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ABSTRACT

The study had a.é its purpose the ascertaining of relatioﬁships
existing between selected personality factor.s and academic success in
~ Bible college. The two criteria used to measure éuccess were: (1)

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

The sample consisted of 233 freshmen, ‘of both éexes, regis-
tered for the first semester of the 1963-64 academic year in three Bible
colleges connected with The Christian and Missionary Alli;nce. .

Instruments used in the study included: (1) School and College
Ability Test (SCAT); (‘Z) Ca.liférnia Short-Form Test of Mental Matlitity;
(3) Wrenn Study-Habits Inveﬁtory; (4) Allport-Vernon-Lindzey Study of
Values;. (5) Kuder Preference Record--Vocational, Fo:m CM; (6) IPf'\.’I
Anxiefy_ Scalle Questionnaire; (7) Budner Scale of Tolerance=~Intolerance
of Am.biguity; (8) California F-Scale; .and (9). Personal Information
Queétionna.ire (designed especially for the study).

Using linear correlations, relationships between 122 independ-

| ent variables and érades were fouﬁd for the following: (1) total sample,
(2) high-, middle-~, and low-ability groups, and (3) the two sex grvoups._
Mean-scores of persiéters and dropouts were compared for each group -
to discover which variables differentiated sigﬁificantly between per -
sisters and droi)outs. To ascertain the reia.tive contfibutions to grades

XV



xvi
of the various pér sonality factors, partial and multiple correlations
'we;e used. Multiple regression equations were formulated for pré-
dicting | er ades.

Positive relationships bgtween éa.ch criterion and the follow-
iﬁg personality variables wére hypothesized: mental ability; stﬁdy
habits; achievement, order; endurance, intraception, dominance, and
| deference needs; theoretical, social, and religious values; scientific,

social service, literary, and religious vocational interésts; health; é.nd
emotional supporﬁ.»

Negative relationships between each criterion and th.e follow -
.ing vatriables were hypothesized: affiliation, change, heterosexuality,
autonomy, n'urttira.nce, and exhibition needé; economic? aesthetic, and
politicalv values; anxiety; intolerance to ambiguity;' and a.uthoritax_'ianism.

As hypothésizéd,- mental ability; study habits; a.éhievement,
dominance, and deference r;eeds; religious value preference; social

service, scientific, and literary interests; and cbmmitment to a full-
time Christian vocation were related positively to gragies. Affiliation
a;ld nurturance needs and economic value preference were related nega-
tively to grades as hypothésized. drder, endurance, intraception,
change, heterosexuality, auténomy, and exhibition needs; social,
aesthetic, and political values; anxiety; intoléra.nce to ambiguity;

authoritarianism; health; and emotional support failed to relate to

grades.



xvii

As postulated, persisters had higher achievement and defer -
ence ngeds, greater social service interests, better study habits, and
lower autonomy, heterosexuality, and exhibition needs than non-persisfers.

Mental abilities; order, endurance, intraception, dominance,
affiliation, change, and nurturance Vneeds; theoretical, social, and
religious values; scientific and literary interests; health; emotional
support; anxiety; intolerance to ambiéuity; and authoritarianism did not
distinguish between persisters and non-persisters.

Since findings varied rather widely according to sex and mental
‘ability range, there were ma;ly exceptions to the above relationships
within the various groups.

Successful students t}fpically were found to possess the follow-

ing c{har.a.cteristics: (1) good study habits, (2) average or above mental
ability, (3) carefulness in completiﬁg tests, (4) high deference, achieve-
ment, and endurance needs, and low nﬁrtp.rance and autonomy needs,
(5) considerable téndency toward conventionalism, (6) some tendency
toward suspiciousness, (7) firm belief in divine help, (8) commitment
to religious training in the particular Bible college in w'hich enrolled,
-é.nd (9) assumptioﬁ of responsibility for fii}al decision fé attend Bible

college.



CHAPTER 1

INTRODUC TION

The evaluation of an application for admis sion to college
re'quires an estimate of the probablé academic success of the applicant.
This estimate usually is accomplished by consc'ious‘ or unconscioué
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 limitéd to the
ones stated'a.bbve. However, even using several well-selected vari-
ables, prediction of success tends t6 betonly moderately reliable for
groups and even less reliable for individuals.

The search for better predictors of success has led tq numer -
ous studies in coll.e‘gés, universities, and seminaries. Very little
research, however, has been undertaken with régard to the relation-
sbip between personality variables and success in Bible col}ege. The
Bible colllege, a recent arrival on the American educational scene, has
been concerned more with imfnédiate theological aﬁd educational goals
than with an evaluation_of its effectiveness as an ins'titutio'n of ﬁigher

learning. This concern for immediate goals may well explain the

1
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paucity of scholarly research related to Bible-co.llege problems. Thst |
im./estigations of the typel undertaken in the present study are needed is
evidenced by,ths following historical survey of the Eible-sollege

movement.

Historical Background

The Bible-college movement had its inception ip New York City
in 1882 with the founding of The Missionary Training Collége fsr Home
ia.nd Foreign Missionaries and Evangelists by Dr. Albert B. Simpson
(Wifmer, 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, Nsw York, in 1897,
s.nd is now officially named Nyack Missionary College.

Sifnpson 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 Collége was
recognized as the officiva.l .training institution of The Christian and
Missionary Alliance. In subsequent years three addi'tional colleges
were established by the vAll‘iance to share responsibility with Nyack
Missionary Collegs. These were: St. Paul Bible-College, St.'éaul,
Minnesota, founded iﬁ 19.16; Simpson Bible College,  Seattle, Washing-
ton (now located in San Fra’ncisco, California), fouﬁded in 1921; and

Canadian Bible Coliege, 'Regina, Saskatchewan, -established in 1941.



3
Toccoa Falls Bible College, Toccoa Fa.llé, Georgia, was established in
1907 by Dr. Robert A. Forrest and, 'a.lthou‘gh.an independent institution,
_ haé been recognized from its ipception as a;n "associate éollege" of The’
Christian and Missionary Alliance.
The founding of Moody Bible Institute in Chicago, 1n 1886;

added impetus to the Bible-college movement. The Institute has become _
the 1argesf school in the movement. It opefates 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 college's and institutes.

- In presenting the findings of a cooperative survey made of
Bible colleges and institutes, the,direc‘tor of the Accrediting Associa-
tion of Bible Colleges, Dr. Safara A. Witmer (1962a) indicated that,
in 1960, there were 234 recognized institutions of this type in the
United States and Canada, 73 per cent of which had been founded in the
périod.193l to 1960. By 1960, enrollment had reached a record 25, 000
da.y students. |

~ In the early days of the movement, the ''Bible Training Insti-
tute' or '"Bible Training School' usually offered a one-‘ or two-year
_ pl;ogram in Bible study and practical work in thev fields of pastoral or
missionary education. Foliowing World War I, atrend develoi)ed

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 I, and more ‘and more of thé schools were renamed, with
the words "Bible Collegfa" being included in the name. Of fhe institu-
tions surveyed in 1960, vsl.ightly over half were kﬁown as '"Bible
‘Colleges, " and the remainder considered themselves to be "Bible
Institutes.' The Accrediting Association of Bible Instituteé and Bible.
Colleges was formed in 1947. By 1960, forty of the members of the
Assvocia.ti‘on were essentially degree co,nferring'cdlleges (Witrﬁer, 1962a).
Increasingly the Bible cbllege has entered into compl)etition‘ |
with the seminary. Seminaries, which have their own accrediting.
association, The American Association of Théological Schools, function
at the gré;dua.té level of instruction. In rec'eﬁt years .tl;e seminary has
tended to incre;se its offerings in Bible exegesis and evangelism, and
.th‘e Bible college h'a.sv, i‘n turn, added course‘s in philosophy, psychology,
‘and related subjects which were formgrly the exclusive domain of the
| seminary. The resulting overlapping of courses has posed a real prob-
lem to t‘hosve student's who enroll in a seminary following th.e completion
of an undergraduate program in a Bible college. The seminary usually
has refused graduaté (;I;edit for Bible-—college courses, and the student
has been required to duplicate much of his previdus work. Boon (1950),
iﬁ his doctoral disserfation, suggested that there was a real need for

better coordination between seminary and Bible college.



Financial and schola;stic pressures make it imperative that
Bible coileges function with incfeased efficiency; Witmer (1962a) cited
a number of problems which have become critical in this struggle of
the Bible colleges for survival, in;:luding inadequate éuppor‘t, shortage
of qualified teachers, pr essures for higher educa.tionalvstandards, and
demands for broadened sérvices. .That the Alliance Bib}e cqlleges are
not exempt from these problems was indicated in a study made by
Trouten (1962). He reported an upgrading of instructional standards "
within.thé Allia;nce, as we’li 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
accreditation.

Any program designed to improve tﬁe 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 té ascertain which factors make for stu&ent success
in the Bible college. The present study was designed to investigate those
factor sbvwhich pertain to s?udent per sbnaﬂlity and how they relate to college

success.

The Problem

In this section, the problem under investigation is stated,

justification for the svtudy is-presented, and the objectives of the study



6
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.

-

Sfatement of the Problem

This study seeks to determine the relationship of selected per-
sonality variables to student success in Bible college as reflected by
(i) freshman ﬁrst—seméster grade-point average and (2) continuance in

training into the second semester.

Importance of the Study

O.ne'.of the major‘goals of Bible-college education is the develop-
ment of Christian character (W-itr'ner, 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 "élways be stated in
" acceptable psychological términology, but théy are transposable into
such términology. Presumably, by deter.mining what personality
charactérist:ics are desirable in the Bible-college graduate and by stating
these characteristics in standard psychological terrhs, the Biblle-college
administrator could, through tiqe 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 éf sdme'applicants‘. to warrant their enrolment, their:

rejection might reduce the number of academic casualties.



To train s'uci:essfully an é.dequa.te number of candidates for
full-t;ime Christian vocations, the Bible college must conserve its
limited financial and educational resources and concentrate its effori;s
upon thqse individuals who have the greatest potential for success. It
cannot afford to maintain an educational program which lafge numbers
of students discontinue, regardless of the reason for discontinuance.
Neither can the Bible college be eipeéted 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 increé.sing. 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 ca;suélty rate in
religious training, as wéllvas in religious éccupational pursuits, is
high. If this attrition is to be reduced, Christian educators, pastors,
missionary boards, and others concerned with fhe preparation of church
workers require a bettef conception‘ than théy'now have of personality
factors that make for success 1n Christian work. Students a}so must
Become aware of personality shortcomings that they need to overcome

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



of personality factors that relate to academic success if they are to
help students with their problems.

The quéstion arises whether per sonalitf factors that contrib-
ute to suc,(_;ess'in Bible-college training differ greatly from those mak-
ing fo_i' success in other types of colleée programs. Surp;isingly,
scarcely anything has been done in this area iﬁ the field of Christiap
educationj except on the seminary level. In view of (1) the a_.lmoét total
lack of such studies in Bibl.e colleges (despite fhe many that have been
made in éecular institutions and seminaries) a,.nd (2) the need for betfer

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 fhe relétionship of selectved person-
ality variables to persistence in training in Bible college.

For ;)ur purposes the personality variables under considera-
tion were grouped into the following c.ategories:- (lb) mental ability, (2)
achievement drive, (3) study habits, (4) value preferences, (5) occupa-
tional gpals, (6.) Chriétian-voc,a.i:ion goal-drive, (7) anxiety traits, (8)
rigidity-flexibility polarity of mental functioning, (9) physiéal factors,

and (10) social factors.



- 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 Engliéh, 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 primar‘y consideration. The R variables in this investigation are
grade-point averages and per sistence 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, ho>wever, to differentiate between true S variables and appar-
ent §va.riables; the létter are really 9 variables, since they measure a
student's '"belief'' or "fe_eling" about cértain features of his pasf 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 persiétence. There may be intervening variables involved.as

well as complex interactions among a number of variables.

Pers ona.litz

The definition of persohality is not easy. Allport (1937) sur-
veyed the literature and found almost fifty differ ent 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 1mply-

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; eéch 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 biologivca‘.lly defined as the goverhing
organ, or superordinate institution, of the body. As such, it
is located in the brain. No brain, no personality (Murray,

1951, pu 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 personalistic -
rather than molecular. Maddi‘(l963, ps ~180)'ha.s.'indica.ted that Allport .

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

man possesses psychological organization; (3) man is psychologically
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~ complex; (4) man functions ra.ti.ona.ll.y; (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, ! 'attitude, ! 'sentiment, ' ‘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-
sonalii.:y'”is his unique pattern of tr;a.its. " Murray baséd his personality
theory upon needs. Edwards in turn constructed the Edwards Personal
Preference Schedule upon Murray's need structures. Cattell distin-
guished befweenv surface and source tr.aits‘, and believed he could dis-

cover the latter through factorial methods. Surface traits were, to him,
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merely descriptive terms. Allport was interested in broad over -all
types of goal structures 6r values. In Spranger's (1928) six primary
values (Theoretical, Ecbnbmic, Aesthetic, Social, Political, and
Religious), Allport believed he had dis‘covered the basic evaluative.
attitudes that determine the orienfa.tiqn of life-activities for the
individual.

The eclectic definition of personality in Webster's Dictionar'y

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 indica.fed, 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, ‘plroces's, rﬁotive, 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 a.relthose descriptix.re terms, constructs,

or structures that describe or explain psychoph‘ysical actions a.pd reac-

tions iﬁ 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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Allport'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

D‘efivnit:i.(‘)ns and descriptions of specific personality factors and
related terms, which occur in connection with measuring instxjuments
used in the presenf study, ha.ve”. been deferred to later sections of this

diss'erta.tion.

Review of Related Research

Very few scholarly studies of any kind have been made of the
Bible college. Such studies generally have dealt with Ihistorical, cur -
ricular, or philosophical problems. Only éne study and one survey per-.
tinent to the present investigation were uncovered on the Bible-college
level by the present investigator. The stgdy was by Kimber (1947) who |
studied‘ the scores of 274‘B.ible-i‘nstitute students on ‘the'America.n
Council on Education Psychological Examination, the California Test of
Per sona.lity,— the Minnesoté Personality Scé.le, 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/inter_est was found in community relations, social ser-

vice, and computational and clerical activities.
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Kimber's study did not differentiate between successful and
unsuccessful students. It is also ''dated" éince Bible colleges have
changed in many ways and Bible—collegé students, may show consider -
ably different personality structures than they possessed in the mid-
forties. The study was limited to'a sample of stu.dents— from one geo-
graphical area (California) at a time when the Bible institute still
offered a thrée-yearl program. |

The aforementioned survey was reported in an unsigned article

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

v;/ith "deans of a dozen of America's leading evangelical schools."
These institutions included Bible colleges, Bible in.stitut‘es, liberal-
arts colleges, and seminé,ries. The deans gave the following ''reasons'
for student failure: immaturity, poor study ‘ha.bits, iack of vocational
and personal motivatioﬁ, poor social a.djgstment, poor training in
economics, 'problems at home, and lack of spiritua.l 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 exp_erience. It cannot be said that these
proffered ''reasons' possess demonstrated statistical validity. They
are given merely as opinions without added claims. .
~Although few stu;dies are réported in the literature for the
Bible college, an a.bﬁndancé of 'studies 'exists. for the seminary and

secular college, inéluding studies of personality, persistence in
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: tréining, and academic achievement. It is necessary to turn to these
studies of seminary students and secula;r-college étudeﬁts, in order to
secure backgfound data fhaf 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, s.hould be interested in a religious roation,
should be reasonably intelligent, and should reléte well socially to other
individuals. . However, the seminary student is usually more mature
scholastically apd socially, older chronologically, and under greater
pressure financially than the.Bible-college studept. 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 Bibleo-c.ollege student, characteristics
of determination, achievemént-drive, motivation, and mental capacity.

Personality characteristics of Bible-college students shéuld
resemble'those of secular-college students in some aspects and be
dissimilar in ofhers. The Bible-college student might be expected to
‘c.losely reéemble the secular-college student in educational background, ,
mental ability, age, rﬁarital status, and physical characteristics. His
religious views, vocational aspirations, and standards of conduc.t 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 bétween Bible-college students and séminary
students, as well as between Bible-college studenté and students in
secgiar colleges and universities. Such personality differences would
be'exp'ec_:ted to bé related fo a student's succéss or failure in Bible
cbllege. Bible-collegé students should be found to possess pér sonality
factors which are similar to t'hose needed for success by all students on
the undergraduate or graduate level, and other personality factors
wbich are unique to Bible-college success.

It has been aifficult 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 wouldvadrni.nister, 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 de‘;;th be madé Ofvrelated studigs ? I so, how can the studies
be grouped into related categories, since sé1d§m 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 tﬁe amount of repetition and tovinsure reasoﬁably
distinct. discussion of related literature, tl;e following principles have
been adopted: (1) studies are discussed to the depfh necessary to 'rélate
them to the present investigation; (2) st.udies included are related in
_méaningful fashion either in metilods, 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 (1960) performed a multivariate analysis of the reia-
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 bf the school year. A random sample of
250 students was takén' 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 fir st
function, accounting for over 60 per cent of the variance as defined by
the variables, was primarilly a men£a1~_abiiity function; the second
function, acéounting for approximately 25 per cent of the total vairia.nce‘,
was interpreted as a social-cultufal fuﬁctioﬁ; the third function accdunted
for 5 per cent of the total varia.nc’eAa.nd was iﬁterpreted as a social-back-
ground function. |

Cash (1954), in .a study of 134 students in a liberal Protestant
seminary, found, as would be expectgd, a positive correlation between
measures of scholastic aptitude aﬁd 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 sémester hours of academic work. The subjects were divided
into three groups: (1) an unsuccessful group.cofnposed of students on
scholastic prob‘ation; (2) a successful group composed of honor students;
and (3) a middle group composed of those wiao had never been on probé.-
tion of on the honor list. Scores on the Strong Oécupational Interest
Blaihk, the Wrenn Study-Hé.bits Inventory, the Traxler Narrative Read-
ing Test, the Nelspﬁ-Denny Vocabulary Test, and the Otié' Mental
Ability Test were found to'differentiate between su;cessful and unsuc-

cessful students.
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Many students of superior ment;l ability do not per si-st in
college. A study of student withdrawals in nine Arkansas colleges
(Halladay and Andrew, 1958) revealed that approﬁmately 15 per cent
of the dropouts scored above average on ability and achievement. Oﬁe
out of every three dropouts left school for non-academic reasons. A
stvudy 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 Henmnn-N_eléon Test of Mental
Abilities (Little, 1959, p. 238). In another university-level étudy, 748
students were grouped into eight categories, determined by the number
of semesters they persisted in'school, plus a ninth category for thése
~ who graduated (Munger, 1956). Munger reported that students in the
upper -third of mental ability tended to persist if they had nearly a B
average the first s‘emes_ter; middle-third students, if they haci a better
than C average; and lower-third students, if they ha.d barely a C aver-
age. Munger felt that level of aspiraﬁon \'raried among the three groups,
being higher for the high-ability group, average for the middle-ability
group, a;ld lowest for the low-ability group, and h¢ concluded that sfu-
dents who do not achieve grédes near: their expectation are apt to drop
out of college.
Other investigators have discovered interrelationships between

academic ability and pér sonaiity 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 (EPPS) 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 mommportant 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 ana- Heilbrun
indicate that, in personality resea.ich, Bible-college students should not
only be studied.as a group but also in subgroups based on mental ability
scores. Itis aiapa.rent also that, for Bible-cqllege students in general,
there probably would be a considerable relationship between mental
ability and grade-point average. Between persistence in training and

mental ability, howéve’r, a low relationship should be expected.
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Achievement Drive and Academic Success

The .reasons given by students for leaving college are interest-
ing and descril;ti;ve,‘ 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
deép.er investigation. One study (Wooster and Stine, 1958) reported
stated reasons for dropout in the following proportions: marriage, 35
per cent; transfer, 17 per cenf;; dissatisfaction, 13 pef cént} personal
reasons, 10 per cent; military sérvice, 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 inter est,' poor study habits, lack of interest, marriage, podr _
grades, limited goals, poor p‘ersoﬁa.l adjustment, and lack of ability.

The question that must be raised is: Are these the true rea-
sons for Withdra.wa.l ér do per;onality factors lie behind fhese apparent
reasons, which factors are.the true reasons ? For example, tmarriage
for many students actually appears to aid in college persistence rather
than to hinder; military service~may be defe.rred in many cases; but
obviously is welcomed by some drbpo'uts; and ina;dequa.te high-sphool
preparation is; overcome by many studeﬁts. It se‘ems',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 seminax_-y in which the Bernreuter
‘Personality Inventory and the Ohio State University Psychological Test
were used. He réporfed significant relationships betweenAself-
sufficiency scores (Bernreuter: B 2-S) and (1) length of attendance in
seminary, (2) gradés in cer'ta.in courses, and (3) parental '"service"
occupatipns. |

Knowles (1958) found indications that persons with scores
deviating markedly from the norms on the Bernreuter Personality
Inventory and fhe Minnesota Multiphasic Personality Inventory do not
generbally 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 su:rveyed 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 Cla.slsifica.tion Tgst scores,
paired fifty-one successful students with fifty-one unsuccessful students
in the same university. He a.dminist‘ered the Minnesota MuLtiphasic
~ Personality Inveritory, Inventoi'y of Factors STDCR, Guilfdrd-Martin
Inventory of Factors GAMIN, Guilford-Mar.tin Personnel Inventory,
Kuder Prefereﬁce Record (Vocational Form C), Army General Class-
ifiéation Test (First Civilian Edition), Group Member éhip Record, and
Afnerican Council on Educatioln Personality Report. Among other fina-
ings, Cooper reported that (1) non-successful students were more care-
less, less sélf—critical, and less able to c‘omprehend material prese'nted
to them than successful students; (2) q_on-successful students had a
lower grade-point aspiration than suvccessful students; (3) non-successful
students were less self-analytic or meditative than successful students.

A number of investigators have rﬁade use of the Edwards Per-
sonal .'Prefer ence Sc_hedule (EPPS’. This instru,.rﬁent is of particular
interest in studying achievement since EPPS need fo.r Achievement and
other personality vériables which appear related t.o EPPS need for
Achievement ar e‘ assessed. Although the Achievement scox;e alone
' appeé.rs insufficient to str.e‘ngth-en the prediction of g‘ra.de-point averages,
as indiéaﬁed 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 ové'rachievement), ability (high, average, or
low), and college (engineei-ing or arts and sciences). They reported:
. (1) overachievers scored significantly higher than underachievers on
the Achievement, Order, Intracéptiori, and Consistency scales, ahd :
significantly lower on the Nurturance, Affiliation, and Change scales;
(2) high-.a,bility 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) engineeriﬁg 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 underachievement

- 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 underachievers
on the Achievement, Order, and Endurance scales, and significantly
lower on the Affiliation and Heterbsexuality scales. Several patterns
of over- and underachievement 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 groupwas 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 groupse « « .

It is apparent from these studies that achievement is related

to personality needs a,é measured by the Edwards Personal Preference
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Schedule., It also is apparent that the ;Jperatioﬁ of a number of person-
'al.ity' fa.lctors is dependent to some exterﬁ: upon mental ability.

Gebhart and Hoyt (1958), in their investigation, indicated that
diffe;-ent fields of study require somewhat different personality factors
for success. Arts-and-sciences students who made high scores on the
Dofnin‘ance scale‘were more successful than tl.mse. ha\fing_ low scores.
Engineering students made higher séores on the Endurance scale and
lower scores on the Dbmina.nce scale than the arts-and-sciences stu-
dents showingv that selective fa'_ctors were operative., It was possible, of -
course, that needs for Endura.nce and Dominance hé.d been developed by
the particular programs of training. Izard (1962) studied per soﬁality
changes during college in 627 students in arts and sciencés,- nursing,
and engineering programs of study. ‘He discovered a significant shift
in scale scores‘ on the EPPS bétween 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, Aba.sément, Succ:orance, and Endur -
ance, and increased on Dominance, Heterosejcuali‘ty,‘ Autbnomy, va_.nd'
Aggression scores. .Izard (1962, p. 482) concluded that: ''The corre- |
lations between the freshfr;an and thé 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
expectéd 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, ﬁon-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 i:he level of scholar sh;lp predicted by the American
Council on Education Psychological Examination (ACE). He hypothe-
sized that personality traits which relate to scholar ship 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, .for.t};-four pre-medical studenté, seventy-seven
general majors, and seventy-four engineering students in a required
engineering orientation cb.urse. éheaﬁin reported a significant rela-
tionship bgtween what the GZTS describes as a ''restraint or serious-
" ness trait'' and gradé—point avér'a.gé for all the groups except the
engineering students and between masculinity of emotion a.n.d interest
and grade-~-point average for the éngineering 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 Qarying degrees according to the major course of study. He
found evidence tha;t overachievers in one course of studir differ from
overachievers in other curri;:ula—-the general-major overachievers
being emotionally less stable than the pre-medical or ehgineering 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.

Sheanin's findings tend to support the hyp‘othesis that Bible-
college stgdents havé 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 fhan to achievement. Héilbrun (1962), using the need
scales of the AdjectJ;.ve' Check List (ACL),' studied ;:olleg'e'stu;ient
withdrawals. The ‘sam'ple of 2,136 female freshmen included 756 who
aid not register for the soéhomore year. Failure to register for the
sophomore year was the criterion used; no account was taken of the
reasc;n for dropping out. Heilbrun's vie§v of the criterion is the one ‘

taken in the present study. Heilbrun (1962, p. 59) states:
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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 a.b'ilityA level. He then discovered tha..t dropout‘ students
scored reliably higher on Heterosexuality and C‘hange, and lower on_
Achieverhent, Order, and Endura.nvce 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 é.ttrition index
which separated students intc';) two groups with proportions of first-year
dropout of about 23 and 51 per éent. A la.rgé unseleqted sample of
freshmen women had a dropoﬁt rate of about 35 per cent. It should be
noted tha.t Heilbrun's reported relationships between personality needs
and persisfencé in training almost exactly parallel the findings of
Gebhardt and Hoyt '(1_958) and Krug (1959) as to the r'elationshipslbetweeﬁ
per sdnality needs and achievement. In summary, it can be said that on
both EPPS and ACL, achievers and persisters tend to receive feliably
higher scores than their opposites on Achievement, Order, and Endur—
ance scales. .Or.l either instrument underachievgrs and dropéuts tend té

receive reliably lower scores than overachievers and persisters on

Heterosexuality, 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 discontiﬁuance of college training; Reporting a study of 300
| college freshmen Holmes (1958, p. 21) stafed 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 sc;ales."

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 motivationai factors: (1)
general a.chievement, (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, aﬁd (7) conformity
to téacher expectation.

Knowles (1958) used scores on the Wrenn Study-Ha.Bits Inven-
tory along with scores from several other instruments in diffei‘entiating
betwéen successful and upsuccessful seminary students. He reported
that study habits, vocabulary proficiency, reading competence, profes-
sional interests, and géneral’ mentai ability were variables that sepa-

rated successful from unsuccessful seminary students.

Value Preferences and Academic Success

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

follows: ''relative worth, utility, or importance: status in a scale of
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preferences. ' Values,. of coui'se; 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,
Eéo‘nomic, Aesthetic, 'So.cial, Political, and Religious values. Each

‘value was presumed té express itself in a givén 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 feliﬂgious values would be more succéssful
than thé one who has low religious values. An examination of the six
value orientations reveals that all siIx 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 significantr eiationshi'pb to academic
succeSé. It might b'e. postulated that theology is a theoretical science

" involving the pufsgit of truth, and thus that the Spranger Theoretical

value might relate well to academic success. It might also be in;ferred

that the Aesthetic and Social values, useful as they might be to some
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religious occupational pursuits, would be r'ela.ti\.rely unimportant to
Bible-college academic success. Maehr and Stake (1962) compared 100
successful seminary students,k who gradqated, with seventy—one students
who discontinued their seminary training in order to change occupational
goals. No statistically signjficaﬁt differenées existe;'d between the two-
groups on either the linguistic-ability or quantitative-ability score of
The American Councii on Edupa.i:ion Psycholog‘ica'l Examination. It was
found that persisting and noni)ersisting seminafy students had about the
same Religious value scores, with per sistersk being slightly higher.

'Pex; sisters were slightly higher on the Economic scale and significantly
lower on the Aesthetic scale. When compared to the male norm group
of collegé 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‘tha.t the mﬁn-
dane, deliberate life of the seminary probably did npt satisfy the
aesthetic needs of students who drqpped out, stated: 'Increasing aware-
ness of economic obligation and iack of satisfying aesthetic experienc.es
lead to disillusianment for those who are inclined toward the my'stical.
and non-practical. "' |

_Othér studies ha.vé revealed significant occupational differences
in score patterns on the Study of Valﬁes instrument. The Ma;nual
(Allport, Vernon, and Lindzey, 1960b) indicates that in several investi-

gations, clergymen, theology students, and students in professional
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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) reéeported similar
findings for eighty missionaries of both sexes.

Duffy and Crissy (1939, p. 61.7) 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 findingé from a
research project involving 1, 625 university students: (1) applied
science students scored highes't 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 reasén to hypothesize
that successful Bible-collgge students may have rather high scéres on
Religious and Social values and lra.ther 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 underachievers in an arts-and-science college in a
large universii:y was designed to determiné which of the two groups had
greater need for achievement and'mor.e specific occupational goals.‘
.Four tests were used, including a locally produced Acade:mic Aptitude
Test, an Inventofy of Expectations, a Goal Preference Inventory, and a
Vocational E}oal Questionpairve. ‘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 befween 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 goé.ls are less clearly defined."

A pqsitive rela.tionship>should be expected between interest in
a religious vocation and grades attained in courses pertaining té such a
vocation. It would seem likely that students training for a religious
vocation would do better academi;:ally if also théy possessed interests
in the Irelated literary, musical, social service, and per sué.sive 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 g.‘enerally of a humanitarian
nature. The definition of the social service area in the Kuder Pr',efer-
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 iﬁ his study of Bible-
college students that ''there was a noticeable lack of intereé£ in com;)u-
ta.tioﬁal and clerical aétivities. " This t.('m' would Be éxpected since such
activities are ohly remotely related to the average individual's concept
of a religious voc—;'a.tion.

Using the Strong Vocational Interest Blank, Thomps_on (1956)

reported that first year seminary men with interests of ministers
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received more faculty ratipgs 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 oécupation and reported that underachievers 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, é_specially 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 givén to the word "anxiety"
make it necessai'y 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 fo-r the IPAT An#iety

Scale Questionnaire (Cattell and Schl.eier, 1963, p. 5) states: '"'The
scale gives an accurate appraiéal of free anxiety vlevel; suppiementing

clinical diagnosis, and facilitating all kinds of research or mass
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screening operations where vefy little dia'gnostic or assessment time
can be spent .with each examinee. " Free-ﬂoa.tinvg anxiety is '"a chronic
state of anxiety which attaches to almbst any siiua;ti_on or activity of the
. individual" (English and English, 1958, p. 36).

Osman (1963), in a study of 1, 877 freshmen at Indiana State
Colleée, reported that anxiety was related: negatively to persistence in
‘training. Using The Sixteen Personality Factor Questionnaire aé the
aSsessmentJiﬁstrument, he found that both male and female dropouts
';avere inseéure aﬁd anxious in their social relations, and that they tended ‘.
to be .tense and excitable. In an investigation of é_u.nxiety in a sample of
255 beginningvpsychollogy students, .Funk (1955)'at.tempted to discover
what relationship existed between religious attitudes and manifest
anxiety, using adaptations of the Téler Manifest Anxiety Scale and the
Myers Orthodoxy Scale as instruments. Religious conflict scores were
fovund to be positively correlated with manifest anxiety scores (r = .43).
.High-anxiety students expressed more religious doubts, moré gui.lt'
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 preférence,
belief in a philosophy of life instead of. a religion, lrl‘ost.i’lityAto reiigion,

or cha.nge' of religious attitude during cbllege 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 UnNconscious. « « .

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 respbnses, 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 physicél
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 autho'rity 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 tha;t the present study has explored. Rigidity is defined as
"relative inability to change one's action 6r attitude when the objective
conditions demand it; clinging to a no-longer -appropriate wa.y of acting
of feeling" (English and English, 1958, p. 467). Rigidity is distinguished
from perseveration, which is the continuing of a response already oécur-
ring; rigidity is resistance to underta.king a new kind of response.
Werner (19'46, p. 43) pointed out that ".. . .unwarranted généralizations
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. Ac‘cord_ing to Rokeach (1954), dogma-
tism is similar to rigidity in that both express resistance to clqarige.

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 tor = . 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.i'eligious 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.

Brbwn (1962) studied the strength of certain religious beliefs
of 203 university stﬁdents in Australia, using: (1) Thouless' question-
naire with eight added items; (2) a shortened six-item form of Eysenck's
‘questionnaire for n:eurotic.ism and extr.t')version; (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



43
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 r_efiected 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
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adapted from the California F Scale, a revision of the Bernreuter
Dominé.nce-Submission sub-scale, several Minnesota Mﬁltiphasic
Personality Inventory sub-vscales, and thé Wal].en Food Aversion test
of neurotic tendency were also administered. Applying linear correla-
tions, multiplé and partial correlations, and Chi-square, a study was
made of the conservative-liberal continuum and the difference-simi\larit-y-
with-parents continuurﬁ 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 fo specific
~religious ideology. It was concluded thatreligious attitudes were not
related subsfantially 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 correcf with Vre'gard to the relationship
of authoritarian family-ideology to religious conservatism (r = .53), it
would be expected that students in a conservative Bible collegé, having
parents who also are conservative in religious belief, would tend to
show considgrable authoritarianism.

Infdlerance 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 betWeeﬁ rigidity and intolérance 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 1rrespect1ve 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,
pPp. 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, relatihg 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 democratice « «

Bible colleges are sometimes criticized by students as being

'too authoritarian.' Bible-college students in turn are subject to the
same criticism by outsiders becau.se they tend to folloﬁv 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 Siegei (1955) that authoritarian

~ groups tend to show mb;e overt hostility, to be more rigid, and to
hold social attitudeé less intensely than non-authoritarians. Siegel
drew his conclusions from a sfu;iy he undertook of university students

| who were also war v;terans and whom he classified iﬁto high-; middle-,
‘and low-authoritarian groups based on projective tests of anxiety and
hostility especially developed for tﬁe study. He also administered
scales devised to measure authoritarianism and ethnocentrism.

Brown (19-52") investigated the relationship of vrigidity to authof-

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 ié 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 tov‘me‘et his own obligationé to glorify God. Weber (1930)
- presents a detailed explanation of this view in r'elation to the capitala;.stic
movément.

If achievement anxiety is a feature of Bibie—college training,
it.should express itself in rigidity of fhinking and in authoritarian views.
To discover such relationships a.'r'ld their strerklg'th, a measuré of rigid-
ity or authoritarianism should be us ed.

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. Woéster 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,
iﬁvolves physiga.l factoré, including pregnancy in many éases. In a
study of 169 freshman droﬁouts, Holmes (1959) reported that two-thirds
were dissatisfied with food service at the institution and one-fifth with
health services. Is it nof possible to say thatltﬁese dissatisfactions
were in fact related to the physiéal nature of the studénts ? 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 fela.tion-
ships, but the social results vary greatly since personality itself is
a product of the interaction of phyéical e.ndowment,. qultural stimuli,
growth,. maturation, accidents, and education.

The social or cultural elements that relate to college students'
drive to succeed derive .la.rgelyv from two'environmen-ts: (1) their horpe; »'
community and (2) their college Icommuﬁity. Interpersoné,l relation-
ships to parents, school and church leaders, and peers in both home-'
and college-cofnmunities 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, 1960). 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 réported 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 invcollege. 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. Poor ly -
adjusted students reported they were often in friction with their pafents,
whom they disobeyed or obeyed under protest. Students were most often

- : .
in friction with parents described as authoritarian.

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

groups would have a marked effect on student morale. It might also be
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expected that special interest evidenced by pastors, church-school
teachers, church members, and officials would be an encouragement
to Bibl'e-collége or seminary studenfs, thus contributing to their suc-
cess. However, no studies in this. realm have been found in the
literature.

College-Community Interpersonal

Relativuships and Academic Success

Good (1959) exa.mined. the relationships of social acceptance to

college bersistence and grades, using 815 freshmen students from three
colleges as the sample. Corfelations 'of total sociometric scores with
persiétence and with gradés were low but positive (r = .11 to . 22).
Brown (i960)~studie_:d dropouts in a sample of approximately 3, 250 stu-
dents in thrée co-educational church-related colleges by means of the
Minnesota Counseling Inventory. In his conclusions he stated (Brown,
1960, p. 282): "The typical woma.n»d:;opo;lt was withdrawn, intréverted,
depressed, and a social isola.té. The typical male dropouf. . .tended
to be irresponsible and n.onconfo_rming. " Owens (1949) reported that
underachievers .tended to be social extravérts. His sample included
164 male engineering freshmen; he ﬁsed the Minnesota Multiphasic
Personality Inventory, the Minnesota Personality Scales of Darley aﬁd
' McNamara, and a Personal Check List of twenty-five items. The find-
ings of Brown and Owens appear to be conflicting unless i£ is borne in

mind that Brown was dealing with dropouts and Owens with underachievers.
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Also, it is to be noted that Brown's statement about dfopouts being
social isolates applies primarily to female students. It is probably
true, however, that either sex tends to'r‘eceive 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 s.ocia.l failure.

A study in depfh 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 Wefe found for high-
achievers: (1) need for :power and approval, (ZV) 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 facifors: (1) preoccupation with pleasﬁre, (2) extraversion, (3)
ne’e%l to discover spcia.l shortcomings, and (4) need for power and
acceptance. - It is readily a.i)pa.r ent 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.

Sumn&ary
The preceding discussion has been rather lengthy since it has

been necessary to review research studies dealing with relationships
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between academic success and variables in the following ;; eas: (1)
mental ability, (2) achievement drive, (3). study habits, (4) vlalue
preférences, (5) occupational goals, (6) anxiety, (7) rigidity, (8) physi-
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 o_f_ the English
La.ngua.ée (Preble, 1960, p. 1251) defines success as ''a favorable or -
prosperous course or termination of anything attempted.' This defini-
tion includes two criteria of success: (1) favoréble progress and (2)
favorable completion. If these are n;aeasurable, then two useful
criteria of ‘success become available. bThe only question to be resolved
is whether these two criteria of success are valid for the present study.
Educatprs are generally .a.greed that grades given for course
.work are a substantial ind.icatio‘n of academic success, lefspecia.l'ly when
many courses and teachers are in_volvéd. Although partially subjective,
the course grade is an evaluation of a broad representative performance
in a given academic a.fea. lIt may bé assumed, thereforé,' that a good

sample of course grade’s constitutes a satisfactory criterion for judging
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-whether or not a student has reached the objective of subject-matter
mastery. One writef has said: "When the behavior involved in a situ-
ation is broadvenough and represbenta.tive enough of the situation as a
whole, the perforrhance is itself the criterion behavior for that situa-
tion" (Ryans and Frederiksen in Lindquist, 1951, p. 466).

| Usually a student. anticii)ates 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 coliege whenever a proi-
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 tra.i‘ning. Hence two reasonable criteria of
academic success are available: (1) course grades and (2) persist-

ence in traininge.

Correlates of Academic Success

Many measurable entities conceivably are rela.fed to academic
success. Some show rather marked relationships, for example mental
._a.bility. Other entities show small relationships to success. Many
o.thers,"of course, are not related to success.

Personal data such as age, sex, ﬁna.rital status, sibling-ra’nk,
and occupa.tio'n ;)ften correlate to éome exteﬁt wq’.th measures of success.

Personality traits, suitably described and properly measured, often |
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show significant, though usually low, correlations with academic suc-
cess. Measures of press, including coflege academic requirements,
traditioris; and unwritten or written social expectations, should be
related to some extent to student success. These measures, however,
generally lie outside the boundafies of the present study.

 Until recently, in any one study, it has been difficult to explore
more than a véry limited nufnber of variables suspectéd of being related
to thé criterion. With the advent of electronic computers, the task has
Beén simplified, and recent studies often involve a hundred or more
variables as does the present sfudy.

To simplify the disclussion 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 dir ect relationship to academic
succéss is universally acceptt.ad' among educators and psychologists.
It is alsogenérally 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 é.bility fo respond in a
number of ways to threatened academic fa.ilu‘re,‘ depending upon his pér-

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 studénts who no doubt turn to
compensatory social activities which fur‘the‘r depress their grades.

The interaction of personality variables with mental ability must be
investigated and its effects considered for a reélly satisfactory study
of academic success.

Gebhart and Hoyt (1958), in studying achievement, divided a
sample of 240 university freshmen into thrée mental -ability groups.
They discovered that high-a.bility subjects scored significantly higher
than those of Low ability on the Achievement, Exhibitidn, Autonomy,
Dominance, and Consistency éca.les 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 foi' mental ability grouping in studying the relationship of
personality factors to aéaderﬁic success.

Mental ability itself should be expected to be a more importaﬁt
determiner of acadgmic success in the upper and lower ranges of abilityv
than in the middle-range of ability, where motiva.tional 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 perfinent studies that used

such instruments reveals the following apparent relationships:

l. Overachievers make higher scores than underachievers on

the following scales:

e

b.

Ce

d.

€.

f. .

g

Achievement (Gebhart and Hoyt, 1958; Krug, 1959)
Intraception (Gebhart and Hoyt, 1958) |

Order (Gebhart and Hoyt, 1958; Krug, 1959)
Consistency (Gebhart and Hoyt, 1958)

Endurance (Krug, 1959; Merrill and Murphy, '1'959)
Dominance (Merrill and Murphy, 1959) |

Deference (Merrill and Murphy, 1'959)

2. Overachievers make lower scores than underachievers on

the following scales:

Ae

b.

Nurturance (Gebhart and Hoyt, 1958)

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

‘Merrill and Murphy, 1959)

Co.

Change (Gebhart and Hoyt, 1958)
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d. Heterosexuality (Krug, 1959),
e. Autonomy ‘(Mefrill 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. Heterésexuality (Heilbrun, 1962)
4. Dropout stludents make lower scores than persisting students
on the following scales:
a. Achievement (Heilbrun, 1962)
b. Order .(He<i1br-un, 1962)
é. AEndurance (Heilbrun, 1962)
5.. Rebellious students make higher scores than subservient
students on the following scales:
a. Autonoi’ny (Katzell and Katzell, 1962)
b.” Dominance (Katzell and Katzell, 1962)
c. Aggression (Katzell and Katzell, ‘19‘62)
6. Rebellious students make lower scc;res than subservient
students on the fqllowing 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 ('Geb.hart and Hoyt, 1958)
d. Dominance (Gebhart and Hoyt, 1958; Krug, 1959)
e. Consistency (G.ebha.rt and Hoyt, 1958) |
f. Heterosexuality (Krug, ‘1959)
8. High-a.bilii;y students make lower scores thé.n low-ability
students on the following scales:
a. Deference (Gebhart and Hoy.t, 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 frobably also will score high on Endurance and
Orderlihess. The low-achiever is more likely to be characterized by
need for constant change and for social outlets as meiasured.by rela-
tively high Change, Nurturance, A.fﬁliatibn, and Heterosexuality
scores. The low-achiever's social endeavors may include efforts to
be the centef of attention; to shﬁck 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 Autoqomy and
Exhibition.

Dropout students, like underachievers, tend to make higher
scores . on Change and Heterosexuélity. At the same time the dropout
student's need to accomplish difficult tasks well, .to do his best, .to be
neat and ordervly, to organize and schedule his onrk, 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

disciplinarsr problems, Lower grades, and lapses of training. They are
more apt than other students .to be non-conforming, unconventiobna.l,
.critical, independent, aggrés_sive, 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 Aba‘sement

and Succorance.

High—ability"st_udents are characterized by greater needs to
achieve and to be leaders as shov;/n by superior scores on Achievement
and Dominance scales. Such.students tend to be less suggestible, less
thoughtful in praising others, less orderly, less timid, 'band less gener-
ous than low-ability students as shown by low scores-o‘n Deference,
Order, Abasement, and Nurturance factor s.

Con,éidered as a whole, éuccessful students in Bible colleges

might be éxpected to score high in Deference, Achievement, Order,
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Endurance, Intra.ceptioﬁ, and Dominance and low in Affiliation, Change,
and Heterosexualii:y. Students not in the upper two-thirds of mental
abﬂity might still be succéssful provided they possess characteristics"
of Enciu.rance, Orde;'liness, and need for Achievement. Students at any
level of mental a.bilit‘y tend to jeopé.rdize academic success if they
possess strong interests in social success, e‘specially if such interésts
a.r.e toward the opi)osite sex or are a result of cofnpensatory defense
mechanisms. Students whose Change scores are high might be expect:éd
to find most academic situations boring. Hence they would tet.1d. to be
potential dropouts. High-ability students, with their tendency to a:fgue
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 lvea.cAler ship, are more likely to run vhead-on into
disciplinary measures in the traditional, authoritarian, conservative

Bible college.

Effects o_f Study Ha;bits upon Success

Students of high mental aBility may achieve quite well even
with study habits more dis'organized.than those of other students. Only
a moderate relationship between study habits and academic success |
would be expected, therefore, in the upper rahge‘ 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 possessidn of moderate interests in all six values
of the Allpért-Verhon-Lindzey Study of Values could conceivably help
an individual to succeed in a religious voéation, certain values have
stood out more prominently than_others in completed studies of minis-
ters, missionar‘ies, and seminary students. These groups tend toA
score high on the Religious and Social scal‘es and low on the Economic
and Theoretical scé.les.

On the séminary level, Maehr and Stake (1962) compared per-
sisting stqdents with dropout students and reported that persisters
scored slightly higher on the Religious and Economic scales and slightly
lower on the Aesthetic scale than dropouts. . |

Bible-college students can be é};pected to have a value prefer-
ence pattern similar to that ‘Which exists among seminary stud'ents. It
is reasonable to believe that courses in biblical and theological subjects'
wiil be more challenging to étudents ‘wh.o posseés high religious, social, .
and theoretical interests than to other students. Thése interests
should be transle;.ted into greater motivation toward aca.demic achieve-
ment and persistence. Economic, aesthetic, and political interests
would logically appear ‘to be distractive in the sense that Bible-college
traiﬁing is somewhat ""other ~-worldly' in its emphasis. There is no
great emph#sié 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 relatiohship between the

aesthetic value and success in Bible college.

-

Effects of Occupational Goals upon Success

The achievement and persistence studies previously reviewed
ha&e indicated that success in collegé is relafed to cémmitment to a
clearlyvper.c'eived vocational goal (Little, 1959; Slater, 196.0; Todd, -
Terrell, and Frank, 1962; Yoshino, 1958). Kimber (1947) reported
that tHe prevé.iling interest of a Bible-college.stud_ent-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 .theby‘had th;e interests of the ministry. Knowles
(1958) reported that the Salesmanship scale (Section IX) of tﬁe Strong
Vocational Interest Blank differentiafed between successful and unsuc-
cessful seminary students, but that the Minister scale did not. It is
hard to see Why the Minister scéle f?.iled to differentiate in this case.
That the Salesmanship scale did differentiate suécessful_ from unsuc-
cessful students is easier to understand. It is well-known that many
ministers do in fact becpme successful salesmen. Thé work of the
ministry in fact involves a selling aspect.

Hake and Ruedisili (1949) far.mnd some relationships between
semester g‘rades in eagh of five subjects and sco;;es on the Kuder

Preference Record. The Kuder Preference Record Manual (Kuder,
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1960b, pp. 21-33) includes the sta.t.ainés‘of mean scores for men and
women in forty-one occﬁpational families. Social, welfare, and
religious workers are lﬁmpgd together. Females in this group scored
highest on the Social Sgrvice scale, and next highest on the Literary and
Musical scales. When'bbth sexes were included, scores on the Social
Service scale were highest and scores on the Scientific scale, second
Highést. 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 viitually 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 thgoiogically
conservative in oriéntatio’n. It is assumed, therefore, that commit-
ment to a conservative theological view of the Bible ié a controlled

variable in the sample under study.

Effects of Restricted Outlooks upon Success
Any factor of personality that tends to distract or restricta
student's approa.éh 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 rgported that his scale scores
 correlated positi'vely 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 s”eem 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. b‘y 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 whé is quite intolerant of amiaiguity 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 situatio;l. _ Since Bible colleggs are endeavoring
to improve scholarship, it is believed that some tolerance of ambiguity
is helpful .to th'é average student. For this reason a small negatix}e
relationship between Budner Scale scores and academic success sh.Quld
be e};pected, since the Budner score is a measure of intolerance to
ambiguity.

Authoritarianism is also a reé’trictive influeﬁcg on mental
development andﬁ academic success. Religious systems usually are

authoritarian in attitud:e t-dward their followers; followers in turn may

develop specific authoritarian attitudes. Prothro and Melikian (1955)
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studied a group of seventy-seven students who were of various
"Christian" ba.ckgrounds. (Greek Orthodox, Mé,x;onite, Roman Catholic,
Armenian Orthodox, and lProtest'ant) and compared them with a group
of sixty Moslems in the same university. Using a qﬁestionnaire con-
sisting rﬁ_ostly of California F-Scale items, they found the Moslem sam-
ple to be definitely more aufhoritarian than thé non-Moslem sarﬁple.
Whether the Moslems were more authoritarian as a result of cultural
influences or of religiousb influences is difficult td 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 no;l-
authoritarians. It may be argued that the more authorita.rian student
tends toward more hbstile actions and less socially approved behavior
than the non-authoritarian. In Bible college the authoritarian student
would find hifns_elf in conflict with such an institution's behavior pat-
terns and standards. Thué a small negative correlation betwe_eﬁ thé
Californié. F-Scale score and student sﬁccess might be anticipated.
There is evidence, however, fha.t 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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authoritarianism is e‘xpre'ssed. The authoritarian per sonality tends to
be at.‘nbiva‘lent, identifying with persons of strong personality but at the
same time fearing -.strength and submﬁtting to it. Since trué authoritar -
ian acquiescence ié really the opposite of authoritarian hostility, it can
very well be expected that this facet of authoritarian per‘sonality would
lead to conforming behavior, socially acceptable in a Bibl'e-college sit-
Aua.tiori, with its structured lines of power. However, since the student
who is an authoritarian will tend to poséess repressed anxiety and |
héstility despite its denial and ap-plarent sublifnatiori, ‘it is probable his
grades will suffer some fhroﬁéh indiscrete ;'zl.ctions in class and emo-
tional stress. There should be a s[ight negatiye relationship between -
authorita;rianism scores and grade-point averages.

Excessive anxiety can also act a.é a restrictive influence upon
the student's mind and upén his 'stutiy habits. Brown's ,(1952) sta.t_efnent
that achievement anxiét‘y wé.s produced by conflicting emphases upon
dependence and competitive success in childhood training is re>1e'vant
here, since the arousal of this type of a.chievement‘ anxiety leads to
high scores on the Calif;)rnia F Scalev and fhe soiving of problems in a
rigid manner. It has been pdintéd out by Rawn (1958) that»éovert
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 an’xjety, 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-éollege
academic success. Since the college student pépulation is psychologi-
cally a ”normal"i(as contrasted to "abﬁormal”) population, the correla-
tions would not be expected to be high for college students.

Authoritarianism, 'rigidity, dogmatism, intolerance of ambigu-
ity, hostility, prejudice, #nd anxiety are related concepts and all are
reflected in motivational an_.d need patierns. The California F Scale,
the Budner Tolerance-Intolerance of Arﬁbiguity Scale, and to a certain
_extent the Edwards Personal Preference ‘Schedule contain items that
measure a.u"conomy, abasement, dominance, and aggressidn, and dip
into this per sonality 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 .tra.ining 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 degreé in a positive dii'ection 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 negatlve
direction with economic, aesthetlc 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. ‘

I1l. 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 thé problem under investigation has been
examined historically and a survey of rela'.ted literature presented.
Two criteria of academic success in Bibie college have been estab-
lished: (1) grade-point-average and (Z) persistence in training.
Eleven hypotheses have been formulated concerning the relationship
of personality to Bible~college success. These hypotheses have
| beeﬁ drawn frorﬁ nine general personality categories. In Chapt.er I
the methods of securing and of analyzing data nece.s sary to sustain

or to refute the hypotheses are described.



CHAPTER II

METHODOLQGY

The present study has endeavored to ascertain rela.tiobnships_ ‘
existing between selected personality factors and Bible-college aca-
demic success as measured by grade averages and persistence in
training. Personality factors selectéd have been taken from the
following categories: mental a.bility, achievement drive, habits of
- study, value preferences, occupational goals, anxiet‘y characteristics,

rigiciity patte.rns, physical factors, and social factors.

The design included pléns for selecting sﬁbj,ects and tests,
administering tests, compiliné data, making 'sta.tistical 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. KEach institution furnished the grade
avera'ges of its students at the clésé 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'secon‘.d criterion was
persistence in training. A stuaent who discontinued his training

70
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'completely was considered to be a dropout. A student who merely
reduced ixis course load was not considered to be a dropout. Any stu-
dent who failed to register for the second 'semeste_r,a.lso was held to Be

a dropout.

Subjects

The subjécts for this study were freshmen studénts of both
sexes attending Bible colleges controlled by or associafed with Tﬁe
Christian and Missionary Alliance. The Alliance, a con'servative
evangelical church and fnissionary organization, has operated in the
field of Bible-college edu'ca.tion since 1882. Although The Christian
and Missioﬁé.;-y Alliance operates the Canadian Bible College at Re.:gi.na.,

‘Sa.skatchewa.n, this cpllége was omitted from the present study because
Canadian 'two-track' secondary-school education differs considerably
from sééondary education in the United.. States.

Four‘Bibl_e colleges 'in'the Uﬁited States are controlled by or
related to The Christian and Missionary Alliance. Three of these
collegés agreed to cooperate in the study: Simpson Bible College, San
Francisco, California; St. Paul Bible College, St. Paul, Minﬁesota;
and Toccoa Falls Bible College; Toccoa Falls, Georgia. The last-
pame,d institution, since its founding in 1911;- ha.é been recomrﬁended
to students as an "'associate college'' of the Alliance. The doctrine,

practices, and many of its faculty are drawn from The Christian and
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Missionary Alliance movement. All subjects were iﬁcoming 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
lea.rning were not considered incoming freéhr_nen for thé purposes of
this study.

| A total of 233 students, under these limitétions; was qlassified
as incoming freshmen: 10l from St. Paul Bible.Coliege, éixtsr-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 tﬁe percenﬁle ranks attained by
the students on one of the mental ability tests. Separate persister
and dropout subgroups were set up witbin the over-all group and also
within each of the three mental ‘ability i'anges. Data from these sub-
groups also werle a.na.lyzed.

Mental ability subgroups were as follows: (1) high, students
with mental-ability percentile ranké of 68 or above; (2) middle, stu-
dent; with mental-ability perceﬁtile ranks of .34 through 67; (3) low,
students with mental-ability percentile ranks of 33 or below. .

The co’mposition of the various subgroups from the unreétricted

~sample is shown in Table I below. It may be noted in Table I thé.t there

were 201 persisting students and 32 who discontinued training. Students



73

TABLE I

SUBGROUP COMPOSITION FROM THE UNRESTRICTED SAMPLE

Designation N Description of groups
T i . 233 ‘Total subjects available
P - 201 Persistgrs
D 32 Dropouts
H 49 High mental-ability students
M 87 ‘Middle mental-ability students
L 97 Low méntal-ability students
HP 42 High mental-ability persi'stex;s '
MP 75- Middle mental-abi}ity persisters

| LP 84 Low mental-ability persisters
HD 7 High mental-ability dropouts
MD 12 Middle mental-abilit} dropouts
13 ‘Low 'ment'a.l-a.bility dropouts

LD

in the high-, miéldle—, and low-ability ran'ges numbered fbrty-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
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institution. The college was not asked to furnish the mental factor
‘scores.. It is to bg notgd that the language and nc.mt-‘laﬁguagé subscores
of the Califlt;rnia Test of Mental Maturity are not étrictly comparat)le .
to the verbal and qua.ntitative subscores of the SCAT. In the case of
the Califofnia 'I"est of Mental Maturity intelligence quottent, the
combined variance contributed ‘by the numerical reasqning and verbal
concepts subscores is less than half of the total variance according to
the manual (Sullivan, Glark, and Tiegs, 1957b, p. 6). Thus, it did
not appear wise to use either subscore in the present study. There-
fore, a restricted subgroup (N'= 164) composed of students enrolled
in Simf;son Bible College and in St. Paul Bible College has been used
to study vocational preferences and vel;bal. and quantitative mental
abilities.

The composition of the subgroups from the restricted sample
is summarized in Table Il. As shown in the table, there were 164 stu-
dents in the restricted sample. There were 140 persisters and twent;}-
four dropouts in th.e sample. Stddents in the high-, mtddle-, and low-
ability ranges numbered forty-lsix, fifty-four, and sixty-four

respectively.
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TABLE II

COMPOSITION OF SUBGROUPS FROM RESTRIC TED SAMPLE

Designation N : Description of groups
T! _ 164 | Total restricted sample
P! . 140 Per si;ters
D! 24 : »DrcA)pouts
H' .. 46 High mental-ability students
M! 54 ' Mddle mental-ability students
L'. 64 Low mental-ability students
H'P 39 High mental-ability persisters
M'P : 45 Middle mental-ability pérsisters
L'P 56 - Low mental-ability persisters
H'D o g  High mental-ability dropouts
M'D 9. | Middle mental—a;bility dropouts
L'D . 8 Low menta.l-a.bilityl dropouts

Measuring Instruments

Each device used was a wellfknown instrumeﬁt in the field éf
personality testing with the exception of the Budner Scale of Tolerance-
Intolerance of Ambiguity (1962). ' Thle author of this scale had subjected
the device to considerable research and if 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 presentéd to the students under the title '"Personal
Opinion Survey. ' Thé plirpose of thié embedding was to avoid having
tW(; quite similar instruments in the tésting program which might have
aroused resentment. Also, sihce items on each of these scales are
. such that alert studenfs might tend to develop a response se,t‘ to either
test, it was hoped that by judiciously mixing the test items and embed-
ding one test wﬁ'.thin the other, such a response set might be a.voided.

A Personal Opinion Quéstiqnnair e was developed t;y the writer
since it wé.s desired to assess per sonal 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

. fufther in the material that follows.

‘Tests of Mental Ability

In order to secure cooperation from the Bible colleges, it was
neces-sav.ry to avoid oveftesting and to permit each college to administer
the standardized test of ment-a.l a-bility already scheduled by the college. -
Simpson Bibie Coliege and St. Paul Bible College administered the
School and College Ability Test (SCAT); Toccoa Fa}ls Bible Collegg

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 student‘s, the

scores furnished were _SA'I'-Verba.l and SAT-Mathefna.tical 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

Per soﬁality area

Measuring instruments

Mental ability

Achievement motivation
Study habits
Value preferences

Vocational interests

Anxiety
" Rigidity

Physical factors

Social factors

School and College Ability Test, Level 1,
Form A; California Short-Form Test of
Mental Maturity (Advanced: Grades 10 to
Adult, 1957, S-Form)

Edwards Personal Preference Schedule
Wrenn Study-Habits Inventory

Study of Values, 3rd editior.l :

Kuder Preference Record, Vocational,

Form CM,; Personal Information
Questionnaire

IPAT Anxiety Scale Questionnaire, Self-

Analysis Form, 1957-63 edition

Budnef Scale of Tolerance-Intolerance of *
Ambiguity; California F Scale

Personal Information Questionnaire

Personal Information Questionnaire
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Edwards Personal Preference Schedule "

The Edwards Personal Preference Schedule measures fifteen
variables;, each of whicl; qoncei_vably might have some relationship to
é.éhievement. One of these>variab1es actually purports to measure
''need for Achievement.' A measure of ''test consistency" ‘is also pro-
~ vided. | It is possiblé that whatever is measure(i by the ''test consist-
~ency'' score may relate to a consistency factor in the étudent,'s per-

sonality makeup, which factor in turn may be related to achievem ent.

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.

Study of Values

'According to the manual (Allport, Vernon, and Lindzey, 1960b),
the Study of Values measures the following six p;er sonél value prefer-
ences: Theoretical, Economic,.' Aesthetic, Sociai, Political, and
Religious. The Svtvudy of Values \'avas'lused, thereﬁore, to assess the

strength of each of these six basic value preferences.

- Kuder Preference Record

Thé Kuder Preference Record measures ten general areas of

- vocational interest as follows: Outdoor, Mechanical, Computational,
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Scientific, Persuasive, Artistic, Litera.ry,. Musical, Social Service,
and Clerical. In addition, a Veriﬁcatiot‘l Scale on the Kuder instrument
provides an accuracy check to identify per}svonsl who have responded
ca.relessly.v The V-Scale scores might bear a relation to academic
success in tha.t an individual who bis 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 adullts down to fourteen or‘fift‘een years of age. It is intended as
a-screeﬁing test to discover ba.sic-é.nxiety level. According to Cattetl
and Scheier (1963, p. 8);, "Test scores on the IPAT Anxiety Scale dis-
tinguish very sharply between. normals and high anxiety cases (anxiety
hysterics, anxiety‘neuroti"_cs)."' |

Factors regarded as anxiety components are measured by five
’sp.bscales. These are: (1) Defe‘ctive Integration, Lack of Self Senti-
ment; (2) Ego Weakneés, vLack of Ego Sltren'-g'th; (3) Suspiéibusness,
Paranoid Insecurity; (4) Guilt Proneness; and (5) Frustrative Tensién
or Id Pressure. Overt-Anxiety scores a.nd Covért-Aﬁxiety .séores are .
also obtainable from the IPAT. The ;a.tio of Overt score to Covert
score is called the O;rert—Covert Ratio and provides a;nofher 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 lffom the California F Scale (Form .45) and tﬁe Budner Scale of
Tolergﬁce-lntolerance. ‘This instrument is r_epfoduced in Appendix A.
The person who is intolerant to ambiguity would ténd to receive
high posifive scores on eight of the Budner items. These became items
‘numbered 3, 7, 11, 15, 20, 28, 32, and 40 on the Personal Opipion
Survey. The same indivic}ual woﬁld tend to receive high _negative.séores
on the other eight Budner items. On the Pe?sdnai 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 Surv.ey
~was from 1 to 7 and direction was determined by the character of the
item. For exa.mp.le,- a person who agreed strongly with item 3 wouid
receive 7 iaoints, but an individual who iagr eed strongiy with item 5
would receive 1 point. In the few iﬂstapces where a student could not
decide a.nd so i.ndicated 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 stfength of commitment to Bible—
college tfainiﬁg and a church voca_.tion.‘ Personal data secured included
age, sex, marital st'a..tus, 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 commuqity-size; I;»arenta.l' occupational-social level,
church membership); maturity (independency of decisions in financial,
éducationa.l, an.d socie;.l matters); and ciefiniteness of goals (ariticipa.ted
program' of study, anticipated occupational comrﬁitmént, and anticipated

graduate work). See Appendix B for a copy of this device.

Administration of Testing Program
and Compilation of. Data

The.ba.ttery of tests was administered at each Bible college
early in the first semester of the 1963-'64 school year by the faculty
mefhber of the college who was responsible.for this function. The
Kuder Preference Record was never administe:; ed at Toccoa Falls
Bible College béca.use of late delivery of the test booklets. All other
aspects of the testing prdgram were completed as planned.

Instructions to test administrators inclucied a sta.tefnent to be

read to examinees indicating that: (1) the student was to furnish his
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own opinions rather than those of an imagined typical or perfect individ-
ual; (é) answers would not be reviewed by collegé officials; and (3) test
scores would be made available to the college by individual request. A
complete copy of these instructions rhay be found in Appeﬁdix C. 1t Wa.s
hoped tha.tv the instructioné would motivate stutients to Be honest and
complef.e in their answers.

The Kuder Preference Record answer sheets and the Edwards
Personal Preference Schedule answer sheets were machine scoied; All
other answer sheets were hand scored. With the exbeption of the
nﬁental ébility tests,' all tests were scored‘by the wfiter. Each college
was responsible for scoring mental ability tests for its; own stu;ients.

Shbrtly after the close of the f.irst semester, the three Bible
colleges furnished the fir st se.mester grade average for each étudent.
The institutions also furnished the names of students who had droppgd
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
Api)endiX' D. The data thus provided were processed on an IBM 7072

computer by The Numerical Analysis Laboratory of the Systems
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Engineéring Depa.rtment of The Univer siAty of Arizoﬁa.

Pearson productém;ment correlation coefficients furnished by
the computer were used to deterﬁine the relationship existing 5étw§en
each of the 122 variables and the gra;de-point average criterion. How-
.ever; in several instaﬁces the independent variable involv'ed 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 calculafed.

In investigating the relationship of each of the 122 independent
variables to academic success as measured by the persisj;ence criteﬁon,
a test of the significance of the difference'between group-rhea.ns was
used. The null hypothesié asserts that there is no true difference
between two population means. If the difference between the two group
' rhea.ns is sufficiently large to be ~statis;tically significant, this hypothe-
sis is refuted. In the present étudy, thé,. 05 level was iegarded as the
minimum acceptable level of significance. For each independént vari-
able, a t test wais _applied to.determine the significance of the difference
between the meahs'of persisters' and dropouts! scores. By this pro-
| cedure, per son:a.lity fé.ctofs which .were significantly related to per-
sistence were .obtained;

As previously mentionéd, several of thelindependent variables
were not ¢Ontinuous. 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 pérsonality
variables in the over-all prediction of academic success, multiple and

partial correlation data as furnished by the computer also were used,

Ipsative Scores

Ipsétive scaling is "a mlethod .of assigning scale values that
takes the individual's own characteristic behavior as the standard of
compariéén" (English and English, 1958, p. 278).

The Kuder Preference Record, Edwards Personal Pfeference
Schedule, and the Allport-Vernon-Lindzey Study of V.alu.es are ipsatively
scaled instruments. Although Bauernfeind (1962) believed it 1;0 be use~
less to .correlate ipsafive scores with school grades, others V(Knapp,
1964; Wright, 1957) have felt that further research is necessary before
any definite conclusions can be _l;each'ed between the comparativ<e valid-
‘ity,of normative versus ipsative measures of personality. Heilbrun
(1963), however, studied fhe inter scale‘correlatibns and relativé»va.lid-
ities -of ipsative and normative personality measures and conclﬁded with. _

‘a2 finding in favor of the validity .of ipsative mea.sﬁr es.

Many investigator s have employed the ipsative instruments
used in fhe present study. Their usefulness has been widely demon-
strated é.nd a favorable literature has developed with respect to each
of the tests. There appears no sufficiént 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 .th‘e studf'has been explained. The subjects used
and instruments employed h#ve 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 pérsona.lity factors
and grades are tabulated and analyzed. These relationships are then
usgd to test the hypotheseé presented in Chapter I.

'vIn the following tables, each group is designated by namé and
éode letter. Variables are designated verbally as well as by code num-
ber (see Appendix D for code numbers). Correlations signific.arit at the
. 05 level ar.e _indiéated By ‘an asterisk (ﬂ<), at the . 0l level by a double
asterisk (%), and a.t 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 éonverted 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 a.ppeé.r in Table IV.

" Mental a.bilﬁffy scores for the over-all samples and the over-
;ll persister groups were moderateiy related to grade-point averages.

86
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TABLE IV

CORRELATIONS BETWEEN MENTAL ABILITIES
AND GRADE AVERAGES

— —

Mental abilities_

Group ' 1- 2 .. 3
ti-
Group symbol N - Verbal Taive  Total
Combined Sample
Total sample | T 233 . L e 3Tk
Restricted sample T! 164 c42%ek 31k 42%0%0
Persisters (total) P 201 o 4] sk
-Persisters (restricted) P! 140 o 490kkd 4] sk 5Rokdk
Dropouts (total) . D 32 : .30
Dropouts (restricted) D! 24 .26 - .08 W17
High Ability
Total | H 49 . 28%
Restricted H' 46 .09 .26 .28
Persisters (total) HP 42 .25
Persisters (restricted) HP 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 e 1 7 L) 1 O
_ 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 . . 34tk
Restricted L' 64 < 39%%k 11 L 4l%%%
Persisters (total) _ LP 84 . B . 24%
Persisters (restricted) L'P 56 .29% .11 o 35%:%
Dropouts (total) . LD 13 . 57%

Dropouts (restricted) L'D 8 .70 .01 .56



88
Over -all drppo_ut groups showed non-significant relationships between
grades and mental ability scores, especially on the quantitative score.
Fér the most part relationships were small andv not significant in the
high- and middle-ability groups. Curiously, thefe were slight (not
significant) negative relationships bétween Quantitati\lré scores and
grades in the middle‘-ability groups of fhe restr;cted samble. Obvi~
ously, with these middle-ability lstudents,. ability to handle mathemati-
cal relatioﬁships has little 'bea..ring on Bible-college achievement. Thé
low -ability groups also showed no significant relationships between
mathematical ability scores and grades.: However', in the 1ow-ability
groups, both verbal and total scores were related to a moderate extent
to grades.

In general, these relationships support our hypothesis that
méntal ability would be moderately related to grades in the total
sa;mple and iﬁ the low-ability range, somewhat less in the middle-
ability range, and still less in the ﬁpper-ability range. No hypothéses
were proposed regarding the quantitative or verbal subscores. It is
apparenf, however, that the verbal score is a far bettér. predicto: of
Bible-college‘grades than is the quantitative score. ‘Numerical ability
was not rélated to Bible-colleée success. In t,ﬁe mi@&le-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 fbr others. Our data indica.i:e that Bible-cbllege classwork

.may not be difficult enough to challenge the besf potential of thé high-

- and middle-ability groups. Only when the low-ability group is rea@ned
does mental capacity really have much bearing oh achievement. From
this it appears that Bible colleges may need to set higher aéadeyﬁic
requirements.

Among the various dropout groups, only the iow-ability group
showed a significant relationship between mental ability and grades. |
Apparently, the gra.deis of dropout overachievers tend to ‘ma.sk the
gfades of dropout underachievers. A number of overachieving students
as well as underachieving students are in the dropout groups.

Relationships between Personality Needs
and Grade Averages

ThevEdwa.rds Personé.l Preference Schedule (EPPS) was used
to assess perso.ria.lity ngeds. The fifteen EPPS variables, considered
seriatim in this section, are: Achievement, 'Deference,.Order, Exhibi-
tion, Autonomy, Affiliation, Intraception, Succorance, Dominance,
Abasement, Nuturance, Change; ‘Endurance, Heter os_exua,lity; and
Aggréssion. A small positive relationship between grade averages
and EPPS scores was postulated for Achievement, Order, Endurance,
Intraception, Dominance, and D‘eference. A small negative relation-

ship between grade averages and scores was postulated for Affiliation,
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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 acc'omplis'h 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 échievement 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 f'orth, and
less accomplished. Other EPPS variables possibly rel‘a.te to academic
achievement since they may affect the effort pﬁt forth in study. They
are, therefore, considered in 1Ehe achievement drive a.?ea, although the
intercorrelations with _the. Achievement scaLé’ generally are not high.

Scores onbthe Achi.evement scale correlated positively with

gra.deﬂs for the over-all group of per‘sisters (r=". 1‘5*‘*) and for the high-
ability group of persisters (r = . 33%). Within the ciropout 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 EPPS SCORES AND GRADE AVERAGES

——

EPPS Variables

25

Group 18 19 20 21 22 23 24
Group. symbol N Ach. Def. Ord. Exh. Aut. Aff, Int. Suc.
Combine& Sample
" Total T 233 .06 .11 .00 .06 -.05 -.10 .03 .04
Persisters P 201 19k ,02  -.06 .11 .06 -, 16% .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
Persisters HP 42 .33% .16 -.25 .10 .01 -.35% .16 -.04
DrOpOlltS HD 7 e 34 - 20 - 44 b ] 07 -34 009 061 .45
Middle Ability
Total - M 87 .15 .18 . 09 .05 - 12 -.24% . 08 .03
Persisters MP 75 .14 -. 05 . 04 .16 . 09 -e31%% . ,08 -.04
DrOpoutS ‘- MD . 12 . 11 . 48 L] 26 ~e 23 -.o 33 ;' 17 . 04 . "=e 05
Low Ability
Total L 97 -.19 .23%  .21% .03 -.18 .07 -.16 . 09
PerSiStel’S . LP . 84 '02 020 019 s 03 ~e 13 ‘04: bl } 13 000
Dropouts LD 13 -.66% .20 .31 .19 -.40 .33 . 00 .39

16



"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 233 009 e 03 bk ) 11 - 01 . 07 ~e 08 - ™ 05 118**
_Persisters 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
PerSiSterS . HP 42 . 19 ~e 02 = 30 .04 .22 - 15 --0]. 006
Dropouts HD 7 -.42 -.05 -.22 S77E .20 -.14  -.18 . 05
Middle Ability-
Total M 87 .22% -.05 -.11  -.25% .18 -.13 .07 .19
Persisters 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%
PerSiSterS . LP 84 . L) 03 e 05 . |09 . 00 . 12 bl 11 e 24* 013
Dropouts LD 13 -. 33 .59% .19 .11 -.50  -.29 .21 .43

26
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significanc;e a.chievé_d (.1;'= -« 66%). The high-ability student with need
to achieve and tendency to persist in training appeared to be able to
harness his abilities i:o the task, Further down the abi{lityv 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 shbws this with an r = -.19, which is not quite sigriificant at the
+ 05 level of confidence. As noted above, the low-ability dr'c_)pout group
produced a definite negative relationship between Achie}vement scores
and grades (r = -, 66%), In thé case ;)f persisters, it can be concluded
that a high score on the need for Achievement écale is a good prediétor
of grades in the over-all sample and in the high-ability range but haé
relatively little predictive value in the low-abiiity and middie-ability
ranges. Students who leave trainiﬁg, eépecially if low in mental ability,
appear to receive Better grades when the need for achievement is not

high.

Deference
This néed is virtually the opposite of need for leadership; it
might be called a need for followership. It is described in the follow-
ing terms by Edwafds (1§59, ps 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 unconventmna.l to let
other s make decisions.

Deference-need scores were slightly relatéd to grades in the
low-ability group. In the low-ability range, students who show con-
si_deré.ble 'de'ferenc‘e need appear to seek suggéstiéns and to follow
instructions better than dfhers 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 bﬁt did not reach statistical significance. It
appears that the high-ability Bible-college student may be somewhat
less rigid in his need for ofc}er than students of lower ability. The
only significant relationship between Order scores and grades occurred
in the low-ability groub (5; . 2}>1<). Low-ability Bible-college students
apparently receive better grades wh.en some need for order exists. It
is interesting to.specula.te as fo whéther neatness of person or writing
unconsciously influences Bible—qollege instructors in fa\'ror of higher
grades. Do low-ability students receive an uﬁdeserved gr'ade (good or
bad) based on neatness or the laék of it? Do 's‘ome.studen‘ts achieve
better grades because they organize and p].a.ﬁ their studying better than
others in spite of poorer mental endowment? Answers to these ques-

tions lie outside the scope of the present study.
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Exhibition
This need is found in the individual who tends to be a "show-
off." It is éxpresSed 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-soc‘ialize"
and neglect their studies. Actually, 1n our sample, there were no sig-

nificant relationships shown between this need and grades.

Autonomy

This is a need for non-conformity or independence. Its defi-

 nition follows (Edwards, 1959, p. l1):

~ 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 re_lationships between the

Autonomy scores and grades.
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Afﬁliation

The need for affiliation expresses itsélf in the making aﬁd
maintenance of frie}nvdships. 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, A.fﬁlia.tiqn'scores might réa.sona.bly be
expected to be negb‘a;tivel'y related to grade averages. This tendency, in
facf, did appear in ;. number of groups. Three pber sister groups (P,
HP, and MP) showed the following ;orfelatiﬁns between A.ffilia.tion
scores and grades:. r=-.16% r= -; 35#, and r = -.'31‘**, In the
middle-ability group also, .Affiliation score was negativ'el‘y related to
grades (£_= -. 24*).. It appears tﬁat thé satisfac'tion of the need for
affiliation does pose a real thréat to sch;)larship where that heéd 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 empafhy. Briefly
stated, it means to put one's self in anothér person's place.

The need for intraception could affect gfades in at lea.st.two
i}va;ys. A student with a strong need for intraéeption might relate better
to inst.;ructors and their demands (l;y understanding their viewpoints)
than one who scores low in this need. Op the qther hand, sﬁch a stu-

dent might consume valuable time by becoming involved in the problems
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of fellow students and thus his grades mighvtvbe, affected adversely.,

Actually, no sigﬁificant correlations between grades and Intra-
ception scores appeared in our data. Intraception scores tended to
corréla.te very slightly (but not significantly) with grades in thevcase of
more able students, even less in the case of éverage-ability students,
and negatively in the caée of the poorer students. Perhapsba.bility to
relate to instructors is of some help to bétter grades in the case of tﬁe
brighter students and a hindrance in the case of poorly endowed'stu-
dents, It ié 'p>os'sible that Bible-college instructors respond to the bi’igﬁt
empathic stp.dent's overtures as being sincere but fail to respond to
duller students who maSr be eqp.ally svincere but because of lower abilities | .
may bt; cdn_sidered to be ""apple-polishers'' by ir;structors. 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
(z = .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 (1'959, 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 g¢ 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.
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Nurturance

This need is exf)ressed in helping the less fortunate, being
generous, sympathetic, and generally helpfui to thosé in troﬁble or
need. The dé.ta suggest that Nurturance scores are negatively related
to grades éxcept for low-ability students. However, only in the high-
ability gr.ou..p was the i'elationship significant (r =~ 28%). It appears
that the high-ability student who has a strong nurturanée 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 négative relationship‘w'ould exist between Change scores
and grades. This proved true for the middle-ability groﬁp /(1;= -« 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 endura.ncé is rﬁet through an individual's con-
centrated effort at a task until it is successfb.lly completed. No sig-
nificant relationships we‘re found. between the Endurance scores and

grades.



100

Heterosexuality

The n'éed for heterosexuality is usually manifested as an
interest in the opposite vse‘x' and in matters of sex in general‘. Such an
interest was expected to prove distra.ctiﬁg to the student_ and result in
a lowering of grades. However, no significant or near-significant
relationships were found -to éxist between Heterpsexuality 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 pérsilsting students appeared to make poorer g.rades 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 ca‘refulness 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, r = .18%%; (2) low-ability group, r = .24% (3) over-
all dropout group, .-}'_z o 43%; (4) middle-ability dropout group, r = o 60%,
Excépt in thé éase of high-ability students, the Consistency score
appears t6 offer some promise.as an indicator of Bible-collegé. grades.

Summary of Relationships between
Personality Needs and Grades

The writer hypothesized positive relationships between grades
and the following EPPS scores: Achievément,- Order, Endurance,
Intraception, Dominance, and Deference. Negative relationships were
postulated for: Affiliatior_l,,‘Change, Heterosexuality, Autonomy,
Nurturance, and Exhibition. It was éxpected that some variations in
these relationships would exist between mental ability groups.

Actually, no EPPS variable was correlated witvh 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, Aéhievement and Dominance s.cores.
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 EP?S variables and grades except for Consist-
ency score. |

It is apparént that to successfully use EPPS scores for the
predictidn of grades, if would be necessary to consider mentai ability -
as it affects and interacts with personality needs. It also is evident
that the brigina1~hypothe§es were substantially correct in that all the
above correlations were in the predicted direction. Of the eight vari-
ables for which relationships were found, se.ven of them were among
the twelve variables for which such relationships had been expectéd.
Not as many EPPS variables were relafed to Bible-college gradés as
had been expected. Exhibition, Autbnomy, Ir;trac‘eption,. Succorance,
Endurance, and Heterosexuality did not correlate with grédes in any
group.

It appears that high-ability BiBle—college students generally
succeed regar'.dless of personality needs. Thére is evidence, however,
tﬁa.t they may be too 6c‘cupied 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 achiéve grades in line with their
abilities. On the other hana, 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
goals, "become bored by‘routine', and fail to achieve up to capacity.

The range ‘of achievement of the low-ability group is quite
restricted. Fortunat‘ely, 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 teaéhers and
fellow students would appear to be more l.ike_ly to succeed than other stu-
dent.s of equal capacities. Students with high Deference scores, therefore,
may receive higher grades than otherwisg would be expected. Students
with high need for Order scores also may perform bettex; than expected.

In the dropoult groups, only three EPPS need scores were sig;
ﬁificantly relatgd to gradés. These were: (1) Change (r = .77%) in the
high-ability dropout group; (2) Abasement (r = .59%) and (3) Ach_ievem‘e'nt
(r=-. 66*) in the low-ability dropout group. The fact that high-ability
dropouts show a positive relafions'hip 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 6ffer
sufficient challengé to such students to retain them in the college.
However, these students work hard for good credits to transfer to their
nexf college.

‘Dropout studénts'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 thefe should be a negative relétionship
between grades and Achievement scores for the low-ability dropout
group. Thev fact that six of the thirteen students in this group dropped
out beférc_a the end of the semester and received zero grade-point aver-
ages must, however, be considered, These six students' mean'scofe
on Achievement need was 15. 66 whereas the mean score of the other
seven students was lll.. 14. There were no grades assigned to students
who failed to persist through the semester (evén though a grade could
be considered as earned up to the date of drop which grgde.was prob—
abl}; different for each of the dropouts). Since grades for these dropouts
were éutoma.ti‘cally zero, such corre’latioﬁs as might have been éxpected
were altéred drasticaily.

Relations.hips between Study Habits
and Grade-Point Averages

The Wrenn Study-Ha.bits Inventory ';. . «is a weighted check-
list of specific study h;bits and attitudes which high scholarship énd
low scholarship groups of studeﬁts possess in differing proportions"
(Wrenn, 1941b, p. 1). Score weights are either positive or negative,
Total s;:ore, which is the algebraic sum of the i.tervn scores, can be
positive, negative, or zero. The sum of positively weighted item-
scores gives a total positive score; the sum of ne‘g.atively.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 avérages 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 4 5 6
Group Symbol N Negative Positive Total
Combined Sample
Total T 233 . 34%%k CAQdIE | 3Tk
Persisters - P 201 o 35%%% o 425%%% o 39 kK
Dropouts D 32 .16 .29 .24
High Ability
Total H 49 . 35% o 43%% . 36*
Persisters HP 42 .28 . 34% 26
Dropouts ' HD 7 .52 . T76% . 69
- Middle Ability
Total : M 87 . 31 %% o 35 %%k o 34%%
Persisters - MP 75 . 28% o 327%5% o 31 %%
Dropouts MD 12 « 25 .36 .32
Low Ability
Total ' L 97  .28%% o 363%%3% « 33%%%
Persisters LP . 84 o 353k o 46%%% o 435%%3%
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 agréed‘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 prefererices are as follows: Theoretical (the
discover}'r of truth), Economic (interest in the uséful or practical),
Ae‘s.thetic (_valuiﬁg form and harmony), Social (love of peéple), Political
(intefest in power), and Religious (seekipg for unity).

The writer hypothesized smail positive rélationships between
grades énd the Religious, Social, and Theoretical interests and small
negative relationships between gr'ades and Economic, Aesthetic, and
Political interests. Obtained relationships é.re éresented in Table VII.

No significant relationships aépeared for the Theoretical,
Aesthetic, and Social values. The Economic value was negatively
related to gra.des for the tot;l sample, persister, and téta.l high-
ability groups but the relationships were small', £ beiﬁg fespectively
-.15% -,16%, and -.32%, The Religious value showed positive correla-

tions to grades in the folloWihg groups: total sample (r = . 17%%), total



CORRELATIONS BETWEEN STUDY-OF-VALUES SCORES

TABLE VII

AND GRADE-POINT AVERAGES

Variables
Group 34 v 35 36 37 38 39
Group Symbol N Theoretical Economic Aesthetic Social Political Religious
Combined Sample
Total . T 233 103 e 15* “e 05 002 e 02 .17**
Pel‘sisters P 201 007 -e 16”5 e 01 e 03 .02 . 12
Dl'OpoutS D 32 . 03 -‘,16 S . 04 . 03 - 32 - 37*
High Ability
Total H 49 .01 -, 32% 14 -,02 -. 09 .31%
Persisters HP 42 .14 - 28 . 09 -. 09 -. 01 .18
Dropouts HD 7 .02 -.54 .56  -.44 -.13 .34
o Y
‘Middle Ability
Total ‘ M- 87 .03 -. 06 -« 13 .07 -.03 12
Per SiSterS MP 75 [ 3 12 [ ] 02 ~e 08 e 02 : - 03 . ~e 02
Dropouts MD 12 .06 -. 26 - 17 J12 -. 29 . 65%
- Low Ability

TOtal ’ L . 97 - 04 e 03 e 12 .08 bt Ol . .12
Persisters LP 84 -. 06 -.10 -. 06 .01 .07 .14
Dropouts LD . 13 -.16 . 02 =+ 09 .41 -, 61% .24

L01
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high.-a.bility group (r = . 31%), middle-ability dropout group (r = +65%),
and total sample dropout g.roup (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
nqt related to persistence. In the low-ability dropout group, the
Political value wés negatively related to grades (r = -..61 *)e

It is not hard to surmise wHy religious preferences relate to -
academic succe_és due to the nature of much of the subject matter studied
by Bibie-college freshmen. 'I"ha.t economic interests relate negatively
to success also would be expected since these i_nter ests tend to develop
in persons who are employed and employment reduces the time stu-
dents have to devote to their studies.. However, stﬁdents' estimates of
amount of self-support ('which may be considered rough estimates of
how much time they may have actué.lly spent in employment during "the
first semester) were not significantly relé.ted to grades. About all
t};a.t 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 p;acticality and _irﬁm ediate usefulness. Such students,
being of a practical bent, may lack sufficient interest in abstract and
theoretical studigs to achieve up to capacity. Quality of class work is
apparently unrelated to Aesthetic, Soc-ial, Politicall, 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 programs.

Relationships between Occupational Interests
and Grade-~Point Averages

Relationships of occupational intérests to grades were studied
in twc;wa.ys as follows: (1) the secular occupé.tidnal interests were
obtained with the Kuder Preference Record and (2) commitment to a
specia.liéed Christian vocatioﬁ was assessed by a twenty-six item sub-

test on the Personal Information Questionnaire.

Kuder Preference Record

The Kuder Preference Record (Kuder, 1966a) is désignéd to
assess occupational intérests in the following ten areas: Outdoor,
Mechanical, Comp’utatio‘nal, Scientific, Perlsuasive, Arfi_stic, Literary,
Musical, Social .Service, and Clerical, Thg Verifica.tioﬁ scale is an
accuracy checic to identify those who respond carelessly. | -

Rela.tionships. between Kuder scores 'a,nd grade-point averages
are shown in Table VIII. Data from the Kuder Preference Record were
available only for the restricted éample (the 164 freshmaﬁ sfudents
alttending Simpson Bible Collegé and St. Paul ‘Bible Cpllege).,

It was hypothesized that scores on the Social Service, Scientific,
and L@terary scales would be _related to success in Bible college. In the
over-all restricted sample, cbrrelations between grades and these

scores were signiﬁcarit (r =.19%, .20%% and.l9% respectively).



TABLE VIII

CORRELATIONS BETWEEN KUDER SCORES AND GRADE-POINT AVERAGES

Grbup

Group
Symbol N Verification Outdoor Mechanical Computational Scientific Persuasive

Variables

7

8

9

10

11

12

Combined Sample

Total
~ Persisters '
Dropouts

High Ability
Total
Persisters

Dropouts

Middle Ability

Tobtal
Persisters
Dropouts

Low Ability
Total

Persisters
Dropouts

Tl
Pt
D!

Ht
H'P
H'D

M
M'P
M'D

1,8
L'P
L'D

164
140
24

46

39

54
45

64
56
8

. 2T%%
.17
.28

« 37
.11
.40

“e 03
e 11
= 25

. 33%%
023
.50

. 09
.07

« 20

07
. 05

« 29

.19
.09
.42

-.08
-. 04
~e 16

hat ] 10
“e 11
“e 17

.21
“e 08
.74

- 16

' "010

e 57

e 26*
“e 15
“e 57

“e 05
-.08

. 04

.02

.-017 .

.24

= 15
-.00
e 24

e 07
) 11
.10

Lo 20%:k
.19%
.14

« 30
.13
.42

-. 04
-. 02
e 27

.14
10
.28

~e 23**
- 23%%
“e 23

.04
"‘c14
.12

“e 26
“e 15

) -027

e 25*
- 17
“e 52

011



TABLE VIII--Continued

Dropouts L'D

- Variables -
_ Group 13 14 15 16 17
Group - Symbol N Artistic Literary Musical Social Service Clerical
Combined Sample
Total T 164 - 07 . .19% .05 J19% -. 01
Persisters Pt 140 -. 09 .14 . 05 . 09 ~-.10
Dropouts : Dt 24 .06 .36 .05 .21 « 27
High Ability
Total - H 46 -. 06 .21 .25 .15 .05
PerSiSterS HlP 39 e 15 008 020 .12 - 20
DrOpOlltS . HlD 7 04:1 .61 023 ~e 04 042
Middle Ability
Total | M* 54 -. 00 .08 .12 .12 .03
» Persisters M'P 45 .02 -.06 .10 -. 11 o111
Dropouts M'D 9 -. 34 .39 27 - « 27 .24
Low Ability
Total L! 64  -.08 .14 .19 . 30% .13
Persisters n'P 56 -. 03 .14 -.15 .18 .10
' 8 - 25 002 " - 31 066 025

11
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Persuasive scores were negatively related to grades (r = =, 23%%), The
Verification scores ;avere related positiv_ely to grédes (r = .27%%), The |
V-scale score is designed to i_dentiiy individuals who respond carelessly.
While this score is not a measure of vocational preferencé, it does
correl;te positively with grades. This may be so beca.usé accuracy
is 'necess‘ary to good scholarship. Mechanic;.l a.ﬁd Persualsive scores
in the low-ability groﬁp‘ had low negative relationships with grades (r =
‘=e26% 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.

F

In tl;e middle-ability groﬁp, no relationship was statisti‘cé.lly
significant. In the high-ability group the Scientific score was the only
occupational scoré.related to grades (r = +30%). This interest ', . .indi-
cates a i)reference for discovering new. facts and solving problemsv'_'
(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 \&hich are chal-
Ienged by the main stream of academic study, such students apparently
do not. require highly idealistic vocationa.i interests to moti.vate thém to
academic achievement. | |

Commitment to a Specialized
Religious Vocation

'fhe 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 §vere introduced
as item 47 in the Pér sonal Information Questionnaire. These statements
were based on general observations and conversations with students,
pastors, missionaries, and Bible-college.t‘:eachvers, made through the
years by the writer. It was thought that each statement might show

~some relationships to strengi;h 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 strong.ly (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 persisters and d.ropbuts and that
replies to some of the statements would be related to grade-point
averages. A numbér Qf the statemenfs did #sefully differ entiate
between persisters and non-persiéters and some were significantly

related to grade-point averages.
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Correlations between responses to the statemeﬁts of opinion
on the religious vocation commitment item and grade-point averages
are .giveri in Table I)i. The statements are listed as variables and are
numbered from 97 through 122, The whole is considered fo be a
”Cpmmitment to a Christian Vocation Test." A brief descriptive
statement is included for each variable. For the compléte text of éach
- statement, the Personal Information Questionnaire in Appendix B
should be consulted. Fifteen of the variables were involved in one or
mére relationships significant at the . 05 level or better.

.Streng'th of‘Call to a Religious
Vocation in Total Sample

The call to a religious V§catio_n frequently appeared to involve
an emotional crisis tinged with feelings of idealism. The intensity.of
the crisis and the type of ideé.lism involved appeared to give the call
whatever substance it may have possessed.

In this study, subjects were asked to respond to statements
regarding the calll. Some of these stétemehts were couched in emotiqﬁal
and idealistic terms. In variable 98, the néture of the call was described
in emotional.terms: ""One should not prepare for full-time Christian
service unless he has a strong personal call. " Vaylk'iable 107 was quite
similar: "I had a deep emotional experience when called to fu‘ll—time
Christian se?vice. " Idealistic conteht was provided 1n 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

Group

- Group

: Variables v
97 98 99 100 101 102 103
All Everyone Date not Full-time
called to Strong respon- Christian train for service
foreign call sible to service secular Obstacles despite

needed evangelize superior service expected opposition

Symbol N . field

Combined Sample

Total
Persisters
Dropouts

. High Ability
Total

Persisters

Dropouts

Middle Ability

Total
Persisters
Dropouts

Low Ability
Total
Persisters
Dropouts

HP
HD

MP-
MD

LP
LD

233
201
32

49
42

87
75
12

97

84

13

.08 L1738k -, 04 . 14% -. 09 .09
.04 L 17 . 02 .08 . 00 .10
.10 .20 -. 08 L43% -.18 . 06
[) 11 . . 17 - 03 . 30.$': ] OZ . 37"<’=<
-. 01 .12 -.24 .22 -. 05 «43%%
005 022 .70 059 “e 30 036
.03 .18 -.08 .07 -. 20 .13
[ 04 .. 26* . 04 ~e 00 [} OO - '} 20
'.'n 05 -32 - 35 .44 ~e 18 - 15
.07 .06  -,07 .04 11 -.14
- 01 ~e 01 . 08 e 02 -e 03 ~e 19

. 24 --. 03 “e 28 3 36 bt ) 18 . 05

~e 02
. 04
-.13

.18
12
~e 27

~e 18
.04
~e 35

-+ 09
-.14
. 05

ST1



TABLE IX--Continued

Group

Group
Symbol N :obedience life .

: Variables
104 105 106 107 108 109
Christian Deep Prayer Bible
Salvation God haé service emotional more study more
depends a plan motivated experience important important
upon for each by mank at time than than

kind's need of call

- Combined Sample

Total
Persisters
Dropouts

High Ability
Total
Persisters
Dropouts

Middle Ability

Total
Persisters
Dropouts

Low Ability
Total
Persisters
Dropouts

-HP

HD

MP
MD

LP
LD

233

201
32

49
42

7.

87
75
12

97

84
13

.10
17
.16

.10
- 05

43

.03
.09
-09

. 06
017
22

e 09
= 07
s 01

-. 26
=230
.04

W17
.20

e 05
e 02
~e 16

. 18k
.14

. 48%%

.23
.03
.72

.11
.15
« 60

.07
.01
.02

. 21 %%
. 27k
.34

.23
.20
«59

. 22%
. 40%%
.31

014 N
.14
.16

witnessing prayess

.10
. 06
.14

e 07
-.03
.15

o 30%%
» 28%
. 20

- 03
- 11
.01

.10
.04
22

“s 05
e 15
.64

.01
~e OO
il ) 09

.14
.06
« 23

911



TABLE IX--Continued

Variables
110 111 112 113 114 115
Better an Not wrong '
God helps " unknown -toxfollow . 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 L16% -, 09 .12 .10 -. 05
Persisters P 201 .01 .16%  -,08 .14 - .10 -. 07
Dropouts D 32 .13 .19 .01 W11 .00 S 02
Hi\gh Ability .

“Total H 49 .14 .08 .00 .10 .09 -. 20
Persisters HP 42 .10 -, 00 -. 14 .08 ) | -.03
Dropouts HD 7 .22 .22 .18 .07 .02 -. 81%

Middle Ability , _ :
Total _ M 87 -+ 09 cA3%% -, 16 .09 -.00 .11
Persisters MP 75  -.08 c44% 2,02 . 03 . 02 - 11
Dropouts MD 12 .00 .54 -.13 .14 e 12 o 7T0%
Low Ability . : :
Total L 97 -.02 -.02 -. 16 .10 . 06 -. 05 .
Persisters LpP 84 -. 06 .00 - 22% .15 .03 .03
Dropouts LD 13 .18 -. 05 .09 J17 .02 -. 40

LTT



TABLE IX--Continued

'_.13

. 26

Variables :
116 117 118 119 120 _ 121 122
_ Bible o 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 o 24%% < 15% .00 -,05
Persisters P 201 .05 .03 . 16% .13 o 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
Persisters HP 42 -.10 -.18 T .14 -e11 «31% .07 -.05
~ Dropouts HD 7 . -, 78% -.23 .51 .28 .21 . 01 .07
Middle Ability
Total, M 87 .13 W17 C -, 02 o 31 %% .21 . 20 .08
Persisters 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
Persisters LP 84 .11 .09 .07 $ 27% -.03 -.20 -,13
Dropouts LD 13 -. 01 -« 04 -+ 33 -.64% ,03

811
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God than secular service'’; (2) w}ariable 106: '"I must serve God in full-
time Christian service because of the nged of mankind"; (3) variable
111: "If a pérson is in t.hé will of God in attending Bible college, God
will see that all his financial neéds are supplied.' In the total sample,
all these variableé were related to grades. The persister gfoup was
less affected by idealism‘ fhan the dropout group in that the persister
groﬁp had no significant re‘lationships between grades and variables
100 andvl 06; whatever idealistic views persisters had seemed to bear
little or no felation .to grades. The dropout group, however, showéd
substantial relationships to grades as folllow.s: (1) variable 100, r =
.43% (2) variable 106, r = . 48%*,

| When per sistérs viewed their call with a fearful sense of

obligation, achievgment tended to be higher. Thus, {raria.ble 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%),
Per sis.ter s! grades were related to their s‘ensé of divine call (variable
9"8,‘ T =. 17%), the emotional content of the call (variable 107‘,.' r o= . 27%%),
the belief in God's ‘providences (variable 111, r = .‘16*), sense of the
divine immaﬁence .(variable"118, i: . 16%), and a belief in the universal
worth of a Bible-qollege experieﬁce (variable 120, r = . 17%), For the
dropoutA group, thére were no significant relationgﬁips, 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 '

Fgw significant relat_ionships were found for these groups.
Generally, high-ability students who held an idealistic view of the
value of Chris,tié.n servicé (variable 100, r = .30%), a.pd yet appeared
realistically to éxpect obstacles (variable 1.02, 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, i:l . 31%), yet who expected obstacles (variable 102, r =
o 433%) rﬂade better grades than others. It appears that high-ability
students who possess a limited sense of idealisim and a realistic x}iew
of difficultiés ahead have good prospects for academic success. High-~

ability dropouts who view graduate work as unnecessary (variable 115,

Rai

= -, 81%) and a second secular occupation as prudent (variable 116,

IR

= r 78*) apparently are poor risks both with respect to grades and to
per sisfence.
Strength of Call to a Religious Vocation
in the Middle Mental Ability Range

Sfﬁde_nts.in this group appear to receive better grades if they
tend to be a bit "mystical." This was .revea.led' in a reported deep
emotional call, stress on prayer as mofe important than verbal
communication of the gospel, a belief in supernatural help in per s§nal '

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)e These '"mystical' individuals a..lso tendéd to |
persist in t;'aiﬁiﬁg;

Middle-ability dropout students who received high gradesA
tended to be idealistic about Christian service (variable 106, £= « 60%);
to lack self-sufficiency in .making decisions (variable 119, r = . 63*);
and to be, interested in social contacts (vari;ble 117, r = . 64%). Stu-
dents wi.th these char#cteristics may succeed for a time but motivatién
appears to be insufficient to carry them very far in Bible college. -
Sfreﬁgth of Call to a Religious Vocation
~ in the Low Mental Ability Range

In general, ldw—ability students! responses té commitment
items bear little relatiénship to grades. If they feel incompetent é,nd
ratidnalize_ 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 outstandi»ng léader in
education, govérnment, business, or other secular realm.' This
desire for a.humblg pla.c.e in society, however, does not motivate for
good achieyefnent, as is apparent from the negative relationship that ‘
appears in the case of the low-ability persisters '(£= - 22%). Itis
appargntly no disadvantage to low-ébility stu_dents to be influenced by
other persons in thei‘r decision to attend 'Bib.le 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 t;oubles at home had an adverse effect upon grades
of ‘low-ability dropouts. Low-abivlrity—r underachievers either tended to
magnify trbubles at home or were unable to deal realistically with such

difficulties, The middle-ability persister group, on the other hand,

e

actually showed a positive relationship between tfoubles at home and
grvades (r = «29%), Individuals in the total dropout group did-not make
good marks if there were perceivéd problems at home (£_= -+ 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 choic;,e
- were measured by various items on the f’ersonal Information Question-
naire. These are given in Table XIII. No relationship was found
between father's oc{cupa.tion.(variabl‘e 72) and grades and there was
only one significant relationship between mother's occupatibn (variable
73)'and grades. In the hiéh-ability persister 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 atfen'ding college..' A student who furnished a part of

his support was presdmed to possess some limited occupational skill
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a.ﬁd interesf. However, amount of self~-support failed to relate to
grades.
| None of the following variébles were related to gradés: antici-
pated full-time service, anticipated field of service, ani:icipated change
of tra.ining institution, or anticipa.tgd change of course qf study. Only
for the middle-ability dropout group did uncertainty of occupational |
choice significa.ntiy relate to grades (r = -.59%). Only with t}ie low-
| ability dropout group did anticipation of gz;aduaté 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 Anxiéty Scale Quéstibnnaire (1957-63 edition) was
the instrument used to measure anxiety factor‘s. Cor'rela@ions be‘t”ween
variables méas.ur‘ed by the IPAT Anxiefy Scale Questionnaire and grades
are presented in Table X.

In the total sample, no anxiety variable was significa.ntly réla.ted
to grades. Ego Weakness showed a slight negative relationship to grades
for the persister group (r = -.16%). The high-ability groui)s, except the
dropout group, appear to make better gra.des'iri proportion Vto‘ their
abilityvto release anxiety tension on a conscipus levei. 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

Dropouts

Variables : i
53 54 55 56 57 58 59 60 61 62
Total Overt- Defective Ego Suspi- Guilt Frustra-
Group A Score B Score raw Govert Integra- Weak- cious- Prone- - tive Sten
Group ‘Symbol N (Covert) (Overt) score Ratio  tion ness ness ness Tension Score
Combined
Sample o
Total T 233 -.06 .02 -.01 .02 .12 -.07 .01 -.02 -.07 =-.02
Persisters P . 201 -.12 -.02 -.07 .04 . 07 -.16¥ 4,03 -,05 -.09 -.08
Dropouts D 32 .26 .07 .18 .04 .26 .23 L01 .21 -. 09 17
High Ability
Total H 49 -.08 e 26 12 «33% .16 -.01 .09 J17 . -.02 .08
Persisters 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 -1l -,12 -,04 .03 -.16 -,07 -,15 -.09 -.14
Persisters MP 75 -,13 -.13 -,14 -,04 .07 -~ 27%-13 .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
Persisters LP 84 -.16 -.10 -.,14 -,09 -.11 -.10 -,06 -,06 -.17 . -.12
LD. 13 .46 .44 .58% .01 81l%%x .40 -,10 «T4%% .08 55% o
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Ovért.-Covert Ratio (high-ability group, r = .‘33*; high-ability per-
sisters, r = .37%),

Ego Weakness was negati\}ely related to gfades in the middle-
ability persister group (r = -, 27), In thé middle range of ability a cer-
tain amount of _t?ue 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—abiiity dropout group in which Total Anxiety,
Defective Integré.tion, and Guilt Proneness all related significantly to
scholar ship. Despite thé 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 unworthiness, depression, guilt, and disintegratioﬁ of beha.viof.
Insecure, low-ability, anxious students seemed to be driven to achiéve _
.by their anxieties, even though their chances of persisting were jeop-
ardized by the {rery feelings of failure and guilt that gave rise to the
drive to achieve. They tended to become discouraged and to be
scholastic casualities é,nyway.

Our hypothesié that anxiety would be negatively related tov
Bible-college grad;as must be nﬁodifiqd. Only for Ego Wéakness in the
fota.l persister group and the middle-a{bilit}; persister group was this
relationshivp found. Anxiety of the overt type wé.s related positivelyv to

~ scholastic achievement only in the case of high-ability students.
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However, low-ability students had several anxiety factors which were
related in a positive direction to grades. .

Relationships between Factors of Mental Rigidity
and Grade-Point Averages

To study the relationship of mental rigidity to grades, two
instruments were used: (1) the Budnerv Scale of Tolerance-Intolerance
of Ambiguity and (2) the California F Scale.

Scale of Tolerance—Infolerance
of Ambiguity

The Budner Scale assumes that an individual with low tolerance
to ambiguity will prefer situations that are simple, routine, conven-
fiona.l, and familiar. Ambiguous or ‘complicated situations are believed
to pose a thfeat to suc.:h‘anv individual. |

A sfnall negative rela.tiqnship was hypotheéized between
intolerance.for ambiguity and Biblé-college .success, since it was
believed that the Bible-college environment is sufficiently complex
that some threats to mental sécurity exist for students who prefer
structured activities. However, as shown in Table XI, no significant
felationships were found.

It may be argued from these data that (1) the scale is not
effectively measuring intolerance to é.mbi_guity, or (2) the Bible colleges
have so structufed their routines, assigﬁments, student requirements,

and disciplines as practically to eliminate ambiguous situations. The
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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 qliite 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 Budner total
Group o Symbol N score (40)

Combined Sample

Total T 233 -. 05

Persisters P 201 -. 06

Dropouts D 32 ~. 28
High Ability

Total H 49 12

Persisters _ HP 42 . 12

Dropouts ' HD 7 - 44
Middle Ability

Total M o 87 . 04

Persisters MP 75 .18

Dropouts : MD 12 - 27
Low Ability

Total . L | 97 -. 02

Persisters LP , 84 -. 08

Dropouts LD ' 13 -0 22







