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ABSTRACT 

The study had as its purpose the ascertaining of relationships 

existing between selected personality factors and academic success in 

Bible college. The two criteria used to measure success were: (1) 

grade-point average and (2) persistence in training. 

The sample consisted of 233 freshmen, of both sexes, regis­

tered for the first semester of the 1963-64 academic year in three Bible 

colleges connected with The Christian and Missionary Alliance. . 

Instruments used in the study included: (1) School and College 

Ability Test (SCAT); (2) California Short-Form Test of Mental MaiUtity; 

(3) Wrenn Study-Habits Inventory; (4) Allpor t-Vernon-Lindzey Study of 

Values; (5) Kuder Preference Record--Vocational, Form CM; (6) IPAT 

Anxiety Scale Questionnaire; (7) Budner Scale of Tolerance-Intolerance 

of Ambiguity; (8) California F-Scale; and (9) Personal Information 

Questionnaire (designed especially for the study). 

Using linear correlations, relationships between 122 independ­

ent variables and grades were found for the following: (1) total sample, 

(2) high-, middlie-, and low-ability groups, and (3) the two sex groups. 

Mean-scores of persisters and dropouts were compared for each group 

to discover which variables differentiated significantly between per­

sisters and dropouts. To ascertain the relative contributions to grades 

xv 
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of the various personality factors, partial and multiple correlations 

were used. Multiple regression equations were formulated for pre­

dicting grades. 

Positive relationships between each criterion and the follow­

ing per sonality variables were hypothesized: mental ability; study 

habits; achievement, order, endurance, intraception, dominance, and 

deference needs; theoretical, social, and religious values; scientific, 

social service, literary, and religious vocational interests; health; and 

emotional support. 

Negative relationships between each criterion and the follow­

ing variables were hypothesized: affiliation, change, heterosexuality, 

autonomy, nurturance, and exhibition needs; economic, aesthetic, and 

political values; anxiety; intolerance to ambiguity; and authoritarianism. 

As hypothesized, mental ability; study habits; achievement, 

dominance, and deference needs; religious value preference; social 

service, scientific, and literary interests; and commitment to a full-

time Christian vocation were related positively to grades. Affiliation 

and nurturance needs and economic value preference were related nega­

tively to grades as hypothesized. Order, endurance, intraception, 

change, hetero sexuality, autonomy, and exhibition needs; social, 

aesthetic, and political values; anxiety; intolerance to ambiguity; 

authoritarianism; health; and emotional support failed to relate to 

grades. 
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As postulated, per sisters had higher achievement and defer­

ence needs, greater social service interests, better study habits, and 

lower autonomy, hetero sexuality, and exhibition needs than non-per sister 

Mental abilities; order, endurance, intraception, dominance, 

affiliation, change, and nurturance needs; theoretical, social, and 

religious values; scientific and literary interests; health; emotional 

support; anxiety; intolerance to ambiguity; and authoritarianism did not 

distinguish between per sisters and non-persisters. 

Since findings varied rather widely according to sex and mental 

ability range, there were many exceptions to the above relationships 

within the various groups. 

Successful students typically were found to possess the follow­

ing characteristics: (1) good study habits, (2) average or above mental 

ability, (3) carefulness in completing tests, (4) high deference, achieve­

ment, and endurance needs, and low nurturance and autonomy needs, 

(5) considerable tendency toward conventionalism, (6) some tendency 

toward suspiciousness, (7) firm belief in divine help, (8) commitment 

to religious training in the particular Bible college in which enrolled, 

and (9) assumption of responsibility for final decision to attend Bible 

college. 



CHAPTER I 

INTRODUCTION 

The evaluation of an application for admission to college 

requires an estimate of the probable academic success of the applicant. 

This estimate usually is accomplished by conscious or unconscious 

assignment of weighted values to high school grades, mental ability 

and achievement test scores, written material furnished by the student 

(including an autobiography), letters of recommendation, and general 

and specific impressions gained by personal interview. Variables 

which could be considered in such an evaluation are not limited to the 

ones stated above. However, even using several well-selected vari­

ables, prediction of success tends to be only moderately reliable for 

groups and even less reliable for individuals. 

The search for better predictors of success has led to numer­

ous studies in colleges, universities, and seminaries. Very little 

research, however, has been undertaken with regard to the relation­

ship between personality variables and success in Bible college. The 

Bible college, a recent arrival on the American educational scene, has 

been concerned more with immediate theological and educational goals 

than with an evaluation of its effectiveness as an institution of higher 

learning. This concern for immediate goals may well explain the 



paucity of scholarly research related to Bible-college problems. That 

investigations of the type undertaken in the present study are needed is 

evidenced by the following historical survey of the Bible-college 

movement. 

Historical Background 

The Bible-college movement had its inception in New York City 

in 1882 with the founding of The Missionary Training College for Home 

and Foreign Missionaries and Evangelists by Dr. Albert B. Simpson 

(Witmer, 1962a; Hunter, 1964). In 1890, the college was renamed The 

Training College, and in 1894, The New York Training Institute. The 

New York Training Institute was moved to Nyack, New York, in 1897, 

and is now officially named Nyack Missionary College. 

Simpson formed The Christian Alliance and The International 

Alliance in 1887, which two societies were merged in 1897 into The 

Christian and Missionary Alliance. Nyack Missionary College was 

recognized as the official training institution of The Christian and 

Missionary Alliance. In subsequent years three additional colleges 

were established by the Alliance to share responsibility with Nyack 

Missionary College. These were: St. Paul Bible College, St. Paul, 

Minnesota, founded in 1916; Simpson Bible College, Seattle, Washing­

ton (now located in San Francisco, California), founded in 1921; and 

Canadian Bible College, Regina, Saskatchewan, established in 1941. 



Toccoa Falls Bible College, Toccoa Falls, Georgia, was established in 

1907 by Dr. Robert A. Forrest and, although an independent institution, 

has been recognized from its inception as an "associate college" of The 

Christian and Missionary Alliance. 

The founding of Moody Bible Institute in Chicago, in 1886, 

added impetus to the Bible-college movement. The Institute has become 

the largest school in the movement. It operates on the college level, 

though retaining the name "Institute. " Moody Bible Institute has fur­

nished the organizational and educational pattern for a number of other 

Bible colleges and institutes. 

In presenting the findings of a cooperative survey made of 

Bible colleges and institutes, the director of the Accrediting Associa­

tion of Bible Colleges, Dr. Safara A. Witmer (1962a^ indicated that, 

in I960, there were 234 recognized institutions of this type in the 

United States and Canada, 73 per cent of which had been founded in the 

period 1931 to I960. By I960, enrollment had reached a record 25, 000 

day students. 

In the early days of the movement, the "Bible Training Insti­

tute" or "Bible Training School" usually offered a one- or two-year 

program in Bible study and practical work in the fields of pastoral or 

missionary education. Following World War I, a trend developed 

toward the establishment of a three-year program, leading to a diploma 

in pastoral work, missions, Christian education, or music, and the 



schools increasingly became known as "Bible Institutes. " Four-year 

programs leading to the Bachelor of Arts degree became popular after 

World War II, and more and more of the schools were renamed, with 

the words "Bible College" being included in the name. Of the institu­

tions surveyed in I960, slightly over half were known as "Bible 

Colleges, " and the remainder considered themselves to be "Bible 

Institutes. " The Accrediting Association of Bible Institutes and Bible 

Colleges was formed in 1947. By I960, forty of the members of the 

Association were essentially degree conferring colleges (Witmer, 1962a). 

Increasingly the Bible college has entered into competition 

with the seminary. Seminaries, which have their own accrediting 

association, The American Association of Theological Schools, function 

at the graduate level of instruction. In recent years the seminary has 

tended to increase its offerings in Bible exegesis and evangelism, and 

the Bible college has, in turn, added courses in philosophy, psychology, 

and related subjepts which were formerly the exclusive domain of the 

seminary. The resulting overlapping of courses has posed a real prob­

lem to those students who enroll in a seminary following the completion 

of an undergraduate program in a Bible college. The seminary usually 

has refused graduate credit for Bible-college courses, and the student 

has been required to duplicate much of his previous work. Boon (1950), 

in his doctoral dissertation, suggested that there was a real need for 

better coordination between seminary and Bible college. 
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Financial and scholastic pressures make it imperative that 

Bible colleges function with increased efficiency. Witmer (1962a) cited 

a number of problems which have become critical in this struggle of 

the Bible colleges for survival, including inadequate support, shortage 

of qualified teachers, pressures for higher educational standards, and 

demands for broadened services. That the Alliance Bible colleges are 

not exempt from these problems was indicated in a study made by 

Trouten (1962). He reported an upgrading of instructional standards 

within.the Alliance, as well as increased offerings in the areas of 

liberal arts, nursing, secretarial science, and teaching. Trouten 

observed that educational programs have recently been lengthened 

within the Alliance Bible colleges as part of a successful move toward 

accr editation. 

Any program designed to improve the financial and educational 

efficiency of the Bible college, as it strives to shoulder these increased 

burdens, must consider student admission practices. Especially, 

efforts must be made to ascertain which factors make for student success 

in the Bible college. The present study was designed to investigate those 

factors which pertain to student personality and how they relate to college 

success. 

The Problem 

In this section, the problem under investigation is stated, 

justification for the study is.presented, and the objectives of the study 



are given. The investigation has been limited to Bible colleges which 

are an integral part of The Christian and Missionary Alliance or closely 

related to the Alliance. 

Statement of the Problem 

This study seeks to determine the relationship of selected per­

sonality variables to student success in Bible college as reflected by 

(1) freshman first-semester grade-point average and (2) continuance in 

training into the second semester. 

Importance of the Study 

One of the major goals of Bible-college education is the develop­

ment of Christian character (Witmer, 1962a). Since the Bible-college 

educator is endeavoring to mold student personality, he is operating in 

the field of psychology. The terms he uses may not always be stated in 

acceptable psychological terminology, but they are transposable into 

such terminology. Presumably, by determining what personality 

characteristics are desirable in the Bible-college graduate and by stating 

these characteristics in standard psychological terms, the Bible-college 

administrator could, through the use of standardized tests, evaluate the 

institution's effectiveness in developing personality. Since the amount 

of expected modification of key personality structures might be too 

limited in the case of some applicants to warrant their enrolment, their 

rejection might reduce the number of academic casualties. 
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To train successfully an adequate number of candidates for 

full-time Christian vocations, the Bible college must conserve its 

limited financial and educational resources and concentrate its efforts 

upon those individuals who have the greatest potential for success. It 

cannot afford to maintain an educational program which large numbers 

of students discontinue, regardless of the reason for discontinuance. 

Neither can the Bible college be expected to graduate individuals who 

are unstable, emotionally immature, low in scholarship, or otherwise 

unfit for a Christian vocation. 

The Bible college endeavors to offer a specific vocational 

program of higher education in the religious field. It seeks to meet 

the increasing demands of churches and missionary boards for stable 

individuals who are able to face physical and financial hardship plus 

other vocational pressures. Not only better graduates are needed but 

constantly increasing numbers are required in a world that is in the 

midst of a "population explosion. " However, the casualty rate in 

religious training, as well as in religious occupational pursuits, is 

high. If this attrition is to be reduced, Christian educators, pastors, 

missionary boards, and others concerned with the preparation of church 

workers require a better conception than they now have of personality 

factors that make for success ih Christian work. Students also must 

become aware of personality shortcomings that they need to overcome 

if they are to succeed. Counselors and deans should have an awareness 



of per sonality factors that relate to academic success if they are to 

help students with their problems. 

The question arises whether personality factors that contrib­

ute to success in Bible-college training differ greatly from those mak­

ing for success in other types of college programs. Surprisingly, 

scarcely anything has been done in this area in the field of Christian 

education, except on the seminary level. In view of (1) the almost total 

lack of such studies in Bible colleges (despite the many that have been 

made in secular institutions and seminaries) and (2) the need for better 

personnel services which would foster a higher survival rate in the 

Bible college, it is believed that the present study is well justified. 

Objectives of the Study 

The objectives of the present study were (1) to determine the 

relationship of selected personality variables to academic success in 

Bible college and (2) to determine the relationship of selected person­

ality variables to persistence in training in Bible college. 

For our purposes the personality variables under considera­

tion were grouped into the following categories: (1) mental ability, (2) 

achievement drive, (3) study habits, (4) value preferences, (5) occupa­

tional goals, (6) Christian-vocation goal-drive, (7) anxiety traits, (8) 

rigidity-flexibility polarity of mental functioning, (9) physical factors, 

and (10) social factors. 
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Definition and Use of Terms 

Definitions considered in this section are confined to those 

words and expressions pertaining directly to the probLem. Definitions 

and usages as given in the appropriate manuals govern in the case of 

each test instrument. 

Bible College 

A Bible college is a post-secondary-level educational institu­

tion the principal purpose of which is the preparation of students for 

church vocations or Christian ministries through a program of Biblical 

and practical education (adapted from Witmer, 1962a). 

Bible Institute 

The definition is identical with that of Bible college, as given 

above, except that the word "institute" is substituted for the word 

"college. " 

The terms "Bible college" and "Bible institute" are used with 

the same meaning. This is in line with recent usage in the field as 

reported by Witmer (1962a, p. 26): 

The Accrediting Association of Bible Colleges dropped the 
term "Bible Institutes" from its name several years ago for the 
sake of brevity, but it includes in the concept of Bible college 
all Bible schools of college grade whether they have three-, 
four-, or five-year programs, and whether they are called 
institutes, colleges, or schools. 

To them, Bible college education is education at the college 
level whose distinctive function is to prepare students for 
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Christian ministries or church vocations through a program of 
Biblical, general, and professional studies. 

Variable 

A variable is "a quantity that may increase or decrease, con­

tinuously or discontinuously, without other essential change" (English 

and English, 1958, pp. 577-578). The meaning may be extended from 

the abstracted characteristic of quantity to concrete entities that show 

change. 

English and English (1958, p. 578) distinguish between variable 

and trait: "Variable refers to the actual quantities that are data; trait 

refers to that to which the data are assigned. Thus trait suggests an 

entity as variable does not. " These authors (English and English, 1958, 

p. 578) further state: 

In psychology three classes of variables are distinguished: 
R VARIABLES, responses or acts; S VARIABLES, properties 
of the physical or social environment; O VARIABLES, the 
ORGANIC or ORGANISMIC or PERSONAL VARIABLES, the 
changeable properties of the person or organism. The R vari­
able is always the dependent variable. 

In the present study, variables (changeable quantities of data) 

are of primary consideration. The R variables in this investigation are 

grade-point averages and persistence or non-persistence in training. 

Most of the independent variables would be classified as O variables or 

personal variables; some of the independent variables are S variables 

or properties of the student's past or present environment. Care must 
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be taken, however, to differentiate between true S variables and appar­

ent S variables; the latter are really O variables, since they measure a 

student's "belief" or "feeling" about certain features of his past or 

present environment. 

It must not be inferred that in all cases a direct cause-and-

effect relationship exists between measured personality variables and 

grades or persistence. There may be intervening variables involved as 

well as complex interactions among a number of variables. 

Personality 

The definition of personality is not easy. Allport (1937) sur­

veyed the literature and found almost fifty different definitions. Hall 

and Lindzey (1957, pp. 8-9) differentiated among the following catego­

ries of definitions of the word personality: biosocial, biophysical, 

omnibus, integrative, adjustive, unique, and essence. Hall and 

lindzey (1957, p. 9) concluded that "personality is defined by the par­

ticular empirical concepts which are a part of the theory of personality 

employed by the observer. " English and English (1958, p. 382) reached 

a similar conclusion: 

The meaning of personality is influenced also by the way it 
is studied. It may be studied as it is, distinct from other 
entities. In that case, it is conceived as having certain prop­
erties. Or personality may be studied in terms of how individ­
uals differ. It is then conceived as a collection of traits. 
These two approaches are complementary, each mutually imply­
ing the other, but emphasis on one or the other affects the 
connotations of the term. 
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An ecLectic approach to personality has been followed in the 

present investigation. The primary assessment instruments used in the 

study have been devised by proponents of somewhat similar views of 

personality; each test author has formulated one or more definitions of 

personality. Among these are the following: 

Personality is the dynamic organization within the individ­
ual of those psychophysical systems that determine his unique 
adjustments to his environment (Allport, 1937, p. 48; 1961, p. 
28). 

Personality is that which permits a prediction of what a 
person will do in a given situation. . . . Personality is con­
cerned with all the behavior of the individual, both overt and 
under the skin (Cattell, 1950, pp. 2-3). 

The term "personality" has been reserved for the hypothet­
ical structure of the mind, the consistent establishments and 
processes of which are manifested over and over again (together 
with some unique or novel elements) in the internal and external 
proceedings which constitute a person's life (Murray and 
Kluckhohn, 1953, p. 30). 

Personality may be biologically defined as the governing 
organ, or super ordinate institution, of the body. As such, it 
is located in the brain. No brain, no personality (Murray, 
1951, p. 267). 

Organization, direction, and prediction are concepts common 

to the above definitions. That personality has physical as well as 

psychological roots is indicated in these four definitions. The view­

point shared by these psychologists is humanistic and per sonalistic 

rather than molecular. Maddi (1963, p^ 180) has indicated that Allport 

and Murray share the following orientations: (1) man is proactive; (2) 

man possesses psychological organization; (3) man is psychologically 



13 

complex; (4) man. functions rationally; (5) man is psychologically unique; 

and (6) man is future oriented. Murray (1938, p. 712).indicated that he 

and Allport held similar views of personality as can be seen from the 

following quotation: 

I am struck, first of all, by a difference in approach. 
Allport starts with the word 'trait' (as he does with the words 
'personality, 1 'attitude, ' 'sentiment, 1 'interest'), attempts to 
discover, by examining the history of its usage, what it has 
meant in the past and then comes to his own definition. In con­
trast to this, my method has been to start with concrete phe­
nomena (objective and subjective), attempt to distinguish 
separable variables and then give each defined uniformity a 
suitable name. . . . The difference in our points of departure, 
however, turn out to be unimportant since we end in approxi­
mately the same place. 

Webster's Dictionary (Gore, 1961, p. 1687) defines personality 

in terms of traits or characteristics: 

. . .the complex of characteristics that distinguishes a 
particular individual or individualizes or characterizes him 
in his relationship with others. . .the total of distinctive traits 
and characteristics. . .the organization of the individual's dis­
tinguishing character traits, attitudes, or habits. . . . 

Guilford (1959, pp. 8-9) also defines personality in terms of 

traits. He defines a trait as "any relatively enduring way in which a 

person differs from others, " and then states that an individual's per­

sonality "is his unique pattern of traits. " Murray based his personality 

theory upon needs. Edwards in turn constructed the Edwards Personal 

Preference Schedule upon Murray's need structures. Cattell distin­

guished between surface and source traits, and believed he could dis­

cover the latter through factorial methods. Surface traits were, to him, 



merely descriptive terms. Allport was interested in broad over-alL 

types of goal structures or values. Ih Spranger's (1928) six primary 

values (Theoretical, Economic, Aesthetic, Social, Political, and 

Religious), Allport believed he had discovered the basic evaluative 

attitudes that determine the orientation of life-activities for the 

individual. 

The eclectic definition of personality in Webster's Dictionary 

effectively combines the various views mentioned and is the one used 

in this study; it is stated broadly enough to include traits, character­

istics, needs, values, habits, and other terms that are descriptive of 

individual motivation and action. 

Personality Factor 

As previously indicated, personality theorists have used many 

descriptive terms in connection with personality structure. These 

include ability, attitude, characteristic, disposition, drive, ego-system, 

factor, habit, goal, instinct, principle, process, motive, need, reflex, 

structure, tension, trait, value, and others. Any and all such terms 

have been lumped in the present study under the term factor. 

Personality factors are those descriptive terms, constructs, 

or structures that describe or explain psychophysical actions and reac­

tions in an intelligent organism. Theoretical factors assessed in this 

study include (1) needs in Murray's system, (2) traits and values in 
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AUport's psychology, and (3) trait factors in Cattell's approach. Meas­

urements of habits, goals, mental abilities, physical and social factors, 

and motives also have been included in the study. 

Other Definitions 

Definitions and descriptions of specific personality factors and 

related terms, which occur in connection with measuring instruments 

used in the present study, have been deferred to later sections of this 

dissertation. 

Review of Related Research 

Very few scholarly studies of any kind have been made of the 

Bible college. Such studies generally have dealt with historical, cur-

ricular, or philosophical problems. Only one study and one survey per­

tinent to the present investigation were uncovered on the Bible-college 

level by the present investigator. The study was by Kimber (1947) who 

studied the scores of 274 Bible-institute students on the American 

Council on Education Psychological Examination, the California Test of 

Personality, the Minnesota Personality Scale, and the Kuder Preference 

Record. He reported that the students had high social standards and a 

high sense of personal worth but a below-average freedom from nervous 

symptoms. Low interest was found in community relations, social ser­

vice, and computational and clerical activities. 



16 

Kimber's study did not differentiate between successful and 

unsuccessful students. It is also "dated" since Bible colleges have 

changed in many ways and Bible-college students may show consider­

ably different personality structures than they possessed in the mid-

forties. The study was limited to a sample of students from one geo­

graphical area (California) at a time when the Bible institute still 

offered a three-year program. 

The aforementioned survey was reported in an unsigned article 

in Christian Life (June, 1956, pp. 18-19) which summarized interviews 

with "deans of a dozen of America's leading evangelical schools. " 

These institutions included Bible colleges, Bible institutes, liberal-

arts colleges, and seminaries. The deans gave the following "reasons" 

for student failure: immaturity, poor study habits, lack of vocational 

and personal motivation, poor social adjustment, poor training in 

economics, problems at home, and lack of spiritual exercise. 

The "reasons" given by the deans in the article in Christian 

Life are to be understood as general statements of opinion or observa­

tion based on practical experience. It cannot be said that these 

proffered "reasons" possess demonstrated statistical validity. They 

are given merely as opinions without added claims. 

Although few studies are reported in the literature for the 

Bible college, an abundance of studies exists for the seminary and 

secular college, including studies of personality, persistence in 
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training, and academic achievement. It is necessary to turn to these 

studies of seminary students and secular-college students, in order to 

secure background data that support and justify the hypotheses to be 

tested in this study. 

It is logical to expect some similarities and some differences 

between successful seminary students and successful Bible-college stu­

dents. Both, for example, should be interested in a religious vocation, 

should be reasonably intelligent, and should relate well socially to other 

individuals. However, the seminary student is usually more mature 

scholastically and socially, older chronologically, and under greater 

pressure financially than the Bible-college student. He is more likely 

to be married, and in many cases he is student-pastor of a church. 

Presumably, therefore, the successful seminary student possesses, in 

somewhat greater degree than the Bible-college student, characteristics 

of determination, achievement-drive, motivation, and mental capacity. 

Personality characteristics of Bible-college students should 

resemble those of secular-college students in some aspects and be 

dissimilar in others. The Bible-college student might be expected to 

closely resemble the secular-college student in educational background, 

mental ability, age, marital status, and physical characteristics. His 

religious views, vocational aspirations, and standards of conduct might 

be expected to be somewhat different from those of his counterpart in 

the secular college or university. 
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The present study appeared justified on the basis of expected 

personality differences between Bible-college students and seminary 

students, as well as between Bible-college students and students in 

secular colleges and universities. Such personality differences would 

be expected to be related to a student's success or failure in Bible 

college. Bible-college students should be found to possess personality 

factors which are similar to those needed for success by all students on 

the undergraduate or graduate level, and other personality factors 

which are unique to Bible-college success. 

It has been difficult to classify the studies uncovered in the 

literature since many are omnibus studies, and no two investigations 

are exactly parallel. The author of each study determined the areas 

he would investigate and the questions he would explore, the types of 

tests he would administer, and the number of such tests. To chop one's 

way through this maze of studies is quite a feat in itself. The serious 

investigator soon finds that he is faced with the problem of grouping 

studies for analysis. This grouping presents difficulties. Should 

studies be grouped according to over-all achievement, underachieve-

ment, overachievement, or normal achievement? Or should studies be 

grouped according to dropout and persistence observations ? Should a 

review in depth be made of related studies ? If so, how can the studies 

be grouped into related categories, since seldom do two investigators 

explore identical variables? If one study covers several important 
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variables, how can unnecessary repetition be avoided in referring to 

that study? 

To reduce the amount of repetition and to insure reasonably 

distinct discussion of related literature, the following principles have 

been adopted: (1) studies are discussed to the depth necessary to relate 

them to the present investigation; (2) studies included are related in 

meaningful fashion either in methods, hypotheses, purposes, or con­

clusions to the present study; (3) studies are grouped into categories 

as follows: mental ability, achievement drive, study habits, value 

preferences, occupational goals, anxiety, rigidity, physical factors, 

and social factors. 

Mental Ability and Academic Success 

It is generally agreed that mental ability is the personality 

factor most related to academic success. The studies that follow bear 

this out. 

Ikenberry (I960) performed a multivariate analysis of the rela­

tionship to persistence of academic aptitude, social background, and 

attitudes and values of 2, 746 freshmen students in a large midwestern 

university. The withdrawal sample consisted of 303 students who with­

drew prior to the completion of the school year. A random sample of 

250 students was taken from the remainder of the population for com­

parison purposes. Using a multiple discriminant analysis technique, 
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Ikenberry reported three significant discriminant functions. The first 

function, accounting for over 60 per cent of the variance as defined by 

the variables, was primarily a mental ability function; the second 

function, accounting for approximately 25 per cent of the total variance, 

was interpreted as a social-cultural function; the third function accounted 

for 5 per cent of the total variance and was interpreted as a social-back­

ground function. 

Cash (1954), in a study of 134 students in a liberal Protestant 

seminary, found, as would be expected, a positive correlation between 

measures of scholastic aptitude and academic achievement. Knowles 

(1958) reported an investigation, the purpose of which was the discovery 

of measurable characteristics which differentiate between successful 

and unsuccessful seminary students. The sample studied included 256 

male students in one seminary, all of whom had completed at least 

thirty semester hours of academic work. The subjects were divided 

into three groups: (1) an unsuccessful group composed of students on 

scholastic probation; (2) a successful group composed of honor students; 

and (3) a middle group composed of those who had never been on proba­

tion or on the honor list. Scores on the Strong Occupational Interest 

Blahl^, the Wrenn Study-Habits Inventory, the Traxler Narrative Read­

ing Test, the Nelson-Denny Vocabulary Test, and the Otis Mental 

Ability Test were found to differentiate between successful and unsuc­

cessful students. 
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Many students of superior mental ability do not per sist in 

college. A study of student withdrawals in nine Arkansas colleges 

(Halladay and Andrew, 1958) revealed that approximately 15 per cent 

of the dropouts scored above average on ability and achievement. One 

out of every three dropouts left school for non-academic reasons. A 

study of persistence in one university, involving 1, 949 freshmen, dis­

closed that 52 per cent of the students lost had ranked in the top 30 per 

cent of high-school seniors on the Henmon-Nelson Test of Mental 

Abilities (Little, 1959, p. 238). In another university-level study, 748 

students were grouped into eight categories, determined by the number 

of semesters they persisted in school, plus a ninth category for those 

who graduated (Munger, 1956). Munger reporterd that students in the 

upper-third of mental ability tended to persist if they had nearly a B 

average the first semester; middle-third students, if they had a better 

than C average; and lower-third students, if they had barely a C aver­

age. Munger felt that level of aspiration varied among the three groups, 

being higher for the high-ability group, average for the middle-ability 

group, and lowest for the low-ability group, and he concluded that stu­

dents who do not achieve grades near their expectation are apt to drop 

out of college. 

Other investigators have discovered interrelationships between 

academic ability and personality factors, which factors in turn were 

related to achievement. Goodstein and Heilbrun (1962, pp. 319-320), 
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using the Edwards Personal Preference Schedule (EPPSi reported: 

The results of the present study offer some support for the 
notion that personality factors are significantly related to aca­
demic achievement when the influence of academic ability is 
statistically removed, but that the nature of the relationships 
depends upon the general ability level of the group being studied. 
Thus, when heterogeneous ability groups are studied, and levels 
of ability are ignored as a variable, the true relationships 
between personality factors and achievement may be concealed. 
. . . The dependence of personality trait-college achievement 
relationships upon ability level is also clearly suggested by the 
fact that in only one instance out of 11 was a given personality 
correlate of achievement found at more than one ability level. 

One possible general interpretation of the present findings 
is that personality factors are most important in determining 
the academic achievement of the average ability college male. 
While all males may have a special stake in college achieve­
ment, the success of relatively bright and dull males is more 
determined by intellectual factors than is the case with the 
average ability males. In this group of average ability males, 
intellectual factors are less predictive of success, and person­
ality factors are the more important determiners of actual 
academic success and failure. Obviously, additional research 
will be necessary to test the appropriateness of this interpretation. 

The findings reported by Munger and by Goodstein and Heilbrun 

indicate that, in personality research, Bible-college students should not 

only be studied as a group but also in subgroups based on mental ability 

scores. It is apparent also that, for Bible-college students in general, 

there probably would be a considerable relationship between mental 

ability and grade-point average. Between persistence in training and 

mental ability, however, a low relationship should be expected. 



Achievement Drive and Academic Success 

The reasons given by students for Leaving college are interest­

ing and descriptive, but the serious investigator must be prepared to 

probe deeper into student personality for more substantial and valid 

causes of withdrawal. Two studies are cited to illustrate this need for 

deeper investigation. One study (Wooster and Stine, 1958) reported 

stated reasons for dropout in the following proportions: marriage, 35 

per cent; transfer, 17 per cent; dissatisfaction, 13 per cent; personal 

reasons, 10 per cent; military service, 9 per cent; financial, 8 per 

cent; work, 6 per cent; other, 2 per cent. Another study (Yoshino, 

1958) gave the following reasons for withdrawal in order of frequency: 

inadequate high-school preparation, inadequate finances, no clear-cut 

field of interest, poor study habits, lack of interest, marriage, poor 

grades, limited goals, poor personal adjustment, and lack of ability. 

The question that must be raised is: Are these the true rea­

sons for withdrawal or do personality factors lie behind these apparent 

reasons, which factors are the true reasons? For example, marriage 

for many students actually appears to aid in college persistence rather 

than to hinder; military service may be deferred in many cases, but 

obviously is welcomed by some dropouts; and inadequate high-school 

preparation is overcome by many students. It seems obvious that per­

sonality traits must be investigated if satisfactory reasons are to be 

discovered for student underachievement or lapse of training. 
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Achievement Drive and Seminary 
Academic Success 

Cash (1954), in a doctoral dissertation, described his study of 

134 students in a liberal Protestant seminary in which the Bernreuter 

Personality Inventory and the Ohio State University Psychological Test 

were used. He reported significant relationships between self-

sufficiency scores (Bernreuter: B 2-S) and (1) length of attendance in 

seminary, (2) grades in certain courses, and (3) parental "service" 

occupations. 

Knowles (1958) found indications that persons with scores 

deviating markedly from the norms on the Bernreuter Personality 

Inventory and the Minnesota Multiphasic Personality Inventory do not 

generally succeed in seminary in line with their abilities as measured 

by academic and mental-ability test scores. 

Achievement Drive and College 
Academic Success 

The investigations surveyed fall into two categories: (1) 

scholastic achievement studies and (2) persistence in training studies, 

and are reviewed in that order. 

The relation of scholastic achievement to personality factors. — 

In a general review of such literature Stagner (1933) reported that (1) 

objective measures of personality were not linearly related to academic 

aptitude or achievement; (2) stable students achieved nearer to their 
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capacities than did unstable students; and (3) introverts were better 

achievers than extraverts. 

Cooper (1955), using Army General Classification Test scores, 

paired fifty-one successful students with fifty-one unsuccessful students 

in the same university. He administered the Minnesota Multiphasic 

Personality Inventory, Inventory of Factors STDCR, Guilford-Martin 

Inventory of Factors GAMIN, Guilford-Martin Personnel Inventory, 

Kuder Preference Record (Vocational Form C), Army General Class­

ification Test (First Civilian Edition), Group Membership Record, and 

American Council on Education Personality Report. Among other find­

ings, Cooper reported that (1) non-successful students were more care­

less, less self-critical, and less able to comprehend material presented 

to them than successful students; (2) non-successful students had a 

lower grade-point aspiration than successful students; (3) non-successful 

students were less self-analytic or meditative than successful students. 

A number of investigators have made use of the Edwards Per­

sonal Preference Schedule (EPPS). This instrument is of particular 

interest in studying achievement since EPPS need for Achievement and 

other personality variables which appear related to EPPS need for 

Achievement are assessed. Although the Achievement score alone 

appears insufficient to strengthen the prediction of grade-point averages, 

as indicated in a study by Bachman (1964), the use of a number of EPPS 

variable scores might do so. Using the EPPS, Gebhart and Hoyt (1958) 
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studied the achievement of 240 male freshmen at a midwestern univer­

sity. The sample was divided into twelve groups with respect to 

achievement (under- or overachievement), ability (high, average, or 

low), and college (engineering or arts and sciences). They reported: 

(1) overachiever s scored significantly higher than under achievers on 

the Achievement, Order, Intraception, and Consistency scales, and 

significantly lower on the Nurturance, Affiliation, and Change scales; 

(2) high-ability subjects scored significantly higher than low-ability 

subjects on the Achievement, Exhibition, Autonomy, Dominance, and 

Consistency scales, and significantly lower on the Deference, Order, 

and Nurturance scales; (3) engineering students scored significantly 

higher than students in arts and sciences on the Endurance scale and 

significantly lower on the Dominance scale. 

Gebhart and Hoyt (1958, pp. 127-128) conclude: 

On the basis of the present study, three different patterns 
of overachievement can be hypothesized: (a) overachievement 
associated with a drive to complete (Achievement); (b) over-
achievement associated with a drive to organize or plan (Order); 
and overachievement associated with intellectual curiosity 
(Intraception). Similarly, two patterns of under achievement 
may be hypothesized: (a) that associated with a need for variety 
(Change), wherein academic studies may appear boring and 
routine; and (b) that associated with social motives (Affiliation, 
Nurturance), wherein friendship may be placed above scholar­
ship. The fact that the scales involved do not intercorrelate 
significantly supports the notion that several relatively distinct 
patterns, rather than a single pattern, are involved. 

In a followup to Gebhart and Hoyt's study, Krug (1959) investi­

gated the relationship between achievement and personality in a sample 
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of 147 engineering students at an eastern engineering institute. Over-

achievers were found to score significantly higher than under achievers 

on the Achievement, Order, and Endurance scales, and significantly 

lower on the Affiliation and Heterosexuality scales. Several patterns 

of over- and under achievement were present. High-ability students 

had significantly higher scores than low-ability students on the Domi­

nance and Heterosexuality scales, and significantly lower scores on the 

Deference, Order, and Abasement scales. 

On the basis of high-school grades and achievement-test scores, 

Merrill and Murphy (1959) discovered, in a class of over 300 university 

freshmen, 101 with low predicted achievement. Of these 101, forty-

nine had a predicted grade-point average of 1. 50 or below, but at the 

end of the first quarter had attained a grade-point average of 2, 00 or 

above. Fifty-two students had a predicted grade-point average of 1. 50 

but an actual grade-point average of 1.00 or below. 

In summary, Merrill and Murphy (1959, p. 210) said: 

The findings were: (a) the overachieving group was more 
dominant and less autonomous (1 per cent level); more defer­
ent, less exhibitionistic, less affiliative, less concerned about 
change, and more enduring (5 per cent level) in need-press 
terms than the group achieving as expected; (b) the following 
variables--achievement, order, intraception, succorance, 
abasement, nurturance, heterosexuality, and aggression did 
not differentiate between the two groups.: . . . 

It is apparent from these studies that achievement is related 

to personality needs as measured by the Edwards Personal Preference 
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Schedule. It also is apparent that the operation of a number of person­

ality factors is dependent to some extent upon mental ability. 

Gebhart and Hoyt (1958), in their investigation, indicated that 

different fields of study require somewhat different personality factors 

for success. Arts-and-sciences students who made high scores on the 

Dominance scale were more successful than those having low scores. 

Engineering students made higher scores on the Endurance scale and 

lower scores on the Dominance scale than the arts-and-sciences stu­

dents showing that selective factors were operative. It was possible, of 

course, that needs for Endurance and Dominance had been developed by 

the particular programs of training. Izard (1962) studied personality 

changes during college in 627 students in arts and sciences, nursing, 

and engineering programs of study. He discovered a significant shift 

in scale scores on the EPPS between college entrance and graduation. 

Nursing students showed significant decreases on Deference, Abase­

ment, Order, Affiliation, and Endurance scores, and significant mean 

increases on Autonomy, Heterosexuality, and Aggression scores. 

Engineers decreased on Deference, Abasement, Succorance, and Endur­

ance, and increased on Dominance, Hetero sexuality, Autonomy, and 

Aggression scores. Izard (1962, p. 482) concluded that: "The corre­

lations between the freshman and the senior scores indicated that stu­

dents shift their relative standing within the group on certain charac­

teristics much more so than on others. The observed mean changes 
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were considered, in part, as personality development in the direction 

of social and emotional maturity. " In view of these findings, it may be 

expected that Bible-college students also will show significant person­

ality changes (looking to increased self-confidence and leadership 

ability) during their years of training. 

A study of 254 first-year, non-veteran male students at Los 

Angeles City College was made by Sheanin (1953) in an effort to dis­

cover the personality characteristics of the male college student who 

fails to achieve the level of scholarship predicted by the American 

Council on Education Psychological Examination (ACE). He hypothe­

sized that personality traits which relate to scholarship vary according 

to the major course of study. To test this hypothesis Sheanin used the 

Guilford-Zimmerman Temperament Survey (GZTS). Subjects selected 

from first-semester psychology classes were fifty-nine business ad­

ministration majors, forty-four pre-medical students, seventy-seven 

general majors, and seventy-four engineering students in a required 

engineering orientation course. Sheanin reported a significant rela­

tionship between what the GZTS describes as a "restraint or serious­

ness trait" and grade-point average for all the groups except the 

engineering students and between masculinity of emotion and interest 

and grade-point average for the engineering students. He reported 

that engineering students were more submissive, more socially 

reserved, and more seclusive than the other students. Sheanin (1953, 
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pp. 223-224) concluded that personality traits were related to scholar­

ship in varying degrees according to the major course of study. He 

found evidence that overachievers in one course of study differ from 

overachievers in other curricula--the general-major overachievers 

being emotionally less stable than the pre-medical or engineering over-

achievers. Sheanin also reported that overachievers, regardless of 

major course of study, were more serious and restrained than either 

the normal achievers or the underachievers. 

Sheanin1 s findings tend to support the hypothesis that Bible-

college students have personality characteristics which are related to 

academic success in Bible college. Since studies of Bible-college stu­

dents relative to this hypothesis are lacking, further justification for 

the present study can be drawn from Sheanin's findings. 

The relation of persistence in training to personality factors.--

Fewer studies have been made of the relation of personality traits to 

persistence than to achievement. Heilbrun (1962), using the need 

scales of the Adjective Check List (ACL), studied college student 

withdrawals. The sample of 2, 136 female freshmen included 756 who 

did not register for the sophomore year. Failure to register for the 

sophomore year was the criterion used; no account was taken of the 

reason for dropping out. Heilbrun's view of the criterion is the one 

taken in the present study. Heilbrun (1962, p. 59) states: 



It is clear that this criterion confounds drop-out due to low 
grades, to social maladjustment, to attitudinal or motivational 
shifts, or to altered environmental conditions (e. g., financial) 
to mention only some. However, since personality factors may 
produce or interact with any of these, drop-out for any reason 

. was-  utilized as the criterion. 

Heilbrun eliminated the two extreme mental ability deciles 

from the study since, at these extremes, first-year dropout appeared 

highly related to ability level. He then discovered that dropout students 

scored reliably higher on Heterosexuality and Change, and lower on 

Achievement, Order, and Endurance scales. Affiliation scores were 

somewhat higher for the group of dropouts than for the persisting group. 

Scores from these six ACL scales were utilized in an attrition index 

which separated students into two groups with proportions of first-year 

dropout of about 23 and 51 per cent. A large unselected sample of 

freshmen women had a dropout rate of about 35 per cent. It should be 

noted that Heilbrun1 s reported relationships between personality needs 

and persistence in training almost exactly parallel the findings of 

Gebhardt and Hoyt (1958) and Krug (1959) as to the relationships between 

personality needs and achievement. In summary, it can be said that on 

both EPPS and ACL, achievers and per sisters tend to receive reliably 

higher scores than their opposites on Achievement, Order, and Endur­

ance scales. On either instrument under achiever s and dropouts tend to 

receive reliably lower scores than overachievers and persisters on 

Hetero sexuality, Change, and Affiliation scales. 
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Study Habits and Academic Success 

It is well known that poor study habits are related to the inci­

dence of discontinuance of college training. Reporting a study of 300 

college freshmen Holmes (1958, p. 21) stated that "findings of the pres­

ent study suggest that an inventory of study habits might be as effective 

in identifying potential dropouts as the present battery of attitude scales." 

In a study of motivation involving 367 university students taking 

courses in American history, Michael, Jones, and Trembly (1959) 

reported the identification of the following motivational factors: (1) 

general achievement, (2) neurotic orientation to study activities, (3) 

basic study-skills, (4) self-reliance or self-sufficiency, (5) collabora­

tion (giving and accepting help), (6) verbal aptitude, and (7) conformity 

to teacher expectation. 

Knowles (1958) used scores on the Wrenn Study-Habits Inven­

tory along with scores from several other instruments in differentiating 

between successful and unsuccessful seminary students. He reported 

that study habits, vocabulary proficiency, reading competence, profes­

sional interests, and general mental ability were variables that sepa-r 

rated successful from unsuccessful seminary students. 

"Value Preferences and Academic Success 

Webster's Dictionary (Gore, 1961, p. 2530) defines value as 

follows: "relative worth, utility, or importance: status in a scale of 



preferences. " Values, of course, vary greatly from individual to indi­

vidual and society to society. The values used in this study were 

limited to those measured by the Study of Values instrument constructed 

by Allport and Vernon (1931). These six values are taken from 

Spranger's (1928) six types of men and are identified as Theoretical, 

Economic, Aesthetic, Social, Political, and Religious values. Each 

value was presumed to express itself in a given way as follows: (1) 

Theoretical, discovery of truth; (2) Economic, interest in the useful; 

(3) Aesthetic, concern for form and harmony; (4) Social, love for 

people; (5) Political, desire for power; and (6) Religious, concern for 

cosmic unity. 

The religious type of person was held by Spranger to be a 

mystic who tried to comprehend the cosmos as a whole and relate him­

self to its embracing totality. It might be anticipated that the Bible-

college student who has high religious values would be more successful 

than the one who has low religious values. An examination of the six 

value orientations reveals that all six are important to success in the 

ministry and in most church occupations. It is not easy to estimate 

which of these values would have a significant-relationship to academic 

success. It might be postulated that theology is a theoretical science 

involving the pursuit of truth, and thus that the Spr anger Theoretical 

value might relate well to academic success. It might also be inferred 

that the Aesthetic and Social values, useful as they might be to some 
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religious occupational pursuits, would be relatively unimportant to 

Bible-college academic success. Maehr and Stake (1962) compared 100 

successful seminary students, who graduated, with seventy-one students 

who discontinued their seminary training in order to change occupational 

goals. No statistically significant differences existed between the two 

groups on either the linguistic-ability or quantitative-ability score of 

The American Council on Education Psychological Examination. It was 

found that persisting and nonpersisting seminary students had about the 

same Religious value scores, with per sisters being slightly higher. 

Per sisters were slightly higher on the Economic scale and significantly 

lower on the Aesthetic scale. When compared to the male norm group 

of college men in general, seminary students had higher Religious and 

Social value scores, and lower Theoretical, Economic, and Political 

scores. Maehr and Stake (1962, p. 540), in concluding that the mun­

dane, deliberate life of the seminary probably did not satisfy the 

aesthetic needs of students who dropped out, stated: "Increasing aware­

ness of economic obligation and lack of satisfying aesthetic experiences . 

lead to disillusionment for those who are inclined toward the mystical 

and non-practical. " 

Other studies have revealed significant occupational differences 

in score patterns on the Study of Values instrument. The Manual 

(Allport, Vernon, and Lindzey, 1960b) indicates that in several investi­

gations, clergymen, theology students, and students in professional 



religious work had much higher scores on Religious and Social values 

and somewhat lower scores on Economic and Theoretical values than 

the normal population. Cantril and Allport (1933) reported similar 

findings for eighty missionaries of both sexes. 

Duffy and Crissy (1939, p. 617) reported definite relationships 

between value scores and vocational interests in a study of 108 first-

year female students. In their report, they stated: 

There were a number of significant correlations in the 
expected direction, between vocational interest scores and 
values scores. College grades showed a consistent, but slight, 
relationship to certain values scores. These values scores, 
when weighted and combined, correlated with grades as closely 
as did the scores on the American Council on Education Psycho­
logical Examination. 

Further evidence that the Study of Values differentiates not 

only between occupational fields but also in college areas of speciali­

zation comes from Kelsey (1963), who reported these findings from a 

research project involving 1, 625 university students: (1) applied 

science students scored highest in Theoretical and Economic values; 

(2) arts-and-sciences students scored highest in Theoretical and Reli­

gious values; (3) commerce students scored highest in Economic and 

Political values; (4) education students scored highest in Religious 

and Social values; (5) males scored highest in Theoretical, Economic, 

and Political values; and (6) females scored highest in Religious, 

Aesthetic, and Social values. 
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In the light of these findings, there is reason to hypothesize 

that successful Bible-college students may have rather high scores on 

Religious and Social values and rather low scores on Economic and 

Theoretical values. 

Occupational Goals and Academic Success 

Interest in the tasks at hand should contribute to college suc­

cess much as in any other field. Presumably, strong vocational inter­

ests should furnish added motivation for success in courses perceived 

to be related to the vocational goal. 

A study by Todd, Terrell, and Frank (1962) of 227 normal 

achievers and 105 under achievers in an arts-and-science college in a 

large university was designed to determine which of the two groups had 

greater need for achievement and more specific occupational goals. 

Four tests were used, including a locally produced Academic Aptitude 

Test, an Inventory of Expectations, a Goal Preference Inventory, and a 

Vocational Goal Questionnaire. It was found that the underachieving 

group manifested less need for academic achievement and had hazier 

occupational goals than the other group. Underachieving men were not 

proficient in perceiving relationships between course work and goal 

attainment. 

In a study by Little (1959, p. 239) of the persistence of aca­

demically talented youth in college, this interesting statement appears: 
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"The evidence suggests that students who have a specific educational 

goal., occupational or other, may persist in Larger numbers than those 

whose goals are less clearly defined. " 

A positive relationship should be expected between interest in 

a religious vocation and grades attained in courses pertaining to such a 

vocation. It would seem likely that students training for a religious 

vocation would do better academically if also they possessed interests 

in the related literary, musical, social service, and per suasive voca­

tions. This observation has been partially confirmed by Kimber (1947) 

who reported, that the prevailing vocational interest of 274 Bible insti­

tute students who completed the Kuder Preference Record was in the 

social service area. This correlation should be expected since both 

religious and social service vocations are generally of a humanitarian 

nature. The definition of the social service area in the Kuder Prefer­

ence Record Administrator's Manual (Kuder, 1960b, p. 2) recognizes 

the humanitarian aspect: "Social Service: Indicates a preference for 

helping people. " Kimber (1947, p. 233) reported in his study of Bible-

college students that "there was a noticeable lack of interest in compu­

tational and clerical activities. " This too would be expected since such 

activities are only remotely related to the average individual's concept 

of a religious vocation. 

Using the Strong Vocational Interest Blank, Thompson (1956) 

reported that first year seminary men with interests of ministers 
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received more faculty ratings and earned higher honor point ratios than 

other students. Ryan (1951), administered the Strong Vocational 

Interest Blank to a group of college men who were training for a reli­

gious occupation and reported that under achievers scored significantly 

lower on the Minister scale than overachievers. 

Anxiety as a Factor in Academic Success 

According to Webster's Dictionary anxiety is "a state of being 

anxious or of experiencing a strong or dominating blend of uncertainty, 

agitation or dread, and brooding fear about some contingency (Gore, 

1961, p. 97). 

Anxiety is also defined as: 

1. an unpleasant emotional state in which a present and 
continuing strong desire or drive seems likely to miss its goal. 
2. a fusion of fear with the anticipation of future evil. 3. 
marked and continuous fear. 4. a continuous fear of low inten­
sity. 5. a feeling of threat, especially of a fearsome threat, 
without the person's being able to say what he thinks threatens 
(English and English, 1958, p. 35). 

The various meanings that are given to the word "anxiety" 

make it necessary to examine carefully any given author's usage of the 

word. In the present study, the IPAT Anxiety Scale Questionnaire has 

been used to measure anxiety. The Handbook for the IPAT Anxiety 

Scale Questionnaire (Cattell and Scheier, 1963, p. 5) states: "The 

scale gives an accurate appraisal of free anxiety level, supplementing 

clinical diagnosis, and facilitating all kinds of research or mass 



screening operations where very little diagnostic or assessment time 

can be spent with each examinee. 11 Free-floating anxiety is "a chronic 

state of anxiety which attaches to almost any situation or activity of the 

individual" (English and English, 1958, p. 36). 

Osman (1963), in a study of 1, 877 freshmen at Indiana State 

College, reported that anxiety was related negatively to persistence in 

training. Using Ihe Sixteen Personality Factor Questionnaire as the 

assessment instrument, he found that both male and female dropouts 

Were insecure and anxious in their social relations, and that they tended 

to be tense and excitable. In an investigation of anxiety in a sample of 

255 beginning psychology students, Funk (1955) attempted to discover 

what relationship existed between religious attitudes and manifest 

anxiety, using adaptations of the Taylor Manifest Anxiety Scale and the 

Myers Orthodoxy Scale as instruments. Religious conflict scores were 

found to be positively correlated with manifest anxiety scores (r = .43). 

High-anxiety students expressed more religious doubts, more guilt 

about not living up to their religious beliefs, and more need for reli­

gious consolation than low-anxiety students. In the group studied, 

anxiety was found to be unrelated to orthodoxy, religious preference, 

belief in a philosophy of life instead of a religion, hostility to religion, 

or change of religious attitude during college residence. 
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Anxiety may express itself in hostility, open or hidden, con­

scious or unconscious. The following definition of hostility points up 

these factors (Saul, 1956, p. 4): 

As a technical definition one might hazard the following: 
Hostility is a motivating force--an impulse, urge, tendency, 
intent, motivation, or reaction--toward injury or destruction 
of some kind or degree, toward an object which can be animate 
(including oneself) or inanimate, usually accompanied in humans 
by the feeling or emotion of anger; the hostility can be conscious 
or unconscious. ... 

A study using the Overt-Covert Anxiety Index of the IPAT 

Anxiety Scale was made by Rawn (1958). In a sample of twenty-two 

female college students in nursing, he found that exactly half of the 

group expressed no physically hostile responses, while the other half 

showed one or more such responses. Between the two dichotomies 

("overt-covert anxiety" and "absent-present physical hostility response" 

he found a Chi-square of 4. 90 which was significant at the . 05 level. 

Rawn concluded that those least prone to verbal indication of hostility 

show most covert anxiety, while those showing considerable physical 

hostility have greater overt anxiety. 

That hostility contributes to student failure in college was a 

conclusion of Golburgh and Penny (1962, p. 138) who stated: "Research 

points fairly clearly to the likelihood that hostility toward parents and 

associated authority figures is a widespread characteristic of under­

achieving students. " 
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It is to be expected that the environment of a Bible college 

greatly discourages overtly hostile expressions of anxiety. Hostility 

would most likely be expressed by withdrawal tendencies which would 

be acceptable to a religious code that frowns upon direct expression of 

hostility. 

Rigidity as Related to Academic Success 

The relationship of rigidity to Bible-college success is another 

question that the present study has explored. Rigidity is defined as 

"relative inability to change one's action or attitude when the objective 

conditions demand it; clinging to a no-longer-appropriate way of acting 

or feeling" (English and English, 1958, p. 467). Rigidity is distinguished 

from perseveration, which is the continuing of a response already occur­

ring; rigidity is resistance to undertaking a new kind of response. 

Werner (1946, p. 43) pointed out that . .unwarranted generalizations 

have sometimes been derived from the assumption that rigidity is a 

uniform rather than a multiform trait. " 

Rigidity is related to compulsion, dogmatism, intolerance of 

ambiguity, and authoritarianism. According to Rokeach (1954), dogma­

tism is similar to rigidity in that both express resistance to change. 

Dogmatism is an intellectualized and abstract form of rigidity. Dogma­

tism ". . .refers to total cognitive organizations of ideas and beliefs 

into relatively closed ideological systems" (Rokeach, 1954, p. 196). 
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Correlations of r = . 54 to r = .77 between his dogmatism scale and the 

California F scale were reported by Rokeach (1956, pp. 39-41). He 

also reported correlations between anxiety scores and dogmatism 

scores of from . 36 to . 64. The most dogmatic groups were not 

necessarily the most anxious; for example, the communist group 

showed the lowest anxiety of seven groups studied. 

In a classical study of the tendency to certainty in religious 

belief, Thouless (1935) said that individuals generally tend to hold 

beliefs with a certainty stronger than evidence warrants, especially in 

the political and religious realms. Thouless (1935, p. 24), believing 

this tendency to certainty to be in the nature of a law, stated: 

This characteristic of belief formation may be called the 
Tendency to certainty. It may be stated in the form of a law 
that: A belief tends to be held or rejected by an individual with 
a high degree of conviction. This peculiarity of the psychology 
of the individual leads to a law in social psychology that: When, 
in a group of persons, there are influences acting both in the 
direction of acceptance and of rejection of a belief, the result 
is not to make the majority adopt a low degree of conviction but 
to make some hold the belief with a high degree of conviction 
while others reject it also with a high degree of conviction. 

Brown (1962) studied the strength of certain religious beliefs 

of 203 university students in Australia, using: (1) Thouless1 question­

naire with eight added items; (2) a shortened six-item form of Eysenck1 s 

questionnaire for neuroticism and extroversion; (3) the Taylor Manifest 

Anxiety Scale; (4) the items of the L scale of the Minnesota Multiphasic 

Personality Inventory imbedded in the M-F scale; and (5) the California 
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F scale. Brown (1962, p. 259) summarized his findings as follows: 

The correlational matrix shows that the religious belief 
measures belong together and that religious belief has its best 
relationships with institutionalization and denomination on the 
one hand and with authoritarianism on the other. The person­
ality measures of anxiety were found to be related to dogmatism 
in opinionative and factual matters. In this way Thouless's 
finding that religious belief statements are assented to more 
strongly than are statements of fact has been confirmed and 
extended. 

It is concluded that religious belief is a relatively isolated 
cognitive system requiring strong social support for its 
maintenance. 

In the light of Thouless' and Brown's studies, it can be expected 

that Bible-college students, indoctrinated in the teachings of their 

churches, should tend to hold rather dogmatically to certain specific 

social and religious propositions. Hence, considerable dogmatism in 

the Bible-college student personality should be reflected in the general 

response to the whole academic situation. 

In his dissertation, Ranck (1955) hypothesized that authoritari­

anism and submissiveness are significantly related to specific religious 

ideology, but that psychopathology is not so related. His sample con­

sisted of 800 male theology students from twenty Protestant seminaries, 

representing the theological continuum from extreme conservatism to 

extreme liberalism. An inventory consisting of a fifty-item question­

naire dealing with biographical background factors and twelve scales 

drawn partly from the Levinson-Lichtenberg and McLean scales of 

religious attitudes and belief was used. Authoritarianism scales 



44 

adapted from the California F Scale, a revision of the Bernreuter 

Dominance-Submission sub-scale, several Minnesota Multiphasic 

Personality Inventory sub-scales, and the Wallen Food Aversion test 

of neurotic tendency were also administered. Applying linear correla­

tions, multiple and partial correlations, and Ghi-square, a study was 

made of the conservative-liberal continuum and the difference-similarity-

with-parents continuum in religious and family ideology. 

Authoritarianism was found by Ranck to be substantially related 

to religious conservatism and submissiveness bore a significant but low 

relation to religious conservatism. Neurotic, paranoid, and psychas­

thenic syndromes were found not to be significantly related to specific 

religious ideology. It was concluded that religious attitudes were not 

related substantially to pathological symptoms, but rather were a cul­

tural phenomenon and were products of conformity, permissiveness, 

or reaction to early environment. 

If Ranck's findings are correct with regard to the relationship 

of authoritarian family-ideology to religious conservatism (r = .53), it 

would be expected that students in a conservative Bible college, having 

parents who also are conservative in religious belief, would tend to 

show considerable authoritarianism. 

Intolerance of ambiguity, a factor related to rigidity, might 

be expected to show some relationship to academic success. Budner 
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(1962, pp. 30-31) differentiated between rigidity and intolerance of 

ambiguity as follows: 

Both theoretically and historically, the concepts of rigidity 
and intolerance of ambiguity are closely related; in fact, so 
closely related, that, at times, the two concepts have been 
treated as approximate equivalents (Eysenck, 1954). Briefly, 
intolerance of ambiguity may be conceived of as a content 
characteristic of the individual, as a tendency to evaluate 
particular phenomena in a particular way; rigidity, as a 
formal characteristic of the individual, as a tendency to mani­
fest certain modes of response irrespective of the phenomena 
being dealt with. ... 

Budner constructed a sixteen-item Scale of Tolerance-Intolerance 

of Ambiguity which appears to possess good face validity. Budner (1962, 

pp. 49-50) stated: 

Empirically, the ambiguity scale was shown to correlate 
with conventionality, belief in a divine power, attendance at 
religious services, dogmatism about one's religious beliefs, 
and with favorable attitudes toward censorship. The scale also 
correlated positively with authoritarianism and expressed atti­
tudes of idealization of and submission to parents and negatively 
with machiavellian attitudes. 

To the writer, it seems that the Budner Scale measures a form of 

authoritarianism. Scale scores appear to bear a definite relationship 

to religious beliefs and practices, and they should discriminate between 

students successfully oriented and unsuccessfully oriented toward reli­

gious studies and vocations. 

The California F Scale is a widely recognized instrument in 

the study of the authoritarian personality. Numerous studies have been 

made using the F Scale despite criticisms that have been made against 

it by such critics as Titus and Hollender (1957). 
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The word "authoritarian" is defined by Webster's Dictionary 

(Gore, 1961, p. 146) as foLlows: 

1_. of, relating to, or favoring a principle of often blind 
submission to authority as opposed to individual freedom of 
thought and action. ... 2. of, relating to, or favoring a 
political system that concentrates power in the hands of a 
leader or a small autocratic elite not constitutionally respon­
sible to the body of the people--opposed to democratic. ... 

Bible colleges are sometimes criticized by students as being 

"too authoritarian. " Bible-college students in turn are subject to the 

same criticism by outsiders because they tend to follow certain dog­

matic teachings and practices of their denominations. It would be of 

value to discover what relationship exists between students' authori­

tarianism or lack of it and their success in Bible college. In this 

connection it has been reported by Siegel (1955) that authoritarian 

groups tend to show more overt hostility, to be more rigid, and to 

hold social attitudes less intensely than non-authoritarians.. Siegel 

drew his conclusions from a study he undertook of university students 

who were also war veterans and whom he classified into high-, middle-, 

and low-authoritarian groups based on projective tests of anxiety and 

hostility especially developed for the study. He also administered 

scales devised to measure authoritarianism and ethnocentrism. 

Brown (1952) investigated the relationship of rigidity to author­

itarianism, using the California F Scale to measure authoritarianism, 

Einstellung arithmetic problems to measure cognitive rigidity, and 
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a specially devised projective instrument to measure achievement 

motivation. He concluded that achievement anxiety, when aroused, 

causes high F scorers to approach problems in a rigid manner. 

There should be a considerable amount of anxiety aroused in a 

Bible-college situation if Brown is correct in his belief that achievement 

anxiety is produced by a combined emphasis in child training upon 

dependence and competitive success. The Protestant ethic clearly 

combines these two views: (1) a person is a dependent creature under 

ordered obedience to his parents and his God, and (2) each person is 

obligated to develop his capacities to the utmost for the good of society 

as a whole and to meet his own obligations to glorify God. Weber (1930) 

presents a detailed explanation of this view in relation to the capitalistic 

movement. 

If achievement anxiety is a feature of Bible-college training, 

it should express itself in rigidity of thinking and in authoritarian views. 

To discover such relationships and their strength, a measure of rigid­

ity or authoritarianism should be used. 

The Relation of Physical Factors of 
Personality to College Success 

Physical factors do relate to college success although little 

attention has been given to this area. Many students who leave training 

give personal or financial problems as their reasons for leaving, though 

actually they drop out because of their own poor health or that of relatives. 
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Two studies are cited in this area. Wooster and Stover (1958) 

reported that 35 per cent of dropouts, in a class in a four-year college 

of education,, gave marriage as the reason. Marriage, of course, 

involves physical factors, including pregnancy in many cases. In a 

study of 169 freshman dropouts, Holmes (1959) reported that two-thirds 

were dissatisfied with food service at the institution and one-fifth with 

health services. Is it not possible to say that these dissatisfactions 

were in fact related to the physical nature of the students ? At any rate, 

for a thorough investigation of personality factors as they relate to 

Bible-college success, physical factors should not be omitted. 

Interpersonal Relationships 
and College Success 

Almost all personality factors affect interpersonal relation­

ships, but the social results vary greatly since personality itself is 

a product of the interaction of physical endowment, cultural stimuli, 

growth, maturation, accidents, and education. 

The social or cultural elements that relate to college students' 

drive to succeed derive largely from two environments: (1) their home 

community and (2) their college community. Interpersonal relation­

ships to parents, school and church leaders, and peers in both home-

arid college-communities tend to bolster or hinder students' drive for 

success. 
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Home-Community Interpersonal 
Relationships and Academic Success 

Students preparing for vocations related to their fathers' occu­

pations have been found to exhibit greater persistence in training than 

other students of equal calibre (Slater, I960). Cash (1954) reported 

that seminary students whose parents were engaged in "service" occu­

pations attained grades in practical courses that correlated significantly 

with parents' economic status. The following findings were reported in 

another study (Ikenberry, 1961, p. 328): 

A student with less than average ability, but from a home in 
the upper-middle class strata, may persist in college despite a 
below average achievement record. The student persists because 
social pressures from parents and peers, plus internalized goals 
and values related to college attendance motivate him to do so. 
Similarly students of high ability and achievement may withdraw 
from college because of social forces which make non-collegiate 
life.more attractive and satisfying. ... 

Henze (1952) studied the relationship of parental authoritarian­

ism to the adjustment of students in college. In a sample of 250 students, 

he found, using the Mooney Problem Check List, that while poor student 

adjustment was most clearly associated with authoritarian parents, 

some well-adjusted students also reported authoritarian parents. Poorly 

adjusted students reported they were often in friction with their parents, 

whom they disobeyed or obeyed under protest. Students were most often 

in friction with parents described as authoritarian. 

It might be expected that home, community, and church peer 

groups would have a marked effect on student morale. It might also be 



expected that special interest evidenced by pastors, church-schooL 

teachers, church members, and officials would be an encouragement 

to Bible-college or seminary students, thus contributing to their suc­

cess. However, no studies in this realm have been found in the 

literature. 

College-Community Interpersonal 
Relationships and Academic Success 

Good (1959) examined the relationships of social acceptance to 

college persistence and grades, using 815 freshmen students from three 

colleges as the sample. Correlations of total sociometric scores with 

persistence and with grades were low but positive (r = . 11 to . 22). 

Brown (I960) studied dropouts in a sample of approximately 3, 250 stu­

dents in three co-educational church-related colleges by means of the 

Minnesota Counseling Inventory. In his conclusions he stated (Brown, 

I960, p. 282): "The typical woman dropout was withdrawn, introverted, 

depressed, and a social isolate. The typical male dropout. . .tended 

to be irresponsible and nonconforming. " Owens (1949) reported that 

under achievers tended to be social extraverts. His sample included 

164 male engineering freshmen; he used the Minnesota Multiphasic 

Personality Inventory, the Minnesota Personality Scales of Darley and 

McNamara, and a Personal Check List of twenty-five items. The find­

ings of Brown and Owens appear to be conflicting unless it is borne in 

mind that Brown was dealing with dropouts and Owens with underachiever 



Also, it is to be noted that Brown's statement about dropouts being 

social isolates applies primarily to female students. It is probably 

true, however, that either sex tends to receive low marks if socially 

too active and to drop out of school if so socially withdrawn as to make 

for emotional depression and feelings of social failure. 

A study in depth of fourteen students of at least junior stand­

ing in business management was undertaken by Middleton and Guthrie 

(1959). These investigators endeavored to extract a number of factors 

relating to need for academic achievement in high-achievement persons 

and in low-achievement persons. Five factors were found for high-

achievers: (1) need for power and approval, (2) need to express resent­

ment and independence, (3) need for strong dependence, (4) need for 

social prestige and influence, and (5) need for hostile aggressive 

denial of tender socialized feelings. Low-achievers showed the follow­

ing four factors: (1) preoccupation with pleasure, (2) extraver sion, (3) 

need to discover social shortcomings, and (4) need for power and 

acceptance. It is readily apparent that social factors affect achieve­

ment when mental ability is held constant. No study of the relationship 

of personality to academic success, therefore, is complete unless 

social factors are included. 

Summary 

The preceding discussion has been rather lengthy since it has 

been necessary to review research studies dealing with relationships 



between academic success and variables in the following areas: (1) 

mental ability, (2) achievement drive, (3) study habits, (4) value 

preferences, (5) occupational goals, (6) anxiety, (7) rigidity, (8) physic 

cal factors, and (9) social factors. An examination of these studies 

has resulted in a sizeable number of observations of greater or lesser 

degrees of value to the present investigation. 

Criteria of Academic Success 

The present study has as its objective the investigation of rela­

tionships that exist between selected personality variables and academic 

success in Bible college. The Standard Dictionary of the English 

Language (Preble, I960, p. 1251) defines success as "a favorable or 

prosperous course or termination of anything attempted. " This defini­

tion includes two criteria of success: (1) favorable progress and (2) 

favorable completion. If these are measurable, then two useful 

criteria of success become available. The only question to be resolved 

is whether these two criteria of success are valid for the present study. 

Educators are generally agreed that grades given for course 

work are a substantial indication of academic success, especially when 

many courses and teachers are involved. Although partially subjective, 

the course grade is ah evaluation of a broad representative performance 

in a given academic area. It may be assumed, therefore, that a good 

sample of course grades constitutes a satisfactory criterion for judging 
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whether or not a student has reached the objective of subject-matter 

mastery. One writer has said: "When the behavior invoLved in a situ­

ation is broad enough and representative enough of the situation as a 

whole, the performance is itself the criterion behavior for that situa­

tion" (Ryans and Frederiksen in Ldndquist, 1951, p. 466). 

Usually a student anticipates completing his original program 

of study at the institution in which he first registers. There are losses 

in time and money on the part of student and college whenever a pro­

gram of study is changed or dropped prior to completion. It can be 

said that persistence in training in the original program marks the 

student as successful. Here, then, is a second criterion of success, 

namely, persistence in training. Hence two reasonable criteria of 

academic success are available: (1) course grades and (2) persist­

ence in training. 

Correlates of Academic Success 

Many measurable entities conceivably are related to academic 

success. Some show rather marked relationships, for example mental 

ability. Other entities show small relationships to success. Many 

others, of course, are not related to success. 

Personal data such as age, sex, marital status, sibling rank, 

and occupation often correlate to some extent with measures of success. 

Personality traits, suitably described and properly measured, often 



54 

show significant, though usually low, correlations with academic suc­

cess. Measures of press, including caflege academic requirements, 

traditions, and unwritten or written social expectations, should be 

related to some extent to student success. These measures, however, 

generally lie outside the boundaries of the present study. 

Until recently, in any one study, it has been difficult to explore 

more than a very limited number of variables suspected of being related 

to the criterion. With the advent of electronic computers, the task has 

been simplified, and recent studies often involve a hundred or more 

variables as does the present study. 

To simplify the discussion and make more meaningful the pre­

sentation of the possible correlates of success, the remainder of this 

section has been divided into categories similar to those used previ­

ously in surveying the literature. 

Effects of Mental Ability upon Success 

That mental ability bears a direct relationship lo academic 

success is universally accepted among educators and psychologists. 

It is also generally recognized that there are non-intellective factors 

making for success which are influenced by mental ability. For exam­

ple, it is possible for a student with low mental ability to respond in a 

number of ways to threatened academic failure, depending upon his per­

sonality structure. He may become depressed; he may become an 
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unsuccessful drudge; he may overcome problems through dint of hard 

labor and much time spent in study; or he may decide to seek other 

avenues of expression. There are students who no doubt turn to 

compensatory social activities which further depress their grades. 

The interaction of personality variables with mental ability must be 

investigated and its effects considered for a really satisfactory study 

of academic success. 

Gebhart and Hoyt (1958), in studying achievement, divided a 

sample of 240 university freshmen into three mental ability groups. 

They discovered that high-ability subjects scored significantly higher 

than those of low ability on the Achievement, Exhibition, Autonomy, 

Dominance, and Consistency scales of the Edwards Personal Preference 

Schedule; and significantly lower on the Deference, Order, Abasement, 

and Nurturance scales. Goodstein and Heilbrun (1962) also reported 

the need for mental ability grouping in studying the relationship of 

personality factors to academic success. 

Mental ability itself should be expected to be a more important 

determiner of academic success in the upper and lower ranges of ability 

than in the middle-range of ability, where motivational factors become 

quite important. 

From the above observations it is concluded that, for valid 

predictive studies, subjects should be divided into at least three groups 
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according to mentaL ability since personality factors within each group 

affect success in various ways. 

Effects of Personality Needs upon Success 

Personality needs, as described by Murray (1938), are meas^ 

urable with several instruments, including the Edwards Personal Prefer­

ence Schedule. A resume of the findings of pertinent studies that used 

such instruments reveals the following apparent relationships: 

1. Overachievers make higher scores than underachievers on 

the following scales: 

a. Achievement (Gebhart and Hoyt, 1958; Krug, 1959) 

b. Intraception (Gebhart and Hoyt, 1958) 

c. Order (Gebhart and Hoyt, 1958; Krug, 1959) 

d. Consistency (Gebhart and Hoyt, 1958) 

e. Endurance (Krug, 1959; Merrill and Murphy, 1959) 

f. . Dominance (Merrill and Murphy, 1959) 

g. Deference (Merrill and Murphy, 1959) 

2. Overachievers make lower scores than underachievers on 

the following scales: 

a. Nurturance (Gebhart and Hoyt, 1958) 

b. Affiliation (Gebhart and Hoyt, 1958; Krug, 1959; 

Merrill and Murphy, 1959) 

c. Change (Gebhart and Hoyt, 1958) 



57 

d. Heterosexuality (Krug, 1959) 

e. Autonomy (Merrill and Murphy, 1959) 

f. Exhibition (Merrill and Murphy, 1959) 

3. Dropout students make higher scores than persisting stu­

dents on the following scales: 

a. Change (Heilbrun, 1962) 

b. Heterosexuality (Heilbrun, 1962) 

4. Dropout students make lower scores than persisting students 

on the following scales: 

a. Achievement (Heilbrun, 1962) 

b. Order (Heilbrun, 1962) 

c. Endurance (Heilbrun, 1962) 

5. Rebellious students make higher scores than subservient 

students on the following scales: 

a. Autonomy (Katzell and Katzell, 1962) 

b. Dominance (Katzell and Katzell, 1962) 

c. Aggression (Katzell and Katzell, 1962) 

6. Rebellious students make lower scores than subservient 

students on the following scales: 

a. Deference (Katzell and Katzell, 1962) 

b. Succorance (Katzell and Katzell, 1962) 

c. Abasement (Katzell and Katzell, 1962) 
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7. High-ability students make higher scores than low-ability 

students on the following scales: 

a. Achievement (Gebhart and Hoyt, 1958) 

b. Exhibition (Gebhart and Hoyt, 1958) 

c. Autonomy (Gebhart and Hoyt, 1958) 

d. Dominance (Gebhart and Hoyt, 1958; Krug, 1959) 

e. Consistency (Gebhart and Hoyt, 1958) 

f. Heterosexuality (Krug, 1959) 

8. High-ability students make lower scores than low-ability 

students on the following scales: 

a. Deference (Gebhart and Hoyt, 1958; Krug, 1959) 

b. Order (Gebhart and Hoyt, 1958; Krug, 1959) 

c. Abasement (Gebhart and Hoyt, 1958; Krug, 1959) 

d. Nurturance (Gebhart and Hoyt, 1958) 

It appears from these studies that the individual with high 

Achievement need probably also will score high on Endurance and 

Orderliness. The low-achiever is more likely to be characterized by 

need for constant change and for social outlets as measured by rela­

tively high Change, Nurturance, Affiliation, and Heterosexuality 

scores. The low-achiever's social endeavors may include efforts to 

be the center of attention; to shock others by his unconventionality; to 

be critical of authority; to avoid responsibilities; or to be witty. Such 
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personality needs also tend to produce high scores in Autonomy and 

Exhibition. 

Dropout students, like under achiever s, tend to make higher 

scores on Change and Heterosexuality. At the same time the dropout 

student's need to accomplish difficult tasks well, to do his best, to be 

neat and orderly, to organize and schedule his work, and to complete 

jobs undertaken will tend to be minimal, and this low aspiration will be 

reflected by low scores in Achievement, Order, and Endurance. 

Rebellious students exhibit personality needs that make for 

disciplinary problems, lower grades, and lapses of training. They are 

more apt than other students to be non-conforming, unconventional, 

critical, independent, aggressive, and argumentative; they may become 

leaders of groups however. They do not accept blame easily nor do 

they seek for help as a rule, as shown by low scores on Abasement 

and Succorance. 

High-ability students are characterized by greater needs to 

achieve and to be leaders as shown by superior scores on Achievement 

and Dominance scales. Such students tend to be less suggestible, less 

thoughtful in praising others, less orderly, less timid, and less gener­

ous than low-ability students as shown by low scores on Deference, 

Order, Abasement, and Nurturance factors. 

Considered as a whole, successful students in Bible colleges 

might be expected to score high in Deference, Achievement, Order, 
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Endurance, Intraception, and Dominance and low in Affiliation, Change, 

and Heterosexuality. Students not in the upper two-thirds of mental 

ability might still be successful provided they possess characteristics 

of Endurance, Orderliness, and need for Achievement. Students at any 

level of mental ability tend to jeopardize academic success if they 

possess strong interests in social success, especially if such interests 

are toward the opposite sex or are a result of compensatory defense 

mechanisms. Students whose Change scores are high might be expected 

to find most academic situations boring. Hence they would tend to be 

potential dropouts. High-ability students, with their tendency to argue 

for their own views, to be witty, to seek attention, to be unconventional, 

to be somewhat disorderly, to follow instructions less carefully, and to 

be less acceptive of leadership, are more likely to run head-on into 

disciplinary measures in the traditional, authoritarian, conservative 

Bible college. 

Effects of Study Habits upon Success 

Students of high mental ability may achieve quite well even 

with study habits more disorganized than those of other students. Only 

a moderate relationship between study habits and academic success 

would be expected, therefore, in the upper range of mental ability. A 

somewhat higher relationship between study habits and grades would be 

expected for average-ability students, and a still higher relationship in 

the case of low-ability students. 
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Effects of Value Preferences upon. Success 

While the possession of moderate interests in all six values 

of the Allport-Vernon-JLindzey Study of Values could conceivably help 

an individual to succeed in a religious vocation, certain values have 

stood out more prominently than others in completed studies of minis­

ters, missionaries, and seminary students. These groups tend to 

score high on the Religious and Social scales and low on the Economic 

and Theoretical scales. 

On the seminary level, Maehr and Stake (1962) compared per­

sisting students with dropout students and reported that per sisters 

scored slightly higher on the Religious and Economic scales and slightly 

lower on the Aesthetic scale than dropouts. 

Bible-college students can be expected to have a value prefer­

ence pattern similar to that which exists among seminary students. It 

is reasonable to believe that courses in biblical and theological subjects 

will be more challenging to students who possess high religious, social, 

and theoretical interests than to other students. These interests 

should be translated into greater motivation toward academic achieve­

ment and persistence. Economic, aesthetic, and political interests 

would logically appear to be distractive in the sense that Bible-college 

training is somewhat "other-worldly" in its emphasis. There is no 

great emphasis in Bible colleges on drama, painting, sculpture, art , 

or drawing, and these aesthetic interests are often considered "worldly." 
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Hence it is not reasonable to expect a positive relationship between the 

aesthetic value and success in Bible college. 

Effects of Occupational Goals upon Success 

The achievement and persistence studies previously reviewed 

have indicated that success in college is related to commitment to a 

clearly perceived vocational goal (Little, 1959; Slater, I960; Todd, 

Terrell, and Frank, 1962; Yoshino, 1958). Kimber (1947) reported 

that the prevailing interest of a Bible-college student-sample was in 

social service, a vocational field generally including the religious voca­

tions. Thompson (1956) reported that seminary students earned higher 

honor-point ratios if they had the inter ests of the ministry. Knowles 

(1958) reported that the Salesmanship scale (Section IX) of the Strong 

Vocational Interest Blank differentiated between successful and unsuc­

cessful seminary students, but that the Minister scale did not. It is 

hard to see why the Minister scale failed to differentiate in this case. 

That the Salesmanship scale did differentiate successful from unsuc­

cessful students is easier to understand. It is well-known that many 

ministers do in fact become successful salesmen. The work of the 

ministry in fact involves a selling aspect. 

Hake and Ruedisili (1949) found some relationships between 

semester grades in each of five subjects and scores on the Kuder 

Preference Record. The Kuder Preference Record Manual (Kuder, 
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1960b, pp. 21-33) includes the stanines of mean scores for men and 

women in forty-one occupational families. Social, welfare, and 

religious workers are lumped together. Females in this group scored 

highest on the Social Service scale, and next highest on the Literary and 

Musical scales. When both sexes were included, scores on the Social 

Service scale were highest and scores on the Scientific scale, second 

highest. It might be expected that Bible-college students would have 

fairly high interests in social service and literary pursuits, and that 

the Social Service and Literary scores would show some correlation 

with grades. 

Bible colleges are virtually all theologically conservative. 

Each institution reviews the applications of prospective students with 

a view to weeding out those who would likely bring in liberal theological 

views. - It is not likely that a student's vocational commitment, if to a 

religious pursuit, will be to other than a pursuit that is theologically 

conservative in orientation. It is assumed, therefore, that commit­

ment to a conservative theological view of the Bible is a controlled 

variable in the sample under study. 

Effects of Restricted Outlooks upon Success 

Any factor of personality that tends to distract or restrict a 

student's approach to problems could hinder scholarship. One such 

restrictive factor is "intolerance of ambiguity. " Budner constructed a 
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scale to measure such intolerance and reported that his scale scores 

correlated positively with authoritarian scale scores. Budner (1962, 

p. 31) defined intolerance of ambiguity as "a tendency to evaluate 

particular phenomena in a particular way. " Since moral principles 

and denominational dogma are rather inflexible, it would seem that a 

Bible-college student who scores high on the Budner Scale of Tolerance-

Intolerance of Ambiguity--thus showing considerable inflexibility--is in 

a good position to avoid the pitfalls caused by non-conformity. However, 

a progressive Bible college encourages students to broaden their mental 

horizons and examine their principles of faith in order to better evalu­

ate and defend them. A student who is quite intolerant of ambiguity in 

such a college might not be able to enter into class discussions with 

freedom or to objectively study different theological positions. Grades 

could suffer in such a situation. Since Bible colleges are endeavoring 

to improve scholarship, it is believed that some tolerance of ambiguity 

is helpful to the average student. For this reason a small negative 

relationship between Budner Scale scores and academic success should 

be expected, since the Budner score is a measure of intolerance to 

ambiguity. ' 

Authoritarianism is also a restrictive influence on mental 

development and academic success. Religious systems usually are 

authoritarian in attitude toward their followers; followers in turn may 

develop specific authoritarian attitudes. Prothro and Melikian (1955) 
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"Christian" backgrounds (Greek Orthodox, Maronite, Roman Catholic, 

Armenian Orthodox, and Protestant) and compared them with a group 

of sixty Moslems in the. same university. Using a questionnaire con­

sisting mostly of California F-Scale items, they found the Moslem sam­

ple to be definitely more authoritarian than the non-Moslem sample. 

Whether the Moslems were more authoritarian as a result of cultural 

influences or of religious influences is difficult to judge. At any rate, 

religious influences appear to influence culture, and in this instance it 

is apparent that students affiliated with a certain religious system 

(Muslim) are rather authoritarian. Siegel (1955) found that authoritar­

ian groups expressed more overt anxiety and hostility than non-

authoritarians. It may be argued that the more authoritarian student 

tends toward more hostile actions and less socially approved behavior 

than the non-authoritarian. In Bible college the authoritarian student 

would find himself in conflict with such an institution's behavior pat­

terns and standards. Thus a small negative correlation between the 

California F-Scale score and student success might be anticipated. 

There is evidence, however, that the California F Scale also measures 

a personality variable called authoritarian submission (Sanford, 1956, 

p. 275). This variable is really not authoritarianism but acquiescence 

according to Mednick and Mednick (1963, p. 485). However, it should 

be understood that this opposed factor may be simply one way in which 
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be ambivalent, identifying with persons of strong personality but at the 

same time fearing strength and submitting to it. Since true authoritar­

ian acquiescence is really the opposite of authoritarian hostility, it can 

very well be expected that this facet of authoritarian personality would 

lead to conforming behavior, socially acceptable in a Bible-college sit­

uation, with its structured lines of power. However, since the student 

who is an authoritarian will tend to possess repressed anxiety and 

hostility despite its denial and apparent sublimation, it is probable his 

grades will suffer some through indiscrete actions in class and emo­

tional stress. There should be a slight negative relationship between 

authoritarianism scores and grade-point averages. 

Excessive anxiety can also act as a restrictive influence upon 

the student's mind and upon his study habits. Brown's (1952) statement 

that achievement anxiety was produced by conflicting emphases upon 

dependence and competitive success in childhood training is relevant 

here, since the arousal of this type of achievement anxiety leads to 

high scores on the California F Scale and the solving of problems in a 

rigid manner. It has been pointed out by Rawn (1958) that covert 

anxiety is more likely to be found where physical expressions of 

hostility are denied due to social or religious expectations. The result 

of such bottled up hostility is described by Saul (1956, p. 61) as follows 
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To summarize: Hostility is a disease of development and 
has its chief sources within the personality. The distortions 
which cause it may be in the id (excessive demands, dependence, 
envy and the like), in the superego (either through hostile 
imagos which stimulate hostility or through deficiencies and 
disorders of standards and ideals),, or finally in the ego (the 
highest faculties), insofar as an individual's whole way of 
thinking and outlook are warped by the persisting emotional 
effects of unwholesome childhood influences. 

The IPAT Anxiety Scale (Cattell, 1963a) has been shown to be 

a valid indicator of covert and overt anxiety, and has been used to study 

free-floating anxiety. A negative relationship should be expected 

between score on the IPAT Anxiety Scale and measures of Bible-college 

academic success. Since the college student population is psychologi­

cally a "normal" (as contrasted to "abnormal") population, the correla­

tions would not be expected to be high for college students. 

Authoritarianism, rigidity, dogmatism, intolerance of ambigu­

ity, hostility, prejudice, and anxiety are related concepts and all are 

reflected in motivational and need patterns. The California F Scale, 

the Budner Tolerance-Intolerance of Ambiguity Scale, and to a certain 

extent the Edwards Personal Preference Schedule contain items that 

measure autonomy, abasement, dominance, and aggression, and dip 

into this personality area. These, therefore, have been used in the 

present study. 
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Hypotheses 

Based upon the theoretical discussion above, it is hypothesized 

that academic grade-point averages and persistence in training will 

correlate with measures of personality variables as follows: 

1. To a moderate degree in a positive direction with mental 
ability, though somewhat less in the middle range of mental 
ability, and still less in the upper range of mental ability. 

2. To a low degree in a positive direction with needs for 
Achievement, Order, Endurance, Intraception, Dominance, and 
Deference.-

3. To a low degree in a negative direction with needs for 
Affiliation, Change, Heterosexuality, Autonomy, Nurturance, 
and Exhibition. 

4. To a moderate degree in a positive direction with good 
study habits in the high and middle ranges of mental ability, and 
highly in a positive direction in the low range of mental ability. 

5. To a low degree in a positive direction with religious, 
social, and theoretical values, and to a low degree in a negative 
direction with economic, aesthetic, and political values. 

6. To a low degree in a positive direction with interest in 
social service, scientific and literary pursuits, and to a moderate 
degree in a positive direction with commitment to a religious 
vocation. 

7. To a low degree in a negative direction with anxiety. 

8. To a low degree in a negative direction with intolerance 
to ambiguity. 

9. To a low degree in a negative direction with authoritarianism. 

10. To a low degree in a positive direction with factors indica­
tive of good health. 

11. To a low degree in a positive direction with factors indica­
tive of social and emotional support. 
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Summary 

The background of the problem under investigation has been 

examined historically and a survey of related literature presented. 

Two criteria of academic success in Bible college have been estab­

lished: (1) grade-point-average and (2) persistence in training. 

Eleven hypotheses have been formulated concerning the relationship 

of personality to Bible-college success. These hypotheses have 

been drawn from nine general personality categories. In Chapter II 

the methods of securing and of analyzing data necessary to sustain 

or to refute the hypotheses are described. 



CHAPTER II 

METHODOLOGY 

The present study has endeavored to ascertain relationships 

existing between selected per sonality factors and Bible-college aca­

demic success as measured by grade averages and persistence iri 

training. Personality factors selected have been taken from the 

following categories: mental ability, achievement drive, habits of 

study, value preferences, occupational goals, anxiety characteristics, 

rigidity patterns, physical factors, and social factors. 

The design included plans for selecting subjects and tests, 

administering tests, compiling data, making statistical analyses, and 

relating the findings to the hypotheses being investigated. These 

matters are considered in the present chapter. 

Criteria of Bible College Success 

Two criteria of success in Bible college were available. The 

first criterion was grade average. Each institution furnished the grade 

averages of its students at the close of the first semester of the 1963-

64 academic year. These averages were adjusted to the same base as 

follows: A = 4, B = 3, C = 2, and D= 1. The second criterion was 

persistence in training. A student who discontinued his training 

70 



71 

completely was considered to be a dropout. A student who merely-

reduced his course load was not considered to be a dropout. Any stu­

dent who failed to register for the second semester also was held to be 

a dropout. 

Subjects 

The subjects for this study were freshmen students of both 

sexes attending Bible colleges controlled by or associated with The 

Christian and Missionary Alliance. The Alliance, a conservative 

evangelical church and missionary organization, has operated in the 

field of Bible-college education since 1882. Although The Christian 

and Missionary Alliance operates the Canadian Bible College at Regina, 

Saskatchewan, this college was omitted from the present study because 

Canadian "two-track" secondary-school education differs considerably 

from secondary education in the United States. 

Four Bible colleges in the United States are controlled by or 

related to The Christian and Missionary Alliance. Three of these 

colleges agreed to cooperate in the study: Simpson Bible College, San 

Francisco, California; St. Paul Bible College, St. Paul, Minnesota; 

and Toccoa Falls Bible College, Toccoa Falls, Georgia. The last-

named institution, since its founding in 1911, has been recommended 

to students as an "associate college" of the Alliance. The doctrine, 

practices, and many of its faculty are drawn from The Christian and 



Missionary Alliance movement. All subjects were incoming freshmen 

enrolled for twelve or more semester hours of classwork in the first 

semester of the 1963-64 school year. Students who had already earned 

twelve or more semester hours of credit in any institution of higher 

learning were not considered incoming freshmen for the purposes of 

this study. 

A total of 233 students, under these limitations, was classified 

as incoming freshmen: 101 from St. Paul Bible College, sixty-three 

from Simpson Bible College, and sixty-nine from Toccoa Falls Bible 

College. Data from the total group were analyzed, and data were also 

analyzed for three subgroups based on the percentile ranks attained by 

the students on one of the mental ability tests. Separate persister 

and dropout subgroups were set up within the over-all group and also 

within each of the three mental ability ranges. Data from these sub­

groups also were analyzed. 

Mental ability subgroups were as follows: (1) high, students 

with mental-ability percentile ranks of 68 or above; (2) middle, stu­

dents with mental-ability percentile ranks of 34 through 67; (3) low, 

students with mental-ability percentile ranks of 33 or below. 

The composition of the various subgroups from the unrestricted 

sample is shown in Table I below. It may be noted in Table I that there 

were 201 persisting students and 32 who discontinued training. Students 
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TABLE I 

SUBGROUP COMPOSITION FROM THE UNRESTRICTED SAMPLE 

Designation N Description of groups 

T 233 Total subjects available 

P 201 Per sisters 

D 32 Dropouts 

H 49 High mental-ability students 

M 87 Middle mental-ability students 

L 97 Low mental-ability students 

HP 42 High mental-ability persisters 

MP 75 Middle mental-ability persisters 

LP 84 Low mental-ability persisters 

HD 7 High mental-ability dropouts 

MD 12 Middle mental-ability dr opouts 

LD 13 Low mental-ability dropouts 

in the high-, middle-, and Low-ability ranges numbered forty-nine, 

eighty-seven, and ninety-seven respectively. 

Kuder Preference Record scores and separate mental ability 

verbal and quantitative subscores were not available from Toccoa Falls 

Bible College. The Kuder tests arrived too late for use at Toccoa 

Falls Bible College without disrupting unnecessarily the program of the 



institution. The college was not asked to furnish the mental factor 

scores. It is to be noted that the language and non-language subscores 

of the California Test of Mental Maturity are not strictly comparable 

to the verbal and quantitative subscores of the SCAT. In the case of 

the California Test of Mental Maturity intelligence quotient, the 

combined variance contributed by the numerical reasoning and verbal 

concepts subscores is less than half of the total variance according to 

the manual (Sullivan, Clark, and Tiegs, 1957b, p. 6). Thus, it did 

not appear wise to use either subscore in the present study. There­

fore, a restricted subgroup (N1 = 164) composed of students enrolled 

in Simpson Bible College and in St. Paul Bible College has been used 

to study vocational preferences and verbal and quantitative mental 

abilities. 

The composition of the subgroups from the restricted sample 

is summarized in Table II. As shown in the table, there were 164 stu­

dents in the restricted sample. There were 140 persisters and twenty-

four dropouts in the sample. Students in the high-, middle-, and low-

ability ranges numbered forty-six, fifty-four, and sixty-four 

respectively. 
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TABLE II 

COMPOSITION OF SUBGROUPS FROM RESTRICTED SAMPLE 

Designation N Description of groups 

T' 164 Total restricted sample 

P' 140 Per sisters 

D' 24 Dropouts 

H' 46 High mental-ability students 

M1 54 Middle mental-ability students 

L' 64 Low mental-ability students 

H'P 39 High mental-ability persisters 

M'P 45 Middle mental-ability persisters 

L'P 56 Low mental-ability persisters 

H'D 7 High mental-ability dropouts 

M'D 9 Middle mental-ability dropouts 

L'D 8 Low mental-ability dropouts 

Measuring Instruments 

Each device used was a weLl-known instrument in the field of 

personality testing with the exception of the Budner Scale of Tolerance-

Intolerance of Ambiguity (1962). The author of this scale had subjected 

the device to considerable research and it appeared to show promise 

as a research instrument. 
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The Budner items were intermingled with. California F-Scale 

items and the whole presented to the students under the title "Personal 

Opinion Survey. " The purpose of this embedding was to avoid having 

two quite similar instruments in the testing program which might have 

aroused resentment. Also, since items on each of these scales are 

such that alert students might tend to develop a response set to either 

test, it was hoped that by judiciously mixing the test items and embed­

ding one test within the other, such a response set might be avoided. 

A Personal Opinion Questionnaire was developed by the writer 

since it was desired to assess personal matters and collect certain 

data relating to academic success but not measured by other 

instruments. 

The instruments used and categories measured are summarized 

in Table III. The content and purpose of each instrument are described 

further in the material that follows. 

Tests of Mental Ability 

In order to secure cooperation from the Bible colleges, it was 

necessary to avoid overtesting and to permit each college to administer 

the standardized test of mental ability already scheduled by the college. 

Simpson Bible College and St. Paul Bible College administered the 

School and College Ability Test (SCAT); Toccoa Falls Bible College 

used the California Short-Form Test of Mental Maturity (Advanced: 
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Grades 10 to Adult, 1957, S-Form). In the case of five students, the 

scores furnished were SAT-Verbal and SAT-Mathematical scores. 

These were interpreted in terms of SCAT-Verbal and SCAT-Quantitative 

scores using appropriate charts in the Cooperative School and College 

Ability Tests Manual for Interpreting Scores (1957, p. 44). Each 

score was converted to a percentile rank, making comparisons possible 

among students from the three colleges. 

TABLE III 

INSTRUMENTS EMPLOYED AND PERSONALITY AREAS TAPPED 

Personality area Measuring instruments 

Mental ability School and College Ability Test, Level 1, 
Form A; California Short-Form Test of 
Mental Maturity (Advanced: Grades 10 to 
Adult, 1957, S-Form) 

Achievement motivation Edwards Personal Preference Schedule 

Study habits Wrenn Study-Habits Inventory 

Value preferences Study of Values, 3rd edition 

Vocational interests Kuder Preference Record, Vocational, 
Form CM; Personal Information 
Questionnaire 

Anxiety IPAT Anxiety Scale Questionnaire, Self-
Analysis Form, 1957-63 edition 

Rigidity Budner Scale of Tolerance-Intolerance of 
Ambiguity; California F Scale 

Physical factors Personal Information Questionnaire 

Social factors Personal Information Questionnaire 



Edwards Personal Preference Schedule 

The Edwards Personal Preference Schedule measures fifteen 

variables, each of which conceivably might have some relationship to 

achievement. One of these variables actually purports to measure 

"need for Achievement. " A measure of "test consistency" is also pro­

vided. It is possible that whatever is measured by the "test consist­

ency" score may relate to a consistency factor in the student's per­

sonality makeup, which factor in turn may be related to achievement. 

Wrenn Study-Habits Inventory 

The Wrenn Study-Habits Inventory provides three weighted 

scores: negative score, positive score, and total score. All three 

were used in this study. 

6!  

Study of Values 

According to the manual (Allport, Vernon, and Lindzey, 1960b), 

the Study of Values measures the following six personal value prefer­

ences: Theoretical, Economic, Aesthetic, Social, Political, and 

Religious. The Study of Values was used, therefore, to assess the 

strength of each of these six basic value preferences. 

Kuder Preference Record 

The Kuder Preference Record measures ten general areas of 

vocational interest as follows: Outdoor, Mechanical, Computational, 
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Scientific, Persuasive, Artistic, Literary, Musical, Social Service, 

and Clerical. In addition, a Verification Scale on the Kuder instrument 

provides an accuracy check to identify persons who have responded 

carelessly. The V-Scale scores might bear a relation to academic 

success in that an individual who is careless on the Kuder Preference 

Record might be a careless student in other respects. 

IPAT Anxiety Scale Questionnaire 

The IPAT is designed to measure anxiety level in adults and 

young adults down to fourteen or fifteen years of age. It is intended as 

a screening test to discover basic-anxiety level. According to Cattell 

and Scheier (1963, p. 8)j "Test scores on the IPAT Anxiety Scale dis­

tinguish very sharply between normals and high anxiety cases (anxiety 

hysterics, anxiety neurotics). " 

Factors regarded as anxiety components are measured by five 

subscales. These are: (1) Defective Integration, Lack of Self Senti­

ment; (2) Ego Weakness, Lack of Ego Strength; (3) Suspiciousness, 

Paranoid Insecurity; (4) Guilt Proneness; and (5) Frustrative Tension 

or Id Pressure. Overt-Anxiety scores and Covert-Anxiety scores are 

also obtainable from the IPAT. The ratio of Overt score to Covert 

score is called the Overt-Covert Ratio and provides another anxiety 

measure. The forty items constituting the IPAT instrument are . . 

the very carefully-culled survivors of the some four or five thousand 
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item candidates with which test development began" (Cattell and Scheier, 

1963, p.. 7). IPAT subscale scores are not very reliable since there 

are so few items on each one. 

Personal Opinion Survey 

The Personal Opinion Survey was constructed by interweaving 

items from the California F Scale (Form 45) and the Budner Scale of 

Tolerance-Intolerance. This instrument is reproduced in Appendix A. 

The person who is intolerant to ambiguity would tend to receive 

high positive scores on eight of the Budner items. These became items 

numbered 3, 7, 11, 15, 20, 28, 32, and 40 on the Personal Opinion 

Survey. The same individual would tend to receive high negative scores 

on the other eight Budner items. On the Personal Opinion Survey these 

are items 5, 10, 14, 17, 24, 30, 36, and 45. 

The balance of the items on the Personal Opinion Survey were 

adapted from California F-Scale items. Scoring of items on the Survey 

was from 1 to 7 and direction was determined by the character of the 

item. For example, a person who agreed strongly with item 3 would 

receive 7 points, but an individual who agreed strongly with item 5 

would receive 1 point. In the few instances where a student could not 

decide and so indicated by placing an "X" on the line between column 3 

and column 4, a score of 4 was given. 
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Personal Information Questionnaire 

The Personal Information Questionnaire consisted of fifty-six 

items. In effect, item 47 was a separate subtest consisting of twenty-

six questions designed to reveal strength of commitment to Bible-

college training and a church vocation. Personal data secured included 

age, sex, marital status, sibling rank, and military service. Certain 

clusters of items were intended to assess perceived supportive elements 

in the home-community; health factors in the family; social background 

(church and school community-size, parental occupational-social level, 

church membership); maturity (independency of decisions in financial, 

educational, and social matters); and definiteness of goals (anticipated 

program of study, anticipated occupational commitment, and anticipated 

graduate work). See Appendix B for a copy of this device. 

Administration of Testing Program 
and Compilation of Data 

The battery of tests was administered at each Bible college 

early in the first semester of the 1963-64 school year by the faculty 

member of the college who was responsible for this function. The 

Kuder Preference Record was never administered at Toccoa Falls 

Bible College because of late delivery of the test booklets. All other 

aspects of the testing program were completed as planned. 

Instructions to test administrators included a statement to be 

read to examinees indicating that: (1) the student was to furnish his 



own opinions rather than those of an imagined typical or perfect individ­

ual; (2) answers would not be reviewed by college officials; and (3) test 

scores would be made available to the college by individual request. A 

complete copy of these instructions may be found in Appendix C. It was 

hoped that the instructions would motivate students to be honest and 

complete in their answers. 
* 

The Kuder Preference Record answer sheets and the Edwards 

Personal Preference Schedule answer sheets were machine scored. All 

other answer sheets were hand scored. With the exception of the 

mental ability tests, all tests were scored by the writer. Each college 

was responsible for scoring mental ability tests for its own students. 

Shortly after the close of the first semester, the three Bible 

colleges furnished the first semester grade average for each student. 

The institutions also furnished the names of students who had dropped 

out of training during the first semester or who had failed to register 

for the second semester. In most instances purported reasons for 

lapsed training were not furnished. 

Statistical Treatment of the Data 

The tests furnished measures of 122 variables possibly related 

to academic achievement. These variables are listed and described in 

Appendix D. The data thus provided were processed on an IBM 7072 

computer by The Numerical Analysis Laboratory of the Systems 
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Engineering Department of The University of Arizona. 

Pearson product-moment correlation coefficients furnished by 

the computer were used to determine the relationship existing between 

each of the 122 variables and the grade-point average criterion. How­

ever, in several instances the independent variable involved was dichot-

omous and the Pearson r as furnished by the computer was not appropri­

ate. In each such case, a point biserial r was hand calculated. 

In investigating the relationship of each of the 122 independent 

variables to academic success as measured by the persistence criterion, 

a test of the significance of the difference between group-means was 

used. The null hypothesis asserts that there is no true difference 

between two population means. If the difference between the two group 

means is sufficiently large to be statistically significant, this hypothe­

sis is refuted. In the present study, the . 05 level was regarded as the 

minimum acceptable level of significance. For each independent vari­

able, a t test was applied to determine the significance of the difference 

between the means of persisters' and dropouts' scores. By this pro­

cedure, personality factors which were significantly related to per­

sistence were obtained. 

As previously mentioned, several of the independent variables 

were not continuous. In these cases, it was necessary to use the Chi-

square test in order to determine whether the null hypothesis would be 

refuted. 
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To ascertain the relative value of the various personality 

variables in the over-all prediction of academic success, multiple and 

partial correlation data as furnished by the computer also were used. 

Ipsative Scores 

Ipsative scaling is "a method of assigning scale values that 

takes the individual's own characteristic behavior as the standard of 

comparison" (English and English, 1958, p. 278). 

The Kuder Preference Record, Edwards Personal Preference 

Schedule, and the Allport-Vernon-liindzey Study of Values are ipsatively 

scaled instruments. Although Bauernfeind (1962) believed it to be use­

less to correlate ipsative scores with school grades, others (Knapp, 

1964; Wright, 1957) have felt that further research is necessary before 

any definite conclusions can be reached between the comparative valid­

ity of normative versus ipsative measures of personality. Heilbrun 

(1963), however, studied the inter scale correlations and relative valid­

ities of ipsative and normative personality measures and concluded with 

a finding in favor of the validity of ipsative measures. 

Many investigators have employed the ipsative instruments 

used in the present study. Their usefulness has been widely demon­

strated and a favorable literature has developed with respect to each 

of the tests. There appears no sufficient reason to question seriously 

their use in the present study. No matter whether normative or 
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ipsative instruments are utilized, most correlations between person­

ality factors and academic success are expected to be low, since this 

has generally been true in other studies. 

Summary 

The design of the study has been explained. The subjects used 

and instruments employed have been discussed. Administration of 

tests and prpcedures followed in compilation of data have been 

described. Statistical techniques used to process the data have been 

set forth. Findings will be presented in the next four chapters. 



CHAPTER III 

RELATIONSHIPS BETWEEN PERSONALITY 

FACTORS AND GRADES 

In this chapter the relationships between personality factors 

and grades are tabulated and analyzed. These relationships are then 

used to test the hypotheses presented in Chapter I. 

In the following tables, each group is designated by name and 

code letter. Variables are designated verbally as well as by code num­

ber (see Appendix D for code numbers). Correlations significant at the 

. 05 level are indicated by an asterisk (*), at the . 01 level by a double 

asterisk (**), and at the . 001 level by a triple asterisk (***). 

Relationships between Mental Abilities 
and Grade Averages 

Before treating the data, scores from the tests of mental 

ability were converted to percentile ranks. Verbal and quantitative 

subscores were available only from the restricted sample, however. 

Correlations between mental-ability percentile ranks and grade aver­

ages appear in Table IV. 

Mental ability scores for the over-all samples and the over­

all persister groups were moderately related to grade-point averages. 

86 
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TABLE IV 

CORRELATIONS BETWEEN MENTAL ABILITIES 
AND GRADE AVERAGES 

Mental abilities 

Group 
Group 

symbol N 
1 

Verbal 
^ 2 •. 
Qua.nti -
tative 

3 
Total 

Combined Sample 

Total sample T 233 .37*** 
Restricted sample T1 164 .42*** .31*** .42*** 
Per sisters (total) P 201 . 41*** 
Persisters (restricted) P1 140 . 49 sis** .41*** .52*** 
Dropouts (total) D 32 . 30 
Dropouts (restricted) D' 24 . 26 . 08 .17 

High Ability-

Total H 49 . 28* 
Restricted H1 46 .09 . 26 . 28 
Persisters (total) HP 42 . 25 
Persisters (restricted) H'P 39 . 16 .10 . 24 
Dropouts (total) HD 7 .40 
Dropouts (restricted) H'D 7 -.08 . 71 .40 

Middle Ability 

Total M 87 . 14 
Restricted M' 54 . 25 -.17 .10 
Persisters (total) MP 75 . 08 
Persisters (restricted) M'P 45 .05 -. 02 . 06 
Dropouts (total) MD 12 . 26 
Dropouts (restricted) M'D 9 . 64 -.49 -. 02 

Low Ability 

Total L 97 • 34*** 
Restricted L' 64 . 39** •  1 1  

Persisters (total) LP 84 . .24* 
Persisters (restricted) L'P 56 . 29* .11 . 35** 
Dropouts (total) LD 13 . 57* 
Dropouts (restricted) L'D 8 . 70 .01 . 56 



Over-all dropout groups showed non-significant relationships between 

grades and mental ability scores, especially on the quantitative score. 

For the most part relationships were small and not significant in the 

high- and middle-ability groups. Curiously, there were slight (not 

significant) negative relationships between quantitative scores and 

grades in the middle-ability groups of the restricted sample. Obvi­

ously, with these middle-ability students, ability to handle mathemati­

cal relationships has little bearing on Bible-college achievement. The 

low-ability groups also showed no significant relationships between 

mathematical ability scores and grades. However, in the low-ability 

groups, both verbal and total scores were related to a moderate extent 

to grades. 

In general, these relationships support our hypothesis that 

mental ability would be moderately related to grades in the total 

sample and in the low-ability range, somewhat less in the middle-

ability range, and still less in the upper-ability range. No hypotheses 

were proposed regarding the quantitative or verbal subscores. It is 

apparent, however, that the verbal score is a far better predictor of 

Bible-college grades than is the quantitative score. Numerical ability 

was not related to Bible-college success. In the middle-ability range 

all correlations were low and not significant. Our hypothesis that 

factors other than mental ability are the chief determiners of success 

in this range was upheld. These other factors apparently contribute 
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added motivation or drive that resuLts in higher grades for some stu­

dents than for others. Our data indicate that Bible-college classwork 

may not be difficult enough to challenge the best potential of the high-

and middle-ability groups. Only when the low-ability group is reached 

does mental capacity really have much bearing on achievement. From 

this it appears that Bible colleges may need to set higher academic 

requirem ents. 

Among the various dropout groups, only the low-ability group 

showed a significant relationship between mental ability and grades. 

Apparently, the grades of dropout overachievers tend to mask the 

grades of dropout under achievers. A number of overachieving students 

as well as underachieving students are in the dropout groups. 

Relationships between Personality Needs 
and Grade Averages 

The Edwards Personal Preference Schedule (EPPS) was used 

to assess personality needs. The fifteen EPPS variables, considered 

seriatim in this section, are: Achievement, Deference, Order, Exhibi­

tion, Autonomy, Affiliation, Intraception, Succorance, Dominance, 

Abasement, Nuturance, Change, Endurance, Heterosexuality, and 

Aggression. A small positive relationship between grade averages 

and EPPS scores was postulated for Achievement, Order, Endurance, 

Intraception, Dominance, and Deference. A small negative relation­

ship between grade averages and scores was postulated for Affiliation, 



Change, Heterosexuality, Autonomy, Nurturance, and Exhibition. 

Correlations between scores on the Edwards Personal Prefer­

ence Schedule and grade averages are shown in Table V. 

Achievement 

Edwards (1959, p. 11) gives the following definition of Achieve 

ment need: 

To do one's best, to be successful, to accomplish tasks 
requiring skill and effort, to be a recognized authority, to 
accomplish something of great significance, to do a difficult 
job well, to solve difficult problems and puzzles, to be able 
to do things better than others, to write a great novel or play. 

This need is sometimes popularly called "ambition" or "drive. 

It would be expected that a strong need for achievement would produce 

extra effort and greater success. Where this need is weak, it would 

be expected that drive would be lacking, less effort be put forth, and 

less accomplished. Other EPPS variables possibly relate to academic 

achievement since they may affect the effort put forth in study. They 

are, therefore, considered in the achievement drive area, although the 

intercorrelations with the Achievement scale generally are not high. 

Scores on the Achievement scale correlated positively with 

grades for the over-all group of per sisters (r = . 19**) and for the high-

ability group of persisters (r = . 33*). Within the dropout groups small 

negative relationships generally appeared between Achievement scores 

and grades. However, only in the case of the low-ability group was 



TABLE V 

CORRELATIONS BETWEEN EPFS SCORES AND GRADE AVERAGES 

EPPS Variables 
Group 18 19 20 21 22 23 24 25 

Group symbol N Ach. Def. Or d. Exh. Aut. Aff. Int. Sue. 

Combined Sample 

Total T 233 . 06 .11 .00 . 06 -. 05 -. 10 . 03 .04 
Per sister s P 201 . 19** .02 -. 06 .11 . 06 - . 1 6* . 05 -.03 
Dropouts D 32 -.31 . 15 . 07 . 06 -. 13 . 08 . 04 .26 

High Ability 

Total H 49 .20 . 12 -. 10 -. 05 -.09 -.19 .17 . 04 
Per sister s HP 42 . 33* . 16 -. 25 . 10 . 01 -. 35* . 16 -. 04 
Dropouts HD 7 34 20 -.44 -. 07 . 34 .09 . 61 .45 

Middle Ability 

Total M 87 . 15 .18 • 09 . 05 -.12 -.24* . 08 . 03 
Per sister s MP 75 . 14 -.05 . 04 .16 .09 -. 31** . 08 -.04 
Dropouts MD 12 . 11 

00 • .  26 -. 23 -. 33 -. 17 . 04 -.05 

Low Ability 

Total L 97 -. 19 . 23* . 21* . 03 -. 18 .07 -. 16 .09 
Per sisters LP 84 . 02 . 20 • 19 -.03 -. 13 . 04 -. 13 . 00 
Dropouts LD 13 -. 66* . 20 . 31 .19 -.40 . 33 .00 .39 



TABLE V--Continued 

EPPS Variables 
Group 26 27 28 29 30 31 32 33 

Group symbol N Dom. Aba. Nur. Chg. End. Het. Agg. Con. 

Combined Sample 

Total T 233 .09 -. 03 -.11 -. 01 . 07 -.08 -. 05 . 18** 
Per sisters P 201 . 19** -. 16* -. 12 -.05 . 03 -. 03 -. 01 . 10 
Dropouts D 32 -.11 .29 -. 01 . 20 -. 14 -.20 -. 08 .43* 

High Ability-

Total H 49 . 03 -.05 -. 28* . 14 . 21 -.10 -. 02 -.01 
Per sister s HP 42 .19 02 30 .04 . 22 15 -.01 .06 
Dropouts HD 7 -.42 -.05 -. 22 . 77* . 20 -. 14 -. 18 

•  0 5  

Middle Ability 

Total M 87 . 22* -. 05 -. 11 -. 25* . 18 -.13 -.07 .19 
Per sister s MP 75 . 33** -. 22 -. 17 -. 20 -. 03 .04 . 12 .08 
Dropouts MD 12 . 31 .26 • 09 30 . 53 -. 34 -. 51 . 60* 

Low Ability 

Total L 97 -. 03 . 12 . 05 . 07 .03 -.12 -. 16 .24* 
Per sister s LP 84 . 03 -. 05 .09 . 00 . 12 -.11 -. 24* .13 
Dropouts LD 13 -. 33 .59* . 19 . 11 -.50 -.29 . 21 .43 



significance achieved (r_= -.66*). The high-abiLity student with need 

to achieve and tendency to persist in training appeared to be able to 

harness his abilities to the task. Further down the ability scale it 

appeared more difficult for the student to achieve in conformity with 

this need to achieve. In fact, a trend toward negative relationships 

set in when the low level of ability was reached. The low-ability 

group shows this with an r = -. 19, which is not quite significant at the 

. 05 level of confidence. As noted above, the low-ability dropout group 

produced a definite negative relationship between Achievement scores 

and grades (r = -.66*). In the case of persisters, it can be concluded 

that a high score on the need for Achievement scale is a good predictor 

of grades in the over-all sample and in the high-ability range but has 

relatively little predictive value in the low-ability and middle-ability 

ranges. Students who leave training, especially if low in mental ability, 

appear to receive better grades when the need for achievement is not 

high. 

Deference 

This need is virtually the opposite of need for leadership; it 

might be called a need for follower ship. It is described in the follow­

ing terms by Edwards (1959, p. 11): 

To get suggestions from others, to find out what others 
think, to follow instructions and to do what is expected, to 
praise others, to tell others that they have done a good job, 
to accept the leadership of others, to read about great men, 
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to conform to custom and avoid the unconventional, to let 
others make decisions. 

Deference-need scores were slightly related to grades in the 

low-ability group. In the low-ability range, students who show con­

siderable deference need appear to seek suggestions and to follow 

instructions better than others in this range and thus do better in their 

classwork. 

Order 

This is a need for neatness and systematization. Small nega­

tive relationships between Order scores and grades within the high-

ability groups occurred but did not reach statistical significance. It 

appears that the high-ability Bible-college student may be somewhat 

less rigid in his need for order than students of lower ability. The 

only significant relationship between Order scores and grades occurred 

in the low-ability group (r = . 21*). Low-ability Bible-college students 

apparently receive better grades when some need for order exists. It 

is interesting to speculate as to whether neatness of person or writing 

unconsciously influences Bible-college instructors in favor of higher 

grades. Do low-ability students receive an undeserved grade (good or 

bad) based on neatness or the lack of it? Do some students achieve 

better grades because they organize and plan their studying better than 

others in spite of poorer mental endowment? Answers to these ques­

tions lie outside the scope of the present study. 



Exhibition 

This need is found in the individual who tends to be a "show-

off. " It is expressed in story-telling, joking, being clever or witty, 

and trying to be the center of attention. It would be expected that 

individuals with the need for exhibition would tend to "over-socialize" 

and neglect their studies. Actually, in our sample, there were no sig­

nificant relationships shown between this need and grades. 

This is a need for non-conformity or independence. Its defi­

nition follows (Edwards, 1959, p. 11): 

To be able to come and go as desired, to say what one thinks 
about things, to be independent of others in making decisions, 
to feel free to do what one wants, to do things that are uncon­
ventional, to avoid situations where one is expected to conform, 
to do things without regard to what others may think, to criti­
cize those in positions of authority, to avoid responsibilities 
and obligations. 

It might be expected that the student with this particular need 

would have difficulty in adjusting to the rather strict standards of con­

duct in Bible colleges. That this is true for middle- and high-ability 

students appears later where dropout and persister groups are com­

pared. However, there were no significant relationships between the 

Autonomy scores and grades. 
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Affiliation 

The need for affiliation expresses itself in the making and 

maintenance of friendships. If the affiliation need is strong, its satis­

faction might be expected to be at the expense of time and energy other­

wise devoted to study. Hence, Affiliation scores might reasonably be 

expected to be negatively related to grade averages. This tendency, in 

fact, did appear in a number of groups. Three per sister groups (P, 

HP, and MP) showed the following correlations between Affiliation 

scores and grades: r_= -.16*, r_ = -.35*, andr = -.31**. In the 

middle-ability group also, Affiliation score was negatively related to 

grades (r = -. 24*). It appears that the satisfaction of the need for 

affiliation does pose a real threat to scholarship where that need is 

strong, except in the case of students of low ability. Perhaps in the 

latter case, friendships tend to be less "social" and more "supportive." 

Intraception 

This need is sometimes referred to as empathy. Briefly 

stated, it means to put one's self in another person's place. 

The need for intraception could affect grades in at least two 

ways. A student with a strong need for intraception might relate better 

to instructors and their demands (by understanding their viewpoints) 

than one who scores low in this need. On the other hand, such a stu­

dent might consume valuable time by becoming involved in the problems 
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of fellow students and thus his grades might be affected adversely. 

Actually, no significant correlations between grades and Intra-

ception scores appeared in our data. Intraception scores tended to 

correlate very slightly (but not significantly) with grades in the case of 

more able students, even less in the case of average-ability students, 

and negatively in the case of the poorer students. Perhaps ability to 

relate to instructors is of some help to better grades in the case of the 

brighter students and a hindrance in the case of poorly endowed stu­

dents. It is possible that Bible-college instructors respond to the bright 

empathic student's overtures as being sincere but fail to respond to 

duller students who may be equally sincere but because of lower abilities 

may be considered to be "apple-polishers" by instructors. This is an 

interesting speculation which might well be investigated further. 

Succorance 

This need is a dependency need. It is a need to receive kind­

ness, sympathy, and affection from other people. No significant rela­

tionships appeared between Succorance scores and grades. 

Dominance 

Dominance is a leadership variable. Edwards (1959, p. 11) 

defines the Dominance need as follows: 

To argue for one's point of view, to be a leader in groups 
to which one belongs, to be regarded by others as a leader, to 
be elected or appointed chairman of committees, to make group 
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decisions, to settle arguments and disputes between others, 
to persuade and influence others to do what one wants, to 
supervise and direct the actions of others, to tell others how 
to do their jobs. 

A small positive relationship existed between Dominance scores 

and grades for the over-all persister and middle-ability persister groups 

(r_= . 19** and r_ = . 33** respectively) and for the total middle-ability 

group (r_ = .22*). Perhaps students with high Dominance scores need 

to argue more than other students for their points of view thus influ­

encing others favorably, including instructors. With low-ability stu­

dents, no apparent relationship existed between the need to be a leader 

and scholastic attainment. 

Abasement "*' 

This personality need is defined by Edwards (1959, p. 11) as 

follows: 

To feel guilty when one does something wrong, to accept 
blame when things do not go right, to feel that personal pain 
and misery suffered does more gr od than harm, to feel the 
need for punishment for wrong doing, to feel better when 
giving in and avoiding a fight than when having one's way, to 
feel the need for confession of errors, to feel depressed by 
inability to handle situations, to feel timid in the presence of 
superiors, to feel inferior to others in most respects. 

Abasement scores were moderately related to grades in a nega­

tive direction for the over-all persister group (r = -. 16*). In the low-

ability dropout group, a positive relation (r = .59*) was found between 

these variables. It appears that the presence of this need may con­

tribute to failure in Bible college. 



Nurturance 

This need is expressed in heLping the less fortunate, being 

generous, sympathetic, and generally helpful to those in trouble or 

need. The data suggest that Nurturance scores are negatively related 

to grades except for low-ability students. However, only in the high-

ability group was the relationship significant (r =-. 28*). It appears 

that the high-ability student who has a strong nurturance need and 

satisfies it by spending time helping others may be doing so at the 

expense of his own studies. 

Change 

"Restlessness" may well describe the need for change. This 

need is satisfied best by novel and new experiences. It was hypothe­

sized that a negative relationship would exist between Change scores 

and grades. This proved true for the middle-ability group (r = -. 25*). 

The high-ability dropout group showed a substantial positive correla­

tion between need for Change scores and grades (r = . 77*). 

Endurance 

The need for endurance is met through an individual's con­

centrated effort at a task until it is successfully completed. No sig­

nificant relationships were found between the Endurance scores and 

grades. 
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Hetero sexuality 

The need for hetero sexuality is usually manifested as an 

interest in the opposite sex and in matters of sex in general. Such an 

interest was expected to prove distracting to the student and result in 

a lowering of grades. However, no significant or near-significant 

relationships were found to exist between Heterosexuality scores and 

grades. 

Aggression 

Edwards (1959, p. 11) describes the operation of the need for 

Aggression as follows: 

To attack contrary points of view, to tell others what one 
thinks about them, to criticize others publicly, to make fun of 
others, to tell others off when disagreeing with them, to get 
revenge for insults, to become angry, to blame others when 
things go wrong, to read newspaper accounts of violence. 

A negative relationship between Aggression scores and grades 

was obtained for the low-ability persisting group (r = -.24*). Low-

ability persisting students appeared to make poorer grades when the 

need for aggression asserted itself. Aggression was not related to 

grades in the other ability ranges. 

Consistency Score 

This score measures the consistency with which a student 

makes choices on the Edwards Personal Preference Schedule. Although 

not listed on the EPPS as'a need-score, the Consistency score may 
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reflect carefulness or thoughtfulness. Positive relationships were 

shown between this score and grades in all groups except the high-

ability groups. Significant relationships occurred as follows: (1) 

over-all sample, = .18**; (2) low-ability group, r = .24*; (3) over­

all dropout group, r_= .43*; (4) middle-ability dropout group, r = .60*. 

Except in the case of high-ability students, the Consistency score 

appears to offer some promise as an indicator of Bible-college grades. 

Summary of Relationships between 
Personality Needs and Grades 

The writer hypothesized positive relationships between grades 

and the following EPPS scores: Achievement, Order, Endurance, 

Intraception, Dominance, and Deference. Negative relationships were 

postulated for: Affiliation, Change, Heterosexuality, Autonomy, 

Nurturance, and Exhibition. It was expected that some variations in 

these relationships would exist between mental ability groups. 

Actually, no EPPS variable was correlated with grades for 

the total sample, except Consistency. Dominance in the middle-ability 

group and Deference and Order in the low-ability group were positively 

related to grades. Nurturance in the high-ability group and Affiliation 

and Change in the middle-ability group were negatively related to grades. 

For persisters as a group, Achievement and Dominance scores 

were positively related to grades and Abasement and Affiliation scores 

were negatively related. The over-all dropout group showed no 
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relationships between EPPS variables and grades except for Consist­

ency score. 

It is apparent that to successfully use EPPS scores for the 

prediction of grades, it would be necessary to consider mental ability 

as it affects and interacts with personality needs. It also is evident 

that the original hypotheses were substantially correct in that all the 

above correlations were in the predicted direction. Of the eight vari­

ables for which relationships were found, seven of them were among 

the twelve variables for which such relationships had been expected. 

Not as many EPPS variables were related to Bible-college grades as 

had been expected. Exhibition, Autonomy, Intraception, Succorance, 

Endurance, and Heterosexuality did not correlate with grades in any 

group. 

It appears that high-ability Bible-college students generally 

succeed regardless of personality needs. There is evidence, however, 

that they may be too occupied with helping others (as reflected by high 

Nurturance scores) to maintain grades in line with their mental 

capacities. 

Middle-ability students who possess a need to be regarded as 

group-leaders, arbiters, or supervisors of other persons (as reflected 

in high Dominance scores) appear to achieve grades in line with their 

abilities. On the other hand, if they should be excessively outgoing or 

socially inclined (reflected in high Affiliation scores) or unsettled in 
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temperament (reflected in high Change scores), they may give too much 

attention to other persons socially, fail to keep their sights on proper 

goats, become bored by routine, and fail to achieve up to capacity. 

The range of achievement of the low-ability group is quite 

restricted. Fortunately, achievement does not depend upon ability 

alone. Low-ability students who give close attention to instructions 

from teachers and who seek for special assistance from teachers and 

fellow students would appear to be more likely to succeed than other stu­

dents of equal capacities. Students with high Deference scores, therefore, 

may receive higher grades than otherwise would be expected. Students 

with high need for Order scores also may perform better than expected. 

In the dropout groups, only three EPPS need scores were sig­

nificantly related to grades. These were: (1) Change (r = . 77*) in the 

high-ability dropout group; (2) Abasement (T_ = . 59*) and (3) Achievement 

(r = 66*) in the low-ability dropout group. The fact that high-ability 

dropouts show a positive relationship for the Change variable indicates 

possible dissatisfaction with the routinized and structured academic life 

of the Bible college. It appears that the Bible college does not offer 

sufficient challenge to such students to retain them in the college. 

However, these students work hard for good credits to transfer to their 

next college. 

Dropout students of low ability with considerable need for 

Abasement may tend to become social isolates and thus achieve grades 

* 
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somewhat higher than, normally would be expected. At first it seems 

difficult to understand why there should be a negative relationship 

between grades and Achievement scores for the low-ability dropout 

group. The fact that six of the thirteen students in this group dropped 

out before the end of the semester and received zero grade-point aver­

ages must, however, be considered. These six students' mean score 

on Achievement need was 15. 66 whereas the mean score of the other 

seven students was 11.14. There were no grades assigned to students 

who failed to persist through the semester (even though a grade could 

be considered as earned up to the date of drop which grade was prob­

ably different for each of the dropouts). Since grades for these dropouts 

were automatically zero, such correlations as might have been expected 

were altered drastically. 

Relationships between Study Habits 
and Grade-Point Averages 

The Wrenn Study-Habits Inventory ". . . is a weighted check­

list of specific study habits and attitudes which high scholarship and 

low scholarship groups of students possess in differing proportions" 

(Wrenn, 1941b, p. 1). Score weights are either positive or negative. 

Total score, which is the algebraic sum of the item scores, can be 

positive, negative, or zero. The sum of positively weighted item-

scores gives a total positive score; the sum of negatively weighted 

item-scores gives a total negative score. The total positive score 
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added to the total, negative score is the total combined score. Correla­

tions with grade-point averages are tabulated in Table VI for total 

positive, total negative, and total combined scores. 

TABLE VI 

CORRELATIONS BETWEEN WRENN STUDY-HABITS INVENTORY 
SCORES AND GRADE-POINT AVERAGES 

Variables 

Group 
Group 

Symbol N 
4 

Negative 
5 

Positive 
6 

Total 

Combined Sample 

Total T 233 .34*** .40*** .37*** 
Per sister s P 201 .35*** .42*** .  39*** 

Dropouts D 32 . 16 .29 . 24 

High Ability 

Total H 49 . 35* . 43** . 36* 
Per sister s HP 42 . 28 . 34* .26 
Dropouts HD 7 .52 . 76* .69 

Middle Ability 

Total M 87 .31** .35*** . 34** 
Per sisters MP 75 . 28* . 32** . 31** 
Dropouts MD 12 . 25 . 36 . 32 

Low Ability 

Total L 97 .28** .36*** .33*** 

Per sisters LP 84 . 35** .46*** .  43 *** 

Dropouts LD 13 . 01 . 14 .08 

Except for dropout groups, moderate relationships appeared 

between most scores on the Wrenn Study-Habits Inventory and 
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grade-point averages. This finding agreed with our hypothesis. 

In general, no significant relationships were found between 

study habits and grades for the dropouts. This might be expected since 

zero grades were assigned to those dropouts who failed to complete the 

first semester. 

Relationships between Value Preferences 
and Grade-Point Averages 

Dominant interests of Spranger's six basic types of men were 

measured by the Study of "Values (Allport, Vernon, and Lindzey, 1960a). 

These interests or value preferences are as follows: Theoretical (the 

discovery of truth), Economic (interest in the useful or practical), 

Aesthetic (valuing form and harmony), Social (love of people), Political 

(interest in power), and Religious (seeking for unity). 

The writer hypothesized small positive relationships between 

grades and the Religious, Social, and Theoretical interests and small 

negative relationships between grades and Economic, Aesthetic, and 

Political interests. Obtained relationships are presented in Table VII. 

No significant relationships appeared for the Theoretical, 

* 

Aesthetic, and Social values. The Economic value was negatively 

related to grades for the total sample, per sister, and total high-

ability groups but the relationships were small, r being respectively 

-. 15*, -.16*, and -. 32*. The Religious value showed positive correla­

tions to grades in the following groups: total sample (r = . 17**), total 



TABLE VII 

CORRELATIONS BETWEEN STUDY-OF-VALUES SCORES 
AND GRADE-POINT AVERAGES 

Variables 

Group 
Group 

Symbol N 
34 

Theoretical 
35 

Economic 
36 

Aesthetic 
37 

Social 
38 

Political 
39 

Religious 

Combined Sample 

Total 
Per sister s 
Dropouts 

T 
P 
D 

233 
201 

32 

. 03 

. 07 

. 03 

-. 15* 
-. 16* 
-.16 

-.05 
-.01 
. 04 

.02 
-.03 
. 03 

-. 02 
. 02 

-. 32 

. 17** 
• 12 
. 37* 

High Ability 

Total 
Per sisters 
Dropouts 

H 
HP 
HD 

49 
42 

7 

. 01 

. 14 

.02 
\ 

-. 32* 
-. 28 
-.54 

. 14 

. 09 

. 56 

-.02 
-.09 
-. 44 

-.09 
-.01 
-. 13 

. 31* 

.18 

. 34 

Middle Ability 

. 01 

. 14 

.02 
\ 

Total 
Per sisters 
Dropouts 

M 
MP 
MD 

87 
75 
12 

.03 

.12 

.06 

-. 06 
. 02 

-. 26 

-. 13 
-. 08 

17 

.07 
-.02 
. 12 

-.03 
-. 03 
-.29 

.12 
-.02 
.65* 

Low Ability 

Total 
Per sister s 
Dropouts 

L 
LP 
LD 

97 
84 
13 1 

1 
1 

• 
• 

• 
H*

 
O

 O
 

O
 ^

 

-.03 
-.10 
. 02 

-. 12 
-. 06 
-. 09 

.08 

.01 

.41 

-.01 
.07 

-.61* 

.12 

.14 

.24 
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high-ability group (r_= . 31*), middle-ability dropout group (r = . 65*), 

and total sample dropout group (r_= . 37*). Apparently the presence of 

high Religious value preference was as helpful to dropouts as to per-

sisters in making good grades. The Religious value, however, was 

not related to persistence. In the low-ability dropout group, the 

Political value was negatively related to grades (r = -.61*). 

It is not hard to surmise why religious preferences relate to 

academic success due to the nature of much of the subject matter studied 

by Bible-college freshmen. That economic interests relate negatively 

to success also would be expected since these interests tend to develop 

in persons who are employed and employment reduces the time stu­

dents ha.ve to devote to their studies. However, students1 estimates of 

amount of self-support (which may be considered rough estimates of ' 

how much time they tnay have actually spent in employment during the 

first semester) were not significantly related to grades. About all 

that can be said is that strong economic interests may depress grades 

for no reason other than the fact that these interests are in the practi­

cal or useful. To some students, Bible-college studies may appear 

lacking in practicality and immediate usefulness. Such students, 

being of a practical bent, may lack sufficient interest in abstract and 

theoretical studies to achieve up to capacity. Quality of class work is 

apparently unrelated to Aesthetic, Social, Political, and Theoretical 

values. It would be interesting to know whether or not this pattern 
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is continued throughout the four-year training program. 

Relationships between Occupational Interests 
and Grade-Point Averages 

Relationships of occupational interests to grades were studied 

in two ways as follows: (1) the secular occupational interests were 

obtained with the Kuder Preference Record and (2) commitment to a 

specialized Christian vocation was assessed by a twenty-six item sub­

test on the Personal Information Questionnaire. 

Kuder Preference Record 

The Kuder Preference Record (Kuder, 1960a) is designed to 

assess occupational interests in the following ten areas: Outdoor, 

Mechanical, Computational, Scientific, Persuasive, Artistic, Literary, 

Musical, Social Service, and Clerical, The Verification scale is an 

accuracy check to identify those who respond carelessly. 

Relationships between Kuder scores and grade-point averages 

are shown in Table VIII. Data from the Kuder Preference Record were 

available only for the restricted sample (the 164 freshman students 

attending Simpson Bible College and St. Paul Bible College). 

It was hypothesized that scores on the Social Service, Scientific, 

and Literary scales would be related to success in Bible college. In the 

over-all restricted sample, correlations between grades and these 

scores were significant (r = . 19*, • 20**, and . 19* respectively). 



TABLE VIII 

CORRELATIONS BETWEEN KUDER SCORES AND GRADE-POINT AVERAGES 

Group 
Group 
Symbol N 

Variables 

Group 
Group 
Symbol N 

7 
Verification 

8 
Outdoor 

9 
Mechanical 

10 
Computational 

11 
Scientific 

12 
Persuasive 

Combined SampLe 

Total T' 164 . 27** .09 -. 10 -.05 . 20** -.23** 
Per sisters p« 140 .17 . 07 -. 11 -.08 .19* -.23** 
Dropouts D1 24 . 28 . 20. -. 17 .04 .14 -.23 

High Ability-

Total H' 46 . 37* .07 . 21 .02 . 30* .04 
Per sisters H'P 39 .11 .05 -. 08 -.17 .13 -.14 
Dropouts H'D 7 .40 .29 . 74 .24 .42 .12 

Middle Ability 

Total M l  54 -. 03 .19 -. 16 -.15 -. 04 -.26 
Persister s M'P 45 -.11 .09 -.10 -.00 -. 02 -.15 
Dropouts M'D 9 -.25 .42 -.57 -.24 -.27 -.27 

Low Ability 

Total L« 64 . 33** -. 08 -. 26* -.07 . 14 -.25* 
Persister s L'P 56 .23 -.04 -. 15 -.11 .10 -.17 
Dropouts L'D 8 .50 -. 16 -.57 .10 .28 -.52 



TABLE VIII--Continued 

Variables 
Group 13 14 15 16 17 

Group Symbol N Artistic Literary Musical Social Service Clerical 

Combined Sample 

Total T' 164 -. 07 .19* .05 . 19* _ -.01 
Persisters P' 140 -.09 .14 .05 .09 -.10 
Dropouts D1 24 .06 . 36 .05 .21 .27 

High Ability 

Total H' 46 -. 06 . 21 . 25 . 15 .05 
Persisters H'P 39 -. 15 .08 .20 . 12 -.20 
Dropouts H'D 7 .41 .61 .23 -.04 .42 

Middle Ability 

Total M l  54 -. 00 .08 . 12 .12 .03 
Persisters M'P 45 . 02 -.06 . 10 -.11 .11 
Dropouts M'D 9 -. 34 .39 . 27 .27 .24 

Low Ability 

Total L' 64 -.08 .14 -.19 .30*' ,13 
Persisters L'P 56 -. 03 . 14 -.15 .18 .10 
Dropouts L'D 8 -. 25 .02 -.31 .66 .25 
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Persuasive scores were negatively related to grades (r = -. 23**). The 

Verification scores were related positively to grades (r_= . 27**). The 

V-scale score is designed to identify individuals who respond carelessly. 

While this score is not a measure of vocational preference, it does 

correlate positively with grades. This may be so because accuracy 

is necessary to good scholarship. Mechanical and Persuasive scores 

in the low-ability group had low negative relationships with grades (r_ = 

-. 26* and -. 25* respectively). Social Service is closely tied in with 

religious work and an interest in the area (r = . 30*) appears helpful to 

low-ability students in their Bible-college studies. 

In the middle-ability group, no relationship was statistically 

significant. In the high-ability group the Scientific score was the only 

occupational score related to grades (r = .30*). This interest V. . .indi­

cates a preference for discovering new facts and solving problems" 

(Kuder, 1960b, p. 2). Freshman subjects apparently are handled 

better in the high-ability range by those students who possess an 

interest in science. Probably, in this mental bracket, competition 

for grades is stronger and to achieve a top grade the student must be 

highly interested in the more abstract phases of a subject. The rela­

tionship of Scientific scores to grades seems to indicate this. The 

social service interest carries with it the connotation of high idealism. 

It appears that average-ability and high-ability Bible-college students 

do not require as strong a social service interest for academic success 
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as low-ability students. Having intellectual abilities which are chal­

lenged by the main stream of academic study, such students apparently 

do not require highly idealistic vocational interests to motivate them to 

academic achievement. 

Commitment to a Specialized 
Religious Vocation 

The Kuder Preference Record does not produce a Religious 

score. Therefore, to measure commitment to training for a vocation 

in the religious field, twenty-six statements of opinion were introduced 

as item 47 in the Personal Information Questionnaire. These statements 

were based on general observations and conversations with students, 

pastors, missionaries, and Bible-college teachers, made through the 

years by the writer. It was thought that each statement might show 

some relationships to strength of motivation in preparing for a religious 

vocation. Each statement could be responded to in one of six ways: 

agree strongly, agree moderately, agree slightly, disagree slightly, 

disagree moderately, disagree strongly (with scores of 7, 6, 5, 3, 2, 

and 1 respectively). It was hoped that a number of these statements of 

opinion might differentiate between per sisters and dropouts and that 

replies to some of the statements would be related to grade-point 

averages. A number of the statements did usefully differentiate 

between persisters and non-persisters and some were significantly 

related to grade-point averages. 
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Correlations between responses to the statements of opinion 

on the religious vocation commitment item and grade-point averages 

are given in Table IX. The statements are listed as variables and are 

numbered from 97 through 122. The whole is considered to be a 

"Commitment to a Christian Vocation Test. " A brief descriptive 

statement is included for each variable. For the complete text of each 

statement, the Personal Information Questionnaire in Appendix B 

should be consulted. Fifteen of the variables were involved in one or 

more relationships significant at the .05 level or better. 

Strength of Call to a Religious 
Vocation in Total Sample 

The call to a religious vocation frequently appeared to involve 

an emotional crisis tinged with feelings of idealism. The intensity of 

the crisis and the type of idealism involved appeared to give the call 

whatever substance it may have possessed. 

In this study, subjects were asked to respond to statements 

regarding the call. Some of these statements were couched in emotional 

and idealistic terms. In variable 98, the nature of the call was described 

in emotional terms: "One should not prepare for full-time Christian 

service unless he has a strong personal call. " Variable 107 was quite 

similar: "I had a deep emotional experience when called to full-time 

Christian service. " Idealistic content was provided in the following: 

(1) variable 100: "Christian service is more important and pleasing to 



TABLE IX 

CORRELATIONS BETWEEN ITEM SCORES ON COMMITMENT TO A 
CHRISTIAN VOCATION TEST AND GRADE-POINT AVERAGES 

Variables 
97 98 99 100 101 102 103 

All Everyone Dat« not Full-time 
called to Strong respon­ Christian train for service 

Group foreign call sible to service secular Obstacles despite 
Group Symbol N field needed evangelize superior service expected opposition 

Combined Sample 
Total T 233 . 08 . 17** -. 04 . 14* -.09 .09 -. 02 
Per sisters P 201 .04 . 17* . 02 . 08 . 00 .10 . 04 
Dropouts D 32 . 10 . 20 -. 08 .43* -. 18 . 06 -.13 

High Ability-
Total H 49 .11 .17 -. 03 . 30* . 02 . 37** .18 
Per sisters HP 42 -. 01 . 12 24 . 22 -. 05 .43** . 12 
Dropouts HD 7 .05 . 22 . 70 .59 -. 30 . 36 -.27 

Middle Ability 
Total M 87 . 03 . 18 -. 08 . 07 -. 20 .13 -. 18 
Per sister s MP 75 . 04 . 26* . 04 -. 00 . 00 .20 .04 
Dropouts MD 12 -. 05 . 32 35 .44 -. 18 -.15 -. 35 

Low Ability-
Total L 97 .07 .06 -.07 .04 11 -.14 -.09 
Per sisters LP 84 -.01 -. 01 . 08 -.02 -.03 -.19 -. 14 
Dropouts LD 13 . 24 -.03 -. 28 . 36 - . 1 8  .05 . 05 



TABLE IX--Continued 

Variables 
104 105 106 107 108 109 

Christian Deep Prayer Bible 
Salvation God has service emotional more study more 
depends a plan motivated experience important important 

Group upon for each by man1 at time than than 
Group Symbol N obedience life . kind's need of call witnessing prayers 

Combined Sample 
Total T 233 .10 -.09 . 18** . 21 ** . 10 .10 
Per sister s P 201 .17* -.07 . 14 . 27** . 06 .04 
Dropouts D 32 . 16 -. 01 . 48** . 34 . 14 .22 

High Ability-
Total H 49 .10 26 . 23 . 23 -. 07 -.05 
Per sisters HP 42 -.05 . -.30 . 03 . 20 1 • o

 
oo

 

-.15 
Dropouts HD 7 .43 .04 .72 .59 . 15 .64 

Middle Ability 
Total M 87 .03 .17 . 11 . 22* . 30** .01 
Per sisters MP 75 .09 .20 . 15 . 40** . 28* -. 00 
Dropouts MD 12 .09 < 60* . 31 . 20 -.09 

Low Ability 
Total L 97 . 06 -.05 . 07 . 14 - 03 .14 
Per sister s LP 84 .17 

O
 • 1 .  01 . 14 11 .06 

Dropouts LD 13 .22 -.16 . 02 . 16 . 01 .23 



TABLE IX--Continued 

Variables 
110 111 112 113 114 115 

Better an Not wrong 
God helps unknown to follow Better to 
those who God will servant a num - put service Graduate 

Group help supply than ber of ahead of study not 
Group Symbol N themselves finances famous occupations training necessary 

Combined Sample 
Total T 233 .03 . 16* -. 09 . 12 .10 -.05 
Per sister s P 201 .01 . 16* -. 08 . 14 .10 -.07 
Dropouts D 32 .13 .19 .01 . 11 . 00 -.02 

High Ability 
Total H 49 .14 . 08 . 00 . 10 .09 -. 20 
Per sisters HP 42 .10 -. 00 -. 14 . 08 -.01 -.03 
Dropouts HD 7 . 22 . 22 .18 . 07 . 02 -.81* 

Middle Ability 
Total M 87 -.09 .43** -.16 .09 1 • o

 
o

 

.  11 
Per sister s MP 75 -. 08 .44* -. 02 . 03 . 02 -. 11 
Dropouts MD 12 .00 .54 -. 13 . 14 -. 12 . 70* 

Low Ability 
Total L 97 -. 02 -. 02 -. 16 . 10 . 06 -.05 
Per sisters LP 84 -.06 .00 -. 22* . 15 . 03 .03 
Dropouts LD 13 .18 -. 05 .09 .17 . 02 -.40 



TABLE IX--Continued 

Variables 
116 117 118 119 120 121 122 

Bible All 
Wise to be college Influence Christian Worri­ Home 
skilled in important Personally on deci­ youth some environ­

Group a secular for con- filled with sion to should troubles ment 
Group Symbol N occupation tacts made the Spirit attend attend at home congenial 

Combined Sample 
Total T 233 .01 . 04 . 07 .24** . 15* . 00 -.05 
Per sister s P 201 .05 .03 . 16* .13 . 17* .04 -.09 
Dropouts D 32 -.15 . 14 .05 .22 . 27 37* .04 

High Ability 
Total H 49 26 -. 25 . 15 -.02 . 28 . 19 -.16 
Per sister s HP 42 -.10 -. 18 . 14 -.11 . 31* .07 -.05 
Dropouts HD 7 78* -. 23 .51 .28 . 21 . 01 .07 

Middle Ability 
Total M 87 .13 .17 -.02 . 31** .21 . 20 .08 
Per sisters MP 75 .06 . 01 . 15 -.09 .23 . 29* -.01 
Dropouts MD 12 .16 . 64* -. 05 . 63* . 35 -.25 -. 00 

Low Ability \ 

Total L 97 .05 . 05 -.01 . 23* -.01 -.26* -.08 
Per sisters LP 84 . 11 .09 .07 .27* -. 03 -. 20 -.13 
Dropouts LD 13 -.01 -. 04 -. 33 13 . 26 64* .03 
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God than secular service"; (2) variable 106: "I must serve God in full-

time Christian service because of the need of mankind"; (3) variable 

111: "If a person is in the will of God in attending Bible college, God 

will see that all his financial needs are supplied* " In the total sample, 

all these variables were related to grades. The per sister group was 

less affected by idealism than the dropout group in that the persister 

group had no significant relationships between grades and variables 

100 and 106; whatever idealistic views per sisters had seemed to lb ear 

little or no relation to grades. The dropout group, however, showed 

substantial relationships to grades as follows: (1) variable 100, r = 

.43*; (2) variable 106, r_ = .48**. 

When per sisters viewed their call with a fearful sense of 

obligation, achievement tended to be higher. Thus, variable 104 which 

states: "God may require a person to lose his salvation if he does not 

obey a call to full-time service" was related to grades (r^= . 17*). 

Persister s' grades were related to their sense of divine call (variable 

98, r^= . 17*), the emotional content of the call (variable 107, r_= . 27**), 

the belief in God's providences (variable 111, r = . 16*), sense of the 

divine immanence (variable 118, r = . 16*), and a belief in the universal 

worth of a Bible-college experience (variable 120, r = . 17*). For the 

dropout group, there were no significant relationships^ between the 

above variables and grades. This group did, however, show a negative 

correlation between grades and home trouble. 
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Strength of Call to a Religious Vocation 
in the High Mental Ability Range 

Few significant relationships were found for these groups. 

Generally, high-ability students who held an idealistic view of the 

value of Christian service (variable 100, r = . 30*), and yet appeared 

realistically to expect obstacles (variable 102, r = .37**), made 

better grades than other high-ability students. Persisters who "were 

sold" on the value of a Bible-college education for their peers (vari­

able 120, r_= . 31*), yet who expected obstacles (variable 102, r = 

.43**) made better grades than others. It appears that high-ability 

students who possess a limited sense of idealism and a realistic view 

of difficulties ahead have good prospects for academic success. High-

ability dropouts who view graduate work as unnecessary (variable 115, 

r = -. 81*) and a second secular occupation as prudent (variable 116, 

r = 78*) apparently are poor risks both with respect to grades and to 

persistence. 

Strength of Call to a Religious Vocation 
in the Middle Mental Ability Range 

Students in this group appear to receive better grades if they 

tend to be a bit "mystical. " This was revealed in a reported deep 

emotional call, stress on prayer as more important than verbal 

communication of the gospel, a belief in supernatural help in personal 

financing, and a feeling that other individuals held some control over 
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their lives (at least to the extent of influencing the student's decision to 

attend Bible college). These "mystical" individuals also tended to 

persist in training* 

Middle-ability dropout students who received high grades 

tended to be idealistic about Christian service (variable 106, r = . 60*); 

to lack self-sufficiency in making decisions (variable 119, r = .63*); 

and to be. interested in social contacts (variable 117, r = .64*). Stu­

dents with these characteristics may succeed for a time but motivation 

appears to be insufficient to carry them very far in Bible college. 

Strength of Call to a Religious Vocation 
in the Low Mental Ability Range 

In general, low-ability students' responses to commitment 

items bear little relationship to grades. If they feel incompetent and 

rationalize this feeling, they tend to express agreement to variable 

112: "I would rather be an unknown minister, missionary, or other 

Christian worker in full-time service than an outstanding leader in 

education, government, business, or other secular realm. " This 

desire for a humble place in society, however, does not motivate for 

good achievement, as is apparent from the negative relationship that 

appears in the case of the low-ability persisters (r = -.22*). It is 

apparently no disadvantage to low-ability students to be influenced by 

other persons in their decision to attend Bible college, except for the 

students who drop out. For the persisters, grades actually showed a 
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moderate relationship to perceived influence by other individuals. 

Perceived troubles at home had an adverse effect upon grades 

of low-ability dropouts. Low-ability under achievers either tended to 

magnify troubles at home or were unable to deal realistically with such 

difficulties. The middle-ability per sister group, on the other hand, 

actually showed a positive relationship between troubles at home and 

grades (r_= . 29*). Individuals in the total dropout group did not make 

good marks if there were perceived problems at home (r = -. 37*). 

This was also the case in the low-ability dropout group (r = -. 64*). 

Other Vocational Variables Measured 
by Personal Information Questionnaire 

Variables that indirectly relate to a student's vocational choice 

were measured by various items on the Personal Information Question­

naire. These are given in Table XIII. No relationship was found 

between father's occupation (variable 72) and grades and there was 

only one significant relationship between mother's occupation (variable 

73) and grades. In the high-ability per sister group r = . 32* for vari­

able 73. (Responses of students whose parents followed a religious 

vocation were compared with those whose parents followed a secular 

vocation. ) 

Students were asked to report the amount of self-support 

anticipated while attending college. A student who furnished a part of 

his support was presumed to possess some limited occupational skill 
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and interest. However, amount of self-support failed to relate to 

grades. 

None of the following variables were related to grades: antici­

pated full-time service, anticipated field of service, anticipated change 

of training institution, or anticipated change of course of study. Only 

for the middle-ability dropout group did uncertainty of occupational 

choice significantly relate to grades (r = -.59*). Only with the low-

ability dropout group did anticipation of graduate school attendance 

relate to grades (r = -.58*). Apparently some of the low-ability drop­

out group had an unreasonable expectation of undertaking graduate work 

later. 

Relationships between Anxiety Factors 
and Grade-Point Averages 

The IPAT Anxiety Scale Questionnaire (1957-63 edition) was 

the instrument used to measure anxiety factors. Correlations between 

variables measured by the IPAT Anxiety Scale Questionnaire and grades 

are presented in Table X. 

In the total sample, no anxiety variable was significantly related 

to grades. Ego Weakness showed a slight negative relationship to grades 

for the persister group (r = -. 16*)* The high-ability groups, except the 

dropout group, appear to make better grades in proportion to their 

ability to release anxiety tension on a conscious level. Correlations 

were as follows: Overt score (high-ability persisters, r_ = .35*); 



TABLE X 

CORRELATIONS BETWEEN SCORES ON THE IPAT ANXIETY SCALE 
QUESTIONNAIRE AND GRADE-POINT AVERAGES 

Variables 
53 54 55 56 57 58 59 60 61 62 

Total Overt- Defective Ego Suspi­ Guilt Frustra-
Group A Score B Score raw Covert Integra­ Weak­ cious­ Prone­ tive Sten 

Group Symbol N (Covert) (Overt) score Ratio tion ness ness ness Tension Score 

Combined 
Sample 

Total T 233 -.06 . 02 -. 01 .02 . 12 -.07 .01 -.02 -.07 -.02 
Per sisters P 201 -. 12 -. 02 -. 07 .04 . 07 -.16* -w 03 -. 05 -.09 -.08 
Dropouts D 32 .26 .07 . 18 .04 . 26 .23 .01 .21 -.09 .17 

High Ability 
Total H 49 -.08 . 26 . 12 . 33* . 16 -.01 .09 . 17 -.02 . 08 
Per sisters HP 42 -.07 . 35* . 18 . 37* .10 . 04 -.07 . 25 . 14 .16 
Dropouts HD 7 . 71 .16 .41 -.35 .25 .44 .46 .51 -.41 .44 

Middle Ability 
Total M 87 -.11 -.11 -. 12 -.04 .03 -.16 -.07 -. 15 -.09 -.14 
Per sisters MP 75 -.13 -.13 -. 14 -.04 .07 -. 27*-.13 i. 14 -.09 -.16 
Dropouts MD 12 -. 34 -.41 -.44 .19 -. 32 -.18 -.37 -.39 -. 31 -.45 

Low Ability 
Total L 97 -.04 .02 -. 01 -.07 .06 .02 -.05 .05 -. 09 .01 
Per sisters LP 84 -.16 -.10 14 -. 09 -.11 -.10 -.06 -.06 -. 17 -.12 
Dropouts LD 13 .46 .44 . 58* .01 .81** .40 -.10 . 74** . 08 .55* 
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Overt-Covert Ratio (high-abiLity group, r_= . 33*; high-ability per-

sisters, r_= .37*). 

Ego Weakness was negatively related to grades in the middle-

ability persister group (r_= -. 27). In the middle range of ability a cer­

tain amount of true self-confidence appears helpful to achievement. An 

insecure ego with ego defenses hinders scholarship in this bracket. 

Probably the most interesting group with respect to anxiety 

factors was the low-ability dropout group in which Total Anxiety, 

Defective Integration, and Guilt Proneness all related significantly to 

scholarship. Despite the fact that this group consisted of dropouts, 

and six of the thirteen students received a zero grade-point average, 

those who did achieve generally did so in proportion to their feelings 

of unw or thin (ess, depression, guilt, and disintegration of behavior. 

Insecure, low-ability, anxious students seemed to be driven to achieve 

by their anxieties, even though their chances of persisting were jeop­

ardized by the very feelings of failure and guilt that gave rise to the 

drive to achieve. They tended to become discouraged and to be 

scholastic casjialities anyway. 

Our hypothesis that anxiety would be negatively related to 

Bible-college grades must be modified. Only for Ego Weakness in the 

» 

total persister group and the middle-ability persister group was this 

relationship found. Anxiety of the overt type was related positively to 

scholastic achievement only in the case of high-ability students. 



126 

However, low-ability students had several anxiety factors which were 

related in a positive direction to grades. 

Relationships between Factors of Mental Rig[idity 
and Grade-Point Averages 

To study the relationship of mental rigidity to grades, two 

instruments were used: (1) the Budner Scale of Tolerance-Intolerance 

of Ambiguity and (2) the California F Scale. 

Scale of Tolerance-Intolerance 
of Ambiguity 

The Budner Scale assumes that an individual with low tolerance 

to ambiguity will prefer situations that are simple, routine, conven­

tional, and familiar. Ambiguous or complicated situations are believed 

to pose a threat to such an individual. 

A small negative relationship was hypothesized between 

intolerance for ambiguity and Bible-college success, since it was 

believed that the Bible-college environment is sufficiently complex 

that some threats to mental security exist for students who prefer 

structured activities. However, as shown in Table XI, no significant 

relationships were found. 

It may be argued from these data that (1) the scale is not 

effectively measuring intolerance to ambiguity, or (2) the Bible colleges 

have so structured their routines, assignments, student requirements, 

and disciplines as practically to eliminate ambiguous situations. The 



127 

former appears unlikely in view of research already reported (Budner, 

1962, pp. 49-50) and the recorded relationships between scale scores 

and such variables as religious beliefs, authoritarianism, and church 

attendance. The second explanation is quite possible in view of the 

general academic level and religious conservatism of the Bible college. 

TABLE XI 

CORRELATIONS BETWEEN BUDNER SCORES 
AND GRADE-POINT AVERAGES 

Group 
Group 
Symbol . N 

Budner total 
score (40) 

Combined Sample 

Total T 233 -. 05 
Per sisters P 201 -.06 
Dropouts D 32 -. 28 

High Ability 

Total H 49 .12 
Per sisters HP 42 .12 
Dropouts HD 7 -.44 

Middle Ability 

Total M 87 . 04 
Per sisters MP 75 .18 
Dropouts MD 12 -.27 

Low Ability 

Total L 97 -.02 
Per sisters LP 84 -. 08 
Dropouts LD 13 -.22 
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California F Scale 

The California F Scale has appeared in a number of forms. 

In this study Forms 40 and 45 were used. The F Scale produces nine 

scores as follows: (1) Conventionalism, (2) Authoritarian Submission, 

(3) Authoritarian Aggression, (4) Anti-intraception, (5) Superstition 

and Stereotypy, (6) Power and Toughness, (7) Destructiveness and 

Cynicism, (8) Projectivity, and (9) Sex (Adorno and others, 1950, 

p. 255). In the present investigation, five of these scores were 

unrelated to grade-point averages for any of the groups studied. 

Correlations between grade-point averages and F-Scale scores are 

presented in Table XII. 

All significant relationships between F-Scale scores and 

grades were negative (the hypothesized direction). There were no 

significant relationships in the low-ability group and only one in the 

high-ability group. Of the eight significant relationships, four were 

between Anti-intraception score and grades, and this score was the 

only one of the F-Scale scores that appears to offer much promise 

in predicting Bible-college grades. 


