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Ab¥stract

"~ A study was conducted to test the idea that exposure to a
modelling treatment program would have a significant iﬁpact
upon se;irole stereotypes and, thus, upon the achievement
behavior of* university women. Achlievement béhavior was .
described in terms or Atkinsoh's model and was quantifiled
on the followihg depeﬁdent measures: (1) Mehrabian-Bank
Achievement Scale; (2) Sarason Test Anxlety Scale; and

(3) midterm psychology examination score. Eighty-four
universlty women volunteers, divided 1ntb three groups, _
comp le ted the’four week treatment program. The modellingr
group had four exposufés to a live‘feméle medel who demon-
strated behaviorally via "self taik".a céping approabﬁ to
mofe facilitativé achlevement behaviors. The study skiils
group had four exposures to a live female tegcher who
assumed a méstery role and presented study strategies to
aid In the examination 'preparation.. The control group
recelved no treatment. The results indicated that the
modelling treatment was not significantly more effective in
enhancing achlevement behavior than were the control condi-
ticns. = However, subject{' perceptions of the model's
success lncreased dver thie four week program. Also, sub-
Jects who had higher expectations for success demonstrated
greater achlevement than those with lower expectations.
Results were discugéed in termms of treatment me thodology,
with sugéestions offered to increase the efficacy of the

program, - vl



Intreoduction

Despite the widespread publicity given to the women's
movement, the literature supgests that.many women continue
to exhibit traditional sex-role behaviors and, thus, remain
inhibited in the expression of their échievement needs. The

‘
external efforts which-have been initiated in our society to
promote change in the achievement—relgted behavior of women
have been successful to a relatively small depree thus far.
In an effort to promote more substantial and more meaningful
change, the internal, pnsycholopical factors {(personal at-
ti:udes and values) which maintain traditional sex roles.for
women have recently been addressed (Parsons, Frieze, &
Huble, 1976).

It is the opinion of the present writer that the internal,
inhibitory factors reparding achievement need to be at-
tenuated in order to allow women the freedom to prasp the
opportuhities which are becoming available to them. Thué,

N
the concern of the present study is to provide a treatment
program which is successful in promoting such change in the
achievement-related behavior of women.

Althouph relatively few studies have been reported which

address the present concern, correlational studies have
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hinted that a strong association exists between high acplgve-
meﬁt expresslon 1nAwomén.and exposure to a competent femalé\
role model. Therefore{ on the basla of such research and
upon soclal learning theory, a treatment program involving
modelling by a competent female role model 1s designed and
presented to promote change 1n women's achievement-related
behavior.,

Consequehtly, the flrst two sections of the literature
review pertain to the impact of Sex-role stereotypes and dis-
criminatory practiees upon achlievement behavior in women.

The third sectlion addresses the question "Why do women de-
value thelr own and other women's successful performance?’,
describing the 1nternal barriers Inhiblting women's achleve-
ment behavlior., The fourtn section defines Atkinson's achileve-
ment model and discusses the difficulties 1n applying this
model to women's achievement behavior., The following section
describes the modelling literature, initially in a general
way and, then, more speciflcally as it relates to achlevement
behavior in women. A summary follows whigch integrates the
material presented in the preceding sectlons. Subsequently,
a description of the theoretical rationale for the study 1s
presented aﬁd a formal statement is made of the experimental

hypotheses under investigation.
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Chapter I

Review of Literature

Impact of Female Stereotypes and Achlevement Behavior of

Women

F)

In 1957, McKee and Sherriffs reported defined sex-role
stereotypes for men and women. The masculine image conveyed
(a) rational competence and abiiity, and (b) wvigor, action,
and effectlveness; while the female sterectype reflebted
(a) social sk111s and graces. and (b) warmth and emotional
expreasion.

Broverman, Vogel, Broverman, Clarkson, and Rosenkrantz
(1972) reported that there exists clearly defined sex-role
stereotypes for men and women whlch are accepted by a large
segment of our society.” They asked 100 men and women in
three undergraduate psychology'claéses to 1list all the char-
acteristics, attributes, and behaviors on which they thought
men and women differed. Any factor which appeared at least
twice on these 1istings (N = 122) was included in fheir ques -
tionnaire. The items were put Into blpolar form with the two
poles separated by 60 pointa. Subjects were instructed to
Indlcate the extent to which each item characterized an adult
man, an adult woman, and themselves. At the time of publica-

tion, 599 men and 383 women had responded to the questionnaire.
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he{samplq included both single and marrled individuals,
/fanging In age from 17 to 60 years, and ranging in education
from an eleméntary school~1eve1 to ;n advanced graduate de-
gree level., _, |

An analysis of the responses ylelded a cluster of poal-
tively.valued maéculine tralts including competence, aggres-
slveness, and achlevement and a cluster of posltively valued
feminine traits reflecting warmth and éxpressiveness. Mascu-~
line characteristics were.perceived to be desirable more
often than feminine characteristics. More importantly, both
men and women were found to Incorporate the positive and the
negative traits ?f the appropriate stereotype intc their self-
cohcept. Since more feminine characteristics are negatively
valued thay masculine tralts, women tend to have a more nega-
tlve self-concept than do men. Broverman et al. added "The
tendency for women to denlgrate themselves 1n this manner
can be seen as evldence of powerful soclal pressures to con-
form to sex-role standards of society" (p. 75).

In the same study, Broverman et al. reported ratinés
regarding the characteristics of a healthy man, a healthy
woman, and TRy adult, sex unspecified, completed by 79
practicing mental health professionals, Including 46 male
and 33 femJ e clinlcal psychologists, psychlatrists, and psy-
chlatric social workers. Heélthy women were rated as more
submlssive and less independent than either mature healthy

men or healthy adulta, sex unspecified. Consequently, women

¥ oe
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are pléced in a double bind by the réc_t that there exists
diffgrent-stahdards for women thaq'for adults. Broverman
ep,a1.°conc1£ded that, if women adopt the behaviors specifiéd
for adults, they risk being criticlzed fdr their failure.to
be appropriately feminine. However, 1if t?ey adopt the be-
haviors which are designated'as reminine; they do not mea-
sure up to the standards for adult behavior. '

The ascription of lesser desirability to the female has
been repeatedly demonstrated in the literature. In 1939,
Smith requested 8 - 15 year o0ld chlldren to vote on which sex
possessed the most soclally desirable traits. As age 1n-
creased, the male was placed in an increasingly better light
than the female by both male and female students. Thus,
girls learned to value boys more than'themselves as they
matured. Recently, Mendelsohn and Dobie (1970) reported simi-
lar results. Pernberger (1948) demonstrated that college stu-
dents casted male rather than female story characters into
- sltuations requlring intelligence and "all around superior-
ity." Again, the extent to which sex-role stereotypes in-
fluence the self-concepts of women should be consldered.

Touhey (1974) further illustrated the negative stereo-
typlng directed towards women. The research 1llustrated
that activities perceived as essentlally "masculine" 1in
nature were often viewed more favorably than those which were
perceived as essentially "feminine.” In the experiment,

Touhey presented male and female subjects with descriptions
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sof five traditionally mgle océupations -- architect, pro-
fessor, lawyer, physician,.and scientist. For each profes-
sion, the subjJects were given an indication that either (1)
thevpercentage of women 1n these fields was 1ncfeasing
rapldly, so that they would soon constitute a ma jority of
the'perSOns in 1t, or (2) the percentage of women was rela-
tively stable and would not increase in the years ahead,
Both groups of subjects were asked to rate the prestige of
each occupation. The results indicated that the subjects
who antlcipated female majoritles consistently rated the
occupafions lower than those whb expected continued male
domination. In other words, the prestige of each field was
sharply reduced when it was viewed as one which would be
increasingly dominated by wdmen.

In addition to negative stereotyping, womeﬁ have been
subjected to discriminatory practices with respect to employ-
ment and education (Bass, Krusell, & Alexander, 1971; Bowman,
Wortney, & Greyser, 1965; Dixon, 1976; Knudsen, 1969;‘O'Leary,
1974; Parsons, Frieze, & R&ble, 1976; Trleman & Terrell,
1975). Women have been refused Jobs and training simply
because 1t was felt, as wdmen, that they were not sulted for
the partiqal%r endeavor. Even when women have succeeded 1in
obtaining Joﬂs, they were frequently overlocoked when promo-~
ticons Oor raises were being entertailned (O'Leary, 1974),
Mpre women have entered the working force in the last 20

years, but their employment 1s concentrated in the lower pald,
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lésg prestigious occupations (Knudsen, i969). The percéntégé
of women 1n'?rofesaiona1 and technlcal occupations decreased
from 42% 1p-1950 to 39% in 1972; however, the percentage of‘
women qleriaal workers increased from 59% to 75% over the
same perlod of timé (U.S. Department of Labor, 1972, clted

by Parsohs, Frieze; & Ruble, 1976). These statistics afe

. even more alarming wheﬁ one conslders that a larger percent-
age of working women are college trained today. Income dif-
ferences between males anq females doing the same job are, on
the whole, wldenlng (Trieman & Terrell, 1975). In addition,

the gap between salarles of.women and men full-time workers
continues: 1n 1939, women earned 58% of what men earned
"and in 1973, sthey earned only 57% of what men earned. Con-
sidering all sources of income, women recelved 46% of male
receipts in 1947 and only 35% in 1972 (Dixon, 1976).
Promotional decisions regarding women are to a large
engnt made by men in positions of authority (O'Leary, 197&).
Co;;equently, a woman must - often rely upon the attitude of a
male to obtalin a promotion. In 1965, a study‘bf male attl-
tude; toward women exec;tives was conducted (Bowman, Wortney,
& Greyser). ﬁale executives rated thelr attitudes toward
female executives in the mildly favorable to mlildly unfavor-
able range (while U48% of a comparable sample of female execu-
tives rated thelr attitudes in the strongly favorable cate-'
gory). The males sampled felt that women had no significant

negative effects on effliclency and production, but one-third
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of them felt that females in managerial positions~had a.
. - . ‘ . -
"bad" effect on employee morale. Of the sampled males, 51%

felt that Women were temperamentally;gnfif for management,

and 81% felt.that meti were uncomfortable with a feméié boas.
Only 27% ported feeling comfortable Qorking with a woman.
Ba%;, Krusell, and Alexander (1971) studled managers' )
1ons of women and thelr relatlionshlp to work, The
mos:fsignificant factor that managers indicated was that
other\;gh\and women prefer having male supervisors, as th?y

are unc?gfortable with female supervisors. Women were also
perce%ﬁéd a3 lacking in dependabllity as a function of their
"biclogical” and d;ersonal" characteristicas. Bass et al.

also noted that men. who did not work with women had more
poa}tive regard for women g%an men who did and managers who
were in a superior positid% to females shared the least favor-
able attltudes toward women.

Researéh has indicated that contact between equals most
facilitates positive attitudes (Allport, 1958). However, as
iong as women continue to constitute & minority in the pro-
fespional and technical flelds, and they represent a ma jor-
ity in various "dead end" low status jobs (Bem & Bem, 1970),
they will not have the opportunity for equal contact with
male managers and, consequently, positive attitudes will not

be fostered.

Discrimination Against Competent Women and Achievement Be-

havior of Women
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"American society values success apd the model upon
,  which the derinitiqn of success 1is based 1is essentlally a

male sex-role appropriate one" (O'Leary, 1974, p. 811).
McGregor (1967) wrote

The model of the successful manager in our

culture is a masculine one. The good mana-

ger 18 aggressive, competitive, firm and

Just. He is not feminine, he 1s not soft

and ylelding or dependent or intuitive in

the womanly sense. The very expression of

emotion 18 widely viewed as a feminine

weakness that would interfere with effec-

tive business processes (p. 23).
To the extent that this mode of thinklng 3till prevails, the
competent woman or the woman who has chosen to step outside
traditional roles to pursue success and achievement, suffers

. Fe

most from discriminatory practices and negative stereotyping.
Much research supports the contentlion that there 1s a socletal
biaa againat the recognitioﬁ of female competence (Deaux &
Taynor, 1973; Goldberg, 1968; Klesler, 1975; Pheterson,
Kiesler, & Goldberg,/1971).' Consequently, competent women's
efforts are frequently downgraded relative to those of men,
and they receive less praise and smaller financlal rewards

for comparable performances.

Gold?erg (1968) instructed college females to rate pro-
féssional articles on valu&ﬁspersuasiveness, profundi ty,
writing style, and competence. The authors of the articles
were hypothetically dealing in elther traditionally masculine
(law) or traditionally feminine (dietgtics) fields. Results

indicated that subjects of both Bsexes rated identical papers
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higher when the articles were attributed to male authors.
Similarly, Pheterson, Kies%ﬁr, and Goldberg (1971) reported
that college women Judged éntries in an art contest that

were attributed to females lgss favorably than they did those
attributed to males. Deaux and Taynor (1973) demonstrated
tﬁét highly competent male applicants for a study abroad’
were Judged superior to females of equally high merit. The
results of these investigations support the contention that

the ébnievements of competent women are frequentl& devalued
to those of men. pe

The literature suggested that men and women holding con-
ventlonal sex-role bellefs devalued the accomplishments of
women 1n traditionally masculine fields more than did those
who hold liberal views (Hagan & Kahn, 1976; Spence, Helm- &
reich, & Stapp, 1975). Such devaluaéion became more polgnant
when men antlclpated actual interactions with comﬁetent women
than when they di1d not (Hagan & Kahn, 1976). Hagan and Kahn
(1976) reported that males liked competent women, but only
when they simply observed their performance and were not in-
volved in the interaction. Both males and females tended to
exclude a competent woman from their group more often than a
competent man and to include an incompetent woman more often
than an incompetent man. Although on a leadership measure,
a'competent woman was preferred to an incompetent woman, the
competent woman was placed once again in an/ﬂﬁg}easamt posil-

tion. Hagan and Kahn suggested that a woman will be gilven the
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status commensurate with her-ggrformance, but the men she'is
.working with will not liké her'and w%}l prefer to exclude her
from the group. Conséquently, the competent woman will not
ﬁe reinforced for working up to her potentlals and she will
tend to perform less well.ln order to hold her job and to
gain acceptande. In this éense, she 1a punished for her
competency.

Shaffer ang Wegley (1974) demonstrated that an aspiring
career woﬁén miéht easlly adopt a maéculine gsex-role perfor-
mance to lmpress her employer. However; in adopting such a
role, she seeks becbming soclally ostraclized from peers of
both sexes. Consequently, competency 1is again percelved to
place women in a double bind.

In this era of the women's liberation movement, one might
expect that discriminatory practices and prejudiced é%titudes
directed towards women would be decreasing. - However, as
noted earlier, statistics and research imply that overt dis-
criminatory practices with regard to educatlion and occupa-
tion are 8till prevalent in our soclety (Dixoﬁ, 1976;
Knudsen, 1969; O'Leary, 1974; Parsons, Frieze, & Ruble, 1976;
Trieman & Terrell, 1975). Research also demonstrates that
prejudigéd att]tudes towards women still exlst to a signifi-
cant degree (Hagan & Kahn, 1976; Hough & Allen, 1975;
Kiesler, 1975). ‘

There have been several recent attempts which have

falled to support the contention that Amerlcan women are
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biaséa.against themse lves (Houéh & Allen, 1975). Two such

\ 1nvést1gétions were replications of the Goldberg (1968) and
Pheterson et al. (1971) studles; Sne was a replication of

the Goldberg sﬁudf with age of éubject uéed as’ an Indepen-
dent varlable; and one poncerhed favorabllity ratings of

. male and female cartoon éharacters. However, ﬁ;ugh and Allen
queationed their findings; they were skeptical as to whether
a reported change in public attitudes towards women necessari;
ly reflected a change in private aétitudes among women. They
hypothesized that it may no longer be fashionable to express
antifemale‘attitudes, although women may s8ti1ll adhere to
then. -

In an attempt to test their hypothesis, they asked 42
American female college subjJects to rate the capabllity of
women and men in varilous professions (masculine, feminine,
and neutral) under three conditions: .(1) Bogus Pipeline,
in which the experimieh\ter tells the subjects, in effect, "if
you do not tell me tne}truth about your feelings, I will -
find you out"”; (2) Bogus Pipeline Control, in which the ex-
perimenter observes subjects: fesponses, but does not claim
to be able to detect distortions; and (3) an anonymous
questionnaire. A 3 (condition) x 3 (occupation) x 2 (sex) x
Sub jects. analysis of variance was performed. Results support-
ed the notlon that antifemale expressions on the part of fe-

male college students may be less fashilonable now than before

the "women's movement" was initiated, but that today's ex-
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pressions may be more "lip service" to women's 1ib than a
reversal of self-depreciation tendency. The results further
suggested that the impact of the women's movement may be
more in terms of public than private attitudinal expressions.

Fear of Success and Achievement Behavior of Women 7]

i

In the study of raclal or ethnic Rrejudiﬁe, it has been
demonstrated that-expectations often have a habit of causing
their own confirmation. Black children who are expected to
perform more poorly than whites by middle class teachers
have been shown to lower their performance to meet such nega-
tive expectations (Rubovits & Maehr, 1973). In the same
light, women have been shown to lower their performance to
meet the negative stereotypes assigned to them by our cul-
ture (Mofgan & Mawsner, 1973).

Morgan and Mausner (1973) employed 28 male and 28 fe-
male high school students to serve as subjects for their
study. The subjects had completed the first half of the
Hidden Figure; Test and had scored in either the upper or
lower quartlile. For the second half of the test, the sub-
Jects were paired such that oﬁ; member of the pair was drawn
from the hlgher and the other member from the lower&quartile.
In the social situation, "high"males depressed their perrorm-
ance only slightly; however, "high" females lowered their per-
formance significantly. In fact, in half of the dyads 1n
which the female was from the "high" quartile, she actually

performed more poorly than the "inferior" male.



é
*

B 14

Other research reports indicated that women tend to
devalue their successful pgrformance by attributing thelir,
success to luck or chance (Deaux, 1976; Deaux & Emswiller,
1974)}. Deaux and Emswiller (1974) demonstrated that male
and female ;:LJects wﬁo evaluated the performance of either
a male or female stimulus person on either a male- or female-
related task overall rated males as beilng more skillful than
females. A good performance attributed to a female was seen
more often to be a result of chance. Consequently, the male
was glven more reasponsibllity for hls success because the
Buccess was attributed to internal factors. The female, on
the other hand, was found to dlscount her success by attribut-

)
ing 1t to external factors. /

Y

men devalue thelr own and other women's success-

Why d
ful perforﬁance ? One pdpular theory postulates that mgny:
women have learned to equaté success or achilevement Qith a
loas of femipinity. Women have come to believe that the
attalnment/ of excellence in intellectual or occupational
pursuits/will make them less of a woman and will lead to such
negative consequences as soclal rejéction or socigl dlsap-
proval., Thus Horner (1971) hypothesized that women often
develop a "Fear of Success",.

According to Horner (1969), in achievement-oriented
situations, a competent woman is often caught in a double-

bind. She wants to succeed in order to live up to her own

standards of performance but she worrles that if she succeeds,
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she will not be living up to societal expectations concern-
ing the female role. Consequently, Horner proposed that the
desire to achleve in a woman is often contaminated by the
motive to avoid success. When fear of success conflicts with
a desire to be successful, the result is an inhibition of
achlevement motivation. |

Horner (1969) built her motive to avoid success theory
around three main hypothedes. First, 1t would be far more
characteristic of women than of men to exhlbit the motive to
avold success. Second, 1t would be more characteristic of
women who are capable of success and who are career-orlented
to exhibit the motive to avold success than of ;omen not so
motivated. She reasoned that women who are not seeking
success should not be threatened by 1t. Thlrd, aﬁxiety over
success would be greater in competltive situations {when
one's intellectual performance ls evaluated against someone
else's) than in noncompetitive ones (when one works alone).

In order to tedt these hypotheses, Horner (1968) pre-
sented 90 female and 88 male undergraduates at the Univer-
8ity of Michlgan the standard TAT achlievement motivation mea-
sure {McClelland, Atkinson, Clark, and Lowell, 1953), but as
verbal leads rather than as pictures, She administered an
addltional verbal lead, which reportedly connoted a high
level of accomplishment, %o the subjects in a mixed-sex
competitive achlevement situation. The females responded to'

the lead "After first term finals, Anne finds herself at the
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top of her medlcal school class.” For the males, the lead
read "After first term finals, John finds himself at the top
of his medical school class.” Horner scored the stories for
FOS imagery accordiné to a8 present-absent aystem.

Horner reported that fewer than 10% of the men responded
negatively to the successful male cue and that these males
focused primarlly on John's rather dull personality. Con-
sequently, greater than 90% of the men in the study showed
strong poslitive feelings toward John's success.

However, in response to the female cue, Horner reported
that 65% of the women were disconcerted, troubled, or con-
fused by the cue. Thelr responses were reportedly fllled
with negatlive consequences. Horner (1972) clted a typical
story written by a female: "Anne dellberately lowers her
gcademlc standing the next term and in a subtle way helps
Carl to bring his grades up. Shelsubsequently drops out of
med school, they marry, and Carl goes on in school while she
raises their family" (pp. 162-163).

Consequgntly, a8 a result of her findings, Horner con-
sidered her first hypothesis to be supported.

’

In a second session, Horner randomly assigned the sub-
Jects to one of three experimental conditions: (1) a non-
competitive condition in which each subject worked alone;
(2) a same-sex competitive condition in which the subjects

worked 1n homogeneous sex groups; and (3) a mixed-sex com-

petitive condition in which subjects worked in mixed-sex
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groups. Each group of-su63€{ts was administered a number of
taskg similar to thoqa performed in the first session, allow-
ing each subject to serve as his/her own control. All

three conditions employed the same fasks with the same 1in-
structions. |

In order to test her third hypothesis, Horner used a
within-subject design to compare the performance of the 30
females who worked in the noncompetitive situation In the
second session to their performahce in the mixed-sex compe-
tition during thé first session. Horner reported that 13 of
the 17 girls 1q\this group who had scored high in the motive
to avold success performed at a significantly lower level in
the mixed-sex competlitive sitﬁation tﬁan they did in the non-
competitive situation. Twelve of the 13 women in the group
who had scored low in the fear of success did better under
the competitive situa%ion, as did most of the male subjects
(2/3) in this group. (The chi square difference between the
groups was 11.37, p <.01).

As a final test of motivational differences, Horner
(1968) asked the subjects to indicate on a scale from 1 to
100 "How important was 1t for you to do well in this situa-
tion?" In the competitive situation, the mean level of per-
formance reported by subjects high in anxliety about success
was significantly lower than for subjJects low in anxlety
about success (p <.05). In the noncompetitive condition, the

difference was approaching significance in the same direction
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(p <.10). For the subjects who had a high motive to avoid
sucééss, differences in mean level of lmportance between the
noncompetitive conditlon and the competitive situations were
sigﬁificant (p <.05), but no significant differences were
found between the conditions for the subjects low in motive
to avold success.

Horner's flndings inatigated an extensive research ué-
dertaking in the field of the achlevement motivation of wo-
men. As additlional research has been conducted in this
area, inconslistent findings have been reported and criticisms
have been launched at Horner's analysis.

Zuckerman and Wheeler (1975) criticized Horner's
theoretical and methodological approaches. They argued that
(1) Horner's cue for Anne achieving success 1s presented in
a male-dominated field (i.e. medical school). Consequently,
Horner may have been measuring what Tresemer (1974) referred
to as "feaf-of—sex—roie—inappropriateness." Several investi-
gators have furthered investigated this concept (Alper, 1974;
Feather & Raphelson, 1974; Katz, 1971; Monahan, Kuhn, &
Shaver, 1974; Robbins & Robbins, 1973). Generally, the find-
ings demonstrated that both males and females wrote more FOS
stories to the Amnne cue than to the John cue, 1mp1yihg that
subjJects' responses are at least partially determined by the
cultural bellefs shared by both sexes. It is further suggest-
ed that the significant differences found between the percent-

ages of male and female FOS imagery in Horner's study may be
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more a function of the sex of the protagoﬁist in the verbal
cue rather than the sex of the subjects. h

Zuckerman and Wheeler (1975) further argued that (2)
Horner may have employed inapproprlate statistical methods in
analyzing her data. Horner conducted t-tesﬁs for differences
between means and reported that the difference between the
competitive conditlons and the noncompetitive conditlon was
significant for high FOS subjects and not s;gnificant for
low FOS subjects. The correct procedure would have involved
computing for each group of subJects the differences between
the competltive and noncompetitive conditions and to compute
a t-teat between the two groups on the difference scores.
Acpording to such a computation, based on Horner's original
data, no significant differences were found to exist between
the high and low FOS groups.

Finally, Zuckerman and Wheeler (1975} criticized Horner
for inadequately defining a "competitive" situation.

Tresemer (1974) reported inconsistent findings in the
percentaée of FOS 1mage€? found in men and women across 61
studies which he reviewed. The percentage of women who wrote
FOS themes ranged from 11% to 88%, the medlan being 47%,
whilé-iﬁé_percqntage of men with POS themes ranged from lh%'
to 86%, t&é\mgdian belng 43%.

Hoffman (1974), on the other hand, in replicating Horner's
original study, reported a 65% frequency of FOS imagery in

femazles, which 1s comparable to that reported by Horner.

/\;__
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Consequently, the validity of the FOS concept has been
questioned. Tresemer (1974) suggested that a subjective scor-
ing blas by the coders may partlally account for the inconsis-
tent findings of FOS imagery. Robbins and Robbins (1973)
demonstrated that five female scorers tended to find more FOS
Imagery than four maie scorers, when they independéntly acored
119 storles for FOS imagery.

Tresemer (1974) also proposed that a common mistake has
been demonstrated in the scoring of the FOS imagery. All
negative themes in the atory (e.g. references to murder,
drugs), including antecedents of success, have been labelled
FOS imagety. However, the correct procedure is reportedly to
score only negative consequences of success as FOS. Conse-
quently, the scoring method employed by a coder may definite-
ly influence the nature of the results. Horner provided no
objective scoring method.

A fufther’criticism launched against the research con-
cerning FOS Imagery in women 1s that few studies have relat-
ed POS imagery to actual bé32354ggain\order to determine if
the fantasy measure is a valid predictor of'behavior. _Morgan
and Mausner (1973) conducted such a study and reported an
1ncoﬁgistency in the motive to avold Bsuccess between the
behavioral and the fantasy measures in men and women., It
was suggested that even when the motive to avoid success was
not expressed in fantasy, learned sex-role behavior produced

behavioral avoidance of success by girls but not by boys in
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mixed-sex interactions.

"The situation in which the motive to avoid suééess is
_Bupposed to be aroused has never been defined" in the FOS 1it-
erature (Zuckerman & Wheeler, 1975, p. 941). Some inﬁestlga-
tors have~apparently assumed that POS would be aroused when
females were asked to perform tasks which are inconsistent
with thelr sex roles, e.g. when females are confronted with
@ male competitor or with a masculine-type task (Feather &
Simon, 1973; Heilbrun, Kleemeler, & Piccola, 1974; Karabenick
& Marshall, 1974; Makosky, 1972; Morgan & Mausner, 1973;
Peplau, 1973; Sorrentino & Short, 1974). It has been assumed
that FOS would be aroused when the value of ,success ls
emphasized, e.g. when subjects are given achievement-arousal
Instructions or when subjects compete on a task after having
been told of thelr "success" on a previous task (Karabenick
& Marshall, 1974). None of these studies have reportedly
produced consistent results.

Consequently, researchers have devoted much time and
effort over the last decade to the further exploration of the
FOS concept proposed by Horner. Recently, Tresemer (197%)
pooled the findings of over 100 studies assessing "fear of
success" and he concluded the followlng: (1) the hypothesisa
that there 1s a gender difference in FOS has not been general-~
ly supported; (2) males and feﬁales seem to respond simi-
larly in regards to "fear of success” imagery to a cue de-

picting an achleving female; (3) the proportions of "fear
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of success"” lmagery ellcited by both men and women in re-
sponse to verbal cues has decreased over tﬁe last decade;
(4) FOS has shown no overall relationship to ability, to
gender-role ildentification, and to other anxlety écales;
and (5) the relationship between the "fear of success"
imagery and performance in different kinds of situations
(e.g. female achlevement behavior in competition with men )
1s unclear due to the many d;fferences in the designs used."
Tresemer suggested that future research should involve the
”meticulously careful definitién of the constructs involved
and of the experimental situation in which they are hypo-‘
thetically at work" (p. 234),

' Sadd, Lenauer, Shaver, and Dunivant (1978) suggested that
the more general definition of FOS proposed by Horner (1969),
that is, "the fear that success 1in competitive situations
will lead to negative consequences” (p. 38), can be con-
sldered acceptable, based upon Tresemer's (1976) findings.
However, they emphasized that the more speciflc definition
of FOS proposed by Horner (1969) which inéluded the 1dea that
success in women will lead to "loss of fémininity” cannot sbe
supported, based upon Tresemer's (1976) findings.  Accept-
ing the more general definition of FOS as a starting point,
the authors were confronted with a second difficulty, regard-
ing how to measure FOS, Due to the inadequacy of the TAT
Instrument employed by Horner, many new measures have been

developed to explore FOS (Cohen, 1975; Good & Good, 1973;
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Horner, Tresemer, Buens, & Watson, 1973; Pappo, 1973; Spence,

1974; Zuckerman & Allison, 1976). However, there is little
consensus among researchers as to which instrument is the
best.

Sadd et al. (1978) suggested that much of the confusion
and inconsistency 1n the FOS literature 1s due to measure-
ment problems, They attempted to take a few steps toward
remedylng this problem by undertaking a factor analytlc study
of elght ﬁéasures of FOS and fear of fallure. They included
a study of the fear of fallure instruments due to recent
findings of Shaver (1976) and Jackaway and Teevan (1976)
which suggested that FOS may not be distinct from what
achlevement motivation researchers refer to as fear of fail-
ure ("a capacity to experience shame given nonattalnment of
a goal," Welner, 1972, p. 200). Consequently, Sadd et al.
posed two questlons: (a) Are FOS and fear of fallure mea-
surably distinct? and (b) To what extent do the}recently
devised objective tests of FOS measure a unitary (i.e. uni-
dimenslonal) construct? To answer these questions, Sadd et
al. administered five FOS measures and two fear of failure
measures to 166 males and 249 female university students
(N = 415). The measures employed were objectively scored
measures, due to their easler administration and scoring
and because they are more likely to be reliable. The FOS
measures included the following: (1) Spence's (1974) mea-

sure which was the most slmllar to Horner's original measures;
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(2) Good and Good's (1973) 29 item self-report measure; (3)
Zuckerman and Allison's (1976) 27 item measure; (4) Pappo's
(1973) measure which was directly tled to the academlc situa-
tion and which'meaaured a neurotlc form of FOS based upon
Sullivanian thebry; and {5) Cohen's (1975) FOS measure which
élso measured a neurotic form of'PGé but was based upon
Freudlan thecry. The fear of fallure ﬁeaaures Included the
following: (1) Sarason's Test Anxlety Scale (TAS) (1.e.
1972, which 1includes the scale items) and (2) Alpert and
Haber's (1960) Achievement Anxlety Test (AAT) which contains
two subscales, one measuring debilltaiing aﬁxlety (AAT-) and
the other measuring facllitating anxiety (AAT+).

The statistical analyses which they completed were
accdomplished in stages: (1) the reliabllities (internal
cdnsistency coefficients) of the scales were computed for
the sample and, since they were acceptable, mean scores for
maleg and females were compared; (2) the scales were inter-
.ceé;elated, separately for males and females, to determine
how strongly they related to each other; (3) each scale
was factor analyzed, and 37 subscales were created; and (4)
the 37 subscales were factor analyzed ylelding five orthogonal
factors. The flve new factors created included the following:

(1) Concern about the Negative Consequences of Success:

This factor reflects 1tems whilch are concérned with

"Jealousy, exploitation, criticism, sabotage, rejection,

burdensome responsibility, and pressure following success”

/

/

——
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(p. 412)., Factor 1 comes closest to the general
definition proposed by Horner (1969) for. FOS.

(2) Self-deprecation and Insecurity:

This factor reflects "failure to live up to one's own
standards, self-consclousness, unassertiveneséi and
behavioral manifestations of insecurity" (p. 412).
Factor 2 18 composed solely of first-ordeg factors
from Pappo's (1973) and Cohen's (1975) measures.

(3} Test Anxiety:

Thia factor is made up solely of factors from the TAS,
AAT+, and AAT-. Although achlievement motivation re-
searchers refer to test anxlety as the more general
"fear of failure", the authors questioned this label
since the sacales are measuring anxlety onl&gfithin one
specific situation -- the testing situation.

(4) Attitudes Toward Success in Medical School:

This factor is derived solely from the factors of
Spence's measure of FOS, with no contribution from any
other measures.

(5) Extrinsic Motivation to Excel:

This factor 18 composed of ltems which reflect the
extreme 1mportance of succesas, status, and power.
There 18 no mention of fear or negativity of success.
Factor 5 was not anticipated and it is the least well
understood of the five factors.

Sadd et al. concluded from thelr results that FOS and
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fear of féilure are not measurably distinct, FOS, as mea-
sured by Pappo (1973) and Cohen (1975), 1is closely related

to measures of test anxiety (fear'of fallure) but FOS, as
measured by Spence (1974), 1s not. The authors suggested
that Atkinson's model of achievement motlvation be reevaluat-
ed 1n l1lght of the FOS research.

Atkinson's Expectancy Value Theory and Achlevement Behavior

of Women

Atkinson, in his expectancy value theory of achlevement
motivation (Atkinson & Feather, 1966), viewed motives as
latent and stable personality characteristica qhich are pre-
sumed to be acquired during early childhood. When an in-
dividual expects that performance will be evaluated against
some standard of excellence, motives are aroused. A pefson
who possesses a high motive for success will héve a large
- capaclty for feeling proud at doing well, whlle én individual
who has a hligh motive to avold fallure 1s 11ke1§ to have a
strong feeling of shame over fallure. The tendencles to
approach success and to avoid fallure within an achlevement
situation are a result of these underlying motlves, Iinter-
acting with situational variables. Motlves are, therefore,
behaviogally determinant in the sense that they lead tol
approach or avoidance tendencies (Jackaway & Teevan, 1976).

'According to Atkinson's model, the resultant tendency to
approach an achievement-oriented task is a functlon of the

motive for success (need for achievement) minus the motive

[ .
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to avold failure (fear of fallure), this quantity multiplied
1 .

by the incentive value of supcéss and the expectancy for
success 1n the specific achievement situation. : Therefore -7
Tendency to Approach Achievement Situation. -
£ ([Mg - MAF] x Incentive x Expectancy)
This traditional model for achlevement motivation has

resulted in conflicting experimental results in research in-

volving women. With male subJects, studles have indicated

Kad

increases in achievement motivation scores in response to
experimental achlevement arousal conditions which stress in-
telligence and ieadership ability (McClelland, Clark, Roby,

& Atkinson, 1949; Veroff, Wilcox, & Atkinson, 1953) and

have shown significant relationships between achievement
motivation and risk-taking behavior (Atkinson, 1957; Atkinson

& Litwin, 1960), problem-solving effectiveness (French,

_\‘1958;;French & Thomas, 1958), and academic performance

(Pierce & Bowmaﬁ, 1960; Ricciutli & Sadacca, 1955). However,
few comparable studies employing feﬁale subJects have shown
either conslistency with the findings for men or internal
cona;stency with each other (Lesser, 1973).

'Horner (1968) postulated her "Fear of Success" hypothe-
8ls, within Atkinson's model, in an attempt to resolve these
apparently contradictory results. She postulated that the
motive to @vold success 1s aroused primarily in women with
high achievément motivation who are working in competitive,

achievement-arousing situations. Such fear of success (FO0S)
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inhlblts need achlievement and thus lowers performance scores.
Thus, Horner suggestea that Atkinson reevaluate his achieve-
ment model in light of the FOS literature, in order to in-
crease 1ts applicabllity to both men and women.

Recent FOS literature (Jackaway & Teevan, 1976; Sadd
- et al., 1978; Shaver, 1976; Tresemer, 1976) has indicated
that (1) Horner's original hypothesis suggesting gender dif-
ferences in FOS may not be supported; (2) there 1s no genersal
consensus as to the appropriate way to measure FOS; (3) FOS,
as 1t is presently defined by the instruments, 1is not a uni-
dimensional construct}‘and (4) FOS may not be theoretically
and/or measurably distinct from fear of fallure. In light
of these discrepancles and inconsistent findings regarding
FOS, Shaver has suggested that "Atkinson's framework may well
prove 1nadequate, as many fear of success researchers have
aasu;éd me, but this cannot simply be taken for granted"
(1976, p. 318). Shaver further suggested that since FOS,
like fear of failure, presumably inhibits or interferes with
the motivation to engage in a task, by expanding the fear
of fallure concept to include a comblnation of fear of fall-
ure and fear of success, Atkinson's model may not require
significant change.

Atkinson and Birch (1978) recognized the difficulties
in establishing a valid measurement of achlevement-motivation
for women. However, according to the authors, the 1ssues

related to this problem "remain complex and controversial"
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(p. 165) and, thus far, research has served only to "sh%ppen
(the] definition of the problem but has not achieved simﬁle
clarity or consensus" (p. 169). Thus, at the present time,
Atkinson adheres to hils theory of motivafion, but keeps abreast
of the i1ssues concerning the achlevement phenomenon of women.

Other researchers who have been perplexed by the contra-
dictory findings 1n the achlevement literature regarding wo-
men have exPlored a second aspect included in Atkinson's l
model -- the "expectancy" construct. According to Tangri
(1975), 1t has often been assumed that the expectancy for
success la equal for all subjects withiﬁ a glven situation.
However, males and females have been shown to have different
initial expectations for'succesa within an achlevement-
oriented situatlon (Prieze, 1975). Prieze distingulshed
between a subjectlve probabllity for success (Ps) and an ob-
Jective probabllity estimate, 1in reference to Atklinson's
"expectancy" concept. She stated that the objective proba-
b1lity for success, which often takes the form of norms ﬂ@b
success, cannot be exchanged for Ps in Atkinson's model, due
to the fact that females often demonstrate lower expectations
than do males.

Tangrl (1975) attempted to explailn the lower exﬁecta-
tions for success which women exhlhblt. Firét, women havé a
tendency toward personal devaluatlon which would lead to
lower expectations for success, and, seconély, a woman's

realistic awareness that she 18 a member of a group that 1s
ir .
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,realist;cally denled success would tend to lbwer the expeéta-
tions for success. Conséqﬁently, because Atkinson's model
for achlevement 1is a multiplidative'function, lower expecta-
tions for success would necessarlly lead tc a lower resultant

_tendency for achievement in women. Tangri, therefore, sug-
geated that thé Ps construct be given important conslderatlon
in the study of the achievement behavior of womén.

Bardwick (1971) has quggeéted that the contradictory
and inconsistent findinég in the achievement literature con-
cerning women 1s not a difficult problem. She stapea that

while men may develop a motive to achleve that

remains consistent over their life spans, women

experience both a desire to achieve and an

anxiety related to achleving, the desire and

anxiety occuring in different amounts at differ-

ent times during their lives (pp. 167-168).

According to Bardwlck, womeﬁ may develqp a motive to achiever
which is8 perceived in terms of vocation, but, slmultaneously,
they may be dependent upon the love, praise, and support

of others for feelings of self-esteem and thus use &achleve-
nent as a means of securing affection. Thus, when studyling
the achievement behavior of women, one must censlder the
relationship between affillatlon and achievehent motlives,
takingliﬂto account the extent to which achieving behaviors
derive from achievement or other motives and determining
whether achieving 18 percelved as a potentlal threat to

arfiliation.
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Atkinson's expectancy value theory can be described as
a cornitive anproach to the understanding of_achievement be-
havior. Accordingly, a high level ofvneed achievement in an
individual is dependent upon arcusing and proces8ing the nec-
essary cognitive expectancies for success which are conpruent
with a high level of achievement performance, This model alone,
however, has not proven sufficient in predicting the achieve-
ment behavior of women (Lesser, 1973%).

A second model, social learning theory, describes achieve-~
ment behavior as a sex-role related behavior which is acquired
through the‘socialization process. ‘ﬁore specifically, the
learning of sex-role behavior occurs through the principles
of modelling and reinforcement. This model, however, is also
inadequate in predicting the achievement behavior of women.

Although neither the reinforcement model described by
social learninr theorists nor the cognitive model advanced by
achievement motivation theorists has singularly proven adequate
to describe the achievement behavior of women, an integration )
of the two models would seem to provide a more complete under-
;tanding. Thus, the present investigation supports the con-
tention that a woman may be able to arouse and process the
necessary cognitive expectancies consistent with a high levél
of achievement by observing and modelling the appropriate
cognitive strategies demonstrated by a competent female role

model.
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Soclal Learning Process (Modelling) and Achievement

Behavior of Women

According to Bandura (1970) and social learning theory,
"virtually all learning phenomena resulting from direct ex-
perlences can occur on a vicafious basis through observation
of other people's behavior and its consequences for the ob-
server” (p. 350). Consequently, emotional responses can be
learned by allowing the observer to wltness the affective
responses of others undergolng painful or pleasurable ex-
periences, and fearful or avoidance behavliors can be ex-
tinguished by allowing .the subject to observe a model approach
a feared oBJect without the model experlencing adverse conse-
quences.,

Bandura (1970) reJected the 1dea that modellling is
synonymous wlth mere imitation. Be and hls associates re-
ported several experiments in which é hlgher-order form of
modelling was required (Bandura & Harris, 1966; Bandura &
McDonald, 1963; Bandura & Mischel, 1965). In these studies,
generalizing modelling effects were studled. ‘Subjects were
exposed to a model who displayed a conalistent pattern of be-
havior to diverse stimull and then the subjects were observed
by different experimenteﬁs, in different socialxsettings with
the models absent, and with different stimulus 1tems. The
results demonstrated that observers responded to a new stimu-
lus situation in a manner which was consistent with the

models' behavior, even though the subjects had never observed
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the models' behavior under these new circumstances.
* In this higher-order form of modelling, .
the performer's behavior conveys 1lnfor-
mation to observers about the character-
istics of appropriate responses. Ob-
servers must abstract common attributes
exemplified in diverse modelled responses
and formulate a principle for generating
gimilar patterns of behavior. Responses s
performed by S3 that embody the observa- ‘
tionally derived rule are likely to re- ¢
semble the behavior that the model would
be inclined to exhibit under slmilar cir-
cumstances, even though the Ss had never
witnessed the model's behavior 1in these
new situations (p. 352).

Bandura employs the use of a "mastery" model which manifests
‘competency and mastery throughout the modelling treatment
program. '

Melchenbaum {(1971), on the other hand, promotes a "eop-
ing" model or a model who demonstrates initlal apprehension
or fearful behavior, who subsequently overcomes the fear, and
finally who performs the final behavioral act at a mastery
level. According to Melchenbaum, & coping model,inéreases
the perceived a;g&}arity between the observer and the model
and facilitates modelling effects.

Geer and Turteltaub (1967) hypotneéized that a modelling
treatment may facllitate behavioral change by inducing in the -
observer the self-instructions "If the other subject could

do it, so can I."

2
Consequently, a coping model, as opposed to a mastery

model, would provide the subJects with the means or gself-in-

structions necessary in order tﬁat they can cognitively
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"7.;med1ate the required behavioral change .

Melchenbaum (1971) reported a study in which he assessed
the efficacy of mastery vs. coping modelling behavior and
the model's concomitant self—verbalizatiop vs. non-verball-
zation on reducing avoldance behavior in female undergradu-
ates toward nonpoisonous snakes., The modelling treatment
involved the subjects observing three televised feméle models
in the same approach situation. Behavioral and affective
self-report measures indlcated that the coping models sig-
nificantly enh;nced fear reduction over the mastery models.
The mbdels' self—verbalizations in the coping situat;on slg-
nificantly enhanced treatment effectiveness. Consequently,
the coping model with self-verbalizations was the moat ef-

Q&feétive treatment in fear reduction.

Keniston and Keniston (1964) proposed that interaction
with or observation of a successful female model might alter
negative melf-evaluations or negative attitudes towards
achievement 1in women; Almquist and Angrist (1971) and
Baruch (1972) reported results which lend support to such a
hypothesis., Almguist and Angrist conducted a longitudinal
study with 110 Qomen from a small, private college, over
their four years of study. Questionnaires were administered
each fall and tape-recorded interviews were recorded with the
subJects each spring, concerning adult role conceptions,
occupational plans, work experience, classwork, grades,

school activitles, dating, soclal 1life, and marrlage plans,
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male Ph.D. students, 1t was found that students who had

34

An index of career sallence was forﬁed on the baslis of three
items on the senlor duestionnalre. A strong correlation was
found to exist between career salience and maternal employ-
ment during the women's college years (p <.001). In the
1nterv1ew§, those women who showed such a strong assoclatlon
demonstrated a favorable definition of the working mother
role. They saw that 1t is possible to combine marrlage and
a career, that it can be enjoyable, and that their fathers
did not strongly object.

Using 86 college females as subjects, Baruch (1972)
found that the subjects who had interacted with a competent
mother model evaluated women's competence highly, but those
whose mothers did not work and provide such a competency |
model deflined achievement as mascullne and devalued femlnine
competence. In thls study, even recently begun maternal
emplojpent was assoclated with high evaluatlions of women's
competencé. Consequently, 1t was suggested that the competent
model need not be the mother, Partiéﬁlarly for young women
who are at an age when they are seeking new models, goals,
and values, it was suggested that college faculty might be
able to fulfill the role of the competent feminine model.

Goldstein (1979) supported Baruch's hypothesls that a
same-8ex faculty member may be able to fulflll the role of
a competent model. In a study employing 55 male and 55 fe-

p
worked with same-sex advisors (role models) published sig-
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nificantly more research articles durlng the four years

after graduatlon than did students who had worked with cross-
sex advisors. The author warned the reader to 1nterpfet

the results cautiously, due to the fact that the study did
not control for such factors as: (1) importance of rapport
or interpersonal style between the student and the advisor;
(2) similarity of cognitive style between the student and

the advisor; (3) students'® expectations of their relation-
ship with the advisors; and/or (4) reasons as to whyF§ stu-
dent chooses a same-sex or opposite-sex advisor. Thus,
although no cause-and-effect relationship can be estéblished
from the avallable data, the results can be viewed as suppor-
tilve of the hypothesis that interaction with a competent fe-
male role model may have faclilitative effects on the achleve-
mentkg;haviof of women.

In contrast to Baruch's and Goldstein's findings, Neath-
Gelvin and Kiesler (1975) reported that exposure to a success-
ful female model did not alter female expectations toward
success. However, Baruch's and Goldstelin's sub jects ex-
periencedd? long Interaction with the competent model (their
mothers), whereas Neath-Gelvin and Kiesler's subjects had only
a 8ingle exposure, In their study, 52 male and 52 female col=
lege students, who.were preparing for the Law School Aptitude
Test (LSAT), were exposed to the credentials and scores of
another student (model) who had applied to law school a year

earlier. The model was described as elther male or female,



¢ : 36

and he/she perform elther successfully or unsuccessfully

on the ILSAT. The ultas of the study suggested that the
subJects' expectations for success were based mor;)on con-
parlsons with the models' performance than on imltation.
Both males &nd females expected to do better if the model
was female (p < .05). Female expectations, however, were
not ralsed by Information that the female model had been
successful. The authors explained such results by concluding
that (1) a single exposure to the model may not be sufficlent
to alter female expéctations; (2) a successful female model
may lncrease other females' expectatlons only 1f the model
gives the lmpressicn of belng equal or less competent than
the subject in some aspects of her performance; and (3) a
persocnal relationship between the female and the model may
increase the chances for positive comparisons. Neath-Gelvin
and Kiesler concluded that the factors suggested above may
change the perceivéd probabilities of success for the in-
dividual female and, therefore, her expectatlons or attltudes
toward success may change, even though the majority of women
in our soclety are nct so0 successful.

Such emphasis on modelling behavlior 1s congruent with
M, Brewster Smith's (1968) (see Figure.l) formulation of and
soclal learning theorlists' approach to the development and
rexpreasion of sex-role related behavlor of women. According-
ly, socletal dictates are translated into personal attitudes

and values and consegquent behavior through the proceas of
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soclalizatlon. Parents model and relnforce appropriate sex-

role behaviors fsr their children and, consequently, lay

the groundwork "which perpetuates traditional stereotypic

bellefs concerning the personallties and abilitiles of men

and women" (Pargoqg, Frieze, & Ruble, 1976, p. 3).

Conseque y, the negative attitudes and negative self-
evaluationa which women espouse and demonstrate in success-
orlented situations may best be understood as learned through

the process of modelling. According to social learning
theory, women acquire a firm sex-role ldentity along with

the approprlate sex-role behaviors and the attitudes concern-
ing the pelative status of men and women by initially model-
ling the behavlor of the parents and later by the modelling

of substltute parental figures, e.g. teache;s, minlisters,
characters introduced by the media, etc. (Baron & Byrne,
1977).
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Summary

" The competent woman or thé woman who has chosen to step
outside the traditional roie to pursue success.and achleve-
ment, suffers from negative sex-role atereotyplng and dis-
criminatory practices in our sociefy (Baron & Byrne, 1977).
Much reéearch supports the contentiocn that there is a socletal
blas against the recognition of female competence {Deaux
& Taynor, 1973; Goldberg, 1968; Hagan & Kahn, 1976; Kiesler,
1975; Pheterson, Kiesler, & Goldberg, 1971; Shaffer &
Wegley, 1974; Spence, Helmreich, & Stapp, 1975). In res
sponse to such socletal impediments, women have often adopted
and expressed self-depreciative attitudes, demonstrated by a
lowered performance and/or a misaftribution of thelr success-
ful performance to external rather than to iInternal causes
in acnievement-ofiented situations (Deaux, 1976; Deaux &
Emswiller, 1974; Hoffman, 1974, Horner, 1969; Morgan &
Mausner, 1973; Peplau, 1973; Sorrentino & Short, 1974;
Tresemer, 1974). '

In the late 60's and early 70's, much research was con-
ducted 1n an attempt to elaborate and delineate thi: self-
depreclative attltude expressed by women (Deaux & Emswiller,
1974; Feather & Simon, 1973; Hellbrun, Kleemeler, & Piccola,
1974; Hoffman, 1974; Horner, 1968, 1969, 1971; Karabenick &
Marshall, 1974; Makosky, 1972; Morgan & Mausner, 1973; T

Peplau, 1973; Sorrentino & Short, 1974; Tresemer, 1974).

Horner (1968) initlated such research, proposing her "fear
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of success" model; Taﬁéri (1972) followed with a "fear of
loss of femininity" hypothesis and, subsequently, Tresemer
(1974) proposed a "fear-of—sex-role-1nappropr1ateﬁess"
model. Although many methodological criticisms were launchedﬁ

during this phase of research (Tresemer, 1974; Zuckgrman &

‘ Wheeler, 1975), the self-depreclative hypothesis galned em-

pirical validity. The more recent research in this area
suggested that the "fear of success'" phenomenon continues to
exist (Atkinson & Birch, 1978; Deaux, 1976; Dixon, 1976;
Hagan & Kahn, 1976; Hough & Allen, 1975; O'Leary, 1974;
Parsons, Frleze, & Ruble, 1976), al%hough dlscrepant findinga
continue to be reported in the liferature (Sadd et al., 1978;
Tresemer, 1976). |
Horner originally postulated her FOS construct within'’
the é; text of Atkinson's expectancy value theory of achieve-
ment motivation. ;pe FOS construct was used to help explaln
the incénsistept findings in the 1iterature regarding the
achlevement beaﬁvior of women within the Atkinson model
(Tresemer, 1976). In light of the FOS research, 1t was pro-
posed by Horner (1969) and Sadd et al. (1978) that Atkinson
reevaludte hils achlevement model., Shaver {1976), however,
suggested that, due to the inconsistent findings in the FOS
literature, no significant changes be made Iin the model.
Instead, the fear of fallure cohcept should be expandeq‘to
also Include the fear of suscess construct, since both con-

N :
structs are postulated to inhibit achlevement performance.
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Frieze (1975) and Tangri (1975) suggested that the in-
consistent findinps in the achievement literature regarding
women may be é‘function of the lower initial expectat{bns
for success which women exhibit. Consequently, Frieze
(1975) indicated that the "expectancy" concept in Atkinson's
modei be piven important consideration. The lower expecta-
tions for suécess demonstrated by women may be a result of a
sense of personal devaluation and/or a result of societal
impediments (Tangri, 1975). Bardwick (19?1) supprested that,
unlike men, many.women have-a fused motive to affiliate and
- to achieve. Thus, in a study of the achievement behavior of
_womén, Bardwick sugpested that the intensity of both of
these motives be given consideration. |
Consequently, comoetené women are confronted w'th both
external and internal barriers to success within achievement
oriented situations. Societal expectations, negative sex-
role stereotypes, and discriminatory practices inhibit women's
successful performance externally and negative self-evalua-

’ .
tions, negative atFitudes,.and feelings of 1nadequacy in-
hibtit women's succ;ssful performance internally. In an
attempt to "free" women from such constraints, external ef-
forts have been initiated (ERA, Committee on Status of Women
in Canada). Such efforts were launched in order to weaken the
rigid social role structures imposed upon women, with the ex-

pectations that a change in societal dictates would allow for a

change in the sex-role expression of women. However, such
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efforts have been only mlnimaliyusu¢cessfu1, és pre judice
against competent women continues t&xprevail (Déaux, 1976 ;
Dixon, 1976; Hagan & Kahn, 1976; Hoaéh & Allen, 1975; O'Leary,
1974; Parsons, Frieze, & Ruble, '1976).

The present investigation 1s proposing a neﬁ directlon
to attenuating the prejudicéd attltudes directed towards
ﬁomen, by focusing on the internal, psychologlcal factors
which inhibit women's achievement-related performance. More
specifically, the present investigation willl attempt to
facllitate a change in achlevement-related behavior of com-
petent women by teaching them more positive attltudes towards1
being Buccessful. Such a project 18 undertaken with the hope
that a change in personal attitudes, expectatlons, and behavior
in individual women will constitute the necessary flirst
steps to attenuating the general prejudiced attitudes of
soclety towards competent women.

To the author's knowledge, minimal resegrch has been
reported which has attempted to focus on changing the 1inter-
nal barrilers to women's successful performancé in achievemenf;
related sltuationa. Keniston and Keniston (1964) proposed
that the interaction with or observatlon of a sucdceasful fe-
male model might alter the negatlive attitudes towards success
in women. The findings of Almquist and Angrist (1971),
Baruch {1972), and Goldstein (1979) lent support to such a
hypotheslis. The'emphasis upon modelling in the development

and expression of achlevement-related behavior of women 1s
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congruent with the position of soclal learning theorlats
and with the process of soclalization.

The present investigation will attempt to provide a
miniatu?e resoclalization experience for women by presenting
them with more positive behaviors to employ within achiéve-
ment situations. The technlque of modelling will be intro-
duced to facillitate auch positive expressions regarding

success.

Rationale and Hypotheses ,

The gompetent woman who chooses to step outside the

traditional role is often confronted with négative-sex-role

- stereotyplng (Broverﬁan, Vogel, Broverman, Clarkson, &

Rosenkrantz, 1972; Fernberger, 1948; Hagan & Kahn, 1976;
Hough & Allen, 1975; Klesler, 1975; McKee & Sherriffs, 1957;
O'Leary, 1974; Smith, 1939; Touhey, 197#),'and to discrimina-
tory practices with regard to educatlion and'employment_(Bass,
Krusell, & Alexander,Al971; Bowman, Wortney, & Greyser, 1965;
Dixon, 1976; Knudsen, 1969; O'Léeary, 1974; Parsons, Frieze,

& Ruble, 1976; Trieman & Terrell, 1975). Such external bar-

" riers to successful achievement performance have resulted 1in

feelings of 1nadequacy and in negative expectations toward
success 1n women, which is demonstrated in achlevement-relat-
ed situations by Xheir lowered performance and/or misattri-
bution of their successful performance to external rather
than to internal causes (Deaux, 1976; Deaux & Emswiller, 1974 ;

Deaux & Taynor, 1973; Goldberg, 1968; Hagan & Kahn, 1976;
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Hough & Allen, 1975; Klesler, 1975; Morgan & Mausner, 1973;
Pheterson, Klesler, & Goldberg, 1971;-Shaffer & Wegley,
1974).

Theoretlically, a model 13 needed to explaln how the
external factors inhibitlng women's achlevement behavior are
internalized and, thus help to maintain tradltional sex-role
behaviors. Parsons, Frieze, and Ruble (1976) introduced
such a model, based upon the work of M. Brewster Smith (1968).
Thls model, described earlier, 18 congruent with a scclal
learning approach to the development and expression of sex-

role behavior in women.

-
According to soclal learning theory, women acqulre

their sex-role 1ldentlty, along with the appropriate sex-role
behaviors and the attitudes concerning the relative status of
men and women, through the socilalizatlon process, ahd more
specifically, through the process of modelling (Baron &
Byrne, 1977). ‘ ' ’

In recent years, soéiety has begun to acknowledge that
the external barrlers exist and has initlated efforts in
order to allow women the opportunity to adopt a more androgy-
nous sex-role expression. Such efforts include the women's
liberation movement and leglslative acts, 1ncluding the pro-
posed Equal Rights Amendment (ERA). In spite of these ef-
forts, the llterature suggested that both men and women con-
tinue to exhibit prejudiced attitudes towards women (Deaux,

1976; Dixon, 1976; Hagan & Kahn, 1976; Hough & Allen, 1975;

N
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Kiesler, 1975; O'lLeary, 1974; Parsons, Frieze, & Ruble, 1976).

The efforts which.pave been initiated tc attenuate the
dilemma which women face in our society'have been externgl to N
the woman and thus have not attempted to deal directly with
hér Internalized attitudes, values, and expectations- regarding
achievement behavior. bIt is the opinion of the present writer
that, before meaningful change will occur, and, before women
will grasp the opportunities being made avallable to them,
the internal, psychological factors wlll necessarily need to
be addressed.

Within a soclal learning framework, women will need to
be resoclalized, in order to develop new behaviors which will
facillltate thelr achievement performance and in order to
learn to attribute thelr successes to internal rather than to
external factors. The present investigation is proposing
such resocialization by exposing women to a female role model
who demonstrates achlevement-oriented behavlors and who in-
creases the attainablility and the reward value of these be-
haviors. The purpose of the present investigation is, thus,
to test the idea derived from soclal learning theory that
exposure to a competent female role model will have signifi--
cant effects on the achlevement performance of women.

Such a hypothesis was suggested by Keniston and Kenilston
(1964). They proposed that the observation of or interaction
with a successful female model may alter negative attlitudes

in women regarding success. Almquist and Angrist (1971) and



Baruch (1972) supportéﬁfzﬁis hypothesis. Almquist and
Anérist reported that career-oriented students more frequently
had mothers who worked than did noncareer-oriented students.
Baruch found .that female studenta who had interacted with a
competent mother model evaluated women's competence highly,
but those whose motheqa did not work and provide such a com-
petency model devalueq female competence. -Even recentiy begun
maternal employment was assoclated with hlgh evaluations of
women's competence, which led to the hypothesié that the com-
petent model need not be the mother but may be a mother sub-
stitute, e.g. a cbllege professor.

Neath-Gelvin and #esler (1975), however, faileg; o
suppoft such a hypothesis, Female college students' ex:gB:\// -
tations for success on the LSAT were not raised by the infor-
fhtion that a female model had been successful on the exam.
However, the lack of significant findings in this study may
at least partially be explained 1n terms of the weakness of —_—
the modelling treatment émployed. Four criticisms of thils
method are offered by the writer. First, the models employed
. may be considered %S mastery models (Bandura, 1970). Mei-. »
chenbaum (1971) demonstrated that a coping model with self-
instructions. 1s more effective in facllitating modelling ef-
feets than 1s a mastery model. Secondly, the models were not
live models and,'therefore, the sub jects. were glven little
opportunity to identify with the models. Third, the subjects

recelved a single exposure to the model which'may not have
o -~
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been suffilcient to produce change in achlevement behavior.
Fourth, the participants had no opportunit& to role plgy and
thus to recelve feedback and practice regarding thelr attempts -
at enacting the modélled behavlors,

More recently, Goldstein (1979) reported that female Ph.D.'s
who had female advisors (female role models) published signifi-
cantly more research than did wgmen who had male advisors
(male role models), Although no cause-and-effect relation-
ship can be established from the data, such findings may be
consldered as supportive of the’hypothesis that exposure to
a female role model may have significant effects upon the
achlevement behavior of women. )

In summary, Baruch's (1972), Almquist and Angrist's
(1971), and Goldstein's (1979) research leads one to the hy-
pothesls that expcsure to a female rcle model who demonstrates
achievement-oriented behavior will/B;/ﬁn effective treatment.

In order for the modelling treatment to be effective in
promoting a resocializatlion experilence, the female role model
must demonstrate behaviors which wlll faclllitate the achleve-
ment behavior of women, Achlevement has traditionally been
defined within the context of a mascullne model (Bardwick,
1971). Atkinson's expectancy value model (1966) 1s able to
predicﬁ the direction, magnltude, and persistence of achlieve-
ment behavior in male students, but not consistently in fe-
males (Bardwick, 1971). Through the soclalizatlon process,

many wcmen have not developed the necessary quallties to work

-
»
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within this male model. In fact, many womgn%have leﬁrned
more "feminine" behaviors which tend to 1nhiﬁlt their achieve-
.mén rformance (Bardwick, 1971; Frieze, 1975; Horner, 1968;
Tangri, 1975).

Earlier,ythe Internalized, inhibitory sex-role atereo-
types were referred to as "negative self-evaluationa", "neg-
ative expectations", a "self-depreciative attitude" towards
béing successful and an external attribution of success when
success does occur. Other researchers have suggested that
sex-role soclallization teaches women to rely more on externél
than internal controls (Brannigan & Tolor, 1971), and to be
relatively unable to reallstically evaluate their intellectual
abilities (Oakley, 1972). 1In a‘more detalled féshion, Horner,
Frieze, Tangri, and Bardwlek have attempted to delineate the

inhibltory effects of sex-role soclallizatlon upon achievement

behavior.

‘\

Horner (1968, 1969, 1972) attempted to explain a woman's
inhibition of achievement in terms of the FOS construct. She_
postulated that a woman will not perform as well as she 18

capable of performing because she fears the negatlive conse-

o P
-

quences of success, Including fears of a loss of femininlt A Cy

being regarded S unpopular, unattractive, and a bookworm,

and belng rejected, lonely, unmarriageable, and ostracized.
Frieze (1975) and Tangri 51975) suggested thaEJthoman's

initial expectagzsns for succéﬁ% within an achlevement situa--

tion are lower than a male's expectations,.as a result of the
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- cultural stereotypes assigned to Jomen and of the sénse of
personal devaluag}on evldenced by wgmen in achlevement situa-
tlons. Such lower expectations tend to inhibit a woman's
achlevement performance. |

Bardwick (1971) suggested that women are motivated to
achleve in situations 1n’§h1ch they expect to receive praise,
love, and support from others for their achievement, while
men are cued to achleve by internal standards of excellence.
Particularly during ;he college years, a woman will tend to
inhibit her achlevement performance 1f the achievement 1is
percelved as a probable threat to affiliation.

In summary, the literature has suggested Ehat the
following factors are relevant to an understanding of ‘the in-
hibition_of the achlevement behavior of many women, due to
the soclallzation process: (1) the self-depreciative attitude
in achlevement situations; (2) the reliance on external rather
than 1ntern§1 controls; {3) the inability to assess own in-
tellectual abllities; (4) the fear of negatlve consequences
following successful performance;. (5) lower expectations for
success; (6) the potential threat to the affiliative motive
within a given achlevement situation; and (7) the external
attributlion of any success that does occur. Because the con-
cern of the present investigation is to facilitate achlevement
behavior, these inhibitory factors need to be dispelled and
replaced by more appropriéte achlevement-oriented bgtaviors.

Thus,’ the purpose of the present investigation 1s to
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test the 1dea derived from social learning theory that the
resocialization of women in their attitudes, expectatlions, and
behaviors regarding achievement situations will be an effec-
tive treatment to facilitate the achievement behavior of women.
Based upon the research cited eaflier (Almquist & Angrist,
1971; Bandura, -1970; Baruch, 1972; Goldstein, 1979), the
resoclalization treatment will include exposing women to 2
competent and an accessible female role model. However, it
does not appear that exposure to a mastery model will provide
a sufficient treatment to produce change in achlevement be-
havior (Neath-Gelvin & Kiesler, 1975). Therefore, the r»-
socialization expefience will involve the female role CEﬁel
demonstrating a coping approach to more facilltative achleve-
ment behaviors. Thus, the experimental group will be exposed
to a female model who provides ins tructions and a live ex-
ample of how to work from the inhibitory achievement behaviors,
.detailed above, to more appropriate behatiors requlired for
successfﬁl achievement performance. |
) Therefore, the independent varlable in the present
gtudy will be the treatment manipulation, adminiqtered to
University of Ottawa women under three conditions: (1) Ex-
perimental treatment; (2) Study Skills treatment; and (3)
No treatment cqntrol. ‘

The Expérimental treatment will involve exposing the
university women to four modelling sessions in which the fe-

male role model demonstrates behaviorally via "self-talk" a

i

o
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coping approach to successful performancé.on the midterm
paychology examination. This treatment will be a concrete,
experiential one, émphasizing practice,.

The Study Skills treatment will aiso involve exposing
university women to four study sessions with the female
teacher. However, here the teacher will serve asAa mastery
model who provides study skills information as to how to
sgudy for the midterm psychology examination. This control
group will, theréfore, be exposed to .a competent female in-
structor, yet the women will be provided with study skills
inforﬁhtion only, with no exploration of thei} reward value
SQr of the impact of success on the women's femininity. Thus,
they wlll not be exposed to the complete resocialization ex-
perlence, as outlined above. 'Consequently, although exposure
to the model may have some positive effects on their achieve-
ment behavior, these women aré expected to perform at a lower
level than that of the experimental group, because factors
such as FO3S, the incentive value of success, and the sex-role
stereotypes will.operate to their detriment (Bardwick, 1971;
Frieze, 1975; Horner, 1968, 1969, 1972; Tangri, 1975).

The third condition 18 a no treatment control condition.
The women in this group will not benefit from exposure to a
female role model and, therefore, thelr achlevement is expect-
-ed to be lower than that of either of the other groups.
Achlevement behavior will‘be defined 1in terms of Atkin-

son's expectancy value model, which was described earlier.

Fa

r
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According to this model, the achlevement behavior of the
university women will be quantifled on the following depen-.
dent measures: (1) Mehrabian's and Bank's Achlevement Scale
(1978), which will provide the need for achievement measure
specified in Atkinsﬁn's formula; (2) Sarason's Test Anxiety
Scale (TAS, 1972), which will serve as the measure of fear
of fallure withiﬁ Atkinson's model; and (3) the midterm in-
troductory psychoiogy examinatlion score (Univers;ty of Ottawa,
December, 1978, whicgpwill represent the resultant achleve-
ment behavior, in terms of Atkinson's model. Thus:

Midterm Exam Score = f{[Mehrablan's nAch score -

TAS] x Situational Variables)
Thus, if the Experimental treatment 1s effective in attenuat-
ing the more traditionally stereotyped "feminine"” behaviors
and 1in facilitéting the more appropriate behaviors, within
Atkinson's model, the following results are expected: (1) a
higher score on the Mehrablan-Bank Achievement Scale; (2) a
lower acore‘oﬁxfhe TAS; and (3) a higher score on the mid-
term psychology examination.

In order to test the effects of the treatment manipula-
tion upon the achlevement behavilor of uniyersity women, ' the
following hypotheses are proposed:

Hypothesis I: The Experimental treatment 1is more ef-

fective in promoting a higher score on the Mehrabian-Bank
Achievement Scale,  a lower score on the Test Anxiety Scale,

and a hlgher score on the midterm psychology examination in
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universlity women than 18 the Study Skills control treatment.
Since the Experimental treatment deals more directly with
negative self-evaluations, FOS, and the lack of accessibllity
of success behaﬁior for females, it 1ls expected to be a better

treatment than study skills information alone.

Hypothesis II: The Experimental treatment 1s more ef-

fectlive 1n promoting a higher score on the Mehrabilan-Bank

Achlevement Scale, a lower score on the Test Anxiety Scale,

and a higher score on the midterm psychology examination in
- =

university women than is no treatment.

Hypothesls IIXI: The Study Skllls control treatment 1s

more effective in promoting a higher score on the MehrablanJ
Bank Achlevement Scale, a lower.agére on the Test Anxlety
Scale, and a higher score on the midterm psychology examination
in university women than is no treatment. To the extent that
they are exposed to a female ﬁodel, the Study Skills control
éloup 18 expected to exhibit more appropriate achlevement

behaviqQrs than the control group, which will not receive any

exposure to a model.



Chapter II
‘ Method

In ofder to test the previously stated hypotheses, the
present investigatlon studied the effects of the followlng
treatment conditions: (1) Modelling treatment;. (2) Study
Skills control treatment; and (3) no treatment control, with
reference to the following dependent measures: (1) Mehrabian-
Bank (1978) Achievement Scale; (2) Sarason's (1972) Test
Anxiety Scale (TAS); and (3) the midterm psycﬁology examina-
tion score (December, 1978).

The method sectlon of this:report presents a descrip-
tion of the subjJects, measures, and procedures whlch were
followed in the present investigation.

Sub jects

One-hundred and twenty university women, who were en-
rolled in the Introductory Psychology course at the Univer-
sity of Ottawa from September, 1978 to April, 1979, volun-
teered to participate in the present study, earning class
marks for their participation. Of these original volunteers,
84 subjects complet®d the four week treatment program. Thus,
there was a 30% attrition rate; however, 25% of the women
who terminated early did not even attend the initial session.

Consequently, 95% of the women who did commit themselves to
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the treatment Prog{fé;ggd who actually attended the initial
session, completed the program. The 84 women whose data were
used in this étuay can be considered highly motivated sub-
.Jects, as the treatment required approximately five hours

of thelr time, outside of the classroom.

Demographic Data o~

All subJects were as%ed to complete the Life History
Questionnaire (LHQ), in order to obtain information which
might prove relevant to an understandipg of the results of
the present study. '

From this data, 1t was found that 86% of the subjects
were first year university atﬁdents, yho had a median age of
19 yearé. The majority of the stud;;ts reported attaining
an overall mark of A or B in thelr high school studles.

One-hundred percent of the subjects reported a desi;e to
.pursue a career after graduation. Ninety-one percent of#the
subjects intend to work full-time after university, 49% fbr
financlal reasons and 42% for "other" reasons. Eighty-eight
percent of the women intend to marry, with 76% expresaing a

desire for children. Consequently, there 1s a éeneral trend
noted in the group of women to both marry and pursue a
career, which 18 consistent with the less traditional role
being emphasized in today's soclety.
Materlials

In the present investigation, four treatment sessions

were administered to both the Modelling group and to the
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Study §k1118 group over a four week perlod of time., The
-overall obJective of the sessions was to help students
successfully prepare for and complete a university examina-
tion. All sessions 1nvolved the presentatiin of a script by

a 1live model "to a group of subjects. The 11$E“TEﬁaie model
was ; 2 year 61d theatre student from the Universify of
Ottawa, who was given a stipend for her participation in
thils study. All sessions were videotaped; consequently, a
camera, a videorecorder, and a mohit&i were required for

all sessions.

Modelling Treatment ~

During the modelling sessions, the model assumed the
role of a student who was preparing for her midterm psychol-

ogy examination. She dressed casually for the sessions, in

order to resemble I1n appearance a typical uniiq;sity student
The sesslions were enacted within a\classroom, provided by
the University of Ottawa, with simplistic props being em-
ployed tq create the éetting of a study érea, perhaps with-o
in the model's bedroom. A‘desk and chalr served as the pri-
mary props, with bookﬁ, papéra, and penclls being hlaced on
the desktop. ’

Four scripts were prepared by the writer for the model-
Ung sessions, based upon information obtalned from introduc-
'tory psycholégy students at the University of Ottawa during
the summer trimesterc 1§78, and upon information regarding

female achievement beQavior reported in the literature by
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Horner (1968, 1969, 1971, 1972), Klesler (1975), and others,
as outlined 1n the ;rst chapter. The scripts were wriltten
according to- the ihg model approach suggeted.by Meichen-
baum (1971), as opposed to the mastery model appréach pur-
portgd by Bandura (1970). According to such an approach, a

\ n
model initially demonstrates the behavior to be altered, sub-

sequently begins changing the behavior until she performs the™

final behavioral act as the mastery or competent model (Mei-
chenbaum, 1971). Consequently, 1in the present investigation,
during each session, the model began with mbre negative, de-
feating behavliors In her preparation for the examination, and
she wdrked her way through to more successful behaviors,.con-
sistent witﬁ/high achievement behavior on the examination.
The scripts she role-played consisted of her thoughts or
"self-talk" at a particular time period in her preparation
for the examinatlion (see Appendix A),

The first script was concerned with the "self-talk" of
the model one week before the examination. She began the
sesslion by verbalizing:her feellngs that a pass}ng mark would
be adequate for her on the exam. However, as tge session
progressed, she changed her selr-expectatiqns and decided to
rearfgnge her time schedule in order tc place more priority
bn her studying, giving 1easq%1me tg soclal events. She
wanted to do yell on her exam 1n order to gain a sense of
inner satisfactlon.

The second session presented the "self-talk" of the

45
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model regarding her preparation for the exam the weekend
before the test. On Friday night she was at home studying
for thf exam, whlile her friends were out partying. She

began the sesslon questioning whether doing well on the exam
was really important to her and wondering whether she was -
missing tqo much by not being with her friends. She con-
sldered putting her studies aside and Joining her frilends.
However, as the scene progressed, she reaffirmed her decision
to stay at home and study, according to the schedule she had
devised for herself. _

The third segsion dgscribed the model's "self-talk" on
the morning of the examinatlon. She was anxious about the
exam and afrald that she would be disappointed with hgrupef~
formance. She also feared that her friends would reject her-
1f she did better than they did. She had thoughts of post-
poning her exam. However, as the session progressed, she .
decided to take the exam, doing as weil as possilble,

| The final session presented the "self-talk" of the
model 1lmmediately following the exam. - She began by remember-
ing how she usually felt after an exam -- blah, disgusted,
and dlsappolinted. But today she felt proud of herself. She
felt that sﬂe dlid well on the exam, due toc the fact that she
had prepared herself adequately. ‘

In additlon to the scripts described above, an Intro-
duvtion to the study was presented to the subjects at the

beginning of the first session (see .Appendix A). The Intro-
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duction described the typlcal stereotyped behavior that many
women exhibit iﬁ-achiévement situations and encouraged the
subjJects to examine their own behavior and to begin filling
in the "gaps” in their own sex-role training. The Intro-
ductlon was included in order to increase the subjJects'
awareness of their own achlevement-related behavior and to
motivate them to desire to alter such behavior.

At the beginmning of the second, th@rd, and fourth model-
ling sessions, a summary of the previous session ﬁa; provided,
élong with a brief introduction to the®present session.

Also, homework assignments were given by the model at the
end of each sesslion, with typed copies distributed to the
subjects. Subjects were requested to complete the gssign-
ments before the following session. éhe homework assign-
mgnts encouraged the subjects to become aware -of theilr own
"self-talk" in regard to their examination preparation, and
to attempt to alter their negative "self-talk" by behavior-
ally rehearsing thg modelled response.

Study Skllls Treatment

In regard to the study skills treatment, the model as-
sumed the role of a teacher who offered study information to
the subjects concerning how to successfully prepare for the
midterm examination. She altered her appearance somewhat
from the modelling condition by combing her hair differently
and/or adding a blazer to her clothes outfit in order to

communicater.the role she was assuming. All sessions were
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held within a classroom provided by the University of Ottawa,
with simplistic props, such as a chair and a desk, being em-
ployed to further create a classroom atmosbhere.

Four lectures conveying study 8kills information on
how to prepare for the midterm examination were prepared by
the writer, with the assistance of a{university professor.
The four "lectures were written to coipclde within the temporal
frameworks outlined for the modelling sesgions (see Appendix
B). -Thus, the first and second lectures were concerned with
how té prepare for the examination during the weeks before
the exam, the third lecture gave study suggestioné on how to
prepare for the test on the morﬁing‘of the examlnation, and
the final lecture was concerned wlth how to handle the
thoughts and feelings experienced after the examination had
been completed. Also, homework assignments were given each
. week which encouraged the subJects to spend time before the
following session melémenting the study 1deas which had
been presented to them during the previous session.

Dependent Measures

Pre-treatment measures were administered to all subjects

and Included the following:

(1) Semantic Differential: This scale was developed

' by Osgood, Suci, and Tannenbaum (1957) as a tool
to measure the meanings of words. The Semantic
Differential represents "a standardized and quantl-

fled procedure for measuring the connotations of a
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_glven concept for an individual" (Anastasi, 1968,
P. 534). Each concept 1s rated on a number of
7-point descriptive scales, with the ends of the
Scales‘being.bipolar adjectives (they have opposite
meanings). Intercorrelations and factorial analy-
8es of the original set of 50 scales developed by
Osgood led to threesmajor factors: Evaluative
(good-bad, pleasant-unpleasant, clean-dirty);
Potency (strong-weak,§large-small); and Acfivity
(active-passive, fast;slow).

For quantitative treatment, responses on the
Semantic Differential can be assigned numerical
values from 1 to 7. The concepts to be rated can
be chosen to it whatever problem 1is under investi-
gation. The Semantic Differential has been applied
in research on such diverse problems as clinical
diagﬁosis and therapy (Osgood & Luria, 1954), vo- 0
cational choices (Hunt, 1967), and consumers' reac-
tions to products and brand names (Mindak, 1956).

In the present investigation, subjects'jgre
asked to rate the concept "MYSELF" on eight descrip-
tive scales. The instructions which were given for
the administration of the Sematitic Differential are
presented in Appendix C, and the measure itself

1s presented in Appendix D. Two of the scales

tapped the activity dimension (slow-fast, actlve-

]
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passive), and the six remaining scales tapped the
potency dimension (wise—foolisn, hard-soft, un-
successful-successful, weak-strong, important-
unimportant, rugged-delicaye). Tﬁis measure was
employed as an index to deftermine whether the

sub Jects could benefit from the treatment program.
If a celling effect existed, the power of the
treatment program could not be determined. Thus,
the slx scales represenfing the potency dimension
were used to aheck for such a ceiling effect, The
responses on each scale were assigned a numerical
value from 1 to 7. Consequently, ﬁhe Ssubjects
could potentially score from O to 42 on this mea-
sure. The mean score obtalned was 29{ with a
standard deviation of 3.712. This score was inter-
preted as indicativepthat the subjects would be
able to profit from the treatment experience.

Life History Questionnaire: This measure is a 23-

item questionnalre which was cénstructed by the
writer; based upon a similar questionnaire form
employed by Lehman (1979) (see Appendix E). It
was included in the study in order to obtain rele-
vant personal information from the subj;cts, which
might contribute to an understanding of the results
of the present study. Filve items of the LHQ were

completed by the subjects prior to the treatment
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sesslons, because it was felt that‘the treatment

might blas the responses of the subjects to these

items.

The Post-treatment measures were administered to all -

subJects at the end of the final week of treatment. These

measures included the fpllowing:

(1) Otis Self-Administering Test of Mental Ability-

Higher Examination-Form A

This measure was included as an estimate of IQ
level and as a potential covariate. It has been demon-
strated that achievement performance is positively
correlated with IQ level (Matarazzo, 1972, pp. 281-
288). The original pool of subjects was randomly
divided into three treatment groups, and; thus theofetically,
the IQ scores should have been normally distributed among
thg groups. However, to ensure the comparability of the
groups, the Otis test was 1nc§uded.

All subjects were administered Form A of the Otis
Higher Examination., This 18 a 75-item, multiple-
cholce test which must be completed within a 30 minute
time period.

Reliabllity measures haverbeen reporteq for this
Instrument, based upon parallel forms of the test.
For the Higher Examination, correlation coefficients of
.917 (Group I) and .925 (Group II) were obtained between

Forms A and B. The values of the probable error of a
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score determined from the- above groups were 2.56 and
2.68, respectively. '

Valldity of the test items was established through
the method of standardization. The items on the Higher
Examination were administered to 1000 high school stu-
dents in Californla and in Illinois and to 1000 grammar
school pupils in Minnesota. Those itemé which signifi-
cantly distingulshed between students who progressed
slowly through school and those wﬂﬁ progressed rapldly
through school were included in the test. Other validity
Indices include a correlation of ,.889 between the
Higher Examination and the Advanced Examination, which
was taken two years earlier, based upon a sample of
180 students; a correlation betyeen scores on the
Higher Examination and "scholarship,"” as reported by
the principal of a high school in Maine, of .55 for
Grade 11 (N - 240) and .57 for Grade 12 (N - 204); and
a correlation between scores on the HigherlExamination.
and scholarship, as reported by teachers of a high
school in California, of .59 (N = 157).

Based upon the scores of 2516 college students
from 21 colleges and unlversities, the median score on
the Higher Examination 1s 53 points, which can be con-

verted into an IQ score of 111.

(2) Mehrabian-Bank (1978) Achlevement Scale

This measure served as one of ‘the three dependent
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measures In the present investigation. Based upon’
Atklinson's Achlevement model, this scale represents a
measure of the motive to succeed. The scale 1s a 38-
1tem questionnaire, balanced for reSponae blas, such

that 19 items are ﬁositively worded and 19 are negatively
worded. Subjects are asked to respond to each item by
using a 9-point scale which ranges from +4 (strong
agreement) to zero (neither agreement nor disagreement)
to -4 (strong disagreement) (see Appendix F).

This questionnaire 1s an expanded versidnlof
Mehrabian's (1969) scale. Rellability and validity
measures are baséd on the responses of 76 male and
66 femaie university undergraduates.(’ﬂghrabian reports
high Internal consistency as evidenced by a coefficient
of .91 obtained from use of the Kuder-Richardson formula.
The measure 1s also- independent of soclal desirability,
‘as 1t correlated .02 with the Crowne and Marlowe (1960)
social desirability scale.

The scale correlated with Jackson's (1967) Achieve-
ment scale .74, .59 with Mehrablan's (1969} measure of
achleving tendency for males, and .68 with Mehrabian's
(1969) measure of achieving tendency for females. All
three of these correlation coefficlents were glgnificant
at the .01 level.

The norms reported for this scale for femalé sub-
Jects include a mean score of 46, with a standarI

deviation of 36.
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(3) Test Anxlety Scale (TAS): This measure was

published in a manhal by Sarason in 1972 and it served
as one of the dependent measures 1n the present inves-
tigation. According to Atkinscon's achlievement model,
the TAS was employed to measure the motive to avoid
failurg. Test anxiety, or the tendéncy to avoid fall-
ure, has been described by Atkinson (1965) as "an
inhibitory tendency that functions to oppose and dampen
the tendency to undertake achievement-oriented activities”
(p. 16). Thus resultant achlevement motivation has
been defined by Atkinson (1966) as the need Achleve-
ment score minus the Test Anxlety score. Mehrablan
(1978) originally designed his Achlevement scaie to
reflect the need Achievement score minus the Test
Anxlety score quantity; however, a weak negative rela-
tionship was found to exist between Mehrabian's scale
and the TAQ (Weiner &'Potepan, 1970). Cbnsequently,

1t was decided to include the TAS in the present study.

" The TAS conﬁists of 37 statements whlch were taken
from Mandler and Sarason's (1952) Test Anxiety Ques-
tionnaire (TAQ). However, the statements were rewritten
to fit the requirements of a true-false test rather than
the graphic rating scale of the TAQ. The TAS 1s used
as a self-report measure of anxiety which 1s aroused 1n

a testing situation (see Appendix G).
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(4) Midterm Igtrbductory Psychology Examination

Grade: This grade was obtalned for all~sub-
Jects with their vérbal permission and it served as
the third dependent variable. In terms of Atkinson's
Achie&ement model, the examlnation gréde served as a
measure %f‘ resultant achlevement performance. The
examination consisted of 100 multiple-cholce questlons,
which were computer scor&ﬂ{ Based upon arpopulaﬁion
of 1068 students, the mean score obtalned on the exam
was 65, with a standard deviation of 12.5. A coeffi-
cient of internal consistency of .8683 was reported,
-using the Kuder-Richardson Formula., An item analysis
of the examination is completed each year with those
items ﬁaving low discrimination value being discarded,
On this basis, the examination grade can be considered
a reasonably valid index of achlevement behavior,

(5) Life History Questlionnaire: The remaining -

18 1items of this questionnaire, which was described
earllier, were completed, following the termination of
the treatment program (see Appendix E).

(6) Modelling Evaluation Form: This form was

administered to the Modelling Treatment group only,

after they had completed the first and the fourth
modelling session. This 1s a li4-item questionnqiré

to which-the sﬁbjects responded on a four-point continuum

(see Appendix H). The form was constructed by the author,



. 68

}

based upon a simlilar questionnaire devised by Neath-
Gelvin and Kiesler (1975). It includes three main
sﬁbgroups of 1tems: (1) the first four questions are
concerned with the squects' perceptions of the model's
success within the examination situation; (2) the
second subset of five questions (#5,6,7,8,14) is con-
cerned with the subjects! self-perceptlions of success

within the examination situation; and (3) the third

"~ subset of four items (#9,10,11,12) is concerned with

external (family, peers, soclety) attitudes toward
female competéncy and success. The questionnaire
was included in the study in order to help determine
the effecti?eneés off the mode&}ing treatment.

(7) Weekly Evaluation Form: This questionnaire

was completed by the Modelling treatment group after
each of the four modelling sessions. The evaluation
form wasa constructed by the writer I;}prder to measure
the relevanéy of each of the modelling situations
to the subjects and to gauge the amount of 1involvement
felt by the subjécts during each sesslon, The form con-
sists of three questions, each of which is responded to
on a 5-point scale (see Appendix I).

After the initial treatment program had been com-
pleted, the no treatment control’ roup was offered the
modeiling condition, In order to ethically fulfill the

original expectancies created by this wfiter. These
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Q \ .
subjects were also requested to clomplete the Weekly Evalu-
" X

ation Form é?ter each modellling session,

(8) Special Psychology AchievementrTest:- %h;s 35-

itém, multiple~choice test was constructed by the wrilter

to coincide with the material being presented in the intro-

ductory psychology course durlng the second tr;méster, 1979

(see Appendix J). The test iltems were taken from the test

manuals of Siegel (1973), Hoeppner and Chamblin (1974}, and
Smith and Dallinger (1975). The test was administered to 14
of the Modelling group su¥jects, .in order to ascertain
whether any significant modelling effects ~ould be demon-

gtrated. after a two month latency period, following the

~.completion of the treatmept program., Serving as the sole

control group, 14 of the subjects 1n }he 3tudv Skills
treatment group also completed the tést. At‘the time 05
the test adﬁinistratlon, the no treatment control subiects
had already recelved the modelling CTondition, for the rea—;
gons described- above, and, consequently, they were no

l -
'~ longer appropriate for use as control subjectsJ\

LY

" Procedure

, The procedure which was followed 1In this investigation 1is

detailed below: - N

(l) During the summer trimester, 1978, tnis writer met

with 15 volunteér female students from an Introductory psy- -

chology course at the Universlty of Cttawa to discuss the

4
" 1deas presented by Horner (1968, 1969, 1971)-and Klesler
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ys . {
(1975) regarding women's behavior in achievement situations.

Such a discussion was instrumental to the. writer in the coﬁ-
struction of the modelling scripts. The spripts.were written
and then presented to severai women gfadua£e ZFudents in order
to obtain feedback. The scripts were then taken to the thes;ﬁ
propesal committeé for aﬁﬁroval. .

(2). In November, 1978, volunteer subjects ﬁéne recrulted
to participate 1n this study. The wrlter prepared a briefl intro-
duction concerﬁing the purpose of thils study and dellvered it to
oursIntroductory psychology classes at‘the University of Ottawa.
Women who were interested in altering their'achievement-éélated_

.\h/ . .
bhehavior were encouraged’%o particlipate. The necessity of com-

mitting oneself to the four week program was emphasized. The

Pre-treatment measures were administered to all sub jects at

this time. \\_-‘\\\‘ . \"C N

e . l N
(3) One-hundred and twenty female subjects were randomly

selected from'tﬁeé1}§% of volunteérs and they were random;y
assigneg to one. of the three tfgagqut conditions: {1) Model-
ling group; (2) Sfud&f&kills:ébﬁﬁféiigroup; and (3) No treatment
control group. All subjects in the modelling and study skills
treatment groups were'ihformed by telephone as to the "time and
the lbcation‘ié‘which the treatment aessions would.take place, ¥
The no treatment control subJecfs were telephoned and inférm?d
that, du to“a greater than expected number of volunteer subjects,'
thelr trea -ent sessions would be ﬁosfponed until afégr the

. P
Christmas break, %&%ﬁﬁ
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(4) Two weeks prlor to the initial treatment session, the
writer met with the female model to rehearse thg scripts that
she would be role-playing during'the treatment sessions, After
this initial rehearsal, the wrliter met with the model each week

r

prior to the treatment sessions, to ensure an adequate presenta-

tion of the scripts. F1;)
‘ (5) Five weeks prior to the scheduling off the midterm psy-
chology examlnation, the first treatment sesﬁions were held. The
subjects in the modéliing condition met from 12:30 to 1:00 on

Wednesday with the live model. The subjects in the study skills

© group met from 1:00 to 1:30 with the 1live model. The first ses-

sion for the modellling group included an Introduction to the
sessions and the role-playing of the first modelling script, as
detalled earlier. The s;udy skills group received an lntroduc-
tion to the gessions andhrhe first study skills lecture, as
deééribed earlier. Both groups of subjects were glven homework
aséignments to complete before the next tfeatmént session, The -
modelling group;complet-d the Weekly Evaluation Form and the
Modelling Evaluation Fo after the .niEl;& session.

(6) Al1 subqects in the modelling and study skills groups

were telephoned and rémindéﬁ of the sesslon to be held the

Pl

fdllowing Wednesday.

(7) The second session for the modelling and the study

skills groups was held the following Wédnesday, at-thq qahe

1 i
time and location as the previous week. The resgective -

. f
scripts were presented to each group by the live model,

/
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sented to the subjects in the modelling and the study skills

- 72

Homework assignments were gilven to the subjects to complete
before the next session. The modellin@‘group completed the
Weekly Evaluation Form after the treatment session.

(8) SubJectsg}n the modelling and study skills groups
were telephoned and reminded of the next trkatment session.

(9) The third session for the modelling and the study
skills éroupa was held the‘following Wednesday, at the same
time‘and location as before. The respective scripts for
each group were presented by the live méﬁel. Homework
assignments were given to the subjects to complete before
tpe next session. The modellling group completed the Weekly
Evaluation Form after the treatment session. \

(10) Subjects in the modelling and study skills groups
were telephoned.and reminded of the final session to be
held the followlng week.

(11) The fourth'and final treatment session was pre-
groups one week later, at the same time and location as
before. The respective scripts were presented to each group
by the live model, A conclusion to the sesslons was aléo a :
presented to each group, encouraging the subjJects to use

the mew skillls they had learned during the treatment sessions.

“The modelling group completed the Weekiy Evaluation Form and .

the Mo@elling Eyaluation Form after the final treatment éession.

~

(12) The no treatment control subjects were telephoned

and 1nstructed as to the time and place for the completion
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of the Post—tqgatment measures .

/(13) A1l subjects completed the Post-treatment measures
on the Thursday and ?riday of the fourth week of treatment.
Sub Jects were administered the measures im a group, wlth
the 0Otls being gilven fifst, in order to control for the 30
minute time limit required for this test. After the Otis
was completed, subjects were free to complete the remaining
measures at thelr own pace,

(14) Sﬁbjects completed the midterm psychology examina-
tion the week following the final treatment session.

(15) During the second week of January, 1979, subjects
were telephoned'in order.to galin their verbal permission for
the release of their examination grades. Also, at thia’time,
the no treatment control subJects were instructed as to the
time &nd location of the modelling sessions whkich were
being offered to them, to fulfill the writer's ethical
responsibilities to'proyide these subjects with a treatment
program. * ‘

(16) The Hodelling'treatment was offered to the control
group during the first two weeks of February, 1979. The
subjects were shown the vlideotapes of the original gessions,
- with two sessions glven per week for two weeks; ® The authpr
was Interested 1in the effect that a gfeater concentration¥6f
sesslons per week wguld have on the subjects' achievement-
related behavior. The subjects domp%eted the Weekly Evalua-

tion Form after each treatment session. After the completion

L[}
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a )
of the four-session treatment program, suﬁbects were readmin-
1stered the TAS and Achlevement séales. Only 13 of the
original 28 subjects completed'these sessions.l‘ )
(17) The suYJects in the modelling and study skills
groups were contacted by telephone and asked to meet with
the examiner to compiete a Special Psychology Achlevement
Test. The test was administered during the last week of
February in four group sesslons. Fourteen subjects from
each of the .two treatnent‘groups completed the testlng.
l\(185 The final stage of the study involved providing
\\Xxgjsubjects with feedback regarding the purpose and findings
of this investigation. |
Thus, a detalled déscription of the subjects, materials,
measures, and procedure employed in this investigation has
béen provided. The following chapter willl present the
results of the statistical analyses completed on the data.
‘The major experlimental hypotheses were tested using a one-
way analysis of vériance, according to the SPSS computer
program package (Nie, Hull, Jenkins, Steinbrenner, a?q '
Bent, 1935). The .05 level was established as an accept-

ab level of significance 1in the present study;

v

B
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Chapter III
Results

In the present 1nvestigation, the treatment served as
the independent variable: (1) Modelling treatment, which was
administered to the experimental group; (2) Study Skills
treatment, which was administered to a control group; and
(3) No treatment, which involved a second control group. The
effecté of the treatment condition were measured on the £dl-
lowing depéndent measures: (1) Mehrabian-Bank (1978) Achleve-
ment 3cale; (2) Sarason (1972) Test Anxiety Scale (TAS); and
(3) midterm grade on the 1nt§oductory psychology examinat%d%
at the University of dttawa (December, 1978},

Tnitially, statistical analyses were completed in order
to ensure that the treatment groups wercﬁessentially equiva-
lent on the Otis IQ and Semantic Differgntial scales and
that the use of covariaté analys{s as not necessary. o

Investigation of the Effects of Rdndomization on_the Otis IQ

and Semantic Differential Variabli

With respect to IQ, the following null hypotheais 186
tested: There are no .8ignificant differences in Uﬁe Otis IQ
scores between the treatment groups, &he means, standard
deviations, and variances are presented in Appendix K. A

one-way analydf&wof”vi}iance 13 completed, with the treatment

v
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group serving as the independent variable and the Otis IQ

76

score serving as the dependent variable. The F ratio 1is

not statistieally significant, F (2,81) = .152, p <.857

(see Table 1). Consequently, the null hypothesis is not
rejected. Further Inspection of the means and standard devia-
tions of the treatment groups indicates that the three group
means are within ,148 standard deviations of each other.
Consequently, the treatment grbupsxare consldered simllar
with respect to IQ.

To qheck whether or not the treatment groups are com-
parable on the Semantic Differentlal variable, the féllowing
null hypothesls 1s tested: There are no significant dirfer-
ences between treatment groups on the-Semantic Differdntial
score. The means, standard devlations,  and varlances are
presented 1n Appendix L. A one-way analysis'a} variance 1s
completed,’ with the treatment groups serving as the indepen-
dent vaq}aple and thg Semantlc Differential score serving as
the dependent variable. The F ratio is not Statistically
significant, F (2,81) = .16%, p <.845 (see Table 2). Conse-
quently, the null hypothesis is not rejected. Further in-
spection of the mesans and standard deviatiohs of the treat-
ment groups 1ndicafea that the three group means are very
close, lylng within ;162 standard deviatioﬁs of each other.
Consequently, the treatmernit groups are considered similar
witﬁ respect to the Semantic Differential score.

Having established the comparability of the treatment



Table 1

Summary Table of tﬁetheway ANOVA for

the Otis IQ Score

Source df SS MS P " F PROB.
Be tween #
2 46,0625 23.0313 .152 .857
Groups
Within
81 12237.9375 151.0856
" Groups :
Total 83  12284,0000 i -
=
A
)
/( _—
&
N o



Table 2

Summary Table of the Oneway ANOVA for

the Semantic Differential Score

78

Source dar S8 MS F F PROB,
Between .
2 4.6875 2.3438 .167 . 845
Groups ’
Within
81 1139.1875 14,0640
Groups
Total 83 1143.8750
—
\ \
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groups with respect to the Otis IQ score and the Semdntic
Differential score, the next step in the analyses of the data
Involves a manipulation check, to determine whether the sub-
Jects perceived the modelling treatment to be effective;&\\
Questicnnalres weré administered in order to gauge how rele-
vant the subjects pérceived the treatment and how involved

they felt themselves to become during the treatment sessions.

Analyses Regérding_the Effectiveness of the Modelling

Treatment
The Weekly Evaluation Forms and the Modelling Evalua-
tion Form were used to ensure treatment effectliveness.

Weekly Evaluation Forms -- items 1l and 2

The means and standard devliations for the first two
1tems are presented in Appendix M. On the first item, a
score 6E\3 indicates that the subjJects found the modelling
situation to bg_moderately relevant for college students in
general and, on the second ltem, a score of 3 indicates that .
they percelved the sessions to be moderately reievant to
themselves. Henée, 8 mean score of 3 or above over the 4

weeks of treatment 1s considered as indicating that the sub-

- Jects felt the treatment to be relevant and scores below 3

?suggest thatﬂUMesubJects felt the sessions to be irrele-
vant. The data indicate that the subjects both perceived
the treatment to be relevant for college students in ggneral
(M = 3.50) and relevant for themselves (M = 3.13)., However,

1t.should be noted that the subjects rated the sessions as

/\?’/_’\
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significantly more relevant for colleé;—;:;dents in general
than they did for themselves, t (27) = 3.10, p <.01 (see
Table 3). |

Following the inltial sessions, the control group itself
wasbblaced In the modelling condition and Weekly'Eva%gation
Fofms_were given to the sﬁbjec}s to cross-validate the above
findinga. Again, the subjecté percelved the modelling treat-
ment as relevant for college students in general (M - 3.6) and
they percelved the treatment to be relevant to thewqelves
(M = 3.45) (see AgpendixX N). Conseduently, on the basis of

]

the above results, the modelling treatment sesslons can be

-

consldered as belng relevant to the university women who par-

ticipated in the presgﬁt’investigation.

Modeiling Evaluatlon Form

To further expl&re the efficacy of the treatment sess?%ﬁs,
the responses to the items on the Modelling Evaluation Form
are analyzed. The means and standard deviations for each
jtem on this questionnaire completed after Week 1 and Week 4
" of the treatment program are presented in Appendix 0. A t-
test 18 completed to test the following null hypothesis:
- There are no significaﬁt differences between-the'mean scores
on the Mo&elling Evaluation Form after the first and fourth

— s

weeks of treatment. The t ratio’is statistlcally significant,
t (27) = -2.17, p < .05 (see Table 4). The null hypothesis 1is

rejJected and, thusi, the treatment sesalons can be regarded

as effectlve in increaslng percelved success and competency.

!
“~
b
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Table 3
ifference Between Mean Scores on Items 1 and 2 of
the Weekly Evaluation Form
Standard 2-Tail
Varliable N Mean T-Value af
. Deviation Prob,
Item 1 3.5 .9
28 3.10 27 LOOER®
Item 2 3.1 1.2

*p .01



-

Difference Between Mean Scores on the
Modelling Evaluation Form After

Week .1 and Week &4

Table &4

82

Standard 2-Tail
Variable N Mean T-Value ar .
Deviation Prob.
Week 1 43,143 3.759
28 -2.17 27 .039%
Week 4 uh 786 4,685 :
* p<.05
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The Modelling Evaluation'Forﬁ is composed of three sub-
gréups of items: (i) those involving ‘the subjects' percep-
tions of the model's success within the examination sitﬁatlon;
(é)-those involving the subjects' self-perceptions of success
within the examihation situation; and (3) those 1nvolving*\\
external (family, peers, and society)‘perceptions of female .
success and competency. The means and stahdard deviations
for each subgroup of items after the first and fqurth weeks
of treatment are presented in Appendix P, A t-test 18 com-
pleted between the mean Bcores after the first week of treat-
ment and those after the fourth week of treatment for each
subgroup of 1ltems. The results lndicate that the subjects
percelved the model as being significantly more successful

4 o ~—
within the examination situation after the fourth sdssion .
than after the first session, t (27) = 4.61, p <.001 (see
Table 5). However, there are no significant differences in

self-perceptions from the first to the fourth week, t (27) -

-.76, P < .456, or in the external perceptions regarding female

success and comﬁétency from the first to the fourth-ﬁeek;‘
t (27) = .42, p <«.676 (see THAble 5).

gpnsequently,'the sub jects pe;ceived thesmdﬂelling treat-
ment as effective for the model. However, the treatment ses-
sioﬁb\did not alter the subjects' self-perceptions of success
within the examination situation, nor did the sessions. alter
the subJects' perceptions of-externalbaftitudes tdagrd fe-

male success and competency.

T T

. - _
— .
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Table 5
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Differences Between Mean Scores on

Modelling Evaluation Form After

Week 1 and Week 4 for the Three Subgroups of'ltems

84

df 2-Tall Prob.

Variable N Mean T-Value
Subgroup 1
 Week 1 11.714 e
28 . -4.61 27 L 000 %**
Week 4 13.679 '
Subgroup 2
Week 1 16.821
28 , 76 .27 456
Week 4 16.607 :
Subgroup 3
Week 1 11.893 | :
28 Ja2 27 676
Week 4 11.786
*Ep  <,001

A
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Weekly Evaluation Form -- Item .3
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Given the above, 1t 1s declded to check ghe involvement

of the subjects within the modelling treatment by using item
3 of the Weekly Evaluation Form., The-means and standard de-"
viations are presented in Appendix Q. A score of 3 indlicates
that the subjects felt moderately involved @dring the ses-
gsions. Hence, a mean score above 3 over.tﬁe I weeks of
treatment 1s consldered as indicating that the subjlects were
1nvolve9 in the sessions and scores below 3 are 1indicative
that the subjects felt uninvolved during the sessions. The
data indicate that the subjects rated themselves as moderate-
iy involved (M = 3.31).

Thé subJects in the control group, whd' completed the
modelling sesslons following the initilal treatment program, '
aiso completed 1tem 3 on the Week;y Evaiuation Form. They
also perceived themselves as belng moderately invelved 1n the

sessions- (M - 3.4) (see Appendix Q).

!,

Conseduentlf, the subjects can be considered as moderate-
1y involved in the treatment sesslons. |

To summarize, these tests indicate that the sub jects
perceived the modelling treatment used 1n this study as mod-
efately relevant, more relevant for the college pobulation in
general than for themselves, and, over time, they ﬁerceived
the gains made by the model, rather than ehe gains'made by
themselves. They also reported being moderaﬁgly involved

during the sessions, Thus the treatment ﬁay be regarded as

]



slgnificant and effectlve, but as a mild treatment.

Once the comparabllity of the treatment groups has been
established and the effectiveness of the manipulation studied,
analyses related to the testing of the experimental hypothe-
ses are computed and described below. |

Pearson Correlation Coefficients Between Test Méasures

A matrix of Intercorrelationa 1s computed among the
following variables: (1) Otis IQ; (2) Semantic Differential;
(3) Mehrabian-Bank Achievement Scale; (4) Test Anxiety Scale;»
and (5) the midterm psychology examination score (see Appendix
R). Sighificant positive correlations are found between
the Otis IQ score and the midterm psychology exam score Cg =
.4100), and between the Semantic Differential score and the
Achlievement,score (r = .5298), A significant negative corre-
lation 1s found between the Otis IQ score and the Test
Anxiety score (r = -.4307). Contrary to the data reported
by Mehrabian (1969), the relatlonship between the Achlevement )
Scale and the TAS, although negative, cannot be considered
significant (r = -.1920, p <.08).

Because no significant correlations are found to exist
betweeh the dependent meaéureé (Achievement Scale, TAS, and
Midterm grade), three one-way analyses of varlance are com-
puted to test the experimental hypotheses, as obposed to cne

multivariate analysis of variance.

Analyses of Variance

The followling experimental hypotheses are ?ested:
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(1) The Modelling treétment'is more*effectiveAin pro-
motlng a higher score on the Mehrabian-Bank Achievement Scale,
a lower score on the Test Anxie£§’écale, and a higher score
on the midte:m psychology examination in university women
than 1ls the Studg Skills control treatment.

(2) The Modélliné treatment 1s moxe effective in pro-
moting a higher score on the Mehrabian—Bank Achievement ‘
Scale, a lower score on the Test Anxiety Scale, and a higher
score o;\fhe midterm psychology examination 1in university
women than 1s nc treatment.

(3) The Study Skills treatment is more effective 1n
promoting a higher score on the Mehrablan-Bank hchievement
Scale, a 1ower.scdre on the Teat Anxlety Scaie, and a higher
score on the midterm psychology qxamination'in university .
women than 18 no treatment.

The first analysils of variéhce tests the effects of the
'‘Modelling treatment on the Achlevement score. The means,
standard deviatilons, ahd variances for each group on this
scale are presented 1n Appendix S. The F ratio is not sta-’
tistically significant, F (2,81) =~ .839, p <.U439 (see
Table 6). The modelling treatment is not .significantly more
effective 1n promoting achlevement behavior than are the

céntrol treatments.

The second analysis“af yariance tests the effect of the

o

‘'modelling treatment on the Test Anxlety score. The means,

standard deviations, and varlances on the TAS for each group



Table 6

Summary Table of the Oneway ANOVA for

the Achlevement Score
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Source dar SS MS - F ¥ PROB.
"Be tween
2 1390.1250 695,0625 .839 A39
Groups . . : .
Within >1
. 81  67111.8125 828.5408 >
Groups . _
Total 83 68501.9375
-
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are prepented11n Appendix T. The F ratio is not statisti-
cally significant, F (2,81) = 2.180, p <.117 (see-Téble 7).
The effectiveness of the modelllng.freatment in reducing teét
anxiety 1s not confirmed.

The third analysls tests the effects of the modelling
treatment‘gn thé midterm grade on the introductory examina-
tion., The means, standard dév;%tions, and-qay&agces for
each group on this examination are presented-in Appeﬁ?ix U,
The F ratio is not statistically significant, F (2,81) =
. 295, 2 <.749 (see Table 8). The modelling tréatment is
not more effective than the control treatments in promoting

higher examination scores on the psychology midterm,

Item Analyses of the Dependent Measures

Given the fact that the above hypotheses cannot be con-
firmed, certaln speculations are made as_to the underlying
reasons and aré prdafnted below., First, some of the items
" @f the Test Anxlety and Achlievement Scales might have
low discrimination value and thus might have reduced the
power of the treatment. 1In order to investigate this hy--
pothesls, an ltem analysis 1s completed for both of these
measures. ”

The item analysis of the TAS ylelds 10 ltems which do
not correlate significantly with the total score on the test.
Therefore, the TAS tests are rescored, omitting these 10
items. The revised means, standard deviations, and variances

e

for each of the groups are presented in Appendix V. The one-



Table 7

Summary Table of the Oneway ANOVA for

‘the Test Anxiety Score (TAS)

Scurce ar S8 MS F F PROB
Between
2 170.6484 B5.3242 2.180 L1117

Groups <r“ ’

Within ‘

81 3169.9414 39.1351
Groups . -
Total 83 3340,5898
)



Table 8
Summary Table of the Oneway ANOVA for

the Midterm Examinatlon Grade

Source dar 3S MS F F PROB.
Between ~
L 2 55.3125 27.6563 .295 .749
Groups
Within ’
, 81 7600.7500 93.8364
Groups
Total 83 7656.0625
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L) . .
way analysls of variance is redone, using the revised scores

on the TAS. The F ratioc is not statistically slgnificant,
F (2,81) = 1,563, E.<.21h (see Table 9). Therefore, even
when the non—di§cr1minat1ng items are removed from the
dependent -varlable, the non-significant resultg of the
analysis of variance remain.

A second item anal}sis 13 computed on the Mehrabian-
Bank Achievement Scale. All items except one (#10).corre—
late significantly with the total Achlevement score. There-
fore, the scale seems to hold up under the scrutiny of the
;tem analysis and the previous analysis of.variance is
accepted. ,

Consequently, the TAS and Achlevement %cales seem to be
reasonably valid indices and, therefore, poor item discrim->
ination on the&se measures does not explain why the predic-
tions 1In thils study are not confirmed. Further speculation
as to why. significance cannot be established leads to an
exploratlon of the power of the statistical tests which were
used to test the major experimental hypotheses.

Power 'of the Test

The power of a statlgtical test, with respect to the
experimental hypothesis, is the probability that the decisioﬁ
rule rejects the nyll hypothesls when 1n fac 1s false
(Winer, 1971). In the present 1nvestigat104f~ti; power of
the analysis of varlance 18 computed for each of the dependent

varlables, using the tables provided by Cchen (1969). Feor
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Summary Table of the Oneway ANOVA for the

Table 9

Revised Test Anxlety Score (TAS) *

Source drf SS MS F F PROB.
Between
2 90.7383 45,3691  1.563 .214

Groups '

Within -
81 2351.6797 29.0331

Groups .

Total 83

2442, 4180

93
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the Achlevement Scaie; the power of the test is 21%. Con-
sequently, there were 21 chances out of 100 that the null
= hypothesis‘woﬁld bé'reJected} when in fact 1t should have o,
hﬂn\\‘\-,-;,been re jected 100% of the time (= = .05, the number of

| treatments (k) - 3, and n - 28) For the TAS, the power of
the test 1s found to be 145% (st = .05, k = 3, and n - 2B).
Finally, for the midterm psychology exam, the power of the
test i1s less than 11% (=% - .05, 5 = 3, and n = 28). Thus,
since the power ofbthe three statistical.tesfs employed 13
low, the chances of establishing significance in the study ™\ .
ang relatively poor. Due primarily to the mindmal differencés
betgeen treatment means on the dependent measures,- the powef
would have remalned low, even I1f the sample size had 5eén

doubled. Consequently, the notion that the treatment was

weak 1s further éupported&

Effect of Personél Involvement Upon Dependent Measures

Since the treatment was a‘miid but significant bne; it

13 posslble that the'treatment would be more powerful for the
subjects who reported the more personal 1nv01vembnt.than for
those who did not report it. Therefore, the subjecti‘in the
modelling group are divided into two groups, oﬁ the basis or
thelir scores on 1tems 2 and 3 of the Weekly Ewaluationlggamg\\

to see 1f the experimental hypotheses can be supported; by . 7(/“\\'
one subgroup and not the other. Those subjects who ve a ( 1
mean score greater than 3 on these two itemﬁ’combl d are S

Indicating that .they found the modelling sesslions tp be at
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least moderately relevant to them and/or they felt at least

moderately involved 1in the sessions. These slib jects (n = 18)

are placéd in the High Relevancy/Involvement Grohéﬁ Th?se

sﬁbjects who have 3 ;ean score of less than 3 on the two\\

items are placed 1n the.Low Relevancy/Involvemeny Group

(n = 10). T-tests are ccmblétgd to test the following null

hypothesis{ There are no signifiicant différences in échieve--

ment behavior, @3 measured by the Achlevement Scale, the TAS,

~ -

and the midterm psychology examination score, between sub-
Jects in the High Relevancy/Involvement d;Oup and those 1in
the Low Rele#ancy/InYolvemeht Group. A t-test is completed
on the Achlevement scores between the two groups and the t |
ratic 1s not statistically silgnificant, t (26) = .576, p <.568.
A second t-test 1s completed on the TAS scores and the t ratlon
1s not statistically significant, t {26) = .354, p <.725.
Finally, a thilrd E—teégjis complefed between the two groups
on the midterm examination score. The t ratio 1s nof sta-
tistically significant, t (26) = 1.29, p <.208. Therefore,
the null. hypothesls cannot be rejected (see Table iO).

Thus, the subjects'who percelved the treatment seasslons
as relevant to themselves and who were involved in the ses-
sions did not ascore significantly higher in achlevement be-
havlior, as measured by the dependent varlables, than'those
low on the Relevancy/Invélvement index. \

Effect of Peréeived Simllarity To Model Upon Dependent Measures

A 1live model was employed in the present study in order to
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Table ‘10
Differences Between Mean Scores on
Dependent Measures as a Function of Level of
Involvement of Sub Jects
¥ Standard T- 2-Taill
Variable N Mean : _ \ daf ‘
' : Deviation Value Prob,
Achlevement | .
R 7 -
Low 10 70.300 24,056 ég}/”
14 576 26 L] 568
High 18  62.55%6  38.139 -
\‘_:
TAS ~
Low 10 15.300 ©  5.697 .
.354 26 .725
High 18 14,556 5.078
Exam
Low 30 72,600 9.454
_ - 1.290 26 . 208
High 18 '67.500 10.291 :
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increase perceived similarity between the model ghd the sub-
Jects. Perceived similarity was measﬁred by item 5 of the
Modelling Evaluation Form, which was administered after the
fifst and fourth treatment sessions. A écore of 1 or 2 on

the item indicates perceived dissimilarity to the model,

"while a score of 3 or 4 indicates perceived similarity. After

the first treatment session,_subjects reported themselves to
feel somewhat similar to the model (M = 2.7) and, after the
fourth treatment, there was ;o substantial change in these
perceptions (M = 2.7) (see Appendix 0). In order to deter-
mine whether perceived similarity‘go the model was facilita—.
tive in promoting modelling effecté an&,‘thus, in 1ncreasing
achlevement behavior, subjects are divided into two groups, &
High Simllarity and a Low Similarity Group, with the mean
score serving as the point of division. Thus, subj;cts who
have a score above the mean of 2.7 are placed in the High
Similarity Group (n = 17), while those scoring below 2.7 are
placéd in the Low Similarity Group (g = 11), A t-test is
conducted between the two groups for each of the deﬁéndent
measures. The t ratlo on the Achlevement Scale 1s not sta-
tistically significant, t (26) = .04, p (.969); the t ratio
on the TAS 1s not statlstically significant, t (26) -
-1.,44, o] <.,162; and the t ratio on the midterm examination
1s not statistically significant, t (26) = .97, p <.340
(see Table 11). Consequently, perceived similarity to the

model does not have a significant impact on level of



08
Table 11
Dif ferences Between Mean Scores on the
Dependant Measures as a Function
of Percelved Similarity to Model
Standard - 2-Ta1l
Varlable N Mean arf
Deviation Value Prob.
Achievement hh\\
Low 11  65.636 35,121 ~
.04 26 . 969
High 17 65.118 33.528
TAS -
Low 11 13.091 4,230
-1.44 26 .162
High 17 15.941 5.595
Exam
Low 11 71.636  11.902 -
.97 26 L340
High 17 67.824 8.869
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achievement behavior, as measured by the dependent variables.

[

Effect of Self-Expectations for Success Upon Deﬁendent Mea-

sures

Frieze (5975) and Tangri (1975) proposed that a woma@'s
expectations for success are instfumental to her level of
achievement verformance. In order to test this hypothesis,
the responses of the Experimental group to the second sub-
group of items on the Modelling Evaluation Form are studied.
This evaluation form had been administered after the-first
and fourth weeks of treatment, with no significant difference
found between the scores of the two administrations. Thus,
in the present analysis, the responses obtained after the
fourth week of treatment are arbitrarily selected to repre-
sent subjects' self-expectations for success. A median split
is completed, in order to divide the subjects into a High
Expectations and a Low Expectations Group. With a median
score of 16.5, 14 subjects are placed into the High Expecta-
tidns Group and 14 subjects are classified in the Low Ex-
pectations Group. An analysis of covariancé is conducted be-
tween these two groups, on each of the dependent measures, with
IQ serving as the covariate. The ¥ ratio on the Azhievement
measure is statistically significant, F (1,27) = 11.142,
p < .003 (see Table 12); the F ratio on the TAS measure is
not statistically §ignificant, ¥ (1,27) = .878, p £.358 (see
Table 13); and the I ratio on the examination measure is sta-

tistically significant, F (1,27) =.4.026, p <.050 (see Table 14).



mees Ty m—— -

Summary Table of the ANCOVA

Table 12

for the Achievement Scale

100

-4
Source af 58 MS I I PROB.
Covariates
1 4290.121 4290,121 5.956 022
IQ ’
Main Effect -
1 2025.086 8025.086 11,142 .003 *
TRT
Explained 2 12315.207 6157 .602 8,549 . 001
Residea®1l 25 18006.86% 720.274
Total 27 30322.070 1123.040

% p <.01

TN



Summary Table of the ANCOVA

~ Table 13

for the TAS Scale

10ba

Source . dar S8 MS F PROB.
Covariates
: 1 109.586 109.586 , 4541 043
1Q !
Main Effects .
1 21.184 21.184 .878 . . 358
TRT - ' :
Explained 2 130.770 65. 385 2.709 .086
Residual 25 603%.3%35 24.13%3%
Total 27 734,105 27.189
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Table 14
Summary Table of the ANCOVA
for the Examination Grade
Source daf 5SS MS F ¥ PROB.
Covariates o
4. %95 488 Z05 . 488 4.,83%0 .03%7
1Q :
Main Effects
1 229,640 329,640 4.026 .050%*
TRT
AR
Explained 2 725.128 282.564 4. 428 .023
Residual 25 2046.977 £81.879
Total 27 2772.105 102.671
*p << .05
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Consequently, higher‘expectations for success, with the effects
of IQ level removed, are facilitative in promoting Achievement
and examination performance, but do not significantly impact
upon level of test'anxiefy.

Analysis of Post Hoc

Given the original expectancies which had been created in
the no treatment control subjects, the writer felt ethically
committed to provide them with the modelling treatment after
they had sefved their function as control subjects. This gave
the opportunity for the following analysis.

Thirteen of'thg original 28 control subjects attended the
mode;ling sessions twice per week for two weeks, as opposed to
once a week for four weeks as in the original study, in order to
evaluate the effects of a more concentrated program. The TAS
and Achievement Scales which they completed as a post-treatment
measure in the oripimal study were used as pre-treatment measures
in the present analysis. The subjects were retested on these
measures after the modelling sessions (see Appendix W), in order
to test the following null hypothesis: - There are no significant
differences in achievement behavior, as measured by the Achieve-
ment and TAS Scales, before and aftef a modelling program. A
t-test between the pre- and post-treatment measures of the Achieve-
ment Scale yields a statistically non-sipnificant t ratio, t
(12) = -1.52, p ¢.155: The t-test computed.on the pre- and
post-treatment measures of the TAS leads to a statistically non-
sipnificant t ratio, t (12) = -.34, p<.739 (see Table 15). Con-

sequently, the null hypothesis cannot be rejected.
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Table 158
Difference Between Mean'Scores on the Pre- and
Post—Testqlof the Achlevement Scale and
the Test Anxiety Scale (TAS)
Standard T- 2-Tail
Variable N Mean . ©dr
Derriation Value Prob.
o
Achlevement
Pre ) 52.385 24.599 )
13 _ / -1.%52 12  .155
Post 59.000 27.234
TAS
\ _
Pre 15.923 7.826 .
_ 13 - .34 12 . 739
Post 16,308 7.920
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Analysis of Post Hoc Employing a Speclal Psychology Achleve-.

ment Test

Before concluding that the hypotheses in this study caﬁ-
not be confirmed, a final analysis is complgted to test the
idea that the modelling effects, while not lmmedlately ac-
cessible following treatment, might influence behavior follow-
ing an initial lgﬁency pericd. In ordef to test this hypo-
thesis, two months after the treatment was completed, subjects
in the modelling group and 1n the atudy skills control group
were asked to complete a speclal Psychology Achlevement Test,
as described in }he previous chapter. The study skills
group served as the sole control group for this analysis, due
to the fact that the no treatment control group had already
recelved the modelling conditlon, as explalned earlier in
this chapter. The means, standard deviatlons, and varlances
are presented 1n Appendix X. Thirteen sgpjects.from each of
the two treatment groups participated, to test the following
null hypothesis: There are no significan% differences in
achlevement-related behavior, as measured by the Speclal
Psychology Achievément Teat, between subjects who received
the modelling treatment and those who received the study
skills control treatment two months prior. The t-test in-
dicates that there are no significant differences between
the scores of the two groups, t (24) = -.18, p <.858 (see
Table 16). Consequently, the null hypothesis cannot be re-
jected; -



Table 16

Difference Between Mean 3cores on the

Special Psychology Achievement Test for the

EL )

Modelling and the Study Skills Groups

104

- Standard T- 2-Tail
Variable N Mean af
Deviation Value Prob.
Specilal )
Achlevement
Test
Modelling 22,462 4,737
13 -.18 24 .858
Study Skills ' 22,769 3.919 '
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In aumég}y, the statistical analyses of the data are
unable to confirm'the experimental hypothesé;?.-The modelling
treatment 1s not statistlcally more effective in prdmoting
_achie;ement behaviors in university women than are the control
treatments. However, the power of the statistical tests 1is
low, suggesting that it 1s difficﬁlt to establish signifi-
cance under the conditions of the present investigation.

Also, expectatlons fdr success are found to be Instrumental
to achlevement behavior, as mgasured by the Achievemenf.

Scale and the examination performance, but not by the TAS.

Analyses Investigating the Applicabllity of Atkinson's

Achlievement Model

Past research has reported inconsistent findings regard-
ing the adequacy of Atkiﬁson's achievement model in describ-
ing female achlevement behavior. To test the applicabllity
of this model to the group of university women employed 1in
the present study, and thus to offer further emplirical evi-:
dence in regards to this 1ssue, the following analyses are
completed.

According to Atkinson's model, performance on the midterm
examination 1s expected to be greater for women high in need
achlevement than 1t 1s for those low Iin need achievement. In
order to test such a prediction, a medlan split is completed
on the scores.from the Mehrabian-Bank Achievement Scale.

With a median score of 59.5, 42 subjects fall into the High

Need Aﬁhievement Group and 42 subjects are placed into the
¥
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Low Need Achievemen@ﬂGroup. A t-test 1s conducted between
the two groups, with the examination scores serving as the
dependent variable;. The t ratio 1is no& statistically signi-
ficant; t (82) = -1.55, p <.126 (see Table 17)." Therefore,
the strength qf the motive.to succeed, as measured by the
Mehrablan-Bank Achievement chle, does not ﬁave a signifi-
cant lmpact upon performance level on the mlidterm examination.

The motive to avoid failure is regarded as an inhibitory
factor to achlevement behavior. Thus, according‘to Atkinson's
model, subJjects low in tﬁis motive should perform better on
the midteérm examination than those high in this motive. In
order to“test this hypothesis, TAS scores are dlvided 1into
two groups, based upon a‘median‘split. With a median_score
of 15.5, 42 subjects are considered as High in test aﬁkiety
‘and 42 subjects as Low 1in test anxiety. A t-test is conduct-
ed between the two groups, with the examlnation score serving
as the criterion variable. The t ratio is not statistically
significant, t (82) = .85, p <.397 (see Table 17). The
strength of the motive to avold fallure, as measured by
the TAS, does not have a significant effect upon performance
level on the éidterm examlinatlion.

Consequently, as individual motives, nelther the motive
to succeed nor the motive tp avold fallure, as defined in the
present study, are able to(predict performié%e on the midterm

examination.

Atkinson defined resultant achlevement motlivatlon as the
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Table 17 v

Differences Between Mean Scores on the
Midterm Examination as a Function of Level of

Achlevement and Level of Test Anxlety |

pY Standard . T- 2-Tail
Variable N Mean daf
\ Deviation Value Prob,
\ i)
, r
Exam _J
Low
Achievement 68.786  9.792
“'2 -1-55 82 ' . 126
High ¢
Achievement 72,000 9.250
~. ”
Exam S
Low TAS 71.286 9,580 -
4o .85 82 + 397
High TAS 69.50Q  9.651 ;)
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strength of the motive t? succeed minus the strength of

the motive to avold failure (Mg - MAE)' According to this
model, subJects who have a higher resultant achievement mo-
tive (Mg, Myp) are expected to perform better on ‘the midterm
_examination than those who have a lower resultant moéive '
(MAF>'MS). To test this hypothesls, a median split 1s
completed on the Mehrabian-Bank Achievement. Scale scores

and the Test Anx;ety Scale scores, as indicated above, and
the subJects are classified, accordingly, into the following
four groups: (1) High Need Achievegent ~ Low Test Anxiety
(n = 24); (2) Low Need Achievement - High Test Anxiety (n =
24); (3) High Neea Achievement - High Test Anxiety (n = 18);
and (4) Low Need Achlevement - Low Test Anxf@ty (n = 18),

A one-way analysis of variance 13 performed, with Grpups

serving as the independent variable and the midterm examina-

tion score serving as the endent variable. The F ratio

1s not statistically significent, F (3,80) = .929, p <.431
(see Table 18 . The strength/of the resultart achievement
motlive, as defilned by t Mehrablan-Bank Achievement Scale
scﬁre minus the Test lety Scale scozg, has not been
shown to have a si ficant 1ﬁpact Upon performaﬁce level

on the midterm examination.

In summary, the applicabillity of Atkinson's achievement
model to the group of university women employed in the present
Investigatlon has not been supported.

Conclusion
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Table 18
Summary Table of the Oneway ANOVA for the
Midterm Examination Score as a
Function of Level of
, Resultant Aéhievgment Motivation
Source ar_/ sSS MS F F PROB,
Between )
_ 3 257.6693 85.8898 . 929 .4308
(‘ broups‘
\>w1thin
: 80 7398.3398 g2,4792
Groups
Total 83 7656.,0078
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’ Statiastical analyses of the data are unable to. confirm
the éxperimental hypotheses., The modelling treatment 1s not
~ more effective in promoting achievement behaviors in univer-
sty women than are the control groups. However, the power
of the statistlical tests 1s quite low and, thus, significance
is difficult to establish under the conditions of the present
study. The modelling treatment 1s shown to be effective in
altering subjects' perceptions of the model's sucéess wlthin
the examination situation, but self-perceptions of success
and subjJects ' perceptions of external attltudes toward
success are not affected by the treatment manipulation., Thus
it 1s concluded that the treatment can be considered ségnifi-
cant, but weak. Personal involvement in the treatment
sesslons does not 1impact upon achievement behavior nor does
percelved simllarity to the model; However, expectations
for success are instrumenta} in promoting achlevement behavior,
as measured by the Achlevement Scale and examinatién perfor-
mance, but not by the TAS. The modelling effects do not in-
fluence achlevement behﬁvior, as measured by a Special Psy-
chology Achlevement Test, following a two month latency
perlod. Finally, 1t 1s demonstrated that Atkinson's achleve-
ment model 13 inadequate to predict female achievement be-
havior in the present study.
The followling section will discuss the implications of
these results, with suggestions for future research in this

.area of fered.



Chapter IV
) Discussion

The present investlgation 1s concerned with the achleve-
ment-related behavior of university women, as a function of a
modelling treatment progrém. Eighty-four unliverslity women
were randomly divided into three treatment groups: (1) Model-
ling treatment group; (2) Study Skills treatmént control
group; and (3) No treatment control group. The effects of
the treatment sessions in promoting achlevement behavior were
measured on the following dependent variables: (1)_ Mehrabian-
Bank Achlevement Scale; (2) Sarason Test Anxlety Scale (TAS);
and (3) the midterm érade on the introductory psychology'ex-
amination (December, 1978).,  The three major experimental
hypotheses under 1nvestlgation were the following:
- (1) A Modelling treatment 1s more effective in promoting

a higher score on the Mehrablan-Bank Achlevement Scaie,

a lower score on the TAS, and a higher score on the mid-

' term examlnation in university women than is a Study'

Skills control treatment.

(2) A Modelling treatment is more effective in promoting

a higher score on the Mehrablan-Bank Achlevement Scale,

a lower score on the TAS, and a higher score on the mid-
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term examination in university women than is no treat-

ment.

(3) A Study Skills control treatmeot 1s more effective

in promoting a higher score on the Mehrabian-Bank Achieve-

ment Scale, a lowenr’score on the TAs;'and a higher score

on the midterm examination than 1s no treatment.

Statigstlical analyses of the data were unable to confirm
the hypotheses. The modelling treatment was not statistical—
:ly more..effective in promoting achlevement behaviors in uni-
versity women than were the control treatments.

Although the subjects perceived the model as being more
successful-withinp thi)examination situation after the fourth
treatment session than she was after the first session, they

“~did not alter their self-perceptions of success, nor did
| they respond wlth more.positive achlevement behaviors on the
dependent measures employed. Consequently, the.modelling
treatment can bhe considefed'as slgnificant and effective,
because 1t did promote.change In the subjects' perceptions
of the model's success, but it must be consldered as a mild
treatment, in the sénse that 1t did not have s slgnificant
lmpact on the subJect's achievement behavior. /

Dospite the fact that the treatment was only mildly éf—
fectlve, it was designed to be a strong treatment. 1In fact,
on paper, it was a more powerful treatment than had been pro-

‘posed in past research. The present study took into conslider-

at&on the limitations of the treatment proposed by Neath-Gelvin
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and Kiesler (1975) and attempted to improve upon them by

(1) employlng a live model, instead of a paper-and-pencil
description of a model; (2)‘ incereasing the number 6f ex-
posures to thé model from one session to four sesslons; and
(31 preéénting the model as a copling model; as opposed to a
mastery model. Desﬁite.such attempts to enhance treatment
effectivéness, the modelling condition did not have a signifi-
cant lmpact upon the achlevement behavior of the subjects,

rIp an effort to understand the implicationé of these

findings, the following issues are presented.

Power of the Treatment Condition

e ﬁodelling has been demonstrated to be instrumental in
- the development of sex;apprOpriate behaviors. rThrough the
1 soclalization p?bcess, parents model and reinforce appropriate
\ se%—role behaviors for their children (Parsons, Frieze, &
Ruble, 1976). However, in the present investigation, the
w;;gé 8 Interested in altering the previously establlshed
sex-role attltudes and behavliors manifested by women in
achievemé%t sltuatiocns.
" Mussen (197%) suggestéd that sucg>sex-role behaviors be-
come falrly weXYi-established in children by the approximate

age of four yeéars. Once these behaviors are established,

they tﬁgﬁ\;z/ﬁe maintained over a considerable span of time.
3

pS4

Kagan and 83 (1962) supported the i1dea that sex-role be-
haviors are highly stable behavior patterns. Employing the

subjects from the Fels Research Instltute's longltudinal
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population, they studlied the relationship between childhood
and adulthood manifestations of such characteristics as
aggression,.passivity, dependency, achlevement motlivation,
anxlety, heterosexual behavior, and sex—typed aétivities.
The subJjects were intensely observed at four developmental
perlods during chlldhood and rated on each of the character-
istics. When the sub jects were between the ages of 20 to 30
years, each characteristlc was reassesseq. Kagan and Moss
reported that the tendency to act in sex-appropriate ways
was highly stable from early childhood to adulthood for both
men and women,

In Y¥ight of the above, the achlevement behaviors of uni-
versity women may be quite difficult to alter, due to thelr
stabllity and long-term reinforcement by parents, peers, and
soclety. Four exposures to a live model were insufficient
to effect change and 1t 1s unlikely that merely increasing
the exposures to the model would provide a sufficiently pow-
erful treatment. '

Bandura and Jeffery (1973) demonstrated that modelling
effects can be facilitated by rehearsal af the modelled re-
sponse, JSuch rehearsal, whether accomplished overtly or co-
vertly, allows the individuél to form a "summary representa-
tion" of the model's behavior and thus increases the reten-
tion of-the modelled response.. Thus, in the present inves-
tigation, a more powerful treatment package would include

both the modelling and the behavioral rehegrsal of appro-
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prlate achlevement behaviors. Although the subjects were
encouraged to coqplete homework asslgnments after each treat-
ment abssion, which would have required the behavioral re-
hearsal, the execution of such exercises was not under the
systematlc control of the experimenter. Thus: the Iimpact
of behavioral rehearsal ﬁpon the achlevement behavior of the
subjJects could not be determined, and, therefore, warrants
further 1nvgstigation. |

In addition to increasing the retentlon of modelled re-
sponses, a performance-oriented approach contributes several
additional dimensions to the modelling package. Culbertson
(1957)’demonstrated that subjectszwho participated in a 15
minute role-playing session differed slgnificantly on several
measures from subjects who simply observed the session,.
Partlicipants spent more time attending to the given role than
did_ observers, they showed a higher level of emotional in-
vglvement In the role than did observers, and they percelved
the drama in terms of feelings, thoughts, and emotions,
whereas the ébservers perceived the session in terms of the
gsiltuation and action of the characters. Thus, the involvement
of the partlclpants In the sesaions seems to differ both
quantitatively and qualitatively from that of the observers.

Such a distinction in the type of involvement evidenced
by the subjJects 1s frultful in the understanding of the re-
sults of the present study. The subjects In this study may

be classified as "observers" in the sense that they were not
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placed in a role-playing condition. Although they reported
an overall feeling of involvement 1n the sessioﬁé, it is
{1ke1y-that such involvement remained on a cognitive level,
with minimal affective, experiential participation cccurring.
Such a hypothesis is supported by the findings that the sub-
Jects, as '"observers", were able to "see" the progress in
achlevement behavior made by the model as a result of the
treatment, but they did not ﬁlter thelr self-perceptidns of
success, nor did they incorporate the modelled resggiigs and
demonstrate behaviocral changes 1in achievement, as a result cof
the treatment.

In othér words, the methodology of the treatment program
did not require that the subjects become involved in the
klnesthesls of the modelling sessions., Using Bandura's
words (1977), "symbolic procedures have much to contribute
as components of a multiform performance-orlented approach,
but they are insufficient by themselves" {p. 79). .The
modelling treatment alone may have provided the cognitive
Impetus necessary to effect behavioral change, but neg}ected
the experiential dimension. Thus, future research is war-
ranted, 1n which the treatment used in the present stddy 1s
taken one step further to include modelling sessions coupled
wlith a role-playing or behavioral rehearsal condition.

In addition to increasing the level and quallty of in-
volvement of the subjects, overt behavioral rehearsal also

provides a source of feedback for the subjJects as to the correct-
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ness of the new behavioral responses they are attempting.
Such a "corrective learning experience" has been suggésted by
Bandura (1977) to be facilitative to behavioral change. It
provides an opportunity for the sub Jects to experience the
impact of thelr new behaviors and to gain a sense of mastery
as a result of their successful performance., In Bandura's
terms (1977), subjJects' "expectations of personal efficacy"
are increased as a result of a successful performance.
Without a performance-oriented component included in the
modelling process, "individuals can come to belleve that a
pa#ticular course of action will produce certain outcomes,
but question whether they can perform these actions" (p. 79).
Thus, in the present investigation, the subjects may
have estimated that the model's behavlof would lead to suc-
ceadsful achlevement performance, and, consequentiy, they per-
celved her as more successful as a result of the treatment.
However, thelr expectations of personal efficacy (self-ex-
pectations for success) were mbt altered by the modelling
treatment and, thus, no behavioral changes were recorded on
the dependent measures. It 1s likely that, had the expecta-
tions of the subjects been increased through the inclusion
of a performance-oriented condition, achievement behavior may
have been increased. Such é hypothesls 1s suggested by Bandura
(1977) and supported by the findings in the present*study
that women who had higher expectations for success demonstrat-

ed greater achlievement behavior on the Mehrablan-Bank Achieve—
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ment Scale and the midterm examination.

In summary, the results of thé present 1lnvestigation
suggest that the treatment package employed was not powerful
enough to effect chan%? in the achlevement behavior of the
universlty women, as measureéiby the dependent measures,
Women's attitudes and behaviors wlthin achlevement situations
are engralned auring childhood and remain rela?Téely stable
over time. In order to alter such resistant behaviors, it
18 suggested that the treatment package include a perfor-
mance dimension, as requyred by a8 role-playing or behavior-
al rehearsal condition. Such a condition would promote
greater attention to and retentlion of modelled resbonses.ln
the subjects, in additlon to providing a more experlential
dimension to the treatment. Also, feedback would be availl-
able to the subjects regarding the correctness of their per-
formance and, thus, subjects would have an opportunity to
increase their self—expectation; for success. Such additional
components Included in the modelling treatment are consldered
by Bandura (1977) to be facllitative to behavioral change.

There 18 strong evidence to suggest that a performance-
oriented condition may provide a more powerful treatment
package. However, Sears, Rau, and Alpert (1965) would advo-
cate pladlng more emphasls on the relationship between the
model and the subjects, in order to enhance tregtment effec-
tlveness. They argued that soclal learning theory princi-

ples provide an Incomplete explanation for the development

7
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of sex-role related behaviors. They rejected the imitation
hypothesis as being "deceptively simple" and proposed that
sex-role related behavior is acqulired through the more subtle
process of identification. ’
...85ex typing has been interpreted by non-psycho-
analytic theorists as an instance of primary iden-
tification. Gender roles are very broad and very
subtle. It would be difficult to lmagine that any
kind of direct tuition could provide for the learning
of such elaborate behavioral, attitudinal, and man-
neriatlic patterns as are subsumed under the rubrics
of masculinity and femininity {1965, p. 171).
Bandura and Walters (1963) dgenfed that there is a distinc-
tion between what has been referred to as imitation and as
identification. However, Kagan (1958) argued that the iden-
(tification brocess 1s based upon an 1lntimate relationship
between the 1dentifier and the model, whereas, the Imitation
process emphasizes the learning of speclfic, discrete be-
haviors. L\
According to the developmental ldentification hypothesis
espoused by Sears et al;(1965), the principal factors for
instigating i1dentification are the love and affection the
1dentifier has for the model. Thus, 1f the child's relatlion-
ship to hils parent is nurturing and rewarding, that parent's
behavior, including his/her activities, speech, and mannerisms,
acqulres poslitive value. In the parent's absence, the child
wlll manifest these behaviors in order to reproduce some of

the feq}ings originally assoclated with the parent's presence.

Thus, 1n the present lnvestligation, 1f one accepts the
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identification hypothesis as & more complete theoretical

explanation for the acquisition of achlevement-related be-
haviors in women, the relationship established between the
model and the subjects becomes of primary importance, Al-

though the reaults of the study indlcated that the'subjects

perceived the model as belng somewhat similar to themselves,

the subjects did not have the opportunlty to establlsh an
intimate relationship with the model over the four week
period of the treatment program. Thls lack of an in-depth
relationship between the model and the subjects could help
to explaln why the successful achievement behaviors attributed
to the model were not 1ncorp3;ated by the subjects.

In order to further explore the effect that the quallty
of the relationship between the model and %Qg subjects has
on the acqulsition of achlevement behaviors, further research
is warranted. Such research might consider a treatment de- .
8lgn involving individual sessions between the model and the
subjects. The one-to-one contact would enable the necessary
bondlng between the model and the subject to occur. An exam-
ple of such a treatment paradigm 1s offered by the wrlter. A
university student who is experlencing difficultles in her
achievement behavior would be paired with a woman who 1s an

exemplar student and who could serve as a strong role model.

Thelr interactions &s roommates over & school term would r

serve as the modelling treatment. The exemplar student

would be the collaborator of the investigator and would provide
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a natural modelling experience fof the other student within

a highly individualized, intimate, on-géing 1pteraction. The
university student may be aware that the 1;vi;g arrangement
ia an experimental situation; however, there would be no
necessity for disguising the condltions. Such a paradigm
would provide a real live context 1n which ldentiflication 1s
likely to take place, : -

' iéqummary, there 1s strong evlidence to suggest that the
modelling treatment employed in the present study was weak.
Two reasoné‘are proposed in order to explain why the treat-
ment was not as powerful as 1t was orliginally designed to be:
(1) the achlevement behavior of women is a sex-appropriate
behavior which is deeply engralned in‘childhood and is highly
resistant to change; therefore, a treg%ment more powérful
than the modelling conditlon 1s needed to effect change; and-
(2)‘the soclal learning theory principles are Ilncomplete in
thelr explanation of the development ofisex—role behavior,
aﬁduppe 1déntification hypotheslis provi&gs a more complete
rationale. In order to test the above ideas, future research

is warranted.

Issues Related to the Dependent Measures

The effectiveness of the treatment program can be mea-
sured only to the extent that the dependent measures employed
are valld. .In the present investligation, achlevement behavior
was meaBured 1ln terms of Atkinson's achlevement model, This

model has been demonstrated to be predictive of male achleve-
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ment behavior, but has been inconsiﬁtent in.the prediction

of female achievement behavior (Bardwick, 1971). In order to
provide further empirical data regérding the applicability of
the model to the female, analyses were completed using the
test scores on the dependent measures of the 84 university
women employed in the present study. WNeither the motive to
succeed, as measured by the Achievement Scale, nor the motive
to avoid failure, as measured by the Test Anxiety Scale,

were shown to significantly impact upon students' achievement

performance on the midterm examination. The resultant achieve-

ment motive, as measured by the Achievement Scale score minus

the Test Anxiety Scale score, also did not have a signifi-
cant impact upon examination performance. Consequently, the
analyses support the contention that the achievement model
is not nredictive of the university women's achievement be-
havior.

One way of unherstanding such results is to take the view
that the criterion measure employed, examination rerformance,
1s not conducive to ‘the study of achievement behavior as de-
fined within Atkinson's model. It has been speculated that®
the study of achievement behavior can be accomplished on three
levels. Researchers describe achievement in terms of perfor-
mance on (1) trivial tasks such as anagram tests, or (2) oné
shot academic tasks including university.examinations, or (3)
life~time career performance. It has been further suprested

that the study of achievement behavior within Atkinson's model
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may be most appropriate at the third level, although re-
searchers cohtinue to work at the first and second levels.

In the present investigation, performance on a midterm
examination was employed as the criterion measure, which
indicates that the study of achievement was measured on
the second level. Although it can be argued that level
of academic performance is very much related to later
career performance and thus to a sfudy of achievement
performance on the third level, the use of examination
scores may have restricted the gemeralizability of results
to the second level. Consequently, future research may
consider employing a criterion measure which more directly
describes achievement behavior on the third level. In
doing so, Atkinson's model may prove'efficacious in pre-
dicting the achievement behavior of women.

Another way of understanding such results is that,
irrespective of the type or power of the treatment program,
the dependent measures employed, as defined within Atkinson's
model, are inadequate to describe the achievement phenomenon
of women. Cronbach (1970), as well as Mehrabian (1975)
and others, have suggested that it is generally males
who cogsﬁruct the instruments to measure achieving tendency
and, céhééguently, these measures may not be appropriate
to describe the achievement phenomenon of women. Mehraﬁian
(1975) suggested that, in light of the fact that theories -

[>]
of achievement have not been shown to relate well to females
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Farley, %972; Weiner & Potepan, 1970), "a different or
altered theory is necessary to account.for achievement
'vin women" (p. 12). The achievement phenomenon from the
point of view of the woman may be experienced differentli
from that of a male and, consequently, may need to be de-

£

seribed and measured in a different manner. Rather thara

[#] s .
attempting to "fit" women into an achievement model which
was established based upon a male populatiom, it may be more

efficacious. to design a model which is salient for women,

b

Ny
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Bardwick's (1971) distinction between the affiiiative and
achievement fotives in women, Horner‘s.(1968, 1969, 1971)
research on the "Fear of Success" phenomenon, and Tangri;s
(1975) and Frieze's (1975) hypothesis regardinr the lower
expectations for success in women contribute‘té the develop~
ment of such a model. Thus, future researchers may find it
beneficial td consider including measures which reflect the
ideas of Bardwick, Horner, and others in the field of the
psychology of women to describe the achievemen£ phenomenon
of women. Such measures may be employed in addition to or
in place of tﬁe measures defined within Atkinson-s model.

There is a third and, perhaps, less radical way of under-
standing the lack of sipnificant findings in the present in-
vestipation. Accepting the dependent measures employed as
valid indices of achevement behavior, it is possible that
they were not sensitive enough indicators to detect subtle
changes in the subjects' achievement behavioré. In light of
the fact that the modelling condition provided a weak treat—
ment, any changes in subject behavior may have been quite min-f,Q
imal and, therefore, insufficient to'be reflected on the/stdﬂé
dardized test measures employed.

More specifically, the modelling treatment employed was

designed to alter university women's achievement behaviors
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within the context of thelr preparatlon for and execution of
the midterm examlnation. The standardized test measures, on
the other hand, required more generalized achievément responses.
Although Bandura and his assoclates (Bandura & Harris, 1966 ;
Bandura & McDonald, 1963; Bandura & Mischel, 1965) demon-
stratéd that a hlgher ordeq form of modelling occurs, 1i.e,
the modelling effects become generalized to related situations,
1t 1s possible that such generalization did not occur, partic-
ularly because the power of the treatment program was weak.
Therefore, 1n order to deslign a more speclallzed treat-
ment package, future research should conslder developing a
measure which is more sensitive to the subtle changes result-
ing from the specific ﬁodelling program. Such a measure, in-
cluded along with the standardized measures, would enable a
more complete understandling of the effects of the treatment
program upon achievement behavior.

Issues Regarding Subject Varilables

The universlity women who served as subjJects in the present
investigatlon were volunteer subjects from the introductory
psychology courses at the Universlty of Ottawa, who earned
class marks for thelr particlpation. From the research con-'
ducted by Rosenthal and Rosnow (1970), 1t has been suggested
that volunteer subjects may be a source of potential bias in
experimental outcomes, due to the personal characteristics of
the volunteer. Volunteer subjects tend to be brighter than

nonvolunteer subjects on standardized IQ tests. However, no
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consistent relationshlp has been found to exlst between volun-ix\/
" teering and achievement, as measured by school grades. The )
pre-testing comﬁieted in the present study on the Otis IQ
tést indicated that most subjects tended to fall within the
high averaée to bright normal range (M = 109.7, 8 =712.2),
which 18 conalstent wlth the norms reported for college st
dents on the Otlis. Consequently, the volunteer subjects in
the present study do not tend to be brighter than university
students 1n general and thus, they can be considered as fairly
representative of a university population, in terms of academic
potentlial,

On the achievement measures, however, the subjects .
acored significantly higher than was anticlpated, based upon
the available norms. The reported mean score for females cn
the Mehrablan-Bank Achievement Scale is 46 {3 = 36); however,
the present group of women obtained a mean score of 60 (s = 29).
A ﬁ—test indicated that there i3 a statistically significant
difference at the .01 level between the two means, t (148) =
2256. Thus, the subjects 1n“tng)présent study may be considered
"above average" in their motive to achieve. The mean score on
the midterm examlnation for the introductory psychology
class was 65 (8 = 12.5), while the mean score obtained by the
subjects in the present study was 70.4 (s = 9.6). A t-test
conducted between the two means indicated that the difference

is statistically significant at the .001 level, t (1150) -

4,.815. Thus, the subjects may be considered as "above average"
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in achievement performance.

It ié unclear as to the reason why the women who are gen-
erally above average in achievement performance voluntéered
to participate in the present investigation. Perhaps, due to
the extensive amount of time required of the subjects, only
those women who were hlghly motivated to achieve complefed
the treatment program. Those less motivated may either have
.not'volunteered for the study or dropped out of the program
before 1ts completion. In any case, 1t appears that the
women who volunteered for this study were not the sub Jects
for whom the program would H;ve been most beneficlal. The
subjects in the present study may be considered more likely
than university sftudents in general to prepare themselves for
and to successfully execute the midterm examination. The
factors which were earller postulated to inhibilt the achleve-
ment performance of Qomen are not likely to be as detrimental
for these women, based upon their achievement scores, Since
the subjects, in generaﬁz had the skills avallable to score
above average on the achievement méasures, the Iincentive
value for them to incorporate the modelled responses was
probably quite low. Consequently, the chances of demonstrat-
ing sighificant treatment effécts In the present study were
élso qulte low}

'"Rather than employlng volunteer subjects from large uni-
verslty classes, future researchers may consider obtaining

women who attend a University Counselling Center as subjects,



128

Such a population would seem app;opriate from the point
of view that their incentive value for changing achieve-
ment behaviors would likely be greater than that of the
present proup of subjects. ' . N
However, it may be that researchers have devoted too

much energy to attempting to describe women's achievement
behavior in %*erms of & need-deficit model. Given the
findings that the women in this study c¢an be conside?ed \
as high achievers, a need-arousal model may have been

hjmore appropriate to a study of their achievement performance.
Perhaps it is time that researchers focused their attention
upon delineating the types of cues which arouse achievement
strivings in women, rather than prolénging the study of

the hypothesized "problems" which women encounter in achieve-

ment/ situations. With such an emphasis, Atkinson's achieve-

nt model may prove appropriaﬁe in predicting women's
4
achievement behavior. -

N

Conclusion

The Tesults of the present investigation indtcated
that the modelling treatment program presented was not
effective in promoting change in university women!s achieve-
ment behavior. Although the treatment propram had improved
upon the limitations of past research, it still did not
provide a sufficient treatment condition. In light of
the fact that the power of the statistical tests was found

to be quite low in this study, it was sugpested that the
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lack of significant findings may be a reflection of methodo-
logical difficulties.

Consequently, the discussion of the results focuses
on delineating possible areas of weakness in the experimental
design, in order that such weaknesses can be improved
upon and the experimental hypotheses can subsequently
be retested. . It is sugpested that a‘;ore powerful treatment
propram may result from coupling the modelling condition
with a performance-oriented condition and/or by facilitating
a more intensive felationship between,the model and the
subjects. The dependent measures selected to quantify
the effects of the treatment require careful consideration,
to ensure subtle enough indices to detect treatment effects
and to make certain that the measures employed are appro-
priate to the population being studied and to the level
of achievement behavior under investigation. Although
university students in general are able to profit from
an achievement—enhancinp program, & sampling technique
cther than that used in the present study is sugpested,
in order to reach the women who would mdst benefit from
the program. Finally, a need-arousdl model rather than
a need-deficit model should be Fiven consideration in

future research.
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e APPENDIX A
'Scripts for Modelling Treatment Package

Introduction to Modelling Sessions

As women, we have been soclallized to develop certain
parts of our personalities, wﬂile suppressing the development
of others. To varying degrgéaq we learn that we are not sup-l
posed to think rationally, we are ﬂgt supposed to demonatraté"

competence or be successful, and we are not supposed to be
apowerfYul. Instead, wé are to relate to others warmly, ex-
pressively, and emotionally and we are to be nurturing and
supportlive. Such traditional sex-role scripts are learned
from and encouraged by our parents and are reinforced through-
out our liveé. An unheaithy result of éuch 8ex-role training
13 that we tend to have "gaps“ which 1imit our potential to
become "whole" human beings.
One such "gap" with which the present study will con-
~cern ltself 1is our 1nexpefience in coping with achlevement-
orienfed-situations. Being a success, whether on an exam or
a school project or at a Job, implles that we are rational,
competent, adequate, perhaps agaertive, and able to stand on
our own two feet. These qualities are lncongruent with the

traditional feminine stereotype. Consequently, being a suc-

cess suggests to many women a potential loss of femininity,
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which may mean social re Jection, belng unpopular, loneliness,
and, generally, unhapplness,-
Tet'as stop for a minute and consider how our own sex-
role tralnlng has affected our achievement behavior:
How of'ten have we had the opportunity
to achieve and be successfﬁl, on an exam,
a school project, an oral presentation,
as a class leader, or maybe at work or
wlth our friends, and, 1lnstead, we per-
formed medlocre? Perhaps we were full of
excuses as to why we didn't do aeﬂter -~ "I
didn't have the time to study" (&nowing
we could have found time), or "it wasn't
that important to me to do well" (know-
Ing 1nside that we felt disappointed wlth
our performance). Somehow, we may have
felt "safer" doing average work than risk-
1n;?be1ng teased by our peers for being "so
smart” or for working "so hard'.
A second example:

]

How often have we been a success ~-

in a ;mall way or in a very large way --
but felt too embarrassed to accept the
pralse we deserved from 6thers? Perhaps

we even apologlized for our work and de-

valued our efforts by statements such
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as "I was Just lucky" or "the test
was really easy" or "anyone could

have done it."

Maybe wgudeal with our successes in a

more overtly aggresslve manner, defend-

ing ourselves publicly: "I deserved the

award more than he did -- he's incompetent.”

"I'11 fight you to the end to prove I'm

better than you." "Nobody 1is golng to get

ahead of me."
A1l of the above examples may suggest that we are, to vafying
degrees, uncomfortable with our potential to achleve and to
be successful.

Twenty years ago, women were;encouraged to act out a
more passive role in achlevement situations. However, since
that time, soclety has been experlencing a revolutilon, gtimu-‘
lated by the women's movement,, which 1s questioniﬁg the
whole soclal structure, 1nclu¥ing traditional sex~rolé stereo-
types. One consequence of this movement has been that an
ever-increasing number of women are seeking higher educatlon
and are golng to work in traditional (e.g. teaching) and
non-traditional (e.g. medicine) flelds. An even more signi-
ficant contribution of the movement 1s that we, as women, now
have greater freedom in our choice of 1life style. We can

now actively choose to be housewlves and mothers, we can
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chooseuto seek higher educatilon, and/or we‘can choose to pur-
sue a career, This_new climate eﬁcdurages motre varlety in
our life styles and role exﬁectifigns than was ever per-
mitted 1n the past. ' :“
However, along with these new opportunities come added
responsibilities. In addition to having the freedom to
choose a sultable 1ife style, a woman 1s now faced with the
r&sﬁonsibilit& to make a declsion about the life style she
wlshes to pursue. Many of us, who were raised according to
the more traditipnal sex-role standards, need to fi}l in
the "gaps" 1in our personallity development before we will be
able to make such a declsion. Our sex-role training has
inhibited our development of achlevement behaviori ;o vary-
ing degrees, which means that our ability to handle different
11fe styles may be limited.
| The purpose of the session today and the sessions
which will fallow over the next month is to teach us how to
begin developing positive achlevement behaviors. We will
learn that we can retaln the valuable elements of our
feminine training, our intuition, sensitivity, and nurtur-
é;;;; §;1 8t1l]l allow ourselves to achieve and experilence a
sense of success over a Job well-done. The essential re-
quirement for these sessiona 1s that you actively partici-
pate, by commlitting yourself and involving yourself in work-

1ng towards personal change.



150

Introduction to Modelling Session ]

Situation: Final éxams are approaching.
i am going to present EB you a common situational prob-
lem which we, as students, all encbunter -— exaﬁinations.
—anms ﬁlace us 1n an achlevement situation in yhich we have
the opportunity to be successful or unsuccessfulj\ Today, I
am going to role play a "mental scripth for you concerning
my approach to exama. Thils means that I am golng to verbal-
1ze for you the thoughts that go through my mind or the
internal dilalogue I engage 1n wéén I think about my exams,
for example, "I didn't study enough for this exam -- I'm
going to do lousy." Paychologlsts refer to this internal.J\
~dlalogue as "self talk" because what we are actually doing 1s
talking to ourselves. During the next half hour I would like .
you to let yourself become 1nvolved in my self talk, To what

extent can' you 1dent1fy with my thoughts and\feelings?
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Modelling Scripf 1

Situation: Finél_exams are approaching.

I have a chance to get a "B" and, maybe even an "A" in
my psychology class. But that means T1'll really have to
studj for ﬁy exam during the next‘week. I don't know if I'11
‘have time -~ I'm suppqséd to go to a party and then I have a
date’this weekend. Well, if I don't get an "A" who cares!
Just so I pass. That's all that's really important to me
anyway.

You know, there are R couple df gir1§ in the dorﬁ who
seem to be studying all ;he time. Sure, they get high
grades, but they miss out on all the fun. None of them seem
to have ahy close friends -- and they've probably never been
on a date. They must be lonely -- but I guess their studles
£i1l &p their time.

Then there's janet. She gets hlgh grades and isn't a
bookworm, but 18 she ever aggressive and competitive! She
always has to be on toﬁ and doesn't care whose toes she
steps on 1n.ordef to get there. What a "pdshy" female! -

She scares everyéie away from her -- none of the guys like

her because she comes on too strong. '

Well, I don't want to be & bookworm and I certainly



S~

152

doh't_ﬁant to be an obnoxious bitch! It's easler for me to
play it safe.‘ I'11 continue to do an okay Job 1n my courses
and atill have time to barty with my friends. I just want
to be haﬁpy.

But, then again, maybe working hard and dging a good '
Job brings héppinesa toco. I'd like to prove to myself I
can do é good job if I try and I'd like to feel proud of

myself for a jJob well-done. I know that I could get 2 "g"

and maybe even an "A" if I study for my exam. Why go to

university if I'm not golng to work?
'You know, I've always envied Susan. She arranges her

time so that she's able to study yet she still has time to

~go out., Yea, sometimes she has te pass up an invitatlon,

but people st1ll call Her. She doesn't come across aggres#®
sively 1like Janet does and she seems to have an air of con~

fidence about her. The guys like her -- maybe they even ad-

*‘\mire her? She's not afraid to admit that, she's a competent

/

woman. .
But what 1f I trled to be like Susan? I'm scared that
people would get the wroﬁg impression of me, I mIght come
across like Janet or maybe I'd end up a lonely bookworm!
Would people really respect me and llke me? Would guys

still be interested in me? What if I did better than they

dides

Maybe the only way to find out is to try. But am I

willing to tak® the risk? I do owe 1t to myself to really
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try my best for a change. Self-respect is as important for
me as for anyone else, Yes, I am going to rearrange my
schedule this week'to make time for studying. But I'l1l
probably have\tg miés the party -- do I want to do that?
Yea, I am going\E? be ready for this exam so I can give 1t
my best shot! There will"be other parties that I'il be In-
vited to. After all, I'm not going to change that drasti-
cally. Peo\plTe)win st111 like me. Maybe I'l1l just feel

a little more confident. Maybe I'11 gain a little more -

respect. After all, if Susan can do 1t, 3o can I!!
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Homework Ass 1g;nme3§ 1

We have completed the first session. Already you should
be more aware of the "mental script’ you characterlstlcally ’
employ when preparing for an exam. Such self-awareness 1s
essential in order for you to beneflt from these sesslops.

In order to increase such awareness, I would like you to take
15«minutes to a half. hour during the next week imagining
yourself preparing for your exams in December. As you plc-
ture.yourselflin this situation, jot down youf "sélf talk",
including your positive and negatlve thoughts. Many of

your thoughts may be similar to mine -- some may be qulte

dif ferent. Yoﬁ will need this script in order to complete
the next session, so 1t 1s essentlal that you take the tlme
this week to wrlte 1t. Remember, 1f‘you want £o benefit

from these sessions, you need to be lnvolved, which entalls

\\

doing your homework assignments.
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Introduction to Modelllng Session 2

Sltuation: The weekend before the final exam.

Last week I shared with you a "mental script" of how
I usually approach exams and of how I was going to change
my approach this time. Tonight, 1t 18 four days before
the exam and I'm at home studying, instead of at a party.
I'm wondering if getting a good grade 1is fgally more im-
portant than being with my friends tonight. Again, let
yourself become involved in the script -- try to put
yourself in my shoes. Can you 1ldentify with my thoughts

and feelings?
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Modelling Script 2

Situation: The weekend before the final exam.

Here 1t 13.-L Friday night. I could be partying wlith
my friends, having a good time -- but, instead, I'm home
studying for my gsychology exam! What a bummer! Probably
everyone's dancing and drinking -- Just really enjoying |
themselves. I feel like Iﬁnn;eally missing out. What if
Pat meets a new guy? Or what if Cheryl is flirting with my
new friend Gary? What if they all decide to meet someplace
on Saturday and don't invite me? What 1f they forget about
including me 1n the future? ' I'd feel pretty left out! They
probably think I'm dumb for staying home tonlght and study-
ing. I wonder if they are making fun of me like they do the
bookworms? . You know, friends are pretty important to me.

So why am I sltting here -- I should go to the party. Exams
never meant very much Ff me before -- do they really now?
Byt ... I guess I'm not the only one who's not at the
party. Well, Janet wasn't even invited -- nobody likes her
because she's too ag%ressive. But Susan passed up the party
in order to study. She's working at home tonlght also. And
shé's‘passed up invitations before in order to study, yet

people s8till seem to l1like her and s8till iInvite her out. So,
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why shouldn't they treat me the same way they treat her?
I just gave my studies priority like she does.

So, yea, I guess there is a reason why I am at home to-

"night. I made a declsion to glve thls exam my best shot and

I'm going to do Just that. I chose to work hard 1n‘order to
get that "B" or "A" in my class -- nobody 1s forcing me to
stay home. It's important to me to do well on my exam --

to prove to myself that I can be a success., So I am going

to work tonlght -- I'll be glad I did on Monday. I want to

‘have a reason to be proud of myself and I want others to re-

spect me for my achievement Mfhat's what's important to

me now!
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Homework Assignment 2

This week I would like you to spend 15 minutes to a
half hour wrlting down ways in which you feel you could
improve your own personal "mental script" regarding the
exam sltuatlion., This means that you should refer to the
script you wrote last week and replace some of the negative
thoughts or fears you had with new and more posltive ways
of talking.to yourself, You may‘use examples you\pave
learned here durlng the sessions and 1ncluée some of your
own, You willl need the script you write this week to com-
plete next week's session. Remember that in order to
beneflt from these sessions, you are golng to have to do a

little homework on your own,

P
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Introduction to Modelling Session 3

Situation: The morning of the examination. _

~Last week when we met, I was studying for my exam on a
Friday night. I had missed & party in order to study, and,
at one point, I had thought about putting my books aside
and leaving to have some fun., But, I stuck it out. Today
1s the morning of the exam. I am nervous and agaln worriled
about whether or nét a gooa grade is worth it to me. Many
of my*fears surface -- can you identify with them? Join
me as I role play my "mental script" thils morning. Think
of how you have handled thils situation 1in the past. ,H&E&d
you bé'willing to change your way of thinking, to put aside

your fears, 1n order to do well and to achieve?
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Modelling Script 3

Situation: The morning of the examination.

Well,lit's Monday morning and my exam 1s in two hours!
I am really nervous -- I feel kinda cold and shakey." I
didn't sleep well last night -- I kept tossing and turning
and waking up. I wish I could be sick today -- I do feel
kinda nauseous and I might have a bilt of a temperature. May-
be I should stay home today and take a make-up'eihm next
week when I'm feeling better. I made such a big deal out of
stadying for this exam -- I stayed home all Friday night and
studled, Instead of going out. What if I don't'do any bet-
tér today than I've done before? I'd feel realiy disappoint-
ed with myself. But, what 1f I do well, better than any of
my friends do? Will they make fun of me? Will they think’
I'm trying to be better than they are? - Wkat 1f they exclﬁde‘
me -- I would feel awful i1f I found out they were going to a
party without inviting me. And I wonder if my friend Gary
will 8t111 be interested in me 1f I do well on the exdm ~-
especlally 1f I do better than he does? No guy likes to date
a girl who 13 smarter than he is. It's béd for hls ego --
and others would make fun of him. Guys prefer girls who
are cute and feminine-looking, who are fun to be with, and

who make them feel important, not inadequate.
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So, maybe I can do "okay" on my exam and show others
that I'm Just the same old Mary. I could make a Joke about
staying home last Friday to study. That way we'll all be
friends and I won't have to worry about being rejected.
After all, my friends are pretty important to me.

But ... wait a minute! Haven't I been through all this
before? Didn't I make a decision to try my best? Why do I
want to cop out right at the end? Am I golng to let myself
down? Disappoint myself? For what reason -- because I'm

scared? I've already‘ﬁecided that there are different ways

‘Lo be a successful woman. I could become a bookworm and
devote all my time and energy to studying. But that's not
goling to happen! 'I'm too interested in being with others --

I enjoy others too much to let myself @4t around with my

head burled in a book. Then again, I could become aggressive
like Janet -- stepping on evefyone's toes in order to get
ajlead. But that's not me either! The reason I want to do
wgll is that I want to please myself. I want to gain a

ense of self-satisfaction from doing well, but not at the
expense of others. So, I can be like Susan. She is competent
and puts her best efforts into her work, but she has time for
her friends. Others regard her as femlnine, they seem to re-
Rer and 1ike her. She doesn't try to be better than
others llke Janet and she's not ufing her studies as an es-

cape, like the girls who do nothing but study. She 13 chal-
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lenged by her work, does her best, ard stlll enjoys tlme
with others.

So, I have a choice., I can stay the way I;ve always
been -- liked by othefs and falrly popular and an avérage
student or I c&g decide to make a change today by putting my
best efforts into my exam. ;

if I don't take a risk today, will I ever? 1I'll always
wonder if I couldn'!t do more -- but I'll never really know.
How‘else can I develop a sense of my strengths and limita~
tions if I don't try myself out? ‘I am a university student
now -- 1f I don't begin developing & sense of myself, I
will graduate without imowlng where to begin. Will I
‘Jpst get marrled and have children because I don't know of
any other alternatives? NO ! |

Whatever route I take in life, it will be %bcause I
chose 1t; I want a say in my 11fe1. And the only way I'll
be ablé-to make a choice later on 1is by beginning right now
to exert some control over myself. I am going to put forth
my best efforts today, using what I have §fudied and reaily
concentrating on the test items. Usually I hurry. through
exams 80 I finish in time to talk to my f¥iends. This time
I'm not golng to worry about anything but the queﬁtions in
front of me. I'm golng to put all my attention and energy
into answering the questions as best as I can. Then I
will bg proud of myself because I did something important for
me and I'11 be proud, khowing I can achleve a goal I set my
mind to 1¢t. ’r(\
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Homework Assignment 3

This week I would like you to spend 15 minutes to one
half hour Imagining yourselé in the exam situation, trying
out some of the new ways you have learned to handle yourself,
Refer to the "mental script" you wrote last week which de-
scribes new ways of talking to yourself and think about the
thﬁeé sessiona you have shared with me, and of how I have -
changed my ways of thinklng. Practice these new mental
scripts both silently and aloud. Repeat them until they
feel comfortable to you and are readily availaple to you.

Use these scrigthﬁhenevgr you have the "oppertunity.

iy
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" Introduction to Modelling Session 4

Situation: After the e . .
- Remember how I'waslyegling,last“week on the morning of

my exam? I was nervous and looking for excuses to treat )

this exam just 1like' all the others in my past. But I stopped .

:_nyself from thinking this way and spent time talking to my- =«

self more positively and confidently. I remembered that I

had made decislon to do well on this exam, When I fipally

waléed Into the classroom, I'fglt $repared and 1 worked'pard

during the exam period, glving itimj/::sf shot. I've Just .

fihished the exam and walked out of the classroom and I'd

1ike to share some of my feelings with you.

1 . - B A

- ‘ ! @F‘f)
N . ) 'gag‘:



-
\,I'

165

¢

LS
Modelling Scrigtdkﬁaq'
Situation: After-the exam.

‘Well, I did 1! That's right -- me, Mary, the girl

" who used 66 apend all her time worrying about her soclal
,}1fe, actually put her gnergylinto'achieving a good grad;i;g
her exam. The exaﬁ 18 over and I am pleased with myseif: I
didn't score 100%, put I sure_di& well! Imagine.me walking
put of an exam feeling‘confident and good about my performance!
Th;t's soﬁefhing new for me.” In the past, I usually didn't
. prepare adequafely for exams because there were always too
many othérlthings to do. Then the morning‘of the exam I
re1t~unﬁreparqd, anxibua, and I trie? to "cram." When the
exam was over, I felt blah! disgustéd! 'disappolnted with
myself! and then ran to my friends for support -- to make
sure they thought 1t*was__'.és- hard as I did and that thety had
done as "lousy" as I thotight I had done. But not this time!
-I.nge a change for the better and 1t was worth;&{ibf;f

‘was worth missing tﬁe party last Friday -~ there are others

-1

comlng dp in the near future. The sense of accomplishment I

]

feel now makes the time and energy I put into this exam seem

., worthwhile. .

And I feel proud! Proud of my performance and proud of

the fact phat I‘took a risk that was imporfant to me. I made
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a decision, I stuck to 1t, and I accomplished my goal!
I'm a success! ' o o

) Now I can relax and enjoy having fun. I deserve to go
out and have a good time, I can st11l relate to my friends
as before. The only‘differencéxin me is that I have a warm
feeling inside -- a sense of self-satisfactlon for a joﬁ
well-done. Maybe others will notice tQ}s difference in me --
the fact that I am a bit ﬁore confident. What 1s really‘1m~
portant, though, 1s thls feeling of excitement I havq about
myselq._ It's telling me that I am changing. If I continue
working at 1t,-I will continue to have a say in my life. I
wlll be able to make cholces for myself.
| This exam 1s just one of many situations in which I can
échieve and be successful. There are numerous others in
which I can practlce my new "mental scripts" -- situatilons
nﬁlatgd to. school, work, and home. The fact that I handled
this sltuation well glves me the sense of confldence and
8kill I need to try again. Who sald I couldn't be 11ike
Susan? I feel great about being a woman, particularly since

I can be a competent,” achieving, yet femlnine woman!
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Conclusion toc the Modelling Sessions

We have completed our last session together. During
this week and the weeks whiph follow, I hope you will put
into practice the new "mental scripts"” whiéh you have
learnedL//iy thlis time, you have become awére of your usual
-épproach to the exam situation, you have learned how to
change your self talk, ahd, now, you must begin putting
what you have learned into action. Take a risk, give your-
self a chance to shine during your examlnations in Decem-

ber, and 1n other related sitﬁations._.It's.up to you to

makeathe'chahge ~--.no one else can do 1t for you!
L4
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APPENDIX B
Seripts for Study Ski}ls Treatment Package N
Week 1

Situation 1: Final exams are apgroaching.

The introductory psychology course is one of the more
widely attended courseas in the university. Students purau-
ing Qarious flelds of Interest, 1including business, nursing,
the sciences,_knd the arts, consilder this coqrse.to be rele-
vant to thel: ducational development. The importance of
this course lies in 'the fact that i1t introduces students to
an oré;nized study of human behaviors Psychologists approach
this study of human behavior in a scientific manner, dilvid-

ing 1t 1nto various fields of interest. These areas include:

Developmental Psychology, the study of behavior over the dif

ferent developmental periods, ranging from birth until old

age; Experimental Paycpology, the study of behavior within a

laboratory setting-to ensure adequate controls; Physiologi-

cal Psychology, the study of behavior in terms of its rela-

tionship with phyflological functions; Statistical Psy-

chology, the s
tistical to

Influences and 1s influenced by other individurils in a soclial
{

N

dy and quantification of,behavior.via sta-

8; Social Psychology, the study of man as he
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environment; Educational Psychology, thggapplication of psy-
cﬁological principles to the educatlion of cechildren and adults

in school; and Clinical Psychology, the study and treatment

—

off behavior disorders. Many of theseg areas ovérlap In thelr
scope of information; however, there is still a 6efta1n de-
gree of autonomy held by each of the disciplinegu In your
inér&ﬁuctory psychology . course, you have begun your study of
these.Qarious discipiines.- As the course progresses, you
wiil gain a more comprehensibe ;1ew of all that the fleld

of psychology encompasses,

In December, you will be given an opportunity to demon-
étrate your learning in the field of psychology via your mld-
term examination. In approximately six weeks, you will be
faced with this written exam. As it 1s lmportant tg do well
on the exam, we would like to offer to you over the next ’
four weeks a few hints on how to adequately prepare your-
self for the examination.

The following suggestions wlll assist you in develOp-
ing a systematic and successful study program to help you
complete your exam. Students-#enerally ffnd it d12ficult to
organize and complete their own study program./ A major prob-
lem 1s developlng enough self-discipline to stick @o a pro-
gram, It 1s often diffilcult for students to determine how
much to study; for example, to determine when they are sufé

flicliently prepared. The folloﬁiné study suggestions willl

address these and other problems that you will face in pre-

s

N
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paring for your exam. Remember, the following are suggestions

and, therefore, you should modify them to suit your person-
ality, available study time, and other constraints,
The guggestions include the following:
(1) Obtain and organize your study materials, including
. texts, notes, articles, labs, etc.;
(2)- . Prepare facilities conducive for studying, for
example, places where the nolse will be minimal;
(3) Block out your available study time ‘- ﬁake your-
self a schedule which you will be able to follow;
(4) Prepare yourself an examination strategy and
perlodlically e§a1uate your progress.
These four study hints will be more fully detalled and
elaborated over the next three weeks. It has beeﬁ shown
that these suggestions are important to developling a good |
study program. Conseqpently, we feel they will be of use to
you in your preparation for youf psychology exam, &8 well as
in your preparatioﬂﬁfor'future exams, DBecoming aware of‘
these guideliﬁes 18 the first step in establlshing a sound
study program. Subsequently, you must lmplement or put

these suggestions into action!
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Homework Assigmment 1 /

We have completed the first session. To increase t?é

benefits of this study program, 1t 1s necessary for% to
¥
spend 15 minutes to one half hour during the next week ,lot-

~ '
ting down a general outline which you plan to follow 1n \

. ——

your exam preparation. Include in this outline the four
points which were mentioned today, improvising when n@wy
to fi1t your own needs. 1t 1s important to complete this

assignment before the nextg sesslon.

4
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Week 2

Situation 2: .The.weekend before the exam,

- Last week we spent time outlining the importance of
your introductory psychology course and the need for effi-
cient pfeparation for your examlnation. As you prepare for
the exam, you will probably discover that you have de- -
ficiencles in knowledge, 1n examination procedures, and in
study hablits. To overcome these defilcliencies, and to, there-
fore, 1lmprove your chances on the exam,-the following sug-
gestlions are offered:

w (1} It 1s important to obtain the necessary study ma-
terials before you sit down and begin studying. Make
sure you have the pequired text(s) and have marked the
speclific chapters én;each text for which you are re- | \
sponsible. If any articles from the reference section
of the library are required, make sure you oggain them,
photocopying them and/or summarlzing them when neces-
sary. If you mlssed any classes over the gemester, con-
tact your classmates to obtaln a copy of their notes.

}ilso, if there is a teaching assistant assigned to the

. class, find out from him/her if you missed any supple-

mentary readings durlng your absence.
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(2) You were given a course outline for yéur.introduc-
tory psychology class at the beglnning of the semester.
Annotate the chapters and articles which were required
for each of the indlvidual lectures on the course out-
line. Also, mark the dates of each lecture on the out-
line. Make sure that your class notes correspond to the
dates and toplics listed on the outline.

(3) There 1s need for self-evaluation. Tabulation of
your strong and weak areas at the heginning of your
study program will help you to budget your limited

study time.

(4) Locate study facllitles that will be conducive to
concentrated study. Factors which you should consider
include noise distractlion; interruptions; lighting;.
avallabllity; accessibility, for example, your dorm vs,.
the library; aﬁa\sufficient desk or table apace. You
wlll probably find different study facllities optimal
for different times.

(5) Review your personal commitments from now to the
exam to determine regular avallable study time. Formal-
1ze a schedule that you can reasonably commit yourself to.
(6) LHOnce you have 12P1emented a study program, record
your ﬁ?oggess on a study checklist. It is 1mportant'to
record time spent on each section of your outline, in
order to build your confidence, Allocate your time so

that you can gain the most prbficiency in the least time.

-
N

~ —— »



174

(7) Tenseness should be expected during days(GF\hard
study, and, especially on the day of the exam.\ Studiés
have shown that physical exercise helps to relleve ten-
tion. Therefore, 1t might be a good idea to develop a
regular set of exerclses for yourself. Some people
prefer to exercise in the home with no specific equip-
ment requifed and others prefer to exercise in a gym
setting, such as that provideg by thef%niversity. What-

ever your preference, you should conslder eatablishing
g

-

b

a personal exercilse program.

Your 1ntr§ductory psycholfgy exdm 18 a chalieﬁge and
worthy of your best effort. Expllcltly deveiop your own
psychological strategy éo get yourself "up" for the exanm.
Pace your study program such that/yﬁﬁ';ili be able to oper-
ate at ;hek performangé on the exém. Many students "glve
up" bébause they have a bad day or encounter a rough problem,
Do the best you can; other students are probably no better

prepared than yo
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Homework Assignment 2

We have gompletéd the second séssibn.' Last week you
weré asked to Jot down a general outline which you plan to
follow in your exam pfeparation. This week I would like you

to further de aillthis outline, adding fto 1t the polints which

ay. Spend 15 minutes to one-half hour over

completing this outline. Once you have or-
ganized your own study program, you wiil be ready to begiln
following the stepas of your outline in preparing for your
exam in December, It 1is necessary to complete the homework

assignment in order to fully benefit from these sesslons.
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‘ Week 3
Situation 3: The day of the examination. -

Last week we outlined in detall specific guldelines
which you can 1ntégrate into yoﬁr study program. This week
- we will be concerned with how to prepare yourself on the‘
mopning of the examinatioﬁ and how to approach the actual ex-
ecution of the examination. The'general rule to be followed
is: Maintain your nermal routine. Dﬁn't try to break old
hablits on the day of the exam. This routine should include
the folloging:
(1) Get adequate rest the night before the exam. "Ade-
quate rest" for you-may mean s{x, seven, elght, or even
nine hours of sleep. You should be aware of the number
of hours of sleep you need toc feel rested 1n the morning.
Don'ﬁ\fry to alter your regularly estaﬁlished sleep -
routine by sleeping more or less Jhan usual. Studies
have shown that such changes 1in sleep routine take
weeks to adjust to. Therefore, the night'béfore the
exam 18 not a éood time to initiate such changes.
(2) Get up earl& enough to ensure that you wlll hav
@ ample time to carryéut your usual routine,. Ruahing. 1~
11ﬁbly to make you pvenly tense and nervous, which may

prove detrimental to your exam performance.

\
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(3) Eat a nutritious breakfast. Remember, your brain,
needﬁ nourlshment to function properly. Many people

in our soclety are careless of proper diet.

(4) Allow yourself ample time to get to your exam.

Again, haging to ruéh may cauSe'you unnecessary worry

and anxiety. ' |

(5) Make sure you have él%?necessary materials for the
exam avallable to you, 1nciuding sharpened pencils, pens,
and paper,

(6) As you receive your examination, carefully read the.
instructions. The obJec?ive is to review the instructions
and to note any special ihstructions.

(7) Make note of the number of questions and glance
over each question to note the exact toplc and how much
detail might be reduired/ |
"(8) 'Many students will select the question that appeérs
easlest in order to get atarted and to build confidence,
Some willl begin with the problem that they feel 1s most
difficult in order to get 1t out of the way., Once you
selectla question, you should usually work through to
completioq before 1eav1ng'it( If you start another
question before completing .the first:'you will simply.,
have to come'back to the unfinished questiqn and by that’
point you'll have lost your train of thought.

(9) Budget your time. Time should be carefully allo-

cated In your attempt to maximize your points,

4
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While no guarantees are made concerning the success of
those who use these nine suggestions, 1mp1eantation-0f them .
wlll promote efficient preparation. Therefofe, now tht
you have been made aware of these gdidellnes,”xoﬁ must put

them into action!
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Homework Assignment 3

We have completed the third session. Over the past
two weeks, you have prepared an outline which you can use in
your pfeparation for your exams 1n December. Today we fo-
cused on how to prepare yourself on the morning of the’exam
anq how to ahproach the executlion of the exam. Over the
next week, i would like*you to spend 15 minﬁtes to one-half
hour wrliting your own outline on how to approach fhe examlina-~
tion day, using the information presentsd to ybu today. It
is important that you complete the homework assignments 1in

v
order to fully benefit from these sessions.
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Week 4
Situation 4: After the exam.

Last week we reviewed how to prepare yourself on the
morning of thé examination and how to appréach the actual
execution of the exam. Speclific guidelines were outlined for
you. Today, we wlll concern ourselves with how to héndle |
yourself after you complete the exam.

When an exam is over, students react in a number of dif-
ferent ways. Some students become very depressed and Just
"give up." They figure that they did poorly on the exam and,
even before recelving thelr grade, they are convinced of
their fallure. Other students ténd to be depressed, but not
to the extent of g%ving uﬁ{ They are qulite sure that they
scored poorly on the exam and they generally feel disappoint-
ed with themselves and tﬁeir lnadequate performance. Other
students are quite elated after an exam. Sometimes this "high"
is a reflection of a realistic appralsal of thelr performance
and‘sometimeé 1t may merely be a reaction to the fact that
the exam is over and no longer lingering over-theﬁ.

The most reasonablé approach to completing an exam is
not to let yourself get too. "up” or too "down." Try to be
obJective, Before you come to any definite conclusions con-

cernlng your performance on the exam, wait until you recelve
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the proper feedback -~ get your grades. Once this feed-
back 1s available to you, then make an effort to review your
perfonpancé; If your grade iz lower than you expected or
desired, take time to find out in what area(s) jou‘were:
weak éné/qr“in what ways your study program was deficient.
Then adjust your study habits accof&ingly. If your perfof-
mance was at or above your. level of expectation, thén bqview
the study habits you employed and continue working in a simi-
lar fashion 1in anticipation for your final exams in April,
You can\Ef_pleased with yourself for applylng the self-dis-
cipline necéssary to properly‘erepare for the exam.

"The study program presented over the past four weeks has
been offered 1n an attempt to help you adequ&tely'prepare for
your midterm psychology exam in December. The suggestions
which have been detalled for¥you have been shown to be useful
to other students in their preparation for exams. The pro-
gram offeréd has made you aware of speéific gulidelines to

follow in your preparation for an exam. It is now up to you

// \\ to put these suggestions into action, molding them 1nto a

,—'/

%)

-~

i

Etudy program which fits your personal needs.
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APPENDIX K
Means, Standard Devlations, and

‘Variances of Otis IQ chrés

Standérd
Group N Mean - Variance
;’. Deviation
Modelling %8 110.7 10.3 _ 106 .6
Study Skills 28 109.5 12.2 148.9
No Treatment 28 108,9 14,1 197.8
Overall 8l 109.7 12.2 _148.0

Do not frem
X 181 to . 209 N
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Means, Standard Deviations, and

APPENDIX L

v o

Variances of Semantic Differential Scores

Standard
Group N Mean . Variance

Deviation

A
Modelling 28 29,4 4.3 18,677
Study Skills 28 29.0 3.4 11.3
No Treatment 28 28.8 3.5 4 12.2
Overall 84 29.0 3.7 13.8
/
N

211
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APPENDIX M
‘}/ﬁ : Means and Standard Deviations of Scores on
Items 1 and 2 of the Weekly Evaluatig:-FOHn‘for ~

| the Modelling Group? (5\\/

-

Week _ Item'1 Item 2
. . Standard Standard
( i Mean Mean :
' ‘ Deviation - Deviation
Week 1 ‘ 3.9. T 3.5 1.1
, Week 2 3.6 T 3.2 1.2
Week 3 3.1 1.0 2.9 ° 1.2
Week 4 3.3 .9 2.9 1.3
Overall 3.5 . :? 3.1 - 1,2
.
N = 28
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APPENDIX N *
Means and Standar'd Deviations of Scores on
Items 1 and 2 of the Weekly Evaluation Form for the °
w s .
No Treatment Group® ‘
Week Item 1 Item 2
’ . . " F]
_ Standard .. Standard
Mean Mean” -
Deviation ' Devigtion
. .
Week 1 3.6 7 3.1 1.1
Week 2 3\; .9 3.1 79
J
Week 3 3.8 .6 3.7 .9
Week 4 .- 3.8 .8 3.9 - 1.0
Overall 3.6 . g 3.4 : 1.0
' a
N = 13 P
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APPENDIX O

Means'ahd'§tandard Deviations for Each Item on the
Modelling Evaluatlon Form after

Week 1 and Week 4 of Treatment

, I;ema - _Week 1 ' | - _Weelk\ 4 -
S Mean . Standard Deviation Mean Standar&‘Deviation
rE ~ - _: ,‘ ;
1 T 3.1 .5 3.4 .8
2 3.2 . A . 3.4 "
3 3.1 .6 R s .
4 2.3 .7 3.5 .6
5 2.7 |- .9 2.7 .9
6 3.8 / .6 3.8 A
7 3.4 .5 3.3 A
'8 3.1 A 3.2 .5
Fg 3.4 6 3.3 .6
40 3.1°7 .9 3.1 .8
11 3.0 .6 2.9 .6
12 3.0 .6 2.9 .6
13 2.9 a7 2.8 .6
14 3.0 .5 3.1 .6
Over- 43,1 3.8 4.8 SRR O
all 2
°N = 28
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APPENDIX P

Means and Standard Deviations for Each_Subgroup of

Items on the Modelling Evaluation Form after

Week 1 and Week U of Treatment

Item® Week 1 Week &
Standard Standard
Mean ‘ Mean
Deviation Deviation
Subgroup 1 11.7 1.4 *13:7 2.1
' |
Subgroup .2 16.8 . 1.6 16.6 kl.?
Subgroup 3 11.9 2.0 11.8 2.0

8N » 28 for each subgroup of items.

215
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APPENDIX Q
Means and Standard Deviations of Scores on Item 3 of
the Weekly Evaluation Form for the Modelling Group
‘and the No Treatment Group ~
i 4
_ r
Week ' Modelling No Treagment
: Groupéa Group
“ ~Standard -Standard
Mean Mean
Deviation Deviation
Week 1 3.7 "1.0 3.2 7
Week 2 T 3.5 1.0 3.3 7
Week 3 : 3.0 1.2 3.4 .9
'y Overall : 3.3 1.1 3:4 .9
a&! - 28 _
by . .
= 13 .

—N



217
. /!
4 - \ \
\\ A~ ™~
“ t t
A
APPENDIX R
Pearson Correlation Coefficients Between
Scores on Flve Test Measures
Semantic Achieve~- Midterm
Measures ‘ IQ TAS
Differentlal ment Exam Sc¢ore
} X
Semantic ‘ . ,
Differentlial 1.000 092 . H30%* .012 . 023
;o ~
’ Q. .092 1.000 .175 -.431* . 410*
Achievement /2530* .175 1.000  +.192 .161
TAS |, ' ©olo012 _.431% -.192 1,000  -.135
Midterm = )
Exam Score .023 Ja10* 161 . -.135 1.000
*p < .001
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. APPENDIX S
- Means, Standard Deviations, and
Varlances of Achievement'Scale Scores
- Standard
Group N Mean ' Varilance
Deviation
Modelling 28 65.32 33.52 1123.04
Study Skills 28 57.43 " 28.30 7, 800.92
No Treatment 28 56.11 23.75%?/# . 561.66
Overall 84 ~ . 59,62 28.73 825.32

*
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TN APPENDIX T
Means, Standard Deviations,(ﬂ.nd Variances of \
Test Anxiety Scale Scores (TAS)
Stahdard
Group N Mean Variance
: Deviation .
Modelling 28 14.8 5.2 27.2 ,ﬁ\) ,
¥
Study Skills 28 16.2 6.1 36<6 >~
~ AR
No Treatment 28 18.3 7.3 53.6"\‘-' —
Overall §4 16.4 6.3 ho.2
~ X ) .
. 4 .
. .
)
-2
~ ' -
\\\ i
<.
IS

r s



APPENDIX U
Means., _Sj:andard Deviafions, and Variances of '
Midterm Examination Grade Scores
. Standard _
Group N Mean Variance -~
Deviation
Modelling 28 69,32 10.13 102.67
Study Skills 28 71.29 8.53 72.73
-'-‘r__——/"_‘l
No Treatment 28 70.57 . 10.30 106.11
Overall 84 /70,39 _ 9.60 . 92.24

-

'|
)

\

&
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APPENDIX V
\ F}evised Means, Standard Deviatlons, and
Variances of Test Anxiety Scale Scores (TAS)
Standard
Group N Mean Variance
N e Devlation
_ Modelling 28 9.71 4,56 20.80
' Study Skills 28, 10.79 5.30 28.10
No Treatment 28 12.25 6.18 38.19
" Overall Bl 10,92 5,43 29.43 "
\\_/)
N
l,‘x
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Means, Standard Deviations, and Varlances of the

Pre- and Post-Tests of the Achievement Scale and

the Test Anxlety Scale (TAS)

Standard
Variable N Mean Varlance
Deviation
Achlevement i
Pre 52,385 24.599 605.111
Aost " 59.000 27.234 741.691
TAS
Pre 15.923 7.820 61.246
Post 1 ™ 16,308 7.920 62.726‘
-
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. a APPENDIX X

*
Means, Standard Deviationa, and Variances of

the Special Psychology Achievement Test

Standard
Group N Mean ‘ Variante
' Devia tion
Modelling 13 22,462 b, 737 22,439
Study Skills 13 22,769 3.919 " 15.359
Overall 26 ® 22615 N.o62 17,467

7
i
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PREVIOUSLY COPYRIGHTED MATERIAL
IN APPENDICES "C" to "J" o \
LEAVES 182 to 209 NOT MICROFILMED -
Appendix C. Instructions for Semant1c.D1ff rential
(Based on instructions for use of the sca]e as de eloped’
by Osgood, Susi and Tannenbaum (1957).
Appendix D. Semantic Differential Scale. Rat1ng of .

the word MYSELF

the author, based upon a s1m11ar quest1onna1re form

\
Appendix E. Life History Questionnaire. "Construtted %y
employed by Lehman (1979)." (see p.62) /

Appendix F. Mehrabian-Bank Achievement Scale (1978).

_Appendix G. Test Anxiety Scale (TAS) published in a manual

by Sarason in 1972.

<

Appendix H. 'Mode11ing Evaluation Form. The form was
"constructed by the author, based upon a similar questionnaire

" devised by Neath-Gelvin and KiesTer (1975)." {pp.67-68

Appendix J. Special Psychology Achievement Test. This
was "constructed by the writer to coincide with the materia)
being presented in the introductory psychology course during

the second trimester. The test ftems were taken from the
test manuals of Siege] (1978), Hoeppner and Chamblin (1974),
and Smith and Dallinger (1976)." (p. 69) %
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