12 
16 
18 
21 
9 

12 

195 
... - ..... - ~- ... ·-· ... - . I ·- . ·- _. 

% in Range with 
Grades above 

C B 

100 96 

96 75 
97 50 
89 34 
85 24 
88 12 

75 17 

.. . -· ··- ~----- .. _ .__ ..... .... 

X= HSR + Verba l + Math (Minnesota scores) 

* Insufficient cases in range 

. 
._w• • • ... :.. 



i 
I 
I 

Concordia College 

Moorhead 

4-year, coeducational 

- ---- ---·--·-· --------- - .. - --.·· .. -· ------- -·-- -~ 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

18 
16 
23 
16 
15 
11 

1 

' 

-:-----····--·----L ---~- --L ___ 47~ - ..... . 

i 
I 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

~--- ----- -.. ·-·-······ ·• -····· . 

I 
I 
I 

I 
I 
I 
J _._ 

Index X 
Range 

220-247 
210-219 
199-209 
185-198 
169-184 
153-168 
136-152 
II 3-135 
77-112 

N 

1 

i 
i 
I 
I 

.... J_ 

% in 
Range 

4 
7 

11 
17 
20 
18 
II 
9 
4 

465 

\ 
i 
1 
I 

I 
. -- I -

... -- -- --~ ____ .._ ____ ... __________ ,._ _____ _... ... ·•· 

% in Range with 
Grades above 

C B 

100 92 
99 64 
98 53 
91 24 
84 26 
75 16 

- , __ ·····- ~-----· ------------------------

% in Range with 
Grades above 

c 8 

100 95 
100 97 
100 77 
99 67 
98 44 
90 27 
88 23 
75 20 
47 5 

- -· ---·"'-··-·--·---------... . ---· .......... ~ 

X= HSR + Verbal + Math (Minnesota scores) 

*tnsufficient cases in range 

19 
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Golden Valley Lutheran College 

Golden Valley 

2-year, coeducational 

HSR % in % in Range with 
Range Range Grades above 

c B 

95-99 5 100 100 
90-94 6 100 67 
80-89 11 92 52 
70-79 14 85 27 
50-69 26 79 18 

i 25-49 26 49 7 
. i 1-24 14 48 9 i 

I 
I 

----.--- . ·--______ _l_ ___ - -- --~-- ... -·. ·- .. 
239 

.. ~- --- -~· ··· .. ... -- - -~-~ - . ... - ~ . ----·--· --·-·-· - ··---·-.. ------- ------ -· 

College Index X % in % in Range wi th 
Stanine Range Range Grades above 

c B 

9 209-247 J 12 92 73 
8 191-208 
7 172-190 11 100 42 
6 148-171 16 88 24 
5 125-147 21 79 26 
4 105-124 18 i 

54 14 
3 88-104 11 ( 50 0 

71-87 
I 

2 f 11 I 42 8 I 
1 53-70 I 

i 210 I I N 
' 

I I i I .... r - ·· ---- .. -· ..... . . . . I ... - ·------·- ···· . ·----· .. .. ... .. -.. :.. 

X= HSR + Verbal + Math (Min nesota Scores) 



, ,. Northwestern College 

Roseville 

4-year, coeducational 

I 
i 

------···-------··-1 

/ 

r·--

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

HSR 
R nge 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

N 

Index Z 
Range 

151-157 ) 
145-ISOJ 
136-144 
122-135 
104-121 
86-103 
66-85 
46-65 } 
31-45 

N 

z = HSR + Verba 1 (Minnesota 

% in 
Range 

11 
11 
16 
12 
30 
13 
7 

124 

% in 
Range 

12 

11 
15 
22 
17 
II 

11 

107 

score) 

*tnsufficient cases in range 

i 
l 
( 
l 
I 

I 
.I 

% in Range with 
Grc:Jdes above 
-r s 

100 86 
100 46 
90 35 

100 13 
62 8 
50 0 

% in Range with 
Grades above 

C B 

100 85 

100 42 
87 44 
83 8 
67 0 
so 0 

25 0 

21 
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St. Olaf College 

Northfield 

4-year, coeducati~nal 

~-------·· · -·-·----·- -· • ~- · ·- • -- ., • - ~ • • ·- ' • • --- · - -- - __ .,_ ''T ' 

; 

HSR % in 
Range Range 

95-99 39 
90-94 18 
80-89 22 
70-79 11 
50-69 7 
25-49 2 

% in Range with 
Grades above 

C B 

98 65 
92 35 
84 17 
76 18 
47 3 

* * 

22 

I 1-24 : o ; 

-;-- - ___ l__ -- --~ --___ J ---~~-~ ____l _ ·-- -- --- - ---- -----~··-- - --·"--1 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

230-247 
222-229 
213-221 
104-212 
192-203 
181-191 
169-180 
151-168 
121-150 

% in 
Range 

6 
7 

11 
18 
21 

I 15 
l 13 

I t 

%in Rangewith 
Grades above 

C B 

100 . 87 
97 ! 84 
98 ! 72 
97 I 53 
89 ! 32 
93 ' 18 
80 10 
43 3 
59 12 

N 
r-------·-·------ -~ - - --- -· - ·· ·· --· · 

I 416 

. -·· ... ! ... ··---.... __ ·-··. ... . . ..... --- .... -. . . .... . .... ·- · --- -~--_ ...... ____ _ ._ .,.._ .. ____ ,_. __ . ---- ~ 

X= HSR + Verbal + Math (Minnesota scores) 

* tnsufficien t cases in range 



' l 
I 

College of St. Scholastica 

Duluth 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

14 
11 
19 
13 
25 
12 
6 

---------····--·-----L _______ N 

212 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

I 

I 
t- ·-- ·--· · ·· . . . - . .. I .. . 

Index Z 
Range 

150-173 
145-149 
139-144 
127-138 
112-126 
97-111 
83-96 
66-82 ' ) 41-65 

N 

i 
I 

l 
I 

J 
z = HSR + Verbal (Minnesota 

% in 
Range 

10 
11 
20 
18 
16 
12 

12 

170 

score) 

·· I 

% in Range with 
Grades above 

C B 

100 93 
96 75 
93 54 
85 41 
79 36 
81 31 
50 17 

% in Range with 
Grades above 

C B 

100 86 

100 88 
93 61 
90 58 
79 36 
70 35 
71 14 

P O •iO -~i · - -- - - ·· ~- • -- _,,,,,~ O 

23 



\ 

U of M College of Agriculture 

St. Paul 

4-year, coeducational 

HSR 
Range 

% in 
Range 

% in Range with 
Grades above 

C B 

95-99 17 98 78 
90-94 14 91 49 
80-89 20 90 53 
70-79 17 83 ' 41 
50-69 24 70 7 

.1 25-49 7 76 35 I 1 -24 . 2 ;~ ~, 

24 

i N ~ 249 ( · : 
:--------------- -~---- -----------------+- -- ----.......... ---------- ~ .. ...... -----· ....... _____ , __ ------------------------ -~ 

; 

I 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

I 
j 

Index X 
Range 

218-247 r 207-217 I 

196-206 
183-195 
168-182 
153-167 
138-152 
120-137 
92-119 

N 

0 ' 

j 
I 

i 
I 
I 

% in 
Range 

10 

12 
20 
20 
14 
12 
12 

235 

% in Range with 
Grades above 

C B 

100 96 

93 76 
91 49 
87 35 
81 28 
68 14 
66 21 

' 

.I .. t" - - - --........ ·-- .. - . - ·- .. . ·- . ··~ .. -~-·-· ... ' ... -. ,_. - ~ .. . ..... ...... - ~ - ~ - '"-··········-~ -. -· ... -~. ' . __ __ .... .. .. _ .. - c 

X= HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 



• !. 

U of M General College 

M i nneapo 1 is 

2-year and 4-year coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

1 
1 
2 
4 

13 
45 
34 

------·-- - ----·- ----- ~ ---- .. -· -----· --- -··· --·-·· ·-·· ·- ·- ·· -· ---·-·- ·---- -·- .. 

N 623 

College J Index X % in 
Stan i ne ! Range Range 

9 
8 
7 
6 
5 
4 
3 
2 
1 

T'" --·--·-·-··· ••••.••• •••. -· -

161-247 
136-160 
121-135 
110-120 
88-109 
85-97 
72-84 
61-72 
34-60 

N 

4 
9 
9 

18 
19 
18 
11 
8 
4 

.. I 490 

X= HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 

% in Range with 
Grades above 

C B 

87 
77 
91 
84 
68 

73 
38 
36 
24 
22 

% in Range with 
Grades above 

C B 

95 
83 
89 
84 
90 
75 
76 
57 
45 

86 
43 
24 
28 
24 
12 
24 
16 
10 

- . .. ····· .. ........ . . 

25 



U of M College of Home Economics 

St. Paul 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

% in Range with 
Grades above 

C B 

13 93 
14 94 
20 100 
17 95 
18 81 
18 71 

2 ~·, 

67 
44 
52 
40 
33 
33 

---·------ _L __ -~ . ----~- 118 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

i i :....-.. -·-- __ ..... _._ ... - .. .I . - ... 

Index X 
Range 

215-247 ? 
200-2 14 ~ 
188-199 
177-187 
157-176 
137-156 
120-136 
101-119 ··: 
80-100 , 

N 

; 

i 
j 
i 

i 

J. 

% in 
Range 

12 

11 
17 
22 
14 
12 
11 

106 

' 
i 
i 
! 

I 
I 

I 

.J 
X= HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 

% in Range with 
Grades above 

C B 

100 77 

92 58 
96 so 

100 39 
100 ' 33 
77 39 
50 17 

26 



I 

., 

l 
I 

U of M College of Liberal Arts 

Minneapolis 

4-year, coeducational 

··-~ - ~~-- -- r · .• - . .. •• ·-- ··--··- ···· - ... ·- --- -· • 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

15 
12 
22 
17 
22 
10 
2 

' 

% in Range with 
Grades above 

c I B 
I 
I 
I · 

98 I 78 
94 I 58 
90 41 
84 35 
78 ' 27 
75 I 27 
64 I 21 

27 

' N 3,314 
~---· -·------J ....... -····-····---··---····--· .. .. ,_ ··-- -- --····-· ---·-···-···-·' ·- ··-· --·- ... ... -............... ___ .. .. ___________ .. __ -----

I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-----··· ·-···· ··- -··· · .... 

Index X 
Range 

219-247 
208-218 
196-207 
182-195 
165-181 
148-164 
134-147 
120-133 
72-119 

N 

i 

I 
J 

% in 
Range 

4 
7 

13 
16 
19 
18 
11 
8 
4 

\ 
i 

I 

l 
3 ,23~- ...... ..1 .-

X= HSR + Verbal + Math (Minnesota scores) 

% in Range with 
Grades above 

C B 

98 
97 
96 
94 
89 
78 
75 
75 
70 

91 
78 

: 64 
: 52 
: 38 
: 26 
; 20 
. 21 
. 24 



U of M Institute of Technology 

Minneapolis 

4-year, coeducational 

! 
·I 

i 

I 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

31 
17 
23 
15 
13 

2 
0 

1 ; 
I N ; 663 

---- ------• ______ __ ,,J .. ··--·•• --·~·-••·- - -,w --•••-• -~ - •'•' _,. _ , - • ••• • •- •-

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

y---- ---- - ·· . ·· · - - - ·· -

Index y 
Range 

168-173 
163-167 
159-162 
152-158 
143-151 
133-142 
123-132 
112-122 
72-111 

N 

i 

I 
- >-'-

% in 
Range 

4 
8 

11 
17 
19 
19 
11 
9 
4 

645 

Y ~ HSR + Math (Minnesota score) 

*Insufficient cases in range 

i 
i 
I 

I 
I 
I 

. ' · -

% in Range with 
Grades above 

C ! B 
i 
I 
I 

I 
95 ! 74 
95 I 44 
92 37 
88 24 
79 I 8 

100 1 46 
~·, l ~~ 

% in Range with 
Grades above 

C B 

96 
94 
99 
93 
96 
89 
89 
73 
80 

89 
78 
71 

' 62 
: 38 
: 31 
I 

: 19 
' 7 
! 20 

28 



U of M Crookston Technical Institute 

Crookston 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

N 
- - --·-• - •• ••- •••--•- •·•u ~ • ·- • , • P•• • ·•- • •• • •• •••-·•·• ~ • 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

,_ _ __ ... . -. 

Index X 
Range 

195-247 
179-194 
161-178 
142-160 
123-141 
105-122 
89-104 
71-88 
50-70 

N 

% in 
Range 

2 
3 

13 
12 
21 
34 
15 

342 

% in 
Range 

4 
8 

11 
15 
20 
19 
10 
9 
4 

300 

I 

! 
i 
i 
l 
I 

I 
- I 

X~ HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 

% in Range with 
Grades above 

C B 

82 
93 
98 
75 
70 
54 

73 
80 
68 
36 
22 
12 

... --·-· ·-· ...... ······· ~- ---... ----- - ···-- --

% in Range with 
Grades above 

C B 

82 73 
88 76 
91 74 
87 71 
75 22 
75 ! 23 
74 13 
54 19 
27 0 

·- ....... ... ··- .... , .. . - . 

29 



. ; 

U of M Duluth 

Duluth 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

10 
10 
18 
16 
22 
17 
8 

% in Range with 
Grades above 

C B 

96 
96 
90 
82 
75 
66 
59 

74 
55 
35 
27 

1

20 
17 
15 

I i N : 1 , 734 
_ _______________ j _ ---- ______ .. ___ __ , __ -·------ : .... _ .. , ........ .... __ , ___ ···- .: . ..... ---

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

212-247 
201 -211 
187-200 
171-186 
151-170 
130-150 
109-129 
88-108 
42-S7 

N 

i 
I 
I 

i 
I . 

% in 
Range 

4 
7 

14 
15 
21 
16 
12 
7 
4 

1 ,483 
.. .. . ... .. . .... 

% in Range with 
Grades above 

C B 

98 . 79 
96 : 67 
95 : 56 
87 : 36 
87 : 28 
74 16 
62 13 
63 13 
54 10 

X= HSR + Verbal + Math (Min nesota scores) 

30 



. ' 

i 
i 

i 
I 

U of M Morrl s 

Morris 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

15 
13 
21 
19 
21 

8 
2 

I N -~ 460 
-:-·---·----·---- ______ _! _____ -· -······- ---·-- -···--···· ;_. ---- -· ------- ... --- ·-- .. 

! 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

~--~-- ---- .... ··-···-·- .... .. 

X = HSR + 

Index X 
Range 

217-247 
207-216 
196-206 
182-195 
167-181 
150-166 
131-149 
118-130 
77-117 

N 

Verbal + Math 

* Insufficient cases in 

I 

! 
I 

I 

% in 
Range 

4 
6 

12 
17 
20 
16 
12 
7 
5 

448 

\ 
i 
( 
I 

I 
J 

(Minnesota scores) 

range 

% in Range with 
Grades above 

C B 

97 
97 
97 
91 
96 
92 

80 
67 
49 
27 
23 
10 

31 

. . ., .. --· ·· . ·-----· - ---~- ··-· -·- --~ 

% in Range with 
Grades above 

C B 

100 84 
100 90 
93 65 
96 53 
96 36 
92 26 
98 23 
97 19 
83 9 

·- ·-· . . ...... .. -- . , -··· . -··· .. ·' . 



U of M Waseca Technical Institute 

Waseca 

2-year, coeducational 

HSR 
Range 

% in 
Range 

95-99 5 
90-94 6 
80-89 14 
70-79 14 
50-69 27 

. i 25-49 25 
l 1-24 9 
I . 
I . 

% in Range with 
Grades above 

c I B 
i 

100 
100 

91 
97 
92 
93 
70 

l 
1100 
I 79 
l 50 

30 
23 

8 
0 

32 

1 N ! 233 
------------~-----·----------·- ··-···· -······~- ··-----·····--···· -- ---···· ··· ·' . ···-· ... 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r--·-- --·--··--

Index X 
Range 

203-247 
188-202 
174-187 
156-173 
133-155 
116-132 
101-115 
87-100 
58-86 

N 

; 
; 
I 

i 
I 

... I ....... 

% in 
Range 

5 
7 

]() 

21 
17 
19 
10 
7 
5 

220 

i 

' ! 
1 

! 
I 

I .... \ 

% in Range with 
Grades above 

C B 

90 
100 
100 

91 
89 
98 
91 
87 
60 

' 70 
: 81 
; 52 
: 41 
I 

i 37 
' 5 

0 
0 
0 

. . . - ............ .... - ... ~ •. . . ,_,. . ......... ··· . . .... ! 

X= HSR + Verbal + Math (Minnesota scores) 



Bemidji State University 

Bemidji 

4-year, coeducational 

HSR 
Range 

. . . -· ........ - ... , 

% in 
Range 

95-99 10 
90-94 9 
80-89 16 
70-79 16 
50-69 24 

. i 25-49 19 
! 1-24 6 I . 
I ' '· 
j N ; 618 : 

----·- ·---- ---· -~----- ·-- -·---- --.. ··--·--·---.. ~- ..... ......... ·- .......... : . 

' 

Co 11 ege 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

~------ ----- ·-··- ··· ·- ~ .- - . 

Index X 
Range 

208-247 
198-207 
184-197 
167-183 
145-166 
123-144 
106-122 
88-105 
52-87 

N 

' 
i 
i 
I 
I 
I 

-1. 

% in 
Range 

4 
8 

11 
17 
20 
17 
13 
6 
4 

602 

i 

i 

1 
I 

I 
' 

I 
-~ - ~ 

% in Range with 
Grades above 

C B 

98 81 
93 65 
90 41 
88 31 
71 16 
50 3 
49 11 

% in Range with 
Grades above 

C B 

100 96 
98 71 
91 60 
88 36 
92 27 
62 12 
51 1 
44 7 
50 4 

. ... ·-· ~ ... .... ·-· . .... . • .... ·- ~---·- --· 

X = HSR + Verbal + Math (Minnesota scores) 

33 



Mankato State University 

Mankato 

4-year, coeducational 

- - ------------ -- --- --·- ---- - ~ ... ···------·-· ---~-~ - ----··r 

HSR % in 
Range Range 

% in Range with 
Grades above 

C i B 

95-99 9 96 I 91 
90-94 8 95 67 
80-89 19 92 55 
70-79 16 86 39 
50-69 23 78 20 

i 25-49 20 64 15 

34 

1 1-24 5 53 13 . 

I N ; 898 ; : 

-:----·----1--·-·--------- -··--··~----- -----· ·-----·--·-· .; ·------ -·- ·----- ---·-··- -------------··-----~ 

I 
I 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r------ ----- . 

Index X 
Range 

209-247 
198-208 
184-197 
168-183 
147-167 
126-146 
105-125 
86-104 
50-85 

N 

' 1 
% in 
Range 

4 
7 

12 
18 
21 
16 
12 
7 
4 

864 
·-·· ._,. ...... . ··k- ............... ........ , 

% in Range with 
Grades above 

C B 

95 
95 
97 
88 
87 
79 
63 
53 
53 

84 
86 
71 
50 
35 
16 
17 
13 
6 

.. ~ - . . ··--·· · . .. · - ·--~-- ..... . ___________ -· .. -- .. __ ., .. -

X= HSR + Verbal + Math (Minnesota scores) 



Moorhead State University 

Moorhead 

4-year, coeducational 

~~---·~-----~ -----·-·· ------ - -- ... .... ·- -- --- ----·-· -- ----- 'l " 

i 
i 

·( 

I 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

12 
9 

21 
18 
24 
14 
2 

ll N ) 682 
-- ·----- -·----·-··--------- ·-·--- ·-~-· ··-- - ··-····- ·· ·- ---· ··-- ·,' . 

I 

I 

Co11 eg~ 
~tan in~ 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r----------·r··-···- -··--- -----· ·· 

lnqex X 
Range 

213-247 
203-212 
191-202 
177-190 
160-176 
142-159 
124-141 
106-123 
72-105 

N 

% in 
Range 

4 
7 

11 
17 
20 
15 
12 
8 
4 

% in Range with 
Grades above 

C B 

95 75 
92 55 
88 33 
84 18 
64 9 
38 7 
31 31 

···-··· --- ------ -- ... ------· --------------! 

% in Range wi .th 
Grades above 

C B 

100 96 
100 71 

91 55 
89 35 
84 18 
67 I 10 
56 7 
47 9 
24 16 

........ ·-·- ~ -~·- · ...... - -· -- -··-·- ............ ..._ ._ ... _, , .... ·-----·-·- ···· ·· ·-

X= HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 

35 



College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

36 

St. Cloud State University 

St. Cloud 

4-year, coeducational 

.__ ···~··-- · - ·-·-- -- -·--·- .. ·-··-···----.. .. .. . . ............. _ .. ~ ---· .. · ···- __ ,.._ 

HSR 
Range 

. . 

% in 
Range 

% in Range with 
Grades above 

C B 

95-99 10 100 88 
90-94 10 99 67 
80-89 18 92 47 
70-79 17 86 29 
50-69 26 80 22 

. i 25-49 16 66 8 

l
j 1-24 : 4 44 1 0 i 

N i 1 436 : 
I t ! . . 

- ·---··--------- .-.- --·..;..-~ ------·----· _________ .. ,. -~--- --- ·- .. --·- .... -... ---- .. --------------1 

I Index X l % i n ; % in Range with ; 
I . 

1 
Range 1 Range Grades above ' 

I c B 
I 
I 

I 

l 
j 
I 
I 

210-247 
199-209 
184-198 
168-183 
150-167 
133-149 
116-132 
100-115 
66-99 

4 
7 

13 
16 
20 
17 
11 
7 
5 

100 
100 
98 
91 
87 
76 
72 
59 
52 

89 
81 
69 
49 
26 
19 
9 
8 
3 

L---·--··· .. ... _ J _. .. _ . . . ~ .. ····-·--·-··--· - ····~ .'-3~ .8--· · · ·-~· ··-
X= HSR + Verbal + Math (Minnesota scores) 



Winona Stat~ University 

' I 

HSR 
Range 

95-99 
90-94 
80-89 
70-]'jJ 
50-69 
Z5-49 

1-24 
! 0 

I ' 

Winona 

...... . - . - •· ---- . . ..... , 

% in 
Ri3nge 

12 
12 
18 
15 
24 
17 
3 

' 

l 
N ; 440 ~ 

----------------·-·t· -- -----·· -------------- -------------~- - --- ......... _______ --------·- -~ 

~ol lege 
~tar)ine 

9 
& 
1 
6 
5 
4 
3 
2 
1 

~ --·------ ··--··---· .... 

Index X 
Range 

213-247 
200-212 
186-199 
169-185 
150-168 
131-149 
112-130 
94-111 
65-93 

I 

N 

' 

i 
I 

I 
i 

1 ..... 

% in 
Range 

4 
6 

14 
15 
21 
16 
12 
7 
4 

421 

i 
l 
! 
I 
I 

I 
_/ 

% in Range; with 
Grades above 

C B 

98 86 
94 63 
91 49 
83 32 
79 13 
60 7 
33 0 

-·-. ··-----···· -· ---- --· ----------·- - -------1 

% in Range with 
Grades above 

C B 

100 95 
100 83 
95 68 
89 51 
87 28 
79 15 
64 10 
52 0 
25 0 

. . . . . - - .. ... ----· . ·-- .... .. ··-··- . _;.. 

X= HSR + Verbal + Ma~h {Minnesota scores) 

*lns~ffi~ient c~ses in r~ng~ 

37 



Brainerd Community College 

Brainerd 

2-year, coeducational 

·- ---·- - -- ...... . ,. .. - - -· ..... -- ~ - - .. · ---- ----- - ~ -- __ __ ,,. ...... -- ····· 

HSR 
Range 

% in 
Range 

% in Range with 
Grades above 

C B 

95-99 7 90 91 
90-94 5 1 00 88 
80-89 22 92 35 
70-79 13 95 32 
50-69 22 73 16 

i 25-49 23 49 1 0 
! 1-24 8 31 0 

38 

l , I , I • , : 

__________________ L ______ - ~---- ---- -- -~- · ···-·--- - ~-~-7 .... _____ - ~ __ ... -··- ·· ..... _. ____________________ _________ j 

i 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-- ·-- · ---- .. ______ . - ·· ...... - -..... - .. 

Index Z 
Range 

149-173 --. 
-~ 

138-148 
127-137 
114-126 
99-113 
81-98 
63-80 
46-62 } 
31-45 

N 

i . 
~ % i n 

Ran ge 

13 

9 
20 
19 
17 l 
10 

I 12 

155 
.. • . ·- 4- -

% in Range with 
Grades above 

C B 

100 85 

93 43 
90 32 
90 21 
52 4 
60 27 

32 0 

···- ... ... . .. -- ..._ , ______ . ______ . ___ __ ._ ... ·--- .. - .. . - ~ . ~-

Z = HSR + Verba 1 (Minnesota score) 



I 

1 

Fergus Falls Communfty College 

Fergus Fa 11 s 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Ran~e 

6 
7 

1~ 
14 
22 
28 
12 

I N 217 
--- ------ ·· - ·-- ·-~---- .. L.-- ·- ·-·- -··-· --· -·--·· ·-·- ·· .. 

Co' 1 ege 
Stanfn~ 

9 
8 
7 
6 
5 
~ 
J 
? 
1 

t"· - - · . ·-- . . ·· -- -. 

X = 

- . 

Index X 
Range 

211-247 I. 
196-210 ) 

176-195 
157-175 
135-156 
114-134 
98-113 
81-97 
53-80 

N 

% in 
Range 

1 i 

12 
18 
22 
14 
11 

q 

208 

HSR + Verbal + Math (Minnesota scores) 

% in Range with 
Grades above 

C B 

83 
100 
100 
90 
79 
67 
72 

~3 
~0 
59 
33 
19 
10 
12 

% in Range with 
Grades above 

C B 

95 77 
88 79 
89 32 
89 20 
59 7 
64 0 

67 11 



) 

i 
i 

Hibbing Community College 

Hibbing 

2-year, coeduca t ional 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

N 

% in 
Range 

6 
5 

12 
20 
24 
24 
8 

173 
~------~--- · -•••••• • • oo --- - -~ - P•••·--- - - --·-·-·'' .. '•:- , . ...... .. ,., _,, ,,~ ---~----· ~ - - ~ 

Col lege 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

: 
r- --·---- ---· . ---- . --- . 

Index Z 
Range 

146-173 
136-145 
125-135 
112-124 
96-JJJ 
79-95 
64-78 
49-63 -

r 
34-48 ) 

N 

-
,· 

I 

I 
-1. 

% in 
Range 

10 

12 
19 
19 
16 
13 
11 

169 

i 
i 

l 

l 
I 

. ... \. . 

Z = HSR + Verba 1 (Minnesota score) 

*Insufficient cases in range 

% in Range with 
Grades above 

C B 

100 73 
·k ";'\ 

70 25 
86 29 
79 19 
50 7 
43 0 

% in Range with 
Grades above 

C B 

88 71 

76 14 
87 31 
78 25 
59 15 
59 0 

39 0 

40 



. : 
! 

I 
; 

Itasca Community College 

Grand Rapids 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

3 
6 

14 
12 
26 
28 
12 

! N 
- - ·--···--·-----····· _L. ..... _ .. .. ____ .. ____ - .. 

197 
... ~, .. ..... .. ·-···· . ·- ........ .. - ~ .. 

Colle~e 
~ti3nin~ 

9 
~ 
7 
6 
5 
4 
3 
2 
1 

Index Y 
Range 

152-173 ~ 
141-151 :: 
128-140 
113-127 
95-112 
77-94 
61-76 
46-60 ~ 
32-45 

N 

i 
i 
i 
I 

I 

% in 
Range 

12 
14 
14 
20 
18 
? 

14 
I 
I 
I 
I 

I 
. ·· " 

Y ~ HSR + Math (Minnesota SGore) 

* ln~ufficient cases in range 

% i n Range with 
Grades above 

C B 

92 75 
89 52 
83 25 
eo 29 
56 18 
43 9 

41 

·-·-· ·· ~ - ·····--· -· ·--- --· -----------·-- --·---~ 

% in Range with 
Grades above 

C B 

94 
90 
85 
76 
63 
75 

43 

70 
48 
40 
21 
22 
I 7 

5 

---·- ·-- - . '.. . - . - .. ~ 



Rochester Community College 

Rochester 

2-year, coeduca t ional 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 

j 25-49 
1 1-24 
I ! 

% in 
Range 

6 
10 
18 
18 
25 
19 
5 

I N ; . 519 : 
-------- ····---- - --~--- -- -- ..... ·----·-··-·· ----------~- ··-· · ········- ----· ... ... : 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r- - · --··· ............ 

! : 
' Index Z % i n 

Range Ran ge 

143-173 4 
140-146 6 
131-139 15 
119-130 14 
105-118 21 
88-104 16 . 
72-87 12 i 

I 56-71 7 ' 
36-55 4 I 

I N .I .. 
492 

I -. . ... , 

Z = HSR + Verbal (Minnesota scores) 

* Insuff i cient cases in range 

% in Range with 
Grades above 

C B 

100 
98 
98 
92 
87 
75 
54 

83 
80 
59 
37 
18 
12 
8 

42 

,,_, 0 ''·---·••• ··- - -... . ,,,~ -------Wo•- ----- ~ 

% in Range with 
Grades above 

C B 

100 . 100 
100 80 
99 66 
92 49 
94 30 
82 18 
84 10 
64 11 
63 0 



I 
I 

· , 
' 
I 
i 

Willmar Community College 

Willmar 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-6~ 
25-49 

1-24 

% in 
Range 

4 
5 

15 
11 
24 
27 
13 

-·---------· -··--·--···· J ···-· ...... --~- ... -· ···-.. . -..... ~-~-9 ·- .. . 

Cqllege 
st'anine 

9 
8 
7 
6 
5 
4 
3 
z 
1 

--- ·-·- -· • '' !'"'''" '' • ' .. • I 

Index X 
Range 

202-247 
188-201 
170-187 
151-169 
128-150 
105-127 
87-104 
75-86 ., 

\ 

53-74 

N 

) 
~ 

j 

I. 

% in 
Rang~ 

11 

13 
16 
21 
17 
11 

12 

215 

' 
i 

! 
l 

I 
l 
I 

I . .. \ 

...... ·- --· ... - ----·- ·- --· ----.- ·· -· - ... 

% in Range with 
Grades above 

C B 

91 82 
1 OQ 71 
97 63 
93 38 
79 11 
86 10 
53 0 

% in Range with 
Grades above 

c 8 

96 78 
96 46 
97 38 
79 16 
81 8 
74 4 

54 0 

. - . ·- ·· ... . . .. --· . ·-· ... ~ ~ 

X = HSR + Verbal + Math (Minnesota scores) 

43 



Appendix Cl 

Directory of Academic Indexes and Tables of Relative Standing for Minnesota Colleges 

Co 1 umn 
( 1 ) 

College 

P r i va te Co 11 eges 

Conco rdia (mhd) 
Concordia (SP) 
Gustavus Adolphus 
Northwestern 
St. Olaf 
St. Scholastica 
Golden Valley Lutheran 

University of Minnesota 

Column 
(2) 

Index 

X 
X 
X 
z 
X 
z 
X 

Agriculture X 
Forestry Y 
Home Economics X 
Liberal Arts X 
Institute of Technology Y 
General College X 
Duluth X 
Morris X 
Crookston X 
Waseca X 

Column 
(3) 

Adjust
ment 

-3 

-8 

-2 

+11 

' 

Column 
(4) 

Relative 
Standing 
Table 

Bl 
Bll 
Bl2 
B5 
B9 
B5 
B3 

B 1 
BlO 
B8 
B 1 
B7 
B6 
B2 
Bl 
B4 
B4 

Column 
(5) 

Grade 
Experience 

Table 

c 1 
c4 
NA 
ClO 
C2 
C3 
C9 

C2 
C7 
C2 
C3 
C2 
C9 
C7 
C2 
C2 
C5 

Column 
( 1 ) 

Co 11 ege 

State Universities 

Bemidji 
Mankato 
Moorhead 
St. Cloud 
Southwest 
Winona 

Community Colleges 

Austin 
Brainerd 
Fergus Falls 
Hibbing 
Itasca 
Mesabi 
Rochester 
Vermi 1 ion 
Willmar 
Worthington 

Column 
(2) 

Index 

X 
X 
X 
X 
X 
X 

X 
z 
X 
z 
y 

X 
z 
y 

X 
X 

Column 
(3) 

Adjust
ment 

+3 
+3 
+6 
+15 
+9 

+1 
+68 
-7 
+70 
+70 
-13 

+7 

+6 

Column 
(4) 

Re 1 at i ve 
Standing 

Table 

B2 
B2 
Bl 
B l 
B2 
B2 

B2 
Bl 
B3 
Bl 
Bl 
B3 
B5 
B6 
B3 
B4 

• 

Column 
(5) 

Grade 
Experience 

Table 

c4 
C2 
ClO 
C7 
NA 
C9 

NA 
C9 
C9 
ClO 
Cll 
NA 
c8 
C8 
C6 
NA 

..r:-
~ 



Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Appendix C2 

Tables of Relative Standing Corresponding to Academic Index Ranges 

Academic Index Ranges Relative Academic Index Ranges 
Table Table Table Standing Table Table Table 

81 82 83 84 85 86 

219-247 212-247 205-247 9 204-,247 148-173 159-247 
209-218 201-211 190-204 8 190-203 140-147 138-158 
196-208 187-200 172-189 7 173-189 131-139 123-137 
182-195 170-186 150-171 6 155-172 119-130 110-122 
165-181 150-169 128-149 5 1_34-154 104-118 98-109 
148-164 129-149 1 06-12 7 4 117-133 87-103 86-97 
132-147 109-128 88-105 3 99-116 72-86 72-85 
116-131 89-108 73-87 2 84-98 56-71 61-71 
70-115 50-88 43-72 1 47-83 31-55 41-60 

Academic Index Ranges Academic Index Ranges 
Table Table Table Relative Table Table Table 

87 88 89 Standing 810 B 11 812 

168-173 215-247 230-247 9 161-173 212-247 228-247 
163-167 200-214 222-229 8 156-160 201-211 220-227 
158-162 188-199 213-221 7 150-155 188-200 211-219 
152-157 177-187 204-212 6 141-149 173-187 199-210 
143-151 157-176 193-203 5 129-140 152-172 183-198 
133-142 137-156 181-192 4 116-128 128-151 168-182 
123-132 120-136 170-180 3 104-115 97-127 153-167 
112-122 101-119 15~-169 2 93-103 71-96 139-152 
72-111 90-100 121-150 1 92 60-70 119-138 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

.,f:'
\11 



Appendix C3 

Grade-Point-Average Experience of Students by Relative Standing 

Relative Table Table Table Table Table Relative Table Table Table Table Table 
Standing Cl C2 C3 C4 C5 Standing C6 C7 c8 C9 ClO 

Number of Students in 10 Who Number of Students in 10 Who 
Had Grade Averages of B or Above Had Grade Averages of B or Above 

9 9 9 9 9 7 9 10 8 10 9 9 
8 9 8 8 8 8 8 7 7 8 6 7 
7 8 7 7 7 5 7 5 6 6 5 5 
6 6 5 5 5 4 6 4 4 5 4 4 
5 4 3 4 3 3 5 1 3 3 2 2 
4 3 2 3 l 0 4 1 2 2 1 1 
3 2 2 2 1 0 3 0 1 1 1 1 
2 2 1 2 1 0 2 0 1 1 1 1 
1 2 1 2 0 0 1 0 1 0 1 1 

Number of Students in 10 Who Number of Students in 10 Who 
Had Grade Averages of C or Above Had Grade Averages of C or Above 

9 10 10 10 10 10 9 10 10 10 10 10 
8 10 10 10 10 10 8 9 10 10 9 10 
7 10 10 10 10 10 7 10 10 10 9 9 
6 10 9 9 9 9 6 10 9 9 9 9 
5 9 9 9 9 9 5 8 9 9 9 8 
4 9 8 8 7 9 4 8 7 8 7 7 
3 8 8 7 7 9 3 7 7 8 7 6 
2 8 7 7 5 8 2 6 6 7 5 4 
1 7 6 7 5 6 1 4 5 6 4 4 

Table 
c 11 

9 
9 
4 
3 
2 
2 
2 
1 
0 

1 0 
9 
9 
8 
8 
6 
8 
5 
4 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

9 
8 
7 
6 
5 
4 
3 
2 
1 

~ 
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Kenneth Skinner and Glenn Hendricks 

Student Life Studies and Planning 

University of Minnesota 

Abstract 

Besides carrying out specific duties stemming 
from their positions, student service personnel 
participate on numerous committees whose activ
ities are related to the University. Given the 
heterogeneity of the services of bureaus within 
the Office for Student Affairs, committees are 
viewed here as providing both a means of inte
grating bureaus within OSA and of establishing 
contact with wider segments of the University. 
Based on ~ata derived from a questionnaire, the 
study reveals the distribution of committee 
assignments among student service personnel and 
bureaus, the general purposes and membership 
of committees, and the hours and representa
tional roles involved in committee work. 



Student Service Personnel on Conunittees: 

Integration and Outreach 

Kenneth Skinner and Glenn Hendricks 

Student Life Studies and Planning 

University of Minnesota 

Conunittees 

2 

Administrative bodies have generally been viewed as structured 

arrangements of parts, variously called departments, sections, divisions, 

or bureaus. Organization charts can be drawn up to reflect the internal 

organization of these parts and the structural relationships among them. 

In an administrative body made up of fairly distinct units, lines can be 

drawn connecting the units to show the presumed channels of conununications 

and cooperation in administrative activities. 

In a highly heterogeneous organization such as the Office for Student 

Affairs, such an organization chart is unlikely to reveal all activities 

engaged in or areas influenced by personnel. Much of this activity is 

carried out within groups which in various ways are separate from the 

Office's formal structure. These groups are generally designated as 

committees, task forces, boards, or councils, and they would not neces

sarily appear in organization charts. 

Employing a sociological approach to committees, interest is drawn 

to two aspects of their functions. First, given the heterogeneity of 

the activities of student service bureaus, committees can be examined 

in terms of how they serve to integrate the bureaus. It can be argued 

that service on a committee by personnel from different bureaus contri

butes to the development of "a sense of belonging" to the same admin

istrative body. Committees can be viewed as "fields of interaction" 



Committees 

3 

in which information about bureaus' activities and concerns is exchanged. 

They can also provide the basis for or reinforce informal social networks 

which supplement formal relationships among bureaus in bringing disparate 

parts together in a cooperative administrative body. The committees with 

membership composed entirely of student service personnel provide the 

greatest possibility for promoting the integration of the bureaus. To a 

lesser extent, committees with membership also including individuals not 

in student services can similarly serve this function. The data on com

mittee membership provide an understanding of the extent to which this 

integrating function is in operation. This is revealed by examining the 

number of student service personnel who serve on committees with members 

from other bureaus. 

The second aspect concerns committees' functions in providing input 

by student service personnel in University activities outside of those 

specifically within the administrative domains of the bureaus. In other 

words, student service personnel's participation on committees provides 

one means of articulation with other segments of the University. Such 

involvement is a predictable development of an orientation toward student 

services, which by their nature touch all parts of the University. Wil~ 

liamson (1961) has suggested that student service personnel have an 

obligation to examine annually the relationships between students, faculty, 

and administrators. Their own participation on committees is one aspect 

of these relationships, and the data reveal the extent of this articulation. 

Methodology 

In December 1976, a list was compiled of all student service 

personnel serving on committees appointed by the Vice President for 
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Student Affairs. In January 1977, a questionnaire was sent to student 

service personnel asking them to identify all committees on which they 

had served whose activities had some relationship to the University. 
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The major purpose of the questionnaire was to develop a fuller 

picture of the ex tent of student service personnel's activities through 

participation on committees. While committee work is not inclusive of 

all University-related activity supplementing formal administrative or 

service roles, identification of committees is a contribution toward 

recognizing some of the varied activities of personnel. 

Questionnaires were sent to 213 people in student service bureaus 

whom we identified as permanent and/or professional staff. Secretaries 

and graduate assistants were not included. The one-page questionnaire 

asked people to list committees on which they were serving and to respond 

to some specific questions for each committee. One hundred seventy-five 

people responded to the questionnaire, making a return rate of over 82%. 

The rates of response according to bureau are shown in Appendix I. 

People were instructed to list all committees on which they had 

served since January 1, 1976. Since committees vary in their lifespans 

and frequencies of meetings, a specific and fairly long period of time 

was required in order to reflect the range of committee assignments. 

This means that some of the committees appearing in the data are no 

longer functioning, and committee assignments made after about March 1, 

1977, are not included. 

The two aspects of committee functions, integration and outreach, 

are shown by mapping the distribution of committee assignments among 

individuals and bureaus. The committee assignments are also grouped 
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according to appointing official and membership mix. Besides distri

bution, the responses to the questionnaire also reveal information about 

appointing procedures, monthly meeting hours of committees, and per

ceived roles on committees. 

Results 

Purposes of Committees 

The number of committees on which respondents served during the 

designated period was 237. Perhaps it can be assumed that the 38 people 

who did not respond were not likely to have been on committees or were 

on committees already included in the identified total. Thus, for all 

personnel the total number of committees was probably not much more 

than 237. 

Common to all of these committees is that they exist apart from 

formal administrative structures. The committee structures and member

ship are not automatically defined by the structures of the bureaus or 

by the professional roles of personnel. Committees have separate exist

ences with links to formal administrative units of varying strengths 

and precision. For example, the Committee for the Physically Handicapped 

is not as closely tied to the Vice President's office in terms of report

ing and serving the needs of that office as is the Issues Committee. The 

separateness of committees from formal administrative structures is there

fore relative, but at the very least the notion of committee implies a 

distinction between it and existing administrative structures. 

Similarly, committees reflect a wide range of purposes. A categori

zation of the general purposes of committees on which student service 

personnel served is provided in Table I. While designed to reveal the 
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Percentage of Committees 
Having Each Purpose 

1. To make recommendations for establishing or changing 31% 

policies and procedures. 

2. To plan and coordinate special projects, events, curri- 26 

culum, building construction, safety programs, informa-

tion systems, etc. 

3. To act as a governing or advisory board. 9 

4. To regulate certain activities according to standards 7 

set by the committee or by another body. 

5. To evaluate scholastic achievement or advise on admis- 5 

sions to programs. 

6. To evaluate programs and activities. 5 

7. To provide advice or assistance to particular categories 4 

of clients. 

8. To make recommendations regarding promotion and tenure. 4 

9. To award scholarships, prizes, and honors. 4 

10. To conduct personnel searches. 4 

11. To serve as an administrative body or clearinghouse for 3 

a diffuse and generally large group. 

12. To plan programs for staff and student development. 3 

13. To approve allocation of funds. 2 

14. To plan and put into effect training projects. 2 

15. To act as advocate to bring certain issues to the 2 

attention of others. 

16. To conduct or oversee research activities. 2 

17. To consider grievances and appeals. 1 

18. To act as an editorial board. 1 
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variety of general purposes of committees, the list could be extended 

depending on the degree of specificity required. A single committee, 

of course, may have more than one of these purposes. The percentages 

reveal the proportion of the 237 committees to which each purpose can 

be attributed. The percentages are by no means exact, but are intended 

to give a picture of the roles committees are playing. Admittedly, a 

different categorization of purposes would give a different picture. 

Committee Assignments 

Of . the 175 respondents, 111 (or 63%) indicated that they had served 

on at least one committee. That is, these 111 people spread themselves 

among the 237 committees on which student service personnel participated. 

In all, these 111 people had 430 separate committee assignments among them. 

These assignments have been classified according to officials who made 

the appointments. This breakdown reveals that 30% of the assignments were 

made by bureau directors, 22.6% by the Vice President for Student Affairs, 

16% by the President, and 14.7% by academic departments. These and figures 

for other appointing officials are shown in Table II. 

While it is not possible to give equal weight to each committee assign

ment because of the differing demands participation on committees make on 

members, some sense of the distribution of committee assignments can be 

achieved. Table III shows for each bureau the number of respondents who 

had committee assignments, the number of separate committees on which a 

bureau had participating personnel, and the number of committee assign

ments among personnel. While not conclusive, the figures seem to reveal 

that most bureaus find their activities facilitated by participation on 
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Table II 

Committee Assignments Broken Down by Appointing Officials 

Appointing 
Official 

Bureau Director 

Vice President for 
Student Affairs 

President 

Academic Department 

Non-administrative and 
Non-academic Body 

Respondent (Yourself) 

Other 

Academic Vice President 

Don.~,t Know 

Number of 
Appointments 

129 

97 

69 

63 

24 

20 

12 

6 

12 .. . 

430 

Percentage of all 
Appointments 

30.0% 

22.6 

16.0 

14.7 

5.6 

4. 7 

2.8 

1.4 

2.8 
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Table III 

Con:mittees and Committee Assignments in Each Bureau Number of 
Committee 

Number of Assignments 
Number of Respondents with Number of among Bureau 

Bureau Respondents Committee Assignments Committees Personnel 

Central Office 2. 2 27 27 

Admissions and Records 28 17 47 59 

Boynton Health Service 43 21 44 65 

Campus Assistance Center 3 3 14 15 

Unions 7 3 16 21 

Housing 16 14 27 43 

International Student 
Adviser's Office 6 5 16 17 

Martin Luther King 
Program 2 2 7 7 

Minnesota Women's Center 2 2 12 15 

Orientation 2 2 1 2 

Recreational Sports 6 3 9 11 

St. Paul Office for 1 1 5 5 
Student Affairs 

Special Counseling 1 1 3 3 

Student Activities Center 6 6 22 26 

Student Counseling Bureau 32 18 57 84 

Student Financial Aid 
Office 12 6 11 11 

Student Life Studies 
and Planning 4 4 14 16 

Student Organization 
Finance 2 1 3 3 

175 111 430 
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committees. Another perspective, however, might be -that this use of com

mittees merely reflects an unexamined institutional custom or practice. 

The degree to which committee assignments potentially function as 

mechanisms for integrating the bureaus can be shown by the number of 

committees on which two or more staff members from different bureaus 

were serving. Of the 237 committees, 53 had two or more personnel 

from different bureaus, with 77 different staff members involved in 

these committees. If personnel from the Central Office are not con

sidered, the number of committees drops to 41, involving 67 different 

individuals. That is, of all those who responded 38% served on com

mittees with personnel from bureaus other than their own (excluding 

the Central Office) , and of those indicating they had committee assign

ments 64% served on such committees. 

Six people had 20% of the committee assignments. These six indi

viduals represent only 5% of the 111 people who had committee assignments. 

Less than 21% of those on committees (23 people) served in 43% of the 

assignments. Most of the people within this 21% can be considered senior 

personnel in that they have been with the University for fairly long 

periods of time and are generally in upper level administrative positions. 

A 1973 study of University Senate committees similarly found committees 

and their leadership positions largely filled by full professors (Eckert 

& Hanson, 1973) • 

This concentration of assignments among some of the busiest per

sonnel may partly account for the absenteeism which occurs at meetings 

as well as the difficulty of finding meeting times convenient for all 

members. 
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Ideally, committees can provide forums in which administrators, 

student service personnel, students, faculty, and people from the 

community work together for common goals. Some of the role and status 

distinctions among committee members may become blurred in the process. 

In effect, committees provide formal or quasi-formal structures for the 

interaction of various segments of the University populace and those 

concerned with University activities (see Penn and Cornthwaite, 1976). 

The questionnaire identified some of these segments and asked people 

to indicate which classifications of people were also members of each 

committee on which they served. 

The data are presented in Table IV in terms of the number of com

mittee assignments on committees having each of the classifications of 

people. Also indicated is a tabulation of the number of assignments on 

committees having both faculty and students. Not surprisingly, the 

majority of assignments were on committees on which faculty were also 

serving. Forty-two percent of committee assignments were on committees 

having students. 

Consultation before Appointment 

In preliminary discussion with personnel serving on committees, an 

occasional complaint was raised that people were not consulted before 

being given committee assignments about their willingness to serve or 

their appropriateness for the assignments. Such complaints reflect 

some ambiguity regarding whether service on committees is voluntary or 

part of job requirements. More than that, some people felt that prior 

consultation would ensure that only individuals interested in a committee's 
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Table IV 

Committee Assignments on Committees Having Various 

Membership Categories 

Percentage of all 
Membership Category Number of Assignments Assignments 

Faculty 262 61% 

Students 180 42 

Faculty and Students 151 35 

University Service Personnel 133 31 

Community Representatives 56 13 

Other 44 10 
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committee work, and this may be the result of some members not being 

committed to the groups' activities. 
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To ascertain the degree to which prior consultation had been made, 

the questionnaire requested this information from respondents. Of the 

412 committee assignments for which responses were made, 24% had not 

involved prior consultation. Table V shows the breakdown according to 

bureaus and according to committee assignment groupings by appointing 

official. Apparently, bureau directors are in a better position to 

consult with staff members before assignments, at least among those 

in their own offices. 

Monthly Averages of Committee Meeting Hours 

Committee assignments can be time-consuming, and one of the prob

lems in committee activities is often that members are pressed for time 

because of their major duties in the bureaus. The questionnaire asked 

people to indicate how many hours per month they spent in meetings for 

each committee. For the 356 responses to this question, the average 

number of hours per month is 4.3. The distribution according to number 

of hours is presented in Table VI, with one to four hours indicated by 

71% of those responding. The reader is cautioned that these are self

determined figures, and so some of the higher amounts may be the result 

of respondents indicating particular months of intense committee activity. 

Table VII shows the average hours of committee meetings by bureau 

membership, ranging from two to nine hours. The table also shows the 

average hours according to officials who appointed the committees, with 

Presidential and Vice Presidential committees involving more hours than 

those appointed by bureau directors or academic departments. 
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Consultation before Assignment according to Bureaus 

and Appointing Officials 

Total Sample 

Bureaus 

Central Office 

Admissions and Records 

Boynton Health Service 

Campus Assistance Center 

Unions 

Housing 

International Student 
Adviser's Office 

Percentage of 
Assignments with 

Prior Consultation 

76% 

82 

80 

80 

67 

67 

84 

92 

Martin Luther King Program 100 

Minnesota Women's Center 

Orientation 

Recreational Sports 

St. Paul Office for 
Student Affairs 

Special Counseling 

Student Activities Center 

Student Counseling Bureau 

Student Financial Aid Office 

Student Life Studies and 
Planning 

Student Organization Finance 

Appointing Officials 

President 

60 

100 

64 

80 

67 

90 

61 

82 

94 

0 

79 
Vice President for Student Affairs71 
Bureau Directors 84 
Academic Departments 75 

Percentage of 
Assignments without 
Prior Consultation 

24% 

18 

20 

20 

33 

33 

16 

8 

0 

40 

0 

36 

20 

33 

10 

39 

18 

6 

100 

21 
29 
16 
25 

14 

Number of 
Committee 

Assignments 

412 

27 

59 

60 

9 

21 

38 

17 

7 

15 

2 

11 

5 

3 

19 

79 

11 

16 

3 

63 
89 

123 
61 
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Table VI 

Distribution of Monthly Hours of Committee Meetings 

Percentage of 
Hours Committee Assignments 

0 1.1% 

1 20.5 

2 17.1 

3 13.5 

4 19.9 

5 4.5 

6 8.4 

7 2.0 

8 4.2 

9 .6 

10 4.2 

11- 20 2.8 

21 - 48 1.2 

100.0 
(N = 356) 
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Table VII 

Monthly Averages of Committee Meetings Hours according to 

Bureaus and Appointing Officials 

Total Sample 

Bureaus 

Central Office 

Admissions and Records 

Boynton Health Service 

Campus Assistance Center 

Unions 

Housing 

International Student 
Adviser's Office 

Martin Luther King Program 

Minnesota Women's Center 

Orientation 

Recreational Sports 

St. Paul Office for 
Student Affairs 

Special Counseling 

Student Activities Center 

Student Counseling Bureau 

Sum of 
Monthly Hours 

1528 

124 

141 

98 

61 

104 

206 

139 

28 

135 

8 

35 

19 

10 

59 

239 

Student Financial Aid Office 25 

Student Life Studies and 
Planning 

Student Organization Finance 

Appointing Officials 

President 

88 

9 

282 
Vice President for S-tudent Affairs 432 
Bureau Directors 403 
Academic Departments 168 

Average of 
Monthly Hours 

4.3 

4.6 

2.7 

2.1 

4.0 

5.5 

5.9 

7.1 

4.7 

9.0 

4.0 

3.2 

4.8 

5.0 

4.2 

3.8 

2.5 

6.3 

3.0 

4.9 
5.1 
3.9 
3.5 

Number of 
Committee Assignments 

356 

27 

53 

46 

15 

19 

35 

17 

6 

15 

2 

11 

4 

2 

14 

63 

10 

14 

3 

58 
84 

104 
48 
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Because personnel served on a variety of committees appointed by 

different officials, we were interested in knowing how members perceived 

their roles on committees. Specifically, respondents were asked to indi

cate for whom they were speaking while participating in committee discus

sions. Recognizing that committee members may perceive themselves as 

speaking for different people at different times, we asked individuals 

to indicate the primary person or group for whom they felt they were 

speaking or representing. 

People were also asked to indicate for whom they felt they should be 

speaking. In only 7% of the cases, however, did people state that they 

should be speaking for someone other than whom they felt they were speak

ing for. 

Table VIII shows the distribution of the 366 responses to the ques

tion regarding whom people were representing. The number of committee 

assignments made by the President, Vice President for Student Affairs, 

bureau directors, academic departments, and the respondents are also 

listed for reference. 

When the committee assignments are grouped by the appointing officials 

responsible for naming the largest numbers of people, a distribution for 

the person or group for whom committee members were speaking is obtained. 

This is shown in Table IX. Blanks indicate figures less than 10%. 

Predictably, a greater percentage of people saw themselves speaking 

for the Vice President when appointed by the President or Vice President 

than when appointed by a bureau director or academic department. In 

general, Presidential or Vice Presidential committees are more likely 

to call for roles as representatives. Committee assignments made by 
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Table VIII 

Distribution of Responses regarding Whom Committee Members Represent 

Person or Group Number of 
Being Represented Responses 

President 4 

Vice President for 55 
Student Affairs 

Bureau 116 

Bureau Director 18 

Academic Department 8 

Respondent (Yourself) 100 

Students 25 

Faculty 17 

Other 3 

Don't Know 20 

366 

Percentage of 
Total Responses 

1.1% 

15.0 

31.8 

4.9 

2.2 

27.3 

6.8 

4.6 

.8 

5.5 

100.0 

Number of Committee 
Assignments Made 

69 

97 

129 

63 

20 

378 



Table IX 

Distribution of Responses regarding Whom Committee Members Represent 

According to Appointing Officials 

Vice President 
for Bureau Respondent Academic 

President Student Affairs Bureau Director {Yourself) De2artment 
Appointing Official 

President (N = 62) 42io 26% 16% 

Vice President for Student 
Affairs (N = 84) 27% 23io 27% 

Bureau Director 
(N = 112) 48% 28% 

Academic Department 
(N = 50) 20io 40% 12% 

(Blanks indicate figures less than 10%.) 

Students Faculty 

18% 

('"} 

0 

~ 
~· 
rt 
rt 

..... II> 
\0 II> 

C/l 
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academic departments show the largest percentage of people who con

sidered that they were speaking for themselves, and this is not sur

prising since a staff member's affiliation with the Office for Student 

Affairs is not always relevant to the work of these committees. The 

articulation with academic departments does not seem to be in terms of 

individuals representing either the Vice President or their bureaus 

but according to other categories with which individuals identify. Of 

interest is the fact that for none of the four groupings by appointing 

official did more than ten percent indicate they were primarily speaking 

for students. 

Conclusion 

Assessment of whether or not committees are serving as integrating 

structures in the Office for Student Affairs is largely a subjective 

judgment. The data seem to indicate that such integration is occurring 

to some extent, though there is a degree of concentration of committee 

assignments among a limited number of individuals. The extent of arti

culation with segments of the University is more apparent from the mem

bership category figures. 

The statistics alone do not answer questions which may be posed 

about policies or future developments for OSA committees. The data 

were compiled to present a picture of the extent of OSA personnel's 

participation on committees of all kinds so that this can be used as 

a basis for discussion and decision. 

The authors wish to thank Marilyn Sheehan for her assistance in 

compiling the data. 
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Appendix I 

Rates of Response to the Questionnaire 

Number of Number of Percentage 
Bureau Personnel in Bureau Responses Responding 

Central Office 2 2 100% 

Admissions and Records 35 28 80 

Boynton Health Service 50 43 86 

Campus Assistance Center 3 3 100 

Unions 8 7 88 

Housing 18 16 89 

International Student 
Adviser's Office 7 6 86 

Martin Luther King Program 6 2 33 

Minnesota Women's Center 3 2 67 

Orientation 2 2 100 

Parents 1 0 0 

Recreational Sports 8 6 75 

St. Paul Office for 1 1 100 
Student Affairs 

Special Counseling 1 1 100 

Student Activities Center 7 6 86 

Student c·ounse1ing Bureau 39 32 82 

Student Financial Aid Office 16 12 75 

Student Life Studies and 
Planning 4 4 100 

Student Organization Finance 2 2 100 

213 175 
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A colleague at the Wright Institute carried out some studies of 
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the effects upon some psycho-physiological functions of measured doses 

of alcohol. His subjects were students at the University of California

Berkeley. After they had taken their doses and performed their experi

mental tasks, there was a little time to chat and ask questions. Recently, 

this colleague was walking on Telegraph Avenue when he was hailed and 

accorded a cheerful greeting by a stranger across the street. This young 

man came over to talk, and it turned out that he was one of more than a 

hundred students who took part in the alcohol experiment two years before. 

It became clear that he regarded my colleague as a old friend. I would 

put it down as highly likely--and I base myself on my_ own experiences there-

that taking part in the experiment and talking with the experimenter was one 

of the very few meaningful contacts with an adult that this student had had 

during his four years at Berkeley. 

Today, at a time when students are widely supposed to have gotten back 

on the track after the excitement of the 60's, 30% of the entering freshmen 

do not complete their first year at Berkeley. The University has launched 

a major inquiry into this matter and is undertaking a major new summer ori

entation program. I suspect that many of these students never really get 

connected with the University and that many drop out because of the loneliness 

and alienation that increases with the accelerating mobility of our society. 

I won't say that students don't get lonely at Minnesota or that the 

dropout rate is nothing to worry about, but I feel safe in saying that the 

kind of neglect implied in my story could not be found at this institution 

and that this is due largely to the work of Ed Williamson. 

Where I have moved around in higher education circles it has generally 

been taken for granted that student personnel work at Minnesota was a model 

for the nation. 
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My knowledge of Ed and his work dates from the early 1950's. I 

knew nothing about education when I first undertook some studies of students 

at Vassar College in 1952. Up until that time I had remained strictly within 

the bounds of psychology, believing firmly that what was good for this dis

cipline was good for the nation. My colleagues and I made many exciting 

discoveries about students during our first years at Vassar, but as it turned 

out we owed much of our sense of discovery to our not being wide readers. 

Ed Williamson had already pointed to many of the things that we thought 

most important. 

Anyway, since those days I have always thought of Ed as a kindred 

spirit, a man who shared the educational philosophy that was forming in 

my mind and who encouraged the kind of research my colleagu~s and I were 

doing. 

It is thus a special pleasure to be here today. I have visited this 

University and I have enjoyed being in the one of our states that is most 

advanced politically more than a few times, and I have always enjoyed it. 

It has seemed to be living proof that an educational institution can be 

large without being impersonal or dehumanizing. But to~ay is special, and 

I am really delighted that the University has found so appropriate a way 

to honor Ed Williamson. 

I was going to prepare a systematic, critical review of Ed's written 

work, but I couldn't get what I wanted from the library. Everything I wanted 

had strayed or been stolen. I was just getting into Student Personnel Work 

(Willi amson and Biggs, 1975) with its wisdom about student activism when some

one came to snatch it away for another borrower. (By the way, Student Per

sonnel Work ought to do something to end the warfare between librarians 

who think books are mainly to be preserved and students who feel that since 

professors are so ruthless as to require reading they shouldn't be surprised 

if students steal the books.) 

Anyway~ I had a battered copy of Student Personnel Work in Colleges 

and Universities, which contained what I was looking for. There Ed sets 

forth some fundamental principles of SPW that seem to me as sound today as 

they were in 1961. 
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1. Student services are not there merely to help students in 

trouble, or to buck them up or support them so that they can return to 

or remain in classes, as necessary as these activities sometimes are. 

The services are there to prevent trouble, and the best way to do this 

is to arrange things so that each service promotes individual development. 

Each service rendered is thus an educational relationship. 

2. What goes on in the classroom also promotes individual develop

ment, though it may have other aims as well. There is no point in trying 

to build up out-of-class activities at the expense of the academic. The 

basic assumption is that the student is essentially all of one piece; hence 

in-class and out-of-class activities are always connected. The great thing 

is to connect them synergistically, to produce a state of affairs in which 

the two kinds of activities, instead of being in conflict, work together 

to produce developmental changes. 

In his 1961 book Ed says that "colleges and universities are pre

sently undergoing a transformation from the care of the mentally sick to 

the major educative function of promoting normal development. . . . This 

reform may prove in the long run to be a significant turning point in 

Western education. . . . Studies of the development of personality in 

normal college students are, we hope, the forerunner of such a major 

reorganization of higher education." Well, Ed, I'm afraid that major 

reorganization hasn't yet occurred. We are going to have to wait a while. 

If I were not an incurable optimist I would say that the outlook is pretty 

grim. 

Of course, I'm speaking here of the college or university as a whole, 

and particularly of its academic offering. It is my impression that student 

services have, in general, been improving steadily. Workers in this field 

have indeed made use of studies of student development; in many places I 

know they are basing their educational activities on theory of how students 

actually develop. In some places it has even been possible to get the 

counselors out of their offices and into the dormitories and the larger 

campus community when they do things to improve the functioning of all. 

I believe, too, that student personnel people have been improving their 

status on college and university campuses and thereby moving toward a 
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better integration of in-class and out-of-class act.ivities. This is 

owing not only to their visible good work but to the fact that increas

ing numbers of them are imitating the model embodied by Ed Williamson, 

that is, a professor and an administrator of student affairs. I encoun

ter increasing numbers of young student affairs people who have academic 

disciplines--sociology, psychology, environmental studies--and do some 

teaching, and also more professors who take more than a passing interest 

in student affairs, finding there an area for research or for testing 

some of their theories in action. 

Student personnel work, it seems to me, was about to take off when 

the academic community was hit by depression. Faced with an economic crunch, 

more than a few institutions have seen student affairs as the easiest target 

of budget cuts. Vice-chancellors and deans in this area have had to fall 

back on their second or third line of defense, that is, that their services 

were needed to cope with problems: if not massive student unrest, then 

mental ill-health, alcohol and drug related problems, the sexual revolution 

and so on. The development of students toward full humanity has been made 

to appear as a luxury that cannot be afforded. 

This has been a perennial difficulty for people interested in the 

development of our youth. According to the conventional wisdom, which is 

almost invariably followed by congressmen and state legislators, expendi

tures for education in our society have to be justified on the basis of 

"payoff, 11 in terms of material benefits to society or increased income for 

the individual. Spending to meet the more general needs of youth is often 

held to be necessary to prevent bad things from happening, e.g. delinquency 

or drug abuse. At the same time that youth are exhorted to be useful and 

good they are in effect cut off from any serious engagement with the adult 

world of work and are encouraged in the premature gratification of their 

impulses. So striking is this paradoxical mixture of neglect and over

indulgence that many observers have questioned the degree to which American 

parents, in contrast to parents in other regions of the world, really allow 

themselves to love their children. 

We must get back to the fundamental value position, one that is deeply 

based in our ethos and that Ed Williamson has always heLd to: that the 

development of children and youth toward full humanity is the first business 
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of society. Our young people are not to be viewed primarily as resources 

for society or as potential sources of trouble. They are ends in them

selves. We educate them because they are ours. 

This orientation to value points directly to the need for federal 

policy governing support of programs for youth. Instead of the present 

fragmented categorization of the young wherepy different agencies attack 

different problems--delinquency, alcohol abuse, drug abuse, sexism, teenage 

pregnancy and so on--there should be a coherent plan for the comprehensive 

promotion of the development and well-being of the young. This could be 

the basis for some of the reorganization of the federal bureaucracies that · 

we have been promised. President Carter can understand this, but I am afraid 

it might not be possible to reach him. Members of the Harvard, Ford Founda

tion, Washington axis, I suspect, have already taken over the major policy

making roles. Perhaps someone can reach Rosalyn or Miss Lillian. 

If the student services have been having hard sledding despite their 

good work, things are worse for those who would reform the college curriculum, 

improve teaching, put the great intellectual resources of the colleges and 

universities into the service of the intellectual, emotional, and moral devel

opment of students. Most of the educational innovations launched with such 

enthusiasm in the sixties have either sunk or so trimmed their sails as to 

be indistinguishable from ordinary schools and programs. The greatest 

trouble, once again, has been the drying up of funds, a result in part 

because of public disenchantment with HEW. But worse than that, in my 

opinion, has been the loss of faith, or perhap~ the perennial lack of 

vision, at the highest levels of the educational establishment. It is 

sad to contemplate that some of the men who helped do the work of McCarthy 

in his day and who helped get us in and keep us in Viet Nam are in some 

of the most powerful positions in higher education today. It is hard to 

understand, for example, why the Danforth Foundation should give up those 

summer workshops on liberal education--just when a national network of 

educational reformers was about to become truly significant. Not so hard 

to understand, but even more depressing, has been this work of the Carnegie 

Commission on Higher Education. How could they have produced forty volumes 
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of books and reports without ever coming to grips with the question of 

what is an educated person and how is that person to be developed? That 

whole enterprise calls up an image of a huge railroad marshalling yard 

viewed from the air. Box cars are shifted about, forming intricate patterns, 

but one can only wonder what is in them or where they are going. This is 

a fine expression of the belief, strong in America, that problems of great 

moment can be solved by managerial strategies. This Commission also, 

by virtually ignoring the "private life" of the university--faculty-student 

relation, student life and so on--did much to strengthen the belief that 

education is a dull subject. 

In spite of everything though, we have not fallen back to where we 

were in the early 1950's. Perhaps it is a matter of two steps forward and 

a step backward. Some of the programs started in the 1960's have survived; 

Now and again one hears of a new adventure, usually at small places like 

Pacific Lutheran, and then at one place where excitement about education 

prevails, as at Simon's Rock, the early college, but for the time being at 

least we have to deai with a pretty general malaise. 

Of course it has long been difficult--certainly since World War II--

to put across to faculty the idea of education for individual development. 

Enormous interest is vested in the present departmental structure in special

ized inquiry and teaching, and for the best and the brightest the model of 

the university-based professors-scholars-teachers is the only game in town. 

One of my biggest frustrations since I began advocating education 

for individual development 25 years ago has been my inability to get the 

opposition into an argument. Everybody agrees that development is a good 

thing, but after that there are two main responses: "Let somebody else do 

it" or "What I'm doing now is really developmental." The let George do it 

syndrome is nicely expressed in those institutions that set up Departments 

of Student Development. This might look good to some student personnel 

people who mainly go on doing what they were doing before, but its main 

function is to leave the faculty to go about business as usual. 

Some years ago--about eight actually--some of my students and I got 

the idea that the. way to interest faculty in student development was to 
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get them to thinking about their own development. We began interview

ing faculty members, using the same general theoretical scheme that we 

had arrived at through the study of students. This work was, and is, 

enormously exciting. Everywhere one looks, fresh discoveries are to 

be made--and this time I'm pretty sure that the researcher will not 

have been anticipated by Ed Williamson. Faculty members are indeed 

interested in their own development; it is hard to bring interviews 

with them to a close. In fact, they sometimes develop, and will develop 

much, when enough is known about the conditions and processes of develop

mental change. We have found also that it is possible to shake an insti

tution to its foundations by interviewing a high proportion of its faculty 

and then discussing with them the major themes that emerge in the inter

views. Unless, however, the institution's administration is prepared 

f or radical change and has a vision of what is desirable, this procedure 

is not to be recommended, for it will increase the unhappiness that is 

there already. This is an area of inquiry and action that can occupy a 

small army of researchers for more than a few years. Some of my colleagues 

expect to be at it after most of the present faculty development programs, 

started in recent years with foundation support but without an adequate 

basis in knowledge and theory, have dried up or fallen to pieces. 

Meanwhile we must go on putting the case for education as individual 

development. I have recently been thinking of a new way to do this. It 

ties in with the current interest in morality and in moral development. 

(I was afraid that this interest, so high a year or two ago, was subsiding, 

but as Art Buchwald said the other day, "Ni xon won't leave me alone.") 

Actually this idea I want to present came to me while watching the 

congressional hearings on Watergate. What struck me about the conspirators 

was their humorlessness. The contrast with Senator Sam and Senator Talmadge 

was sharp. Hence the notion that in these rather grim times the thing to 

do is insist that the central goal of education is the enjoyment of life. 

The Watergate Conspirators made it all too clear that people who cannot 

or do not enjoy life cause a great deal of trouble in this world; unable 

to find satisfaction in ordinary human activities, they resent other 
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people's enjoyment. Unable to permit themselves any small vices, they 

sooner or later become involved in big ones, becoming mean and punitive 

toward people they perceive as not living up to their own strict and 

narrow moral standards, and engaging in anti-social movements called 

crusades. Unsure of their control of their vital passions, they strive 

to control other people, revealing in this respect an insatiable need 

for power. Their mark is humorlessness, whether they be government 

officials or youthful revolutionaries. May we be delivered from both. 

A major goal of education then--a goal pretty generally ignored 

by educators--is the liberation of impulses. This is best accomplished 

through giving people the means to express impulses symbolically, 

imaginatively, vicariously--the sort of thing that is best accomplished 

through the study of literature and the arts. It is no accident that 

jolly Sam Ervin, the moralist, was always quoting the Bible and Shakespeare. 

I am not holding him up as a great model, but one is put in mind of the 

following passage from Montaigne. 

People are wrong to paint wisdom 

to children as inaccessible, _ with a 

countenance gruff, frowning, and 

terrible: Who, I would ask, has 

masked her with this false face, 

pale and hideous? There is nothing 

gayer than wisdom, nothing jollier, 

more playful, or I could almost say 

more madcap. 

The suggestion here is that the wise man is one who knows how to 

enjoy life. It must be added at once, of course, that if people are to 

enjoy life, find a great deal of meaning in it, they really have to do 

some work. Until they have gained familiarity with the Bible and Shakespeare, 

they have hardly begun to prepare for a good life. 

This is a way of saying that education for the enjoyment of life-

universal education--should begin with subjects that open the way to full 
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participation in our culture--reading, literature, art, math, music, 

science, drama, history, skills, sports. These subjects open the way 

to the boundless satisfactions to be had from the life of the imagination. 

The study of these subjects is vitally important for people whose 

work is not likely to be very demanding and for a society that suffers from 

the over-production of material goods and will need for its economic well

being the employment of more and more people in activities that cannot be 

duplicated by machines. People educated in this way will want to work--

we need not worry about that. And if a person falls in love with one of 

the above subjects, he is assured of much satisfaction in life. 

Many people nowadays, people somewhat lacking in humor I'm afraid, 

speak of teaching values in law schools, holding symposia on science and 

ethics, raising people's level of moral reasoning. This will not do us 

much good. I believe I ag~ee with Thomas Jefferson who thought that 

human beings were "endowed with a sense of right and wrong." "This 

sense," he wrote, "is as much a part of man's nature as the senses of 

hearing, seeing, and feeling--state a moral case to a ploughman and 

a professor. The former will decide it as well, and often better than 

the latter because he has not been led astray by artificial rules." 

Certainly most people know what is right. Most would like to behave 

morally. The trouble is they cannot. It might cost them their jobs, 

for example. 

Moral behavior is very much a matter of being able to make choices. 

The wider the range of alternatives open to individuals--the greater their 

ability to see the possibilities in situations--the greater the likelihood 

that they will find ways to act that are at once satisfying to themselves 

and favorable to the well-being of others. Such alternatives, and such 

perceived possibilities, flow directly from the kind of education that 

enables them to be responsive to diverse aspects of culture, and this in 

turn offers them diverse avenues of self-expression. 

In sum, morality and enjoyment of life go together. Both are marks 

of the highly developed personality. 
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The student services have at their disposal vast ranges of culture 

that can be made available to students. Various subject areas, commonly 

thought to belong in the classroom--art, music, drama, marketable skills-

can be presented informally, and perhaps more palatably, in the student 

union. 

But let me take the somewhat lowly culture pattern called sports. 

People have to be taught to appreciate sports, just as they have to be 

taught to appreciate art. Learning in both cases requires some doing, 

and in the two cases the benefits are essentially the same: vast fields 

of enjoyable experience are opened up, and the more the learning the more 

the enjoyment. The corruption of spectator sports, as Christopher Lurch 

has pointed out, is due largely to the fact that not enough people appre

ciate the finer points of the game; hence institutions and individual 

promoters in order to fill the stadium make their appeal to the ignorant 

and insensitive. 

But the kinds of education that student services can provide is 

in no way limited to the liberation of impulses. If the classroom is 

the better site for learning cognitive skills, student services can be 

the better site for acquiring values, skill in interpersonal relations, 

and an adequate conception of self. Let students find their models of 

decency and devotion and the kind of community whose image can sustain 

them amid the moral conflicts of later life. 

And so as we dedicate this magnificent building, let us dedicate, 

or rededicate, ourselves to achieving the goal set by Ed Williamson at 

least 16 years ago: to make everything we do in student services truly 

educational in the sense that it favors individual development. If we 

do that we will be educating for morality and the enjoyment of life. 
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Scholastic Aptitude and Performance of 1975 

Minnesota College Freshmen 

Since 1935 the Minnesota College Statewide Testing Program has published 
periodic summaries of scholastic ap~itude and high school achievement measures 
of freshmen entering Minnesota colleges from Minnesota high schools. In recent 
years these reports have been prepared in alternate years, the most recent 
(Armstrong, 1975) summarizing data for 1973 freshmen. Taken together this series 
of reports provides a valuable longitudinal record of the academic quality of 
Minnesota students, especially useful in assessing the impact of the significant 
changes that have occurred in post-secondary education during the past decade or 
two. 

At less frequent intervals reports of freshman grade poin t averages have 
been obtained from the colleges, and these performance indexes have been correlated 
with high school rank and test scores. Results of these studies have demonstrated 
the validity of statewide testing program scores for their various counseling, 
selection, and research applications. In the form of test norms and expectancy 
tables these results have provided valuable tools to counselors in helping students 
make decisions about their post-high school plans. The last of these analyses 
(Perry, Joselyn, and Swanson, 1971) was based on 1968 freshmen. Changes since 
that time in both test score distributions and grading practices have made the 
tables obsolete, but changes in the statewide testing program prevented their 
revision until now. 

In 1973-74 Minneosta high school juniors, who in previous years had been given 
the Minnesota Scholastic Aptitude Test (MSAT~ were offered the options of taking 
the Preliminary Scholastic Aptitude Test/National Merit Scholarship Qualifying 
Test (PSAT/NMSQT) and releasing their scores to the statewide testing program or 
taking the School and College Abilities Test (SCAT). Because most Minnesota 
colleges then agreed to accept PSAT/NMSQT scores for admission, most students 
could make the single PSAT/NMSQT examination, for which they were required to 
pay a fee of $2.50, serve the same purposes for which they previously had taken 
three or four tests: the MSAT, the PSAT/NMSQT, the American Col lege Test (ACT), 
and/or the College Entrance Examination Board Scholastic Aptitude Test (SAT). The 
SCAT was offered at no charge for students who did not expect to attend college 
and for whom there was therefore no justification for the test fee. Also the 
level of difficulty of the SCAT is more appropriate for the average non-college
bound student than is the PSAT/NMSQT. Previous analysis by Educational Testing 
Service had found the SCAT to measure the same verbal and mathematics factors as 
the SAT and PSAT/NMSQT, and data were available for deriving equivalent SCAT and 
PSAT/NMSQT scores. The statewide testing program reports scores from either test 
as "Minnesota scores 11 on a scale which is the same as the PSAT/NMSQT scale above 
30 but below that is expanded to accomodate the greater discriminatory power of 
the SCAT at lower score levels (Perry, 1974). 
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Because 1975 freshmen were the first class on which SCAT and PSAT/NMSQT 
scores were generally available, it was especially desirable that the scholastic 
aptitude survey be continued with this group and that the validity of these scores 
be determined and reported in ways that wil 1 facilitate their use. 

Data Collection 

In the fall of 1975 all Minnesota colleges were asked to send the statewide 
testing program a roster or punched card file of their Minnesota freshmen, including 
such identifying information as sex, date of birth, social security number, high 
school and date of graduation, in addition to name. Information was obtained from 
all except two private colleges (Minneapolis College of Art and Design and St. Mary•s 
Junior College) and six community colleges (Anoka-Ramsey, Inver Hills, Lakewood, 
Metropolitan, N6rmandale, and North Hennepin). The numbers of Minnesota freshmen 
given in the 1975-76 County of Residence Report (Minnesota Higher Education Coordinating 
Board, 1976) for the non-participating institutions indicated that the 25,139 students 
reported represent 77 percent of 1975 Minnesota freshmen (see Table 1). Because 
the test scores of interest were generally available for the first time on 1975 
graduates, earlier graduates were dropped from the study, leaving 20,275 students. 
These students were matched with the 1973-74 statewide testing program data file 
in three computerized steps, using social security number, name and date of birth, 
and name and high school, successively, as matching criteria in the three steps. 
In a final step unmatched records were listed alphabetically and scanned visually. 
This procedure matched 90 percent of the college records, 59, 18, 7, and 7 percent 
respectively, after the four steps. As Table I indicates, the matched records 
represent 56 percent of the estimated 1975 freshman enrollment, ranging from 18 
percent in the community colleges to 83 percent in the private four-year colleges. 
The low representation of community college freshmen is due both to the non-participatio 
of six large colleges and to the fact that more than half the community college 
freshmen are not high school graduates of the same year. In subsequent studies it 
will be possible to include graduates of earlier years and thus make the community 
col lege data more representative. 

When the matching was complete, summaries of test scores and background 
information were prepared for each college and sent to the college together with 
1 ists of the matched and unmatched students and a request for the first-term grade
point average (GPA) for each student. As Table 1 shows, GPAs were obtained for 
40 of the 50 participating colleges. 

Scholastic Aptitude by Type of College 

Means and standard deviations of HSR and test scores for each type of college 
are given in Table 2 separately by sex and for both sexes combined. For comparison 
purposes the test means and standard deviations for the standardization group 
representing all 1974 high school juniors also were included in the table. As 
in previous years the selective private 1 iberal arts colleges have the highest 
average scores; the University of Minnesota, some of whose colleges are selective 
and some are not is next followed by the state universities and the open-door , , 
community colleges. HSR is substantially higher for females; verbal scores average 
about the same for both sexes; and mathematics scores are substantially higher for 
males. The sex differences in HSR are greater and in mathematics scores are less in 
lower scoring col leges, suggesting that they enroll relatively more able females 
than males, in comparison with the more selective colleges. 



Type of 
College 

Private 4-year 

University of Minn. 

State Universities 

Community Colleges 

Private Junior Coli. 

TOTAL 

Table 

Numbers and Percentages of 1975 Freshmen 
for Whom Data Were Available 

Number of Colleges 
Minn. Freshmen 

Reported 
Total Reporting ReporTing N % of 

Enrol l men t l 

Grad Year 
1975 or 
Unknown 

Freshmen Grades 

20 19 14 5,283 98 5 '141 

10 10 l 0 8,990 100 6,938 

6 6 5 5,754 100 5,229 

18 12 9 4,760 40 2,622 

4 3 3 352 67 345 

58 50 40 25' 139 77 20,275 

Estimated; see text. 

Statewide Testing 
Data Available 

N % of ' 7 5 %-of 
Total 

4,768 93 83 

6,106 88 68 

4,652 89 81 

2,505 96 18 

266 77 44 

18,297 90 56 

w 



Table 2 

Means and Standard Deviations of High School Rank 
and Minnesota Verbal and Mathematics Scores for 1975 
Minnesota College Freshmen by Sex and Type of College 

Type of High School Rank Minnesota Test Scores 
Co 11 ege N Mean s. D. N Uer6a1 Aatfiemat i cs 

Mean S.D . Mean S.D. 

Males and Females 

Private 4-year 4,532 77.46 20.26 4,450 45.68 10 ~ 13 50.65 11.16 
University of Minn. 7,899 68.94 23.93 7:.497 43.79 10.20 48.68 11. 15 
State Universities 4,336 67.99 22.08 4,236 41 .39 9.13 46.61 10.19 
Community Colleges 2,456 60.16 24.29 2,261 39.66 9.30 45.08 10.41 
Private Junior Call. 240 58.61 25.35 233 38.70 1 o. 13 43.41 11.88 

Total college 19,463 69.24 23.77 18,677 43. 15 10,02 48.24 10.87 
1973-74 Minn. 

High School Juniors 47,849 36. 13 10.51 40.75 11.83 

Males 

Private 4-year 2,046 73.01 22.94 1 ,996 45.53 9.95 53.31 10. 13 
University of Minn. 4,216 65.38 24.72 3,992 43.58 1 o. 15 50.86 11.07 
State Universities 1 ,801 61.80 23.10 1, 745 41.13 9.12 49.17 10.29 
Community Colleges 1 , 134 54.19 24.18 1 '034 39.02 9.51 47.24 11.08 
Private Junior Coil. 119 53.41 26.09 116 37.23 10.52 44.29 12.50 

. 
Total college 9,316 65.02 24.45 8,883 42.89 1 o. 21 50.47 11.39 

(Cant i nued) .:=-



Table 2 Continued 

Type of High School Rank Minnesota Test Scores 
College N Mean S.D. N Ver6a 1 MatFi 

Mean S.D. Mean s. o·. 

Females 

Private 4-~tear 2,486 80.73 18.72 2,454 45.89 9.91 48.78 1 o. 16 
University of Minn. 3,683 73.03 22.30 3,505 44.02 10.25 46.20 1 o. 71 
State Universities 2,535 71 .99 20.36 2,491 41.62 9.12 44.62 9. 77 
Community Colleges 1 ,322 65.86 22.98 1 ,227 40.20 9. 10 43.27 9.52 
Private Junior Col 1. 121 63.72 23.60 117 40. 15 9.56 42.54 11.23 

Tot a 1 co 11 ege 10,147 73.61 21 .86 9,794 43.28 10.27 46. 12 10.43 

V1 
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The group means in Table 2 conceal considerable variation among colleges within 
the groups. Although the state universities and community colleges are relatively 
similar among themselves, the pr i vate 1 iberal arts colleges and especially the 
collegesofthe University of Minnesota are quite heterogeneous. These differences 
are shown in Table 3, which gives the means and standard deviations of HSR and test 
scores for each college of the university and the ranges of means for the other 
groups. Also shown are the means and standard deviations for two groups of community 
college students: those enrolled in 11 transfer 11 programs, preparing to complete 
bachelor 1 s degrees at the other colleges, and those enrolled in 11 career11 programs 
leading to termina l two-year degrees. 

Armstrong (1975) presented data that traced the changes in scholastic aptitude 
of the various student populations from 1959 to 1973. Figure I adds HSR means for 
1975 freshmen to the earlier data, and Figure 2 does the same for the verbal test 
score. To make the 1975 verbal scores consistent with the earlier figures they 
have been transformed to equivalent MSAT scores. The community college and total 
means have been adjusted to correct for the community colleges whose data are missing. 
Over all col leges HSR declined from 1959 to 1968 and has risen stead i ly since then 
to about its original level. The pattern various greatly, however, from one type 
of college to another. Especially notable are both the consistent increase in 
HSR since 1963 in the state universities and the rapid dec! ine in HSR during the 
period of initial expansion of the community colleges and its subsequent recovery 
as expansion has continued at a more moderate pace. 

The patterns of verbal score changes graphed in Figure 2 look quite different 
but are consistent with the HSR patterns when avera! 1 changes in test scores are 
taken into account. The bottom curve in the figure shows that scores fo r al 1 
Minnesota juniors increased from 1959 to 1965, leveled off for several years, and 
then began to decline. (This curve is plotted 9Y year of graduation.) The curve 
for al 1 freshmen is nearly identical but about half a standard deviation higher. The 
decline in recent years has been steeper than the total for private colleges and 
the University of Minnesota, whereas in the state universities and commun ity 
colleges average test scores in recent years have remained nearly constant as the 
avera! 1 decline was offset by the enrollment in these institutions of students 
with increasingly higher achievement levels. The overal l result of these changes 
has been to make the four types of college more similar to each other in average 
freshman scholastic abil i ty than was the case seven to ten years ago. 

Norms 

Since 1959 the most-used statewide test score has been percentile rank based 
on entering 1959 Minnesota freshmen who were tested as juniors. Development of 
comparable norms for the new test scores was a primary objective of this study. 
The data available for this purpose were deficient in several respects, the most 
important being the absence of six large community colleges. To compensate in 
part for their absence the avai !able community college scores were weighted (by a 
coefficient of 2.7) in compiling the total score distribution. This step probably 
did not make the data completely representative because of the 1 iklihood that the 
missing colleges have lower scores on the average than those for which data were 
available. 



Table 3 

College High School Rank Minnesota Test Scores 
or Group N Mean s~ N 'i7er5al AatFi 

Mean S.D. Mean S.D. 

UM - Agriculture 251 75.47 18.49 240 45. 12 9.00 51.58 8.80 
UM - Forestry 79 76.84 17.21 77 45.95 8.83 54.06 7.47 
UM - Home Economics 118 72.20 21.54 112 42.99 9.42 45.36 9.47 
UM - Liberal Arts 3,352 74.67 19.26 3,314 46.07 9.44 50. 13 9.96 
UM - lnst_ Technology 665 84.37 13.97 657 48.62 8.98 59.49 7.23 
UM- General College 636 35. 17 21 .04 555 32.57 9.58 35.55 9.56 
UM - Duluth 1 ,757 65.75 24.43 1 ,493 42.39 9.54 47.05 10.56 
UM - Morris 468 75.07 19.22 468 44.90 9.09 50.55 9.72 
UM -- Crooks ton 350 52.03 24.46 337 36.98 8.74 40.96 10.02 
UM - Waseca 240 59.79 23.33 250 39.67 8.78 43.88 10.08 

Community College- Transfer 1 ,492 40.31 9.36 46.31 10.70 
Community College- Career 654 38. 10 8.96 42.94 9.69 

Range of t1eans Range of Means Range of Means 

Private 4-year 62.30-93.14 40.79-56.57 45.09-60.38 
State University 62.51-66.50 40.51-43.41 45.85-48.84 
Community College 51.74-64.54 36.37-41.67 41.92-47.32 
Private 2-year 56.11-63.75 33.50-41.00 42.40-44.48 

""-.1 
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Figure 1. Average HSR in Four Types of Minnesota College: 1959- 1975 
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Figure 2. Average Verbal Score 1 in Four Types of Minnesota College: 1959-1975 

1MSAT Form A scores for 1959-65 and Minnesota verbal scores for 1975 have 
been transformed to equivalent MSAT form C scores. 
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A second deficiency stems from the limitation of the data to 1975 graduates. 
In the community colleges , especially, many freshmen are not recent high school 
graduates, and their scores can be expected to differ, probably negatively, from 
those of students who enter college immediately after high school. 

Finally, there is the problem of incompleteness in the statewide testing file 
itself as a result of incomplete participation in the junior year. About two-thirds 
of the 1975 graduates had taken the tests, and test scores were located for 90 
percent of the freshmen who were 1975 graduates. The students who did not take 
the tests would probably have scored lower on the average than those who did take 
them. This expectation was confirmed by an analysis of HSR and ACT scores for 
University of Minnesota freshmen, which showed that mean HSR and ACT scores were 
lower within each college for students who had not taken the statewide test than 
for those who had. Regression equations based on all U of M students with both 
ACT and statewide scores gave multiple correlations of .77 and .80 respectively 
for the prediction of statewide verbal and mathematics scores from ACT scores. The 
equations were used to compute non-regressed estimates of statewide scores, which 
were substituted for missing statewide scores to make the University of Minnesota 
data more representative; but similar procedures could not be used for the other 
colleges because the ACT data were not available. 

The impact of all the deficiencies in the data is to under-represent lower
scoring students in the norm group. For this reason the college-bound percentile 
norms given in Appendix A should be revised when it i s possible to include other 
than recent graduates, when participation of all col leges can be obtained, or when 
the participation rate of high school students increases. 

In previous years subgroup norms, based primarily on institutional systems, 
have been provided. In some of the systems, viz. , state universities and community 
colleges, the individual colleges are quite similar to each other in student academic 
measures, and system norms can be meaningful and useful. In a system as heterogeneous 
as the University of Minnesota, however (see Table 4), system norms are meaningless. 
The following norm groups, based primarily on similarity of admissions criteria, 
but with governance and student characteristics taken into account, are suggested: 

Group 1 -Four-year 1 iberal arts colleges. These colleges require both high 
school grades and test scores (among other information) as part of the application 
for admission. All, therefore, are 11 selective 11

, but the degree of selectivity 
varies. Some enroll students with academic characteristics simi Jar to those 
of col leges in Group 2, whereas others enroll mostly students with very high 
test scores and high school grades. This group includes the College of Liberal 
Arts and the Morris campus of the University of Minnesota and all private 
four-year Minnesota liberal arts colleges--Augsburg College, Bethe l College, 
Carleton College, Concordia College (Moorhead), Concordia College (St. Paul), 
Dr. Martin Luther College, Gustavus Adolphus College, Haml ine University, 
Macalester College, Northwestern College, College of St. Benedict, College of 
St. Catherine, St. John 1 s University, St. Mary 1 s College (Winona), St. Olaf 
College, St. Paul Bible College, College of St. Scholastica, College of St. Teresa, 
and Col lege of St . Thomas. 
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Group 2- Public four-year colleges. This group includes the six state 
universities at Bemidji, Mankato, Marshall (Southwest), Moorhead, St. Cloud, 
and Winona and the University of Minnesota at Duluth. Admissions criteria 
are based on class standing and can be met either by high school rank or by 
test scores. Each of these colleges also has a program of open admission 
for students from its own service area. 

Group 3- Community college tran~fer programs. This group consists of students 
enrolled in transfer programs--that is, programs beginning in a two-year 
college but intended to lead to a bachelor's degree from a four-year college--
in the community colleges of Austin, Brainerd, Fergus Falls, Hibbing, Itasca, Mesabi, 
Northland, Rainy River, Rochester, Vermilion, Willmar, and Worthington. These 
programs are open to all Minnesota high school graduates without regard to 
test scores or class standing. 

Group 4- Two year career programs. This group includes students enrolled in 
programs leading to terminal two-year degrees in career fields at the 12 
community colleges 1 isted above or in the University of Minnesota technical 
institutes at Crookston and Waseca. Like the transfer programs in Group 3, 
these programs are open to all Minnesota high school graduates. 

Norms for the four groups defined above are given in Appendix A. The groups 
do not include the General College or the professional colleges--Agriculture, 
Forestry, Home Economics, and Technology--of the University of Minnesota, which 
differ in definition, admission criteria, and/or student characteristics from al 1 
of the groups and from each other. 

Val idi ty 

For each of the 40 colleges which reported grade-point averages the correlations 
of HSR and verbal and math scores with GPA were computed, and the multiple correlations 
of all three predictors with GPA was determined. Results are summarized in Table 4. 
As is nearly always the case, HSR was consistently the best predictor, its validity 
coefficient ranging from .10 to .77, with a median of .55. (The extremes were for 
the two smallest colleges, for which the numbers of cases were quite small.) The two 
test scores were almost equally valid. The validity of the verbal test ranged from 
. 16 to .61 with a median of .42, and that of the mathematics test ranged from . 19 
to .70 with a median of .41. 

Table 4 

Coefficients of Correlation between First-Term 
Grade-Point Average and Statewide Test Scores for 1975 Minnesota College Freshmen 

Frequency of Coefficients 
. 10-.19 .20-.29 .30-.39 .40-.49 .50-.59 .60-.69 .70-.79 Median 

Verba 1 
Mathematics 
High School Rank 
Multiple R 

2 
1 
1 
0 

5 
3 
1 
0 

8 
13 
2 
1 

19 
18 
12 
3 

5 
3 

15 
11 

1 
1 
7 

15 

0 
1 
2 
1 

.42 

.41 

.55 

.60 
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Multiple correlations were significantly higher than the best single-predictor 
validity for 31 colleges, the median increase being .05. In 16 cases all t hree 
predictors contributed significantly to the multiple correlation, only two variables 
contributing in the other 15 colleges. The multiple correlations tend to be highest, 
on the average, among private colleges and state universities (about .6) and lowest 
for the University of Minnesota (about .5); but, w~th the exception of the state 
universities, there is considerable variability within each group. 

In analyses of data for previous years it was found that simple indexes 
consisting of the unweighted sum of scores had validity coefficients nearly as 
high as the multiple correlations. In addition to the advantage of simplicity 
for such indexes in comparison with multiple regression equations, their validity 
is 1 ikely to be more stable because it is less subject to the effects of chance 
on the determination of weights. For this reason three simple indexes were computed 
and their validities were determined. The three indexes were: 

HSR + Verbal score + Math score 
HSR + Verbal score 
HSR + Math score 

Because of its much larger variance, HSR, which is the most valid variable, has 
about t1~ice the effective weight as either test score in these simple sums, or 
about as much weight as the two scores combined in the first index. For 25 colleges 
the first index \~as most valid, for 8 the second was most valid, and for 6 the third 
was most valid. (They were not evaluated for the two smallest colleges.) In some 
cases the differences were very small, and the first index was selected for use 
because of its presumably higher reliability. Table 5 shows that the validity 
coefficient of the selected index was smaller than the multiple correlation 
coefficient by more than .02 for only four colleges, and the largest difference 

I was .05. 

Tab 1 e 5 

Distribution of Amounts by Which 
Multiple Correlation Exceeds 
Validity of Selected Best 

Integer Index 

Difference 

+.03 
+.02 
+.OJ 

0 
-.01 
-.02 
-.03 
-.04 
-.05 

Frequency 

I 
0 
3 

13 
9 
7 
2 
I 
1 

1The multiple correlation, using optimum weights, is the highest possible 
correlation for any set of variables. The index validity coefficient was higher 
than the multiple correlation coefficient in four colleges for which a three
variable index was selected but in which only two variables contributed statistical!~ 
significant variance to the multiple regression. 
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The practical significance of these validity coefficients can be seen by 
examining the experience of students with indexes at various levels. For each 
college the disthibution of the selected index was divided into nine intervals 
(stanines) consisting of approximately the highest 4%, next 7%, 12%, 17%, 19%, 17%, 
12%, and lowest 4%; and the percentages of students who obtained grade-point 
averages of 2.0 (C) or above and of 3.0 (B) or above were determined for each 
interval. (It was necessary to combine the two highest and two lowest intervals 
for some colleges to include a sufficient number of cases,) Tables of these per
centages, as well as of comparable percentages for six ranges of high school rank, 
are given in Appendix B for 25 colleges. The remaining 15 colleges either did not 
release the tables for publication or had too few students to provide stable results. 

Results may be illustrated by reference to the table for the University of 
Minnesota College of Liberal Arts. Of the 1975 freshmen who had indexes in the top 
4 percent, 98 received first-term grade averages of C or better and 91 percent 
obtained averages of B or better. At the other end of the distribution 70 percent 
of the students in the lowest 4 percent received grade averages of Cor better, but 
only 24 percent obtained averages of B or better. 

The table for high school rank, which may be used if test scores~are not available, 
shows a similar pattern. The HSR intervals, however, are the same for all colleges, 
and the percent of students in each interval varies from college mo college. In the 
case of the College of Liberal Arts, 15 percent of the students had HSRs of 95 
or higher, and 98 percent and 78 percent of these students respectively obtained 
grade averages of Cor better and of B or better. 

Validity coefficients of HSR and the academic index for CLA were relatively 
low (.37 and .45, respectively). The differences in grade-average experience of 
high and low-scoring students is greater for colleges with higher val idLties. 

Information based on these tables is used in the individual student report of 
statewide test results (College Planning Profile) to indicate how students with 
similar scores have fared with respect to grades at the first and second-choice 
colleges listed by each student. To enable students to obtain similar information 
about other colleges, a smaller set of tables derived by combining colleges with similar 
characteristics is included in the student interpretive guide to the College Planning 
Profile. These combined tables were obtained as follows: 

1. Frequency distributions of the selected index were tabulated 
for each college, and colleges with distributions similar in 
shape (variance and skewness) were grouped together. 

2. The adjustment needed to equate the average for each college to 
the average of the largest college in the group was determined 
and added or subtracted from the index. These adjustments are 
given in column (3) of Appendix Cl. 

3. The adjusted indexes for students in all col leges in the group were 
tabulated, and stanine intervals were determined. These intervals 
are given for 11 groups of col leges in Appendix C2, and the table 
that applies to each college is identified in column {4) of Appendix Cl. 

4. Colleges were clustered according to similarity of both mean grade-point 
average and standard error of estimate for predicted GPA (which takes 
into account both variance and predictability of GPA). Percentages of 
grade-point averages above C and above B were then determined at each 



stanine level for students in all colleges in each cluster. 
The percentages were rounded to "number in 10", and the 
resulting tables are given in Appendix C3. The appropriate 
table for each college is identified in column (5) of 
Appendix Cl. 
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Because these tables are for clusters of colleges, they do not precisely 
represent the experience of students in each college. However, because of the 
larger numbers included in the grouped data, the results are probably more 
stable than the individual college tables for small colleges. 
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Appendix Al 

Minnesota Verbal Score Norms 
for 1975 Minnesota College Freshmen and Four College Groups 

Verbal 1975 Group Group Group Group 
Score Freshmen 1 2 3 4 

Verbal 1975 Group Group Group Group 
Score Freshmen 1 2 3 4 

74 99 99 99 99 99 39 38 25 41 47 57 
73 99 99 99 99 99 38 34 21 37 44 53 
72 99 99 99 99 99 37 31 19 33 39 49 
71 99 99 99 99 99 36 27 16 28 35 43 
70 99 99 99 99 99 35 24 13 25 31 38 
69 99 99 99 99 99 34 21 11 22 28 35 
68 99 99 99 99 99 33 18 9 19 23 30 
67 99 99 99 99 99 32 15 8 16 20 26 
66 99 98 99 99 99 31 12 6 13 16 22 
65 99 98 99 99 99 30 10 5 10 13 17 
64 99 97 99 99 99 29 8 4 8 11 14 
63 98 96 99 99 99 28 7 3 6 9 12 
62 97 95 99 99 99 27 5 2 5 7 9 
61 97 94 98 99 99 26 4 2 4 5 8 
60 96 93 98 98 99 25 4 2 3 5 6 
59 95 91 97 98 99 24 3 2 2 4 5 
58 94 89 96 97 99 23 2 1 2 3 4 
57 92 87 95 96 98 22 2 1 2 2 3 
56 90 85 94 95 98 21 2 1 1 2 3 
55 88 82 92 93 97 20 2 1 1 2 2 
54 86 79 90 91 96 19 1 1 1 1 2 
53 84 77 89 90 94 18 1 1 1 1 1 
52 82 74 87 88 93 17 1 1 1 1 1 
51 80 71 85 86 92 16 1 1 1 1 1 
50 77 67 82 84 90 15 1 1 1 1 1 
49 74 64 79 82 88 14 1 1 1 1 1 
48 71 60 76 79 86 13 1 1 1 1 1 
47 68 56 72 76 85 12 1 1 1 1 1 
46 65 52 69 73 83 11 1 1 1 1 1 
45 61 48 65 70 79 10 1 1 1 1 1 
44 57 43 61 67 75 
43 53 40 57 64 72 
42 49 36 53 59 68 
41 45 32 49 55 65 
40 41 28 44 51 61 
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Appendix A2 

t1i nnesota· MathematIcs Score Norms 
for 1975 Minnesota Co11eqe Freshmen and Four College Groups 

Mathematics 1975 Group Group Group Group Mathematics 1975 Group Group Group Grolil 
Score Freshmen 1 2 3 4 Score Freshmen 1 2 3 4 

74 99 99 99 99 99 39 24 15 25 29 39 
73 99 99 99 99 99 38 21 12 22 25 35 
72 99 99 99 99 99 37 18 10 18 21 30 
71 99 99 99 99 99 36 16 9 16 19 28 
70 99 99 99 99 99 35 14 8 14 18 26 
69 99 98 99 99 99 34 12 6 12 15 22 
68 98 97 99 99 99 33 10 5 10 12 19 
67 97 96 99 96 99 32 8 4 8 10 16 
66 96 95 98 97 99 31 7 4 7 8 13 
65 95 93 97 96 99 30 6 3 5 6 11 
64 94 92 96 95 99 29 5 2 4 5 8 
63 92 89 94 94 99 28 4 2 4 4 6 
62 90 87 93 92 98 27 3 2 3 3 5 
61 89 85 92 91 97 26 3 2 2 3 4 
60 87 82 90 89 96 25 2 1 2 2 3 
59 84 79 88 86 95 24 2 1 2 1 2 
58 82 76 86 85 94 23 1 1 1 1 2 
57 79 72 83 82 93 22 1 1 1 1 
56 76 69 80 80 91 21 1 1 1 1 
55 73 65 78 77 90 20 1 1 1 1 
54 70 61 75 75 87 19 1 1 1 1 
53 67 57 72 72 85 18 1 1 1 1 
52 63 53 68 69 82 17 1 1 1 1 
51 60 49 65 67 80 16 1 1 1 1 
50 57 46 62 63 77 15 1 1 1 1 
49 53 42 58 59 72 14 1 1 1 1 
48 50 39 54 56 70 13 1 1 1 1 
47 47 36 50 53 66 12 1 1 1 1 
46 43 32 47 50 63 11 1 1 1 1 
45 41 30 44 47 60 
44 37 27 40 43 56 
43 34 24 37 40 51 
42 31 21 34 37 49 
41 28 18 31 34 45 
40 26 17 28 31 42 



Appendix B 

First-Term Grade-Average Experience 
of 1975 Freshmen at Various 

Levels of High School Rank and 
Academic Index in Minnesota 

Colleges 

Bethel College and Seminary 
Concordia College (Moorhead) 
Golden Valley Lutheran Junior College 
Northwestern Co ll.ege 
St. Olaf College 
College of St. Scholastica 
University of Minnesota: 

Agriculture 
Genera 1 Co 11 ege 
Home Economics 
Liberal Arts 
Institute of -Technology 
Crookston Technical Institute 
Duluth 
Morris 
Waseca Technical Institute 

Bemidji State University 
Mankato State University 
Moorhead State University 
St. Cloud State University 
Winona State University 
Brainerd Community College 
Fergus Falls Community College 
Hibbing Community Col lege 
Itasca Community College 
Rochester Community College 
Willmar Community College 
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Bethel College and Seminary 

St. Paul 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

23 
16 
19 
15 
19 
8 
1 

% in Range with 
Grades above 

C I B 

100 
94 
95 
78 
80 
81 

I 
i 

I 90 
I 41 

44 
19 
13 
13 
* 

.. 

j N ! 211 : 
------·--··------ ···---'- ·- -·· - ----- -------- ·-··--- -·- . ··~- .. ......... ------- ·- ________ _, _, . . .... -- . 

College 
Stan-i ne 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

223-247 { 212-222 
200-211 
187-199 
171-186 
155-170 
139-154 
118-138) 
83-117 

N 

' 

i 
i 
I 

... ...! .. .. -

% in 
Range 

11 
12 
16 
18 
21 
9 

12 

195 
······ · -··· ··- · , ... 

% in Range with 
Grades above 

C B 

100 I 96 
96 75 
97 50 
89 34 
85 24 
88 12 

75 17 

·- . ·- - ·~ ... -- .. -··-··-·--· ·-' ···· ·· ..... ' ·- --· 

X= HSR + Verbal + Math (Minnesota scores) 

*Insuffic ient cases in range 
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Concordia College 

Moorhead 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in % in Range with 
Range Grades above 

18 
16 
23 
16 
15 
11 

1 

C B 

100 92 
99 64 
98 53 
91 24 
84 26 
75 16 

I ; i 

~ : l N ! 474 ! 

~-·--···--·--·-··· l -~- ·-----·-·------ - - ·----------~- -~ .... - - -- •••••• , ----·-----·-- .: - ·-- ..... .- -.-.. .... _,. ____ --··~-----------·--.-.---·---= 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

I 
I 
I 

i 

Index X 
Range 

220-247 
210-219 
199-209 
185-198 
169-184 
153-168 
136-152 
113-135 
77-112 

N 

% in 
Range 

4 
7 

11 
17 
20 
18 
11 
9 
4 

465 

I 
i 
l 
I 

l 

% in Range with 
Grades above 

C B 

100 95 
100 97 
100 77 
99 67 
98 44 
90 27 
88 23 
75 20 
47 5 

r ----------·····-·-··· .. ----- L I - ----- --- -·· .... '·'' ~r • ..., \ ·- --·-- .... - -- · --- --'-··-··-·-------· ·~ . .... ' --·- .· .. -

X= HSR + Verbal + Math (Minnesota scores) 

*tnsufficient cases in range 
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Golden Val ley Lutheran College 

Golden Valley 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70 -79 
50-69 
25-49 

1-24 

% in 
Range 

5 
6 

11 
14 
26 
26 
14 

j N · 239 
---· ----·--- ----· -L----- --· ---·-· ·- -· .. -- - -~- - - ~- - - - ··. 

! 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r ---·· --··-· .. .. 

i 

1 . ... 

Index X 
Range 

209-247 J 
191-208 
172 - 190 
148-171 
125-147 
105-124 
88-104 
71-87 I 53-70 

N 
I 
i 

I 

% in 
Range 

12 

11 
16 
21 
18 
11 
11 

210 
- .. .. . ~ .. 

i 
i 
l 

I 
· .. I ... 

% in Range with 
Grades above 

C B 

100 100 
100 67 
92 52 
as 27 
79 18 
49 7 
48 9 

% in Range with 
Grades above 

C B 

92 73 
100 42 
88 24 
79 26 
54 14 
50 0 
42 8 

. - --·· - ·--- -- - ······ 

X= HSR + Verbal + Math (Minnesota Scores) 
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Northwestern College 

Ros·evi lle 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

·% in 
Range 

11 
11 
16 
12 
30 
13 
7 

) N \ 124 
-- ------.. ·----------L--- ·-· -------- -------- --- -- - - --~----- · -- · -------- ------- ----- _, 

' I 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r -·-· _ _ .., ..... _ -- · . - . . 

Index Z 
Range 

151-157 } 
145-150 
136-144 
122-135 
104-121 
86-103 
66-85 
46-65 f 
31-45 

N 
I 

% in 
Range 

12 

11 
15 
22 
17 
11 
11 

107 

% in Range with 
Grades above 

c I B 

·I 
100 I 86 
100 ! 46 
90 35 

100 13 
62 8 
50 0 

% in Range with 
Grades above 

C B 

1 oo as 
100 42 
87 44 
83 8 
67 0 
50 0 
25 0 

./_ -· · J __ 
••• - • • • • ••• • J •• • • - -- ~---. 

Z = HSR + Verbal (Minnesota score) 

*Insufficient cases in range 
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St. Olaf College 

Northfield 

4-year, coeducational 

--····---------·------ - ~ -- ·-. ---.. .. . . ...... ----··------ __ .. _ •·,. 

HSR 
Range 

% in 
Range 

95-99 39 
90-94 18 
80 -89 22 
70-79 ll 
50-69 7 
25-49 2 

I 

' 

I l-24 : o , 

-:-_______ j __ ---~-- -----I - ~~2 ---- i 

; 

i 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
l 

Index X 
Range 

230-247 
222-229 
213-221 
104-212 
192-203 
181-191 
169-180 
151-168 
121-150 

N 

I 
! 
i 

i 

% in 
Range 

6 
7 

ll 
18 
21 
15 
13 
6 
4 

416 

% in Range with 
Grades above 

C B 

98 65 
92 35 
84 17 
76 18 
47 3 

22 

........ ____ ·--·------ --------.. ----7 --------; 

% in Range with 
Grades above 

C B 

l 00 ! 87 
97 ! 84 
98 1 72 

~~ i ~~ 
93 i 18 
8o I 1 o 
43 i 3 
59 i 12 

r--- ·--. ----~--- · · ·- -- - - - ... - ... ...... .!.. -- .. --··-·-····· . .. , .. ... "" ·- .... - ...... .. - - - -~---· · ·--------- ·--~ - ·----·-· - . -----

X= HSR + Ve r bal + Math (Minnesota scores) 

* Insufficient cases in range 
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College of St. Scholastica 

Duluth 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

14 
11 
19 
13 
25 
12 
6 

% in Range with 
Grades above 

C B 

100 93 
96 75 
93 54 
85 41 
79 36 
81 31 
50 17 

l N 212 
-----·--- ····--·---·· ·---·-· ··-. - - -. - ····· ------ .. -· ····- - -······- ·--·-·--·- ·' ·-····. ·-

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r ·-- ·---.- ··- .... - - . . 

Index Z 
Range 

150-173 } 

'· 
145-149 
139-144 
127-138 
112-126 
97-111 
83-96 
66-82 ' ) i 
41-65 I 

' I 
I 
I 

N I. 
Z = HSR + Verbal (Minnesota 

% in 
Range 

10 
11 
20 
18 
16 
12 

12 

170 

score) 

_, 

% in Range with 
Grades above 

C B 

100 86 

100 88 
93 61 
90 58 
79 36 
70 35 
71 14 

o,o• •OOo. o op Oo. , •• .,.. _ . ,<,,,,_ , ' • · •- '•'"' ·• • 

23 



U of M College of Agriculture 

St. Paul 

4-year, coeducational 

~-- ··-- -- - -------- -- -· .. -,. ... .. . .. - ------· -·- - . ..., .. 

I 
. ! 

I 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

17 
14 
20 
17 
24 
7 
2 

% in Range with 
Grades above 

C B 

98 
91 
90 
83 
70 
76 
* 

78 
49 
53 
41 
7 

35 

24 

J
: N ( 249 ( · ~ 

-:----------- ,----~------~-- ------+- ··---· ·-----· - ------ ·· - ~ . - ·--· ··---- ---· · ·· ~·-·--· ----------------------i 

' I 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-- ··-----···-- ·--- -· - .. i 

Index X 
Range 

218-247 f 207-217 I 

196-206 
183-195 
168-182 
153-167 
138-152 
120-137 
92-119 

N 

% in 
Range 

10 

12 
20 
20 
14 

i 
12 

l 12 j 

' i 
I 
I 235 .I ··- --~-- . .... " .... --

% in Range with 
Grades above 

C B 

100 96 

93 76 
91 49 
87 35 
81 28 
68 14 
66 21 

.......... ,. - ·-· . - ---· ---·-----··'--· ..... . ·-- ---·· ... .. .. _ . 

X= HSR + Verbal + Math (Minnesota scores) 

* Insufficient cases in range 

' - c 



U of M General College 

Minneapolis 

2-year and 4-year coeducational 

I 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

--~:~ ~~~- --+--. - ~ ·::~~ -~ -
Stan ine ! Range 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r -------- ......... ~ -- · - . 

161-247 
136-160 
121-135 
110-120 
88-109 
85-97 
72 -84 
61-72 
34-60 

N I 

% in 
Range 

1 
1 
2 
4 

13 
45 
34 

623 

% in Range with 
Grades above 

C B 

87 
77 
91 
84 
68 

73 
38 
36 
24 
22 

% in % in Range with 
Range Grades above 

4 
9 
9 

18 
19 
18 
11 
8 
4 

490 

i 

i 
i 
I 

I 

C B 

95 
83 
89 
84 
90 
75 
76 
57 
45 

86 
43 
24 
28 
24 
12 
24 
16 
10 

25 

- I . I . -- ..... . ···--· · .. .... -- ... .. ~ 

X = HSR + Verbal + Math (Minnesota scores) 

* Insufficient cases in range 



U of M College of Home Economics 

St. Paul 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

1 

-- _________ l _____ -----~---·- ··-----· ~-
College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

i 
---·~- -- - -· ····-·-- -·- .. .I . -. 

Index X 
Range 

215-247 ? 
200-214 ~ 
188-199 
177-187 
157-176 
137-156 
120-136 
101-119 ··: 
80-100 I i 

j 

N 
.1. . 

% in 
Range 

13 
14 
20 
17 
18 
18 
2 

118 

% in 
Range 

12 

11 
17 
22 
14 
12 
11 

106 

I 
I 

. ...t 

X= HSR + Verbal + Math (Minnesota scores) 

* Insufficient cases in range 

% in Range with 
Grades above 

C B 

93 
94 

100 
95 
81 
71 

67 
44 
52 
40 
33 
33 

% i n Range with 
Grades above 

C B 

100 77 

92 58 
96 50 

100 39 
100 ' 33 
77 39 
50 17 

26 



27 

U of M College of Liberal Arts 

Minneapolis 

4-year, coeducational 

--- ~--- -- - · ··--· ··--·-···- --- .. -.. -- . ·-· ..• - · ·-- • · r 

' 

HSR % in % in Range with 
Range Range Grades above 

c I B 
I 
I 
I . 

95-99 15 98 l 78 
90-94 12 94 I 58 
80-89 22 90 41 
70-79 17 84 35 
50-69 22 78 : 27 

1 25-49 10 75 I 27 

I I :24 : 3 ,31: • 64 121 . 
~-····---------J ........ ··· ·--------..... -...... ~-.-.- ........ ·----........ ' ........ --...................... .. _. __________ .. ______ _: 

College 
Stantne 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-------· .. ............ . .. . .... 

Index X 
Range 

219-247 
208-218 
196-207 
182-195 
165-181 
148-164 
134-147 
120-133 
72-119 

N 
. . 

X= HSR +Verbal + Math 

' 

I 

I 
.I .. 

% in 
Range 

4 
7 

13 
16 
19 
18 
11 
8 
4 

3,238 
" ..-. 

\ 

l 

I 
_I 

(Ml nnesota scores) 

% in Range with 
Grades above 

C B 

98 91 
97 ! 78 
96 : 64 
94 : 52 
89 : 38 
78 : 26 
75 ; 20 
75 . 21 
70 . 24 

.. - .~ .... -~ .. -----.. ·---. ·-- ... .. --- . 



! 
·I 

i 

i 
i 

U of M Institute of Technology 

Minneapolis 

4-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70 - 79 
50-69 
25-49 

1-24 

% in 
Range 

31 
17 
23 
15 
13 

2 
0 

---- ----· ______ _j_ -----· --- -~--- - ---- ·--· ·-L .... .. ~:~ ·- ·-
Co 11 ege 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-- - ···-- ·· ... -- - ~ .. -

Index y 
Range 

168-173 
163-167 
159-162 
152-158 
143-151 
133-142 
123-132 
112-122 
72-111 

N 
I 

. .1. ... 

% in 
Range 

4 
8 

11 
17 
19 
19 
11 
9 
4 

645 

Y = HSR + Math (Minnesota score) 

*tnsufficient cases in range 

% in Range with 
Grades above 

C t B 
I 
I 

l 
95 i 74 
95 ! 44 
92 37 
88 24 
79 I 8 

10~ ! 4~ 

I 

% in Range with 
Grades above 

C B 

96 
94 
99 
93 
96 
89 
89 
73 
80 

89 
78 
71 
62 
38 

i 31 
I 

: 19 
7 

! 20 

28 



U of M Crookston Technical Institute 

' 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

N 

Crookston 

2-year, coeducational 

% in 
Range 

2 
3 

13 
12 
21 
34 
15 

342 
---·-·-- ·----------·- · ·-· . ~ -- -- --- ·· - -- - ~--·-·· · .. . ..., ____ ____ - - ~ - ~- ... - .. 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

195-247 
179-194 
161-178 
142-160 
123-141 
105-122 
89-104 
71-88 
50-70 

N 

% in 
Range 

4 
8 

11 
15 
20 
19 
10 
9 
4 

300 
,... --- ·-·-- . 

X~ HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 

% in Range with 
Grades above 

C B 

* 82 
93 
98 
75 
70 
54 

73 
80 
68 
36 
22 
12 

. .. - ----·--· ·- --- --- ------------------·--- --

% in Range with 
Grades above 

C B 

82 73 
88 76 
91 74 
87 71 
75 22 
75 ! 23 
74 13 
54 19 
27 0 

-- ....•.. ·· -•4-··- - - -.... . . .. 

29 



U of M Duluth 

Duluth 

4-year, coeducational 

l 
I 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

I N I I 

% in 
Range 

10 
10 
18 
16 
22 
17 
8 

1 '734 
_____________ j __ ___ ····-···· ··· ----- - ------ ;. ··-·-·-·· ... .... -- -- -·· ..... . 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

212-247 
201-211 
187-200 
171-186 
151-170 
130-150 
109-129 
88-108 
42-67 

N 

% in 
Range 

4 
7 

14 
15 
21 
16 
12 
7 
4 

% in Range with 
Grades above 

c I B 
i 

96 
96 
90 
82 
75 
66 
59 

174 
I 55 

35 
27 

1

20 
17 
15 

I 

% in Range with 
Grades above 

C B 

98 79 
96 ; 67 
95 : 56 
87 : 36 
87 ; 28 
74 16 
62 13 
63 13 
54 10 

X= HSR + Verbal + Math (Minnesota scores) 

30 



U of M Morris 

Morris 

4-year, coeducational 

HSR 
Range 

% in 
Range 

95-99 15 
90-94 13 
80-89 21 
70-79 19 
50-69 21 

. ' 25-49 8 
! 4 2 1-2 
j . '· 

1 
N i 460 ; 

~------·---- -- ----- ___ ,.... _ ·-·· -··· ·-- -- -- -- -· -- -- --~ - ~- ... _, ____ ___ ___ ·····-· -··- .: 
College 
Stanine 

Index X 
Range 

% in 
Range 

% in Range with 
Grades above 

C B 

97 
97 
97 
91 
96 
92 

80 
67 
49 
27 
23 
10 

% in Range with 
Grades above 

C B 

100 84 
100 90 
93 65 
96 53 
96 36 
92 26 
98 23 
97 19 
83 9 

··- --· . . -···· ,_ _ -- .. . , . --- . . .. 

31 



U of M Waseca Technical Institute 

Waseca 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

5 
6 

14 
14 
27 
25 
9 

i : i 

% in Range with 
Grades above 

C l B 
i 

100 
100 

91 
97 
92 
93 
70 

l 
1100 ! 79 
I 5o 
1 30 
. 23 
I 8 

l 0 
1 N ( 233 ! _____________ L _______________________ ------~- ··--·--·····-- --------·-_: 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-- -·-- ·- ----·~ -~ . . . -

. ; 

Index X 
Range 

203-247 
188-202 
174-187 
156-173 
133-155 
116-132 
101-115 
87-100 
58-86 

N 

I 

' 

! 

I 
, __ _ 

% in 
Range 

5 
7 

10 
21 
17 
19 
10 
7 
5 

220 

i 

J 
I 

I 
I 

I ... ...... \ 

% in Range with 
Grades above 

C B 

90 
100 
100 

91 
89 
98 
91 
87 
60 

I 

70 
i 81 

52 
: 41 
: 37 
' ' 5 

0 
0 
0 

X= HSR + Verbal + Math (Minnesota scores) 

32 



Bemidji State University 

Bemidji 

4-year, coeducational 

HSR 
Range 

. . . -· .. ~ ... .. - ... , 

% in 
Range 

95-99 10 
90-94 9 
80-89 16 
70-79 16 
50-69 24 

. ! 25-49 19 
I 1-24 6 I . 
I ' ' 
I N i 618 : 

-:-----··--·-·----L·- -· -· -·- ··---- --·--- --- - ··~ - ...... ·-······ ·- -·-· .... . : 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

~- --·-·-· --·-··-- ... -. 

Index X 
Range 

208-247 
198-207 
184-197 
167-183 
145-166 
123-144 
106-122 
88-105 
52-87 

N 

I 
I 

.1. 

% in 
Range 

4 
8 

11 
17 
20 
17 
13 
6 
4 

602 

i 

i 
j 
I 

I 
' 

l 
..~ . \ - ..... 

% in Range with 
Grades above 

C B 

98 81 
93 65 
90 41 
88 31 
71 16 
50 3 
49 11 

% in Range with 
Grades above 

C B 

100 
98 
91 
88 
92 
62 
51 
44 
50 

96 
71 
60 
36 
27 
12 

1 
7 
4 

33 

. . ---~·- ··· .... -·~ · · .... ' · ··-··-· -·· . _._ ... 

X = HSR + Verbal + Math (Minnesota scores) 



Mankato State University 

Mankato 

4-year, coeducational 

----- ~ ·-· · ··--·· --··- -··- ·-·- -... . 

HSR 
Range 

•·•· · • ·-• •••-·•· - · ·- - ' 'T ' 

% in 
Range 

% in Range with 
Grades above 

c I B 
I 

95-99 9 96 I 91 
90-94 8 95 67 
80-89 19 92 55 
70-79 16 86 39 

' 50-69 23 78 20 
! 25-49 20 64 15 

34 

li 1-24 : 5 53 13 i 
' I 

j N ; 898 . : 
:------------J _________________________ L ------ -----· .. --·-···-·· -~ .. .. ··-- ---·· ·-···· ···-··--·----------------------_: 

Co 11 ege 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

209-247 
198-208 
184-197 
168-183 
147-167 
126-146 
105-125 
86-104 
50-85 

N 

% in 
Range 

4 
7 

12 
18 
21 
16 
12 
7 
4 

864 

% in Range with 
Grades above 

C B 

95 84 
95 86 
97 71 
88 50 
87 35 
79 16 
63 17 
53 13 
53 6 

~-- -·---- -----·- ... ... . . .. •. • . ......•.. . ·-··· · . .. . .... ·· · ----- . .. .. 1 .. "- ... .. . -· ....... .. _. __ .._ __ .... ' ····-- · ....... ... .. - - .. ·-· .. . . - ~ 

X= HSR + Verbal + Math (Minnesota scores) 



Moorhead State University 

Moorhead 

4-year, coeducational 

T----~·-·~-· ----~ ------~ .. --- -- --- ... . . 

HSR 
Range 

% in 
Range 

95-99 12 
90-94 9 

i 80-89 21 
l 70-79 18 
1 50-69 24 
l 25-49 14 

l
l 1-24 . 2 

N ,l 682 
....,.--- -·---- - ·- ·---··------- -- ----.L ---·-··-·-··- ·----·---- ... . ' 

i 
I 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Index X 
Range 

213-247 
203-212 
191 -202 
177-190 
160-176 
142-159 
124-141 
106-123 
72-105 

N 

% in 
Range 

4 
7 

11 
17 
20 
15 
12 
8 
4 

645 

% in Range with 
Grades above 

C B 

95 75 
92 55 
88 33 
84 18 
64 9 
38 7 
31 31 

------· ~- -·-·- ·· _, ______ ----~--- - - ------~ 

% in Range with 
Grades above 

C B 

100 
100 
91 
89 
84 
67 
56 
47 
24 

96 
71 
55 
35 
18 
10 
7 
9 

16 

!---------- ·-------······-· -----··· ·-- . 
_., ... __ .. -- ··-· ····· .... ~ - ...... '··- · . ... ~ .... . . .. -- -·--- - -~-....... ,__ ... . , ..... ·-- ······ ·· ... ~ · - ·-

X = HSR + Verbal + Math (Minnesota scores) 

*Insufficient cases in range 

35 



College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

St. Cloud State University 

St. Cloud 

4-year, coeducational 

- --· ··--·- -··-- ------·- ·· ---- ·---- -···· ... ·····-·····--··- ---··--··· - __ ,.._ 

HSR % in 
Range Range 

% in Range with 
Grades above 

c I B 

I 
95-99 10 100 1 88 
90-94 10 99 67 
80-89 18 92 47 
70-79 17 86 29 
50-69 26 80 22 

i 25-49 16 66 8 

36 

i 1-24 4 ' 44 10 

l, N j 1 436 j l 
! ' : ; - -----·--------- ---- ---·+-~ ----- · ----· · ------------~ -- - ··-· --- ·- .. _. __________ , ____________ ... ___ : 

I Index X l % in :; % in Range with i 
1 Range ! Range Grades above ' 
I ; c B 
i . 
I 
I 
l 

j 
l 
I 

210-247 
199-209 
184-198 
168-183 
150-167 
133-149 
116-132 
100-115 
66-99 

4 
7 

13 
16 
20 
17 
11 
7 
5 

100 
-] 00 

98 
91 
87 
76 
72 
59 
52 

89 
81 
69 
49 
26 
19 
9 
8 
3 

[ _ _ _ _ _ . .../ _ ... ... ~ .... ·-- .. __ 1,388 ·- _, 
-- - ,._ , .. ,._, __ .,....._ , _, .. . .... • · - • •· ·-~r· · ·· - • 

X = HSR + Verbal + Math (Minnesota scores) 



j 

Winona State University 

Wi 11ona 

4~year, co~ducationa1 

- ---- ···- - ····-- - ----- . --- .. - -- ~ . . . ... --.- ··-----.' -- . .. , 

HSR 
Range 

95-99 
90-94 
80-89 
]0-7~ 
50-69 
25-49 

1-24 

% in 
Range 

12 
12 
18 
15 
24 
17 
3 

' 

I N 440 
-~----·~·-.,.··---- ··· ..! .. ....... ---··---·--·- -·····-··. - -~-- ··--·-· ·-·· .. .. ·- ···-· --.. ·' 

Col lege 
Stf!nii'J~ 

9 
8 
7 
6 
s 
4 
3 
2 
1 

t---------- --· .. ·· · · --. 

X = 

' 

Index X 
Range 

213-247 
200-214 
18G-199 
169-185 
150-168 
131rl49 
112-130 
94-111 j 

65.-93 I 

j 

I 

N 
1 .. .. 

HSR + Verba 1 + Math 

~·:rrn~l,lfficl~nt ~;a~~~ in 

% in 
Rang~ 

4 
6 

14 
15 
21 
16 
12 
7 
4 

421 

i 
! 
l 
I 
I 

l 
I 

. .l 
(Minnesota 

range 

- . 

·-·. ---- -----------------. -----· . -- ... -

% in Range with 
Grade~ above 

C B 

98 
94 
91 
83 
79 
60 
33 

86 
63 
49 
32 
13 
7 
0 

' 

--· ....... ___ __ ---- ___ _______ ,.._ --- -----~ 

% in Range with 
Grades above 

C B 

100 95 
100 83 
95 68 
89 51 
87 28 
n 15 
64 10 
52 0 
25 p 

. . . . - - ... .............. .. -. . '·· ····· ··- ···. 

s~ores) 

37 



Brainerd Community Col lege 

Brainerd 

2-year, coeducational 

HSR 
Range 

•·••-•w- •• ·~·· • ',. •• • •• • • •·-• • ••··~ · - · -•·- ·-·· - •• • • -·-•••• 

' 

% in % in Range with 
Range Grades above 

C B 

95-99 7 90 91 
90-94 5 1 00 88 
80-89 22 92 35 
70-79 13 95 32 
50-69 22 73 16 

, 38 

i 25-49 23 49 10 

I 1:24 : 16: : 31 I 0 : 

_______________ L_ ----- ·-------- ------ -~- ------------ -· --·--- --·-_: -- --------- ----- ------·------------ -- - ·-----· ------~ 
College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r-··· --- - -· -··--. - ·- ·-·· - . ..... - .. . . 

Index Z 
Range 

149-173 
138-148 
127- 137 
114-126 
99-113 
81-98 
63-80 
46-62 1 31 -45 

N 

.., 
~ 

i 
i 
I 
I 
I 

I- ... 

% in 
Range 

13 

9 
20 
19 
17 
10 

12 

155 
-· - -- .... 

Z = HSR + Verba 1 (Minnesota score) 

.. .. ... ~ -

% in Range with 
Grades above 

C B 

100 85 

93 43 
90 32 
90 21 
52 4 
60 27 

32 0 



Fergus Falls Co~munity College 

fiergus Fa 11 s 

2-year, ~oeducational 

HSR 
Rang~ 

95-99 
90-94 
80-89 
7P-79 
50-69 
25-.49 

% in 
Rang~ 

________ j_ .. __ 1;4 ············ 

6 
7 

14 
14 
22 
48 
12 

217 

~pllege 
Stanjne 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r · - -· . ··-. 

X = 

Index X 
Range 

211-247 I, 
196-210 ) 

176-195 
157-175 
135-156 
114-134 
98-113 
81-97 
53-80 

N 

% in 
Range 

1 i 

12 
!8 
22 
14 
11 

13 

208 

HSR + Verbal + Math (Minnesota scores) 

I 

% in Range with 
Grades above 

C B 

83 
100 
100 
90 
79 
67 
72 

8~ 
80 
59 
3.~ 
19 
10 
12 

% in Range with 
Grades above 

C B 

95 77 
88 76 
89 32 
89 20 
59. 7 
64 0 

67 11 

39 



40 

Hibbing Community College 

Hibbing 

2-year, coeducational 

HSR % in % in Range with 
Range Range Grades above 

c B 

95-99 6 100 73 
90-94 5 * ;'' 

80-89 12 70 25 
70- 79 20 86 29 
50-69 24 79 19 
25-49 24 50 7 

1-24 8 43 0 

N 173 
~----· -~----- · -· · · ····· · --- ---- ------- - · -·- - ---·-~·-r- ....... ... ~- - - ---- -- ------- -- - ~ 

..... ··--·--···· ,. __ .., ______ , __ ____ ___ ________ 

College Index z % in % in Range with 
Stanine Range Range Grades above 

c B 

9 146-173 -
10 

8 136-145 / 
88 71 

7 125-135 12 
6 112-124 19 

76 14 
87 31 

5 96-111 19 
4 79-95 16 

78 25 
59 15 

3 64-78 ; 13 l 49-63 - i 2 r i 11 • ' 
34-48 ) I I 1 I 

I 

I 
N 

I 169 I ; .-1. T"" -- -----· · · -- . . - \ . 

59 0 

39 0 

Z = HSR + Verbal (Minnesota score) 

*Insufficient cases in range 



I 

Itasca Community College 

Grand Rapids 

2-year, coeducational 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

3 
6 

14 
12 
26 
28 
12 

! N 
- - ·-- -·-- ·----····· _L. _______ ------------·. - --

197 

Col1~ge 

~tra11ine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

~ ·~ -----·- ·- ·····-···· .. ~ -··· .. 

y = 

Index Y 
Range 

152-173 ~ 
141-151 ; 
128 - 140 
113-127 
95-112 
77-94 
61-76 
46-60 ~ 
32-45 

N 

HSR + Math 

,·~ lnsuff i c i ent 

i 
i 
I 

.I. . . . 

% in 
Range 

12 
14 
14 
20 
18 
~ 

14 

. ... ~. 

(Minnesota 

i 

I 
i 

I 
I 
I 
I 

I 
I - · · ·""· '- .. 

score) 

cases in range 

- ...... ----~--- - -·· ·-- -- - --- --- ·-·· ... -· . ...... . 

% in Range with 
Grades above 

C B 

92 
89 
83 
80 
56 
43 

75 
52 
25 
29 
18 
9 

% in Range with 
Grades above 

C B 

94 70 
90 48 
85 40 
76 21 
63 22 
75 17 

43 5 

~1 

. -- ...... . --- ·-·· · . . . -. . . . .. . .. ... 



i 

Rochester Community College 

Rochester 

2-year, coeducationa l 

HSR 
Range 

95-99 
90-94 
80-89 
70-79 
50-69 
25-49 

1-24 

% in 
Range 

6 
10 
18 
18 
25 
19 
5 

' . I ! 

I N ; 519 
·-----·-- ·--·--·-··--t·-·-- ·. --·-- ·- ·- --- ···----·-·t- ··-·- ···- ·· ·-- ...... _ .. 

College 
Stanine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

r --- --·-

Index Z 
Range 

143-173 
140-146 
131-139 
119-130 
105-118 
88-104 
72-87 
56-71 
36-55 

N 
·- .. .. ... 

Z = HSR + Verbal 

; 

i 
I 
I 
I 

-.-1 .... 

% in 
Range 

4 
6 

15 
14 
21 
16 
12 
7 
4 

492 

' 
j 

I 
I 
I 

I 
I 

-- · 

(Minnesota scores) 

~·,Insufficient cases in range 

% in Range with 
Grades above 

C B 

100 
98 
98 
92 
87 
75 
54 

83 
80 
59 
37 
18 
12 
8 

42 

--~·. ···--···· ··-- --····- --------··- ---~ 

% in Range with 
Grades above 

C B 

100 . 100 
100 80 
99 66 
92 49 
94 30 
82 18 
84 10 
64 11 
63 0 



Willmar Community College 

Willmar 

2-year, coeducational 

HSR 
Range 

% in 
Range 

~5-99 4 
90-94 5 
80-89 15 
70-79 11 
50 , 69 24 

i 25-49 27 
·: 1-24 13 
I 
i 

-·-----·---·-·--------.1. .......... -~-- - · ··-·- --· · - ··- --- - ~ -~-~ ·- ··· -··· .. . 
Cq11ege 
St!qnine 

9 
8 
7 
6 
5 
4 
3 
2 
1 

t" --· ·-- ~· . ... -· ·-- - . 

Index X 
Range 

) 202-Z47 
188-201 ~ 

170-187 
151-169 
128-150 
105-127 
87-104 
75-86 ' '• 
53-74 

N I ... -

% in 
Range 

11 

13 
19 
21 
17 
11 

12 

215 

! 
I 
i 
I 
l 
I 
I 

I . . . \ 

% in Range with 
Grades above 

C B 

91 82 
100 71 
97 63 
93 38 
79 11 
86 I 0 
53 0 

% in Range with 
Grades above 

C B 

96 78 

96 46 
97 38 
79 16 
81 8 
74 4 

54 0 

- . .. -· · - ~ . . .. . 

X == HSR + Verba 1 + Math (Minnesota scores) 

43 

.. ··?-



Appendix Cl 

Directory of Academic Indexes and Tables of Relative Standing for Minnesota Col leges 

Column 
( l ) 

College 

P r i va te Col leges 

Concordia (mhd) 
Concordia (SP) 
Gustavus Adolphus 
Northwestern 
St. Olaf 
St. Scholastica 
Golden Val ley Lutheran 

University of Minnesota 

Column 
(2) 

Index 

X 
X 
X 
z 
X 
z 
X 

Agriculture X 
Forestry Y 
Home Economics X 
Liberal Arts X 
Institute of Technology Y 
General College X 
Duluth X 
Morris X 
Crookston X 
Waseca X 

..-.. 

Column 
(3) 

Adjust
ment 

-3 

-8 

-2 

+ll 

Column 
( 4) 

Relative 
Standing 
Table 

Bl 
Bll 
Bl2 
B5 
B9 
B5 
B3 

Bl 
BlO 
B8 
B l 
B7 
B6 
B2 
Bl 
B4 
B4 

Column 
(5) 

Grade 
Experience 

Table 

c l 
c4 
NA 
ClO 
C2 
C3 
C9 

C2 
C7 
C2 
C3 
C2 
C9 
C7 
C2 
C2 
C5 

Column 
( l ) 

College 

State Universities 

Bemidji 
Manka to 
Moorhead 
St. Cloud 
Southwest 
Winona 

Community Colleges 

Austin 
Brainerd 
Fergus Falls 
Hibbing 
Itasca 
Mesabi 
Rochester 
Vermi l ion 
Willmar 
Worthington 

Column 
(2) 

Index 

X 
X 
X 
X 
X 
X 

X 
z 
X 
z 
y 

X 
z 
y 

X 
X 

Column 
(3) 

Adjust
ment 

+3 
+3 
+6 
+15 
+9 

+l 
+68 
-7 
+70 
+70 
-13 

+7 

+6 

Column 
(4) 

Relative 
Standing 

Table 

B2 
B2 
B 1 
B 1 
B2 
B2 

B2 
Bl 
B3 
Bl 
B 1 
B3 
B5 
B6 
B3 
B4 

Column 
(5) 

Grade 
Experience 

Table 

c4 
C2 
ClO 
C7 
NA 
C9 

NA 
C9 
C9 
C10 
c 11 
NA 
c8 
c8 
C6 
NA 

-l>" 
-l>" 

' 



Appendix C2 

Tables of Relative Standing Corresponding to Academic Index Ranges 

Relative Academic Index Ranges Relative Academic Index Ranges 
Standing Table Table Table Standing Table Table Table 

Bl B2 B3 B4 B5 B6 

9 219-247 212-247 205-247 9 204-,247 148-173 159-247 
8 209-218 201-211 190-204 8 190-203 140-147 138-158 
7 196-208 187-200 1 72-189 7 173-189 131-139 123-137 
6 182-195 170-186 150-171 6 155-172 119-130 110-122 
5 165-181 150-169 128-149 5 1_34-154 104-118 98-109 
4 148-164 129-149 106-127 4 117-133 87-103 86-97 
3 132-147 109-128 88-105 3 99-116 72-86 72-85 
2 116-131 89-108 73-87 2 84-98 56-71 61-71 
1 70-115 50-88 43-72 1 47-83 31-55 41-60 

Academic Index Ranges Academic Index Ranges 
Relative Table Table Table Relat i ve Table Table Table 
Standing B7 B8 B9 Standing BlO Bll Bl2 

9 168-173 215-247 230-247 9 161-173 212-247 228-247 
8 163-167 200-214 222-229 8 156-160 201-211 220-227 
7 158-162 188-199 213-221 7 150-155 188-200 211-219 
6 152-157 177-187 204-212 6 141-149 173-187 199-210 
5 143-151 157-176 193-203 5 129-140 152-172 183-198 
4 133-142 137-156 181-192 4 116-128 128-151 168-182 
3 123-132 120-136 170-180 3 104-115 97-127 153-167 

-z 112-122 101-119 151-169 2 93-103 71-96 139-152 
1 72-~ 11 90-100 121-150 1 92 60-70 119-138 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

.to 
V'1 

• 



Appendix C3 

Grade-Point-Average Experience of Students by Relative Standing 

Relative Table Table Table Table Table Relative Table Table Table Table Table 
Standing Cl C2 CJ C4 C5 Standing C6 C7 c8 C9 ClO 

Number of Students in 10 Who Number of Students in 10 Who 
Had Grade Averages of B or Above Had Grade Averages of B or Above 

9 9 9 9 9 7 9 l 0 8 l 0 9 9 
8 9 8 8 8 8 8 7 7 8 6 7 
7 8 7 7 7 5 7 5 6 6 5 5 
6 6 5 5 5 4 6 4 4 5 4 4 
5 4 3 4 3 3 5 l 3 3 2 2 
4 3 2 3 l 0 4 l 2 2 l l 
3 2 2 2 1 0 3 0 l l 1 l 
2 2 l 2 1 0 2 0 l l 1 l 
l 2 1 2 0 0 l 0 l 0 l l 

Number of Students in 10 Who Number of Students in 10 Who 
Had Grade Averages of C or Above Had Grade Averages of C or Above 

9 l 0 l 0 10 l 0 10 9 10 10 10 10 10 
8 10 10 l 0 l 0 10 8 9 10 10 9 10 
7 10 10 l 0 10 10 7 10 10 10 9 9 
6 10 9 9 9 9 6 l 0 9 9 9 9 
5 9 9 9 9 9 5 8 9 9 9 8 
4 9 8 8 7 9 4 8 7 8 7 7 
3 8 8 7 7 9 3 7 7 8 7 6 
2 8 7 7 5 8 2 6 6 7 5 4 
1 7 6 7 5 6 l - 4 5 6 4 4 

..... 

Table 
c ll 

9 
9 
4 
3 
2 
2 
2 
l 
0 

10 
9 
9 
8 
8 
6 
8 
5 
4 

Relative 
Standing 

9 
8 
7 
6 
5 
4 
3 
2 
1 

9 
8 
7 
6 
5 
4 
3 
2 
1 

..c
C7' 

' ~ 
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