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The problem of this study was to determine if 

study habits can be used to predict academic 

achievement. The purpose of this study was to 

determine the relationships between selected study 

skill habits and attitudes and achievement of secondary 

students in English, mathematics, and spelling. 

The sample for this study consisted of 82 

secondary school students participating in Upward Bound 

programs at two universities in the north Texas area in 

a six week period during the summer of 1988. Eighteen 

different high schools were represented in the study. 

The sizes of the schools ranged from small to very 

large. 

Instruments used were the Survey of Study Habits 

and Attitudes, (SSHA) the Stanford Test of Academic 

Skills, (TASK), and the Otis-Lennon Mental Abilities 

Test (OLMAT). The statistical analysis indicated that 

the four subscores of the SSHA are not accurate 

predictors of academic achievement. However, some of 



the correlations among the subscores for the SSHA and 

the TASK were significant. Most noteable of these were 

work methods and mathematics, teacher acceptance and 

mathematics, and work methods and spelling. The 

recommendation is made that the SSHA should not be used 

to predict academic achievement in Upward Bound 

programs. Improving study habits and attitudes should 

be addressed as a method of refining academic programs, 

not of predicting academic achievement. 
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CHAPTER I 

INTRODUCTION TO THE STUDY 

Theoretical Background 

Study remains an art (Maddox, 1963). Success in 

study depends not only on ability and hard work but 

also on effective methods of study. Important study 

skills such as note-taking, reviewing and making plans 

and schedules have to be learned and practiced. Very 

few students receive any systematic instruction in 

these matters. The method of studying used by many 

students is often one of trial and error, an invitation 

to frustration and failure. 

A substantial part of the learning linked with 

schooling takes place in unsupervised settings (Thomas, 

1985). Students are regularly expected to fulfill an 

assortment of self-instructional activities, 

essentially on their own. These activities include 

completing homework assignments, reading and extracting 

information from texts, taking notes from lectures, and 

reviewing information in preparation for exams. The 

ability to uphold sustained autonomous study is 

regarded as an important characteristic of the mature 

and competent learner. 
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Many variables play a part in academic 

achievement. Along with interactions such as teaching 

cues, student motives, study habits, and attitudes, 

they should be successfully investigated "hacking away 

at the variance one small bit at a time." (Lin & 

McKeachie, 1967, p.75). 

Statement of the Problem 

The problem of this study was to determine if 

study habits can be used to predict academic 

achievement. 

Purpose 

The purpose of this study was to determine the 

relationships between selected study skill habits and 

attitudes and achievement of secondary students in 

English, mathematics, and spelling. 

Research Questions 

Two research questions are addressed. 1) What is 

the relation between achievement scores and study 

skills? 2) Which traits of study skills are the best 

predictors of achievement? A regression equation was 

developed to express achievement as functions of study 

skillsin three academic areas; English, mathematics, 

and spelling. 



Delimitations 

This study did not attempt to teach or improve 

study skills of the participants. 

Definitions of Terms 

The terms identified are taken from two of the 

instruments used in this study. 

1. The Survey of Study Habits and Attitudes 

(Brown & Holtzman, 1984) is an instrument developed for 

measurement of study methods, motivation for studying, 

and attitudes toward scholastic activities. 

The following terms are defined as used in the 

Survey of Study Habits and Attitudes (SSHA): 

Delay Avoidance. (DA). The students' promptness 

in completing academic assignments, lack of 

procrastination, and freedom from wasteful delay and 

distraction. 

Work Methods. (WM). The students' use of 

effective study procedures, efficiency in doing 

academic assignments, and how-to-study skills. 

Teacher Approval. (TA). The students' opinion of 

teachers and their classroom behavior and methods. 

Education Acceptance. (EA). The students' 

approval of educational objectives, practices, and 

requirements. 



Study Habits. (SH). Combines the scores on the 

Delay Avoidance and Work Methods scales to provide a 

measure of academic behavior. 

Study Attitudes. (SA). Combines the scores on 

the Teacher Approval and Education Acceptance scales to 

provide a measure of scholastic beliefs. 

Study Orientation. (SO). Combines the scores on 

the Study Habits and Study Attitudes scales to provide 

an overall measure of study habits and attitudes. 

2. The Stanford Test of Academic Skills (TASK) is 

an instrument designed to reflect what is being taught 

in schools throughout the country (Gardner, Callis, 

Merwin, & Rudman, 1982). 

Assumptions 

The testing conditions did not have any effect on 

the outcome of the students' participation in Upward 

Bound (see p.50). The administration of these tests 

was under the exclusive control of the program 

directors. Conditions may have varied between the two 

programs. However, the results of the tests were not 

affected by any differences. 

The Importance of the Study 

With the appearance of reports calling for 

educational reforms (Boyer, 1983; Ravitch & Finn, 1987; 

National Commission on Excellence in Education, 1983), 



there is increased need for improving the study skills 

habits of high school students. Many programs and 

courses to remediate students have been developed for 

student use in high schools and college (Annis, 1986; 

Blustein, et al. , 1986). Every student acquires a set 

of study habits and attitudes developed in elementary 

and secondary schools. Poor study habits and attitudes 

manifested during this stage may contribute to failure 

in college. Such frustrations almost inevitably grow 

into negative attitudes toward school (Hardy, 1973). 

Remediation may not be the panacea for the problem of 

students deficient in study skills. These students 

need to be identified earlier in their educational 

careers. 

More than 100 manuals on how to study are now in 

print in the English language. Janek Wankowski of the 

University of Birmingham (England) has estimated only 1 

in every 200 students ever consults a book on study 

methods (Main, 1980). If this figure is correct, 

attention must be drawn to the fact that students 

cannot be depended upon to develop their own successful 

study habits and attitudes. The importance of this 

study was to determine how well and in what manner the 

four subscores of the SSHA predict academic performance 

in the TASK subject areas. 



Methodology 

The sample for this study consisted of 82 

secondary school students participating in Upward Bound 

programs at two universities in the north Texas area in 

a six week period during the summer of 1988. Eighteen 

different high schools were represented in the study. 

The sizes of the schools ranged from small to very 

large. Instruments used were the Survey of Study 

Habits and Attitudes, the Stanford Test of Academic 

Skills, and the Otis-Lennon Mental Abilities Test 

(OLMAT). The three instruments were administered on 

three separate days. The research method for the study 

utilized the ex post facto design, i.e., the subjects 

are already grouped at the time of the study (Crowl, 

1986). The method used to analyze the data was 

multiple regression. Separate regression equations 

were developed to reflect each academic area and 

overall academic achievement as functions of study 

skills. The SSHA subscores were the independent or 

predictive variables. The TASK subject areas, IQ, Sex, 

and Minority Status were the dependent or criterion 

variables. 



CHAPTER II 

REVIEW OF THE LITERATURE 

The purpose of this study was to determine the 

relationships between selected study skill habits and 

attitudes and achievement of secondary students in 

English, mathematics, and spelling. Five areas of 

theoretical importance to the study were reviewed: 

the Survey of Study Habits and Attitudes, the Stanford 

Test of Academic Skills, Upward Bound, study skills, 

and intelligence. The importance of developing 

successful study skills, habits, and attitudes, 

combined with other components were examined. 

Study Skills 

An inquiry was made of the relation between high 

school students' feelings of efficacy and efforts to 

study and teachers' classroom testing practices 

(Duckworth, Fielding, & Shaughnessy, 1986). The 

results confirmed the positive relation of motivation 

and efficacy to effort. Results of examining teachers' 

testing practices indicated students' perceptions of 

communication, feedback, correspondence, and 

helpfulness were strongly interrelated. 
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Schwartz (1986) indicated that to improve student 

achievement, the following areas must be addressed: 

study habits and skills, responsibility, academic 

motivation, and student-teacher. Information about 

student study habits, skills, and attitudes was 

gathered from surveys completed by 110 students, their 

parents or guardians, and 48 school staff members. The 

findings revealed a large majority of students (82%) 

and parents (96%) want study habits and skills 

improved. A course in study and time management skills 

was thought to be needed by 57% of the students and 82% 

of the parents. 

In academic contexts, self—sufficient learners 

engage autonomously in study activities which promote 

effective performance (Rohwer, 1986). A correlational 

investigation was undertaken to evaluate four 

hypotheses about differences across junior high school, 

senior high school, and college in the deployment and 

effectiveness of various categories of study 

activities. The Study Activity Survey and the Course 

Questionnaire were completed by students enrolled in a 

college level European history course (N=236), five 

senior high school courses in American History or 

government (N=229), and six junior high school courses 

in American History (N=222). The results indicate 

across these educational levels: (1) students 



increasingly reported engaging in generative cognitive 

activities and self-management activities; (2) 

students judged their courses, in some respects, to 

increase the demands they made and the supports they 

provided for engaging in such activities; (3) the 

greater the generativity of the cognitive activities 

engaged in, the greater their effectiveness in terms of 

grades received; and (4) negligible differences 

emerged in the tendency to match differential 

study-activity engagement to relative study-activity 

effectiveness. This last finding is interpreted as 

evidence against the proposition that expertness in 

studying increases with the educational level attained. 

Other models have been developed to improve 

study skills. Hymel and Guedry-Hymel (1987) proposed a 

detailed model. Their model involves the curricular, 

instructional/guidance, and assessment dimensions of 

promoting study skills and test-taking techniques among 

secondary school principals. 

The importance of study skills has also been 

addressed in Federal programs (Pfleger & Yang, 1987). 

The Preparation for American Secondary Schools (PASS) 

program, added to the Federal Overseas Refugee Training 

Program in 1985, was evaluated for its effectiveness in 

preparing Southeast Asian refugees for American 

education. The study compared the school performance 
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of students with PASS training to those who did not 

receive the training. One of the areas evaluated was 

study skills. Those students trained in the PASS 

program were found to outperform non-PASS students in 

all preparation and skill areas tested. The training 

was found to be especially effective for students with 

little or no previous education. 

The importance of developing successful study 

skills to enhance autonomous learning was stressed in a 

study by Thomas (1985). Self-directed, or independent 

study activities were studied in adolescents, as well 

as their antecedents and consequences. The 

interrelations across age and grade of several 

variables were described in this study. The variables 

examined were course requirements and conditions, 

students characteristics, study activities, and school 

achievement. The results indicate that as grade level 

increases, the demands on students' cognitive 

transformational and self-management activities also 

increase. 

Berkey (1962) reported instruction in 

reading-study skills produced better readers in content 

areas in a particular high school district. Other 

results from this study revealed students involved in 

the program appeared to have a more favorable attitude 

toward reading and school in general than other 
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students. School libraries seemed to become more 

popular; circulation increased and research materials 

were used more extensively. 

The purpose of a study by Mueller (1984) was to 

develop inventory items which measure the study habits 

and behaviors of adult students from a variety of 

college settings. Wrenn's Study Habits Inventory was 

used. An eminent degree of short range consistency was 

indicated by the establishment of 

test—retest—reliability. Significant items were 

identified by the utilization of factor analysis. 

Internal consistency techniques established the 

reliability of the total inventory and item subscales. 

Encouraging undergraduates to develop successful 

study habits was the theme in a study by Lee (1987). 

In this report, suggestions are made to advisers of 

undergraduate students in agriculture. Advisers should 

be competent, concerned, and provide an open-door 

attitude toward their students. The suggestion was 

also made that students be guided toward good study 

habits and participation in intern programs. 

The Survey of Study Habits and Attitudes 

The Survey of Study Habits and Attitudes has been 

the subject of intensive investigation; and has its 

value in predicting academic performance remains a 
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controversy (Main, 1980). Research points to two 

findings: 1. The SSHA results have higher validity 

when related to students' self-ratings of their study 

behavior or to fellow-students ratings of it, than when 

related to grades or marks (Goldfried & D'Zurilla, 

1973). It is probable that measures of study habits do 

reflect what students do in order to learn (Main, 1980, 

p. 5). 2. The predictability of the survey increases 

greatly when it is combined with measures of 

achievement motivation (Wheeler, Prewett, & Stillion, 

1976) and attitudes towards teachers and the 

educational system (Draheim, 1973). It would seem that 

positive study habits together with moderately high 

motivation to succeed, a ready acceptance of the ethos 

of the school or college, and a desire for teacher 

approval, make for success (Main, 1980, p. 5). 

Form H of the SSHA has been validated in a large 

number of junior and senior high schools throughout the 

United States (Brown & Holtzman, 1984). The criterion 

used in most of these studies was the one semester 

grade point average based on what are commonly referred 

to as the "solids," English, science, social studies, 

language, and mathematics. In sevaral instances the 

grade point average was based on work for an entire 

year rather than only one semester. 
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To check the concurrent validity of the SSHA-Form 

H, Morris (1961) undertook a comparative study of SSHA 

scores and teacher ratings of academic performance. 

The SSHA-Form H was administered to 144 students in 

Grade 7, 130 in Grade 8, and 99 in Grade 9, 

representing all levels of ability, enrolled at the 

Riley Junior High School, Livonia, Michigan. The 

homeroom teachers administered the inventory. A rating 

of academic performance for each pupil involved in the 

sample was secured from the homeroom teacher. This 

rating was a composite of academic performance in the 

major areas of English, social studies, mathematics, 

and science. Teachers were asked to place their 

students in one of three categories: A-B, C, or D-E. 

The subscores obtained from the SSHA were converted 

into percentile ranks, and local norms were 

established. The percentile ranks achieved on the SSHA 

and the teacher ratings of academic performance were 

then compared. Students who were rated by their 

teachers as A-B pupils consistently earned higher 

percentile ranks in Study Habits than those students 

rated as D-E. Eighty-eight percent of the seventh 

grade A-B students scored above the 25th percentile on 

Scale SH, while only 31% of the D-E students scored 

above the 25th percentile. Similar relations held for 

the eighth and ninth grades. In Study Attitudes, the 
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A-B students also placed a greater proportion above the 

25th percentile than did the D-E students. In the 

seventh grade, 82% of the A—B students were above the 

25th percentile on SA, while only 54% of the D-E 

students so ranked. The percentages of A-B students 

above the 25th percentile were 85% and 84%, 

respectively, for the eighth and ninth grades. The 

percentages of D-E students above the 25th percentile 

were 53% and 62% for the eighth and ninth grades, 

respectively. 

During the fall of 1964, the SSHA-Form H was 

administered to 3,731 students enrolled in Grades seven 

through 12 at ten school systems in central Texas. 

Correlations between SSHA total score (SO) and grades 

were without exception statistically significant, 

ranging from .31 to .85 with a mean of .55. 

Two hundred thirty—seven ninth—graders were given 

the SSHA-Form H twice, with an interval of four weeks 

between sessions. The test-retest reliability 

coefficients were .95, .93, .93, and .94, respectively, 

for the Delay Avoidance, Work Methods, Teacher 

Approval, and Education Acceptance scales, and .95 for 

total score (SO). The means and standard deviations 

for SSHA total score changed very little over the 

four-week interval. For the first administraton, the 

mean and standard deviation were 99.4, and 32.1; for 
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the second administraton, 98.3 and 31.8. These studies 

indicate that the four subscores are sufficiently 

stable through time to justify their use in predicting 

future behavior or in assessing the degree of change in 

study habits and attitudes. 

A study by Cavallaro and Meyers (1986) 

investigated the effectiveness of two treatments in 

reducing test anxiety in 67 female high school students 

with either good or poor study habits, as determined by 

the SSHA. Both treatments included relaxation 

training; however, one treatment focused on study 

skills training, while the other emphasized cognitive 

restructuring. Relaxation plus cognitive restructuring 

was effective in reducing test anxiety (as measured by 

the Test Anxiety Inventory), while relaxation plus 

study skills was not. A significant interaction 

indicated relaxation plus cognitive restructuring had 

greater influence in reducing anxiety for subjects with 

good study habits than for those with poor study 

habits. 

Computer assisted instruction on study skills was 

used in a study by Gadzella (1982). A 

computer-assisted instruction study skills program was 

presented to an experimental group while the control 

group did not have access. Subscores for the 

experimental group on the SSHA increased during the 
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semester, while subscores for the control group 

decreased. 

In contrast to previous research relating the SSHA 

scores to grades, the purpose of a study by Goldfried 

and D'Zurilia (1973) was to test the validity of the 

SSHA against criterion measures more directly 

reflecting effective study behavior itself. Using peer 

ratings and self-ratings of academic effectiveness, 

validity coefficients were higher than when grades were 

used as the criterion. No significant correlations 

were found between the SSHA and ratings of 

interpersonal effectiveness, indicating the test 

possesses good discriminant validity. These findings 

provide support for the assumption that higher validity 

coefficients may be obtained by maximizing the 

similarity between test responses and criterion 

behaviors. 

The SSHA has been used with other instruments to 

determine levels of achievement (Graham, 1985). 

Combined with the California Achievement Test, and 

Tennessee Self Concept Scale, 210 high—achieving and 

low-achieving migrant Spanish-surnamed students in 

grades seven, nine, and eleven from two Oklahoma and 

four Texas school districts were tested for achievement 

and grade level differences in study habits, study 

attitudes, and self concepts. Data were also analyzed 
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by gender. High-achieving students as a group and by 

gender were found to have higher study habits, study 

attitudes, and self concepts; by grade level, high 

achievers had higher study attitudes and self concepts. 

Study habits were not significantly different by grade 

level, but were by gender and grade level. Study 

habits, study attitudes, and self concepts were higher 

for high achievers. Study attitudes appeared to 

influence achievement more than the other two measures. 

Data analysis found achievement was associated with 

student age, father's occupation status, future plans, 

job aspirations, and job reality. 

The purpose of a study by Ayers (1973) involving 

predicting academic success in a teacher education 

program was to determine the relation among the 

following factors: scores on the Mooney Problem 

Checklist (MPC), Kuder Preference Record Vocational 

(KPSV), SSHA, American College Test (ACT), and the 

National Teacher Examination (NTE); the number of 

quarter hours of study completed and quality point 

average (QPA) in social science, science, mathematics, 

English, education, and psychology, and a major 

teaching field. Results of this study have 

implications for predicting the success of students in 

teacher education programs. This study indicates that 

students who were more successful in courses normally 
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taken in lower division work tended to complete the 

teacher preparation program successfully as measured by 

overall QPA and scores on the NTE. By examination of 

all variables included in the study, admission 

counselors and academic advisors can guide students 

into appropriate teaching areas. 

The objective of a study by Ely and Hampton (1973) 

was to predict potential procrastinators in a 

self-pacing instructional system. Seventy-five 

entering college freshmen were randomly selected to 

participate in a large scale individually-paced 

program. Those students (25) who procrastinated were 

classified as "no-start-procrastinators" (NSP); the 

remainder (52) were classified as "satisfactory 

progressists" (SP). This binary variable (NSP vs. SP) 

was regressed via step-wise multiple regression on the 

following predictors: ACT scales, Nelson-Denny scales, 

SSHA scales, Cooperative Algebra Test, Cooperative 

Trigonometry Test, high school percentile rank and 

under—over" achievement. The multiple regression 

yielded a multiple correlation of .58. The SH (-0.01), 

SA (-0.01), and SO (0.01) subscores of the SSHA were 

each rejected from the regression coefficient. 

According to Pearce (1972) the SSHA does not serve 

well as a measure of level of aspiration. This study 

was to determine if the level of aspiration consisting 
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of knowledge of results plus goal setting possesses a 

motivational property, this property being reflected in 

performance on subject matter criterion instruments 

above knowledge of results alone. The SSHA was not 

useful as a gauge of level of aspiration. 

The use of the SSHA with high risk students 

seeking college admission was demonstrated in a study 

by Lahn (1971). Students spent six weeks attending 

special classes in English, speech, humanities, 

science, and mathematics. In addition, counselors were 

available to assist students with their personal, 

social, and academic adjustment to college life. The 

SSHA was administered at the beginning and end of the 

program. The students tended to report more negatively 

on their study habits and attitudes at the end of the 

program. The negative change in scores may not 

represent an actual decline in study habits and 

attitudes, but a more realistic self-report. 

Another study with college freshmen was done by 

Barilleaux (1972). The SSHA was administered to 210 

freshmen. The findings of the SSHA indicate the 

majority of entering freshmen at Montgomery College 

(MD), did not know efficient study methods, may not 

have had sufficient motivation for studying and may not 

have had attitudes found to be important in the 

classroom. Multiple regression analysis showed a 
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significant relationship between high school rank and 

GPA, but suggests the SSHA is not an effective 

predictor of GPA or persistence for students. One of 

the suggestions of this study was that counselors 

should encourage students to enroll in study skills 

classes. 

A study with the SSHA combined with different 

methods of teaching reading was done by Phillips 

(1970). Certain study habits and attitudes of 102 

disadvantaged college students were investigated and 

evaluated. The students were assigned to one of four 

groups. Except for the control group, each group was 

taught reading by either the teacher—guidance, 

individualized, or audiovisual instructional approach. 

The course content was the same for all groups. 

Significant pretest and posttest differences were found 

f o r (1) gains in all basic scale and total subscores 

for the individualized approach group, (2) losses in 

basic subscore and total subscores for the audiovisual 

approach group, (3) gains in delay avoidance and work 

methods and losses for teacher approval and education 

acceptance subscores for both the control and the 

teacher-guidance approach groups, and (4) gain in 

total subscores for the control group and loss in total 

subscores for the teacher-guidance approach group. The 
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individualized approach produced more favorable 

responses for study habits and study attitudes. 

The SSHA may not be as effective when used in a 

pretest-posttest setting and is further diminished by 

the influence of social desirability (Bodden, 

Osterhouse, & Gelso, 1972). Their findings suggest 

that posttest SSHA subscores may be raised spuriously 

by using the pretest subscores as a diagnostic feedback 

device. The conclusion may be drawn that the SSHA (or 

similar instruments) cannot serve the simultaneous, 

dual functions of feedback and effectiveness criteria. 

This conclusion is in accordance with a study by Weigel 

and Weigel (1967) which indicates that students 

generally know good study habits and can markedly 

improve SSHA subscores by responding to the SSHA in 

terms of their own concept of ideal study behavior. 

The relation of the students' personal concerns 

and their study habits has been addressed in a work by 

Burdt, Palisi and Ruzicka (1977). High school students 

were administered the SSHA and the Mooney Problem Check 

List (MPCL) to determine the relation between students' 

identification of personal concerns and those study 

habits and attitudes predictive of academic 

difficulties. Results of coefficient correlation 

indicate significant relations between (1) the total 

subscores on the SSHA and the MPCL, (2) the total 
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subscore on the SSHA and specific subscores on the 

MPCL, and (3) the subscore of TA on the SSHA and the 

subscore of home and family on the MPCL. Findings from 

this study reveal that the more a student shows concern 

about fitting in" in the school and home environment, 

the more their study tendencies diverge from those of 

successful students. 

Another study involving the SSHA, the MPCL and the 

California Psychological Inventory was conducted by 

Palladino and Domino (1978) to determine differences 

between counseling center clients taking the three 

instruments. All four SSHA subscores resulted in 

significant gender differences; female students scored 

higher than male students. The authors of this work 

leave the question open as to whether these differences 

mirror general dispositions or merely those at one 

particular institution. 

Jaquess (1984) examined the influence of part-time 

employment and study habits on academic performance. 

Data were gathered from students in the 11th grade at a 

large midwestern high school. A questionnaire on 

student employment was administered followed 

approximately three weeks later by the completion of 

the SSHA. Results revealed that academic performance 

is not significantly affected by part-time employment 

of these students. The non-employed students' GPAs 
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were higher than the GPAs of the employed students, 

though the difference was not significant at the .05 

level. The study habits and attitudes, as reflected by 

SSHA subscores, of employed students were not 

significantly different from those of the non-employed 

students. However, there was a positive relation 

between SSHA subscores and academic performance. 

The SSHA has also been used with adults returning 

to college. Clarke's (1980) survey examined study 

habits and attitudes, age variables, and the decision 

to participate in remediation among 261 academically 

deficient college freshmen. Choice to attend college 

was associated with high SSHA scores among older 

participants and low SSHA scores among the youngest 

group. 

The use of the SSHA by counselors was the theme of 

a study by Hurlburt (1985). Study habits and attitudes 

of American Indian students related to classroom 

achievement and classroom behaviors were observed. 

Strategies for improving study skills and attitudes 

were also addressed. The SSHA was administered to 160 

American Indian students in grades 7 through 12 at a 

reserve school in Manitoba, Canada. Classroom 

achievement and behavior were measured by teacher 

ratings of student academic achievement, cooperation, 

and work habits. The SSHA was found to be valid and 
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reliable for use with Indian students. Poor study 

habits and poor study attitudes, especially in the 

junior high school years and among boys, were found to 

be related to teacher ratings of lower achievement, 

less cooperation, and poorer work habits. Low 

subscores on SSHA scales indicated a need for more 

Indian teachers and role models, relevance in school 

curriculum, and help with time management and study 

skills. Improved teacher referrals, better feedback to 

teachers about student needs, and use of the SSHA to 

identify students needing assistance were additional 

suggestions for counselors working to improve American 

Indian student achievement and to prevent American 

Indian students from dropping out. 

Another study involving Indian students was 

conducted by Osborne and Cranney (1985). This study 

examined the success of Brigham Young University's 

Indian education program. Most of the instructors 

interviewed stated that Indians are visual learners and 

holistic in their learning approach. Some problems and 

concerns noted included weak family support, untrained 

study habits, limited student vocabularies, and 

cultural differences. Recommendations by the faculty 

included improved faculty preparation and predictive 

tests, development of Indian/Campus orientation 

programs, improved monitoring programs, and the 
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refinement of curricular offerings to include study 

skill courses, reading and vocabulary development, and 

career exploration. 

The relation between study habits and performance 

on an intelligence test with limited and unlimited time 

was explored by Davou and McKelvie (1984). The two 

groups used in the study were identified as high 

scorers (n = 24) or low scorers (n = 23) on the Study 

Habits section of the SSHA. Results indicated that 

high scorers performed better than low scorers on both 

timed forms. High scorers also attempted more 

questions (limited) and were faster (unlimited) than 

low scorers. The conclusion was drawn that the 

superiority of students with high scores on study 

habits is based on both power and speed. 

Academic potential of students was investigated in 

a study by Hardesty and Wright (1982). Forty-three 

high school students were enrolled in a college 

preparatory program at a midwestern university. 

Evidence was provided that formal library use 

instruction programs can have positive results 

regardless of initial level of students' academic 

potential. 

The correlation between specific personality and 

biographical variables and the GPA of first quarter 

community college and technical institute students was 
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investigated by Griffin (1978). Instruments used were 

the Adult Nowicki Strickland Internal-External scale to 

determine locus of control, and the SSHA. Locus of 

control, self-concept of academic ability, and study 

habits and attitudes were found to be significantly 

correlated with GPA, as were age, sex, race, and 

marital status. Study habits and attitudes, measured 

by the SSHA, were generally correlated with GPA. Six 

subscales were significantly correlated. These were 

delay avoidance (r = 0.30), work methods (r = 0.28), 

study habits (r = 0.28), teacher acceptance (r = 0.19), 

education acceptance (r = 0.26) and study attitudes (r 

= 0.23). The total or composite score, study 

orientation, and marital status were not significantly 

correlated with GPA. Also included in the explanation 

of variance were self-concept of academic ability, age, 

sex, race, and locus of control. In a paradigm of 

interactive factors believed to facilitate academic 

achievement, biographical variables accounted for 8% of 

the variance in GPA and personality variables for 

another 19%. The remainder was attributed to 

intelligence and other assumed factors. 

The purpose of a study by Kapusta (1980) was to 

investigate the personality characteristics, study 

habits and attitudes, and intellectual ability levels 

which are related to academic performance for part-time 
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undergraduate students. The findings indicated that, 

in general, personality characteristics did not appear 

to be highly correlated with levels of academic 

performance. Those personality traits which were found 

to correlate significantly with academic achievement 

involved measures of responsibility, tolerance, and 

achievement motivation. Measures of study habits and 

attitudes were significantly correlated with levels of 

academic performance and could be considered effective 

predictors for this sample. With regard to measures of 

intellectual ability, verbal comprehension and 

reasoning, a global measure of intelligence was also 

found to be significantly correlated with academic 

achievement, while nonverbal measures were not. In 

addition, a complex set of interactions among the 

personality characteristics, study habits and 

attitudes, intellectual ability, and academic 

performance of part-time, undergraduate students was 

suggested. 

Using school records, questionnaires, interviews, 

and psychological tests, Allocca and Muth (1982) 

studied the factors affecting academic achievement in a 

large, urban, technical high school. For 20 

high-achieving and 20 low-achieving seniors, data were 

gathered on sex, ethnicity, personality factors, high 

school and college entrance test scores, GPA, areas of 



28 

concentration, attendance, activities, study habits, 

school motivation, academic self-concept, 

self-perception of problems, successes, failures, and 

influences of peers, family, and school personnel on 

decisions regarding school, program, and college 

selection. Information came not only from students but 

also from parents, teachers, and friends. 

Cross-tabulation of the data revealed family influences 

strongly affect achievement through their influence on 

student self-confidence and independence; peer 

networks, or school culture are important influences on 

program and college decisions; female students have a 

higher self-image and better achievement records; 

gender and ethnicity are related to student 

independence and motivation, which in turn affect 

student achievement. 

A study by Edwards (1974) examined the association 

between students' study habits and attitudes and 

congruence of ideal-real teacher behavior as rated by 

students. The sample tested were students of 12 

randomly chosen social studies teachers. Instruments 

used were the Teacher Style Questionnaire and the SSHA. 

The results of the tests of all the hypotheses showed 

there were no significant correlations between student 

rated actual-ideal teacher style congruence and student 

rated study habits and attitudes. Pearson-Product 
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Moment linear correlations were computed for each of 

the seven subscores of the SSHA by high and low 

actual-ideal D-score congruence groups. 

Results from a study by Annis (1986) with 73 

college students showed a study skills course resulted 

in significantly better study habits and attitudes. 

The low-achieving subjects in the study skills course 

scored significantly better on the SSHA than controls. 

The study skills subjects also had significantly less 

debilitating and more facilitating anxiety as compared 

with the controls. 

Pace, Peck, and Sherk (1986) investigated how 

college students enrolled in an earth science class 

study an assigned book chapter. Using a 5-point Likert 

Scale, the students indicated the frequency of their 

use of 18 strategies, which were organized into 4 

sections. The students' measures of their study 

practices were then compared to their course grades and 

test scores. The results raised questions about the 

supposed relation between reported study strategies and 

academic performance. According to the basis of the 

factor analytic procedures used in this study, 

self-report measures of students' studying practices 

and indicators of academic achievement clearly appear 

to be unrelated. 
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Frxsbee (1984) conducted a study on the relation 

of course grades and academic performance. While 

homework assignments, tests, and required texts 

increase the time students allot to a given course, and 

time allocated to a given course has a positive effect 

on course grades, the combination has a negative effect 

on course grades. Other findings of this study suggest 

that high school performance is positively related to 

the time given to a course but not to the course grade. 

Cook and Mottley (1984) devoted a study to 

determine predictors for academic success for college 

football players. Subjects were 59 first semester 

freshmen, about equally divided by race, at a southern 

four-year NCAA institution. Subjects' ACT composite 

scores ranged from 9 to 26 and high school grade point 

averages from 1.4 to 4.00 on a 4.00 scale. All were 

considered football athletes based on prior assessment 

of their athletic abilities, although three had high 

school GPAs lower than the required 2.00 and were not 

eligible for practice or play. Regressions were used 

to determine the best predictors for academic success 

defined as grade point average. Those predictors found 

most significant were race; the number of games in 

which the athlete performed; the number of semesters 

enrolled in a study improvement course; the ACT natural 

science, mathematics, and social science scores, and 
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the number of semesters needed to prove proficiency in 

a developmental reading course. 

A descriptive study by Wright (1982) was designed 

to determine if the non-cognitive factors of locus of 

control, level of aspiration, and study skills have 

equal or superior value to the cognitive factors of 

high school grade point average, and language skills as 

predictors of the academic success of the study 

population. In addition, predictability of academic 

success was measured by other non-cognitive variables 

including employment status, gender, financial aid 

status, university major, number of hours taken, 

parental aspiration, and parental education. 

Instruments used in this study were Rotter's 

Internal/External Locus of Control Scale, the SSHA, and 

a Demographic Information Sheet. A step—wise multiple 

regression correlation was employed to determine the 

degree of correlation between the independent variables 

and the dependent variables. An alpha level of .05 was 

used to determine if the data analyzed was 

statistically significant. An analysis of the data 

indicated cognitive variables were superior to 

non-cognitive variables in predicting the first 

semester GPA of the subjects. All independent 

variables accounted for only 23% of the variance, with 

the 2 cognitive variables comprising 22% of the 
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variance. The independent variables which proved to be 

significantly related to academic success were study 

habits, study attitudes, financial aid status, high 

school GPA, and language skills. No other variables 

were statistically significant as predictors of 

academic success. 

Intelligence 

In a study by Grossman and Johnson (1983), the 

capability of the Slosson Intelligence Test and the 

OLMAT to predict academic achievement as measured by 

the Stanford Achievement Test was examined. Subjects 

consisted of children referred, evaluated, and placed 

in a program for intellectually gifted students. The 

results of a multivariate multiple regression analysis 

indicated the Slosson and OLMAT significantly predict 

SAT Vocabulary, Reading Comprehension, and Mathematical 

Concepts subtests. In comparison with the Slosson, the 

OLMAT accounted for a significantly higher proportion 

of the variance with SAT scores. 

The purpose of a study by Zimmer, Whitmore, and 

Eller (1981) was to determine if tutoring or 

contingency contracting resulted in improved academic 

performance when compared with a control group. 

Sixty-four fifth and sixth graders were randomly 

divided into three groups (tutoring, contingency 
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contracting, and control). Subjects were selected by 

scores of 70 or above on the OLMAT and two C's or less 

in academic subjects. Both experimental groups 

improved significantly in academic performance during 

treatment in comparison to their grades during the 

first baseline period. The control group demonstrated 

no significant improvement. 

The relation between high school sophomores' self 

concepts in science and their science achievement, 

mental ability, and sex were investigated by Sellers 

(1981). The Self Concept in Science Scale was used as 

a measure of students' self concepts. Science 

achievement was measured by the students' lOth-grade 

final examination in biology. The measure of mental 

ability u s e was the OLMAT. Demographic data were 

obtained from guidance folders and a student 

questionnaire. Results indicated that a relation does 

not exist between students' self concept in science and 

a measure of science and mental ability and grades. 

The major conclusion drawn from the results is that 

students who are high achievers in biology and who have 

high mental ability will have the highest self concept 

in science. The conclusion supports the theoretical 

construct that the perceptual field as perceived by the 

individual has a specific determining effect on 
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behavior, as well as what may be assimilated into the 

self. 

Scores on mental ability and academic skills for 

1958 and 1978 of representative samples of grades 4 and 

7 for 1958 and 1978 in Saskatchewan were compared in a 

study by Randhawa (1980). The selected students were 

administered appropriate levels of the OLMAT and the 

Canadian Tests of Basic Skills in vocabulary, reading, 

language skills, and mathematics skills. Results 

indicated that the mental ability of children had 

substantially improved. In academic skills the 

performance in 1978 is at least equivalent to that in 

1958. Factor analyses of grades 4 and 7 

intercorrelation matrices produced in each case a 

single principal factor. This suggests the underlying 

ability necessary for the various academic and ability 

tasks is similar. The kind of score analysis necessary 

for determining the status of basic skills should not 

be the total score analysis, but a skill profile 

analysis. For a meaningful skill profile comparison to 

emerge, it is necessary that the learning criteria of 

the skills for the two points in time are known 

precisely. This was not the case in this study. 

Bruhn, Bunce, and Greaser (1978) determined 

correlations (a) among the four scales of the 

Myers-Briggs Type Indicator, and (b) among these and 
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other personality and achievement variables, and 

predictors of academic performance from personality and 

aptitude variables. Subjects for this study were male 

and female physicians' assistants and female pediatric 

nurse practitioners who completed Rotter's 

Internal-External Locus of Control Scale and the 

Myers-Briggs Type Indicator on admission to and 

graduation from their respective programs. The OLMAT 

and Nelson-Denny Reading Test were also given at 

admission to the Physicians Assistant program. Grades 

at admission and graduation were available for both 

groups, and certifying examination scores were 

available for physicians' assistants who reported their 

scores. College science grades, IQ, and reading rate 

predicted final grades at the end of the program and 

performance on the certifying examination for physician 

assistants. Scores of the Rotter's Locus of Control 

and the Intolerance of Ambiguity Scale predicted final 

grades at graduation for the nurse practitioners. The 

results of this study reveal that personality measures 

did not add significantly to IQ, science grades, and 

reading rate as predictors of final grades and 

certifying examination scores among physician 

assistants. Personality measures, however, predicted 

final grades among nurse practitioners. 
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The OLMAT was used by Archer and Edwards (1982) in 

a study in which home background, cognitive, and 

emotional characteristics of five year old 

disadvantaged children were measured by a questionnaire 

sent to teachers shortly after the children entered 

school. These characteristics were then related to 

scores on standardized tests of mathematics, English, 

and intelligence administered after the children had 

spent three years in school. A variety of multivariate 

analyses indicated performance at age eight could be 

predicted with considerable accuracy by a combination 

of teachers' ratings of home and personal 

characteristics at age five. Teachers' ratings of 

pupils' personal characteristics were better predictors 

of performance than were their ratings of home 

background or status characteristics. Performances on 

the English and intelligence tests were more easily 

predicted than performance on the mathematics test. 

In an investigation by Watkins and Astilla (1980), 

the OLMAT was used with the Coopersmith Self-Esteem 

Inventory. The purpose of this study was to examine to 

what extent the association between self-esteem and 

school achievement of Filipinos was explainable by the 

common underlying influence of intelligence. In their 

study with high school girls, school achievement 

correlated .64 with IQ and .33 with self-esteem. 



37 

Multiple regression analysis revealed that the addition 

of self-esteem to the predictor set accounted for only 

four percent of the variance of school achievement 

beyond that accounted for by IQ alone. 

Upward Bound 

According to Mims (1985), a need continues to 

exist to refine the underlying understanding of ways in 

which aspiration, expectation, and parental influence 

affect Upward Bound student populations. Results of 

this study reveal a corresponding relation between the 

level of a student's academic degree aspiration and the 

level of occupational aspiration and occupational 

expectation. When a student expressed high academic 

degree aspiration, a similar level of aspiration was 

likely to be expressed for occupational 

expectation/aspiration. The author of this study 

believes that expressed occupational 

expectation/aspiration should be studied more carefully 

to determine if a significant relationship exists, or 

if individuals scale down or revise their levels of 

aspiration/expectation accordingly. 

In a study by Burley (1980), four reading practice 

methods used within a short-term, high intensity 

instructional reading program were investigated. The 

sample consisted of 85 Upward Bound students in 



38 

residence at a university for six weeks during the 

summer. The overall results of this study showed 

sustained silent reading, as a method of reading 

practice, had a more positive effect on reading 

achievement for high school students. 

Results of a study by Young and Exum (1982) 

indicated significant gains in both language arts and 

quantitative skills. Another finding of this study was 

that the influence of the program is incremental. That 

is, more program participation generates more 

successful outcomes among participants. This study was 

set forward to ascertain the extent of the educational 

development of Upward Bound participants exposed to an 

voluntary secondary education curriculum. 

Creswell and Houston (1980) explored mathematics 

achievement differences among and between Black, Anglo, 

and Chicano male and female adolescents and the extent 

to which these differences are associated with 

differences in attitude toward mathematics, parent 

influence, peer influence, and societal influence. The 

TASK was administered along with a battery of attitude 

scale instruments. In this study, maternal influence 

was found significant while paternal influence was not. 

Sex was found to be a nonsignificant variable. Race 

was found a significant contributor to variance in 

mathematics achievement. 
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Wheeler, et al. (1976) attempted to find a 

practical test battery for predicting academic success. 

The Lorge-Thorndike Intelligence Test (LTIT) was used 

to measure the intellectual factor; the SSHA and Dunham 

Scale was used to measure achievement motivation. 

Scores on these measures were analyzed using a multiple 

regresson technique. The four variables of the LTIT, 

the SSHA, Dunham's Scale, and sex yielded a multiple 

correlation coefficient of .64 with GPA. 

In a study by Lurie (1972), three methods of 

teaching reading and study skills to failing junior 

high school students of average intelligence were 

evaluated. Fifty-nine seventh and eighth grade 

students, divided into two experimental and two control 

groups, were taught by one of three methods: (1) 

traditional literature—oriented reading and study 

skills class, (2) core curriculum with content area 

skills development, and (3) content area skills 

instruction in the reading class. The SSHA and 

alternate forms of the TASK were administered to 

measure attitudes and achievement among the four 

groups. Analysis of covariance was used to measure 

posttest differences between treatment groups. No 

statistically significant differences occurred between 

groups. The group being taught by the second method 

realized growth in Work Methods (.05). The majority of 
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students being taught by the second and third methods 

showed limited acquisition of basic reading and writing 

skills. One of the recommendations by Lurie is that 

study skills be taught in conjunction with the content 

in the subject area classrooms. 

Student teachers have also been able to benefit 

from Upward Bound (Bliss & Bloom, 1985). The summer 

component of the Stanford Teacher Education Program 

emphasizes reflective teaching in a six-week clinical 

experience. The merger of the program provides student 

teachers with daily opportunities to apply and reflect 

upon the pedagogical theory developed in their 

coursework. 

Summary 

A review of the literature reveals many components 

affecting the relationships between study skill habits 

and attitudes and academic achievement. These 

components include students' perceptions of study 

skills; improving achievement and study skills; 

computer assisted instruction in study skills; the 

benefits of enrolling in a study skills course; 

predicting academic achievement; the many uses of the 

SSHA; and the relation between reported study 

strategies and academic performance. 
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The importance of students' perceptions was 

addressed by Duckworth et al. (1986). The results 

indicated that students' perceptions of communication, 

feedback, correspondence, and helpfulness were strongly 

interrelated. Another study in this area was done by 

Burdt et al. (1977). Results of this study revealed 

that the more students expressed concern about how to 

fit in in their home and school environment, the more 

their study tendencies diverged from those of 

successful students. 

Improving achievement and study skills was 

explored by Rohwer (1986). The study disclaimed the 

belief that expertness in studying increased with 

educational level attained. 

Student—teacher relationships in improving 

achievement and study skills were addressed by Schwartz 

(1986) and Lee (1987). Findings of these two studies 

revealed that a large majority of students and parents 

wanted study habits and skills improved and believed 

students should be guided toward developing good study 

habits. 

Studies by Thomas (1985) and Berkey (1962) 

stressed two important findings. First, as the grade 

level increased, the demands on students' cognitive and 

s elf - management activities also increased. Second, 

instruction in reading—study skills produced better 
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readers in content areas. These studies showed the 

different approaches which can be used in improving 

achievment and study skills as well as the importance 

of the relationship between teacher and student in 

striving for improvement. 

Computer assisted instruction in study skills was 

explored by Gadzella (1982). Results of this study 

indicated that semester SSHA scores for the 

experimental group increased. The control group did 

not show an increase in SSHA scores. Studies of this 

type may be expected to increase in the future. 

The importance of enrolling in a study skills 

course was addressed by Annis (1986). Findings of this 

study indicated significantly improved study habits and 

attitudes. 

Predicting academic achievment was addressed by 

Ayers (1973) and Kapusta (1980). Results of these 

studies revealed that successful completion of 

undergraduate lower division courses correlated with 

high National Teacher Examination scores, and that 

measures of study habits and attitudes were 

significantly correlated with levels of academic 

performance. 

The strong points and shortcomings of the SSHA 

have been explored by many researchers. Jacquess 

(1984) found a positive relation between SSHA scores 
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and academic achievement. Results of a study by Clarke 

(1980) revealed that the choice to attend college was 

associated with high SSHA scores among older 

participants and low SSHA scores among the youngest 

group. Hurlburt (1985) found the SSHA valid and 

reliable for use with Indian students. Goldfried et 

al. (1973) found the SSHA revealed a higher validity 

when related to students' self-ratings of their study 

behavior. 

Shortcomings of the SSHA were addressed by Pearce 

(1972) and Barilleaux (1972). Their findings suggested 

the SSHA did not serve well as a measure of level of 

aspiration and was not an effective predictor of GPA or 

persistence in students. 

The relation between students' reported study 

strategies and academic performance was explored by 

Pace et al. (1986) and Frisbee (1984). Results 

indicated that self-report measures of students' 

studying practices and indicators of academic 

achievement appeared to be unrelated, but that high 

school performance was positively related to the time 

given to a course, although not to the course grade. 

The number of studies utilizing Upward Bound 

programs appears to be limited. Most of those reviewed 

dealt with increasing reading abilities, influence of 
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parents on academic achievement, and predicting 

academic achievement. 

This review has demonstrated the many variables 

which influence academic achievement and study skills. 

Upon further investigation of these components, 

educators may be able to improve their ability to 

assist students in raising their levels of academic 

achievement. 



CHAPTER III 

METHODOLOGY OF THE STUDY 

The purpose of this study was to determine the 

relationships between selected study skill habits and 

attitudes and achievement of secondary students in 

English, mathematics, and spelling. The research 

design chosen for this study was ex post facto, i.e., 

research in which the independent variable or variables 

have already "occured," and the researcher cannot 

control them directly by manipulation. 

The Sample 

Eighty—two high school students participating in 

Upward Bound programs at the University of North Texas 

(UNT) and Texas Christian University (TCU) in a six 

week period during the summer of 1988 made up the 

sample of the study. Thirty-five of the participants 

were male; 47 were female. The range of ages was 14 to 

18 with the mean age being 16. Thirty-two of the 

participants were from UNT while 50 were from TCU. 

If a participant was White, the status was 

non-minority; if a participant was non-White, the 

status was minority. Of the 32 participants from UNT, 

25 were non-minority, and 7 were minority. All 7 of 

45 
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the minority particpants were Black. Of the 50 

participants from TCU, 4 were non—minority, and 

46 were minority. The 46 who were minority consisted 

of Black, 25; Hispanic, 14; Asian, 5; Indian, 2. 

Eighteen different high schools were represented in the 

study. The sizes of the schools ranged from small to 

very large. 

Instrumentation 

The Survey of Study Habits and Attitudes (Brown & 

Holtzman, 1984), was designed to meet the need for an 

easily administered, valid measure of study methods, 

motivation for studying, and related attitudes of 

importance in scholastic success. The purposes of the 

SSHA are (a) to identify students whose study habits 

and attitudes are different from those of students who 

earn high grades, (b) to aid in understanding students 

with academic difficulties, and (c) to provide a basis 

for helping such students improve their study habits 

and attitudes and thus more fully realize their best 

potentialities (Brown & Holtzman, 1984). 

The SSHA consists of numbered statements, arranged 

in two columns per page, to which the student is 

directed to respond in one of five ways; Rarely (0—15% 

of the time), Sometimes (16-35%), Frequently (36-65%), 

Generally (66-85%), or Almost Always (86-100%). Each 

answer sheet includes a diagnostic profile, which can 
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be filled in by the student. Instructions for 

completing this profile call for blackening subscore 

percentile bars as deviations from the median. A 

student can readily gain the impression that scores 

below the median are "low" and scores above are "high." 

Test content for the Stanford series, including 

TASK, was developed from reviews of widely used 

textbooks, state guidelines, and syllabi to mirror what 

is being taught in schools throughout the country. In 

order to ensure that the test content would be valid, a 

thorough analysis of curriculum materials was 

undertaken (Gardner, et al. 1982). Instructional 

objectives were developed from the content reviews. 

Test items were then written to measure each of the 

objectives. Norms are provided for national and 

nonpublic school comparisons. Several types of scores 

are reported including raw scores, percentile ranks, 

stanines, grade equivalents, scales scores, and normal 

curve equivalents. Within each subtest ( e . g . , 

mathematics), raw scores are also provided for specific 

"content clusters" ( e . g . , concepts of number, 

computation, applications) and categorized as below 

average, average, and above average. 

The most widely used textbook series in the various 

subject areas were studied along with syllabi, state 

guidelines, and research literature pertaining to 
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students' vocabulary and concept development of 

successive ages and grades. On the basis of these 

analyses, the test specifications, or blueprints, were 

prepared in terms of instructional objectives. These 

blueprints indicated the proportion of test content to 

be devoted to each topic in order to provide balanced 

coverage of the curriculum. The blueprints were then 

reviewed by curriculum specialists. Three disciplines 

measured by the TASK were assessed: English, 

mathematics, and spelling. 

Reliability coefficients from KR20 and alternate 

form formulas indicate satisfactory levels of 

reliability across subtests. Standard errors of 

measurement are also reasonable. Item quality seems no 

better or worse than with other standardized 

achievement examinations. The multiple choice items 

require students to perform at different levels of 

cognition. Items are written at all levels of Bloom's 

Cognitive Taxonomy (1956). 

The test authors address only the content validity 

of the exam. Potential users are asked to judge for 

themselves the extent to which the test content 

constitutes a representative sample of the skills, 

knowledge, and understanding taught in the curriculum 

of their particular school. The greatest limitation to 

the examination is one which could be linked to all 
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standardized achievement exams employing instructional 

objectives as test specifications. 

Administrating the instruments was a part of the 

regular curriculum of both Upward Bound programs. 

Students participated in these programs choice. 

Permission from parents was not required. The SSHA, 

TASK, and OLMAT were completed in classroom situations 

at both campuses. 

The various levels comprising the OLMAT series 

have been designed to provide a comprehensive, 

carefully articulated assessment of the general mental 

ability, or scholastic aptitude, of pupils in American 

schools. Emphasis is placed upon measuring the pupils' 

facility in reasoning and in dealing abstractly with 

verbal, symbolic, and figural test content sampling a 

broad range of cognitive abiities. The single total 

score obtained at a given level summarizes the pupils' 

performance on a wide variety of test materials 

selected for their contribution to the assessment of 

this general ability factor. The OLMAT tests are 

designed for use with classroom groups and may easily 

be administered by the classroom teacher (Otis & 

Lennon, 1968). 
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The Upward Bound Program 

The aftermath of the social unrest of the 1960s 

witnessed an emergence of federal programs. One such 

program is Upward Bound, which originated in the Office 

of Economic Opportunity (0E0) from pilot projects which 

operated in the summer of 1965 (Koe, 1980). In 1966, 

Upward Bound was authorized as a national program under 

Title II-A of the Economic Oppurtunity Act. In 1968, 

the Higher Education Amendments transferred the Upward 

Bound program from the Office of Economic Oppurtunity 

to the United States Office of Education. The present 

slative authority for the Upward Bound program is 

the Education Amendment of 1972 (Public Law 92-318). 

The Upward Bound Program is an academic enrichment 

program designed to prepare selected high school youth 

for postsecondary education experiences. Units of the 

program are sponsored by colleges and funded through 

the U.S. Department of Education. During the summer, 

Upward Bound students typically reside on a college, 

university, or secondary school campus for six to eight 

weeks of intensive supervised study, academic 

counseling, and culturally enriching experiences. The 

programs emphasize the achievement of measurable 

academic progress in mathematics, English, writing, 

reading, and science. In addition to the basic 

academic subjects, strong emphasis is placed on 
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computer literacy. During the academic year, students 

return to that same institution for follow-up sessions 

to continue to study, receive encouragement and 

guidance, and participate in an ongoing process of 

peer-social interaction. In rural programs, there are 

usually two follow-ups per month, while urban programs 

meet more frequently, perhaps a few evenings per week. 

Regulations of Upward Bound direct academic enrichment 

in reading, writing, and mathematics. Offering science 

is not mandatory for Upward Bound programs. Therefore, 

participants in this sample were not administered the 

science section of the TASK. 

To be selected for the program, applicants must 

display potential for postsecondary endeavors and a 

strong desire to continue their education beyond high 

school. Eligible applicants are selected on the basis 

of need as determined by a needs assessment survey. 

Prior to admission, applicants must pledge to remain in 

the program for the remainder of their high school 

years and enroll in a postsecondary educational 

institution upon graduation. 

Procedures 

The Survey of Study Habits and Attitudes, Stanford 

Test of Academic Skills, and Otis—Lennon Mental 

Abilities Test were given to the participants. The 
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SSHA and OLMAT answer sheets were graded by the 

researcher. The TASK answer sheets were graded by 

Upward Bound staff workers at both campuses. The three 

instruments were administered on three separate days to 

each sample. Raw data was supplied to the researcher 

and identification numbers were assigned to each 

participant. 

Analysis 

The method used to analyze the data was multiple 

regression. Separate regression equations were 

developed to reflect each academic area and overall 

academic achievement as functions of study skills. The 

SSHA subscores were the independent or predictive 

variables. The TASK subject areas, IQ, Sex, and 

Minority Status were the dependent or criterion 

variables. The results of the OLMAT were used to 

partial out that part of the variance explained by 

intelligence. The analysis was run using the multiple 

regression program from the Statistical Analysis System 

(SAS) (1982). 



CHAPTER IV 

RESULTS 

The purpose of this study was to determine the 

relationships between selected study skill habits and 

attitudes and achievement of secondary students. 

Backward elimination was used in arriving at regression 

models for each of the subject areas as measured by the 

Stanford Test of Academic Skills (TASK): percentile 

scores in English, mathematics, and spelling. Backward 

elimination is characterized by the dropping of the 

criterion variables. All the predictor variables are 

entered simultaneously and the one making the smallest 

contribution is dropped. The predictor variables are 

eliminated one by one, the least predictive first, 

until the point is reached where the elimination of 

another would sacrifice a significant amount of 

explained variance in the criterion variable (Kachigan, 

1986). The research questions were answered by 

inspecting the data by subject area. The first 

research question asked was what is the relationship 

between achievement scores and study skills? The 

second research question asked which traits of study 

skills were the best predictors of achievement? Alpha 

levels were set at .05. 
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Table 1 shows variable names, ranges, and label 

names used in this study. Percentile scores were 

chosen from the results of the Stanford Test of 

Academic Skills and the Survey of Study Habits and 

Attitudes. 

Table 1 

Variable Name, Ranges, and Labels 

Variable Minimum Maximum Label 

DAP 5.000 95. 000 DELAY AVOIDANCE %-TILE 

WMP 1.000 99. 000 WORK METHODS %-TILE 

TAP 1.000 97. 000 TEACHER ACCEPTANCE %-TILE 

EAP 1.000 97. 000 EDUCATION ACCEPTANCE %-TILE 

MATHP 4.000 99. 000 TASK MATHEMATICS %-TILE 

ENGP 12.000 99. 000 TASK ENGLISH %-TILE 

SPELLP 2.000 99. 000 TASK SPELLING %-TILE 

IQ 78.000 124. 000 0TIS-LENN0N MAT %-TILE 

Note. All ranges were in the expected range. 
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Table 2 indicates variable name, number, mean, and 

standard deviation of the variables used in this study. 

Table 2 

Correlation Analysis: Simple Statistics 

Variable N Mean Standard Deviation 

DAP 82 51, .036 28, . 466 

WMP 82 56. .524 25, .439 

TAP 82 38, .707 28. .072 

EAP 82 46, .658 29. .713 

MATHP 82 53, .250 27. .806 

ENGP 82 52. .918 27. .071 

SPELLP 82 53. .067 26. ,313 

IQ 82 97. .926 9. .814 

The Survey of Study Habits and Attitudes subscore 

with the highest mean was Work Methods Percentile, 

56.524; the lowest mean was Teacher Acceptance 

Percentile, 38.707. Mathematics had the highest mean 

for the subject areas, 53.250; English had the lowest 

mean, 52.918. 

Table 3 shows the correlations among the Survey of 

Study Habits and Attitudes subscores and the Survey of 
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Study Habits and Attitudes subscores with the other 

variables. 

Table 3 

Pearson Correlation Coefficients/Probability > IRI 

under Ho; Rho=0 / Number of Observations 

DAP 

DAP WMP TAP EAP 

1.000 .658 .428 .654 

DELAY AVOIDANCE %-TILE SCORE 0 .0 0001 . 0001 .0001 

82 82 82 82 

WMP .658 1.0 .650 .724 

WORK METHODS %-TILE SCORE .0001 •
 

o
 • 
o
 0001 .0001 

82 82 82 82 

TAP .428 .650 1.0 .766 

TEACHER ACCEPTANCE %-TILE SCORE .0001 .0001 0.0 .0001 

82 82 82 82 

EAP .654 .724 .766 1.0 

EDUCATION ACCEPTANCE %-TILE 

SCORE .0001 .0001 .0001 0.1 

82 82 82 82 

MATHP .059 .251* .244* . 166 

TASK MATHEMATICS %-TILE SCORE .602 .024 .029 .140 

82 82 82 82 
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Table 3: continued 

Pearson Correlation Coefficients/Probability > | R | 

under Ho: Rho=0 / Number of Observations 

DAP WMP TAP EAP 

ENGP -.037 .213 .150 -.002 

TASK ENGLISH %-TILE SCORE .751 .067 .199 .980 

82 82 82 82 

SPELLP -.005 .229* .205 .131 

TASK SPELLING %-TILE SCORE .961 .049 .078 .262 

82 82 82 82 

SEX .114 .004 .045 .043 

GENDER .306 .969 .683 .698 

82 82 82 82 

IQ -.093 .231* .162 .080 

IQ 0TIS-LENN0N MAT .402 .036 .143 .470 

82 82 82 82 

*p<.05 

For mathematics, Work Methods Percentile had the 

highest correlation, .251, while Delay Avoidance 

Percentile had the lowest, ,059. The subscore with the 

highest correlation with English was Work Methods 

Percentile, .213; the lowest correlation with English 
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was Delay Avoidance Percentile, -.037. For spelling, 

Work Methods Percentile had the highest correlation, 

.229, while Delay Avoidance Percentile had the lowest, 

-.005. The Survey of Study Habits and Attitudes 

subscores Work Methods Percentile and Teacher 

Acceptance Percentile were significantly correlated 

with mathematics, .251, and .244 repectively. For 

spelling, Work Methods Percentile was significantly 

correlated, .229. 

English 

The results of the full model for the backward 

elimination procedure for English are shown in Table 4. 

The variables are Delay Avoidance Percentile, Work 

Methods Percentile, Teacher Acceptance Percentile, 

Education Acceptance Percentile, IQ, Sex, and Minority 

Status. As Table 4 indicates, with the full model of 

all variables entered, only IQ was significant at the 

.05 level. The subscore of the Survey of Study Habits 

and Attitudes approaching significance was Education 

Acceptance Percentile, p(.093). Order of variables 

dropped were Sex, Delay Avoidance Percentile, Teacher 

Acceptance Percentile, Education Acceptance Percentile, 

Work Methods Percentile, and Minority Status. A 

summary of the backward elimination regression for 

English is shown in Table 5. As revealed in Table 5, 
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IQ was not dropped from the regression model. The 

Survey of Study Habits and Attitudes subscore remaining 

the longest was Work Methods Percentile. Results from 

these two tables disclose that subscores of the Survey 

of Study Habits and Attitudes cannot be used to improve 

prediction of academic achievement in English over and 

above IQ. 

Table 4 

Backward Elimination Procedure for Dependent Variable 

English 

Step 0 All Variables Entered R-square = 0.4332 

DF Sum of Squares Mean Square F Prob>F 

Regression 7 23179.685 3311.319 7 .21 .0001 

Error 74 30318.279 459.367 

Total 81 53497.964 

Parameter Standard Type II 

Variable Estimate Error Sum of Squares F Prob>F 

INTERCEPT -94.961 29.685 4700.825 10 .23 .0021 

DAP 0.104 0.137 268.155 0 .58 .4476 

WMP 0.138 0.169 305.718 0 .67 .4176 

TAP 0.166 0.143 611.416 1 .33 .2528 

EAP -0.275 0.161 1334.503 2 .91 .0930 

IQ 1.395 0.328 8291.145 18 .05 .0001* 

SEX 0.694 5.426 7.518 0 .02 .8986 



60 

Table 4: continued 

MNS 9.025 6.962 771.943 1.68 .1994 

*p<.05 

Table 5 

Summary of Backward Elimination Regression for 

English 

Variable Change in F P 

Dropped R-square R-square 

(Full) .4332 _ -

SEX .4331 .0001 .02 .8986 

DAP .4275 .0056 .66 .4185 

TAP .4188 .0087 1.03 .3148 

EAP .4076 .0112 1.33 .2525 

WMP .3999 .0077 .91 .3421 

MNS .3847 .0152 1.80 .1836 

Table 6 shows the remaining variables significant 

at the .05 level. 
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Table 6 

Regression Model for English Where All Remaining 

Variables Are Significant at the .05 Level 

DF Sum of Squares Mean Square F Prob>F 

Regression 1 20508.605 20580.605 45.02 .0001 

Error 81 32916.908 457.179 

Total 82 53497.513 

Parameter Standard Type II 

Variable Estimate Error Sum of Squares F Prob>F 

INTERCEPT -113.431 24.917 9474.019 20.72 .0001 

IQ 1.686 .251 20580.605 45.02 .0001* 

*p<.05 

Table 6 reveals that only IQ is significant at 

predicting academic achievement in English with this 

sample. 

Mathematics 

The results of the full model for the backward 

elimination procedure for mathematics are shown in 

Table 6. The variables are Delay Avoidance Percentile, 

Work Methods Percentile, Teacher Acceptance Percentile, 

Education Acceptance Percentile, IQ, Sex, and Minority 

Status. As Table 7 indicates, with the full model of 

all variables entered, only IQ was significant. The 
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only Survey of Study Habits and Attitudes subscore 

within reach of significance was Delay Avoidance 

Percentile, p(.2953). Order of variables dropped are 

Education Acceptance Percentile, Sex, Work Methods 

Percentile, Delay Avoidance Percentile, Minority 

Status, and Teacher Acceptance Percentile. A summary 

of the backward elimination regression for mathematics 

is shown in Table 8. As revealed in Table 7, IQ was 

not dropped from the regression model. The Survey of 

Study Habits and Attitudes subscore remaining the 

longest was Teacher Acceptance Percentile. Results 

from these two tables indicate that subscores of the 

Survey of Study Habits and Attitudes cannot be used to 

improve prediction of academic achievement in 

mathematics over and above IQ. 
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Table 7 

Backward Elimination Procedure for Dependent Variable 

Mathematics 

Step 0 All Variables Entered R-square = 0.4882 

DF Sum of Squares Mean Square F Prob>F 

Regression 7 29821.395 4260.199 9.81 .0001 

Error 74 31259.604 434.161 

Total 81 61081.000 

Parameter Standard Type II 

Variable Estimate Error Sum of Squares F Prob>F 

INTERCEPT -127.371 27.845 9083.954 20.92 .0001 

DAP 0.137 0.130 482.520 1.11 .2953 

WMP 0.085 0.160 123.308 0.28 .5957 

TAP 0.130 0.136 392.894 0.90 .3446 

SEX -0.586 5.021 5.193 0.01 .9074 

MNS 8.427 6.426 746.705 1.72 .1939 

EAP -0.0008 0.152 0.012 0.00 .9958 

IQ 1.735 0.307 13786.263 31.75 .0001* 

*p<.05 
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Summary of Backward Elimination Regression for 

Mathematics 
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Variable Change in F P 

Dropped R-square R-square 

(Full) .488227 - - -

EAP .438226 .000001 0.00 .9958 

SEX .488130 .000096 .01 .9068 

WMP .4860 .00213 .30 .5850 

DAP .4789 .0071 1.03 .3130 

MNS .4702 .0087 1.27 .2640 

TAP .4578 .0124 1.81 .1830 

Table 9 shows the remaining variables significant 

at the .05 level. 
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Table 9 

Regression Model for Mathematics Where All Remaining 

Variables Are Significant at the .05 Level 

DF Sum of Squares Mean Square F Prob>F 

Regression 1 27967.504 27967.504 65.88 .0001 

Error 81 33113.495 424.531 

Total 82 61081.000 

Parameter Standard Type II 

Variable Estimate Error Sum of Squares F Prob>F 

INTERCEPT -136.157 23.449 14313.016 33.71 .0001 

IQ 1.923 .237 27967.504 65.88 .0001* 

*p<.05 

Table 9 reveals that only IQ is significant at 

predicting academic achievement in Mathematics with 

this sample. 

Spelling 

The results of the full model for the backward 

elimination procedure for spelling are shown in Table 

8. The variables are Delay Avoidance Percentile, Work 

Methods Percentile, Teacher Acceptance Percentile, 

Education Acceptance Percentile, IQ, Sex, and Minority 

Status. As Table 10 indicates, with the full model of 

all variables entered, only IQ was significant. The 
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nearest subscore of the Survey of Study Habits and 

Attitudes to significance was Work Methods Percentile, 

p( .6316). Order of variables dropped are Education 

Acceptance Percentile, Delay Avoidance Percentile, Work 

Methods Percentile, Sex, Minority Status, and Teacher 

Acceptance Percentile. A summary of the backward 

elimination regression for spelling is shown in Table 

11. As revealed in Table 10, IQ was not dropped from 

the regression model. The Survey Study Habits and 

Attitudes subscore remaining the longest was Teacher 

Acceptance Percentile. Results from these two tables 

demonstrate that subscores of the Survey of Study 

Habits and Attitudes cannot be used to improve 

prediction of academic achievement in spelling over and 

above IQ. 
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Table 10 

Backward Elimination Procedure for Dependent Variable 

Spelling 

Step 0 All Variables Entered R-square - 0.2972 

DF Sum of Squares Mean Square F Prob>F 

Regression 7 15026 .169 2146.595 3.99 .0011 

Error 74 35520 .492 538.189 

Total 81 50546 . 662 

Parameter Standard Type II 

Variable Estimate Error Sum of Squares F Prob>F 

INTERCEPT -67.649 32.131 2385.682 4.43 .0391 

DAP -0.027 0.148 18.595 0.03 .8531 

WMP 0.088 0.183 124.924 0.23 .6316 

TAP 0.073 0.155 118.316 0.22 .6407 

EAP 0.018 0.174 5.840 0.01 .9173 

IQ 1.105 0.355 5197.920 9.66 .0028* 

SEX 3.724 5.873 216.384 0.40 .5282 

MNS 6.567 7.535 408.757 0.76 .3866 

*p<.05 
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Summary of Backward Elimination Regression for Spelling 
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Variable Change in F P 

Dropped R-square R-square 

(Full) .2972 - -

EAP .2971 .0001 .01 .9173 

DAP .2986 .0003 .03 .8737 

WMP .2942 .0026 .26 .6133 

SEX .2895 .0047 .48 .5014 

MNS .2784 .0111 1.09 .2998 

TAP . 2664 .012 1.18 .2803 

Table 12 shows the remaining variables significant 

at the .05 level. 

Table 12 

Regression Model for Spelling Where All Remaining 

Variables Are Significant at the .05 Level 

DF 

Regression 1 

Error 81 

Total 82 

Sum of Squares Mean Square F Prob>F 

13468.096 13468.096 26.15 .0001 

37078.565 514.980 

50546.662 
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Table 12: continued 

Parameter Standard Type II 

Variable Estimate Error Sum of Squares F Prob>F 

INTERCEPT -81.502 26.446 4891.103 9.50 .0029 

IQ 1.364 .266 13468.096 26.15 .0001* 

*p<.05 

Table 12 reveals that only IQ is significant at 

predicting academic achievement in Spelling with this 

sample. 

Summary 

This chapter presented the findings of the study. 

The first research question is answered by the finding 

that the relation between achievement scores and study 

skills is weak. The second research question is 

answered by the finding that study habits as measured 

by the Survey of Study Habits and Attitudes (SSHA) were 

not significant predictors of academic achievement over 

and above IQ with this sample. However, some of the 

correlations among the Survey of Study Habits and 

Attitudes subscores and the Stanford Test of Academic 

Skills (TASK) subject areas were significant; most 

notable of these were Work Methods Percentile (WMP) and 

mathematics, .251; Teacher Acceptance Percentile (TAP) 
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and mathematics, .244; Work Methods Percentile (WMP) 

and spelling, .229. None of the Survey of Study Habits 

and Attitudes subscores were significant in predicting 

academic achievement. For English, Education 

Acceptance Percentile (EAP) was the closest to making a 

significant unique contribution in the full model with 

a significance of .0930. For mathematics, Delay 

Avoidance Percentile (DAP) was the closest at .2953, a 

considerable drop in significance. For spelling, Work 

Methods Percentile (WMP) was the closest at .6316, by 

far the least of the three. The role of improving 

study habits and attitudes should be approached as a 

means of enriching academic programs, not predicting 

academic achievement. 



CHAPTER V 

SUMMARY, FINDINGS, AND RECOMMENDATIONS 

The purpose of this study was to determine the 

relationships between selected study skill habits and 

attitudes and achievement of secondary students in 

English, mathematics, and spelling. The study used the 

Survey of Study Habits and Attitudes as a gauge for 

predicting academic achievement. Other instruments 

used were the Stanford Test of Academic Skills and the 

Otis-Lennon Mental Abilities Test. 

Summary of Findings 

Eighty-two students enrolled in Upward Bound 

Programs at two universities in north Texas were 

studied. The students were from 18 different high 

schools, ranging in size from small to very large. The 

three instruments were administered on three different 

days. Separate regression models were developed for 

each of the subject areas using backward elimination. 

The SSHA subcores were the independent or predictive 

variables. The TASK subject areas, IQ, sex, and 

minority status were the dependent or criterion 

variables. 
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Findings 

Research question number one asked what is the 

relation between achievement scores and study skills? 

This question is answered by the findings that 

achievement scores and study skills have a weak 

relation. Reseach question number two asked which 

traits of study skills are the best predictors of 

academic achievement? This question is answered by the 

findings that subscores of the Survey of Study Habits 

and Attitudes (SSHA) were with this sample not 

significant predictors of academic achievement. Other 

major findings resulting from the analysis of the 

statistical data presented in this study were the 

following: 

1. None of the SSHA subscores were significant in 

predicting academic achievement over and above IQ. 

2. IQ remained in each regression equation longer 

than any other variable. 

3. There was a significant correlation between 

the mathematics percentile score of the TASK and WMP 

subscore of the SSHA. 

4. There was a significant correlation between 

the mathematics percentile score of the TASK and TAP 

subscore of the SSHA. 
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5. There was a significant correlation between 

the spelling percentile score of the TASK and WMP 

subscore of the SSHA. 

6. All other SSHA subscores were not 

significantly correlated with the subject areas of 

TASK. 

7. The relation between study habits and 

attitudes, and academic achievement appears to be weak. 

The findings of this study are in agreement with 

earlier studies by Barilleaux (1972); Edwards (1974); 

and Pace et al. (1986). The findings of this study 

disagree with earlier findings by Burdt et al. (1973); 

Palladino and Domino (1978); Jacquess (1984); Kapusta 

(1980); Morris (1961); and Wright (1982). 

The SSHA not being used as a tool for prediction 

has been advocated by Barilleaux (1972). Results of 

this study suggest the SSHA is not an effective 

predictor of GPA or persistence of students. 

Lack of correlation between the SSHA and other 

areas has been found by Edwards (1974). Findings from 

this study show no significant correlations between 

student rated actual-ideal teacher style congruence and 

student rated study habits and attitudes. 

According to Pace et al. (1980) questions have 

been raised about the relation between reported study 

strategies and academic performance. The results of 
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this study indicate that there is no relationship 

between these two factors. 

The effect of variance of academic achievment 

beyond that accounted for by IQ alone was explored by 

Watkins et al. (1980). Results of this study indicate 

that the addition of self-esteem to the predictor set 

accounted for only four percent of the variance of 

academic achievement beyond that accounted by IQ alone. 

The findings of this study disagree with earlier 

studies by Burdt et al. (1973); Jacquess (1984); 

Kapusta (1980); Morris (1961); and Wright (1982). 

Results of the study by Burdt et al. (1973) indicate 

significant correlations between the SSHA total score 

and the Mooney Problem Check List (MPCC). Jacquess 

(1984) indicates a positive relation between SSHA 

subscores and academic performance. 

Studies by Morris (1961) imply that the four 

subscale scores are adequately stable through time to 

warrant their use in predicting future behavior or in 

assessing the extent of alteration in study habits and 

attitudes. The SSHA used as an instrument for 

prediction was indicated by Kapusta (1980). According 

to the findings of this study, measures of study habits 

and attitudes were significantly correlated with levels 

of academic performance and could be considered 

effective predictors for the sample used. Another 
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study which used the SSHA for purposes of prediction 

was done by Wright (1982). Two of the independent 

varables significantly related to academic achievement 

were the Study Habits and Study Attitudes subscores of 

the SSHA. 

Recommendations 

Based on the findings of this study, the following 

recommendations are made: 

1. The SSHA should not be used to predict 

academic achievement in Upward Bound programs. 

2. The SSHA should be used to identify students 

to be placed in study skills courses in Upward Bound 

programs. 

3. A pretest-posttest study utilizing the three 

instruments should be developed with Upward Bound 

programs. 

4. Improving study habits and attitudes should be 

addressed as a method of refining academic programs, 

not predicting academic achievement. 

5. In studies similar to this one, IQ should be 

measured with a valid and reliable instrument. Other 

variables to be taken into consideration are occupation 

of parents, job aspirations, and job reality. 
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6. More studies should be done in other 

populations to determine if the subscores can be used 

to predict academic achievment over and above IQ. 

7. More studies should be done in other 

populations using other instruments to measure study 

skills, habits, and attitudes to determine if these 

areas can be utilized to predict academic achievement 

over and above IQ. 

The results of this study indicate the four 

subscales of the SSHA are not accurate predictors of 

academic achievement. This is not to say that the 

development of successful study habits and attitudes 

may not have a favorable bearing on academic 

achievement. This researcher believes that more 

emphasis should be placed on the importance of study 

skills, despite the findings of this study. Developing 

successful study skills habits and attitudes can 

contribute much toward gaining satisfaction throughout 

one's academic career. Students who can properly 

manage their time, who have positive attitudes toward 

themselves and their teachers, and who maintain an 

optimistic outlook on life will probably experience 

more opportunities to develop their self—esteem. 

Efforts by teachers at all levels to assist students to 

grow, develop, and mature in these areas would be 



77 

beneficial to all involved in the process of educating 

young people. 
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APPENDIX 

Raw Data 

Status of Race 

A=Asian 

B=Black 

H=Hispanic 

W=White 

ID # 

SSHA OLMAT 

Percentile IQ 

DA WM TA EA 

Sex 

F=Female 

TASK 

Percentile 

E=English 

M=Mathematics 

S=Spelling 

M. =Male E M S 

0001 W F 65 70 30 45 102 86 65 81 

0002 W M 10 65 90 95 124 86 98 44 

0003 B F 75 40 65 85 101 53 81 42 

0004 W F 40 80 65 25 113 70 85 61 

0005 B F 25 55 5 15 102 79 64 87 

0006 B F 50 30 3 5 92 28 44 25 

0007 B M 80 85 45 75 104 44 65 35 

0008 B M 65 70 20 5 99 77 44 23 

0009 W F 95 95 95 97 115 96 90 91 

0010 W M 40 70 25 20 107 84 75 87 

0011 W F 70 75 70 70 114 99 94 87 

0012 W M 5 3 1 3 94 14 4 28 

0013 W F 20 15 15 10 118 93 99 93 

0014 W F 30 50 35 35 99 60 75 51 
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APPENDIX continued 

Status 

A= 

B= 

H= 

W: 

ID # 

of Race 

:Asian 

=Black 

=Hispanic 

=White 

Sex 

SSHA OLMAT 

Percentile IQ 

DA WM TA EA 

TASK 

Percentile 

E=English 

M=Mathematics 

F< =Female S=Spelling 

M =Male E M S 

0015 W M 5 3 1 1 97 16 46 71 

0016 W F 40 50 20 25 105 88 96 76 

0017 W F 20 55 10 25 109 93 97 73 

0018 W F 40 60 25 20 108 91 70 77 

0019 W F 10 60 35 45 103 70 46 79 

0020 W F 40 25 25 5 101 84 53 54 

0021 w M 20 25 40 35 107 65 75 17 

0022 w M 70 55 70 80 95 82 94 91 

0023 w F 20 30 5 20 94 48 62 23 

0024 w F 10 10 20 20 93 65 53 94 

0025 w M 15 65 15 50 100 67 62 65 

0026 w F 50 35 25 45 94 74 46 35 

0027 w F 10 35 5 5 103 46 49 79 

0028 w F 65 40 25 40 83 23 30 31 

0029 w F 15 40 5 5 96 94 84 71 

0030 w F 50 35 25 25 108 75 67 60 
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APPENDIX continued 

Status 

A« 

B= 

H= 

W. 

ID # 

of Race 

=Asian 

=Black 

=Hispanic 

=White 

Sex 

F=Female 

SSHA OLMAT 

Percentile IQ 

DA WM TA EA 

TASK 

Percentile 

E=English 

M=Mathematics 

S=Spelling 

M. =Male E M S 

0031 H M 35 75 15 65 97 70 36 65 

0032 H F 85 40 10 65 87 28 49 22 

0033 H F 90 95 80 97 94 70 85 80 

0034 B F 95 70 40 60 92 44 19 14 

0035 B M 75 97 97 97 115 92 91 91 

0036 B F 40 55 15 75 99 18 19 49 

0037 B F 25 60 45 45 95 38 62 56 

0038 A F 90 65 35 90 96 22 54 45 

0039 B F 65 85 90 90 107 89 85 96 

0040 A F 90 75 55 45 103 48 62 35 

0041 A M 65 60 20 55 102 36 94 18 

0042 W F 10 10 25 25 104 41 79 85 

0043 B M 55 40 5 25 96 70 41 45 

0044 H F 80 75 60 65 98 86 62 74 

0045 H F 80 60 20 65 94 36 19 27 

0046 H F 80 95 70 95 92 35 31 38 
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APPENDIX continued 

Status 

A= 

B= 

Hi 

W 

ID # 

of Race 

=Asian 

=Black 

=Hispanic 

=White 

Sex 

F=Female 

SSHA OLMAT 

Percentile IQ 

DA WM TA EA 

TASK 

Percentile 

E=English 

M=Mathematics 

S=Spelling 

M= =Male E M S 

0047 B F 55 30 25 25 83 17 8 16 

0048 W M 65 90 45 65 103 65 85 90 

0049 B F 65 60 23 45 81 25 13 56 

0050 B M 40 45 25 30 78 44 41 49 

0051 B M 65 25 15 60 83 14 11 18 

0052 B M 80 75 15 30 103 86 67 65 

0053 H M 25 70 55 45 108 95 73 96 

0054 H M 10 25 30 40 87 55 19 35 

0055 B F 95 99 90 95 94 44 44 61 

0056 B F 5 25 25 40 93 15 11 2 

0057 B M 20 25 3 5 83 14 5 12 

0058 B F 95 80 35 40 93 36 41 49 

0059 B F 45 50 55 45 91 24 44 45 

0060 B M 80 35 1 10 91 36 34 61 

0061 A M 90 90 60 95 103 30 97 41 

0062 H M 75 90 85 90 99 90 62 75 
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APPENDIX continued 

Status 

A= 

B= 

H= 

W= 

ID # 

of Race 

=Asian 

=Black 

=Hispanic 

=White 

Sex 

F=Female 

SSHA OLMAT 

Percentile IQ 

DA WM TA EA 

TASK 

Percentile 

E=English 

M=Mathematics 

S=Spelling 

M: =Male E M S 

0063 H F 30 40 15 20 94 24 24 10 

0064 H M 25 45 25 30 93 30 13 27 

0065 B F 45 40 55 65 81 12 11 35 

0066 B M 40 55 25 25 111 78 94 80 

0067 B F 95 90 30 85 107 32 29 70 

0068 H M 40 70 35 25 97 12 59 10 

0069 H M 50 30 15 40 89 20 24 41 

0070 A F 90 75 35 65 97 63 76 41 

0071 B M 30 40 35 25 100 22 34 25 

0072 B F 95 97 95 97 102 25 41 56 

0073 B M 65 50 65 45 107 63 62 99 

0074 B F 75 95 85 90 103 38 59 61 

0075 B M 10 40 35 35 93 32 56 61 

0076 B M 75 90 95 95 80 28 15 41 

0077 A M 90 90 65 65 78 32 36 33 

0078 H F 40 50 97 60 82 44 49 32 
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APPENDIX continued 

Status of Race 

A=Asian 

B=Black 

H=Hispanic 

W=White 

ID # 

SSHA 

Percentile 

DA WM TA EA 

Sex 

F=Female 

OLMAT TASK 

IQ Percentile 

E=English 

M=Mathematics 

S=Spelling 

M= =Male E M S 

0079 W F 30 60 20 5 91 28 24 7 

0080 A M 80 85 65 85 88 33 30 36 

0081 W M 35 1 10 5 92 49 32 22 

0082 W M 25 75 50 40 118 27 20 37 
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