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If it is possible for a multibillion-dollar 
education program to train people to see 
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be possible for that program to encourage 
people to see themselves as embodiments of 
the capacity to transcend their present 
concepts of themselves and their powers. 
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ABSTRACT 

The purpose of this study was to provide research into the 

relationship between level of decidedness and development in college 

freshmen. Through discriminant function analysis variables were 

identified that can be used in the classification of college students 

into three levels of decidedness: undecided, tentatively decided and 

decided. These levels of decidedness are constructs that have been 

defined by this study in such a way that classification of students 

is correct 70.58% of the time. The aim of the study was not classifi­

cation, but increased understanding into the nature of students' 

developmental processes in relationship to their having chosen or not 

chosen an academic major. 

During summer orientation at a major university students were 

given assessment instruments that measured level of major and career 

decidedness and level of development. Results indicated that decided 

students had a stronger sense of their own interests, skills and 

abilities, were more likely to have goals and purpose, and were able 

to manage and plan their lives with greater facility than either 

tentatively decided or undecided students. Undecided students know 

little about majors or careers and were not particularly motivated to 

seek information or begin a career planning process. No significant 

differences were found between levels of decidedness on high school 

achievement or demographic variables. Significant differences between 

----._-----



male and female subjects were found in a large number of vari­

ables. 

Several conclusions are drawn from this study. First, an 

essential consideration in moving a student toward decidedness in 

12 

major or career choice is the student's level of development as 

expressed by the completion of certain developmental tasks. Secondly, 

the relationship shown in this study between decidedness and develop­

ment strongly suggests a relationship between development and retention. 

Thirdly, self-reported level of decidedness is not a reliable indicator 

of the degree to which a student has completed important developmental 

tasks. Therefore. undecided students should not be assumed to be under­

developed; neither should decided students be assumed to be develop­

mentally mature. Finally, the most significant conclusion of this 

study is the unquestionable necessity of working within the context 

of student development when "educating" college freshmen. 



CHAPTER 1 

I NTRODUCTI ON 

13 

Young men and women between adolescence and adulthood in the 

college of university environment move through a dynamic period of 

intellectual and psychosocial development. Arthur Chickering (1969), 

in Education and Identity, designated this developmental period between 

the ages of 18 and 25 as the "young adult" period. He noted that it 

differs substantially from adolescence and adulthood, and should be 

studied as a separate developmental stage. He identified seven 

vectors, or dimensions, along which students develop while in college: 

1. Achieving Competence--This vector includes intellectual, 

physical, and social/interpersonal competence. Chickering (1969, 

p. 9) highlights lithe sense of competence, the confidence one has in 

his ability to cope with what comes and to achieve successfully what 

he sets out to do" as the most significant part of this vector. 

2. Managing Emotions--The student must learn to observe 

feelings, learn to integrate feelings with other behaviors, learn more 

effective ways of expressing emotions, and recognize the consequences 

of behaviors based on emotional impulses. Two areas of emotion that 

must be managed are sexual and aggressive impulses. 

3. Becoming Autonomous--Autonomy is the development of a 

stable, mature emotional independence that is free from the continual 
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need for approval or reassurance. It is characterized by the ability 

to work independently, but also by the recognition and acceptance of 

the fact that one must interact with others and is, therefore, 

emotionally interdependent. 

4. Establish Identity--Identity is the sense of knowing 

oneself as an individual entity. It is a composite of knowledge of 

one's physical being, appearance, emotions, memories, and inter­

personal relationships. In order to develop identity, a young person 

must also be actively developing autonomy, competence and emotional 

maturity. A stronge sense of identity is necessary for development 

on the following vectors. 

5. Freeing Interpersonal Relationships--This vector involves 

becoming less anxious, less defensive and more tolerant in inter­

personal interactions. The goal of this development is trust, 

independence and individuality within interpersonal relationships. 

6. Clarif~ing Purposes--To have purpose is to have a sense of 

direction and meaning. To achieve purpose one must 1 earn to formulate 

personal, avocational, vocational and lifestyle plans and priorities. 

7. Developing Integrity--Chickering (1969, p. 17) defines 

integrity as lithe clarification of a personally valid set of beliefs 

that have some internal consistency and that provide at least a tenta­

tive guide for behavior. II There are three stages in this dimension 

of development: the humanizing of values, wherein formerly rigid, 

unquestioned rules become relative to experience and conditions; the 

personalizing of values, wherein rules and values take on individualized 



15 

characteristics of the one who holds them; and the development of 

congruence, or the establishment of behavior based on the personalized 

values held. 

These vectors are the basis of a movement at many universities 

to encourage "total student development,1I in which education fosters 

students' psychological, intellectual, vocational, social and physical 

growth and change (Kitchener, 1982; Miller and McCaffrey, 1982), as 

opposed to merely enhanci ng II i nte 11 ectua 1 development. II 

While working through the various dimensions, young people 

will accomplish certain "developmental tasks." These are "culturally 

specific events that occur at approximately the same time in life [for] 

a given age cohort II (Mines, 1982, p. 83). The concept of the develop­

mental task is based on certain developmental assumptions: that 

individual development is characterized by growth toward increased 

complexity, discrimination and integration; that development is contin­

uous; that development is multi-dimensional; that development is 

cumulative; and that quantitative changes in development produce quali­

tative changes in the developing individual (Drum, 1980). Since 

accomplishment of basic tasks is necessary in order foy' young adults 

to be able to work effectively within a particular domain in the 

future (Winston and Polkosnik, 1986), the ability to choose a major 

and a career is a domain which requires the completion of certain 

developmental tasks (Gordon, 1981). Most developmental theorists have 

concentrated their research and theories on the adolescent and/or the 

young adult (Adams and Fitch, 1982; Erikson, 1963; Fitch and Adams, 

Harter, 1983; Marcia. 1980). 
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Erikson (1963) has been the primary theorist in the psychology 

of the adolescent. His work on the development of identity in the 

adolescent laid the foundation for the subsequent theory of the "young 

adult." He describes the stage of adolescence as the movement from 

crisis to resolution of the conflict between identity and role confu­

sion. This conflict is based not only on societal pressures on the 

developing adolescent, but also physical changes that are imminent. 

Erikson suggests that the cultural environment in which the adolescent 

finds himself allows a moratorium during which the conflict can be 

resolved and the adolescent integrated into society. 

Erikson's stage following adolescence is that of young adult­

hood. Erikson's "young adult" faces the crisis of trying to establish 

intimate, particularly sexual, relationships with others that involve 

personal commitment. A young adult is unable to be successful in 

establishing such a relationship until he has established a sense of 

his own identity. Failure to develop intimacy results in isolation. 

Marcia (1980), a prominent theorist in adolescent identity, 

admits that one of the most prominent difficulties in studying the 

adolescent is determining the termination of adolescence. "If the 

termination of adolescence were to depend on the attainment of a 

certain psychosocial position, the formation of an identity, then, 

for some, it would never end" (Marcia, 1980, p. 159). Identity is 

an even more difficult construct to describe. 

Although identity development is the primary focus of 

adolescence, as the individual moves into "young adulthood" development 

becomes more complex and involves several additional dimensions. 
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Chickering's (1969) theory of the seven dimensions of the "young adult" 

is comprehensive in its grasp of the complexity of the traditional­

aged college student. This theory has been developed for aiding 

professionals who work closely with college students in an attempt to 

outline the various tasks that may be facilitated during the higher 

education process. Whereas it reflects the need to establish mature 

interpersonal relationships, it also recognizes the complexity of 

the development of identity in the young adult. The division of the 

"young adult" stage of development into vectors aids the researcher 

in translating the steps of development into discrete tasks. There­

fore, Chickering's development theory is appropriate for the investi­

gation of undecidedness in the college student. 

In the midst of developing a sense of individual identity, 

college students are faced with a serious decision they may not be 

equipped to make. As they enter a college situation, they are asked 

to choose an academic major that will be their primary intellectual 

focus for the next four years, but which also is the foundational 

material upon which they are expected to build a future career. The 

responsibility of such an immense task often bewilders and frightens 

entering freshmen. Many students are able to make informed choices 

about their major course of study; others choose, but are not well­

informed about their interests and abilities, the content or require­

ments of the chosen course of study, or the vocational opportunities 

afforded by their choice of majors; and others are incapable of 

making a choice at all. These groups of students may be termed the 

decided, tentatively decided and undecided students, respectively. 



Virginia Gordon (1984), in her book The Undecided College 

Student, suggests that knowledge of students ' developmental stages 

can be used to clarify distinctions between undecided, decided and 

tentatively decided students. She emphasizes that each student is 

unique with regard to maturational development, cognitive and social 

skills, and personality characteristics and needs, and requires an 

individualized approach to advising. 
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Gordon (1981, p. 438) addresses vocational indecision not as 

a state of being, but as a dynamic process: "Undecided students are 

in many stages of vocational development. Counselors and teachers 

can provide the structure and support needed to challenge students to 

move into the next level of vocational maturity." She stresses that 

their strengths need to be examined, and that they need to set goals, 

design plans of action and continually evaluate their progress toward 

their goals. In taking a developmental approach to advising undecided 

students, Gordon emphasizes the importance of recognizing that, since 

students must accomplish certain specific psychosocial and cognitive 

tasks, the content, sequence and timing of special programs to assist 

them is essential. 

Statement of the Problem 

Studies have been conducted for over fifty years on the 

similarities and differences that exist between "decided" students, 

those who have chosen an academic major, and "undecided" students, 

those who have not yet identified an academic major. Various 

personality and academic variables have been used in an attempt to 
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differentiate between these two groups. Undecided students have been 

viewed both as a homogeneous and as a heterogeneous group of students. 

Research has treated undecidedness as both a unitary and a mu1tip1istic 

concept. The problem is that the construct "undecidedness" has not 

been approached from a developmental perspective. 

During the past twenty years, student development has been a 

popular topic in higher education. Not until 1974, however, was an 

instrument designed and validated that could assess student develop­

ment. The need for research into the relationship between development 

and undecidedness has been much discussed, but little research has 

been conducted. 

Purpose of the Study 

The purpose of the study is to investigate the relationships 

between certain components of student development and the construct 

"undec i dednes s, II us i ng th ree 1 eve 1 s of dec i dednes sin co 11 ege 

freshmen: decided, tentatively decided and undecided. This study 

will examine the relationship between these three levels of decided­

ness and developmental test scales, and high school, demographic, 

and personal perception variables. 

Significance of the Study 

Students at The University of Arizona must declare a major 

after completing 55 units of coursework. This requirement is based 

on research showing that students with majors have a lower attrition 

rate than do those who are undecided (Chase and Keene, 1981; Foote, 
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1980; Tit1ey, Tit1ey, and Wolff, 1976). Without an empirically based 

understanding of undecidedness and its relationship to a student's 

level of development, the requirement may be, for many students, a 

mere paper distinction, not a sign of more complex development. Stu­

dents who have chosen majors are in many cases developmentally 

"undecided" because their major decision does not refl ect a well­

developed sense of purpose or an autonomous commitment. This study 

will add to the empirical definition of the construct "undecidedness" 

by showing its relationship to a student's development and, in so 

doing, add to the knowledge of psychological tasks necessary for the 

achievement of purpose and developmental autonomy at the college 

1 evel . 

In the spring of 1987, in response to recommendations of the 

Task Force on Academic Advising, the Provost of The University of 

Arizona allocated funds to the College of Arts and Sciences to 

establish a university-wide program for academically undecided stu­

dents. These students traditionally have a high attrition rate and 

were targeted by the Task Force as having "a great need for develop­

mental, holistic advising" (The University of Arizona, 1987). In 

response to the Task Force report, the College of Arts and Sciences 

instituted a policy that all students must declare a major at the 

completion of 55 units. To assist undecided students in major 

exploration and the expedition of choosing a major, the author of 

this study designed the Advising Center for Exploratory Students 

(ACES), a developmental advising system for undecided students. 



It is this population of students upon whom the following hypotheses 

have been tested. 

Hypotheses 

1. The construct lIundecidedness li cannot be differentiated 

from IIdecidedness li by demographics and high school academic 

information alone. 

2. Of three types of undecided students, those who are 

tentatively decided will have lower high school academic grade point 

averages and class ranks than those who are undecided or decided. 

This will support the findings of Ashby, Wall, and Osipow (1966), 

who found decided and undecided students academically superior to 

tentatively decided students. 

3. Decided students will not be differentiated from 

undecided students on any of the developmental scales in the Student 

Development Task and Lifestyle Inventory. 

4. There will be no significant differences between male 

and female subjects in any of the areas assessed. 

Review of the Literature 

In The Undecided College Student, Virginia Gordon (1984) has 

thoroughly reviewed the literature on the undecided student. She 

divides research on indecision into three categories: studies that 

look at the antecedents to indecision; studies that differentiate 

decided and undecided students; and studies that investigate methods 

that lead undecided students to a decision . 

. _. __ .. _-_ .. _ .. _. -.......... - -_ .. _-_ ..... _---------------
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Goodstein (1965), investigating the difference between 

indecision and indecisiveness, proposed two antecedent conditions 

related to career indecision. First, the person who lacks information 

about himself and the world of work is "vocationally immature" and, 

when failing to make a vocational choice, suffers mild anxiety. On 

the other hand, persons who suffer from antecedent anxiety whenever 

they try to learn about themselves or the world of work postpone 

making the necessary choices or gathering further information. The 

latter condition characterizes a state of "indecisiveness." 

McGowan (1977) tested how career indecision and indecisiveness are 

differentially related to anxiety and vocational maturity. He found 

no statistically significant difference among decided, indecisive and 

undecided groups in anxiety levels and vocational maturity, thus 

calling into question the validity of Goodstein's results. 

In order to understand the personality and demographic factors 

that differentiate vocationally undecided from decided students, 

Ashby, Wall, and Osipow (1966) explored the backgrounds, personalities, 

and college aptitude and achievement of undecided and decided freshmen. 

They chose to study three groups of students: those who were decided, 

undecided and tentatively decided about their career choice. The 

tentatively decided were clearly not committed to a course of study. 

Decided students had higher high-school grades than either undecided 

or tentatively decided. Undecided students scored higher on depen­

dency measures. The three groups were differentiated on aptitude and 

achievement variables. There were no differences among groups on 

personality variables or family and school backgrounds. 

------- ------~----------



23 

Holland and Nichols (1964) studied National Merit finalists 

in an attempt to understand some of the personal attributes which 

contribute to a person's ability to make a vocational decision before 

entering college. Failure to make vocational decisions and the 

tendency to change plans were attributed to personality traits that 

led to achievement and creative performance. They concluded that 

undecided students may have a complex, creative outlook about the 

world, may be confused and unstable, may be poorly informed about 

vocations and may develop more slowly than those who are decided. 

Elton and Rose (1970) studied undecided freshmen at gradua­

tion. They found no differences in personality or ability measures 

among previously undecided, major changers and decided. In a subse­

quent study they concluded that undecided students, though diverse, 

represent a population of adolescents undergoing identity confusion 

(Rose and Elton, 1971). Holland and Holland (1977) found that un­

decided students do not differ from decided students on personal 

characteristics, excepts perhaps their own sense of identity and 

vocational maturity. They suggest that undecided students are 

multiple subtypes rather than unitary types characterized by specific 

personality variables. Jones and Chenery (1980) created an instru­

ment, The Vocational Decision Scale, for dividing vocationally 

undecided students into "relatively homogeneous subgroups" based on 

their reasons for being undecided. 

Appel, Haak, and Witzke (1970) found six meaningful factors 

that describe undecided students: (a) situation-specific choice 
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anxiety, (b) data-seeking orientation, (c) concern with self-identity, 

(d) generalized indecision, (e) multiplicity of interests, and (f) 

humanitarian orientation. 

Although many researchers have attempted to determine the 

difference between undecided and decided students, most have found 

little that is significant (Gordon, 1981). However, Gordon (1985) 

presents the following as notable characteristics of the undecided 

student: 

1. Undecided students constitute a large proportion of 

students on every college campus. 

2. Undecided students are a representative sample of the 

entering freshman ciass. They have multiple interests and the 

ability to succeed, just as decided students do. 

3. Undecided students are often anxious about their major 

and career decisions, however, their anxiety is not debilitating. 

Students who suffer from severe anxiety are usually anxious about 

many more areas of their lives than their major or career choice. 

4. Most undecided students know that they need to seek more 

information about majors and careers and are very willing to seek 

that information in order to make their decisions. 

5. Many students need guidance in decision-making and skills 

identification. Motivation has been cited as a differentiating factor 

between undecided and decided students. Chase and Keene (1981) 

looked at the relationship between major declaration and academic 

motivation, as defined by grade point average and number of 
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accumulated credit hours, and found that students who declare a major 

early not only get higher cumulative grade point averages, but also 

complete more units of coursework. This led them to postulate that 

non-declared students (a) do not exercise maximum academic effort; 

(b) are not as motivated as declared students; (c) lack a clear pur­

pose; and (d) do not participate in college life as much as declared 

students. Many college students change majors frequently, delay or 

avoid choo<sing a major, or "stop out" for one or more semesters. 

Titley, Titley, and Wolff (1976) suggest that these behaviors may be 

indicators of a lack of academic or vocational motivation or a sense 

of purpose. 

Foote (1980) reported similarly that students who had deter­

mined their majors had higher high-school class ranks, ACT/SAT scores, 

cumulative college GPA's and number of completed hours of coursework 

than undetermined students. Furthermore, significantly more deter­

mined students stayed in school to graduation than undetermined 

students. Interestingly, more female students were determined than 

undetermined, and there were no significant differences between ethnic 

groups with respect to being determined or undetermined. 

In a study designed to establish the extent to which uncer­

tainty or tentativeness about an initial major choice is characteristic 

of college freshmen, Titley and Titley (1980) reported that freshmen 

who select a major, but feel uncertain about it are (a) more likely 

to change majors, and (b) more likely to be on a voluntary or 

involuntary attrition list. Of the 72% of an incoming freshman class 
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who had chosen a major, only 26% were quite certain or absolutely 

certain about the majors they had chosen. Only 72% of those who were 

quite certain or absolutely certain (which represented only 20% of 

the entire'class) kept their major to graduation. The remaining 28% 

either changed their major, cancelled registration, transferred or 

withdrew from school. Foote (1980) determined that only 13% of Arts 

and Sciences majors who started college with a major still had that 

major at the end of two years. 

In addition to the student who enters college without a major, 

Gordon (1985) describes two other types of undecided students: major 

changers, those students who enter college with a major, but who 

change at least once for a variety of reasons; and lithe new undecided,1I 

students who are forced to change their major of choice because they 

do not meet grade or course requirements. Up to 75% of decided stu­

dents will change their major at least once before they graduate 

(Foote, 1980; Titley, Titley, and Wolff, 1976). 

Gordon (1985) cites three basic reasons for indecision: lack 

of personal, academic and career information; lack of developmental 

skills, such as decision-making skills; personal and social problems, 

such as values-goals conflicts, interest-abilities conflicts, 

interest-energy conflicts or conflicts with people that they admire 

or want to please. 

Gordon (1982) documents changes in undecided students over 

the past fifty years. Of particular interest in this study are 

changes she recorded at Ohio State University from 1974 to 1980. 
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In 1974, 69% of entering freshmen reported that their reason for being 

in college was lito prepare for an occupation," whereas 19% stated that 

they wanted to "become educated." In 1980, these percentages were 83% 

and 12% respectively. The reason "to find myself" decreased from 4% 

in 1974 to 1% in 1980; and "because my parents expect it" and "for 

social reasons" declined from 3% to 1% over the six-year period. 

Another interesting comparison in this study was that the percentage 

of students at each level of decidedness (completely decided, tenta­

tively decided, somewhat undecided and completely undecided) did not 

change over the six years. 

Much of the research on the undecided student studies career 

or vocational indecision for the purpose of designing strategies for 

helping undecided students become decided. Goodson (1981) designed 

a career development instrument to aid students in both major and 

career indecision. He felt that there are two specific types of 

career development, educational and occupational, and that each should 

be studied and handled separately. Furthermore, he showed that 

declared majors need the same career assistance as undecided students. 

Specifically, both decided and undecided need more data about avail­

able opportunities, coaching in decision-making skills, and more 

information about goals, values and interests. 

Jones and Chenery (1980) designed the Vocational Decision 

Scale around the three questions they felt all counselors should ask 

when working with vocationally undecided students: How decided are 

you about your choice of an occupation or career? How comfortable 
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are you with where you are in the process of making this choice? For 

what reasons are you decided or undecided. A factor analysis of the 

reasons dimension described three factors: that undecided students 

evidence self-uncertainty; that they are not as motivated as decided 

students to seek information about vocations, a factor identified as 

"career-work salience"; and that they are in a transitional phase in 

their own identity development because they were either uninformed 

about their choices or they were in conflict with significant persons 

over their choices. 

One reason that undecided students may not have chosen a 

career is that work is not a significant part of their life. However, 

it may be argued that vocationally undecided students are very moti­

vated to decide on a career, but they are afraid to commit to a 

specific career until they have assessed themselves and their alter­

natives. Greenhaus and Simon (1977, p. 104 ) define career salience 

as lithe relative importance of work and a career in one's total life." 

They found that vocationally undecided have low career salience and 

place less importance on intrinsic work values than those who are 

committed to an occupation. 

Four factors were enumerated by Osipow, Carney, and Barak 

(1976) from A Scale of Vocational Indecision, now known as the Career 

Decision Scale (Osipow et al., 1976) as important in vocational 

decision-making: (a) lack of structure and confidence in approaching 

a career decision-making task; (b) the presence or perception of some 

barrier to decision making; (c) difficulty in deciding among alterna­

tives; (d) a personal conflict in making a decision. 
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Diagnostic assessment of a student's developmental level is 

essential. Hanson (1982a) has pointed out that investigators know 

little about how, when or why students develop. Hanson insists that 

assessment of student development is critical: students must be 

developmentally evaluated (Hanson, 1982a; Kitchener, 1982; Winston, 

Miller, and Prince, 1979); their level of indecision (Ashby, Wall, 

and Osipow, 1966; Fuqua and Hartman, 1983; Goodstein, 1965; Hartman 

dnd Fuqua, 1983) and reasons for indecision (Gordon, 1984; Hartman 

and Fuqua, 1982; Holland and Holland, 1977; Jones and Chenery, 1980) 

determined; and their interests (Hanson, 1982a; Krone and Hanson, 

1982) and decision-making ability (Harren, 1979) evaluated. 

Gordon (1984) suggests that knowledge of students I develop­

mental stages can be used to clarify distinctions between undecided, 

decided and tentatively decided students. She emphasizes that each 

student is unique with regard to maturational development, cognitive 

and social skills, personality characteristics and needs, and requires 

an individualized approach to advising. 

Gordon (1981, p. 438) addresses vocational indecision not as 

a state of being, but as a dynamic process: "Undecided st.udents are 

in many stages of vocational development. Counselors and teachers 

can provide the structure and support needed to challenge students 

to move into the next level of vocational maturity.1I She stresses 

that their strengths need to be examined, and that they need to set 

goals, design plans of action and continually evaluate their progress 

toward their goals. In taking a developmental approach to advising 

- ----.----------
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undecided students, Gordon emphasizes the importance of recognizing 

that since students must accomplish certain specific psychosocial and 

cognitive tasks, the content, sequence and timing of special programs 

to assist them is essential (Gordon, 1984). 

Gary Hanson (1982b) remarks in the conclusion to his book, 

Measuring Student Development, that a connection is almost never made 

between developmental advising programs and student growth. He 

stresses that we need to measure two major domains if we are to under­

stand how students develop throughout their college career: (a) the 

social-cognitive developmental process, and (b) student developmental 

tasks. 

Knefe1kamp and Slepitza (1980) have designed a cognitive­

developmental model of career development based on William Perry's 

(1970) scheme of cognitive development. The model is based on the 

idea that a series of qualitative changes make up a developmental 

sequence in which a student moves from a simplistic categorical view 

to a more complex pluralistic view of career, career planning and 

decision making. 

In order to insure a comprehensive understanding of undecided­

ness, programs specializing in the undecided student should assess the 

following: 

1. reasons for indecision (Gordon, 1984; Hartman and Fuqua, 

1982; Holland and Holland, 1977; Jones and Chenery, 1980). 

2. career decision skills (Appel, Haak, and Witzke, 1970; 

Ware, 1980; Ware and Pogge, 1980). 

----------------- ------



3. degree of indecision (Ashby, Wall, and Osipow, 1966; 

Fuqua and Hartman, 1983; Goodstein, 1965; Hartman and Fuqua, 1983). 
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4. stage of vocational decision making (Crites, 1981; Harren, 

1966; Tiedeman and O'Hara, 1963). 

The following three assessment instruments, when used together, 

will meet the requirements listed above. Jones' (1988) Career Decision 

Profile is a recent revision of Jones and Chenery's (1980) Vocational 

Decision Scale. It assesses decidedness, the student's comfort with 

his level of decidedness, and five reasons for being undecided: Self­

Clarity, which reflects a lack of a clear sense of one's interests, 

skills and abilities; Occupational-Educational Information, which 

indicates a need to gather information about careers and their 

requisite education; Matching Self With a Career, a subscale which 

suggests that subjects have difficulty relating information about 

themselves to what they know about particular careers; Choice-Work 

Salience, the degree to which an individual is motivated to relate his 

interests or abilities to an occupational field; and Decisiveness, 

which measures general indecisiveness. Osipow, Carney, and Barak's 

(1976) Career Decision Scale (Osipow et al., 1976; Osipow, 1987) 

reliably measures and identifies antecedents to educational-vocational 

indecision and distinguishes the career-decided from career-undecided. 

The Student Development Task and Lifestyle Inventory (Winston 

and Miller, 1987) is a recent revision of the Student Development Task 

Inventory-2 (Winston, Miller, and Prince, 1979). It can be used 

rather effectively in measuring student developmental tasks (Mines, 
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(1982). It measures three of Chickering's (1969) seven developmental 

vectors: developing autonomy, developing mature interpersonal rela­

tionships and developing purpose. 



CHAPTER 2 

METHOD 

Subjects 
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The population sample of 1.393 new students to The University 

of Arizona consisted of incoming students attending eight summer 

orientation sessions and the New Start and Summer Bridge Programs at 

The University of Arizona in June and July. 1988. The New Start and 

Summer Bridge Programs are special retention programs for minority 

students and for recipients of financial aid. Participants take 

courses at the university during the summer sessions prior to the 

first semester of their freshman year. The New Start and Summer 

Bridge students who were undecided in their major choice attended an 

orientation session set up especially for them. New Start and Summer 

Bridge participants who had decided on a major attended the sixth 

freshman orientation session. 

Data were collected from all students attending each orienta­

tion session. Due to the voluntary nature of the information gather­

ing. the limited time available. and the pressure to expedite 

registration for fall classes. only 697 assessment packets were usable. 

Visual inspection of the uncompleted protocols did not indicate that 

those subjects excluded from the study were different in any particular 

way from those that were included. However. a bias of some sort could 

have occurred within the sample of those students not completing their 
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packet of questionnaires. A post hoc analysis of variance was con­

ducted to test for significant differences in high school grade point 

average, gender, ethnicity and level of decidedness between those 

subjects who completed the test packets and those who did not complete 

them. 

Ages of subjects ranged from 17 to 24 years of age, with a 

mean age of 17.5 years. Of the participants who handed in usable 

data, 16 (2.3%) were transfer students. The remainder were first-time 

freshmen. There were 429 (61.5%) female subjects and 267 (38.3%) male 

subjects; there was no record of gender for one subject. Subjects 

identified themselves with the following ethnic designations: 

44 (6.3%) Hispanic, 9 (1.3%) Black, 7 (1.0%) Native American, 22 

(3.2%) Asian, 601 (86.2%) White, and 14 (2.0%) Unclassified. This 

sample is representative of the ethnic proportions of the university 

population as a whole (Godwin, 1988) (see Table 1 for comparison). 

Table 1. Percentage Summary of New t1inority Student Enrollment 
at The University of Arizona, Fall 1988* 

N % 

Caucasian and Others 6,229 84.5 

Hispanic 671 9.1 

Asian 210 2.9 

Black 135 l.8 

Native American 128 l.7 

*From Godwin, 1988 

--------------------------------
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Assessment Instruments 

Subjects were given two assessment packets. Packet One con­

tained an Initial Questionnaire, the Career Decision Scale (CDS) 

(Osipow et'al., 1976), the Career Decision Profile (CDP) (Jones, 1988), 

a Student Questionnaire, and a green ten-choice answer sheet. 

Packet Two consisted of the 140-question Student Development Task and 

Lifestyle Inventory (SDTLI) (Winston, Miller, and Prince, 1979). 

Assessment instruments are described below. Following a 

description of each is a review of reliability and validity data 

collected by the authors of each instrument. Reliability measures 

are expressed as Cronbach's (1951) coefficient alpha, an estimate of 

the correlation between two random samples of items taken from the 

same instrument. This is based on the assumption that each item with 

a given instrument measures the same concept. 

Initial (Box) Questionnaire 

The Initial Questionnaire contained questions of three sorts 

as described below (see Appendix A for further detail). 

1. A grouping question (Titley and Titley, 1980) which was 

used to divide subjects into three experimental groups, (a) Undecided, 

(b) Tentatively Decided, and (c) Decided. Grouping was based on the 

response given to the question, "Which of the following statements 

comes closest to the degree of certainty you feel about your major 

selection?" Subjects selected one of the following answers. 

1) I'm really totally decided. 

2) I am not certain; I'm somewhat undecided. 
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3) I think this is what I want, but I might change. 

4) Quite certain; doubt if 1111 change. 

5) Absolutely certain 1111 graduate in this major. 

Subjects who gave the 11111 or 11211 response were placed in the Undecided 

group (U); those who responded with 113 11 were placed in the Tentatively 

Decided group (T); and those responding with either 11411 or 115 11 were 

placed in the Decided group (D). 

2. Questions about their degree of certainty in their career 

choice and their reason for attending the university. 

3. Questions about their perceptions of the likelihood that 

they will complete college successfully and find employment after 

college. 

Career Decision Scale 

The Career Decision Scale (Osipow et al., 1976) is an assess­

ment instrument that assesses levels of career indecision. The scale 

presents 18 statements that people commonly make about their educa­

tional and occupational plans. Subjects were asked to indicate how 

closely each item described their thinking about their career choice 

(see Appendix B for further detail). 

The Career Decision Scale yields two scale scores: The 

Certainty Scale and the Indecision Scale. High scores on the 

Certainty Scale indicate certainty of choice of career and academic 

major. High scores on the Indecision Scale indicate career indecision. 

Two studies support the reliability of the Career Decision 

Scale by reporting test-retest correlations of individual items with 



Indecision Scale scores. Osipow, Carney, and Barak (1976) reported 

.90 and .82 retest correlations on the Indecision Scale for two 

separate samples of college students (n = 50, n = 59, respectively). 

Slaney, Palko-Nonemaker, and Alexander (1981) reported item correla­

tions from 0.19 to 0.70 on the Certainty and Indecision Scale items 

over a period of six weeks, with the total Career Decision Scale 

scores having a 0.70 correlation. These reliability coefficients 

bring into question the earlier reliability found by Osipow, Carney, 

and Barak (1976). 

37 

To substantiate the reliability of the Career Decision Scale, 

this investigator obtained alpha coefficients of the total instrument 

and of each scale. Alpha coefficients were as follows: Total 

(0(= 0.78); Certainty (0(= 0.88); Indecision (oC= 0.85). 

Studies reporting the validity of the Career Decision Scale 

are numerous. Osipow (1987) reports the following validational 

support. (Each reference is a secondary source cited in Osipow, 

1987.) Limburg (1980) found that the Career Decision Scale differ­

entiated decided and undecided students. Older students have been 

reported to show greater decidedness on the Career Decision Scale 

in two studies (Niece and Bradley, 1979; Osipow, 1978). However, 

other studies failed to show age differences (Hartman, 1980; Limburg, 

1980). Some studies have shown significant gender differences: 

males were less undecided (Gordon and Osipow, 1976a; Westbrook, Cutts, 

Madison, and Arcia, 1980); or females were less undecided (Taylor, 

1979a). Other studies found no gender difference (Cellini, 1978; 

Limburg, 1980; Niece and Bradley, 1979; Osipow, Carney, and Barak, 

1976; Sutera, 1977). One study found significant ethnic differences, 



with blacks evidencing greater indecision than whites (Westbrook 

et al., 1980). Normative data for college students in terms of age, 

grade or gender differences in career decision are inconclusive 

(Osipow, 1987). A relationship between career decision and academic 

achievement in first-term freshmen was found for women and the total 

sample, but not males (Osipow and Waddell, 1980). No relationship 

has been found between achievement types and career decision scores 

(Osipow and Waddell, 1980), nor between indecision and aptitude 

(Rogers, 1980). However, a negative relationship was found in 

college students between level of indecision and high academic 

achievement (Ashby et al., 1966; Taylor, 1979b). 

Career Decision Profile 

38 

The Career Decision Profile (Jones, 1988) is a revision of 

the Vocational Decision Scale (Jones, 1977) and includes changes 

designed to improve its ability to measure three dimensions of 

vocational decision (Jones and Chenery, 1980): level of undecided­

ness, subject1s comfort level with undecidedness; and five dimensions 

of career decision needs: (a) matching self with a career, a dimen­

sion which suggests difficulty in relating characteristics about 

oneself to potential careers; (b) self-clarity, a dimension which 

indicates a need for clarification of interests, abilities, values 

and personality; (c) occupational-educational information, a dimension 

which indicates a need for information gathering in the areas of 

occupations and requisite education associated with certain occupa­

tions; (d) decisiveness, a scale on which high scores indicate a 



person who is generally indecisive; and (e) choice-work salience, an 

indication of the relative unimportance of choosing and seeking 

information about an occupation at the time of assessment (see 

Appendix C' for further detail). Jones (1988) provides the following 

reliability and validity data. 
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Decidedness Scale. The retest reliability for the Decidedness 

Scale (n = 111) was 0.66. The alpha coefficient (n = 221) was 0.85. 

Concurrent validity is supported by a 0.77 correlation with 

the Vocational Decision Scale, which had previously correlated 0.61 

with Harrenls (1963, cited in Winston and Miller, 1987) Assessment 

of Career Decision Making; 0.44 with Holland, Gottfredson, and 

Natzigerls (1975) identity scale; and, 0.45 with Greenhaus and Simonis 

(1977) Career Salience Questionnaire. Career Decision Profile was 

correlated -0.46 (p <.0001; n = 111) in the expected direction with 

Slaneyls (1980) index of career indecision. In another test for 

validity, a statistically significant correlation (0.39; n = 111) was 

found between the Decidedness Scale and Greenhaus and Simonis (1977) 

Career Salience Questionnaire. In an effort to support the validity 

of the newly revised Career Decision Profile, concurrent validity 

estimates were taken on the COP using the Career Decision Scale 

(Osipow, Carney, and Barak, 1976) as a criterion measure. 

Comfort Dimension. Jones (1988) reported that the Comfort 

Scale was found to have a retest reliability of 0.76 (n = 111). The 

alpha coefficient for Comfort was 0.82 (n = 221). To verify 
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validity, the correlation between the Comfort Scale and the Vocational 

Decision Scale Comfort Scale was 0.80. The scale was correlated 0.65 

with the Career Decision Profile in its entirety. It was also corre­

lated 0.31 with Slaney's (1980) index of career indecision. 

Reasons Dimension. Jones (1988) reports that five factors 

emerged from a factor analysis of items for the Reasons Dimension. 

Test-retest Pearson product-moment correlations and the alpha coeffi­

cients are given in parentheses, respectively: (a) Matching Self 

with a Career (0.71; 0(= .82), (b) Self-Clarity (0.82; 0(= .75), 

(c) Occupational-Educational Information (0.76; 0(= .74), (d) Deci­

siveness (0.71 ;0\:= .79), and (e) Choice-Work Salience (0.78; 

0<= .73). The sum of these items provides a Total Career Decision 

Profile score (0.86; = .85). The five reasons scales were relatively 

independent of each other, i.e., they had low intercorrelations. For 

the ten intercorrelations, six were 0.22 or less and two were 0.30. 

Validation tests are as follows: 

1. There are statistically significant correlations between 

trait anxiety (Spielberger et al., cited in Jones, 1988) and the 

Decidedness Scale (-0.24), Comfort (-0.53), Matching Self with Career 

(0.26), Self-Clarity (0.48), Occupational-Educational Information 

(0.22), Decisiveness (0.35), and the Total scale (0.37). 

2. There are statistically signicant correlations between 

Career Salience (Greenhaus and Simon, 1977)and Decidedness (0.39), 

Comfort (0.22), Occupational-Educational Information (-0.33), Choice­

Work Salience (-0.45) and the Total scale (-0.32). 
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3. There are statistically significant correlations between 

Identity Achievement Status (Simmons, 1973, cited in Jones, 1988) and 

Decidedness (0.24), Comfort (0.29), Matching Self with Career 

(-0.25), Self-Clarity (-0.39), and the Total scale (-0.26). 

Student Questionnaire 

The Student Questionnaire examines the following information 

about a college student: 

Student's educational pluns 
Student's ranking of The University of Arizona as their 

school of choice 
Parent's income 
Highest level of mother's education 
Highest level of father's education 
Student's academic goals 
Student's vocational goals 
Student's personal goals 

(See Appendix D for further detail.) 

Student Development Task and 
Lifestyle Inventory 

The SDTLI assesses three of Chickering's (1969) seven 

developmental vectors: developing autonomy, developing mature inter­

personal relationships, and developing purpose. Three basic develop-

mental tasks and three scales are assessed by the SDTLI: Establishing 

and Clarifying Purpose Task (PUR), Developing Mature Interpersonal 

Relationships Task (MIR), Developing Academic Autonomy Task (AA), 

Salubrious Lifestyle Scale (SL), Intimacy Scale (INT), and Response 

Bias Scale (RB). Two developmental tasks are further subdivided into 

subtasks. PUR is the sum of the Educational Involvement (EI), Career 

Planning (CP), Lifestyle Planning (LP), Life Management (LM) and 



Cultural Participation (CUP) Subtasks. MIR is the sum of Tolerance 

(TOl), Peer Relationships (PR) and Emotional Autonomy (EA) Subtasks. 

(See Appendix Efor further detail; Appendix F gives the breakdown 

of questions by SDTlI scale and subscale.) 
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Test-retest reliability measures indicate (Winston and Miller, 

1987) that product-moment correlations for all SDTlI scales and sub­

scales (n = 27) ranged between 0.70 and 0.88 over a four-week period 

(all significant at the p <.01 level). 

Internal consistency measurement yielded (Winston and Miller, 

1987) alpha coefficients for a large group of students (n = 1200): 

0.90 on the Purpose scale, 0.75 on the Educational Involvement sub­

scale, 0.80 on the Career Planning subscale, 0.62 on the lifestyle 

Planning subscale, 0.69 on the life Management subscale, a low 0.45 

on the Cultural Participation subscale, 0.76 on the Developing Mature 

Interpersonal Relationships scale, 0.75 on the Peer Relationships 

subscale, a low 0.55 on both the Tolerance and Emotional Autonomy 

subscales, 0.70 on both the Academic Autonomy and Intimacy scales, 

0.71 on the Salubrious lifestyle scale and a low 0.50 on the Response 

Bias scale. The alpha coefficient (n = 954) for the entire inventory 

was 0.93. The three subscales that yielded relatively low coeffi­

cients, Cultural Participation, Tolerance and Emotional Autonomy, 

suggest heterogeneous internal structures that render them inappropri­

ate for research studies. 

Winston and Miller (1987) report validational work on the 

various SDTlI scales and subscales. For the purposes of this study, 

the following correlations are appropriate. 
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Establishing and Clarifying Purpose Task and Its Subtasks. The 

Purpose scale correlated with two scales of the Super et al. (1981) 

Career Development Inventory: Career Planning Scale (0.70) and Career 

Exploration Scale (0.49). When compared to the Omnibus Personality 

Inventory (Heist and Yonge, 1968), Purpose moderately correlated with 

Social Extroversion (0.37), Thinking Introversion (0.34) and Anxiety 

Level (0.32). A relatively low, though statistically significant, 

correlation was found between Purpose and Theoretical Orientation 

(0.26), Personal Integration (0.29) and Autonomy (-0.23). Purpose is 

also moderately correlated (0.47) with Erwin's (1978-1979, cited in 

Winston and Miller, 1987) Confidence Scale. 

High scores on the Purpose Scale seek in-depth 
educational experiences and practical experience 
related to potential future careers. They describe 
themselves as purposeful, goal-oriented, prudent 
risk takers, and good managers of their time and 
money. They carefully analyze their educational, 
career, and personal goals and have made at least 
tentative plans for realizing the kinds of 
futures they desire. They voluntarily participate 
in cultural activities and show an interest in 
supporting the academic community in which they 
live (Winston and Miller, 1987, pp. 27-28). 

Establishing Validity Estimates for Mature Interpersonal 

Relationships Scale and Its Subtasks. The Mines-Jenson Interpersonal 

Relationships Inventory (Hood and Mines, 1986) is based on Chickering's 

(1969) developmental vectors and was designed to measure the same 

tasks as the Mature Interpersonal Relationships Scale of the SDTLI. 

Although MIR correlated 0.37 with Mines-Jenson, Winston and Miller 

(1987) suggest that they do not measure the same constructs. They 

do not, however, elaborate on this suggestion. Five individual 
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items were significantly correlated with MIR: (a) seek friends who 

are quite different from me (0.48), (b) accepting of differen:es in 

other people (0.39), (c) avoid associating with people from different 

races and/or cultures when I can (-0.33), (d) often depend on 

parent(s) to tell me what to do (-0.33), and (e) attending college 

only to get a diploma (-0.29). 

MIR was correlated with Erwin's (1978-1979, cited in Winston 

and Miller, 1987) Confidence Scale (0.51) and with Peterson's (1968) 

Family Independence Scale (0.44). MIR was significantly correlated 

with nine scales from the Omnibus Personality Inventory (Heist and 

Yonge, 1986): (a) Practical Outlook (-0.47), (b) Autonomy (0.43), 

(c) Anxiety Level (0.43), (d) Personal Integration (0.42), (e) Social 

Extroversion (0.37), (f) Altruism (0.36), (g) Thinking Introversion 

(0.29), (h) Complexity (0.29), and (i) Theoretical Orientation (0.27). 

High scorers on Developing Mature Interpersonal Relationships 

Scale describe themselves "as being emotionally independent of peers 

and parents, as being autonomous individuals who feel self-assured 

in their ability to manage their lives, as having low levels of 

anxiety, as accepting of cultural differences in others, and as being 

self-confident individuals" (Winston and Miller, 1987, p. 30). 

Establishing Validity Estimates for Academic Autonomy. The 

Academic Autonomy Scale correlated with Erwin's (1978-1979, cited in 

Winston and Miller, 1987) Confidence Scale (0.49), Peterson's (1968) 

Study Habits Scale (0.49), and Jackson and Hood's (1986) Management 

of Time Scale (0.50). Three scales from the Omnibus Personality 
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}nventory were positively correlated with the Academic Autonomy Scale: 

Anxiety Level (0.52), Personal Integration (0.48), and Altruism 

(0.36). Of eight individual items correlated with Academic Autonomy, 

the following were positively correlated: (a) educationally motivated 

(0.43), (b) manage my time satisfactorily (0.43), (c) intellectually 

stimulated by college (0.34), (d) thoughtful, careful decision-makers 

(0.33), (e) committed to accomplishing goals (0.32), (f) seek in-depth 

educational experiences (0.32), (g) self-motivated (0.32), (h) in 

control of important areas of my life (0.30), and (i) assertive 

(0.28). Negatively correlated items included: (a) frequently tired 

(-0.53), (b) attending college only to get a diploma (-0.40), and (c) 

dislike attending college (-0.35). 

High scorers on the Academic Autonomy Scale describe them­

selves lias being educationally motivated, thoughtful decision-makers, 

intellectually stimulated by college, committed to accomplishing 

goals, self-motivated and assertive. They also report having confi­

dence in themselves and having good time-management skills and study 

habits ll (Winston and Miller, 1987, p. 32). 

Establishing Validity Estimates for the Salubrious Lifestyle 

Scale. Correlations were found between the Salubrious Lifestyle Scale 

and the following scales from the Omnibus Personality Inventory (Heist 

and Yonge, 1968): Social Extroversion (0.30), Personal Integration 

(0.37), and Anxiety Level (0.38). Erwin's (1978-1979, cited in 

Winston and Miller, 1987) Confidence Scale (0.38), Peterson's (1968) 

Study Habits Scale (0.33), and Jackson and Hood's (1986) Emotional 
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Independence-Parents Scale (0.34) were correlated with the Salubrious 

Lifestyle Scale. 

On independent items given, the Salubrious Lifestyle Scale 

significantly correlated with the following items (a) physically fit 

(0.77), (b) pleased with the extent of past accomplishments (0.42), 

(c) am frequently tired (-0.42), (d) self-confident (0.41), (e) manage 

my time satisfactorily (0.40), (f) in control of important areas of 

my life (0.34), (g) like myself as a whole (0.34), (h) concerned about 

maintaining good health (0.29), and (i) assertive (0.29). 

High scorers on the Salubrious Lifestyle Scale describe them­

selves as being "physically fit, self-confident, assertive, good 

managers of their time, self-responsible, in control of their lives, 

and as being satisfied with both their past accomplishments and current 

life as a whole" (Winston and Miller, 1987, p. 32). 

Establishing Validity Estimates for the Intimacy Scale. 

Limited data on the validity of the Intimacy Scale are available at 

this point. It must be considered an experimental scale at present 

(Winston and Miller, 1987); therefore, it has not been used in this 

study. 

Establishing Validity Estimates for the Response Bias Scale. 

The purpose of the Response Bias Scale is to identify subjects who try 

to "fake good" on the entire inventory. According to Winston and 

Miller (1987) approximately 3-5% of the students mark one to two 

response bias items. One percent marked three or more items in the 
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biased direction. In general, there is not a statistically significant 

difference between any SDTLI scale or subscale scores of persons who 

had a Response Bias raw score of 0 or 1. There were, however, ~tatis­

tically significant differences between groups who had scored 0 or 1, 

and groups who had scored between 2 and 5 on the Response Bias Scale. 

There were no statistically significant differences between groups who 

had scored 3, 4, or 5. In all cases subjects with a score of 2 or 

higher had higher T-scores on all SDTLI measures than did groups 

scoring 0 or 1. Winston and Miller (1987), therefore, suggest that 

researchers discard all inventories that have a Response Bias Scale 

of 3 or greater. 

One source of bias, social desirability response set, was 

investigated using the Marlowe-Crowne Social Desirability Scale 

(Crowne and Marlowe, 1960). Statistically significant correlations 

were found with the following SDTLI Scales: Developing Mature Inter­

personal Relationships (-0.32), Academic Autonomy (-0.29), and 

Salubrious Lifestyle (-0.34). Of the SDTLI Subscales, Peer Relation­

ships (-0.46) was the most affected by the social desirability response 

set. Correlations on all SDTLI scales and subscales are negative. 

Students who try to give what they perceive to be socially acceptable 

answers score lower on the SDTLI. 

To address the issue of response bias in the present study, 

frequencies of response bias scores were gathered. A one-way analysis 

of variance was applied to all dependent measures to test for differ­

ences between those who evidenced response bias (those scoring 3, and 



48 

those scoring 4 or 5 according to Winston and Miller (1987) and those 

who did not, scoring 0, 1, or 2). Student-Newman-Keuls procedures 

were applied to variable means to determine which Response Bias 

levels were significantly different from each other. 

It is important to note that validity coefficients, although 

statistically significant, were low for several validity estimates 

that Winston and Miller (1987) made on the SDTLI. When validational. 

support for assessment instruments is low (e.g., less than 0.40) the 

ability of that scale or subscale to define a particular construct 

is poor. Validity coefficients reflect the degree to which a given 

scale or subscale is likely to be in error (Borg, 1987, cited in 

Winston and Miller, 1987). The square of a coefficient defines the 

proportion of the variable associated with the factor in question. 

For instance, a 0.39 validity coefficient between a test scale and a 

criterion measure means that only 15% of the time will the test scale 

be measuring the same construct as the criterion measure. Caution 

must be used in coming to definitive conclusions when using instru-

ments of questionable validity. 

Demographic and High School Information 

The following demographic information was collected from The 

University of Arizona Student Information System on all subjects: 

Gender 
Ethnicity 
Age 
High school grade point average 
High school percentile 
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Procedures 

Approximately 150 students attended each one-hour orientation 

session. They sat in theater seats with lap boards in a large audi­

torium. Packet One was handed out by student helpers. Appendix G 

gives the entire set of instructions. Briefly, students were told the 

purpose of the assessment and given instructions in filling out the 

Packet One (green) answer sheets. An overhead projector was used to 

demonstrate correct marking of the green answer sheet. Approximately 

one-half hour into the assessment period, student helpers handed out 

Packet Two and its blue answer sheet. Students were instructed to 

read the instructions on the instrument and to complete the entire 

questionnaire. Upon completion, students handed in both question­

naires and answer sheets. Student helpers checked each to make sure 

that subjects had written their Student Identification Numbers on 

test booklets and both answer sheets. 

Since the assessment instruments were administered during 

summer orientation, students were anxious to complete the assessment 

and register for classes. However, many did not complete the SDTLI. 

Assessment packets were visually examined for completion of each 

section and for obviously repeated answers. Some individual packets 

were discarded for the following reasons: 

Failure to complete SDTLI 
Failure to complete the Student Questionnaire 
One too many answers, one too few answers or a skipped 

answer, suggesting out-of-sequence marking 
Combinations of the above 
Obvious repetitions in true or false answers on the SDTLI 

------------- - ~-~ 



Obvious patterns on answer sheets 
Failure to supply parent's income or level of education 
Failure to give a correct Student Identification Number 
Subject demographic information not available 

To' assess whether there were significant differences between 

those students who finished the assessment and those whose packets 

were discarded, analysis of variance procedures were used on the 
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following variables: gender, age, ethnicity, high school grade point 

average and percentile. 

Data Analysis 

Hypothesis testing. Discriminant function analysis procedures 

were used to determine the following: 

1. if high school and demographic variables would identify 

level of decidedness; 

2. if SDTLI scales or subscales could be used to identify a 

subject's level of decidedness; 

3. which variables from the demographic, CDS, COP, SDTLI 

and questionnaire variables would most accurately identify a subject's 

level of decidedness; 

4. if combination of variables would identify gender. 

Discriminant analysis is the statistical method of choice 

because it is designed specifically for identifying relationships 

between categorical grouping variables and continuous predictor vari­

ables. This study seeks to identify those variables which contribute 

most significantly to the prediction of membership in one of three 

levels of decidedness: undecided, tentatively decided, and decided. 
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Discriminant analysis will derive a discriminant function, i.e., a 

weighted combination of predictor variables, that will maximize the 

differences between the three criterion groups. In other words, the 

discriminant function will allow the prediction of group membership 

with the smallest number of classification errors. 
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CHAPTER 3 

RESULTS 

To establish the categories for the discriminant function 

analyses, subjects were asked to choose which designation best suited 

them. Their choices were 

1) 11m really totally undecided. 

2) am not certain; 11m somewhat decided. 

3) think this is what I want, but I might change. 

4) Quite certain; doubt if 1111 change. 

5) Absolutely certain 1111 graduate in this major. 

Students in the Undecided (U) group were those responding to choices 

"1" and "2" above. Subjects answering "l" comprised 17.5% (n = 122) 

of the sample. Subjects answering "2" comprised 25.4% (n = 177) of 

the sample. Those giving response "3" were placed in the Tentatively 

Decided (T) group (n = 215, 30.8%). Of those placed in the Decided 

(D) group (n = 182,26.1%),154 (22.0%) marked "4" and 28 (4.0%) 

responded "5." In order words, 42.9% of the sample are undecided, 

30.8% are tentatively decided, and 26.1% of the sample are decided. 

The U, I, and 0 group designations were used as the discriminant 

variables in discriminant function analyses. 

Hypothesis Testing 

Hypothesis l--It was hypothesized that the levels of decided­

ness cannot be differentiated from each other by demographics and 
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high school academic information alone. A discriminant function 

analysis was applied to level of decidedness using gender, ethnicity, 

high school grade point average and class rank. No significant 

discriminant function was found among these four factors that would 

classify students into undecided, tentatively decided and decided 

groups. 

Hypothesis 2--It was hypothesized that the tentatively decided 

subjects would have lower high school grade point averages and class 

ranks that either those who were undecided or decided. Analysis of 

variance procedures were applied to the high school grade point 

average and class ranks of group members. No significant differences 

were found. 

Hypothesis 3--It was hypothesized that no difference would be 

found between decided and undecided students in terms of developmental 

scales in the Student Development Task and Lifestyle Inventory. 

Discriminant analysis was applied to the SDTLI scales to determine 

their predictive ability. One discriminant function was significant 

(Wilks' lambda = .7738; P <.0001) and accounted for 96.9% of the 

variance (Eigenvalue = .2806). Only two variables significantly 

contributed to this function's identification of levels of decided­

ness: Purpose (p <.0001) and Academic Autonomy (p <.01). This 

function would correctly classify subjects into levels of decidedness 

52.8% of the time. Undecided subjects could be classified correctly 

67.2% of the time; Tentatively decided, 31.6% of the time, and 

Decideds, 54.4% of the time (see Table 2). 



Table 2. Percentage of Correct Classification of Decidedness 
Level by Student Development Task and Lifestyle 
Inventory Major Scales 

Number Predicted Group Membership 
Actual Group of Cases U T D 

Undecided 299 201 49 49 
67.2% 16.4% 16.4% 

Tentatively decided 215 72 68 75 
33.5% 31.6% 34.9% 

Decided 182 40 43 99 
22.0% 23.6% 54.4% 

Ungrouped cases 1 a a 
100. 0% 0.0% 0.0% 

Percent of "grouped" cases correctly classified 52.87% 
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Discriminant analysis was applied to SDTLI scales and subscales 

to see if ability to identify levels of decidedness could be improved 

by the use of subscales instead of entire scales. A significant dis­

criminant function (Wilks' lambda (20.9) = .6847; P <.0001) was found 

that included significant contributions from Educational Involvement 

subscale (p <.0000), Career Planning subscale (p <.0000), Lifestyle 

Planning subscale (p <.0000), Life Management subscale (p <.0001), 

Emotional Autonomy subscale (p <.0003), and Academic Autonomy scale 

(p <.0027). Table 3 gives the standardized discriminant function co­

efficients for the significant function. The SDTLI discriminant 

function accounts for 97.5% of the variance (Eigenvalue = .4438). 

Table 4 gives the pooled within-groups correlations between 



Table 3. Standardized Discriminant Function Coefficients 
for SDTLI Scale and Subscales as Classifers 
of Decidedness Level 

SDTLI Scal~/Subscale 

Educational Involvement 
Career Planning 
Life Planning 
Salubrious Lifestyle 
Life Management 
Cul tural Participation 
Tolerance 
Peer Relationships 
Emotional Autonomy 
Academic Autonomy 

Coefficients 

0.66772 
0.51716 
0.10316 

-0.04925 
-0.26234 
-0.14650 
-0.03011 
0.03898 
0.24978 
0.07068 

Table 4. Pooled Within-groups Correlations between SDTLI 
Scale and Subscale Variables and Function 
Classifying Level of Decidedness 

SDTLI Scale/Subscale 

Educational Involvement 
Career Planning 
Life Planning 
Life Management 
Peer Relationships 
Tolerance 
Academic Autonomy 
Emotional Autonomy 
Salubrious Lifestyle 
Cultural Participation 

Pooled Within-groups 
Correlation 

0.84232 
0.77177 
0.46284 
0.24390 
0.12790 

-0.04343 
0.17968 
0.22635 
0.06088 
0.12186 
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discriminating variables and the discriminant function. The function 

allows correct classification 57.2% of the time. Undecided students 

may be correctly classified 71.9% of the time; tentatively decided, 

34.4% of the time; and decided, 59.9% of the time (see Table 5 for 

further deta il ) . 

Table 5. Percentage of Correct Classification of Decidedness 
Level by SDTLI Scales and Subscales 

Number Predicted Group Membership 
Actual Group of Cases U T D 

Undecided 299 215 54 30 
71.9% 18.1 % 10.0% 

Tentatively Decided 215 59 74 82 
27.4% 34.4% 38.1 % 

Decided 182 32 41 109 
17.6% 22.5% 59.9% 

Ungrouped cases 1 0 0 
100.0% 0.0% 0.0% 

Percent of "grouped cases correctly classified 57.18% 

A post hoc Scheffe test was applied to the Purpose and Academic 

Autonomy scales, and the Educational Involvement, Career Planning, Life 

Planning, Lifestyle Management, and Emotional Autonomy subscales to 

determine which group means for level of decidedness were significantly 

different. All three group means were found to be significantly 

different on the Purpose scale (p <.01). On the Educational 
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Involvement and Career Planning subsca1es, group means of all three 

groups were significantly different (p <.01). On the Academic Autonomy 

subsca1e, the decided group was significantly different than the 

undecided and tentatively decided groups at the .05 level; it was 

significantly differently from only the undecided at the .01 level. 

On the Life Planning subsca1e, at the .05 level, all three groups were 

significantly different; at the .01 level undecided students were 

significantly different from tentatively decided and decided. On the 

Life Management and Emotional Autonomy subsca1es, undecided students 

were significantly different from both tentatively decided and 

decided (p <.01). 

Hypothesis 4--It was hypothesized that no significant differ­

ence would be found between male and female subjects on any areas 

assessed. Significant differences were found between males and female 

students on 39 of the 79 variables. No Career Decision Scale scales 

had gender differences; two Career Decision Profile subsca1es and ten 

SDTLI scales and subsca1es had gender differences. See Table 6 for 

significance levels and means for the significant variables. 

Using discriminant analysis on all variables a significant 

discriminant function was calculated (Wi1ks' lambda = .6799; P <.0001). 

Table 7 lists the standardized discriminant function coefficients for 

the function. This function allows correct identification of gender 

76.0% of the time; of female gender 74.9% of the time; and of male 

gender 77.7% of the time (see Table 8 for further detail). 



Table 6. Significant Variables from One-Way Analysis of Variance 
on Gender Using All Variables 

Female 11a1 e 
Variable Hean '·lean 

Rank 78.95 72.16 
High School GPA 3.30 3.24 
Lasting Friendships* 2.71 2.58 
Developing Social Skills* 2.29 2.13 
Participating in Intramural Sports 1.36 1. 79 
Particapating in Student Activities* 2.25 1.93 
Participating in Intercollegiate Sports* .96 1.15 
Being Acquainted with Many* 2.53 2.29 
Becoming a Leader* 2.23 2.17 
Being Involved at College* 2.36 2.07 
Getting Along with Others* 2.26 2.01 
Improving Self-Confidence* 2.32 2.09 
Exploring a Hajor* 2.32 2.12 
First Job in Major Field* 2.28 2.06 
Vocational Interests* 2.27 2.00 
Cultural Activities* 2.01 1.57 
Improving Communication* 2.69 2.47 
Self-Directed Learning* 2.35 2.23 
Importance of Studying Social Sciences* 2.28 2.03 
Importance of Studying Humanities* 2.07 1.86 
Importance of Studying Sciences* 1.28 1. 70 
Level of Degree Planned** 1.43 1.63 
Importance of Being Satisfied with Schoo1*** .29 .47 
Likelihood of Getting a Bachelor's Degree*** .16 .24 
Likelihood of Graduating with Honors*** 1.25 1.09 
Likelihood of Chan9ing Careers 1.08 1.23 
Decidedness about Career# 1.65 1.86 
Response Bias .54 .89 

F Significance Degrees of 
Ratio Level Freedom 

13.98 .0002 and 550 
15.31 .0001 and 693 

7.48 .0064 and 675 
6.84 .0091 and 694 

30.22 .0000 and 694 
25.48 .OOGO and 694 
6.21 .0130 and 694 

19.28 .0000 and 694 
5.52 .0191 and 694 

20.64 .0000 and 694 
12.80 .0004 and 693 
11 .38 .0008 and 694 
8.80 .0031 and 695 

11.05 .0009 and 694 
17.91 .0000 and 695 
42.22 .0000 and 694 
18.67 .0000 and 595 
4.42 .0358 and 695 

15.62 .0001 and 594 
10.23 .0014 and 595 
24.32 .0000 and 695 
6.24 .0127 and 694 

16.20 .0001 and 693 
4.91 .0270 and 694 
7.60 .0060 and 695 
4.21 .0405 and 695 
4.45 .0353 and 694 

22.38 .0000 and 695 

Standard Error 
Female ~lale 

.97 1.69 

.02 .03 

.03 .04 

.04 .05 

.05 .05 

.04 .05 

.05 .06 

.03 .05 

.04 .05 

.04 .05 

.04 .06 

.04 .05 

.04 .05 

.04 .05 

.04 .05 

.04 .06 

.03 .04 

.04 .05 

.04 .05 

.04 .05 

.05 .07 

.05 .07 

.03 .03 

.02 .03 

.04 .04 

.05 .06 

.06 .08 

.04 .06 

U1 
co 



Table 6, continued. 

Female Nale Significance Degrees of Standa r1:i Error 
Variable ~lean rlean Ratio Level 

Mature Relationships+ 18.75 17.35 14.01 .D002 
Academic Autonomy+ 5.43 5.02 4.91 .0270 
Peer Relationships+ 7.89 7.30 9.13 .0026 
To1erance+ 6.38 5.53 34.32 .0000 
Intimacy+ 9.24 7.71 11.80 .0006 
Cultural Participation+ 3.52 3.28 4.29 .0387 
Life Management+ 8.61 8.06 5.47 .0196 
Salubrious Lifesty1e+ 4.84 5.27 7.31 .0070 
Career P1anning+ 6.01 6.76 5.53 .0189 
Decisiveness++ 10.82 9.74 6.73 .0097 
Occupational-Educational Information+++ 15.86 14.82 6.74 .0096 

*Note. Means of variables are based on the following scale: 

**Note. 
o = Very good chance; 1 = Some chance; 2 = Very little chance; 3 = No chance 

Means of variables are based on the following scale: 

Freedom Female ,a;e 

and 695 .23. .30 
and 695 .12 .14 
and 695 .12 .15 
and 695 .09 .12 
and 695 .29 .32 
and 695 .07 .09 
and 695 .14 .19 
and 695 .10 .12 
and 695 .19 .25 
and 695 .27 .31 
and 695 .25 .31 

***Note. 
o = Bachelor's degree; 1 = Naster's degree; 2 = Professional degree (law, medicine); 3 Doctoral degree 

r1eans of variables are based on the fol101'ling scale: 

+Note. 
++Note. 

+++Note. 
#Note. 

o = Not important; 1 = r'loderate1y important; 2 = Important; 3 = Very important 
Higher score = Greater number of developmental tasks completed 
Higher score = More indecisiveness 
Higher score = Needs more information 
Means of variables are based on the following scale: 

o = I'm really totally undecided; 1 = Not certain, I'm somewhat undecided; 2 = I think I know what 
want, but I might change; 3 = Quite cel·tain, doubt if I'll change; 4 = Absolutely certain I'll 
pursue my present choice of careers 

Ul 
1.0 



Table 7. Standardized Discriminant Function Coefficients 
for Variables Classifying Gender 

Varlable Coefficients 

Matching Self with Career 
Occupational/Educational Information 
Decisiveness 
Career Planning 
Salubrious Lifestyle 
Life Management 
Intimacy 
Tolerance 
Peer Relationships 
Academic Autonomy 
Mature Relationships 
Likelihood of Honors 
Likelihood of Completing Degree 
Likelihood of Stopping Out 
Likelihood of Satisfaction with College 
Marrying in One Year 
Importance of Science 
Importance of Humanities 
Importance of Social Sciences 
Self-directed Learning 
Improving Communication 
Cultural Interests 
Vocational Interests 
First Job in Major Field 
Self-confidence 
Getting Along with Others 
Being Involved at College 
Becoming a Leader 
Being Acquainted with Many 
Participating in Intercollegiate Sports 
Student Activities 
Intramural Sports 
Developing Social Skills 
Developing Lasting Friendships 
High School GPA 

-0.01495 
-0.03089 
0.11616 

-0.16757 
-0.29435 
0.24073 
0.27184 
0.59155 
0.33416 
0.16517 

-0.57938 
0.34951 

-0.03529 
0.19897 

-0.23106 
-0.05578 
-0.26709 
-0.07583 
0.14211 
0.00979 
0.03449 
0.27253 
0.07398 
0.13344 
0.10886 
0.04338 
0.23756 

-0.10859 
0.07043 
0.15975 
0.24012 

-0.48640 
-0.07969 
-0.14954 
0.31793 
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Table 8. Percentage of Correct Classification of Gender 
from Significant Variables 

Number Predicted Group Membership 
Actual Group of Cases Female Male 

Female 414 310 104 
74.9% 25.1 % 

Hale 256 57 199 
22.3% 77.7% 

Ungrouped cases 1 0 
100.0% 0.0% 

Percent of "grouped" cases correctly classified 75.97% 

Using discriminant analysis on the factors that had the 
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highest significance, a discriminant function was calculated that was 

significant (Wilks' lambda = .7791; p <.0001). Table 9 gives the 

standardized discriminant function coefficients for the significant 

function. This function allows correct identification of gender 

70.6% of the time; of female gender 69.6% of the time; and of male 

gender 72.2% of the time (see Table 10 for further detail). 

Additional Discriminant Analysis 

All variables except the CDS Certainty scale and the COP 

Decidedness scale were used in discriminant analysis to determine a 

discriminant function that would identify the level of decidedness. 

Two significant functions were calculated (Function 1: Wilks' 

lambda = .4388, p.<OOOl; Function 2: Wilks' lambda = .8527, p <.0059). 
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Function 1 accounts for 84.5% of the variance (Eigenvalue = .9432); 

Function 2 accounts for 15.5% of the variance (Eigenvalue = .1728). 

Significant factors in group classification are listed in Table 11. 

Using these two functions group membership may be correctly identified 

68.4% of the time. Undecided students may be classified correctly 

74.1% of the time; tentatively decided, 55.9% of the time; and 

decided, 73.5% of the time (see Table 12 for further detail). 

Several discriminant analyses were applied to combinations of 

significant variables. Two discriminant functions using nine variables 

were able to approximate the percentages of correct classification by 

the entire set of variables. These functions were significant 

(Function 1: Wilks' lambda .5508, p <.0001; Function 2: Wilks' 

lambda = .9575, P <.0002). The first function accounted for 94.3% of 

the variance (Eigenvalue = .7385); Function 2 accounted for 5.7% of 

the variance (Eigenvalue = .0444). Table 13 shows the list of signifi­

cant variables used in both abbreviated discriminant functions. 

Table 14 lists standardized discriminant function coefficients. The 

abbreviated function was able to identify correctly the level of 

decidedness 63.5% of the time. Undecided students were correctly 

classified 73.5% of the time; tentatively decided, 43.7% of the time; 

and decided students, 70.3% of the time (see Table 15 for further 

deta il ). 

Adding five more variables to the function improved the 

ability to classify groups. Two significant functions were computed 

(Function 1: Wilks' lambda = .5154, P <.0001; Function 2: Wilks' 

--~~---------------- ~--



Table 9. Standardized Discriminant Function Coefficients for 
Several Good Classifiers of Gender 

Variable Coefficient 

Tolerance 
Satisfaction with College 
Importance of Studying Science 
Importance of Studying Humanities 
Improving Communication 
Cultural Activities 
Vocational Interests 
Becoming Involved on Campus 
Involved in Student Activities 
Participating in Intramural Sports 
High School GPA 

0.35220 
-0.21631 
-0.43867 
-0.07495 
0.07710 
0.31581 
0.17727 
0.24263 
0.23820 

-0.51037 
0.27440 
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Table 10. Percentage of Correct Classification of Gender by High 
School Grade Point Average and Several Significant Variables 

Number Predicted Group Membership 
Actual Group of Cases Female Male 

Female 428 298 130 
69.6% 30.4% 

Mal e 263 73 190 
27.8% 72.2% 

Percent of "grouped" cases correctly classified 70.62% 



Table 11. Significant Variables in Classification 
of Level of Decidedness 

Wilk~ Lambda (U-Statistic) and Univariate F-Ratio 
with 2 and '651 Degrees of Freedom 

Variable \~i 1 ks I Lambda 

Indecision 0.82493 

F 

69.08 
Comfort 0.72468 123.70 
Matching Self with Career 0.85139 56.82 
Self-Clarity 0.87730 45.52 
Occupational-Educational 0.84608 59.22 

Information 
Decisiveness 0.94854 17.66 
Choice-Work Salience 0.87318 47.27 
Total CDP 0.79014 86.45 
Educational Involvement 0.76078 102.40 
Career Planning 0.79523 83.82 
Life Planning 0.90300 34.96 
Life Management 0.97197 9.387 
Cultural Participation 0.99062 3.083 
Purpose 0.80221 80.26 
Emotional Autonomy 0.97943 6.835 
Academic Autonomy 0.98244 5.817 
Likelihood of Failing Course 0.98538 4.829 
Likelihood of Graduating 0.98045 6.492 

with Honors 
Likelihood of B Average 0.98289 5.667 
Likelihood of Stopping Out 0.97737 7.535 
Likelihood of Transferring 0.98797 3.965 
Likelihood of Dropping Out 0.98969 3.392 
Satisfaction with College 0.98286 5.675 
First Job in Major Field 0.98911 3.584 
Level of Degree Planned 0.90767 33.11 
Level of Mother1s Education 0.98092 6.332 
Importance of Studying Science 0.97527 8.253 
Importance of Studying 0.97810 7.287 

Social Science 
Importance of Getting High Grades 0.97569 8.111 
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Significance 

0.0000 
0.0000 
0.0000 
0.0000 
0.0000 

0.0000 
0.0000 
0.0000 
0.0000 
0.0000 
0.0000 
0.0001 
0.0465 
0.0000 
0.0012 
0.0031 
0.0083 
0.0016 

0.0036 
0.0006 
0.0194 
0.0342 
0.0036 
0.0283 
0.0000 
0.0019 
0.0003 
0.0007 

0.0003 



Table 12. Percentage of Correct Classification of Level of 
Decidedness by Significant Variables 
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Number Predicted Group Membership 
Actual Group of Cases U T D 

Undecided 282 209 51 22 
74.1 % 18.1 % 7.8% 

Tentatively Decided 202 48 113 41 
23.8% 55.9% 20.3% 

Decided 170 13 32 125 
7.6% 18.8% 73.5% 

Ungrouped Cases 1 0 0 
100.0% 0.0% 0.0% 

Percent of "grouped" cases correctly classified 68.35% 

Table 13. Significant Variables Which Classify Level of 
Decidedness from Abbreviated Discriminant Function 

Wi1ks ' Lambda {U-Statistic} and Univariate F-Ratio 
with 2 and 692 Degrees of Freedom 

Variabl e 

Indecision 
Comfort 
Decisiveness 
Choice-Work Salience 
Educational Involvement 
Career Planning 
Life Management 
Degree Planned 
Likelihood of High Grades 

---- -------------------

l1ilks' Lambda 

0.83504 
0.71393 
0.95095 
0.86787 
0.76035 
0.79085 
0.97474 
0.91375 
0.97319 

F 

68.35 
138.60 
17.85 
52.68 

109.10 
91.50 
8.965 

32.66 
9.530 

Significance 

0.0000 
0.0000 
0.0000 
0.0000 
0.0000 
0.0000 
0.0001 
0.0000 
O. 0001 



Table 14. Standardized Discriminant Function Coefficients for Two 
Abbreviated Functions Classifying Level of Decidedness 

Scales/Subscales 

Indecision 
Comfort 
Decisiveness 
Choice-Work Salience 
Educational Involvement 
Career Planning 
Life Management 
Degree Planned 
Likelihood of High Grades 

Coefficients 
Function 1 Function 2 

-0.21048 
0.48216 
0.03388 

-0.31743 
0.45094 
0.17538 

-0.21993 
0.24080 

-0.15991 

0.63952 
-0.43308 
-0.22025 
-0.03020 
0.59177 
0.25955 

-0.11588 
0.09737 
0.08831 
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Table 15. Percentage of Correct Qassification of Level of Decidedness 
Using an Abbreviated List of Discriminant Variables 

Number Predicted Group Membership 
Actual Group of Cases U T D 

Undecided 298 219 50 29 
73.5% 16.8% 9.7% 

Tentatively Decided 215 58 94 63 
27.0% 43.7% 29.3% 

Decided 182 10 44 128 
5.5% 24.2% 70.3% 

Ungrouped Cases 1 0 0 
100.0% 0.0% 0.0% 

Percent of "grouped" cases correctly classified 63.45% 
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lambda = .9164, P <.0001). Function 1 accounted for 89.5% of the 

variance (Eigenvalue = .7780); whereas Function 2 accounted for 10.5% 

of the variance (Eigenvalue = .0912). Table 16 shows the list of 

significant variables. Table 17 gives the standardized discriminant 

function coefficients for the significant function. The overall 

ability to identify group membership correctly was increased to 66.4%; 

ability to classify undecided students dropped slightly to 72.7% of 

the time; tentatively decided increased to 50.0% of the time; and 

decided increased to 75.1% of the time (see Table 18 for more 

information). 

Table 16. Variables Which Significantly Identify 
Level of Decidedness 

Wilks' Lambda (U-Statistic) and Univariate F-Ratio 
with 2 and 687 Degrees of Freedom 

Variable Wilks' Lambda F 

Indecision 0.83780 66.50 
Comfort 0.71579 136.40 
Decisiveness 0.95244 17.15 
Choice-Work Salience 0.86751 52.46 
Educational Involvement 0.76020 108.40 
Career Planning 0.79162 90.42 
Life Management 0.97397 9.184 
Degree Planned 0.91433 32.18 
Likelihood of High Grades 0.97300 9.531 
Level of Parents' Income 0.98240 6.154 
Level of Mother's Education 0.97953 7.180 
Academic Autonomy 0.98398 5.592 
Self-Clarity 0.87478 49.17 
Occupational-Educational 0.84959 50.81 

Information 
Likelihood of Failing Course 0.98448 5.414 

Significance 

0.0000 
0.0000 
0.0000 
0.0000 
0.0000 
0.0000 
0.0001 
0.0000 
0.0001 
0.0022 
0.0008 
0.0039 
0.0000 
0.0000 

0.0046 



Table 17. Standardized Discriminant Function Coefficients for 
Best Discriminant Function in Classifying 
Levels of Decidedness 

Coefficients 
Variables Function 1 Function 2 

Indecision 
Comfort 
Decisiveness 
Choice-Work Salience 
Educational Involvement 
Career Planning 
Life Management 
Degree Planned 
Likelihood of High Grades 
Level of Parents I Income 
Level of Mother's Education 
Academic Autonomy 
Self-Clarity 
Occupational-Educational 

Information 
Likelihood of Failing Course 

-0.18653 
0.42435 
0.08652 

-0.27479 
0.44834 
0.15215 

-0.16962 
0.23975 

-0.12842 
-0.07960 
-0.09973 
-0.00896 
-0.00794 

-0.20702 
-0.07393 

0.30154 
-0.08001 
-0.35977 
-0.19720 
0.45297 
0.20738 

-0.15723 
0.11545 

-0.06822 
0.22580 
0.10631 

-0.08176 
0.37943 

0.39178 
0.39638 
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Table 18. Percentage of Correct Classification of Level 
of Decidedness Using Key Variables 

Number Predicted Group 
Actual Group of Cases U T 

Undecided 297 216 58 
72.7% 19.5% 

Tentatively Undecided 212 57 106 
26.9% 50.0% 

Decided 181 12 33 
6.6% 18.2% 

Ungrouped Cases 0 0 
0.0% 0.0% 

Percent of "grouped" cases correctly classified 

Membership 
D 

23 
7.7% 

49 
23.1 % 

136 
75.1 % 

1 
100.0% 

66.38% 

One last discriminant function analysis was conducted by 
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removing Academic Autonomy. The percentage of correct classifications 

changed minimally. Finally, by adding the CDS Certainty scale and the 

CDP Decidedness scale, percentage of correct classifications was 

improved to an overall 70.6%; 74.1% for undecided; 59.9% for tenta-

tive1y decided; and 77.3% for decided (see Table 19 for further 

detail) . 



Table 19. Percentage of Correct Classification of Level of 
Decidedness After Removing Academic Autonomy and Adding 
CDS Certainty Scale and CDP Decidedness Scale 

Number Predicted Group Membership 
Actual Group of Cases U T D 

Undecided 297 220 63 14 
74.1 % 21.2% 4.7% 

Tentatively Decided 212 36 127 49 
17.0% 59.9% 23.1 % 

Decided 181 3 38 140 
l. 7% 21.0% 77 .3% 

Ungrouped Cases 0 0 1 
0.0% 0.0% 100.0% 

Percent of "grouped" cases correctly classified 70.58% 

Questionnaire Variables 
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Subjects were asked to report the highest degree they sought 

(see Table 20), whether The University of Arizona was their first, 

second, third or lower choice (see Table 21), their parents I combined 

income (see Table 22), the level of both mother's (see Table 23) and 

father's education (see Table 24), and their reason for attending the 

university (see Table 25). The primary reason for attending the 

university was "to prepare for an occupation" (62.3%); the secondary 

reason was "to become an educated person" (31.9%). See Appendix H 

for remaining results. 



Table 20. Response Frequencies for Highest Degree Planned 

Response Value Frequency Percent 

Bachelor's Degree 0 134 19.2 
Master's Degree 1 216 31.0 
Professional (Law, 

Medicine) 2 205 29.4 
Doctorate 3 141 20.2 

1 . 1 

Total 697 100.0 

Table 21. Response Frequencies to University of Arizona 
as the College of Choice 

Response 

First Choice 
Second Choice 
Third Choice 
Less Than Third Choice 

Total 

Value 

0 
1 
2 
3 
6 
7 

Frequency Percent 

431 61.8 
179 25.7 

54 7.7 
29 4.2 
1 .1 
1 .1 
2 .3 

697 100.0 

71 

Cum 
Percent 

19.3 
50.3 

79.7 
100.0 

Cum 
Percent 

62.0 
87.8 
95.5 
99.7 

100.0 
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Table 22. Response Frequencies of Parents' Combined Income 

Cum 
Response Value Frequency Percent Percent 

l.ess than $9999 0 15 2.2 2.2 
$10000-19999 1 28 4.0 6.2 
$20000-29999 2 50 7.2 13.4 
$30000-39999 3 89 12.8 26.2 
$40000-49999 4 66 9.5 35.7 
$50000-59999 5 87 12.5 48.3 
$60000-74999 6 112 16.1 64.4 
$75000-99999 7 91 13.1 77 .5 
$100000·-149999 8 70 10.0 87.6 
$150000 or more 9 86 12.3 100.0 

3 .4 

Total 697 100.0 

Table 23. Response Frequencies for Mother's Level of Education 

Cum 
Response Value Frequency Percent Percent 

Grammar School or Less 0 12 1.7 1.7 
Some High School 1 12 1.7 3.4 
High School Graduate 2 102 14.6 18.1 
Postsecondary School 3 40 5.7 23.9 
Some College 4 174 25.0 48.9 
College Degree 5 180 25.8 74.7 
Some Graduate School 6 50 7.2 81.9 
Master's Degree 7 104 14.9 96.8 
Doctoral Degree 8 22 3.2 100.0 

1 . 1 

Total 697 100.0 
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Table 24. Response Frequencies for Father's Level of Education 

Response Value Frequency Percent 

Grammar School or Less 0 10 1.4 
Some High School 1 16 2.3 
High School Graduate 2 63 9.0 
Postsecondary School 3 19 2.7 
Some College 4 101 14.5 
Coll ege Degree 5 188 27.0 
Some Graduate School 6 43 6.2 
Master's Degree 7 145 20.8 
Doctoral Degree 8 103 14.8 

9 6 .9 
3 .4 

Total 697 100.0 

Table 25. Response Frequencies of Student's Reason for 
Attending the University 

Response Value Frequency Percent 

To Prepare for an 
Occupation 0 434 62.3 

Become an Educated Person 1 222 31.9 
Because My Parents Expect It 2 5 .7 
For Social Opportunities 3 3 .4 
Because My Friends Are 4 22 3.2 
To Find Myself 5 9 1.3 
Other 6 2 .3 

Total 697 100.0 

Cum 
Percent 

1.4 
3.7 

12.8 
15.6 
30.1 
57.2 
63.4 
84.3 
99.1 

Cum 
Percent 

62.3 
94.1 
94.8 
95.3 
98.4 
99.7 

100.0 
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Post Hoc Analyses 

Orientation 

A post hoc analysis of variance was conducted to determine if 

there were significant differences in high school grade point average, 

gender, ethnicity and level of decidedness between subjects who com­

pleted the assessment packets and those who did not. Significant 

difference was found in grade point averages (£(1,1140) = 14.40; 

p <.0002; see Table 26 for further detail). No significant differ-

ences were found in gender, ethnicity or level of decidedness. 

Table 26. Mean Grade Point Averages Across Orientation Sessions 

Standard 
Session Count Mean Deviation 

Orientation 88 3.2685 .4946 
Orientation 2 66 3.3237 .4433 
Orientation 3 79 3.3113 .5988 
Orientation 4 110 3.3481 .5184 
Orientation 5 85 3.2132 .5299 
Orientation 6 (includes 88 3.1851 .4973 

New Start/Summer Bridge) 
Orientation 7 81 3.1459 .5634 
Orientation 8 69 3.1063 .4233 
New Start/Summer Bridge 31 3.0534 .4272 

Undecided 

Total 695 3.2339 .5156 
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Post hoc analysis of variance procedures were used to check 

for a significant difference between students attending each of the 

eight orientation sessions and the New Start/Summer Bridge Programs. 

No significant difference was found between orientation sessions and 

level of decidedness, gender or degree sought. A significant differ­

ence in high school grade point average was found across orientation 

sessions (£(8,686) = 2.6584; p <.01; see Table 26 for mean grade 

point averages per session}. A significant difference was also found 

in the reported parental income (£(8,864) = 8.864 = 3.409; P <.001; 

see Table 27} and ethnicity (£(5,694) = 11.89; P <.0001; see Table 28}. 

Since the different ethnic groups were coded, the means do not give 

information about ethnic distribution. See Table 29 for the 

distribution of ethnic groups across orientation sessions. 



Table 27. Mean Parental Income Per Orientation Session 

Standard 
Session Count Mean Deviation 

Orientation 1 86 6.2907 1 .9992 
Orientation 2 67 5.3433 2.2999 
Orientation 3 79 5.2658 2.4375 
Orientation 4 110 5.4455 2.3757 
Orientation 5 84 5.4643 2.3513 
Orientation 6 (includes 87 5.2644 2.5901 

New Start/Summer Bridge) 
Orientation 7 80 5.0000 2.3760 
Orientation 8 69 5.5507 2.5178 
New Start/Summer Bridge 31 3.9032 2.7490 

Undecided 

Total 693 5.3896 2.4230 

Note: Means are calculated from the ordinal value assigned to 
each income level (see below). The value scale is not 
equal interval, therefore means are only useful as an 
approximation of income level. 

Assigned Income Value 

o 
1 
2 
3 
4 
5 
6 
7 
8 
9 

Income Level 

Less than $9999 
$10000-19999 
$20000-29999 
$30000-39999 
$40000-49999 
$50000-59999 
$60000-74999 
$75000-99999 
$100000-149999 
$150000 or more 
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Table 28. Results of Analysis of Variance Comparing Ethnic 
Distribution at Orientation Sessions 

Analysis of Variance 
Orientation by Ethnicity 

Sum of Mean F 
Source D.F. Squares Squares Ratio 

Between Groups 5 305.9453 61.1891 11 .8917 

Within Groups 689 3545.2691 5.1455 

Total 694 3851.2144 

------ - - - - - ------

Standard 
Group Count Mean Deviation 

Asian 22 3.7273 2.1643 

Native American 7 6.5714 .9759 

White 601 3.4542 2.2836 

Black 9 6.5556 2.5550 

Hispanic 44 5.4773 2.3076 

Unclassified 12 3.5000 1.6787 

Total 695 3.6633 2.3557 
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F 
Prob. 

.0000 

------

Standard 
Error 

.4614 

.3689 

.0932 

.8517 

.3479 

.4846 

.0894 



Table 29. Distribution of Ethnicity by Orientation Session 

Session Unclassified Black Hispanic 

Orientation 1 

Orientation 2 

Orientation 3 2 5 

Orientation 4 5 3 

Orientation 5 

Orientation 6 12 

Orientation 7 4 3 

Orientation 8 .... 5 .,) 

New Start/Summer Bridge 
Undecided 4 13 

Column 14 9 44 

Total 2.0 1.3 6.3 

Native 
American Oriental White. 

2 81 

64 

3 69 

5 97 

3 80 

4 71 

2 70 

3 2 56 

12 

7 22 600 

1.0 3.2 86.2 

Row 
Total 

86 
12.4 

67 
9.6 

79 
11.4 
110 

15.8 
85 

12.2 
88 

12.6 
81 

11.6 
69 

9.9 

31 
4.5 

696 

100.0 

N 
co 
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Response Bias 

A one-way analysis of variance was applied to all variables 

using the SDTLI Response Bias scale as the dependent measure. Signifi­

cant main effects were found on SDTU scales and subscales. Single­

question variables dealing with lasting friendships, verbal 

communication, cultural understanding, and intramural and inter-

collegiate sports were significant. No evidence of response bias was 

found on either the CDP or the CDS scales or subscales. Table 30 - -
gives the distribution of subjects on each of the Response Bias 

scores. See Table 31 for a summary of effects. 

Table 30. Distribution of Subjects on Response Bias Scores 

Response 
Bias Cum 

Score Frequency Percent Percent 

0 405 58.1 58.1 

167 24.0 82.1 

2 77 11 .0 93.1 

3 41 5.9 99.0 

4 7 1.0 100.0 

Total 697 100.0 

------- ------------------



Table 31. Results of One-Way Analysis of Variance with Significant Single Question 
Variables Using Response Bias as the Dependent Measure 

Mean Score on Variable When SNK* 
Response Bias Score is: F F Significance 

Variable 0 1 2 3 4 Ratio Prob. Between 

Lasting 2.70 2.71 2.53 2.45 2.43 3.10 .0153 o and 2, 3 
Friendships** 

Effective 2.65 2.62 2.43 2.44 2.43* 2.84 .0237 o and 2 
Communication** 

Cultural 1.90 1.87 1.60 1.61 * 2.00 2.68 .0309 o and 2 
Understanding** 

Intramural 1.50 1.41 1.80 1. 73 1.43 2.40 .0487 1 and 2 
Sports** 

Intercollegiate 0.99 0.99 1.37 1.10 0.86 2.51 .0407 0, 1 and 2 
Sports** 

*Note. The Student-Newman-Keuls Procedure takes into account unequal group count and 
the standard error for each group, therefore, equal means mayor may not be 
significant. 

**Note. Means of these variables are based on the following raw scores: 
1 = Not important 
2 = Moderately important 
3 = Important 
4 = Very important o:l 

o 
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A response bias effect was found on the SDTLI Purpose scale 

between subjects with a 0 Response Bias score and those with scores of 

2 and 3 (F(4,696) = 3.33; P <.01). Accounting for the significant 

results on'the Purpose scale were significant results on three of its 

five subscales: Educational Involvement (£(4,696) = 2.81; P <.0246), 

Career Planning (£(4.696) = 7.73; p <.0001) and Cultural Participation 

(F(4,696) = 3.55; P <.0071). On Educational Involvement significance 

was found between those scoring 2 on the Response Bias scale and those 

scoring 0 or 1 (p <.05). On Career Planning those who scored 2 or 3 

were significantly different (p <.05) from those who scored 0 or 1. 

On Cultural Participation significance was found between those who 

scored 0 and those who scored 1. 

The Mature Interpersonal Relationship scale also showed a 

significant response bias effect (F(4,696) = 16.63; P <.0000). Those 

who scored 0 were significantly different (p <.05) on the MIR scale 

than those who scored 1, 2, 3 or 4. Those who scored 1 on the Response 

Bias scale were significantly different (p <.05) than those whose 

scores were 2 or 3. Accounting for the response bias results on the 

MIR were significant results on its three subscales: Peer Relation­

ships (£(4,696) = 7.58; P <.0001), Emotional Autonomy (£(4,496) = 4.35; 

p <.0017), and Tolerance (£(4,696) = 24.84; P <.0000). Significance 

(p <.05) was found on the Emotional Autonomy subscale between those 

who scored 0 and those who scored 1, 2, or 3 on the Response Bias 

scale. On the Peer Relationship subscale those who scored 0 were 

significantly different (p <.05) than those who scored 1, 2, 3 or 4; 



those who scored 1 were different (p <.05) than those who scored 3. 

On the Tolerance subscale those who scored 0 were significantly 

different than those who scored 1, 2, 3 or 4; those with a score of 

1 were different than those who scored 2, 3, or 4. 

Validation Estimate 
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The Career Decision Scale was used as a criterion measure to 

support the validity of the Career Decision Profile. Validity co­

efficient between both measures was -0.24; between CDS Certainty and 

COP Decidedness scales 0.64; between COP Comfort subscale and CDS 

Indecision 0.49; between COP Total and CDS Indecision 0.49; between 

COP Comfort and CDS Certainty 0.54; between Decidedness and CDS 

Indecision -0.46; and between Decidedness and CDS Certainty 0.64. 

See Table 32 for the correlation matrix between the COP, CDS, and 

related SDTLI scales and subscales. 

Additional validational support for the Career Decision 

Profile is provided by correlations with SDTLI scales and subscales. 

The COP Decidedness scale correlates with Educational Involvement 

(0.45), with Career Planning (0.52), and with Purpose (0.47). The 

COP Comfort scale correlates with Educational Involvement (0.45), 

Career Planning (0.47), and Purpose (0.47). The COP Total scale 

correlates with Purpose (0.40). 

Further support of COP validity comes from correlations with 

four questions from the initial questionnaire: 1) the grouping 

question that asked subjects to choose the statement which came 

closest to the degree of certainty they felt about their major 



Table 32. Correlation Matrix Showing Degree of Relationship of CDP to CDS 
and Related SDTLI Variables 

Career Decision Profile 
Scales and Subsca1es* 

Grouping Variable Decid Comfort Matslf +Slfc1r + Occedu + Decisv +Choicwk = Total 

Major 0.669 0.537 -0.375 -0.355 -0.368 -0.230 -0.381 -0.468 

CDS 
Certainty 0.636 0.543 -0.412 -0.359 -0.383 -0.280 -0.394 -0.478 

Indecision -0.462 -0.486 0.480 0.344 0.411 0.307 0.253 0.488 

SDTU 
Purpose 0.447 0.448 -0.304 -0.316 -0.249 -0.266 -0.256 -0.374 

Career Planning 0.520 0.474 -0.311 -0.262 -0.287 -0.276 -0.349 -0.372 

Life Planning 0.342 0.362 -0.231 -0.280 -0.223 -0.270 -0.282 -0.342 

Educational 0.447 0.448 -0.304 -0.316 -0.249 -0.266 -0.256 -0.374 
Involvement 

Life Management 0.194 0.224 -0.121 -0.250 -0.096 -0.251 -0.148 -0.211 

*Note. Key to abbreviations 
Decid = Decidedness 
Mats1f = Matching Self with Career 
Slfc1r = Self-Clarity 
Occedu = Occupational-Educational Information 
Decisv = Decisiveness 
Choicwk = Choice-Work Salience 
Total = Mats1f + Slfc1r + Occedu + Decisv + Choicwk 

co 
w 



selection; 2) a similar question about the degree of certainty they 

felt about their career selection; 3) the chance that they would 

change their major field; and 4) the chance that they would change 

their career choice (see Appendix A, questions 1, 2, 4 and 5, 

respectively). Table 33 gives the correlations between COP scales 

and these questions. 

84 



Table 33. Correlation between COP and Three Questions 

Career Decision Profile 
Scales and Subsca1es 

Decid Comfort Mats1f + Slfc1r + Occedu + Decisv +Choicwk 

Career* 0.746 0.617 -0.412 -0.330 -0.401 

Changing Major 0.601 0.555 -0.400 -0.340 -0.412 

Changing Career 0.661 0.605 -0.430 -0.349 -0.432 

*Note. Career = How decided are you about your career choice? 
Major = How likely are you to change your major? 
Change = How likely are you to change your career? 

**Note. Key to abbreviations 
Decid = Decidedness 
Matslf = Matching Self with Career 
Slfc1r = Self-Clarity 
Occedu = Occupational-Educational Information 
Decisv = Decisiveness 
Choicwk = Choice-Work Salience 
Total = Mats1f + Slfc1r + Occedu + Decisv + Choicwk 

-0.229 -0.459 

-C:.249 -0.339 

-0.267 -0.406 

Total 

-0.485 

-0.474 

00.521 

0:> 
Ul 
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CHAPTER 4 

DISCUSSION 

Summary of Hypothesis Testing 

Hypothesis l--Levels of decidedness could not be differentiated 

by demographics and high school academic information. 

Hypothesis 2--Tentatively decided subjects did not have lower 

high school grade point averages and class ranks than those who are 

either decided or undecided. This study, therefore, fails to support 

the finding of Ashby, Wall, and Osipow (1966) that decided students 

had higher higher school grades than either undecided or tentatively 

decided students. In the present study, no differences were found 

among all three groups. 

Hypothesis 3--Decided and undecided students are significantly 

different on certain Student Development Task and Lifestyle Inventory 

scales. A discriminant function was calculated from SDTLI scales and 

subscales which correctly identified the level of decidedness of 

52.8% of the subjects. 

Hypothesis 4--Differences were found between male and female 

subjects on many of the areas assessed. 

The Relationship of Student Development 
to Level of Decidedness 

Statistical significance of variables is important in calcu-

lating discriminant functions for the purpose of identifying group 
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differences, however, caution must be exercised in the interpretation 

of these functions. Percentage of correct classification is the best 

indicator of the ability of variables in a function to make predictions. 

A 52.8% rate of correct classification does not give the researcher 

much confidence in a function's ability to identify students who are 

decided, undecided or tentatively decided. 

Winston and Miller (1987) have described high scorers on each 

of the SDTLI scales as students who have progressed toward completion 

of certain developmental tasks. It is very important not to count 

freshmen as high scorers. The SDTLI was designed to measure student 

development from approximately 17 to 23 years of age. The majority of 

students who participated in this study were 17 and 18 years old. 

Therefore, scores on the SDTLI scales and subscales must be examined 

in relationship to the subjects I age. Even if decided students score 

higher than the tentatively decided or the undecided students, their 

level of development is still that of freshmen. 

Winston and Miller (1987) have collected normative data on 

each of the SDTLI scales and subscales. Table 34 shows normative mean 

scores for freshmen on the SDTLI scales that are significant in this 

study as compared to the mean scores of the undecided, tentatively 

decided and decided subjects in this study. Table 35 shows graphically 

how each group of subjects compares to freshman norms. First, Winston 

and Miller do not report at what time during the freshman year they 

collected the data from which the norms were determined. For some 

students freshman orientation takes place prior to high school 
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Table 34. Comparison of Student Development Task and Lifestyle 
Inventory Normative Means for Freshmen to Means of 
Significant Scales/Subscales for Three Levels of Decidedness 

STDLI Freshman Tentatively 
Scale Norm Undecided Decided Decided 

Purpose 32.41 24.77 32.55 35.77 

Educational 7.72 4.92 7.73 8.70 
Involvement 

Career Planning 8.12 4.25 7.25 8.57 

Life Planning 5.80 4.47 5.47 6.12 

Life Management 7.60 7.84 8.74 8.9"' 

Emotional Autonomy 4.07 4.20 4.71 4.74 

Academic Autonomy 4.59 5.00 5.26 5.77 



Table 35. Comparison of Significant Standardized SDTLI Scores 
for Three Levels of Decidedness with 
Standardized Freshmen Norms 

Purpose 

Educational 
Involvement 

Career Planning 

Life Planning 

Life Management 

Emotional Autonomy 

Academic Autonomy 

Mean = 50 
Standard Deviation = 10 

Note. 0 Freshman Norm 
Undecided 

20 

x = Tentatively Decided 
+ = Decided 

30 40 50 60 70 

x 
0+ 

o x+ 

X 0+ 

X 0+ 

0.+ 

+ 
O.x 

o.x+ 

89 
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graduation. It is very possible that a great deal of development takes 

place between freshman orientation and the middle of first semester. 

The profile of undecided students presented here is most likely very 

temporary.' Results would be entirely altered if data were collected 

midway through the freshman year. Second, Winston and Miller's 

normative data represents an average of the pooled results of all 

levels of decidedness in their sample. 

In an attempt to create a discriminant function that could 

improve ability to identify level of decidedness and, therefore, 

indicate the variables that most accurately explain the differences 

between undecided, tentatively decided and decided students, a post 

hoc discriminant analysis was applied to all collected variables 

except CDS Certainty and COP Decidedness. These scales were omitted 

because they naturally identified level of decidedness and gave no 

information about the subject other than the fact that they were 

decided or undecided. Of sixty-eight variables entered into the 

analysis, thirty-one made a significant contribution to a discriminant 

function. The final function was calculated by including the CDS 

Certainty scale. Table 19 shows that the percentage of correct 

classification of tentatively decided students was increased sub­

stantially by its inclusion. 

Winston and Miller (1987) reported validity estimates of 

the SDTLI as moderate to low on most scales and subsca1es. Validity 

for the Purpose scale and Educational Involvement and Career Planning 

subsca1es in this study is moderately supported by the validity 

------- -------------------
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coefficients reported in Table 36. The results of this study indicate 

substantial consistency among students at each level of decidedness on 

items included 0n the significant subscales (see Appendix F for ques­

tions included in each subscale). It must be stressed that in making 

definitive judgments about undecided, tentatively decided and decided 

students, there is a great deal of room for error. 

Single-question variables from the Initial and Student 

Questionnaires contributed to the discriminant function's ability to 

classify levels of decidedness. Table 37 gives the variables, the 

means and which levels of decidedness they distinguish. Consideration 

of the relationships of these variables to levels of decidedness may 

supply valuable information for understanding students at various 

levels of decidedness. 

Developmental Profiles 

It would be simple to say that decided students are further 

along in their development than undecided or tentatively decided 

students by stratifying them into levels of maturity. Levels of 

decidedness need to be seen not as three separate categories, but as 

places on a developmental continuum. 

The basic assumptions of developmental theory are that 

individual development is continual and cumulative, a continuum that 

moves from simple to complex thinking, behavior and attitudes. This 

continuum is assumed to be orderly and stage-related, both intellec­

tually and psychosocially. It fits reality more accurately when 

understood as a spiral rather than a linear configuration. As they 



Table 36. Correlations between CDP Scales, CDS, STDLI and Initial 
Questionnaire Responses 

CDP CDP CDP CDS CDS 
Decidedness Comfort Total Certainty Indecision 

CDS Certainty 0.636 0.543 -0.478 1.000 -0.470 

CDS Indecision -0.462 -0.486 0.488 -0.470 1.000 

SDTLI Scales/Subscales 

Educational Involvement 0.447 0.448 -0.374 -0.484 -0.294 

Career Planning 0.520 0.474 -0.372 0.532 -0.291 

Life Planning 0.342 0.362 -0.342 0.370 -0.233 

Life Management 0.194 0.224 -0.211 0.222 -0.139 

Purpose 0.472 0.474 -0.404 0.504 -0.295 

How Certain about Major? 0.669 0.537 -0.468 0.669 -0.389 

How Certain about Career? 0.746 0.617 -0.485 0.629 -0.434 

Likelihood to Change Major 0.601 0.555 -0.474 0.623 -0.449 

Likelihood to Change Career 0.661 0.605 -0.521 0.603 -0.462 

~ 
N 



Table 37. Results of One-Way Analysis of Variance on Significant Single-Question 
Variables Using Level of Decidedness as Dependent Measure 

Significant Difference between Groups 
Means .01 Level .05 level 

Variables U T 0 UT UD TO UT UD TO 

How Decided about Major? 0.59 2.00 3.15 X X X X X X 

How Decided about Career? 0.88 1.94 2.88 X X X X X X 

Likelihood to Change 0.37 1.07 2.07 X X X X X X 
Major 

Likelihood to Change 0.60 1.18 1.96 X X X X X X 
Career 

Likelihood to Graduate 1.30 1.16 1.05 X X X 
with Honors 

Likelihood of Getting 0.48 0.38 0.32 X X X 
B Average 

Likelihood of Stopping 2.37 2.56 2.59 X X X X 
Out 

Likelihood of 1.61 1.67 1.84 Not significant X X 
Transferring 

Likelihood of Dropping 2.79 2.87 2.88 Not significant X X 
Out 

~ 

Likelihood of Satis- 0.43 0.35 0.25 X X w 

faction with College 



Table 37, continued 

Significant Difference between Groups 
Means .01 Level 

Variables U T 0 UT UD TO 

Likelihood of Getting 0.36 0.32 0.23 Not significant 
Job in Field 

Importance of Studying 1.24 1.57 1.62 X X 
Science 

Importance of Studying 2.05 2.30 2.28 X X 
Social Sciences 

Importance of Getting 2.15 2.40 2.49 X X 
High Grades 

Importance of Exploring 2.46 2.27 1.85 X X 
Majors 

Importance of Socia1/ 1.10 1.33 1.27 Not significant 
Political Involvement 

*Note. Means of variables are based on the following scale: 
o = Very good chance 
1 = Some chance 
2 = Very little chance 
3 = No chance 

**Note. Means of variables are based on the following scale: 
o = Not important 
1 Moderately important 
2 = Important 
3 = Very important 

.05 Level 
UT UD TO 

X 

X X 

X X 

X X 

X X X 

X 

<D 
+:> 
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complete developmental tasks and move through stages, individuals 

circle back on themselves. They sometimes seem to repeat tasks or 

regress, but the order, if analyzed, is in the direction of greater 

complexity 'and finer discrimination. When levels of development are 

assessed, and linear functions are derived to classify those levels, 

development is easily perceived as a linear process. It is difficult 

to speak of development in other than linear terms; e.g., "decided 

students scored higher than undecided students." For this reason the 

terms "dimensions" and "vectors" of development may describe the 

forward progress along the developmental continuum better than the 

term "stages." When individuals are assumed to be multidimensional 

creatures with the potential for development along each of many con­

tinua, the complexity of development is more realistically expressed. 

With this in mind, three developmental profiles emerging from this 

study will be defined. 

The Undecided Student. The writer's overall impressions from 

the data collected are that students who have described themselves as 

"totally" or "somewhat" undecided do not have a clear personal direc­

tion. Their educational plans are not defined, and they do not know 

how or where to seek information that would facilitate making their 

plans. Education seems to be something that happens to them, that is 

supplied by a university, more than something they can become actively 

involved in and direct for themselves. These students do not know 

themselves very well; they have not engaged in the self-evaluation 

that would allow them to outline their interests, likes, dislikes, 
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talents, skills, strengths and weaknesses. These qualifiers are the 

essential parts of self-knowledge that allow students to evaluate 

potential major and career choices. Undecided students know very 

little about the content of a few academic majors. They know less 

about career fields and the job market. They do not know where or 

how, nor arp. they particularly motivated, to seek this information. 

They often do not acknowledge the need to make a decision. They are 

not aware that there is a career planning process. For the most part, 

they believe they simply "choose" a major and a career. The data show 

that they seem to know little about what is required in majors they 

may be interested in or how to prepare for future employment. They 

are, however, relatively confident in their ability to get a job in 

their career field upon graduation. 

The assessment of students' life management skills indicates 

that undecided students have not learned to manage their time, money 

or energy. They have not learned how to assess academic requirements, 

nor plan means to fulfill the requirements. Their ability to make 

decisions is rudimentary, and they seem to have a bi-dimensional view 

of decision-making; yes-no or this-that. For the most part, undecided 

students do not plan recreation, schoolwork, major or career explora­

tion, class selection, finances or health. 

Undecided students are perhaps more emotionally dependent 

upon their parents than their peers who are decided. They look to 

parents or older adults in most decision-making situations. They do 

not have confidence in their own abilities to reason, think, or 

_._-_._---_ ... _. __ ._-------------
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choose. In extreme instances, they perceive themselves as quite help­

less. Undecided students want sure, easy solutions to major and 

career decisions that involve minimal risk. They avoid difficult 

people, situations, and choices. 

Self-discipline is not a typical characteristic for undecided 

students. They seem to be incapable of monitoring and controlling 

themselves for academic success. They learn passively and easily 

become bored. 

Undecided students can be indecisive, i.e., have difficulty 

making decisions even when there is sufficient information available. 

They often become discouraged about their uncertainty. They often 

see parental, educational, and financial barriers to choices that 

they might make, and are unable or unwilling to question the reality 

of the barriers or, if a barrier actually exists, to search for alter­

native solutions. 

Since undecided students show little evidence of having goals 

and plans, they also have low academic aspirations. For the most part 

they seek a bachelor's degree, seldom a master's degree. Receiving 

high grades is not particularly important to them. In fact, academic 

performance, in general, is not of great importance to the undecided 

student. This attitude is often accompanied by the lack of confidence 

in their ability to perform well in coursework. Many fear the possi­

bility of failing at least one course. 

Undecided students at the point of entering college, on the 

average, tend to come from solid socia-economic backgrounds where the 
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pressure to finish college in four years is minimal. Their mothers in 

particular, on the average, tend to have college degrees. Their com­

mitment to their chosen university is not solid, and many entertain the 

idea of transferring to other schools at some point. Many undecided 

students consider the possibility of some type of hiatus in their 

college career, although they do not consider dropping out permanently. 

The Decided Student. According to the data collected in this 

study, students who have chosen majors prior to entering the university 

seem to have an idea of the direction they would like to pursue in 

their education and life. They have named that direction and have 

begun taking steps in that direction. They indicate that they have a 

rudimentary plan and purpose for their educational pursuits. They 

have begun seeking educational resources, and they exercise initiative 

in setting up experiences that will help them toward their present 

goal. They essentially lIownll their direction and are in the process 

of defining goals by discovering requisite skills and qualifications 

necessary for their achievement. 

Decided students report that they have initiated a career 

planning process and have begun inquiries into the world of work. 

They have discovered some interests, are aware of some skills, abilities 

and talents, and have set themselves the task of inquiring into career 

fields that might match those known skills, interests, talents and 

abilities. They are sufficiently aware of the existence of a current 

job market to know that certain steps must be taken to prepare oneself 

eventually to seek employment. They seem motivated to take those steps. 
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Decided students have initiated the process of becoming self­

aware. They have begun to formulate life plans in the context of 

their own individual beliefs, values and attitudes, and to differen­

tiate themselves from parents, siblings and peers. 

In the area of life management, decided students have begun 

to take responsibility for their own finances, time, and energy. They 

balance their time between study, work and play and tend to be self­

directed and goal-oriented. They are able to work independently, and 

make plans to accomplish short- and long-term goals. 

Personally, decided students are in the process of getting to 

know themselves from the standpoint of defining their interests, 

skills, abilities, likes and dislikes. They are more self-confident 

and tend to trust their own ideas and feelings. They are willing to 

take some risks and enter into novel experiences. They are in the 

process of extracting themselves from the need to have parental approval 

and help in decision making. They feel confident in their own ability 

to make choices and to design academic and career plans. 

Academically, decided students are self-directed and discip­

lined. They have taken responsibility for their academic achievement. 

They understand the requirements for success, realistically plan the 

tasks and activities that will result in the fulfilling of those 

requirements, and monitor their own progress as they proceed toward 

their goals. For the most part, they have higher academic aspirations 

than students who have not yet committed to a major. They are, for 

the most part, committed to their education and their school, and 
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entertain little possibility of changing schools or interrupting their 

studies for any reason. 

The Tentatively Decided Student. Those students who have 

chosen a major, but are unsure about their choice, seem to share char­

acteristics of both decided and undecided. In many ways, students who 

are tentatively decided may be viewed as being in a transitional phase 

between two points on the developmental continuum, indecision and 

decision. At the time of assessment, they were caught at a point in 

time midway between two states of being. In other ways, when compari­

son is made to undecided and decided students, the tentatively decided 

seem more closely to resemble the undecided student, as if the major 

decision were premature. This is not always the case. On many 

characteristics they resemble decided students, i.e., they are in the 

process of unfolding or building their sense of self, their direction, 

and their life plan. 

Tentatively decided students resemble undecided students 

because they do not have a strong sense of their educational goals and 

are not aware of academic resources available to them. This may be a 

reason for their tentativen~ss; i.e., the process of self-examination 

is incomplete and, therefore, the major they have chosen does not fit 

within a context of self-defined goals. This holds true for their 

choice of major within the context of career development. If a chosen 

major does not have a clear career path, then requisite steps in the 

career planning process may also be unclear. Often, tentatively 

decided students are heard to remark, "I think I know what I want to 
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major in, but I don't know what to do with it." The discomfort caused 

by the conflict of knowing yet not knowing would seem to motivate 

inquiry and initiate at least rudimentary career planning. They indi­

cate that making an immediate career choice is very important, yet 

they are not motivated to seek actively information about their major 

or careers. They may perceive educational, personal or parental 

barriers that might prevent the successful completion of the major 

they have selected. They are not particularly comfortable with their 

level of decision, yet they are not as worried about their indecision 

as are undecided students. After all, they have a major! 

Personally, tentatively decided students resemble undecided 

students in their lack of self-clarity. They do not know themselves 

very well and cannot clearly enumerate their likes and dislikes, their 

interests, skills or abilities. 

Academically, tentatively decided students are not particularly 

self-disciplined or self-directed. They require help in defining 

academic goals and do not show much initiative in seeking out informa­

tion about fulfilling academic requirements. They do not plan their 

study time well, have short attention spans and are easily bored with 

their studies. Although tentatively decided students indicate that 

academic performance is very important to them, they do not trust 

their ability to be academically successful. They reported a greater 

likelihood than either the decided or undecided students that they 

would fail one or more classes; yet their high school achievement in 

terms of grade point average did not support this. At the same time, 
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they reported that it was important for them to achieve high grades. 

This could possibly be a genuine conflict between desire and perceived 

ability. These students may, because of their lack of self-knowledge, 

be unable to draw on experiences that would build self-confidence. 

Tentatively decided students were like the undecided students 

in their level of combined parental income and mother's education. 

This may be a factor in removing the motivation to seek actively 

information to set and achieve educational and career goals. Like­

wise, although they report satisfaction with their choice of univer­

sity, they do entertain the possibility of transferring or "stopping 

out" for a period of time. 

Like decided students, the tentatively decided students are 

in the process of clarifying their direction and their level of self­

awareness. They are in the process of designing life plans in the 

context of their own beliefs, values and attitudes. They tend to be 

self-directed and independent, and have taken responsibility for the 

management of their own personal resources. 

Personally, the tentatively decided are more self-confident 

than undecided students, trust their own feelings, and are willing to 

take risks and try new experiences. They are moving away from reli­

ance on their parents for approval or help in decision making. 

The Incorrect Classifications. The profiles of decided, 

undecided and tentatively decided students are descriptions of students 

who have or have not chosen majors, and those who are uncertain about 

their choice. These represent 29.42% of the total subject pool. What 



103 

descriptions can be made of the incorrect classifications? For 

instance, 21.2% of the students had not yet chosen a major, yet were 

classified by the discriminant function as tentatively decided, and 

21.0% of the students that had chosen majors were classified as 

tentatively decided students. 

Many students who have not chosen majors have the same charac­

teristics as those students classified as decided in this study. They 

have a clear sense of personal direction, educational plans and goals, 

and a good, solid sense of their own identity, skills, values and 

abilities. They simply have not chosen a field of study or a career 

direction. Many of these "undecided" students have completed more 

developmental tasks than "decided" students. For many undecided stu­

dents the lack of decision results from an "approach-approach" con­

flict, i.e., there are too many interesting choices, too many 

alternatives. The process of major selection takes time as the 

student explores and systematically eliminates choices. 

Often, "decided" students have selected majors without having 

requisite information to make an educated decision. They do not know 

much about themselves or about the major or career opportunities 

available to them at graduation. They may have selected the major for 

any number of reasons: parents may have insisted upon a "practical" 

major; the major "sounds" interesting to them; there are many "good" 

jobs available in a particular field; certain majors have reputations 

for being "easy"; or for no other reason other than "I just picked 

one." These students are really undecided. They have no personal 
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goals or direction. They do not know how to pursue major exploration, 

and they will postpone choosing as long as they "have" a major. These 

students have many developmental tasks to complete. 

Th'e terms "undecided, II "decided, II and "tentatively decided" 

are actually technical terms for whether or not a student has offi­

cially selected a major; and, in the case of the tentatively decided 

student, whether the choice has a degree of uncertainty accompanying 

it. In this study, these terms were treated as constructs and have 

been operationally defined through discriminant analysis by a discri­

minant function. Variables included in the function can be used to 

explain various measurable dimensions of the constructs. The quanti­

fication of a construct should not be mistaken for the quantification 

of a human being: "A student is undecided, therefore she is ... 

In its attempts to generalize to populations, research is prone to 

box up individuals in operationally defined packages "for the sake of 

science. II This is neither the aim nor the intent of the present 

study. Rather, t~is study was designed to serve as a heuristic for 

researchers in developmental theory, for academic advisors and for 

academic and student personnel administrators who design policy and 

support programs for freshman-level college students. 

Implications for Academic Advising 

Todayls college student finds herself in a complex, changing, 

pressure-filled environment called a college campus. She must select 

courses, a major and a career, knowing very little about herself, 

available majors, career opportunities or the job market. One major 
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support structure for students at college should be the academic 

advising system. On many campuses academic advising consists of little 

more than degree program planning and course selection. The student 

is merely a participant in a degree program who must meet specific 

requirements before a degree is awarded. 

The present study emphasizes the importance of providing 

students with programs, services and advising that encourage students· 

participation in their own developmental processes. To support stu­

dents effectively, an advising system should address the various 

dimensions of human development. Advisors should be equipped to help 

students sort out complexes of conflicting values, ideas and attitudes 

in the midst of parental, familial, socio-economic and emotional 

pressures. Academic advising should emphasize the development of 

academic and emotional autonomy, educational involvement, lifestyle 

planning and management, and the development of solid career goals. 

Advisors must be trained in developmental theory, student development 

and developmental approaches to academic advising. They must be 

familiar with the developmental needs of decided, undecided and 

tentatively decided students on campus. They must offer students 

information, guidance and training in self-, major and career explora­

tion. Students· discomfort with undecidedness or uncertainty in their 

major choice cannot be ignored. The sources and expressions of 

anxiety and indecisiveness must be addressed and remedies provided 

by the advising system. Resources must be available that offer major 

and career information, tutoring in decision-making skills, and 
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information gathering, goal setting, and life management techniques. 

Finally, the advising system must have in place a method of assessing 

student development. 

Students will develop. This is a given. However, if they are 

taught in which areas they may expect to change and what the nature of 

that change will be, they are much more likely to benefit from the 

intellectual richness that college environments offer them than if 

they remain blind to their growth processes. The analogy of a trip is 

perhaps useful here. When setting out on a cross-country trip, 

people who have a map outlining the route and indicating the various 

landmarks, obstacles, crossroads, etc. will be much more expeditious 

in reaching their destination. 

As a type of developmental "map," the Student Development and 

Lifestyle Inventory was designed to aid students in college environ­

ments in becoming "active participants in their own learning and 

developmental processes II (Winston and Miller, 1987, p. 35). It 

offers a means of assessing a student's progress along several of 

Chickering's (1969) developmental vectors. The assessment measure may 

be self-administered and self-scored. Miller and Winston (1983, 

cited in Winston and Miller, 1987) have developed a Student Profile 

and Assessment Record (SPAR) which acquaints students with their 

developmental processes and gives valuable information that they can 

use to guide their educational planning and decision-making process. 

Winston and Miller (1987) recommend its use during orientation because 

it combines initiation into campus life with a fundamental under­

standing that the education about to be undertaken is not only an 



107 

intellectual pursuit, but a venture which affects the student on many 

dimensions. 

Implications for Higher Education 

Many college administrators pay rhetorical lip service to the 

concept of total student development. That is, after all, what educa­

tion is all about. Somehow the meaning of this concept is lost in its 

translation into direct and indirect student services. 

Sufficient administrative funding is often not provided to 

staff services and programs with well qualified, trained personnel and 

support staff (Noel, 1985; Smith, Lippitt, and Sprandel, 1985; 

DeCoster, 1988). Academic and student services often must scrape for 

funding to offer minimal services to students. Student development is 

not a priority, and the students and service personnel know it. 

Nevertheless, college and university mission statements continue to 

espouse policies of support for "total student development." 

College curricula is often designed and handsomely funded to 

meet the total "intellectual" needs of the student. However, funding 

is administered by officials who are not aware that intellectual 

development is only part of the total student development. 

Generally, curriculum designs preclude major exploration during 

the first two years of study. Degree programs are so filled with 

required courses that students who are unsure of their interests and 

abilities must suffer setbacks in time, feelings of failure and in­

decisiveness, and lack of confidence in their ability to make sound 

choices, if they select a major which is inappropriate for them. 
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Given more time and encouragement to explore majors via 

coursework and in an atmosphere fostering inquiry into various alter­

natives, students could accomplish a thorough "education" without 

suffering 'blows to their self-esteem. An "exploratory curriculum" 

and accompanying developmental advising would teach students the 

necessity of exploring majors and career options that are suitable to 

their needs, interests, abilities and socio-economic aspirations. 

An alternative to an "exploratory curriculum" would be the 

requirement of a "University 101 "-type freshman experience course. 

Such a course would specifically teach students the aspects of their 

developmental processes and the ways and means to accomplish their 

developmental tasks, as well as major and career exploration. This 

type of experiential education has been extraordinarily successful on 

many college campuses. However, its proposal still meets strong 

resistance on many large, supposedly progressive campuses by proponents 

of the "sink or swim" approach. 

Academic programs often are designed philosophically around 

the "sink or swim" approach. They demand a set curriculum, with no 

opportunity for exploring the program through introductory coursework. 

They have tight academic entrance and exit requirements. "Decided" 

students who enter a program of this nature, according to the results 

of this study, will often voluntarily exit the program via academic 

disqualification as "undecided" students. Had these students been 

part of a system which assessed and apprised students of their level 

of development, they could have taken various paths toward 
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investigating the appropriateness of their major without experiencing 

a devastating failure. 

Titley and Titley (1980) have suggested that the student's 

inability to choose a major from a vast array of choices because they 

are developmentally unready to do so may be an important factor in 

attrition. Some programs are funded on the belief that if students 

are required to choose majors, the attrition rate will be lower. The 

logic of this argument is based on retention studies which show that 

students with majors are retained to graduation with greater frequency 

than those without majors. The present study suggests that progress 

along several developmental vectors, not the actual selection of a 

major, prevents student attrition. If there is a direct relationship 

between student developmental levels and retention, then decided stu­

dents will be more successful than undecided students in the completion 

of their educational goals. This study suggests that such a relation­

ship exists. 

This study leads to the recommendation that if institutions 

of higher education want to increase retention, they must produce 

successful students, not decided students. Successful students, as 

this study suggests, are in the process of discovering themselves, 

learning successful life management skills, being involved in their 

own educational processes, setting life and career goals and learning 

ways to accomplish those goals. Therefore, long- and short-term 

follow-up studies should be conducted on the subjects of this study 

to lend research support to the notion that the developmental level 
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and degree of certainty in the choice of major are significant factors 

in student retention. 

Student development, like core curriculum, is a subject that 

every student should be familiar with. It is the responsibility of 

educators to provide students with the ways and means of gaining that 

knowledge. Titley and Titley (1980) suggest that there are numerous 

factors which operate in unintentional opposition to developmental 

needs of students: parents unwittingly place undue pressure upon 

students to decide upon a major out of fear for their future success 

and, more specifically, because of the financial obligations incurred 

if students must extend the length of their college careers because 

of major and career indecision. 

Some faculty members, who are responsible for the intellectual 

development of students, do not see themselves from the perspective of 

their own personal development. Many seem to have forgotten that 

there was once a tentativeness or uncertainty about certain major 

decisions they had to make. This is the irony of development: unless 

an individual's eyes are open to their own development while they are 

engaged in its processes, they will not be aware of the changes that 

are taking place. Consequently, they will not remember the experiences 

of development or, in fact, having developed at all. Titley and Titley 

(1980) maintain that administrators tend to view the indecision of 

undeclared students and major changers as either academic ineptness or 

negative indecisiveness, rather than normal developmental progression. 

They suggest that it is the responsibility of college personnel to 

provide parents, faculty and administrators with sound, understandable 



explanations of the data on student development, the phenomenon of 

major change, the degree of tentativeness among undergraduates, and 

the relationship of uncertainty to retention and attrition. 

Gender Differences 
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Male and female subjects were significantly different from one 

another on many variables in this study. Table 6 shows mean scores 

on each significant scale, subsca1e or question. Direction of ques­

tions on the scale must be taken into account to evaluate which gender 

had the higher score. Rating scales for the items are listed to the 

right of the scores to which they apply. Based on the results certain 

suggestions may be made about differences between male and female 

students in the College of Arts and Sciences as they prepare to enter 

college. A summary of the findings on gender differences is divided 

into six topical areas. 

Knowledge of Self 

Compared to male students, female students who are about to 

enter a college atmosphere for the first time, on the average, are 

more indecisive, more aware of their need to build self-confidence, 

more satisfied with their college choice, more tolerant of individual 

differences, and more organized in terms of life management skills. 

Males on the other hand, are more content with their physical 

appearance and are very interested in physical exercise and stress 

reduction. 
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Academic Achievement 

Compared to male students, female students, on the average, 

get better grades and believe more in their ability to achieve a 

bachelor's'degree and honors. They report that learning is important 

and that they have the skills to meet their academic goals. Male 

degree goals, however, are, on the average, higher than females'. 

More men than women have chosen to pursue professional or doctorate 

degrees. Males attribute less importance to learning and, on the 

average, report that they are not as self-disciplined or organized as 

females in their study habits. 

Career Development 

Women are more tentative in their career choices than men, and 

they report that they are more likely than men to change their careers. 

Major and career exploration, as well as vocational interests, are more 

important to females than males. However, their first job is of less 

importance to them than it is to males; they also report a greater 

likelihood of marrying within one year after college graduation than 

males. Females report that they need more information about occupa­

tions and their requisite education than males, yet they are further 

along in their career planning than males. 

Friends 

Females at this age, on the average, are capable of more 

mature interpersonal relationships and desire more intimacy in personal 

relationships than males of the same age. They report, in comparison 
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to males, that acquaintances, peer relationships, community participa­

tion, social activities, getting along with others, and friends have 

greater importance to them. 

Extra-curricular Involvement 

More importance is placed on involvement in campus life, 

activities, and leadership by females at the freshman level than by 

freshman males. 

Areas of Interest 

Females place more importance on cultural interests, and 

participation in the humanities and social sciences than males. Males, 

on the other hand, are more interested, as expected, in science and 

both participatory and spectator sports. 

The gender differences reported in the study suggest that the 

tasks of student development are approached differently by males than 

by females. A unidimensional approach to student development that 

assumes male and female uniformity of interests, developmental pro­

cesses and abilities would not serve the needs of either gender. 

The original assumption that there would be no gender differ­

ences was based on a narrow vision that students develop. Faint 

suggestions of male/female developmental differences fell on deaf ears. 

This study should have included a review of gender issues involving 

adolescents and college students. The results show many traditional 

gender differences. How can these differences be seen in develop­

mental, social, interpersonal and academic contexts? The results as 
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they have been reported are interesting, but they do not fit an 

empirical context that would give them meaning with regard to the 

academic advising of undecided students. 

Post Hoc Analyses 

Orientation 

Subjects who completed assessment packets for this study were 

found to be significantly different in grade point average than stu­

dents who failed to complete the packets. Mean grade point average 

for those completing the packets was 0.11 point higher than those who 

did not (n = 1141). Although statistically significant, this is not 

sufficient evidence to claim that participants and non-participants 

were from different populations. This may be simply a case of "every-

thing is significant if the N is 1 arge enough. II 

Subjects across the eight orientation sessions and one session 

for undecided New Start and Summer Bridge participants did not differ 

in level of decidedness, gender or the level of degree sought. 

Significant differences were found in mean grade point average, self-

reported parental income and ethnicity. Table 26 gives mean grade 

point averages per orientation session. The first four sessions have 

students with the highest mean averages; after Session 4, mean averages 

steadily decline. 

Two simple explanations may account for the higher grade point 

averages in the earlier orientation sessions. First, academically 

successful students, in general, tend to be organized, plan ahead, and 

attend orientation sessions. It seems reasonable to assume that, since 
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orientation reservations are made on a first-come, first-serve basis, 

the better students would simply make reservations for the earlier 

sessions. 

Secondly, grade point averages were, on the average, lower for 

Session 6 and for undecided New Start/Summer Bridge participants. The 

purpose of the two programs is to support the retention of previously 

identified at-risk populations. They would, therefore, tend to have 

lower grade point averages. 

Parental income differed significantly between orientation 

sessions. Table 27 lists income means by orientation session. The 

parents of students who came to the first orientation session had by 

far the highest mean income of all the sessions. A possible explana­

tion might be found in the percentage of out-of-state students attend­

ing the first orientation as compared to other sessions. Unfortunately, 

data on out-of-state students are unavailable. Differences were not 

significant over other sessions except Session 6 and the New Start/ 

Summer Bridge session for undecided students. One requirement for 

eligibility for the Summer Bridge Program is that the students be 

recipients of financial aid. 

Response Bias 

Winston and Miller (1987) recommended that researchers discard 

SDTLI inventories with a Response Bias score of three or greater. 

Table 30 gives the frequencies of each possible Response Bias score. 

They based this suggestion on the rationale that they had found 

significant differences on SDTLI scale and subscale scores: 
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1) between subjects who scored 2 through 5 on the Response Bias scale 

and those who scored 0 or 1; and 2) among subjects who scored 3, 4 or 

5 on the Response Bias scale. Subjects scoring high on this scale 

were "attempting to project an inflated or unreal istically favorable 

self-portrait" (Winston and Miller, 1987, p. 10). In other words, 

they were attempting to "fake good." 

In the present study inventories of subjects who scored 3, 4 

or 5 were not omitted because of the possibility of other explanations 

for their scores than response bias. Two questions must be addressed 

in the justification of the inclusion of high "response bias" instru­

ments: 1) Does inclusion of these instruments (6.9% of the total 

number of instruments) bias the results?, and 2) Are there other 

possible explanations for the relationship between the Response Bias 

scale and the significant variables? 

To address the first question, out of sixty-eight variables, 

significance was found on two of the SDTLI scales, and, consequently, 

six of the subscales. No significant difference was found between 

response bias scores and either the COP or COP scales or subscales. 

Several single-question variables showed significant difference on 

Response Bias scores (see Table 31 for details). 

Winston and Miller (1987) reported that 3-5% of their subjects 

scored or 2 on the Response Bias scale and only 1% scored 3 or 

higher. Table 30 shows that in the present study 35.0% scored 1 or 2 

and 6.9% scored 3 or higher. Since the present study yielded high 

Response Bias scores for a large number of subjects, the question 

arises, are the test results of the present study biased. Clearly, 
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there is a bias of some sort. They are not biased, however, by the 

fact that the Response Bias scores indicate bias according to Winston 

and Miller (1987). They are biased because students in this study 

are expressing a developmental bias which seeks to impress others, 

to convince themselves that they are mature and competent individuals, 

to put themselves forth in a favorable light so that they will be liked 

by others, approved of by others, and, most of all, so that they can 

approve of themselves. 

The second question may be addressed in several ways. First, 

the validity coefficient for the Response Bias scale was the lowest 

(.50) of all SDTLI subscales, with the exception of Cultural Partici­

pation (.45). Therefore, classification of response bias is correct 

only 25% of the time. There is, therefore, some question that the 

Response Bias questions are actually measuring response bias. On the 

merit of face validity, the scale seems to be beyond question. 

Secondly, it is important to note that many students, who 

are beginning their "young adult" stage of development, are dualistic 

thinkers (Perry, 1970). The Response Bias questions are as follows: 

5. never make error~ in classwork. 

73. like everyone I know. 

99. never get angry. 

129. never say things I shoul dn 't. 

137. never 1 i e. 

Absolute statements such as these are not uncommon in students between 

the ages of 17 and 23 (Perry, 1970). It is plausible that many stu­

dents could pick two or three of these responses. When examining 
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differences between SDTLI scores and Response Bias scores, it is 

interesting to note that, in this study, significance was found more 

often between subjects who had a Response Bias score of 2 than those 

who scored'3 or higher. To interpret absolute responses as "faking 

good" takes into account neither the cognitive developmental stage of 

the respondents, nor the fact that students at this age may very well 

be putting themselves forth in the best possible light as they search 

for and clarify their own identity. 

Thirdly, of the scales and subscales that demonstrated signifi­

cant differences on the Response Bias scores (see Table 32), there is 

an interesting split in the direction of the scale and subscale scores. 

This brings into question the notion that high Response Bias scores 

mean that students are "faking good." Means on the Purpose scale 

steadily increase, with the exception of those who score 0 and 1, as 

the Response Bias scores increase. 

three significant Purpose subscales: 

Planning and Cultural Participation. 

This increase is reflected in the 

Educational Involvement, Career 

The students with high Response 

Bias scores are putting themselves forth in a good light. They want 

to appear, either consciously or unconsciously, as if they know what 

they are doing, have a strong sense of direction, are involved in 

their own education and have made progress in their career planning. 

This need to "look good" is indeed a bias. They may truly believe 

they are confident, self-assured, mature, knowledgeable and cultured. 

The real story, the "why, II is found in the second set of 

significant results. The Mature Interpersonal Relationship scale, 
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and its three subscales, have means in the reverse direction of those 

who would be trying to "fake good." The MIR subscales that showed an 

effect of response bias were Peer Relationships, Emotional Autonomy 

and Tolerance. 

Subjects with scores of 3, 4, or 5 score lower on Peer 

Relationships than those who score 0, 1, or 2. Low scorers indicate 

that it is important to be liked by everyone; that they are not always 

honest with friends; that it is important that others accept their 

point of view; that relationships with close friends are not as 

important as a year ago; that they are afraid of hurting people's 

feelings; that they have difficulty dealing with people in authority; 

and that they avoid people with whom they have had strong disagree­

ments. One interpretation of low scorers on the Peer Relationship 

scale might be that they are pleasers, that they want to "look good" 

to themselves and others (Drum, 1980). 

Students with higher Response Bias scores had lower Emotional 

Autonomy scores, which reflects a need to seek and follow parental 

direction. These students are admitting that they are unsure of them­

selves, afraid of getting poor grades, and wary of disapproval and 

unknown outcomes. They seem to seek out certainty, agreement, and 

solid, known solutions. This profile of the low scorer on Emotional 

Autonomy indicates that those who got the higher Response Bias scores 

were at a lower developmental level than those who had the lower 

Response Bias scores. 

In the same vein, Response Bias high scorers scored lower on 

the SDTLI Tolerance subscale. They are for the most part more 
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intolerant of others; they are annoyed by people speaking languages 

they don't understand; they avoid situations where they would be out­

numbered by other ethnic groups; they make racial or cultural slurs; 

and they want to room with someone who is of their own race or 

ethnicity. Dualistic thinkers also tend to be very intolerant of 

individual differences and people that are unlike themselves (Drum, 

1980; Perry, 1970). 

The Response Bias score is more than likely driven more by 

the developmental level and dualistic thinking processes of the 

adolescent/young adult than by actual experimental response bias. 

Students are not faking, but since they are unclear in terms of their 

identity, they may have "inflated" their knowledge of themselves and 

the world of majors and careers. They may actually believe they are 

well-developed. The clue to their level of development is their need 

for approval, their dependence on others and their external locus of 

control. Omitting instruments of students with high response bias 

scores or attributing their responses to "faking" may remove valuable 

information about this early stage of young adult development. 

Titley and Titley (1980), when discussing level of decidedness 

in college students, suggested that investigators would be wise to 

differentiate behavioral decidedness from subjective decidedness, 

i.e., what students do to show they are decided as opposed to how they 

feel. Level of development is another dimension that lends itself to 

a behavioral/subjective differentiation. What students report that 

they do or know (behavior) may be quite different from how they 
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actually feel about themselves (subjective). They may "make all the 

right noises" about being autonomous, self-assured, mature; they even 

may have accomplished certain developmental tasks to show that they 

are; but they still need support and approval. This transition 

between doing and feeling may have been exposed by the Response Bias 

scores. Further research is needed. 

Career Decision Profile 
Validational Estimates 

Validity estimates given in Tables 32 and 33 offer some sub­

stantial support for Jones l (1988) Career Decision Profile. Osipow, 

Carney, and Barak's (1976) Career Decision Scale is a substantially 

validated career indecision instrument and may be used in this study 

as a criterion measure for validation of the COP. The overall 

validation coefficient of .286 between COP and CDS may not be fair, 

as it is a comparison of total scores on both instruments. Neither 

instrument was designed to be summed. The most convincing support 

for COP is the validation coefficient between COP Decidedness scale 

and ~DS certainty (.63), as it should be. These two instruments ask 

approximately identical questions. The Comfort scale also gains 

support from the CDS Certainty scale (.54), as it should, because of 

the use of the word "comfort" in the Certainty scale questions. 

Appendix H shows the wording of the questions on the three scales. 

The Decidedness and Comfort scales also highly correlate with other 

questions that indicate level of decidedness about majors and careers 

(see Table 33). 
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The validity of the Reasons dimension (Total scale) of the 

COP finds moderate support (0.49) when compared to the CDS Indecision 

scale. The COP subscales have moderate to low correlations with the 

Indecision'scale. As measures of relationship, the coefficients are 

statistically significant. However, as validation coefficients, the 

highest percentage of variance accounted for is 24% by the Total COP 

scale. Close examination of the items on the COP as compared to the 

CDS suggests that they are not measuring the same constructs. The 

subscales that most closely approximate CDS questions about career 

indecision are Matching Self with a Career (-0.41) and Occupational­

Educational Information (-0.38); and they have the highest overall 

correlations with the CDS of the subscales. 

Validational support for the COP is inconclusive. Some 

support has been demonstrated, although the present study was not 

designed as a validation study. Instruments and variables were not 

chosen with validation in mind. The match between COP scales and 

subscales is not accurate enough to condemn it on grounds of lack of 

validational support. It has potential as a strong instrument for 

investigating major and career indecision in college students. It 

addresses six areas that are significant factors in advising un­

decided students. The strongest support that this study can offer 

for the validation of the Career Decision Profile is that five of 

its subscales (Comfort, Decisiveness, Choice-Work Importance, Self­

Clarity and Occupational-Educational Information were significant 

predictors of levels of decidedness in real, live college students! 
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Limitations of the Study 

The study has several limitations having to do with sampling 

procedures, collection of data, response bias, experimental procedures, 

validity and reliability of assessment instruments, and genera1izabi1-

ity. 

Sampling 

Three issues of the sampling procedures call into question the 

ability to generalize results to the population of all college stu­

dents. First, the data were collected from college students partici­

pating in summer orientation programs. The results of this study may 

or may not be generalizable to non-participants in orientation. 

Secondly, 50% of all orientation participants attended orientation in 

August. In general, August participants are late applicants to the 

university; June and July participants applied before April. It has 

been suggested that there may be fundamental differences in high 

school aptitude and achievement between students who wait until August 

to attend orientation and those who participate early in the summer. 

Third, as has been mentioned earlier, students at a summer 

orientation may more closely resemble high school students than 

students who are living on campus and have begun college classwork. 

Ideally, the SDTLI should be given to freshmen at about the eighth to 

tenth week of classes in the fall semester. It should be given to 

all students; those who participated in orientation and those who did 

not. 
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Collection of Data 

During summer orientation students are allowed to register for 

fall classes. There was general concern among study subjects that 

participation in the hour-long assessment might delay their registra­

tion process. It is possible that those who failed to complete the 

SDTLI were from a different population of students than those who 

persevered to the end. To test the possibility of this effect, a 

one-way analysis of variance checked for differences between the 

groups of those who did and did not persevere in finishing the SDTLI. 

The two sets of assessment packets made the data collection 

too lengthy. Students tired of filling in answers. The collection 

of data for three assessment instruments was too ambitious and the 

information gathered was not totally useful. A reorganization of the 

data sought would include the SDTLI and the CDP, since they contain 

the most useful subscales for the classification of levels of decided­

ness. Only a few significant single-question variables would be used. 

Data collection would not be scheduled during fall orientation, but 

arrangements would be made for data collection in core general educa­

tion classes in the fall. Students are much more likely to participate 

in a study when they can miss class rather than when they are worried 

about class selection. Ideally, if student development were truly 

administratively supported, assessment of level of development and 

the accompanying developmental advising would be deemed as important 

as placement tests, and would, therefore, be required of all students. 
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Procedures 

Assessment instruments were uniformly arranged in Packet One. 

The possibility of an order effect is a weakness in the study and could 

have been avoided by randomly organizing the instruments. 

One limitation of the study is that several variables, parti­

cularly parents' income and level of mother's and father's education, 

were self-reported. Accuracy of the report cannot be verified, and 

any effects involving these two variables are, therefore, inconclusive. 

Reliability and Validity of Instruments 

The Career Decision Profile is a newly revised assessment 

measure that has specious validational corroboration. Jones (1988) 

primarily tested the validity of the new COP with the Vocational 

Decision Scale and based his conclusions on the former validation 

results of the VDS. This is something akin to saying that a grape­

fruit must taste like a lemon because it is yellow. 

During the writing of the concluding chapter, Dr. Lawrence K. 

Jones sent the investigator of this study a newly revised and published 

version of the Career Decision Profile. His editors also addressed his 

approach to validation, and, after additional studies, the validity of 

the new instrument is consistent with the earlier, unpublished study. 

Jones (1988) notes that the test-retest correlation for the 

Decidedness scale of the COP was undesirably low (0.66). He suggests 

that the construct of career indecision is not stable, and that low 

test-retest correlations may be more of a reflection of the instability 

of the construct than the invalidity of the measurement instrument. 
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Since none of the instruments measuring decidedness were given in a 

test-retest context, this study can neither support nor refute Jones' 

suggestion. Interpretation of results must, however, take into 

account the possibility that low correlations between undecidedness 

measures may be a reflection of the instability of the construct even 

within a single-setting assessment situation. 

To test for stability of the construct decidedness within the 

present study, correlations were examined for each of three decided­

ness measures given in the following order: 1) the grouping question; 

2) the CDS Certainty scale; and 3) the COP Decidedness scale. Table 32 

gives the correlation matrix of these three variables. For the purpose 

of this study, based on the correlations, the construct is considered 

stable, and the decidedness measures reliable and valid. But experi­

ence and research confirm that several hours, days or weeks might yield 

very different results to the question, "Are you decided or undecided?" 

Items on the Initial and the Student Questionnaires have no 

va1idationa1 history. Their correlation with other variables, scales 

and subsca1es must be interpreted solely on the basis of the face 

validity of each individual item. 

Genera1izabi1ity 

Two questions arise if results of this study are to be 

generalized to all college freshmen. First, it is believed that the 

mean grade point average for students who attend June orientations is 

higher than that of the entire entering freshman class. Do the stu­

dents in the study who have a higher mean grade point average yield 

---- --- -----------~~-
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different results than a group of students who have lower grade point 

averages? In future studies, this would bear investigation. 

The second question is raised by orientation personnel and 

academic advisors who work closely with students at the June and 

August orientations. They suggest that freshmen may be categorized 

into three specific groups: those who attend June orientation 

sessions, those who attend orientation in August, and those who do 

not attend orientation. A general perception is that many of the 

better students attend orientations in June, while students who are 

not completely committed to college, who chose to apply late, who 

have not planned ahead, or who do not have solid educational goals 

attend in August. The latter students may be lower scorers on many 

of the SDTLI Purpose scale, indicating a lower level of development 

for the group as a whole. These students may be poorer students 

academically and attrition risks. Since the cost of the August 

orientation is considerably lower than the one in June, lower income 

students, which would include a larger minority representation, would 

attend in August. There are no perceptions about non-attenders. 

There is no current research comparing these three groups. Some very 

important information could be gleaned from looking at these groups 

of students from the standpoint of differences in developmental level, 

differences in retention, and, most importantly, the relationship 

between development and retention. 
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Conclusions 

The following conclusions may be drawn from this study: 

1. An essential consideration in moving a student toward a 

major or career choice is the student's level of development as 

expressed by the completion of certain developmental tasks. 

2. Since a relationship between decidedness and retention 

has been clearly demonstrated in the literature, the relationship 

shown in this study between decidedness and development strongly 

suggests a relationship between development and retention. 

3. Self-reported level of decidedness is not a reliable 

indicator of the degree to which a student has completed important 

developmental tasks. Therefore, undecided students should not be 

assumed to be underdeveloped; neither should decided students be 

assumed to be developmentally mature. 

Recommendations 

Vincent Tinto, in Leaving College (1987), suggests many actions 

that could be taken by institutions of higher education to retain more 

students. However, the actual programs were not the important factors 

in student retention; rather, it was the underlying principles that 

inspired the programs. According to Tinto (1987, p. 187), the two 

most important principles of successful retention programs were "a 

concern for the education of students and their integration as full 

members in the social and intellectual life of the institution." 

If institutions are to be successful in retaining students, 

certain actions must take place to testify that the above principles 



are in reality practiced (Tinto, 1987). The importance of four of 

these institutional actions are reinforced by the results of the 

present study. 

1.' "Institutions should start as early as possible to 

retain students" (Tinto, 1987, p. 139). 
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This study indicates that before entering college, many stu­

dents fear failure and entertain the possibility of transferring or 

"stopping out" for a period of time. Many lack the know-how to become 

involved in their own education, and their lack of life management 

skills increases the risk of academic failure. Tinto (1987) marks the 

first semester of freshman year as a very critical period because the 

incidence of withdrawal is highest during this semester. 

Many universities are reporting exceptional success in student 

retention by instituting a required freshman experience course (Fidler, 

et al., 1978; Fidler, 1987; Hopson, 1978; Smitheram, 1986). A 

"University 101 "-type course is designed to offer entering freshmen a 

set of experiences that acquaint them with their own developmental 

processes, teach life and college survival skills, and aid them in 

completing certain developmental tasks. The success of such a course 

is testimony to the commitment of those institutions to total student 

development. 

2. "Institutions should ensure that new students enter with 

or have the opportunity to acquire the skills needed for academic 

success" (Tinto, 1987, p. 138). 

Students who are admitted to the university mayor may not 

have the skills to insure academic success. Generally, the referent 
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"skills" are mathematics, reading and writing. If an institution is 

committed to total student development, the "concern for the education 

of students II should extend beyond the three R's. This study has 

demonstrated the diverse levels and abilities of students--male and 

female, decided and undecided--prior to entering the university. The 

acquisition of "skill s needed for academic success II must incl ude many 

of the developmental tasks assessed in this study. Therefore, this 

study strongly recommends future investigation into the relationship 

between level of student development, as measured by completion of 

developmental tasks, and student retention. 

3. "Institutions should reach out to make personal contact 

with students beyond the formal domains of academic life" (Tinto, 

1987, p. 139). 

This study shows the necessity of making personal contact 

with students within the formal domains of academic life. One of 

the strongest and most helpful contacts that the institution can make 

with its students is through the services of developmental advising. 

An advisor who is trained in developmental theory and the processes 

of student development educates students by teaching them the steps 

of their development, encourages the completion of developmental tasks 

and facilitates the information-gathering process necessary for major 

and career exploration. Virginia Gordon (1988) divided students I 

advising needs into two useful categories: need for information and 

need for personal support. The developmental advisor provides both. 

Therefore, this study strongly recommends instituting developmental 
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advising at both college and department levels. If students are to 

complete their college careers successfully, there must be a collabora­

tive effort between student and advisor wherein both work toward the 

"education ll and well-being of the student--to meet not just the 

"intellectual," but the total needs of the student. 

4. "Education, not retention, should be the goal of institu­

tional retention programs II (Tinto, 1987, p. 140). 

The findings of this study lead the writer to recommend that 

full-scale research be conducted in the area of student development. 

How can an institution truly say that it educates its students if it 

knows little or nothing about students? Student development research 

would serve two important purposes: a) it would offer empirical data 

on students I developmental processes at the college level, and b) it 

would promote student development. 

This study has shown a direct relationship between levels of 

development and decidedness. Since, according to past retention 

studies (Chase and Keene, 1981; Foote, 1980; Titley and Titley, 1980; 

Titley, et al., 1976), decided students are more likely to be retained 

than undecided students, it follows that there is an important rela­

tionship between level of development and retention. By taking a 

developmental approach to all student programs and services, univer­

sities will retain more students. 

Since a student's self-classification into a level of decided­

ness is inaccurate at least 29% of the time, this study recommends 

that assessment of students I developmental level be required. 
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University personnel trained in student developmental theory and 

methods should advise students. Programs that foster understanding 

and completion of developmental tasks should be provided at all levels 

of student' life. 

The purpose of this study was to provide research into the 

relationship between level of decidedness and development in college 

freshmen. Through discriminant function analysis. variables were 

identified that can be used in the classification of college students 

into three levels of decidedness: undecided. tentatively decided and 

decided. These levels of decidedness are constructs that have been 

defined by this study in such a way that classification of students 

is correct 70% of the time. 

The aim of the study was not classification. but increased 

understanding of the nature of students' developmental processes in 

relationship to their having chosen or not chosen an academic major. 

This aim has been successful. The body of empirical research into the 

development of the young adult college student has been increased. 

More is known about the construct "undecidedness" and more factual 

information has been gathered on gender differences among incoming 

freshmen. However. the most significant revelation of this study is 

the unquestionable necessity of working within the context of student 

development when "educating" college freshmen in any capacity. It is 

the hope of this study's investigator that the recommendations pro­

vided by this study will not fallon deaf ears. 



APPENDIX A 

INITIAL (BOX) QUESTIONNAIRE 

Name 

SID # 

Check appropriate box: 

I have a Major ______ ~~~~ __ --__ _ 
(fill in) 

I am Undecided 

I am a Pre-med Undecided 

If appropriate, check one of the following: 

I am participating in Summer Bridge. 

I am participating in New Start. 
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Check which one of the following statements comes closest to the degree of certainty you feel 
about your majqr selection: 

[1 a) I'm really totally undecided 
[1 b) Not certain; I'm somewhat undecided 
[1 c) 1 think this is what 1 want. but 1 might change 
[1 d) Quite certain; doubt if I'll change 
[1 e) Absolutely certain I'll graduate in this major 

Check which one of the following statements comes closest to the degree of certainty you feel 
about your career choice: 

[1 a) I'm really totally undecided 
[1 b) Not certain: I'm somewhat undecided 
[1 c) I think I know what I want, but I might change 
[1 d) Quite certain; doubt if I'll change 
[1 e) Absolutely certain I'll pursue my present choice of careers. 

Why are you attending the university? (Check the one which most applies to you) 

[1 a) To prepare for an occupation 
[1 b) To become an educated person 
[1 c) Because my parents expect it 
[1 d) Because of the social opportunities 
[1 e) Because my friends are 
[1 f) To find myself 

134 

[1 g) Other (please specify) ________________________ _ 



Mark one for each item: 

a) Very good chance 
b) Some chance· 
c) Very little chance 
d) No chance 

l b c d 
[ I [ I [ I [1 --Change your major field? 

[ I [ I [ I [1 --Change your career choice? 

[ I [ I [ I [1 --Fail one or more courses? 

[ I [ I [ I [I --Graduate with honors?· 

[ I [ I [ I [I --Make at least a "B" average? 

[ I [ I [ I [I --Have to work at an outside job while in school? 

[ I [ I [ I [I --Get a bachelor's degree (B.A., B.S. etc.) 

[ I [ I [ I [I --Drop out of college temporarily (excluding transferring)? 

[ I [ I [ I [I --Transfer to another college? 

[ I [ I [ I [I --Drop out permanently? 

[ I [ I [ I [I --Be satisfied with your college? 

[ I [ I [ I [I --Find a job after college in the field for which you were trained? 

[ I [ 1 [ 1 [1 --Get married while in college? (Skip if married) 

[ I [ I [ I [I --Get married within a year after college? (Skip if married) 
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l:ly Samuel H. OSipow. Oarke G. Carney. Jane Wmer. 
Barbara Yanieo. and Maryanne Koschier 

NAME ____________________________________________________________________ _ 

DAJEOFBllITH ___________________________________________ AGE ____________________ ___ 

~·E~ ___________________________________________ ~ ____________________ ___ 

1bis questionnaire contains some statements that people commonly make about their educational and occupa­
tional plans. Some of the statements may apply to you; others may not. Please read through them and indicate 
how closely each item describes you in your thinking about a career or an educational Choice by circling the 
appropriate number on the answer sheet. An example is given below: 

I am excited about graduating 
and going to work. 

Exactlv 
like me 

4 

Ve~much 
like me 

3 

Only slightly 
like me 

2 

Not at all 
like me 

U you are excited about going to work and feel no hesitation about it you would circle "4" to indicate that the 
description is exactlv the way you feel. U the item is very close. but not exactly the way you feel - for example. 
you're generallv excited about going to work after:you ~duate, but are €XP,friendng some minor concerns aoout 
It - you would drc1e the numl>er "3: You would drc1e 2" if the item descnbes vou in some ways, but in general it 
is more unlike than like your feelings; for examp'le, if you are generally more cOncerned than excited abOut work 
after graduation. FinaJlv, you woufd drc1e "1' if the Item does not describe )lour feelings at all; that is, you are 
expenendng a great deru of concern and no excitement about graduation and work. 
Please be sure to give only one response to each item and answer every item. 

PubWhcd by 

~ 
PSYCHOLOGICAL ASSESSMENT RESOURCES, INC. 

Copyright 0 1976. 1987 by PSYCHOLOGICAL ASSESSMENT RE· 
SOURCES. INC. All righU re5trvtd. Not /0 bt,..",oduoai in uhJIt or in pm by 
any pnn:ss WIthout wntttn ".""".... of ~ Ass<ssntrnt Rtsoums. 
Inc. 

I 2 3 456 789 Printlli in U.S.A. 

1'hi5 fonn is printed in green mk on gray paper. Any other version i. unauthorized. 
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REMEMBER - ~ is exact/II like me, 3 is very much like me, 2 is only slightly like me, and 1 is not at all/ike me. 

1. I have decided on a career and feel comfortable with it. I also know 
how to go about implementing my choice. 

2. I have decided on a major and feel comfortable with it. I also know 
how to go about implementing my choice. 

3. U I had the skills or the opportunity, I know I would be a __ _ 
but this choice is really not possible for me. I haven't given much 
consideration to any Other alternatives, liowever. 

4. Several careers have equal appeal to me. I'm having a difficult time 
deciding among them. 

5. I know I will have to go to work eventually, but none of the careers 
I know about appeal to me. 

6. I'd like to be a , but I'd be going 
against the wishes of someone who is important to me if I did so. 
Because of this, it's difficult for me to make a career decision right 
now. I hope I can find a way to please them and myself, 

7. Until now, I haven't given much thought to choosing a career. I feel 
lost when I think abOut it because I haven't had many experiences 
in making decisions on my own and I don't have enough 
information to make a career decision right now. 

8. I feel discouraged because everything about choosing a career 
seems so "ify" and uncertain; I feel discouraged, so much 50 that 
I'd like to put off making a decision for the time being. 

9. I thought I knew what I wanted for a career, but recentlv I found 
out that it wouldn't be possible for me to pursue it. Now I've got to 
start looking for other possible careers. 

10. I want to be absolutely certain that mv career choice is the "right" 
one, but none of the careers I know about seem ideal for me. 

11. Having to make a career decision bothers me. I'd like to make a 
decision quickly and set it over with. I wish I could take a test that 
would tell me what kind of career I should pursue. 

12. I know what I'd like to major in, but I don't know what careers it 
can lead to that would satisfy me. 

ORCLE ANSWER 
like Me Not like Me 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 

4 3 2 
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REMEMBER -4 is exactly like me, 3 is very much like me, 2 is only slightly like me, and 1 is not at all like me. 

13. I can't make a career choice right now because I don't know what 
my abilities are. 

14. I don't know what mv interests are. A few things "tum me on' but 
I'm not certain that iliev are related in any way to my career 
possibilities.' , 

15. So many things interest me and I 'know I have the abilitv to do well 
regardless of what career I choose. It's hard for me to firid just one 
thing that I would want as a career. 

16. I have decided on a career, but I'm not certain how to go about 
implementirlg my choice. What do I need to become a ________ anyway? 

17. I need more infonnation about what different occupations are like 
before I can make a career decision. 

18. I think I know what to major in, but I feel I need some additional 
support for it as a choice for myself. 

19. None of the above items describe me. The following would 
describe me better: (write your response below). 

ORCLE ANSWER 
like Me Not like Me 

4 3 2-

4 3 2 

4 2 

4 3 2 

4 3 2 

4 3 2 

Adapted and reproduced by special permission of the Publisher, 
Psychological Assessment Resources, Inc., 16204 North Florida Ave., 
Lutz, Florida 33549, from the CDS by S. Osipow, C. G. Carney, J. Winer', 
B. Yanico, M. Koschier, Copyright 1976, 1987 by Psychological Assess­
ment Resources Inc. Further reproduction is prohibited without 
permission from PAR, Inc. 



140 

APPENDIX C 

CAREER DECISION PROFILE 



141 

Career Decision Profile 

Nrune ________________________________________ __ Date. _________ _ 

Directions: 'This inventory is designed to help you think about your career choice. You will consider: 

a. How decided you are. 

b. How comfonable you are with your decision. and 

c. Your career decision needs. 

There are no right or wrong answerS. Just give the answer that best fits you. Do not spend too much 

time on each statement. 

Decidedness 

Have you decided on an occupation? How certain are you? Think about it for a moment. ..... 

Now indicate with a check mark ( ~ ) below. how much you agree with the following statements: 

1. I have an occupational field in mind thall want to work in (for example. medicine. agriculture. 

management, or the performing ans). 

Strongly Disagree Strongly Agree ____ _ 
-I- -2- -3- 4" -5- 6" -7- -8-

2. I have decided on the occupation I want to enter (for example. electrical engineer. nurse. or coole). 
Strongly Disagree Strongly Agree 

12345678 

Comfort 

Now that you have indicated how decided you are. how do you/eel about where you are in the 

process of making a choice? 

3. I feel at ease and comfortable with where I am in making a vocational decision. 

Strongly Disagree Strongly Agree ---1 2 3 4 5 6 7 8 

4. rm not worried about my career choice. 

SlroIlgly Disagree Strongly Agree 
-1- -2- -3- -4- -5- 6 7 8 

When you have finished. please tum the page. 

Copyright e 1986 by Lawrence K.lonea. A1J Rishu RClClVed. No portion of !his public:&lion may be reproduced. stored 
:n • relricvaisyawn. or II'IIlIIIliIIed in any form or by lilY means. electronic. mcchlllical. pholOCOpying, reconIing, or 
orJterwise, without tho l'rior writtm pennission of the author. 

D 
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Career Decision Needs 

Now you 'Will read statements people make when talldng about making an occupational choice. 

Please read each statement and make a check mark to show the extent to which you agree or disagree 

that it describes you. 

Matching Self with a Career 

5. I wish I knew how my personality would: fit with the people in jobs I am thinking aboUL 

SlrOngly Disagree ________ Strongly Agree 

12345678 

6. I need 10 learn a way 10 mau:h my needs and abilities with possible occupations. 

SlrOngly Disagree Strongly Agree -- -- -- -- -- -- -- --12345678 

7. There are so many occupations that it is difficult 10 identify those that might be suitable. 
SlrOngly Disagree Strongly Agree __ _ 

I 2 3 4 5 6 7 -8-

Self-Clarity 

8. I feel unclear as 10 who I really am. 
SlrOngly Disagree ____ _ Strongly Agree ---

12345678 

9. I need 10 have a clearer idea of what my interests are. 

SlrOngly Disagree S IroIIgly Agree 
-1- -2- -3- -4- -5- --6 -7- -8-

10. I need 10 have a clearer idea of my abilities. my major strengths and weaknesses. 
Strongly Disagree _ _ _ _ SlrOngly Agree 

12345678 

OccupationaJ-EduclIlionaJ I n/ormarion 

11. I need information about educational programs I want 10 enter. 

SlrOngly Disagree Strongly Agree 
-1- -2- -3- 4'" -5- --6 -7- -8-

12. I do not feel I know enough about the occupations that I am considering. 

SlrOngly Disagree S IrOngly Agree 
-1- -2- -3- -4- -5- --6 -7- -8-

13. I think there may be a number of occupations that I do not know about that I should consider. 

SlrOngly Disagree Strongly Agree ---

12345678 

2 
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Decisiveness 

14. I feel relieved if someone else makes a decision for me. 

SlrOngl)l Disagree: SlrOngly Agree __ _ 
-I- -2- -3- -4- -5- --6 -7- -8-

IS. I am an indecisive person; I delay deciding and have difficulty malting up my mind. 

SlrOngly Disagree Sttongly Agree -----------2 3 4 5 6 7 

16. I frequently have difficulty making decisions. 

SlrOngly Disagree -- --2 3 4 5 6 7 

C ooice-Work I mponance 

17. I don't need to make a vocational choice at this time, 

SlrOngly Disagree: -- -- -- -- -- -- --2 3 4 5 6 7 

18. My future work or career is IlOt that important to me right now, 

SlrOngly Disagree 

8 

8 

8 

-1- -2- -3- -4- -5- 6 7 8 

19. I don't have sttong interests in any occupationailield. 

SlrOngly Agree - __ 

Sttongly Agree 

Sttongly Agree __ 

Sttongly Disagree: S IrOngly Agree 

12345678 

Other Factors 
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D 
Are there any other factors that arc imponant in understanding your situation? Please write them here; 

When you arc ftnished. please rum to the next page. 

3 
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Scoring 

Now go back to the first page, to the section called "Decidedness." Find statement #1 and write 

the number beneath your check mark on the line in the right hand margin. An example is shown 

below: 

Strongly Disagree SlIOngly Agree 

12345678 

Do the same thing for the other statement in this section, statement #2. Then, add the numbers for 

these statements together, and write the sum in the small box you see in the right hand margin. 

In the same way, carefully score the "Comfon" section. Then. score the remaining sections on 

pages 2 and 3. And, finally. write down your scores for each section in the boxes below: 

Decidedness 

Comfort 

D 
D 

Your scores may range from 210 16. The higher your score the more decided 
you are about your career choice. 

Your scores may range from 2 10 16. The higher your score the more comfonable 
you are about your progress in making a career choice. 

Career Decision Needs: Your scores may vary from 3 10 24 for each area. The higher your score. the 
greater yoW' need for assistance in that area 

D D D D D 
Matching Self Self-Clarity Occupalionai- Decisiveness Choice-Work 
with a Career Educalionai Imponance 

Informmion 

4 
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STUDENT OUESTIONNAIRE 

Please complete this form 

I. Name: __________________________________________________ __ 

Last First MI 

2. Permanen t Address: ______________________________________ _ 

Street 

City State 

3. Student Identification Number: ___________________ _ 

Educational Plans (check one) 

4. What is the highest degree you eventually plan to complete? 

_ Bachelor's degree 

_ Master's degree 

_ Professional degree (law, medicine) 

_ Doctorate degree 

5. Are you 

A freshman attending college for the first time? 

A transfer student? 

Box-Apt 

Zip Code 

6. How many hours per week do you plan to work for pay during the school year? 

Do not plan to work. 

Plan to work 1-10 hours per week 

_ Plan to work 11-20 hours per week 

_ Plan to work 21-35 hours per week 

_ Plan to work 36 or more hours per week 

7. Where do you plan to live during the fall term? 

_ College Residence Hall 

_ With parents or relatives 

_ Other private home, apartment or room 
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8. Is this college your: (Check one) 

First choice? 

~ Second choice? 

Third choice? 

Less than third choice? 

9. What is your best estimate of your parents' total income last year? 
Consider income from all sources before taxes. (Check one) 

_ Less than $6000 _ $35,000-39.999 

_ 56,000-9.999 _ 540,000-49.999 

_ 510,000-14.999 _ 550,000-59,999 

_ 515.000-19,999 _ $60,000-74.999 

_ 520,000-24,999 _ 575,000-99,999 

_ 525,000-29,999 100,000-149,999 

_ 530,000-39,999 150,000 or more 

10. What is the highest level of formal education obtained by your parents? (Check one in 
each column) 

Mother Father 

Grammar school or less [ 1 

Some high school 

High school graduate [ 1 

Postsecondary school other 
than college 

Some college 

College degree 

Some graduate school 

Master's degree [ 1 

Doctoral degree [ 1 [ 1 
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II. Are you receiving financial aid? Please check appropriate types. 

_ Scholarship 

Student loan 

Grant 

Work study 

Student Goals Section 

12. Listed below are several possible educational goals you may have for yourself to achieve 
during college. Please indicate how important each of these are to you by checking the 
appropriate space for each item. 

Academic goals 

How important is it to you .... 

a. To complete courses necessary 
to transfer to another college 

b. To understand the nature of the 
natural and physical sciences 
(e.g., botany. ecology. 
chemistry. physics) 

c. To understand humanities (e.g .• 
history. philosophy. art. 
languages. literature) 

d. To understand the social sciences 
(e.g .• economics. political 
sciences. psychology. 
sociology) 

e. To acquire skilis for self -directed 
learning (be able to learn about a 
subject on my own) 

not 
important 

not 
important 

not 
important 

not 
important 

not 
important 

moderately 
important 

moderately 
important 

moderately 
important 

moderately 
important 

moderately 
important 

important 

important 

important 

important 

important 

very 
important 

very 
important 

very 
important 

very 
important 

very 
important 
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I-low important is it to you .... (cont.) 

f. To develop effective verbal 
communication 

not moderately important very 
important important important 

g. To develop an understanding for 
cultural things (art, music, 
drama, literature) 

not moderately important very 
important important important 

h. To get high grades to get into 
medical school, law school, 
graduate school, etc. 

not moderately important very 
important important important 

Vocational goals 

How important is it to you .... 

i. To discover my vocational 
interests 

not moderately important very 
important important important 

j. To prepare for a first time job 
not moderately important very 

important important important 

k. To improve my knowledge and 
skills required in my present 
job 

not moderately important very 
important important important 

1. To increase my chances for 
promotion and/or raise at 
my present job 

not moderately important very 
important important important 

m. To explore career opportunities 
not moderately important very 

important important important 
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Personal goals 

How important is it to you .... 

n. To improve my self -confidence 
not moderately important very 

important important important 

o. To improve my ability to get 
along with people 

not moderately important very 
important important important 

p. To become actively involved 
in student life and campus 
activities 

not moderately important very 
important important important 

q. To improve my leadership skills 
not moderately important very 

important important important 

r. To get well acquainted with 
other students 

not moderately important very 
important important important 

s. To participate in inter-
collegiate athletics 

not moderately important very 
important important important 

t. To become involved in one or 
more student activities 

not moderately important very 
important important important 

u. To be involved in intramural 
athletics 

not moderately important very 
important important important 

v. To develop social skills for 
interpersonal relationships 

not moderately important very 
important important important 

w. To participate in political or 
social reform or change 
movements -

not moderately important very 
important important important 



How important is it to you .... (cont.) 

x. To develop lasting friendships 
not 

important 
moderately 
important 

important very 
important 

13. From the above list of goals (a-x). select the three most important goals and write those 
letters in the space provided below. 

Most important goal ________________ _ 

2nd most important goal . ______________ _ 

3rd most important goal ______________ _ 

Special Education Assistance and Needs Section 

14. This section presents areas where you may need assistance. 

Please indicate those areas you need help in or are interested in by checking the "yes" 
space. 

If you are not interested in these activities, check the "no" space. 

Yes No 

a) I need help deciding on my educational plans 
b) I need help deciding on my occupational plans 
c) I need help in improving my reading speed and comprehension 
d) I need help in expressing my ideas in writing 
e) I need help in improving my study skills 
f) I need help in improving my mathematical skills 
g) I would like help with personal concerns 
h) I need help in expressing my ideas by speaking 
i) I need help in reducing my anxiety before/during exam 

15. What kind of help would benefit you most in deciding on a major or occupation? (Check 
as many as apply to you) 

[1 a) Information sessions with faculty about various majors 
[1 b) Information sessions with workers about various careers 
[1 c) Career-planning classes to help me explore various options 
[1 d) Tests to ,lelp me find out what I'm interested in 
[1 e) Information sessions on employment opportunities 
[1 f) Talking with a career counselor 
[1 g) Actual field experience in a career area 
[) h) Other (please specify) ________ _ 
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Task and Lifestyle 

Inventory 

Roger B. Winston, Jr., Ph. D. 
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Judith S. Prince, Ed. D. 

Student Development Associates, Inc. 
110 Crestwood Drive 

Athens. Georgia 30605 
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About the Student Developmental Task and Lifestyle Inventory 

The Student Developmental Task and Lifestyle Inventory [SDTLII is composed of statements 
shown to be, typical of many students and is designed to collect information concerning college 
students' activities, feelings, attitudes, aspirations, and relationships, Do not be concerned, however, 
if there are some statements about activities in which you do not participate, or feelings which are not 
descriptive of you, This Inventory's purposes are to help students learn more about themselves and to 
help colleges assist students more effectively. The SDTLl's usefulness depends entirely on the 
honesty, candor, and care with which you answer the questions, 

It will require only about 25 to 35 minutes for you to complete this Inventory. 

AA 

DIRECTIONS 

t. Do not mark in this booklet, Mark all answers on the separate answer sheet provided. 

2, In this Inventory "college "is used in a general sense to apply to both two- and four-year colleges, as 
well as universities (that is, all kinds of post-secondary institutions I, 

a. Consider each statement carefully, but do not spend a great deal of time deliberating on a single 
statement, 

4. Read each statement (beginning on page 1) and decide whether the statement is true (usually true I 
of you. or false (not usually truel of you, If true, circle the T: if false. circle the F.In a few instances 
in Section 1 there is a third alternative "0": for those items only, you may circle the "0" response if 
it describes you better than either a true or false response would. 

,~. If you wish to change an answer after having marked it. do not attempt to erase it. Instead, with 
your pen or pencil completely darken the circle made around the T, For 0 [whichever had been 
mistakenly circled I. then draw a circle around the response that best describes you, 

EXAMPLES 

o Student selected the true response as being most descriptive of him or her. 

154 

141. 

141. 

® F 

.® o Student made a mistake and wants to record a false response instead of 
true response as being the most descriptive of him or her, 

141. T F @ Student selected the "other" response as best describing him or her. 

6. Please begin bv writing your name and the name of the college or university you are attending at 
the top of the answer sheet and then answer the demographic questions under it. After answering 
the demographic questions, begin the Inventory on page 2. 

Cupynght ' lBH7 by Student Oevelopment Assocmtes. Inc. All rights reserved. Form W87 

Page 1 



155 

Stu~ent Developmental Task and Lifestyle Inventory 

SECTION 1. EDUCATION. CAREER. AND LIFESTYLE. From the alternatives provided select the 
one response that best describes you. Mark your responses on the separate answer sheet provided. 

Circle Tifthe statement is true or usually true of you. or F if the statement is false or usually not true of 
you. For some statements there will be a third alternative. when that is possible the 0 alternative will be 
listed after the statement. Circle the 0 alternative only if it is listed after the statement and it best 
describes vou. 

Before beginning. be sure that you have read and understand the instructions about how to change a 
response (should you need to do so) once it is marked. The directions for changing a response are in the 
Directions section on the previous page. 

t. I have declared my academIc mUJorl field of academic 
concentration. 

:!. I am familiar with three or more college majors and 
their requirements In terms of reqUired courses und 
their accompanYing academic skills. 

:~. I know where to find information about the prospects 
for employment In any occupouonal tield. 

L Within the past SIX months. I have osked relatives. 
faculty members. or others to describe or discuss 
positions aVailable in the fields in which they OfC 

working. 

,-}, I never make errors in clusswork. 

Ii. I haye carefully thou~ht throu~h and decided the 
extent to which I am involved in regular. organized 
religious aetiv'ties. 

I. I have one or more effective techniques(not involvinl.r 
alcohol or drugs) that I use to help me relieve stress. 

l'I. Within the past year I have met my responsibilities to 
my parents to my own personal satisfaction. 

9. I don't hesitate to seek help in dealing with the pres· 
sures of college life. 

10. I keep accurate records of the money 1 spend. 

II. I know all the hasic requirements for graduating With 
a degree In my academiC major; academiC concentra· 
tion. 
o ;; I have yet to decide on an academic major. 

l~. When I don't think I am learnin~ what I should in a 
coufse.l take the initiative to do something about It. 

1:1. I have identIfied some jobs within the career area I 
haye selected which I know I would not like doing. 
o = I have yet to decide on a postcollege career area. 

14. Recently I examined the current labor market de· 
mands for people with a deR"ree in the career arents) I 
am considenn~. 
0= I have yet to decide on a postcollege career area 

andlor academic major. 

I.~. In the past year I havediscuHsed my career goals With 
at least two professionals in the field that interests 
me most. 

16. I have identified the steps that nre necessary for me to 
take now in order to have the kind of life I want five 
years after college. 

17. I have plenty of energy. 

I~. I set aside time each day tn deal with schoolwork and 
aSSignments. 

19. I organize mv time well enough for me to get everv· 
lhin~ that needs to he done completed. 

:20. I make time 10 my schedule lor mv hobbies. 
0= I haye no hobbies. 

:!I. I take advanta~e of opportunities to enter IOto class 
diSCUSSIOns. 

:!2. I have taken the initiative to set up conferences With 
an academiC advisor within the past twelve months. 

~:t r know at least five requirements necessary for the 
occupotionts) I am thinkin~ about entering. 
0= [have yet to identify an occupation in which I 

would like to work. 

:.!4. I have practical experience in the career area 1 plan to 
pursue after college. 
0= I have yet to decide on a pmncollege career area. 

:25. I am a member of at least one club or onmnizanon 
that is speCifically related to my chosen occupational 
lield. 
0= I have yet to deCide on a postcollege career area. 

'26, I have made a deCision about the number or chIldren 
I induding none) I plan to have. 

:27. I am generally satisried with my physical appear­
ance. 

28. I initiated an activity in the past month designed to 
help me achieve something important In my life. 

:.!9. I plan mv activities to make sure that I have adequate 
time for sleep. 

:m. In my leisure time I regularly read novels or maga· 
zincs. 

:n. I have a mature working relationship with one or 
more members or' the academic community I faculty 
member. student affairs staif member. administra· 
tor). 

:12. Within the past twelve months I haye attended a 
lecture or program dealinJ;?; With a senous Intellectual 
subject which was not required for any of my courSes. 

:1:3. I cnn name two or more beginning·level positions in 
business. industry. government. or education for 
which I would be eligible when I graduate. 
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T = True 

:;.4, I have listed a number ot specilic personal abilities 
and limitations which 1 can use us ",uldehnes for 
narrowmg the number of career areas I Wish to 
l·xplore. 

I;}, I have formulated u clear plan for gettmg a Job after 
college. 

:~6. I am currently involved in one or more activities that 
I have identified as bcmr;tofheip in detcrmimng what 
I will do With the rest of my life. 

;17. I main tam an appropriate wehtht for my hei"ht and 
frame. 

:18. I have joined with several people in nchievinJt solu· 
tion to u mutual problem within the past month. 

:l9. I keep a calendnrormnke a "To Do"listofwhnt needs 
to be done each day. 

oW. I am ncuvely involved in two nr more different 
organized actiVities in addition to my academiC 
studies. 

-H. I have formed a personal relationship Ifriendly ac· 
qualntanceship) With one or more prOIE::SSors. 

42. I have identified acceptable alternatives to my 
present educational plans. 

43. Within the past month I have rend an article or book 
thatdl'ols with some nspectof a career I am consider· 
ing or have decided upon. 

44. I have established a specific plan for ~amtnR' practl· 
cal experience In the career aren I plan to pursue after 
college. 
0:: 1 have yet to decide on a postcolleR'e career area. 

.t5. I have prepured my employment placement ere· 
denuals and resume'. 

t6. I have identified at least three people. other than 
family members. whom I am contident will be influ· 
ennal in my postcollege future. 

47. I usually eat well·balanced meals. 

.tH. I have been active on atleostonecommittee atcolle~e 
or in one or more college groups Within the past SIX 

months. 

49. I manage my spending money well. 

;jO. I have attended a play or classical music concert 
within the past year when not required for a clasB. 

51. Within the past three months I have had n serious 
diSCUSSion With a faculty member concernmg som~ 
thing of importance to me. 

.=)2. I have decided whether or not I will seek admission to 
a graduate or professional school. 

;j3. I am acquainted with three or more persons who are 
actively involved in the kind of work I visualize for 
myself in the future. 
0:: I have yet to decide on a postcollege occupational 

aren. 
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F = False 

,-;4. While in college I have gamed practical experience 
directly related to my educational goals throulo(h an 
internship, purt·lIme work. summer Job. or Similar 
employment. 
o :: I have yet to establish any specific educational 

goals. 

,j.=). 1 have one or more goals that I am committed to 
accomplishtnlt and have been workinJ;t on tor over a 
year. 

.;6. The importance I place on thinltslike new cars.lnrltc 
housi!s. and expensive clothes is rellected m my 
current career plans. 

.:);. I make sure that I J.{et enoulth exercise to feel good. 

218. I have identified and can list at least three ways I can 
be an asset to the commumty. 

,=)9. I followed a systematic plan in making un imponnnt 
decision Within the past thirty days. 

60, Within the past twelve months I have visited. a 
museum or an art exhibit when not reqUired for a 
clasB. 

61. I carefullv invcstiR'ated the intellectual abilities and 
necessBrY academic backRTound needed to be success· 
ful in my chosen academiC major. 
0:: I have yet to decide on an academic major. 

62. Within the past three months I have read one or more 
non·requlred publications related to my major field of 
study. 
0:: I have yet to decide on an academic maJorl field of 

study. 

fi:t I often have trouble visualizing day·to.day work in 
the career area I have selected. 
0= I have yet to decide on a career area . 

64. I have sought out leisure time actiVIties for the 
purpose of helping me obtain un indication of my 
career intereSts. 

65. An outside. objective observer could readily identify 
the ethical values that guide my dally life . 

66. I have clearly decided upon the place of marriage and 
children in my future. 

67. I exercise viR'orousiy for twenty minutes or more at 
least three times a week. 

68. I have successfully completed an extended tripon my 
own. 

69. Within the past six months I have undertaken either 
an independent study or service project on my own. 

70. Over the pust yeur I have participated in cultural 
activities on a regular basis (several times a month'. 

71. I have developed a financial plnn for achieving my 
educational Roals. 

P.go3 

72. Within the past twelve monthB I have discussed. m 
depth. my educational objectives or plans with an 
academic advisor. 

GOTOPAGE4 



T = True 

7:1. I like everyone I know. 

7.1. While In cnlleJ(c I have vIsited a career c£'nter or 
lihr~rv to ",(It information about possible CRret>rs or 
detailed information about a {'[ueer urea I have 
chosen. 

-:.'1. I havp. followed throURh on "earlv nil my plnns made 
dunnR' the pust venr. 

F =, False 

76, I can stale clearlv my pian for achievlnl-!' the lZonls I 
have establtshed Inr the next tpn years, 
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, '. r plan mv week to make sure that I have sufficient 
tIme tor phYSical exercise. 

7,". I havemnde a pmuuv('cnntnhut!on to mv communltv 
4cumpus, nelJ,lhborhood. or hometown I Within the 
past three months. 

SECTION 2. INTIMATE RELA TIONSHIPS. In this section "partner" refers toone person with whom 
you now have tor have had) an in~imate relationship, whether a dating partner, spouse, or a friend 
with whom you are (have been) romantically involved. Please read the following InstructIOns 
carefully before responding to statements In this sectIOn. 

• [fyou are now involved in an intimate relationship, respond to the following statements in terms of that 
relationship, 

• If you are not currently involved in an intimate relationship, but have had one or more within the past 
twelve months, then respond to the statements in this section in terms of the single most sIgnificant of 
those relationships. Remember, respond in terms of the same relationship throughout this section. 

• If you do not have a "partner" currently and have not been involved in an intimaterelationshipduring 
the past twelve months, please skip this section and go to Section :3 and continue responding to 
statements, beginning with number 98. 

T=True 

79. My portner nnd I regularly discuss or make plans on 
how we Will spend our time tOl{cther. 

I1n. I sometimes trent the relationship with my pnrtnerns 
if it were n Rame. 

81. Within the past tWf>lve months 1 have successlully 
resolvt'd. a mOJor dlsoKreement with my panner. 

i't~. It is difficult for me to scc my partner soclolize with 
uthers who could he nvals with me for my parmer's 
affections. 

,~;J. ( occaslnnaliy feel threatened hy mv partner's outSide 
friendships !that IS, WIth persuns whu nfC not In mv 
Circle of friendsl. 

."1". I have helped mv pnrtnernchieven personllillool that 
shel he hud estuoilshed. 

K~. I have been unable to find n partner with whom I 
have maintained a satisfying intimate relationship 
for n penad of more than three months. 

~6. I frequently feel aSlfmy partner's successes are also 
my SUccesses. 

~7. My portner and 1 rrequentlv talk about what each of 
U9 IS seeking from our relauonshlp. 

F= False 

M~. I often wonder where I stand in the eyes of my 
partner. 

S9. Almost everyday 1 tell my portner thinf.ls that 1 don't 
tell anyone else. 

90, I am usuallv on f,luard about what 1 say and do 
around mv partner 10 order to aVOId upsetunil or 
displeasinj,l hlml her. 

91. I expect my purtner to always meet my personal 
needs. 

!12. Shann!: mv Innermost thoullhts with mv partner IS 

the thln~ I value most In uur relauonshlp, 

:J:1. There-IS nnthinu ahout mvselfthnt IS 'too hud" to tell 
my partner. 

94. (have httle trouhle relaun!: tnumatt.·ly to a person 
when I don't care deeply ubout him: her, 

!J5, My partner and I hove ulIreed upun the limits to he 
placed on our phYSIcal relntionslup. 

96. I tell my partner nbout my sexual needs and desires. 

97. My partner and I often play games with each other. 
such as "Mr. Cool" or "Ms, Hard·to·get.'· 

SECTION 3. RELA TIONSHIPS AND THE ACADEMIC ENVIRONMENT, Decide whether each of 
the following statements is True (usually true of yoU) or False (not usually true of yOUI. 

T=True 

9A. There nre some topics that shou ILl never be discussed 
in college classrooms. 

99, 1 never get angry, 

100. It sometimes bothers me if my leisure time acuvities 
are different from those of my friends. 

-----~.-~ .. ~-~ ~.~~- --,--.~~.-. 

P.so4 

F= False 

101. 

102. 

103. 

It is important to me that I he liked bv everyone. 

I sometimes hold back mv true feelinR's for a friend 
because I'm afraid I might embarrass myself. 

I seldom express mv opinion in I{roups if I think they 
Will be conlrovers181 or different (rom what others 
believe. 

GOTOPAGE5 



T = True 

10.1. I need to feel sure of the outcome betor£!' attemptlnJl 
somethlnR new nr different. 

If)~, I have a difficult time in courses when the instructor 
doesn 't 're~ularlv check up on completton ot assum­
menta. 

Wn. I frequently don't perform a~ well in class us I could. 

107. I sometimes use phrases or words such as "Rlacks 
have rh:vthm." or"Hankie," or "peopleon welfare are 
only lookinR tor a tree nde." 

10M. I would prefer not to room With someone who is from a 
different culture or race. 

11)9. I find relationships wnh mv close [ripods not as 
Important to me as they were a year nloto. 

110. It IS important to me thut others accept my pOint of 
vIew. 

lit. Within the past V(lnr thert~ have heen a number of 
occasIOns when I was mistaken about the ciosenesBot 
a relationship. 

112, Before mnkinll decisions I ask my parents what I 
should do. 

113. I am usuaUy mo,e concerned about the grade I will 
receive than about the subject matter or what I am 
learning. 

114, It is hard for me to work intentlv on somethinll for 
more than a short time. . 

115. Recently I made a poor R:rade in class due to my 
neglect or lack of [,nor planning, 

116. I find it annoytng when I hear people speakinll in a 
languoge I don't understand. 

117. I aVOid groups where I would be of the minority race. 

I Iii. It is important to me that 1 meet the standards of 
nehavlOr set b~ my t'nends. 

119. When I want to be alone I have difficultv letting my 
friends know 10 u way that doesn't hurt their feelings. 

120. Each afmy close friends holds at least one view of life 
or set of personal values which [ can't accept for 
myself. 

121. I seldom bounce ideas off other people in order to 
obtain their views of my thinking. 

122. I feel guilty when I don't obey my parents' wishes, 
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F = False 

: :!:~, ~tv grades are nut as Io!ood as thev could be ht!cause I 
don"t like askln~ for help. 

1 :,!"t, Within the PUBt month at school or work. another 
person and I solved an Important mutual problem, 

I :!5. r think most women tend to respond tn situations 
emotionally, while men respond by thinking. 

! :16. I deal with students who are different from me \ for 
example. of another race or who speak a riifferE'nt 
lanjiluajilel by hein~ polite and staYInK away tram 
them as much as pOSSible. 

I '27. I find it hard to deal openly with cnlle~e administra­
tors and others an authonty. 

1'28, After havinR' strong disagTeements with a person. I 
usuallv trY to aVOid her' him as much as pOSSible 
thereotter: 

1:!9. I never say things I shouldn·t. 

1 :10. Somellmes I conceal some of my talents or skills so 1 
will not be asked to contnbute to a group's effon. 

1:.11. Most of the time I get bored and Quit studving after 
working on an assignment for a short time, 

132. I have difficulty disciplining myself to study when I 
should. 

133. I generally keep my beliefs to myselfin order to aVOId 
offendin R' others. 

134. I become annoved with people who frequently try to 

change the rul~s. 

1:~5, I try to keep my friends from knowing about my 
shortcomtnJ;.ts and failures. 

I :J6. Because of my friends' urI..,Tjnjls I someUmes get 
involved In things that are not 10 my best interest. 

1:17. I never lie. 

1:18. Decisions about imponant matters are larlZely based 
on what my parentis) think and believe. 

1:19. Mv studv time often seems rushed hecause I fail to 
estimate reahstically the amount of time reqUired. 

140. Within the pnstmonth I have found myselfworrymR' 
about unimportant matters, which interfered with 
the things I wanted to do. 

END OF INVENTORY 

PageS 



Additional oopies can be obtained from 

PSYCHOLOGICAL ASSESSMENT RESOURCES, INC. 

P.O. Box 9981 Odessa. Florida 33556 
Telephone (813) 968-3003 
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Educational Involvement 

APPENDIX F 

SDTLI QUESTIONS DIVIDED 
INTO SCALES AND SUBSCALES 
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1. I have declared my academic major/field of academic concentration. 

2. I am familiar with three or more college majors and their require­
ments in terms of required courses and their accompanying academic 
skills. 

11. I know all the basic requirements for graduating with a degree in 
my academic major/academic concentration. 

12. When I don't think I am learning what I should in a course, I 
take the initiative to do something about it. 

21. I take advantage of opportunities to enter into class discussions. 

22. I have taken the initiative to set up conferences with an academic 
advisor within the past twelve months. 

41. I have formed a personal relationship (friendly acquaintanceship) 
with one or more professors. 

42. I have identified acceptable alternatives in my present education­
al plans. 

51. Within the past three months I have had a serious discussion with 
a faculty member concerning something of importance to me. 

52. I have decided whether or not I will seek admission to a graduate 
or professional school. 

61. I carefully investigated the intellectual abilities and necessary 
academic background needed to be successful in my chosen academic 
major. 

62. Within the past three months I have read one or more non-required 
publications related to my major field of study. 

71. I have developed a financial plan for achieving my educational 
goals. 



72. Within the past twelve months I have discussed, in depth, my 
educational objectives or plans with an academic advisor. 

Career Planning 
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3. I know where to find information about the prospects for employ­
ment in any occupational field. 

4. Within the past six months, I have asked relatives, faculty 
members, or others to describe or discuss positions available in 
the fields in which they are working. 

13. I have identified some jobs within the career area I have selected 
which I know I would not like doing. 

14. Recently I examined the current labor market demands for people 
with a degree in the career area(s) I am considering. 

15. In the past year I have discussed my career goals with at least 
two professionals in the field that interests me most. 

23. I know at least five requirements necessary for the occupation(s) 
I am thinking about entering. 

24. I have practical experience in the career area I plan to pursue 
after coll ege. 

25. I am a member of at least one club or organization that is 
specifically related to my chosen occupational field. 

34. I have listed a number of specific personal abilities and limita­
tions which I can use as guidelines for narrowing the number of 
career areas I wish to explore. 

35. I have formulated a clear plan for getting a job after college. 

43. Within the past month I have read an article or book that deals 
with some aspect of a career I am considering or have decided 
upon. 

44. I have established a specific plan for gaining practical experi­
ence in the career area I plan to pursue after college. 

45. I have prepared my employment placement credentials and resume. 

53. I am acquainted with three or more persons who are actively 
involved in the kind of work I visualize for myself in the fugure. 

54. While in college I have gained practical experience directly 
related to my educational goals through an internship, part-time 
work, summer job, or similar employment. 



63. I often have trouble visualizing day-to-day work in the career 
area I have selected. 

64. I have sought out leisure time activities for the purpose of 
helping me obtain an indication of my career interests. 

74. While'in college I have visited a career center or library to 
get information about possible careers or detailed information 
about a career area I have chosen. 

Lifestyle Planning 
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6. have carefully thought through and decided the extent to which 
am involved in regular, organized religious activities. 

16. I have identified the steps that are necessary for me to take 
now in order to have the kind of life I want five years after 
college. 

26. I have made a decision about the number of children (including 
none) I plan to have. 

36. I am currently involved in one or more activities that I have 
identified as being of help in determining what I will do with 
the rest of my life. 

46. I have identified at least three people, other than family 
members, whom I am confident will be influential in my post­
college future. 

55. I have one or more goals that I am committed to accomplishing 
and have been working on for over a year. 

65. An outside, objective observer could readily identify the 
ethnical values that guide my daily life. 

75. I have followed through on nearly all of my plans made during 
thepast year. 

76. I can state clearly my plan for achieving the goals I have 
established for the next ten years. 

Life Management 

8. Within the past year I have met my responsibilities to my 
parents to my own personal satisfaction. 

9. I don't hesitate to seek help in dealing with the pressures of 
college life. 
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10. keep accurate records of the money I spend. 

18. set aside time each day to deal with schoolwork and assignments. 

19. I organize my time well enough for me to get everything that needs 
to be ~one completed. 

28. I initiated an activity in the past month designed to help me 
achieve something important in my life. 

29. I plan my activities to make sure that I have adequate time for 
sleep. 

30. In my leisure time I regularly read novels or magazines. 

38. I have joined with several people in achieving solutions to a 
mutual problem within the past month. 

39. I keep a calendar or make a liTo Do" list of what needs to be 
done each day. 

48. I have been active on at least one committee at college or in 
one or more college groups within the past six months. 

49. I manage my spending money well. 

58. I have identified and can list as least three ways I can be an 
asset to the community. 

59. I followed a systematic plan in making an important decision 
within the past thirty days. 

68. I have successfully completed an extended trip on my own. 

69. Within the past six months I have undertaken either an independent 
study or service project on my own. 

78. I have made a positive contribution to my community (campus, 
neighborhood, or hometown) within the past three months. 

Cultural Participation 

20. I make time in my schedule for my hobbies. 

30. In my leisure time I regularly read novels or magazines. 

31. I have a mature working relationship with one or more members of 
the academic community (faculty member, student affairs staff 
member, administrator). 
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32. Within the past twelve months I have attended lecture or program 
dealing with a serious intellectual subject which was not re­
quired for any of my courses. 

40. I am actively involved in two or more different organized 
activities in addition to my academic studies. 

50. I have attended a play or classical music concert within the 
past year when not required for a class. 

60. Within the past twelve months I have visited a museum or an art 
exhibit when not required for a class. 

70. Over the past year I have participated in cultural activities 
on a regular basis (several times a month). 

Tolerance 

98. There are some topics that should never be discussed in college 
classrooms. 

107. I sometimes use phrases or words such as "Blacks have rhythm," 
or "Honkie," or "people on welfare are only looking for a free 
ride." 

108. I would prefer not to room with someone who is from a different 
culture or race. 

116. I find it annoying when I hear people speaking in a language 
I don't understand. 

117. I avoid groups where I would be of the minority race. 

125. I think most women tend to respond to situations emotionally, 
while men respond by thinking. 

126. I deal with students who are different from me (for example, 
of another race or who speak a different language) by being 
polite and staying away from them as much as possible. 

133. I generally keep my beliefs to myself in order to avoid offend­
ing others. 

134. I become annoyed with people who frequently try to change the 
rules. 
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Salubrious Lifestyle 

7. I have one or more effective techniques (not involving alcohol 
or drugs) that I use to help me relieve stress. 

17. hav~ plenty of energy. 

27. am generally satisfied with my physical appearance. 

37. maintain an appropriate weight for my height and frame. 

47. usually eat well-balanced meals. 

57. make sure that I get enough exercise to feel good. 

67. I exercise vigorously for twenty minutes or more at least three 
times a week. 

77. I plan my week to make sure that I have sufficient time for 
physical exercise. 

Response Bias 

5. never make errors in classwork. 

73. like everyone I know. 

99. never get angry. 

129. never say things I shouldnlt. 

137. never lie. 

Peer Relationships 

100. It sometimes bothers me if my leisure time activities are 
different from those of my friends. 

101. It is important to me that I be liked by everyone. 

102. I sometimes hold back my true feelings for a friend because 
11m afraid I might embarrass myself. 

109. I fine relationships with my close friends not as important to 
me as they were a year ago. 

110. It is important to me that others accept my point of view. 

111. Within the past year there have been a number of occasions when 
I was mistaken about the closeness of a relationship. 
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118. It is important to me that I meet the standards of behavior set 
by my friends. 

119. When I want to be alone I have difficulty letting my friends 
know in a way that doesn't hurt their feelings. 

120. Each' of my close friends holds at least one view of life or set 
of personal values which I can't accept for myself. 

127. I find it hard to deal openly with college administrators and 
others in authority. 

128. After having strong disagreements with a person, I usually try 
to avoid him/her as much as possible thereafter. 

135. I try to keep my friends from knowing about my shortcomings and 
failures. 

136. Because of my friends urgings I sometimes get involved in things 
that are not in my best interest. 

Emotional Autonomy 

103. I seldom express my oplnlon in groups if I think they will be 
controversial or different from what others believe. 

104. I need to feel sure of the outcome before attempting something 
new or different. 

112. Before making decisions I ask my parents what I should do. 

113. I am usually more concerned about the grade I will receive than 
about the subject matter or what I am learning. 

121. I seldom bounce ideas off other people in order to obtain their 
views of my thinking. 

122. I feel guilty when I don't obey my parents' wishes. 

130. Sometimes I conceal some of my talents or skills so will not 
be asked to contribute to a group's efforts. 

138. Decisions about important matters are largely based on what my 
parent(s) think and believe. 



Academic Autonomy 

105. I have a difficult time in courses when the instructor doesn't 
regularly check up on completion of assignments. 

114. It is hard for me to work intently on something for more than 
a short time. 

115. Recently I made a poor grade in class due to my neglect or 
lack of prior planning. 

123. My grades are not as good as they could be because I don't 
like asking for help. 

124. Within the past month at school or work, another person and 
solved an important mutual problem. 

131. Most of the time I get bored and quit studying after working 
on an assignment for a short time. 

132. I have difficulty disciplining myself to study when I should. 

139. My study time often seems rushed because I fail to estimate 
realistically the amount of time required. 
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140. Within the past month I have found myself worrying about unimpor­
tant matters, which interfered with the things I wanted to do. 
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APPENDIX G 

ASSESSMENT INSTRUCTIONS 

1. The University and the College of Arts and Sciences is very 
concerned with how well it is able to serve you. We want to make 
improvements in our orientation program, in our advising systems and 
in the help we provide throughout the next four years. We can't do 
that if we don't have a good understanding of what you need and 
want. We also need to understand where you are in your thinking as 
far careers, majors go. 

We need your help for this. We have designed a set of questionnaires 
and psychological tests that will give us the answers we need to make 
substantial changes in our programs and services that we now offer you. 

Although this is a required part of your college orientation, I want 
to let you know how very much we appreciate your taking the time and 
effort to answer the questions. 

It's very important that you complete ALL parts of the tests. If you 
leave any parts blank we will be unable to use your entire packet. 

The tests and questionnaires will be kept entirely confidential. 
There is no material in them that will ever be used with your name 
on it. Please be assured of that. We will ask you to put your 
student 10 on them purely to keep the questionnaires together. 

There is one part of a test which deals with sensitive questions. 
Do your best to answer it as accurately as possible. Please know 
that your answers are confidential. 

Thank you again. 



2. PLEASE CLEAR YOUR LAP OF ALL YOUR PAPERS. 
TAKE A LAP BOARD OUT FROM UNDER YOUR SEAT. 
WE WILL HAND OUT TWO QUESTIONNAIRES: ONE NOW AND ONE AFTER 
YOU HAVE BEGUN WORKING. WE DON1T WANT TO CONFUSE YOU. 

Now we will pass out two things: 
a.' a packet with a box on the front, and 
b. a green answer sheet. 
c. Use only a #2 pencil 

a. To be announced while passing out the forms: 

PLEASE FILL OUT ONLY THE BOX ON THE COVER OF THE PACKET. 

DO NOT FILL OUT ANYTHING ELSE UNTIL I GIVE YOU FURTHER 
I NSTRUCTI ONS 

b. On the answer sheet you must fill in two things only at 
this time: 
1. Your name, and 
2. Your student ID number. Note: There will be one 

space too many. Please begin in space A. 

c. You will write NOTHING in the IIbirth date ll or in the 
IIspecial codes. 1I 

d. BOX PACKET is made up of four different questionnaires: 
1. The Box questionnaire 
2. A gray and green questionnaire--called the Career 

Decision Scale 
3. A questionnaire called the Career Decision Profile 
4. A Student Questionnaire 

GREEN ANSWER SHEET 

Please write on the first page of each questionnaire what number 
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on the green answer sheet that you will start answering each question­
naire. This will remind you where to go on the answer sheet when you 
start a new section. DO NOT WRITE ON THE ANSI~ER SHEET. ANSWER SHEET 
SHOULD ONLY HAVE MARKS IN THE CIRCLES AND THE BOXES FOR THE NAME AND 
STUDENT ID NUMBER. 

The questions on the -------- will be filled in in space --- to --­
on the green answer sheet. 

1. The Box questionnaire 1-17 
2. The Career Decision Scale 31-48 



Note: THE NUMBERS OF THE QUESTIONS GO IN DESCENDING ORDER: 
4, 3, 2, 1 

PLEASE INDICATE AT THE TOP OF THE QUESTIONNAIRE THAT NUMBERS ON THE 
QUESTIONNAIRE CORRESPOND TO THE NUMBERS IN THE BUBBLES OR CIRCLES 
ON THE ANSWER SHEET: 

4 = 4 
3 = 3 
2 = 2 
1 = 1 

3. The Career Decision Profile--side 2 61-79 
4. Student Questionnaire 
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a. Questions 1-11 should be filled out ON THE QUESTIONNAIRE 
ITSELF 

b. Question 12 (a-x) should be filled out on the GREEN 
ANSWER SHEET-- 91-114. We have numbered them for you 
to correspond with the numbers on the green answer sheet. 

not important = 1 very important = 4 

c. Questions 13-15 ON THE LAST PAGE should be filled out 
ON THE QUESTIONNAIRE ITSELF. 

WRITE ON HERE 

The ORDER that you complete the questionnaires is VERY It1PORTANT. 

YOU MUST BEGIN WITH THE BOX QUESTIONNAIRE--question 1. 

Work through all four questionnaires in the Box packet first. In a 
few minutes we will hand out the second questionnaire. 

When we pass out the longer questionnaire, there will be no 
instructions. Simply read the directions and answer the questions 
as indicated on the answer sheet. 



APPENDIX H 

WORDING OF THE QUESTIONS 
ON THE THREE SCALES 

Career Decision Scale Certainty Scale Questions: 
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1. I have decided on a career and feel comfortable with it. I also 
know how to go about implementing my choice. 

2. I have decided on a major and feel comfortable with it. I also 
know how to go about implementing my choice. 

Answers: Like Me Not Like ~1e 

4 3 2 

Career Decision Profile Decidedness Scale Questions: 

1. I have an occupational field in mind that I want to work in (for 
example, medicine, agriculture, management, or the performing 
arts. 

2. I have decided on the occupation I want to enter (for example, 
electrical engineer, nurse, or cook). 

Answers: Strongly 
Disagree 

Strongly 
2 3 4 5 6 7 8 Agree 

Career Decision Profile Comfort Scale Questions: 

3. I feel at ease and comfortable with where I am in making a 
vocational decision. 

4. 11m not worried about my career choice. 

Answers: Strongly 
Disagree 

Strongly 
2 3 4 5 6 7 8 Agree 
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