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Abstract:

Historically, in the United States higher education has been the nearly exclusive domain of White
citizens. In the 1960s the California State legislature sponsored a program called Educational
Opportunity Program (EOP) to increase access to the California State University for low-income and
first-generation college students who are disproportionately ethnic minorities.

The use of standard cognitive criteria in admissions to predict academic success is unreliable for ethnic
minorities. EOP student applicants receive special admit consideration, but may be denied due to low
standard scores. The Noncognitive Questionnaire (NCQ) measures eight noncognitive variables and
has been shown to be reliable in some studies for predicting academic success of ethnic minorities. The
question was, could the NCQ be used to discriminate between successful and unsuccessful students,
thus aiding the admissions process.

The NCQ was administered to 93 first time freshman EOF students entering Humboldt State University
during the fall semesters of 1995 and 1996. Data on first semester GPA, number of credit hours
completed, gender and ethnicity were included along with the NCQ in the analysis. The data were
grouped by GPA, gender and ethnicity, then analyzed using discriminant analysis, stepwise multiple
regression and analysis of variance. One purpose of the study was to describe the study population in a
case study design. Another purpose was to determine if such information was useful to develop
intervention and support programs.

The NCQ failed to discriminate between high and low GPA groups. Stepwise Multiple Regression did
not demonstrate a significant relationship between GPA and the variables measured. However, students
who performed better academically took fewer than 14 credit hours. White EOP students had higher
GPAs than did ethnic minorities.

EOP students who performed less well academically had coursework overloads. The results did not
support a noncognitive admissions model. The complex noncognitive phenomena were not adequately
addressed using the NCQ. Future research should look at other ways to examine such variables. It is
recommended that portfolios and personal interviews be considered for use and evaluation.
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ABSTRACT

Historically, in the United States higher education has been the nearly
exclusive domain of White citizens. In the 1960s the California State legislature
sponsored a program called Educational Opportunity Program (EOP) to
increase access to the California State University for low-income and first-
generation college students who are disproportionately ethnic minorities.

The use of standard cognitive criteria in admissions to predict academic
success is unreliable for ethnic minorities. EOP student applicants receive
special admit consideration, but may be denied due to low standard scores.
The Noncognitive Questionnaire (NCQ) measures eight noncognitive variables
and has been shown to be reliable in some studies for predicting academic
success of ethnic minorities. The question was, could the NCQ be used to
discriminate between successful and unsuccessful students thus aiding the
admissions process.

The NCQ was administered to 93 first time freshman EOP students
entering Humboldt State University during the fall semesters of 1995 and 1996.
Data on first semester GPA, number of credit hours completed, gender and
ethnicity were included along with the NCQ in the analysis. The data were
grouped by GPA, gender and ethnicity, then analyzed using discriminant
analysis, stepwise multiple regression and analysis of variance. One purpose
of the study was to describe the study population in a case study design.
Another purpose was to determine if such lnformatlon was useful to develop
intervention and support programs.

The NCQ failed to discriminate between hlgh and low GPA groups
Stepwise Multiple Regression did not demonstrate a significant relationship
between GPA and the variables measured. However, students who performed
better academically took fewer than 14 credit hours. White EOP students had
higher GPAs than did ethnic minorities. _

EOP students who performed less well academically had coursework
overloads. The results did not support a noncognitive admissions model. The
complex noncognitive phenomena were not adequately addressed using the
NCQ. Future research should look at other ways to examine such variables.- |t
is recommended that portfolios and personal interviews be consldered for use
and evaluation.




CHAPTER 1

INTRODUCTION AND LITERATURE REVIEW -

History of the Problem

College admissions have historically been a competitive process. The
more prestigio?Js colleges and universities ‘trad'itionally have had many more
applicants than available resources would allow them to reasonably handle
Admission standards are selected to discriminate among the applicants in
terms of their potential for success (Crouse & Trusheim 1988). |

In the 1960s and early 1970s many umversnties and colleges adopted ,
open door poI|C|es to provrde access to hlstoricallyunderrepresented groups.
The State of California, in 1969, adopted a policy‘and pr0vided programv lunds
for underrepresented or educationally dlsadvantaged groups through a
program called The Educational Opportunity Program (EOP) The program has
_been in existence for 28 years on the campus ‘of Humboldt _State UnlverS|ty. It
has remained very close to its original mission as outlined |n the enabling
‘ legislation. The focus of EOP is not ‘exclusively. on und'errepresented ethnic- '

“minorities. Its primary focus is to provide admission and retention activities to

 all students who are first generatlon college students who come from a famlly' S

that meets the U.S. federal poverty gwdelines and who do not mest regular |
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admission standards or are considered tc be at risk academically (see
Appendix A). |
Students who meet ‘EQP‘ guidellines fcr special admit status will often be
low in standard scores '(such as the SAT) used by universities and colleges as
| prectictcrs of academic success. The variables used by EOP screening .
committees include those such as level cf‘disadvantage (i.e., 'socioeconomic
~_status), age of applicant, whether or not the ‘_student is a first generation |
ccllege student, et cetera. However, high school GPA and“'S.AT scores are also
used in evaluating ‘EOP applicants” ability to succeed.. academically (see -
Appendix B). The use cf these standardized cognitive variab’les as predictors of
academic sucCess can often, for students with ,Iow scores, result tn'their being
rejected for admission. .’
‘Jones and Gneneeks (1970), ina study at the Unlverslty of Texas
Austln where several varlables (|nclud|ng self-concept of ablllty) were used to
predict GPA, found that self-concept of ability was a more rellable predlctor of
academic success than was the SAT score. It is. apparent from a review of
the I|terature on dropouts that there is a S|gn|f|cant relatlonshlp between
ccgnltlve test scores and academlc success for the general student populatlon
(Tinto, 1975). However, for dlsadvantaged students and .partlcularly .for Black‘
‘ students seIf-percepticn of ability to sucCeed ‘(pOSitiVe seif—ccncept)\ and - |
| motlvatlon to succeed provide a better basls for. predlctlon of academlc L |

achievement than do standardlzed measures of mtelhgence (Fry & Cce 1980
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_Morse, 1963; Rushland & Feld, -1.977). In addition, Rosenthal and Jacobson
(1968) contend that grades do not predict minority student future academic
performance because teachers tend to have
'. ~ lower expectations of minority students and, as a consequence, they will ‘have .
lower grades that are not reflective of their true academic capability. |

Thompson (1971) conducted a study companng disadvantaged college :

students with regularly admitted college students. She found that some |
| noncognitive variables (including self—esteem) were Valuable as predictorsof'
.success for disadvantaged students. According to Fitts (1 972) there should be |
a posmve relationship between success and self—concept However Martel and-.‘-
Richman (1985), in a longitudinal study, concluded that self—concept was a
poor predictor of academic success. While resultsof studies using different
populations and different measures of self-concept create -confusion in the
study of 'self-concept as it relates to successful behavior, en'ough evidence
exists to suggest thata positive self-concept is important in achieving
~academic success (Martel & Richman, i985).‘

Sedlacek (1989) and Tracy and Sedlacek (i 985) have described eight
noncognitive variables that when used in conjunction with one another are
valid predictors of academic success for minority students: (1) positive self- .
concept, ) understandsand deals with racism, (3) realistic self-appraisal,

(4) prefers long-range goals to short-term or immediateneeds, (5) availability

-of astrong support person, (6) successful leadership experience,
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(7) demonstrated community service, and (8) nontradiﬁonal knowluedg‘e' |

acquired in a field.

Statement of the Problem

Fitts (1972) reported apprbxirriately 90 studi,eé using the Ténnessee “S,.ellf‘-‘
Concept Scale to prédict academic succéss. Véry few of the 'studi'e_s Fitts |
reviewed dealt With college stﬁdents and fewer.y‘et dealt With disédvantaged |
students. One of the problems in‘evaluating studies involving self-concept is -
the ambiguity in the definitién of sélf—cohc':ept (Kﬁapp, 1975).

Self-concept is also measured in as many ways as fhere are definitions.

. There are global measures of self-boncept and specific measures of self-
concept. Locué—of—control measures also fall into the category of self-concept.
The logic ‘of the idea that a positi\_/e self-image ‘should lead to sucvcesst'JI
behavior somehow gets lost in attempting to measure aécurately and reli‘ably“
the concept of self-image. The results of studies relating self-concept to

- academic success are inconclusive. Daly (1972) found that néither ACT scores
nor self-esteem were predictive of academic success. Nichols'and Schauffer

(1 975) reviewed 15 studies de‘aling with self-concept and academics and found
that among those dealing directly with predictihg success only one-half
reported positive findings. They ‘aIsQl reported, ‘inv‘é‘Study‘tHey cénductedon o
college women, that the evidence for a self-cbncept/aéademic p.erform_anc,e‘

| relationship is so inconclusive that perhaps other noncognitive variables might‘
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be better predictors of academic success. Fekrat (1969) found self-concept to
be positively and significantly related to academic success as measured‘ by
GPA. Smith (l 972) also found a positive relatiOnshi'o bet-vveen self-concept and |
academic success among a group of specially admitted Black st?udents at the
~ University of Pittsburgh\ -She also concluded' that SAT scores for this group o
| were not predictive of success as measured by quarterly grade ponnt |

Coupled with the problems of vanabllity in self—concept measures and
the variability in populations tested is the fact that from 1980 fonNard there |
have been very few studies on self-concept and academic achievement,
especially among disadvantaged students (Martel & Fiichman, 1985). Martel
and Richman’s own conclusions from their longitudinal study of specially
admitted students at 19 indeoendent ¢colleges and ‘universities across the state
of New York were that no relationship exrsts between self—concept and two .
measures of academic success. The researchers also concluded that further
study using different measures of self—concept (different than the Tennessee
Self-Concept Scale) would be useless, espeC|ally in l|ght of the h|gh reliability
~and validity of the Tennessee Self—Concept Scale and |ts high corrélation with: _
other measures of self—concept. |

The conclusions and ‘recommendations ‘of Martel and Richman (.1.985)"
are not unreasonable considering the. exhaustive literature review they
conducted and the extensive nature of their 'own study. .Theresearchers did

not, however, imply that the ‘population they studied would represent other
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populations of disédvaritaged students-in other locations, nor did ‘they suggest.
that other noncoghitive measures may exist that éoul_dbe useful in predictiﬁg |
academic success.

éedlacek éhd Brooks (1976), Sédlace,l; and "Pe‘lham (1976), Sedlacek
and Webster (1978), and Tracey and Sedlaé‘ék (1987a) héve‘e'xten,sivély -
studied the problem of predicting academic success ih cbllegé for minority |
students. They conc‘lude:‘that usual coghitive measures such as SAT scc‘ireé
and high school GPA are poof predictors. 'fhey also further- conclude that self-
concept, when combined with seven other non-cognitive measures, will bé :
useful in predicting academic success of minority‘s,tu'dents. | |

EOP students at Humboldt State Unfversity in Arc':até, California, are ﬁot 3
- exclusively minority students. They are Idw income, first generation college
students who are considered to be at risk acédemically'._.Th.esé students -
constitute a unique group. Abplicants.to Humboldt State Uhiversity seeking
special admit statﬁs thrdugh EOP may be turned aWay_‘due fo. low SAT écores
and ‘Iow high school GPA if they 6énnot demonstrate their potential to sucbeéd
in other ways. |

The problem is that there is é. unique group of _studen'ts.'applying'“ for -
admission to Humboldt State University under special admit status and . §
standard cognitive measures of potential for léuééess are beingz fusc_ad as.'part o_f  -‘ :
the screenihg brbc’ess. There are st’udenté who may be -sQreenéd out énd -

low standard scores may contribute to the situat‘i'on.‘ -
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Purpose of the Studv‘

The first purpose of this study.was to 'investigate if the ei‘ght variables in
- the Noncognrtrve Questlonna|re (NCQ) (see Appendix D for a copy) developed '
by Sedlacek and Brooks (1 976) and Iater modrfred by Tracey and Sedlacek |
(1986) and the variable number of units taken could be used to discriminate
between SUCcessfuland unsuccesstul EOP students. The eight variables of the
NCQ are (1) posmve-self-concept 2 ) understands and deals with racusm (3)
realistic self-appraisal, (4) prefers long-range goals to short-term or immediate i
needs, (5) avarlabrlrty of a strong support person, (6) successful Ieadershlp
'experrence (7) demonstrated communlty service, and (8) nontradrtronal
- knowledge acquired in a field. | |
hA second purpose of“ the study'was to inlrestigate if the eight variables in

the NCQ, the variable nuhber of units taken and .the v‘ariable GPA could be
us.ed to discriminate between males and fernales in the study population. A f ‘
| third purpose of the study was to investigate if the eight variables in the NCQ,
the variable number of units taken, and the variable GPA could be used to

discriminate among the various ethnic groups in the study populatlon
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Research Questions

For the ‘;.)urpose of this study the research questions wefe:

1. Is it possible to use the eight variables in the NCQ and't.he variable
number of ‘ur.lits taken to discriminate between successful and -
unsuccessf‘ul‘ EOP students at HSU?

2. Is it possible to use the eight variables in the NCQ and the variable .-
number of units taken to discriminate between méles and females in the
study population?. |

3. Is it possible fo use the eight variables in the NCQ and the variable
number of units taken tc'? discriminate.among the ethnic grpups de_finéd
in the Study population’?

4, Do males and females |n the study populatlon differ from one- anoth‘er
w1th regard to GPA’?

5. Do ethnic groups as definéd in the study differ from one another wifh

regard to GPA?

Significancé of the Study

Members of ethnic minority groups lag far behind the n:1ajority .
population in terms of edqcational attainment largely due to the fact that,‘ ‘
disproportionately, minoritieé are underprepared to enter collleige ‘bec'ause ‘they’ R |

- have been the VICtImS of long-term educatlonal disadvantage (Astln 1982

Lang, 1 988 Reed & Hudeponhl, 1983; Wlhe & McCord 1 972) ThIS is an
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historical trend that has made some changes in recent years that include
modest gains for minorities, but there ie no major improvement in the areas of
acceptance or success of minorities in institutions of higher education. Their
retention and graduation rates lag far behind those of the dominant society’s
(Lang, 1988). |
Across the United States, institutions of higher education and the federal
and state legislatures have responded to 'rhis need by prdviding programs and
opportunities aimed at Underrepresented minority groups (Cross, 1972; Kulik,
Kulik, & Shwalb, 1983; Roueche & Roueche, 1977; White & Bigharn, 1982).
These efforts, while not mase_iye, nave-managed to make a difference in the
lives of some individuals since the late 1960s when-many such programs were.
initiated. Efforts to increase the admission, retention, and-graduation rates of
underrepresented minorities need td be evaluated and modified beceuse,
despite such efforts, the retention and graduation rates for high-risk students
nationwide remain far below that of students in general despi’re hrgher
-education’s best programmatic efforts (Jones & Watson, 1990; Princes, 199_0)“.
If California is going to have higher education for.all. and develop special |
programs to assist speciel populations to gain adrnission, they need to find
more appropriate methods to help deterrnine which students frorn such
populations may be successful. Speeielly admitted students at c‘dlleges and
universities are considered high riek in terms of their ability to succeed

academically. While noncognitive variables are used in eeleeting students for
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special admit status, stahdard oognitive .varijables, such as high school GPA
and SAT scores will also be considered and will have a discrimineting effect
that will sometimes result in some speoial admit applicants being rejected.
Many studies have been c_onducted to flnd honcdgnitive variables that
could be used as predictors of success. These studies have met with varying
results (Carstens, 1993; Robinson & Cooper, 1984; Trippi & Stewart, 1989).
‘-Consequently, .the re3ults ar.e inconcluslve'. -’The.Noncognitive Questionn‘aire
. developed by Sedlacek and Brooks (1 976) and Iater modrfled by Tracey and
Sedlacek (1986), whrle provrng to be relrable and valid for minority students, |
has not been demonstrated to be useful in predicting the academlc success of
| students in the unique category of EOP special adrnit as defined by California _
State University (CSU) guidelines. As a consequ.ence, students who may not
meet regular admission requirements do not have a reliable objecti've method
for assessing their potential for academic success. If the Noncognitive
Questronnalre can prove to be useful in dlscrrmrnatlng between successful and
unsuccessful EOP admitted students the EOP staff wrll be better equipped by
havrng the potential to utilize appr_oprlate noncoghltlve 'tests. in thelr admlssron
decision-making process. o
Another possiole result of this‘ study is the potential de\relopment of

early intervention projects or programs.v If, for example, the Nortcognitive
'Questionnaire should prove to be useful in discriminating between success_ful

and unsuccessful EOP students, it would be likely that the EOP staff would
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~ develop high school leadership projects of s‘elf-assessmertt instrum.ents'shou"ld "
such variables prove to be significant. |

In addition, universities in other states who are examining their
admissions policies may wish to consider ‘epprOpria’te noncognitive instruments
as part of their overall admission decision-making process. It the Noncognitive
Questionnaire is shown to be useful in discrimin‘ating between successful and
unsuccessful EOP students at Humboldt State Universtty, these institutions
mey wish to test it to see if the questionnaire ean also be useful in their

admissions process.

Definition of Terms

EOP student: A student admitted to Humboldt State University under the
special admit category as defined by Humboldt State University and
EOP guidelines.

Successful EOP student: A grade point average of 2.0 or better for one
- semester in an undergraduate curriculum of twelve or more semester
units.

Unsuccessful EOP student: A grade point average of less than 2.00 for one
semester in an undergraduate curnculum of twelve or more semester
units.

Noncognitive variables: The eight varrables described by Wlham E Sedlacek
and used in the Noncognitive Questionnaire. :

Positive self-concept: Strong self-feehng, strength of character determlnatron
independence.

Understands and deals with racism: Realist based upon personal experience
of racism. Is fighting to improve existing system. Not submissive to |
existing wrongs, nor hostile to society, nor a "cop-out." Able to handle
racist system. Asserts school or organization role to fight racism.
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Realistic self-appraisal, especially academic: Recognizes and accepts any -
deficiencies and works hard at self-development Recognizes need to
broaden his/her indivnduality

Prefers long-range goals to short-term or immediate need Abie to respond to
deferred. gratification.

Availability of a strong support person: Someone to turn to in a crisis.

Successful leadership experience in any area pertinent to his/her_ bacquound _
Demonstrated community service. Has involvement in his/her cultural
community. \

Nontraditional knowledge acquired in a field: Demonstrates knowledge of
his/her culture. Unusual and/or culturally related ways of obtaining
information and demonstrating knowledge Field itself may be
nontraditional. ,

Units: The credit hours associated with HSU classes.

Literature Review

This section provides a basis for the -stud.‘y.by examining the- literature
on college admission practices. Cognitii/e factors and noncogn‘itive factors are
réeviewed. Particular emphasis is placed on examining nontraditionai college -

- students and on nontradiiionai admission practices.‘ -The focus is on.the
literature as it relates to 'predicting college student ac'ademic success and in |
particular on noncognitive measures as they may be used as predictors

At the turn of the 20th century several colleges and unlversmes on the .
eastern seaboard met to dISCUSS their divergent_ edmissmns pohcnes in an effort |
to establish a single comprehensive essay exam which tested knoyviedge in

various subjects. The tests would be developed and evaiuated'by asingle
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group of examiners. These colleges fermed the College Entrance Examination
Board which developed what they termed echievement tests. These tests
measured students’ levels of knowledge acquired in speciiic-subject areas and
were developed by instructors in those specific fields.' |

In 1926, the College Board began to aciminister the Scholastic Aptitu.de.
Test (SAT) which abandoned the idea of knowledge acquired in a specific field .
in favor of the idea of broad math and verbal skills ‘acquiredl o'ver' a period of
time. The SAT was also an objective test which could be seored easily by
clerks (Simon, 1978). The College Boatd along with .other\s in 1947 established-
* the Educational Testing Service (ETS) so that it could asSQme the role -ef
administering the SAT and developing new tests in an effort to provide
colleges with a standardized method to restrict college admission I(Cfouse &
Trusheim, 19.88). | |

Selective edmissions policies became widespread after World War Il
when large numbers of qualified students began making application (Irby,
1978). Academic preparedness, taking the right sequence of high school
courses, obtaining above average grades and scoringhigh on standarciized
tests (as general measures of bread knowledge) are typical of What admissions
personnel consider good predictors of potential college academ'ic
performance. The rnost common purpose in establishing admission.
requirements was to assure the entry of students who had the capability to

complete their educational program successfully (Quann & Associates, 1979).
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Cognitive Factors

Cognitive factors have been utilized in many studies _and have
demonstrated that they are useful in predicting academic success asitis
variously defined (Astin, 1982; Carney & Geis 1981; Lavin, 1965; Merritt, 1972; -\
Wheeler, 1971). In a study examlnlng the prediction of college student
GPA over a 4-year period at Murray State University in Murray, Kentucky it
was concluded that ACT sub-tests and composite scores were predictive of
cumulative GPA (Rowan, 1978).‘ Richards and Lutz (1968)-and Bauer, Mehre'n,
& Vinsonhaler (1968) agreed that pre-college cogriitive factors are the single
best predictors for academic success, even when noncognitive factors. are
included in the study. B |

Such selective admission practices that utilize standardized tests, high
school grade point average, high school class standing, and _appropriate
course sequences have been criticized as culturally lnappropriate and racually
biased in part because they were normed on middle class White males
(Sedlacek, 1989). Manning (1989) cites several studies that Clearly demonstrate
the discrepancy betWeen minority and White students in standardized test
scores, even when similar socioeconomic variables are considered. He fui‘th‘ei o
states that personal qualities such as demoi'is,trated ability‘ to ov-er-coi'ne ‘.
adversity should be used in the adrrlissions process and that using‘ such
criteria would ce a fair way to account for the inherent discrepahcy in

standardized test scores such as the SAT. ‘
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Hall and Coates (1973), in é study comparing regular admit students
with students who were financially disadvantaged and were paﬁicipants in
one of several special programs, found that using f;he SAT to predict first year
GPA or first yeaf persistence was inadequafe, Iéaving between 78% and 97%
of the variance unaccounted for. In fact, in one conclusion, the researchers
ctated that "there is mcch valid criticism on the cart of financially
disadvantaged Anglos and 'mi'norities who claim that the present system for
selection is inadequate” (p. 16). The use of standard admission procedUrés for
students from underrepresented minority groups is unreliable, and‘other
measures of potential for acadcmic succcss for such students need to be

evaluated.

Noncoagnitive Factors

In a study on tribal college admissions, Bcham (1 991):;cor.1cluded that -
students who were admitted under tl;le ability-to-benefit criteria were able to
ccmplete college programs successfully. The ability-fo-benefit édmissioh
criteria utilize a subjective assessment of an applicéht’s ability to benefit from a
college education based on unmeasured noncognitive factors. This
assessment was applied to applicants who otherwise would have been denied |
admission basec on their prior academic and cognitive factor performance.

Noncog‘hitive factors, which include personality characteristics, have
been the focus of research in cohjunc;cion with prédiction of academic

performance for several decades. In one early study, Hackett (1955),
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recommended that personality variables be included along with cognitive

~ variables for predicting academic success. His study examined college .

freshrnen and .predicted college d,uaiity. point average (QPA) using fne
Hypomani‘a Scale (Ma) from the Minnesota Mult'iohasio Personality lnr/entory ‘-
(MMPI)‘ and scores. from the American Council Psyo‘holodioal Examination
(ACE')“to predict freshman QPA. | |

In a study predicting fresnman GPA using the Edward’s"Personal
Preference Schedule (EPPS), Mrchael Haney, and Jones (1966) found a
positive relatronshrp between the Order Soale and a negative relatlonshlp
between GPA and the Autonomy Scale of the EPPS. Utrlrzrng a oomblnatlon'of |
cognitive and noncognitive variables,lSzabo and Feldhusen (1970) also found
that certain personality variaoles were positively correlated with freshman and _
sophomore academic success, as defined by GPA.

Abrams and Jernigan (1984), in a study comparing noncognitive factors
and standard admissions criteria (which included the SAT) with a group of |
students who were considered to be at risk acadernioally, found“.that there wae |
no correlation between standard admissions criteria and the defined variables
associated with academic success and tne population'tney were studying. In
fact, the noncognitive variables were more predictive of academic suocess |
than‘\'/vere the 'SAT and other cognitive variables. |

Snowman, Leitner, Snyder and Lockhard (1980) examined if the -

Descriptive Tests of Language Skllls desrgned to dlagnose Ianguage and
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reading skills, could improve on the predictive value of the ACT. The stddyj

population was drawn from aoademicaliy underprepared students who were -

admitted to the university through one of its specrai admlt programs Stepwrse , SR

multlple regression was employed to investigate any possrble Iinear .

,correlations The ACT and the Descriptive‘ Tests of Language SkI”S when‘.-" n
| ‘correlated with fall and spring semester GPAs were found to have no practical
srgnificance accounting for only 13% and 4% of the variance, respectively. |

Astin (1982) discusses the severe underrepresentation of m‘i“norities -in”
institutions of higher education in the United States. He accounts for the.
underrepresentation by examinin'g‘many factors, inoluding college and "
university .admission policies, which Astin says are inap,propriate models for
use with minorities largely because standardized tests -used _in the admission
process are biased. Duran (1986) found in a stddy on Hispanic college student' |
achievement that nigh school GPA, standardized admission test‘ scores,; and- _-
the combination of both sets of scores were less predictive of  early college
grades among Hispanics than among White non-Hispanics.

Carstens (1993), in a study utilizing the Noncognitive QuestiOnnaire_ to
predict persistence and graddation of high risk students, found arelationship‘
between several independent variables: (1) positive self-concept, (2) availability -
ofa strong lsupport person; (3) com'munity involvement, ‘(’4) ‘non-traditiOnaI |
 knowledge acquired in a field, and (5) prefers long range goals and the

dependent variables persrstence and graduation Whlle five lndependent
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“variables in the Noncognitive Questioﬁnaire‘ were- “pr'edictiv"e of per-sist‘encé and
graduation of special admit students in fhe Carstens study, he aiSo |
recommended that fUrther study on special admit populations was ‘essential in
order for institutions of higher education to attain valid and reliable
methodologies for selecting high risk candidates wi;ch potenfialL
In a study using the Noncognitive Questionnai‘ra, W_hite and Sedlace'k
(1986) tested its validity in predicting GPA and persistehca of asample of 58
spacially admitted freshman students at the University of "Maryland_. Thevre\sults
using stepwise multiple regfession were significant for -predicﬁng second, thifd, | ‘
- and fourth semester GPA with_multiple correlation’s ‘rep_o'rted‘ of .‘8'1-',_._73,- and
.74, respectively. | |
Sedlacek and Adams-,Gaston‘_‘(1 992) ‘Iooke d at incoa'lihg‘student athlre“'_ces' :
and used stepwise multipla regression to avalua"ce‘ the predictability ‘of‘-,fall o
semester gradés using th‘e Noncbghitive Questionnai're.‘ The independent
variables of poaitive self-concept, realistic aelf-appraisal', having a str‘ong
support person available, and community 'involvemant Ware demonstrated to
be. statistically sfgnificant with Qorrelation’s raported ‘o'f‘ .29, 25 32, and ‘.24,,‘
respectively. In additi‘o“n,‘ the authors examined SAT scores and found them not .
“to be predictive of first semester GPA for student athletes. : o | |
“Rehberg and Schaffer’ (1 96_8),_in a.study examinin'g the characiéristics '(:)_f’ . |
,sgccessful stu‘c.jent ath‘letes.; ‘disco;/are‘d‘ that .:suah characteristics as ‘positiyev< o

self-concept, demonstrated community service, leadership and realistic self- = -




19
apbraisal are common characteristics of such academically auccessful student
athletes. Boyer and Sedlacek (1988), in a study predicting persistenc’e and
cumulative GPA of international students, examined ;the records of 248 new
"international students enrolled at the University of Maryland in the fall of 1981.
The Nondog_nitive Queationnaire was administered add the students were
followed ovaf af4.~year peridd..The SAT was not shown. to be predi‘ctiva of o

persistence or cumulative GPA, and the NCQ was modefately cqrrelated.

The results of atudies predicting ac_adémic sucdess have met With '

~ varying rasults. Th‘e_‘.review ‘of the literature ihdicatedi ;chat there was no Sihgle ‘
definitive methdd that is best to assess atudent’s ‘pote.ntial fdr academic
success. The variables involved are complex and the results are not

| conclusive. Howe‘ver, studies have mada it reasonably Clear that standard |
admi.ssion procedures are at least inadequate when a;::pli‘ed.to special
populations of college students.

Specially admitted students at colleges and universities are considered
high risk in terms of their ability to succeed. While noncognitive variables are
used in selecting students for special admit status standard cognltlve variables

' such as high school GPA and SAT scores will also be conS|dered and wnll |
have a disc;ri'minating effect that wiII,somatimes be the reason that some

special admit candidates will not receive admission. There are many studies




20. |
that have ekamined‘_standard admission procedures and the recommendations -
invariably suggest that institutions of higher education abandon inappropriate
standard admission procedures where ethnic minorities are conoerned and
that they adopt more valid-and reliable methodologies (Crouse, 1985; Fuller,
McNamara & Green, 1978; Tracey & Sedlacek, 1985).

Many studies have been conducted to find noncognitive variables that
could be used as predictors of success for minority college students (Crouse.,
1985; Crouse & Trusheim, 1991; Narin, 1980; dwen 1985; Sedlacek & Brooks,
1976; White, 1985; White & Sedlacek, 1986). The results of such studies are
inconclusive. The NoncognitiVe Questionnaire,‘ while proving in some studies to
be reliable and‘- valio’for minority groups, -has mixed "results There are virtually B
no consistent measures demonstrated in the literature to adequately assess ) |
academlc potentlal espeC|aIIy for at-rlsk students As a consequence students
who do not meet regular admnssmn requnrements do not have a rellable
objectlve method for assessing their potentlal for success. Furthermore, EOP
programs and other programs similar to EOP do not.have a reliable and valid
mstrument to assist them in evaluatlng program proposals orin assessmg the

potential of |ncom|ng EOP candldates
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CHAPTER 2

METHODS

Design of the Studv

The study of EOP, special admit, first-time freshmen at Humboldt State
University used a case study design. This study has the appearanceof a

double blind, quas’i'-experimental, post-hoc design."However, since the purpose

was to describe a population involved in an instance of action, and not to |

generalize to a larger group, it is CIass'ified as a particularistic study of a
bounded populatron and was approprlate for the case study deS|gn The
particularistic case study is an especnally good design for practlcal problems

questions, and situations arising from everyday practice. Partlcularlstlc_ case -

studies are problem-centered and small-s¢ale endeavors that assist groups of

people to confront specific probplems in ‘a holisti,oyyay (Merriam,. 1'(92.38'). This
study examined selected characteristics of the entire population of first-time.
freshmen EOP students who have completed 1‘2 or more units of
undergraduate course work durlng the fall semesters of 1995 and 1996 at

Humboldt State UnlverS|ty The |ntent was to ut|I|ze the Noncognltlve o

Questionnaire to descnbe this population and to use the. analys:s for possrble _
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~ future placement of applicants into successful and unsuccessful groups, thus

aiding in the admissions decision-making proé‘ess.

Population

The population of this sfudy c'onsisted‘ of 93 full-time undergradUate firSt;
time freshman students who received special admits as recommended by EOP
‘to Humboldt State University during the fall semestérs of 1995 and 1996. This
study evaluated and described several nonco.gnitive ;:haracteristics of the -
population that may be related to academic success.. It is instructive, wheh
examining such characteristics, to appr‘e'ciate. the coﬁteXt in which th‘é study
population is‘situated‘. | |

Humboldt State Universit;; is one of 22 cémbuse's |n the'California Stéfe
University system (see Appendix C). It is located 270 miles r‘lorth‘ c‘)f‘ San
Francisco in the California Redwood Forest and on the Pacific Ocean. San
Francisco is the closest metropolitan areé; as such, Hurﬁboldt StéteUnivers.ity_
is co.nsider'eﬂd tb be rural and‘ isolated. There are approximately 7,100 studehté-
enrolled at HSU in any given sémester. There‘aré approximately 670
permanent, part-tirﬁe, an‘c‘i ‘temp'oraryfacullty. With varjatibn in numb'er of
courses being‘offered and number of students enrolled, there is_\ah éverag_ébf
16 students in an individual class. Traditibnally,_ Humboldt‘ Sféte Univérsity is-‘
known for its éciences and 'natUrél‘ resourceé brograms. It has, in the past

decade, strengthened its diversity in the areas of humanities, fine arts, and
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business (HSU Catalogue, 1995-96). The study popt_il'ation was_ a subset ofa
larger population of students who'meet federal income eligibility g‘uidelines for

Student Support Services (SSS) in which not all eligible stUdents participate.

There were 1,132 students enrolled at HSU during the 1995-96 acadérhic' year"_‘ o ,

that met the low;iric_onie guidelines for SSS eligibility. In addit‘ioh, there were
760 students that met both the low-income guidelines and were also first
Qenefation college étudents, 11.4% -o'f' the‘éntire‘HSU undergradluate student
population. |

Based on national college participation and completion rates, compar\ing’] _
figqres with federal income classifications, students Who are from fa_'milies .with N
an annual income of below $22,033 are 75% less likely to complete college
than are students from families with an annual income of above $67,881, .2.1%‘
and 96% completion rates, respectivély (U.S. Ofﬁce of Education, ,1 995). At
Humboldt State Urﬁversity, 98% of SSS eligible students ére" from the highest
risk income group and are projected to have a less than 21% chance of
graduating from college. Low-income students at Humboldt State University
are also disproportionately underrepresented ‘e.thnic minorities. In the fall of |
1995, not only were underrepresented ethnic minorities disproportionately
repre'sented in the low-income category; but they were also disproportionately |
represented among those ,students‘ who reqUired academicfremediation. |

Table 1 provides this data.
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Table 1. Remediation rates of students entering fall 1995.

Remediation Rates

9% Who Need

o Remediation
‘ : | , New % Low- ‘ L -
Ethnicity . Students  Income " English  Math
African-American 28 64.3 29 - 46 o
Chicano/Latino 162 58.6 .25 - 48
S.E. Asian/Pacific Islander 56 ~ 50.0 27 46
Native American 60 48.3 - 20 38
White ' - 1262 21.9 9 .29
All HSU 1870 . . 247 10 . 25

First-genératibn college students often ‘Iack sophistication with regard tb_ ‘
the bureaucratic nature of the university systeh. They also afe at a Iosé when it
Comes to inferpreting the unwrifcten system. As a result, they find it difficult to
accomplish tasks such as registering for classes. The support and familiarity of
the university system comes from family and ofhér network‘ systems. For first-
generation college students, these support. énd. network syétemé aré often non-
- existent. H

Low-income, first-generation college students often have‘feelings of
isolation on campus and in the cdm‘muni‘ty‘. Humboldt Sfate University is
remotely located comparéd tb the other campuseé of the Califqrnia State
University (CSU) system. It is Jocated in Arcata, Caiifornia, which has a
population of 16,400. The local community and-the univers‘fty are

approximately 90% White. Conéequen_tly., the rural isdlatibn is compdunded by
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' .cultural isolation ‘among students of color. When students of color leave homef "
to attend HSU, many embark on their first significant experience in a |

community, in a coliege and in a classroom in which there afe few peop‘le who

share their cultural background. They become isolated not only from their

family and friends, but also from others who can share and affirm their cultdral
identity. The combination of-cognitive and noncognitive factors that
characterize the population of SSS eligible students can result in poor
academic performarice. This is particularly true for stddents who exhibit a
combination of risk factors.

The description of the population from which the study group was
selected is instructive with regard to understanding the context'within which
the study grdup was located. This deseription includes alt SSS eligible
students. In general, they are low-income and first;generation college bednd.,
They need academic remediation, especially in math and Englisn speak a
native language other than English, and are members of an ethnlc minority
group They also have traveled some dlstance from home to attend HSU have
feelings of isolation,‘and are likely to have academic difficulty.

The Stddy population was Charaeteristic of the overall SSS eligible |

“student population, but -they constituted a unique group. T_'he‘ group numbered | )
93 and consisted of only flrst-tlme freshmen who were EOP partIC|pants They |

were also excluswely speC|aIIy admltted and were enrolled for 12 semester
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units or more. They are not a sample but a bounded ,population;

Consequently, no sampling techniq'ue_ .was eﬁmployed;

Methods of Collecting Data -

The NCQ was administered to th‘e_ stUdy populati"ohh by the EQ‘P"stéff, B
counselors during :reqL_Jired académic adviéihg sessions fhel\d: the ﬁ'rs’t six w_eel:<s’ '
of fhe fall senﬁesters of 1995 and 1996. Students returned.th‘e‘ cohplétéd ‘ E
questionnaire in sealed envelopes, and EO,P _counseloré were"unav\"lare of ény
individﬁal student N,onéognitive ‘Quéstionnaire reéults. The student’s S,ocv:‘ial‘ |
security account nurﬁber was listed oh a tear-away sheeét stapied “to the front of
the envelope. The EOP counselors stored sealed results until grades were
‘available via computer on the uhiversity’s banner database system. 'When
semester gr’ades became availaple the EOP counselors accessed grades .usin“g‘ ,
“the stUdent-pro‘vided socialiis‘ec‘urity account hﬁmber on the tear-away sheet7

The semester GPA and the total number of units aﬁemptéd .we,re _then .
recorded on the sealed envelope itself and the student identifier (the social
security account number) was reméved. The grade pbint average earned at
the end of the fall semesters of 1995 and 1996 was used to determ_iyne__g'r.oup :
membership (see Appendixe’s E and F for participant letter and instruction
* form). Students receiving a 2.00 grade point average or better for at Ieast-

12 semester units attempted were placed in the successful EOP éfudeht-grou_p :

and students receiving a less than 2.00 grade point average were pl'aced in
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the unsuccessful EOP student group. Number of semester units cempleted
and semester GPA were collected from the Admissions and 'ReCOrds Office at |
Humboldt State University and are'subjeet to the,c-onfidentialit-y of the Ffeedo_m ,
of Information Act. The NCQ was scored ac.cording‘.to the seoring lkey

developed for the NCQ. The supplementary work sheet aided in tabulating .

scores for analysis (see Appendixes G ‘and‘ H). In addition to scores on the

Noncognitive Questionnaire and university academic data, data were also

collected on (1) gender, (2) age, (3) ethnicity, and (4) parent’'s eccupatieh.

Statistical Methods

For the purposes of this study, there were three separate statistical

“methods employed to analyze the data: (1) discriminant analysis, (2) analysis

of variance and (3) step-wiee multiple regression.

Discriminant Analysis

Discriminant anaiysis is a statistical procedure that,enalyzes‘ several
variables together |n ofder to deterrhinen ‘if‘the combination ef variables can be
ueed to predict predefined group placement of individual cases. Stepwise
discriminant analysis systematically adds variables ipto a regression equation

determining statistical significance using Wilks's lambda and partial F. The ‘

stepwise process finds the variable with the greatest univariate discrimination

among several variables. The procedure then pairs this first variable with the

~ other variables one at a time until the combination that produces the greatest
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disc‘:riminati‘on is found. The pair of variables aré then coupléd with the hext
added variable, one step at a time, unﬁl the next variable adds a significént
contribution to the equation. This continues on until all the iridépendent
variables have béen tested and no further sufficient contribution is made
" (Klecka, 1980). |

Discriminate analysis was apprbpriate for this study sihcé there are two
groups defined: (1) successful EOP students and (2) unsucéess.fu’l EOP
students. IDiscriminate analysis was also appropriate for this study since it
analyzes combir.lation.s of variables at one time and separately to determine
possible group membership. In the stepwise process variagles ére‘ervltered a‘rlld‘
eliminated ffom the equati‘oh based on their ability to make é uhi‘qﬁe
contribution to ‘predicﬁng group membership (Klecka, ‘1980). Discriminate
analysis doeé hot ufilize hypothésis‘te‘sting. Rather, it requires the reséarcher o
to make meaningful d‘eéisic_)ns about thé‘data and to impbse sense on it (Conti,

1993).

- Analysis of Variance

Analysis of variance (ANOVA) is a Statistfcal procedu‘re:that examines
the means of two or more groups simultaheousl,y amon'g one or more variables
or treatments. The statistic tests the variation among méans in order to
determ‘ine‘if diffel"en‘ces can be attributed to factors dther' than .chéhcé. Total \
error variéhce :(vari'afions of individual cases ab<5ut' the grand m'ean,;) can be

algebraically broken down into within-group variation, be_‘tweeri,-gfoUp variation,
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and treatment variation. Var|at|on not accounted for by within- group and
between-group error estimates can be attributed to the treatment ANOVA uses -
the ratio of the sum of between-group error to the sum of within-group error to
calculate an F value that i‘sv used along with‘ the number of degrees‘of. -freedOm
to determine significance (V\ielss & Hassett 1982) The null hypothesns of no ‘ |
statistically significant difference among the means of the eight vanables of the
- NCQ, the variable GPA, and the variable number of units taken by defined
- groups wastested. The alpha level of .05 was set to control fer the zprebabil‘ity
of rejecting a true null hypothesis, thus indicating a difference where hone
exists (Type | error) (Khazanie, 1975). "The probability of committing thie errot
is denoted by the Greek letter alpha and is referred to as the 'Iet/el of
significance of the test" (p. 284). In genetal‘ the following steps were used to
test the hypotheeis:
- 1. The null hypothesis was stated.
2. The level of signifieanCe vtas stated. For the purpose of this study, -the

level was set at the .05 Ievel of confldence The .05 level is adequate for

the control of Type | error (Welss & Hassett 1982)

3. The test statistic was analysis of variance.
4, The statistic was computed.
5. The null hypothesis was retained or rejected depending upon the

calculated F value.
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Stepwise Multiple Regression

Stepwise multiple regression is a proc':edure that systemafically adds
variables into the re’gression eqﬁation determining statistical significance. The -
stepwise process finds the best predictor among several vériébles 'and pairs
the next added variable until a significant multiple correlati'dn is found_.- Th_e pai‘r
- of predictor variables are then coupled with‘the‘ next added variable., one step
at a time, until the next variable adds a significant contribution fo the prediction
equation and so on until all the independent variables have been tested
(Ferguson, 1981). The hypothesis of no statistically significant relati‘pnship
between aﬁy of the eight variables in the NCQ, the vari‘able‘numbér of units-
taken, and GPA by defined groups was tested. The stepwise‘régression
statistic was apprdpriate for this study singe, the research project was
concerned with which of the eight variableé in the NCQ’and the variable
nurhber of units taken provided a éignificant and unique contributioﬁ tb
predicting academic success.‘ | |

In general the following steps were used to test the hypothesis:

1. The null hypothesis was stated.
2. Thé level of significance was set at the .05 l‘evel of cor'\fid‘ence' for a
variable to be included in the regression equation. The .05 level is

adequate for the control of Type ‘I‘ error (Weiés & Haséett, 1 9:82)“.

3. The statistic was computed.
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4, The null hypothesis was retained or rejected depending upon the

calculated R? value.

Instrumentation

The Noncognitive Questionnaire was employed to assess the eight
noncognitive variables previously discussed. The Noncognitive Questionnaire
was developed by Sedlacek and Brooks (1976) and later mOdified ‘by Tracey
and Sedlacek (1984) at the University of Maryland, College Park. The purpose
of developing the questionnaire was to provide an alternate method of
prediéting college success of students in special p‘r_ograms-\ admitted to fhe ‘
University of Maryland (Sedlacek & Brooks, 1976). The Noncognitive
Questionnaire has been used in numerous studies éince its c_levelopment
(Boyer & Sedlacek, 1988; Carsfens, 19;93; Traéey & Sedl-acek‘, 1984, 1985,
1987b; Young & Sowa, 1992). Reliability ‘én‘d validity of the Noncognitive |
Questionnaire have been tested by Tracey and Sedlacek (1 984) and they
report a test-retest reliability coefficients ranging from .70 to .94 and a median
coefficient alpha of .83 (Sedlacek & Adams-Gaston, 1992). Trécey and
Sedlacek (1984) fou‘nd suppo& for construct validity for the NCQ u'sing factor
analysis. [t yieldéd eight factors that cloéely‘ _approximate the dimensi‘éns on
the NCQ. The NCQ items were combined in the eight subscales with alpha
coefficients: (i) Self-Assessment of Motivation (.56), (2) Persevc-;\rance (-82), (3)

Leadership (.66), (4) Academic Self-Concept (.55), (5) Long-Range Academic




" Goals (.58), (6) Community Service (.39), (7) Support of Academic Plans (.57),
and (8) Expected Racial Difficulty (.55).

The Noncognitive Questionn‘eire was a Likert-fermat-scoring device that
asked those faking the questionnaire to score 18"items‘ on a one to five scale "
as to whether they strongly agree, agree, are neutral, disagree, or strongly
disagree. In addition io the 18 .Likert-type items, the Nonce_gnitive | |

| Questionnaire had two multiple choice items on educational aspifations vand'
three open-ended items pertaining to current goals and past'aceemplishmehts.

In this study, in order to aseure reliabiliiy of the oeen-enlded items the
method of triaﬁguiatio_n was employed. Two different raters analyzed the three
open-ended items, and the inter-rater reliability coefficient (i’ierson r Was

calculated at 0.94.
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CHAPTER 3

RESULTS

- Descriptive Statistics

There were a total of 114 EOP first-time fréshman students admitted to |
. Humboldt State University during the fall semesteré of 1995 and 19-96‘. After
eliminating those students who completed less than 12 semester units_,, there
were a total of 93 cases that were used in the analysis. The average age of the
population studied was 19.1 years with a range of 17-47. There were 47 males
and ‘46 females in the population. Studénts of Hispanic (non-Whité origin) were
the most numerous at 39, White students were second with a total of 19, Black -
students were third with a total of 8, Asiaﬁ students had the fourth largest
population with a total of 12, American Indian students numbered 9, and
students who declared other numbered 6. The mean, staﬁdard d‘evi‘ation,“and
range of the eight variables in the NCQ, the variable number of uni'_cs taken,

and the variable GPA for the study population are reported in‘ Table 2.
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Table 2. - Mean, standard deviation, and range of all variables under
consideration for study.

Std.

Variable © ValidN Mean Minimum Maximum Dev.
Age - 93 19.51 17 47 4.31
Grade point average 93 2.80 1.2 4 0.63
Enrolled units 93 ' 1558 12 25 2.88
Self-concept 93 3.32 2 4 0.55 ..
Ethnicity . 93 3.34 2 5 0.70
Self-appraisal 93 3.80 2 5 0.54
Long-range goals 93 2.98 2 4 0.63-
Strong support person 93 4.35 2 5 0.70
Leadership experience 93 = 3.06 1 4 0.67
Community service * 93 312 1 4 0.73
1 3 0.67

Knowledge acquired in field - 93 2.14

The number of units takenwas- collected in order to determine ‘if a
student was full-time (12 units or more) or not. The number of units taken was .
included in the analysis because initial observation of the data suggested that
a possible inverse relationship existed between semester GPA and numt_)er‘of‘ o

units taken.

Discriminant Analysis

In this study drscrlmlnant anaIyS|s was used to determine whlch if any,. .
of the variables used in the NCQ and the vanable number of units taken would
| contrlbute most to identifying and descnbmg Wthh students were successful‘
and which students were unsucoessful Due to a Iarge dlfference in the number

of cases. between the two groups (85 successful students and 8 unsuccessful -




35
students) the analysis was conducted using the top 15% e_f stud‘ents"and the
bottom 15% of students. These groupings were c‘:alcula'ced'j 1ueirrg GPA scores
above and below one standard deviati‘on‘from‘ the mean of .:both groups “
combined. The cutoff point for the top 15% was a GPA o_f 3‘,43 and 'rhe cutoff
point for the bottom 15% was a GPA ef 2.1:7. The.mean GPA for all cases was
2.80 and the standerd der/iafion was 0.63. |

The number of males and females in the study was nearly evenly split

with 47 cases being male (50.5%) and 46 cases being female (49.5%). This

frequency ‘distribution suggested two groups for analysi.s that did not ‘have'a ‘
large disparity of cases betvyeen‘ them. The ethnicity ciéssificétien had six
groupings: Blacks'(8) ‘Whites -(1 9), Asiarﬁs (12)‘ His’panics'(39)' AmeriCan .
Indians (9), and Other (6). While the Hlspanlc group was nearly as Iarge as. aII
the other ethnic groups combined, Klecka (1980) does-nofc suggest that thrs _
type of uneven distribution is a :preblem in analysiS'es ‘Ion‘g as the aSSUmptions .
of multi-colinearity and normal distributions are not significantly viol.ated,.‘ The
pooled within-groupcerrelation'matr'ix of predictor variables Was exemined' ahd
for the groups being tested. V\ﬁthinégroup correlations can ha\r‘e an effect on ‘
multivariate analysis"(Norus‘is 1988)..

Three separate discriminant an‘alyses Were run: (1) NCQ scores on the
eight variables and the variable numbeér of units taken usrng the two groups
top 15% and bottom 15% of GPA, as the grouprng varrable (2) NCQ scores on

the eight varlables and the varlable number of units taken usrng
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gender as the grouping variable, and (3) NCQ scores on the eight varjableé | .
and the variable number ‘o'f units taken uéing‘ efhnicit‘y as the grouping variab_leﬁ

| The stepwise method of discriminant analysis was u(sed “t‘o examine the

groupings described above. The stebwise‘method is used to deferminé Wthh -
* of the eight variables from the NCQ and the variable number of units taken
are most useful in assigning fo which group én‘individual césé Iikely belongl's'.' ‘
Thé V\ﬁlké’s Iémb.da takes into considération bothwithin gl;OUp homogeneity
and between group differénces'._ The Wi|kS.ij Iarﬁ,bda score- Will be betweén :
0 and 1 and low Wilks's Iambda values are inversely reléted tovhigh F values
calculated for ;e,ignificance (Klecka, 1980). The variablés were selected or
removed from the equati‘on based on their VWIkas lambda score. The Stlfucture
matrix contains the coefficients that show the similarity between éach:
individual variable and the total discriminant function and lists the variables that
have'thé stronvgest relationship with the discriminant functiOn (Klecka, 1980, .
p. 31). The variables with the highest coefficients are used in naming the. :
discriminant function and coefficients with a value of .30 and above are
includéd.

Discriminant Analysis with High
GPA and Low GPA

In this study, thé eight variables from the NCQ and the variable number
of units taken were analyzed to determine if théy could be used to discriminate' ”

between sttjdenfs Wit.hr a high GPA and a low GPA. The high GPA group
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contained 14 cases and the low GPA group contained 18 cases for a
combined total of 32 cases. The within-group correlation coefficients are

presented in Table 3.

~ Table 3. Pooled within-groups correlations for high and low GPA groups.

Variable Units Sel-C. Race Self-A. L.R.G. SiS.' Ldrshp C.S. an.»vF.

Units 1.00 -0.02 -0.25 0.09 -0.10 0.05 0.13 - -0.33 ‘0.1‘1

_Self-C. -0.02 1.00 0.37 0.02 0.41 0.14 0.38 036 033
Race -0.26 0.37 1.00 . 0.07 0.11 0.20 0.37 0.37 0.26
Self-A. 0.09 0.02 0.07 1.00 033 -0.10 040 024 0.22
L.R.G. -0.10 0.41 0.11 033 1.00 - 0.08 0.4 025 0.42
SSs. - 005 014 020 010 003 1.00 023 045 045
Ldrshp 0.13 0.38 0.37 040 041 0.23 1.00 0.53 0.50
C.S. 033 036 037 024 025 045 053 1.00 046
Knw. F. 0.11 0.33 0.26 022 042 045 0.50 0.46 1.00
Key

Units Enrolled Units S.S. Strong Support Person
Self-C. Self-Concept Ldrshp Leadership

Race Race C.S. Community Service
Self-A. Self-Appraisal ' Knw. F. Knowledge in Field
L.R.G. Long-Range Goals :

The variable with a Wilks's Iambda low enough to be included in the
analysis was number of units taken (.85). None of the other variables had a
Wilks’s lambda low enough to be included in the analysis. The discriminant

analysis for the high GPA and low GPA groups is summarized in Table 4.
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Table 4. Summary of discriminant analysis for the high and low GPA
' groups. ‘ ‘
Wilks's
Variable Lambda Fvalue plevel =~ R
. Units : - 0.86 - 5.03 0.03 0.00
Self-Concept ' 0.96 1.26 027 0.00
Race - 098 - 0.69 0.41 0.07
Self-Appraisal . 0.99 - - 0.19 - 0.67 0.01
Long-Range Goals - 0.97 0.76 . 0.39 0.01
Strong Support 0.98 0.67 0.42 0.00
Leadership 094 - = 195 0.17 0.02
Community Service 1.00 0.10 0.75 0.11

Knowledge in Field  1.00 _ 1000 0.99 - 0.01

Sténdardized discriminant coefficients were used to determiine which
variables wéré contributing mo‘st“to the discrimination between students witr‘1‘ a
hig“h GPA and students with a ‘Iow‘GPA. 'Thé r.elati\‘./e. imbortéhce of‘“eac‘h
- variable to fhe overall discriminant function can be_defermi‘néd by examining
these standardized‘éoeﬁiqiénts (Klecka, '1‘98“0, p. 29). In this study the variable
number of units taken was the only vériable i‘nc;luded in fhe process of stepwisé
discriminant .analysis. No canonical anaIySis was conducted in the stepwise"
process; hence, no standardized coefficients were oBtained nor were there any
coefficients obtained from the stfdcturé matrix. It is the structure coefficients
that are used to name the discriminant function by expresé_iqg’ the degree df'
relationship between the individual variables under‘ consideration and the
discriminant functidn (p. 31). Variables with a'c':oef‘ficien,t‘ of .30 arid‘ above are -

included in the process of naming the discriminant function.
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- A structure coefficient was not obtained for this ahalysie.:’However, since
the variable number of units taken was the only variable included in the
analysis, this discriminant function was named Class Load. | |

Another method to determine the uisefuliness of the célculated‘_
discriminant fenction is the number of cases in predefined claesifications that
the function accurately predicts. Ih ofder for the function to be useful it muet -
accurately predict the correct group placement at a level 25% greater then |
chance. There were two groups in this analysis and the percent of case's‘that
would be expected by chanc'ealone te be included in the groups was 50%.
Therefore, the discriminént fﬁn'ction Class Load should have a predictive
accuracy of 75% in order for it to be conSIdered useful The proportion of
cases placed correctly |n both categories, high GPA and low GPA, was 69%

(8/14 for the high GPA group and 14/18 for the low GPA group). The percent

_increase beyond chance alone i is 18% ThlS is below the 25% lncrease beyond o

chance required in order for the discriminant function Class Load to be

considered to be useful (see Table 5 for classification matrix).

Table 5. Classification matrix for the high and low GPA groups.

L Percent ~ HighGPA  LowGPA
Group | Correct = p=.50 - .p=.50 -
High GPA 7143 . 10 . .. . - 4

Low GPA .~ s560 8 10
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" Discriminant Analysis with Gender

In this study,l éight variables from the NCQ én'd‘ the yériable number. of -
units taken were analyzed to determine ‘if. they co‘uld be used to discriminate
between geﬁd‘er groupé. The number of males was 4? and the nL‘meer- of .
females was 46 for a combined total of 93 ‘cj:ases. The within-‘group.correlation

coefficients are presentedu in Table 6.

Table 6. Pooled within-groups correlations for gender.

Variable GPA Units SelfC. Race SelfA. LR.G. S.S. Ldrshp C.S. Knw.F.

GPA 100 -0.18 -0.13 0.04 - -0.12 -0.09 -0.14 0.16 0.15 0.06 -
Units ~-0.18 1.00 -0.07 0.03 0.26 0.05 -0.10 -0.02 -0.28 0.06
Seli-C. -0.13 0.07 1.00 042 0.19 027 020 0.23 024 0.12
Race 0.04 003 042 100 0.23 022 022 028 0.21 -0.18

Self-A. 012 026 019 023 1.00 0.22 0.07 0.17 0.09 0.26
L.R.G. 003 005 027 022 0.22 1'.00 0.12 0.26.‘ 010 044

S.S. -0.14 -010 020 0.22 0.07 042 100 020 030 0.18
Ldrshp 0.16 -0.02 023 0.28 0.17 026 020 1.00 049 044
C.s. 0.15 -0.28 0.24 . 0.21 0.09 010 030 049 1.00 0.30

Knw.F. 006 006 012 018 026 044 018 044 030 1.00

GPA Grade Point Average LR.G. Long-Range Goals
Units Enrolled Units S.S. * Strong Support Person
Self-C. . Self-Concept Ldrshp Leadership

Race Race ' .C.S. Commuinity Service

Self-A. Self-Appraisal - ‘ Knw. F. . Knowledge in Field

The variables with a Wilks’s lambda Idw enough to be included in the .
analysis were realistic self-appraisal (.94) and nohtraditional knowledge

acquired in a field (.87). None of the otlﬁer variables had a Wilks’s lambda low .
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enough to be included in the analysis. The discriminant analysis for the male

and female gender groups is summarized in Table 7. .

Table 7. Summary of discriminant analysis for the male and female gender
groups. ‘ '
Wilks’s ,

Variable ‘Lambda ~ F value p level R?
Knowledge in Field - 0.86 - 12.85 - 0.00 - . 007
Self-Appraisal 0.94 - b.62 - 0.02 0.07
GPA '0.98 1.84 0.18 0.02
Units 098 238 - 0.13 0.07
Self-Concept 0.99 0.63 0.43 0.04
Race 1.00 0.34 - 0.56 0.07
Long-Range Goals 0.99 133 - 025 0.21
Strong Support - 089 064 - 042 . 0.03

“Leadership 1.00 - - 038 0.54 ' 0.20

Community Service 0.99 087 035 0.09-

Standard_ized disériminant coéfficients wéré Used to determine whiéh _
variables we‘re‘ contributing most.to fhe di'SCri'mination between male students‘ o
and feméle students. The relative im‘por"vtance. of eéch‘variable to the overall- |
discriminant fun_ction can be détermined ‘by. examining thesé standardized
coefficients (Klecka, 1980, p.29). In this study the variables realistic self-
appraisal and nontraditional knowledge acquired in a field had standardized
discriminant .coc'afficivents of -.65 and .95, resyp'ecfively. These were the only
‘.variablés included in the"proc’ess of stepwise discrifninanf analysis. Table 8
displays standérdized discr‘iminan{\coeﬁicignts for the male and femalé g‘ende.r‘_

groups.
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" Table 8. - Standardized discriminant coefficients for the male and female
gender groups.

 Variable ~ Coefficient.
Knowledge in Field ~ -~ = 095

Self-Appraisal , -0.65

‘S.tru‘cture coefficients" are used to ham.e.thé discriminant fUnctioh by'-
eXprés’sing the degree of relationship between the indivigiual- variébles, under
consideration and fche discriminant functioh (Klecka, 1“980,‘ p. 31). Variables o
with a coefficient of .30 and above are included in the pfocéss of nami_ﬁg the
~ discriminant function. The variables real'isfic self-appraisal and nontraditional
knowledge ach:ired in a field were the only variables included in the analysis
and they had structure coeﬁibiehts of -.40 and .78, respectively.

Based on the structure coefficient values for the variables-réalistic self-
appraisal and nontraditional knowledge acquiredw in a field, the discrirﬁinant |
function was named Cultural Introspection. The name of thfs function
demonstrates‘ that nontraditional knowledge‘ and héving a realistic self- |
appraisal are related to an individual's placément in either ’thé male gender
group or the ferﬁale gender group. Males scored significantly _higher on thé’

- NCQ variable realistic self-appraisal t‘han"did females, 4.0 and 3.7, respectively..
' Ferhales scored significantly higher on the ‘NCQ-- variable- nontraditional

knowledge acquired in a field than did males, 2.4 and 1.9, respecfivelyL ‘
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Another method to determine the usefulness of the calculated
discriminant function is the number of casé's in predéfined classifications that
the function accurateiy predicts. In order for the function to be useful it must
accurately predict the‘correct groupv placement ata Ievel‘25% greater than
| chance.‘ There were two groups in this ‘aﬁalysis and the pércent of cases-tﬁat 4
would be eXpectéd by chance alone t o be inclukde“ti in the groups was 50%.
Thereforé, 'the.'dis_crimin_ant functionj Cultural Ir‘trospeqtion' should have é
' prédictive éccuracy of 75%~in p‘rder for it to “be cohsidere.dﬂuseful. ~ |
The préporti‘on of éasés placed cqrrectly in ‘bo‘t‘h ca‘tégories, mal.e‘ |
gender and femal.‘e gender, wés 68% (36/47 for the male gendér group and |
27/46 for the female gender gfoup). The pérCent ‘increas_e béyond chance‘ '
alone is 18%. This is below the 25% increase beyohd chance required .in order
for the discriminant functioh Class Load to be considered useful. Table 9

displays the classification matrix for the male and female gender groups.

Table 9. Classification matrix for the male and female gender groups.
: _Percent Male : Female
Group ~ Correct p = .50538 p = .49462
Male 76.60 36 11

 Female 58.70 19 o 27

Total - 67.74 . 55 .38
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Discriminant Analysis with Ethnicity

In this study, the eight variables in the NCQ and the variable number of
units taken were analyzed to determine if they could be used to discrirninate B
among the ethnic groups. The number of cases in each ethnic‘group was
Blacks (8), Whites (19), Asian (12), Hispanic (39), American Indian ‘(9),,.and
Other (8).

No variable had a Wilks's lambda low enough to qualify for inclusion in
the analysis; consequently, none were selected and none were eliminated. This

line of inquiry was abandoned.

Analysis of Variance

In this study, the eight variables from the NCQ and the variable number
of units taken were used to determine if the two .groups, nigh GPA andiow |
GPA, differed significantly from one another on anyofthe eight NCQ variables
or on the variab‘le nurnber of units taken. In addition, the eight variables from
the NCQ, the variable number of units taken and the variable GPA 'were
analyzed to determine if significant differencesoccurred with regard to g‘end‘er ;.
and with regard to ethnicity. |

Three separate analysis of variance tests weére run: \('1 ) iNCQ scores on
the eight variables and the variable number of units taken using the two 7

groups, highand low GPA, as the grouping Tvariable, (2)' NCQ :
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scores on the eight variables, the variable number of units taken and the
-variable GPA using gender as the grouping variable, and (3) NCQ scores on
the eight variables, the variable number of units taken and the.variable GPA
using ethnicity as the grouping variable. |
A one-way analysis of l‘\/ariance'llvas conducted to analyze the groupings
described above. The one-way \anals‘lsis of variance compares the mean scores‘ .

between/among groups on selected varlables in order to determine if a"

: srgnlfrcant dlﬁerence occurs The F value is calculated usrng within- group error .

and between-group error. The varlables are. determrned to be srgnlfrcant or not
- based on their calculated F value, the degrees of freedom and the alpha level
~ set (Steel & Torrie, 1960). .

Analysis of Variance with High GPA
and Low GPA"

In this study, the erght variables from the NCQ and the variable number
of units taken were analyzed to determlne if they dlffered from one another
between students in the high GPA group and students in the low GPA group.
The high GlDA group contained 14 cases and the low GPA group contained 18
cases for a combined total of 32 cases. |

The variable that had an F ratio high enough to be significant was“
number of units taken (F=7.01). High GPA and low GPA‘groups differed

significantly from one another \lvith mean number of units taken,' 14 and 17, |
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- respectively. See Table 10 for analysis of variance of all variables under

consideration for the high and low GPA groups.

Table 10.  Analysis of variance for all variables under consideration for the’
high and low GPA groups. '

. SS d MS SS df Ms
Variable . Effect - Effect Effect Ermor Error Errorr F P

Units- 4479 4479 26720 30 891 503 003
Self-Concept | 0.42 042 - 880 30 029 142 024
Race 0.72 072 1016 30 034 212 0.16
Self-Appraisal 0.1 011  7.36 30 0.25 046 0.51

1

1

1

1
Long-Range Goals 020 1 020 11.30 30 0.38 053 0.47
Strong Support Person 061 1 061 1761 30 059 1.04 032
1
1
1

Leadership 0.57 057 1130 30 038 152 0.23
Community Service 0.13 013 2387 30 080 016 0.69
Knowledge in Field 0.02 0.02 1294 30 043 0.06 0.81

‘Analysis of Variance with Gender

" In this study, the eight variables from the NCQ, the variable number of
uﬁits taken and the vari_'able GPA were énalyzed to determine if 'they differed’
_from one another between the male gehdér ,groub and the ‘feméle gender
group. The number of males was 47 and the number of females was 46 for a
combined total of 93 cases.
The variable with an F value high enough to be significéntwas

nontraditional ‘knowledge acquired in a field (F=9.6). Males and females

" differed from one another significantly with mean NCQ score for nontraditional

knowledge acquiréd in a field of 1.9 and 2.4, respectively. See Table 11 for

{
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analysis of variance on all variables under consideration for male and female

gender groups.

Table 11.  Analysis of variance on all variables under consideration for male
and female gender groups. -

SSs df MS SS df MS

Variable Effect Effect Effect Error Error Error F P
GPA 0.34 1 034 3578 91 039 088 035
Units 11.42 1 1142 73523 91 828 138 024
Self-Concept 0.20 1 020 2812 91 031 0.65 042
Race R 014 1 014 4485 91 049 029 059
Self-Appraisal - 0.72 1 072 2579 91 0.29 255 O.11 '
Long-Range Goals 0.00 1 000 3596 91 040 000 098
1
1
1
1

Strong Support Person - 0.94 094 4435 91 049 1.93 0.7
Leadership o 0.18 018 " 4144 91 046 039 053
Community Service 1.85 1.85 4785 91 053 352 0.64
Knowledge in Field 3.94 394 3724 91 041 9.63 0.00

Analysis of Variance with Ethnfcitv

Th e ‘eight variables from thé NCd, t‘he 'vari'able number- of units taken,'_
and the variable GPA were analyzed to ‘d'etermi'ne if they differe‘d from.one
ancther among ethnic groups. The num_b_er of cases in each ethnic group was
. (1) Blacks 8, (25 Whites 19, (3) Asian 12, (4) Hispanic 39, ‘(5:)',American Indian
9, and (6) other 6. The variable with an Evalue-large eri_ough to be significant
was GPA (F=2.86). See Table 12 for analysis of variance 6n all variables under

consideration for ethnicity.
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Table 12. Analysns of variance on all vanables under consideration for
‘ ethnicity.

- SS df MS SS df MS
7 Variable Effect Effect Effect Ermor Error Errorr F P
GPA ‘ 0.51

5 1.02 3102 87 036 286 002
-~ Units | 3349 5 670 731.15 87 840 080 055
Self-Concept . 247 5 049 2585 87 030 166 0.15
Race 875 5 075 4124 87 047 158 017
Self-Appraisal 1.7 5 035 2477 87 028 123 0.30
Long-Range Goals - 169- 5 034 34.26 87 0.39 086 0.51
Strong Support Person . 260 5 052 4269 87 049 1.06 039
Leadership 143 5 029 4019 87. 046 062 0.69
Community Service -~ 416 5 083 4554 87 052 159 017
5 040 3918 87 045 089 049

Knowledge in Field 2.00

Stepwise Multiple Regression

Stébwisga multiple regression was used fo determine which, if any, of the -
variables used i‘n the Noncognitive Questionnaire and the variable number of
units taken contributed most to identifying and describihg which students were
successful and which students Wére unsuccessful by ‘assessing whethér or not
a ‘rélationship existed between any of the variables mentioned and first
semester GPA. In addition, stépwise multiple fegression was conducted to
determiﬁe if sigr‘lificant‘ a relz‘atio‘nship exists between the variablesgender and
ethniéity and first semester GPA. -

Stepwnse multlple regressnon is a procedure that systematically adds

| variables mto the regressnon equation determlnlng statistical significance. The
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stepwise ‘p'ro;:ess, finds fhe ‘bgst predi'étqr among several variébles and pairs |
the next added Va'riabl‘e until évsig.ni‘ficant multiple céfrelation is found. The pair -
of predictor variables are then coupled' with the next added varia‘b‘le,‘ one step
at a time, until the next variable adds a significant contribution to the predictio'n'
equation and so on until all the independent variables have been tested
(Ferguson, 1981). |

The hypothesis of no statistically significént relationship between any of
the eigjht variables in the NCQ, the variable number of units taken and GPA |
was tested. In addition, the variables gender and ethnicity were also tested tc_)‘
determine if a statistically sig.niﬁcant relatior"\ship‘ existed between either of |
these variables and first semester GPA. 'The aipha level forv‘e.ntry_into the |
regression equaﬁ.bn W'a"s .05 and for remo\(al it was 1.0. The stépwisé
regression statistic is appropriate for this study Sinbe the research project is
concerned with which of the eight vvariable:s in the “NCQ.and‘ the variable
number of units provides a significaht‘and‘ qn‘ique COntribution to predicting -
acaderhic success. | c |

Stepwise Multiple Regression with First
Semester GPA as the Dependent Variable

The eight variables from the NCQ and the variable number of units
taken were used to determine if there was a significant relationship between
any of these variables and first semester ‘GPA. The number of cases in each ’

variable was 93.
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None of the variables received a coefficient high enough to be included
in a regression equation. Consequently, no variables were added and none
were removed. This line of inquiry was abandoned.

Stepwise Multiple Regression with First

Semester GPA .as the Dependent
Variable bv Gender :

The eight variables frdm -the NCQ and: the variabie number of. units
taken were used to determine if there was a srgnificant relationship between |
any of these variables and first semester GPA by gender The number of males
was 47 and the number of females was 46. . .

‘None of the variables received a coefficient high .enough to be included |
in a regression equation. Consequently, no variables were added and none

were removed. This line of inquiry was abandoned.

Stepwise Multiple Regression with First
Semester GPA as the Dependent
Variable by Ethnicity

The eight variables from the NCQ and the variable number of units
taken were used to determine if there was a significant relationship between
any of these variables and first semester GPA by ethnicity. The number of
cases in each ethhic group was (i) Biacks 8, (2) Whites 19, (3) Asian 12,

(4) Hispanic 39, (5) American Indian 9, and (6) other 6.
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None of the variables 'reCeived a coefficient high enough to be included
in a regression ecjuation. Consequén'tly,4‘no variables. were added- and none

were removed. This line of ihqu’iry was abandoned.
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CHAPTER 4
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS:

- Summary of the Study

Access to higher education is one of the cornerstones in empowering
individuals and in building self-sufficient communities. Such access hgs been
limited in colleges and universities that have more applicants than they can
accommodate, thus m'aking access competitive. Competition for entry into
selective colleges and universities has resulted in the development and
implementation of screening processes that often include screehing protoc¢ls
that have been found to unfairly block access for individuals frbm
underrepfesenfced minority groups. Included in such screening protocols is the - |
‘assessment of standard cognitive measures such as high sch,ooi‘ -GPA\and |
SAT/ACT scores. These measures are culturally biased and their Use as |
screening mechanisms may result ih qualified members of underrepresented
o minority groups being ‘excluded from admission to‘sglectiVe. ';:ollegés and’
universities. Attempts Have been fnéde in the last few‘decad‘és to correct thié-f
inequity by developiri'g‘ pfograms or institufcing ‘po,lic':ies that provi‘de acce‘s‘s.‘

The number of mindfities who are entering_‘c'ollége‘ hés 'increase'd”\ in_'

recent 'yéars, largely dUe‘to.affirn'-lative‘, action efforts on the part of institutio_ns. ‘
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to provide access through ‘special‘ programs such as talent search and EOP.
Recently the Governor of Callfornla the University of Callfornla Regents and’
the general public through the passage of Proposmon 209 (The Callfornla C|V|l N
Rights Initiative) have initiated efforts to outlaw programs that may be gender
or race .specific. It has been predicted, if such efforts prevail, that' the n‘umber
of underrepresented minorities in the state’s University of California and - |
California State University systems will become virtually nOnexistent.

EOP is a program that would likely be exempt‘ from such efforts in that it
is not a race or gender specific program.‘ Rather, the focus is on,-firs't- i
generation college students Who do not meet regular admission standards and
who also meet federal poverty guidelines. It is logical that should EOP survive
etforts to eliminate gender and race specific projects it will .bear the br_unt_ ot |
attempting to provide access opportunities .to 'underrepresented 'minority. |
groups. While EOP is not a gender or race specific program the bulk of its
student population comes from such underrepresented mlnorlty groups For
this reason, it is appropnate that EOP and similar programs develop strategles
processes, and mechanisms to provide intervention and to limit thelr use _of
standard cognitive variables in their assessment, of und‘errepres'ented minorities |
in their admissions process | | | | | | ’_

This study has yielded limited f|nd|ngs that may be useful to EOP and to

snmllar programs that have the respon3|b|l|ty of appropnately assessmg the
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potential success of underrepresénted ethnic minority gr_dups for admission

purposes.

Discriminant Analysis

Comparing the high GPA and_‘the low GPA groups, 'diécriminant analysis
revealed a significant difference between the tWo groups with regard to the‘
variable number of units taken. The high GPA group had taken a significantly
fewer number of units (14) than did the low GPA group (17). The discriminant
coeﬁiciéﬁt was high enough to name the discriminant funétion Class Load.‘
However, the proportion of individual cases classified correétly was not high |
enough for this function to be useful. | |

Realistic self-appraisal and nontraditional knoWIeage acquired in a.fie‘l‘d‘ _
were the two variables that were significant when using discriminant‘anélysis to
compare males and females in the study. Women had a higher score on
nontraditional knowledge acquired in a field, and men had a higher score 'on' o
realistic self-appraisal. This diécriminént function was named Cultural
Introspeétion. Even thougH there were high standafdizéd discriminant
coefficients associated, the predictibn rate was too low. Consequently, this
function was also not useable.

Using discriminant analysis to compare t‘he ethnic grdups revealed ho
significant.diﬁerenqes With regard to any of the variables co’n"sidered.‘ No |

variable received a Wilks’s lambda low enough to bevincludéd in the analysis.
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Discriminant analysis was not useful in distinguishing among the various ethnic

groups in this study.

Analysis of Variance

Comparing the high GPA and the low GPA group's, analysis'of variance
revealed a significant difference with regard to the number of dnits'taken. The
high GPA group had taken a significantly‘ fewer nUrnber of dnits (i 4‘) than did
the low GPA group (17). None of the other variables reCeil/ed a‘hi'gh enough F
value to be included in the analysis. | | | .

Analysis of variance revealed a significant difference with regard o
males and females in this study. Females scored sugnlficantly higher than

males on nontraditional knowledge acqu1red ina field

Comparing the ethnic groups, analysis of variance revealed a significant o o

difference with regard to GPA. None of the other variables received a high

enough F value to be included in the analysis.

Stepwise Multiple Regression

None of the -variables ‘unde’r consideration in any of the defined .
categories scored high enough to be |ncluded in the stepWIse multiple -
regression formula. No vanables were entered into the stepwnse process and

none were removed.
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Conclusions

The Noncognitive Questionnaire failed to produce any significant results -
with regard to the examination of the eight variables as directly related to
academic performance. None of the variables under consideration were
significantly associated with academically successful orunsuccessfui stud'ent
groupings, nor was there a significant linear relationship detected between the
eight variables and first semester GPA.

Discriminant analysis and stepwise multiple regression were not useful?
in helping to predict future student success or in helping to describe the study-‘
population utilizing the variables described in the Noncog'nitive Questionnaire. |
However, analysis of variance demonstrated significant differences between
high and low GPA groups with regard to number of units taken, between
males and females with regard to nontraditional knowledge acquired in the
field, and among ethnic groups with regard to GPA. |

‘AnaIySis of variance found none of the means of the eight variables
defined in the NCQ to be significantly different when comparing the high GPA
group to the low GPA group. ANOVA, however, was useful in describing |
| differences in one important variable, number of units taken. In terms of
academic success‘ anaiysis of varianCe demonstrated a Si‘gnificant inverse
relationship between the number of credit units taken and academic success
as defined by high versus low GPA groupings It was clear that EOP students

“inthis study who took f'ewer credlt hours performed‘ significantly be_tter
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academically than did students who tbok more credit hours. In fact, Whife EOP
students took the least number of units and had the highest GPA while Black
EOP students took the most units and had the lowest GPA. The evidence
suggests that some students are Ioading up on course work and it is affecting
their GPA. |
In addition, analysis of variance determined significant differences on

one NCQ variable that identifies differences between men and women and
assists in further describing the study pop.ulati‘on. Women.scofed significantly
higher than men on nohtraditional knowledge acquired in a field. The definition
of nontraditional khowledge used in the NCQ is ‘knowledge_gained from non-
academic endeavors. What constitutes such non-academic ende_avors is
subjective but centers largely around -cdltural activities. It appears that this
could be important academically as involvement in cultural activities requirés :
focus, concentration, dedication, and a willingness to learn from others,
especially in a collaborative env_ironme‘rit..A high score on this variable could
logically translate to better grades, as many of the.skills-hecesééry to ‘learn‘
nontraditional knowledge are also required to learn traditional academic
subject matter. |

| Stepwise multiple regresSion was ‘employed té determine if a linear
relationship existed between any of the variables under consideration and first
semester GPA. The results of this test lead one to conclude tﬁat none of the

variables under consideration are related to academic success as measured
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by first semester GPA. Howévér; the researcher_‘avisf heéitént to draw such a
decisive conclusiorf. Such a conclusion flies in the face of ihe intuitive Ic')gic‘
that noncognitive factors such as realistic self-appraisal, leadership experience,
and availability of a strong support person are important to a successful
academic-career.

The Noncognitive Questionnairé as an instrument to assés_s the
diﬁerences between successful and unsuccessful EOP students was
'inadequate.- Either the instrumeht failed to include significan"c variables or it
-Iacks the prec_ision ne‘cessary.to prop.erly asseSs thesé variables with. thié study
| populatfon. "I'.he only \(ariablé that was significaht inits ‘ébi‘lity'to,dis.criminate
between the successful aﬁd unsuccessful groups wa s thefva‘riable number of
units taken, and fhis vafiable was not‘ a part of the Nqncognitive Questionnaire.
The goal of using the NCQ to more appropriately demonstrate the ‘potential‘ of
EOP stﬁdents to be academically successful as measured by first semester
GPA was not met. The study resuits do not allow cfeaﬁon of a model for
assessment that clearly shdws a positive rela_tionsh‘i'p ‘bétween",certain _

noncognitive variables and academic success.

Recommendations

The Equal Opportunity Program

The Equal Opportunity Program,.EOP‘, was one of several programs that

~ was initiated by the legislature of the State of California to deal with,
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underrepresentation of lower socioeconomic level students, who are
predominantly ethnic minorities (see Appendix A). This prbgram has been very

successful in the past, exceeding Humboldt State) University’s overall retention

and graduation rates. In this study of 93 EOP students who had completed the

Noncognitive Questionnaire and who were full-time, only eight “had a ﬁrst
semester GPA below 2.00. The initial screening 6f applicants is a rig-ordus.
process that ihcludes noncognifive, subject’ivé criteria and judgment calls. The
success of the process is evident by the reéults shown in thfs sfudy With two

years of data that demonstrate 91% of full-time EOP students completing their

- first semester with at least a 2.00 GPA. The Noncognitive Questionnaire will not

be of any assistance to EOP in providing an assessment model that is
reasonably accurate in predicting academic success and that does not rely on-
standard cognitive variables.

First, it is recommended that EOP investigate other possible

noncognitive instruments to determine if they are useful. It is also reasonable

for EOP to develop its own mbdel, assess its reliability and validity, and norm it
on the unique population they serve. o

Second, it is recommended that EOP -counseloré’ seriously considér not".
alIowiﬁg at risk students to enrdll for more than 14 units dﬁfihg t_heif first: ]
semester at HSU. While the nature of the courses selécted was not jbarf df.. the
evaluation in tefmé of examining the number of Qnité taken, it gis also‘- | |

recommended that EOP counselors scrutinize and adjust course selections
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such that these students will have a reasonably challenging‘ yet successful first~
semester. |

Third, it is recommended to EOP that they investigate the idea of
providing activities to those students (particularly fnales) who‘ lag behind in
terms of acquired nontraditional knoWIedge. Projects could take innumerable

forms as long as they were easy-going, collaborative, and developed skills

such as ‘concentration, focus, and follow-thrbug‘h. One such p‘rdjecr"could bea o

‘ Communit‘y‘:garden. Selected students could be more i‘n\_/ol'vedwat rdiﬁerent'
stages of the developr‘nen:t‘of the garden; Ultimately, these students WOuld _ |
harvest the gardeh, process the food, and/or create meals to be deli‘vered‘ to
elders in the corﬁmunity. ) |

Fo‘urtﬁ‘, it is recommended that EOP eontinue to provide the SUpport
services :and the personnel that provide that su,ppertive element that may be
missing from these first-generation cellege students’ aeademi'c Iives.‘lt is ‘also'
recommended fhat EOP initiate efforts campee-wide to provide an overall
‘inetitutional supportive environment for the diverse ethnic groups that make up
their student pop.ulation. |

Lastly, \it‘is réCommehded, to EOP that they consider using student
portfolios-- end persehel interviews in their assessment procees. ‘The
‘ no_ncognitiVe variables that intuitively ere reléfed to academic success are not

adequately being-'asfsessed' using conventional and historic instruments. Itis
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possible that portfolios and oersonai interviews will access such complex -

phenomena.

Further Research

First, future research should employ and evaluate instruments other than
the Noncognitive Questionnaire for their reliability and i/alidity. Such
instruments should examine more precisely the variables associated with the
Noncognitive Questionnaire. In addition, such instruments should also examine
other noncognitive variables suCh as motivation, drive, and determination.

Second, future research should include persistence and graduation as
outcome variables. Students Who enter th.e University as first-generation college
students are often interested in obtai‘ning ah. educatiOn in order to be helpful in .
their communities as agents for positi\)e social- chan.ge. Persistence and |
graduation of these students are invaluable if they are to assist their
communities to become mdre seI_f-empow'ering.' R'esearch should examine not
only individual personal Characteristics but also institutional characteristics that
assist or act as a hindrance to persistenceand graduation. |

Third, future research should examine the implications of positive
persistence on the variables examined. It is likely that a I0ngitudinal analysis
will expose significant shifts in the usefulness'of certain \rariables to
programmatic needs. In addition; new variabies may arise, as time passes,

which become critical to evaluating persistence and graduation.
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‘ FoUrth, futuré research shoulq exarriiri,e other‘_cogn'itive;variabl‘es such as
- English language ability (verbal and written), abstraci thinking capabilities, or '
various aptitudes (appropriately evaluated). Early evaluation and ihterverition
could prove very beneficial should such variables be shown to have predictive '
validity. |
'F_ifth, future research sho‘uld examine ahy such ins’trunﬁ‘ents éci’oss -
academic disciplines. They should be strétified"by 'vari_ou's Vpossible B
" -combinations of factors including ethnicity, -gender,‘socioec':o‘nOmic status, and .
adinission statlis. Various disciplines differ in approaches such as perde‘ived-
academic rigor“,‘ émou_nt of creétive.activity, amount of grbup activity, and
amount 'of field/lab work involved. These factors could have s‘ignifi‘cant
influence on the outcoriies of any test employeci to evaluate both cdgnitive and
noncognitive variables with regard to admission, persistence, and graduation.
Last, future research should focus on i‘ntemal, external, and éxtra-
coIIegiéte factors by comparing results not only ai predominantly White -
institutions, but aiso‘at minority institutions, such as the historically Biack
colleges and‘ universitiest and the tribally controlled colleges. It co_UId be very
instructive to examine ahy possiblé‘ differénées in‘admissions, persistence, |
| graduation-,‘ and career pIacemeht/deveIopment acréss these two types of

.institthions in comparison to predominantly White institutions:
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November 24-25, 1 96-9

AMENDED IN ASSEMBLY. JULY 30, 1969
AMENDED IN SENATE JULY 18, 1969
AMENDED IN SENATE MAY 29, 1969
AMENDED IN SENATE MAY 15, 1969

SENATE BILL S : No. 1072

Introduced by 8enator Harimer

April 8, 1969

BEFERRED TO COMMITTEE ON EDUOCATION

An act to add Chapier 3.4 (commencing with Section 31226) :
to Division 22 of the Education Code, relating to the Staie
College Educational Opportunity Program, . .

The people of the State of Californic do enact as follows:

Seotion 1. - Chapter 3.4 (commencing with Section 31226)
is added to Division 22 of the Education Code, to read: ‘

CHAPTER 8.4. STATE COLLEGE EDUCATIONAL
OPPORTUNITY PROGRAM

31226. There is a state student assistance program which
shall be kmown as the State College Educational Opportunity
Program. It shall be the purpose of the program to provide

OW=-3IN D O =

LEGISLATIVE COUNSEL'S DIGEST )
SB 1072, as amended, Harmer (Ed.). College Educational Oppor-
tunity Program. - , . ‘ -

Adds Ch. 3.4 (commencing with Sec. 31226), Div. 22, Ed.C. ,
Creates State College Educational Opportunity Program providing
grants and, where appropriate, educational assistance for students who -

are economically disadvantaged, but who display potential for success

in accredited curricula offered by California State Colleges. Requires

. Trustees of the California State Colleges to determine eligibility for
grants, to be granted and renewed according to ‘standards set by
Trustees of California State Colleges. Authorizes Trustees of the Cali-
fornia State Colleges to select students from those nominated by each
high school in the state, the Veterans’ Administration, and state agen-
cies authorized to nominate candidates for participation in such pro- -
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Item 1

November 24-25, 1969

BB 1072 —2—

grants and, where appropriate, educational assistance for un-
dergrndunte study at California State Colleges to students
who are economically disadvantaged, but who display poten-
tial for success in aceredited currncula. oftered by the Califor-
nia State Colleges.

For the purposes of this. chdptvr ‘“trustees’’ ‘means the
Trustees of the California State Colleges. :

31226.1. State College Educatiopal Opportunity Program
grants shall be awarded to graduates of high schools who are
residents of this state, to veterans of "the armed foreces who
are residents of this state, and to nominecs of state agencies
authorized by the trustees to nominate candidates who are
residents of this state for participation in programs authorized
by this chapter. The trustees shall determine eligibility for
grants awarded pursuant to this chypter. Sueh grants may be
granfed and renewed according to standards set by the trustees
until the student has received a baccalaurcate degree or has
completed four academic years, whichever occurs first. In spe-
cial circumstances, such as illness or military service, or family
hardship, the trustees may renew the grant beyond the fourth
year of study, provided the student has not received a bacca-
laureate degree. When the recipient is an enrollee in a special
educational opportunity program approved by the trustees, for
the purposes of this chapter, the state college sponsoring the
program shall recelve from the trustees reimbursement of up
10 ======== doHers B=————===7) sizty dollars (360) per month
per caorollee up to 12 months support.

31226.2. Grants shall be provided for students who display
potential for success in aceredited curricula offered by the
California State Colleges, but lack the necessary funds to pay
for tuition, books, and room and board, provided such students
meet the standards of the state college which they are attend-
ing or the requirements for the specml admissions program
established by the trustees.

31226.3. Grants awarded pursuant to this chapter shall be
in an amount sufficient to pay the costs of a student, during
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grams, but requires such students to meet standards of the state college
which they are attending or the requirement for the special admissions
program established by the trustees. Requires trustees to keep records

" of academic progress of students under program.

Provides for special educational opportunity programs end for speci-
fied reimbursement from trustees to state college sponsoring such pro-
gram . Provides no student shall receive grant in excess of $700.per
academic year under this program.

Prohibits state funds appropriated. for purposes of competitive
ocholarship program from being used for State College Educational
Opportunity Program.

Requires all funds appropriated pursuant to Item 116.5 of Budget
Act of 1969 to be used for purposes of program. :
Vote—Majority ; Appropriation—No; Sen. Fin.—Yes; W. & M.—

Yes.
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his course of study, for tuition, books, and room and board

in accordance with his needs as shall be determined by the:

trustees. No student shall be awarded a grant in excess of
———— delars {p===—=—===) scven hundred dollars ($700)
per academic year. ‘ ‘

31226.4. Each high school in this state shall nominate to
the trustees students it deems deserving of the grants made
available under this chapter. The trustees shall compile a list
of students so nominated from which it may sclect students
for grants in accordance with standards set by the trustees
pursuant to this ehapter. The Veterans Administration and
state agencies authorized to nominate candidates for participa-
tion in programs authorized by this chapter may nominate
such other candidates to the trustees whom they deem eligible
for such grants.

31996.5. ‘Records of the academic progress of each student
attending college under a grant shall be kept by the trustees
in order that the program created by this chapter may be
evaluated. ‘ - ‘

31226.6. Each state college may submit plans for a special
educational opportunity program for approval by the trustees.
Each program qualifying shall be authorized a program di-
rector and may be authorized such special qualified counselors

“and advisors and such related operating and eguipment sup-

port as is appropriate.

31996.7. This chapter shall be known as the State College
Educational Opportunity Act. ‘

Sec. 2. Any existing state funds appropriated by the Leg-
islature for expenditure for scholarships pursuant to Chapter
3 (commencing with Section 31201) of Division 22 of the Ed-
ucation Code’ shall not be available for state college educa-
tional opportunity grants authorized by this act.

Sec. 3. All funds appropriated pursuant to Item 116.5 of

the Budmet Act of 1969 shall be expended pursuant to the

_provisions of Chapter 3.4 (commencing with Section 31226)
of Division 22 of the Education Code.
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Revised Screening Criteria

. -Economic Disadvantage (0-3 points)
Current low income (meets current SS income guidelines)
Historical low income (consider parents’ income and occupation)
Family situation' (difficult home situation, size of family, etc.) -

ll.  Subjective (0-3 points) (from letters of recommendation and autoblographlcal
~ statement)
Motivation (student seems. motlvated to attend college)
Experience/maturity (student’s autoblography and Ietters of recommendatlon
work experience, etc)
Self-perception (student has realistic appralsal of strengths and weaknesses)
- Perceptions of others ‘

. Academlc Support Needs (0 -6 pomts) :
| ACT/SAT below 22 ACT, below 500 SAT V/M (HSU av ACT = 22, ‘SAT =
538V/528M)
GPA 2.0-3.0 (HSU av entering GPA = 3.19)
Second-language or non-standard dialect
'College prep courses (missing one or more required subjects)
Self-assessment (student feels some need for academic support)
School attended: Poole school (60% or more non-White), inner-city, rural
‘Basis of admission ‘ o
Class level - FTF

IV. Non-academic Support Needs (0-6 points)
First generation
Undeclared or uncertain major
Bilingual or non-English home
Cultural isolation
Rural isolation :
Encouragement toward higher education (student not counseled toward

college) ‘ .
. Student qualified for services based on: (italics for categories not frequently used)

O1= hs GPA o 07= college GPA |
02= SAT verbal . 08= GED
03= SAT math 09= failing grades
04= ACT _ E 10= "reentry (5 yrs from last
05= variety of academic factors . attendance)

including GPA, test scores, high 11= multiple

school prep, etc. - _ 12= other

06= diagnostic tests
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\ Humboldr State Universicy

" California State University, Chico
Sonoma State University
/ California Maririme Academy
Aﬂlforma State Universiy, Sacramcnto '
San Francisco State Universicy
°\ California State Umvcrsxry, Hayward
San Jose State University ‘
‘ \Cahforma State University, Stanislaus
California State University, Monterey Bay
o—————— California State University, Fresno

/ California Polytechnic State University, San Luis Obxspo
California State University, Bakersfield ,

California State University, Norchridge

/ . California State University, Los Angeles
- California State Universicy, Dominguez Hills
/ California State Polytechnic University, Pomona
°/ California State University, San Bernardino

o\ . .
\ California State University, Fullerron
. California State Universicy, Long Beach

f% Office of the Chancellor, Long Beach .

California State University, San Marcos
San Diego State University

‘The California State University
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QUESTIONNAIRE It .
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Russell Boham

Survey No.

Humboldt State University
Arcata, CA 95521

~ Non-Cognitive Adn’iissions Questionnaire II*

Please fill in the blank or circle the 'appropriate? answers, |

1. Your gender is

. 1. Male
2. Female .
2. Yourageis __ years
5. Your race is:
1. Black (African-American)
2. White (not of Hispanic origin)
3. Asian (Pacific Islander)
4. Hispanic (Latin American)
5. American Indian (Alaskan Natlve)‘
6. Other
6. How much education do you expect
to get during your lifetime?
1. College, but less than bachelor s
. degree :
2. B.A. or equivalent
8. 1 or 2 years of graduate or -
professional study (master’s
degree)
4. Doctoral degree such as M. D
Ph.D., etc.
7. Please list three goals that you have
for yourself right now:
1. -
2.
3.

3. Your father's occupation:

4. Your mother's occupation:

8. About 50% of university students
typically leave before receiving a
degree. If this should happen to
you, which of the following would be
the reason:

1. Absolutely certaln that | will
obtain a degree -
2. To accept a good job
To enter military service
‘It would cost more than my
family could afford
Marriage
Disinterest in study
. Lack of academic ability
Insufficient readlng or study Skl"S
Other -

»®

©ENOO

. . Please list three things that you are

9
proud of having done:
1. ‘ '
2.
3.

*See Tracey, T. J., & Sedlacek, W. E. (1984). NonqbgnitiVe variables in predicting academic
success by race. Measurement and Evaluation in Counseling and Development, 16, 171-178,

for validity and reliability data.
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Please indicate the extent to which you agree or diSagree with each of the

following items. Respond to the statements.below with your feelings at present or
with your expectations of how things will be. Whlte the number that corresponds to

your answer to the: Ieft of each item.

1

2 f 3. N T - b

Agree ~ Neutral . Disagree

Strongly Agree

10.

Il_-IHI'H'I I 1 I

26.
27.

N

11.
12.
13.
14.

1.

16.
17.
18.
19.
20.
21.
22,

23.
24.
25.

_StrOneg. Disagree

The University should use lts influence to |mprove social conditions |n the

state.

it should not be very hard to get a B (3.0) average at HSU.

| get easily discouraged when | try to do something and it doesn’t work.

| am sometimes looked up to by others.’

If | run into problems concerning school, | have someone who would listen
to me and help me.

There is no use doing things for people, you onIy find that you getin it in
the neck in the long run.

In groups where | am comfortable, | am often looked to as a leader.

| expect to have a harder time than most students at HSU.

Once | start something, | finish it.

When | believe strongly in something, | act on it.

| am as skilled academically as the average applicant to HSU

| expect | will encounter racism at HSU

People can pretty easily change me even though | thought my mlnd was
already made up on the subject. -

My friends and relatives don't feel | should go to college.

My family has always wanted me to go to- college.

If course tutoring is made available on campus at no cost, I would attend
regularly.

| want a chance to prove myself academlcally ‘

My high school grades don't really reflect what | can do.

8. Please list offices held and/or groups belonged to in high school orin your
community.

29, Indicate your class level Fr., Soph Jr or Sr by circling the appropriate

abbreviation.
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To the student partncnpant
(If you are under 18 do not f||| out this survey)

| am conducting a research project that should help us to identify one
or more non-academic factors that will be helpful in identifying what sorts of
things make students successful. Your. assistance in filling out the attached
short questionnaire will give us one more tool to help students in their
academic pursuits. Your Fall term GPA will be collected in order to correlate
- non-academic factors identified in the survey and academic success as
defined by GPA. Your participation in this project is entirely voluntary. This
should take approximately 10-15 minutes. The results of this survey will be
reported by statistical sets and no individuals will be identified.

Thank you,

Russell Boham, Director -
Indian Natural Resource,
Science, & Englneerlng Program (INRSEP)
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PAR'TICIPA‘NT INSTRUCTION FORM
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Student Participant

Please slip the completed questlonnalre in the envelope, seal the
envelope, and write your Social Security Number on this sheet. Once your Fall
term GPA has been collected and recorded on the envelope this sheet will be
discarded and no one will be able to posmvely ldentlfy your GPA or the results
of this survey with you Thank you

Participant S.S.# - -
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APPENDIX G

:SCORING KEY FOR NCQ
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COUNSELING CENTER
UNIVERSITY OF MARYLAND
COLLEGE PARK, MARYLAND 20742
SCORING KEY FOR SUPPLEMENTARY ADMISSIONS QUESTIONNAIRE Ii
| William E. Sedlacek

QUESTIONNAIRE

ITEMS VARIABLE NAME (NU'MB‘ER)' |
6 Use to score for Self-Concept (1)

Optlon1—1 2=2,3=3;4 =4, Noresponse—-2

A. Options for Long Ranqe Goals (IV)
Each goal .is‘coded according to this scheme'

1 = avague and/or immediate, short-term goal (e.g., "o meet
people,” "to get a good schedule,’ "to gain self
confidence")

-7 : 2 = a specific goal with a stated future orientation which could
be accompllshed during undergraduate study (e.g., "to
join a sorority so | can meet more people " "to get a good
schedule so | can get good grades in the fall " "to run for
a student government office") :

3 = a specific goal with a stated future orientation which
would occur after undergraduate study (e.g., "to get a
good schedule so | can get the classes | need for
graduate school," "to become president of a Fortune 500
Company")

B. Options for Knowledge Acquired in a Field (VIII)
- “Each goal is coded according to this scheme:

1 = notatall ecademically or school related; vague or unclear
(e.g., "to get married," “to do better," “to become a better
person”)

2 = school related, but not necessarlly or prlmarlly
educationally oriented (e.g., “to join a fraternity," “to
become student body president")

- 3 = directly related to education (e.g., "to get a35 GPA “to
get to know my teachers")

Find.the mean for each dimension (e.g., ong Range Goals) and
round to the nearest whole number. _




QUESTIONNAIRE
ITEMS

8

- 89

VARIABLE NAME (NUMBER)

Use to score for Self-Concept (I) and Self-AgQralsa (II)
Option 1 = 4; 2 through 9 = 2; No response = 2

Use to score for Self-Concept (l)
Each accomplishment is coded according to this scheme:

1= atleast 75% of applicants to youf school could have
accomplished it (e.g., "graduated from hlgh school ""held a
part-tlme summer job") ‘

2 = at least 50% of applicants to yoUr school could have

accomplished it (e.g., played on an mtramural sports team "
‘was a member of a school club") - :

3 = only top 25% of applicants to your school could have .

accomplished it (e.g., "won an academlc award," "was captain
of football team")

Find the mean code for this dlmensmn and round to the nearest

- whole number.

For items 11 through 28, positive (+) items are scored as is. NegatIVe (+) items are
reversed, sothat1 =5,2=4,3=3,4=2,and 5 = 1. Ashortcutis to subtract all
negative item responses from 6.

' QUESTIONNAIRE
ITEMS -

10
11
12
13
14
15
16
17
18 -

19

DIRECTION  VARIABLE NAME (NUMBER)‘ '
- Use to score for Racism (lll)

- Use to score for Realistic Self-Appraisal (1)

+ Use to score for Long-Rang‘ e Goals (IV)
- Use to score for Leadership (VI)
- Use to score for Availability of Strong Suggo (V)

+ Use to score for Community Servnce (VII)

- Use to s_core for Leadershlg (VI)

+ .. Use to score for Racism (lll)

- Use to score for Long-Range Goals (IV)

- ~ Use to score for Positive Self-Concept (1)




20 |

21

22

23

24
25
26
27
28

90

- Use to score for"Realist_ic .Self-Ag’ praisal (Il)

- Use to score for Racism (Ill)
- Use to score for Posmve Self-Concept U]

- Use to score for A vallablllfy of Strong Suggo (V)

- © Use to scOre for Availability of Strong Support (V)

- Use to score for Racism (11l

- Use to score for Racism (lll)

- Use to score for Positive Self-Concept (1)

Use to score for Leadership (VI), Community Service (VII), and

Knowledge Acquired in a Field (VIIl). Each organization is given a code

for A, B, and C below. Find the mean for each dimension (e.g.,
eadershlg) and round to the nearest whole number.

A. Leadership (Vi)

1 = ambiguous group or no clear reference to activity performed
(e.g., "helped in school”)

2 = indicates membership but no formal or |mpl|ed Ieadershlp

‘ role; it has to be clear that it’s a functioning group and,
unless the criteria are met for a score of "3" as described
below, all groups should be coded as "2" even if you, as the .
rater, are not familiar with the group (e.g., "Fashionettes," "was
part of a-group that worked on communlty service prolects
through my church")

3 = leadership was requrred to fulfill role in-group (e.g., officer or’

' implied initiator, organizer, or founder) or entrance into the

group was dependent upon prior leadership (e.g., "organized
a tutoring group for underprivileged children in my
community," "student council')

B. Community ServiCe Relatedness '(VII)

1= no communlty service performed by group, or vague or
unclear in relation to community service (e.g., "basketball
- team")
2 = some community service involved but lt is not the primary
purpose of the group (e g "Scouts")
3 = group’s main purpose is communlty service (e.g., "Big
Brothers/Blg Sisters") ‘ ‘

C. Knowledqe Acqu1red in a Field (VIII) (same coding cntena as used
for item 8B.




91

APPENDIX H
. SCORING WORKSHEET FOR NCQ




SUPPLEMENTARY ADMISSIONS QUESTIONNAIRE -
Worksheet for 3conng

1. POSITIVE SELF-CONCEPT OR CONFIDENCE
item6* + iHem8* + itém9* + (B-itemi9) + Item 2 + {6-item 27)

IR ¥ R 1% ¥ ¥ M s

Survey #

.GPA

Units

———————t—
—————————

Total  Rounded
Score - Average

2. REALISTIC SELF-APPRAISAL
item 8* + (6-item 11) + (6-item 20) ~
: [+ [+] | ' =

3. UNDERSTANDS AND DEALS WITH RACISM.
I(6-item 10) + item 17 + (6-item 21) + (B-item 25) + (6-item 26)

ST ¥ DY VI B

4. PREFERS LONG-RANGE GOALS TO SHORT-TERM OR IMMEDIATE NEEDS
) item7A* + item 12 + (B-item 18)
l |+ L1 SRR =

5. AVAILABILITY OF STRONG SUPPORT PERSON
{6-item 14) + Rem 23 + (6-item 24) o o
| + I+l o s

6. SUCCESSFUL LEADERSHIP EXPERIENCE
(6-item 13) + (6-item 16) + . item 28A

L+ | ST

7. DEMONSTRATED COMMUNITY SERVICE
tem15 + item 288 : ‘ ‘
|+] | , - | =

8. KNOWLEDGE ACQUIRED IN A FIELD
tem78 + item 28C

L I

*Recoded item. See scoring In§tmctions for these items. on pages 1-3 herein.

Revised 12/90







