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ABSTRACT 

The purpose of the present study was to conduct a 

follow-up assessment of the effectiveness of the Sauer (1979) 

problem solving skills training program for female college 

roommate pairs. Sixty-one percent of the original experimen

tal subjects (n=22) and 59% of the control subjects (n=20) 

participated in the three-month follow-up. Behavioral and 

written m.easures were completed three months after training 

to assess: (a) problem solving ability and satisfaction with 

the ability to resolve conflicts, (b) campus satisfaction, 

and (c) roommate satisfaction. Analysis of covariance results 

indicated that subjects who received training relative to the 

untrained subjects, demonstrated significant pretest to 

follow-up increases in problem solving ability. No signif

icant pretest to follow-up changes were found for the Problem 

Solving Solution Scale, the Community, Awareness, and Propri

ety subscales of the CUES II or the Relationship Satisfaction 

Scale. Discussion centered on the importance of long-term 

problem solving skill maintenance as well as on future impli

cations of this training approach. 
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CHAPTER I 

INTRODUCTION AND REVIEW OF LITERATURE 

The move from high school to college involves a major 

transitional period for most postadolescent young adults 

(Chickering, 1969; Jackson & Swegan, 1977). Additionally, 

the college environment imposes a variety of social and in

tellectual challenges upon its students (Kowalski & Cangemi, 

1974) . Incoming students are imiaediately confronted with 

numerous complex demands which involve a new set of academic 

standards and social codes. In the process of meeting these 

social and intellectual challenges, it has been noted that 

if students have the appropriate skills to effectively cope 

with their new environment then the environment may become 

a source of reward. However, if students lack adequate 

coping mechanisms, they may find the environment to be a 

source of dissatisfaction and may eventually withdraw from 

school (Kowalski & Cangemi, 1974). The students who fall 

into the latter category have become a major focus of con

cern for many college and university administrators. 

Yamamoto (197 0) noted that most colleges lose approximately 

one-fourth of their freshmen class before the end of the 

first semester. This figure increases to the point that by 

the end of the freshman year, about 50% of the freshmen 

students will have withdrawn from school (Kowalski & Cangemi, 



1974). Demitroff (1974) reported that the most commonly 

identified student problems which resulted in college drop

outs were social in nature with academic and financial con

cerns being the least frequently mentioned problem areas. 

Chase (197 0) indicated that personal adjustment was the most 

frequently given reason for student withdrawal from college. 

Both Van Atta, Lipson, and Glad (1977), and Kowalski and 

Cangemi (1974) identified poor peer relationships as the 

primary reason for students' failure to remain in school. 

It appears then that college freshmen who are faced with 

meeting new environmental demands must learn to effectively 

deal with them in order to establish more satisfying social 

relationships. 

In an effort to help students establish more rewarding 

college experiences, college educators have attempted to 

identify some of the primary needs of students. They have 

noted that if these needs are not recognized, then students 

may experience many academic and social frustrations and 

disappointments. DeCoster and Mable (1974) have emphasized 

the importance of meeting student social needs: 

Despite our limited behavioral knowledge, the college 
must recognize that even its instructional goals can
not be effectively achieved unless it assumes some 
responsibility for facilitating the development of 
the total human personality . . . to teach the subject 
matter and ignore the realities of the student's life 
and the social systems of the college is hopelessly 
naive, (pp. 23-24) 



Several researchers have reported that much of the need 

frustration experienced by students can be traced to ineffec

tive interpersonal skills (Carkhuff, 19 69; Drake, Kaplan, & 

Stover, 1972; Vitalo, 1974). Coons (1970) identified two 

important interpersonal developmental tasks encountered by 

college students. The first task pertains to the creation 

of a value system in which students view themselves as unique 

individuals who are capable of listening, evaluating, and 

screening out information inconsistent with their value 

structure. Students who do not possess this skill may become 

overburdened when they are confronted with differing value 

systems. The second major task focuses upon the ability to 

develop intimate relationships with others. Coons (197 0) 

noted that many students lack the knowledge or skills neces

sary to establish and maintain close relationships with 

others regardless of whether it is an opposite sex or same 

sex relationship. Chickering (1969) also identified several 

similar developmental tasks which confront young adults as 

they encounter the college experience. These tasks include: 

(a) achieving competence, (b) managing emotions, (c) becoming 

autonomous, (d) establishing identity, (e) freeing interper

sonal relationships, (f) clarifying purposes, and (g) develop

ing integrity. Vitalo (1974) believed that individuals who 

are deficient in these interpersonal tasks (e.g., managing 



emotions and freeing interpersonal relationships) would be 

of little help to themselves or others in times of crisis. 

It would also seem that if these students are unable to 

help themselves or others during crises that they may also 

have difficulty in resolving interpersonal conflicts in a 

systematic manner. Vitalo (1974) noted that the student's 

inability to approach problems and issues in a systematic 

manner resulted in an interpersonal environment character

ized by: (a) superficial relationships, (b) conflicts between 

individuals and/or groups that are unnecessary, (c) tenden

cies to put down or avoid the feelings and needs of others, 

and (d) the inability to effectively deal with their own 

personal problems and needs. In essence, the inability to 

constructively manage conflict in their social environment 

may cause students to experience needless frustrations, and 

wasted time and effort. 

It is apparent from these identified interpersonal and 

developmental needs that colleges and universities must 

devise and expand creative programs to aid students in meet

ing their needs. Since most incoming students reside in a 

university supervised residence hall, it seems logical that 

some of these interpersonal needs can be met through resi

dence hall programming. Several researchers have noted the 

potential for using residence halls as a means of meeting 

students' needs. Riker (1965) stated that it was essential 
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to involve students in learning experiences within the resi

dence hall as well as the classroom in order to facilitate 

personal growth. Chickering (1969) pointed out that " . . . 

colleges and universities will be educationally effective 

only if they reach students 'where they live,' . . ." (p. 3). 

According to Chickering (1969), residence halls influ

ence student development in three ways. First, close friend

ships are initially developed with persons who reside nearby. 

Second, the residence hall may become a subculture with its 

own values and standards in which students model their behav

ior and attitudes according to certain held expectations 

within this group. Third, the residence hall provides stu

dents with the opportunity to observe the impact of their 

behavior on other individuals. 

Thus, relationships which are formed between peers in 

the 

development and satisfaction of the student. Newcomb (19 62) 

noted that roommates in particular are likely to develop 

close interpersonal relationships due to their proximity to 

each other. Because of the potential effect which the room

mate relationship might have on student satisfaction, a great 

deal of research has been conducted in this area. The major

ity of the research on roommate relationships has focused on 

variables such as roommate compatibility (e.g., Broxton, 1962; 

Gehring, 1970; Pierce, 1970) and scholastic achievement (e.g.. 

Thus, relationships which are formed between peers in 

residence hall, may have a profound effect on the personal 
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Crew & Giblette, 1965; Hall & Willerman, 1363; Pace, 1968, 

1970; Pierce, 1968). In recent years, however, many new. 

residence hall programs have been concerned with meeting the 

nonacademic needs of students (e.g., Gerst & Moos, 1972; 

Moos & Otto, 1975; Sank, Smrekar, & DeBeal, 197 5; Scott, 

1975). Jackson and Swegan (19 77) developed a series of mini-

courses for incoming freshmen students based on Coon's (197 0) 

developmental tasks. The program was led by residence hall 

assistants and included topics such as self-exploration and 

interpersonal communication skills. Students who partici

pated in the program reported an increase in self-awareness 

and in their ability to interact with others. 

Phelan and Heidke (1977) developed a roommate conflict 

management program to help students improve their interper

sonal relationships. The program was preventative in nature 

and utilized a series of videotapes and lectures which were 

designed to acquaint students with: (a) the causes, stages, 

and dynamics of conflict, and (b) ways to deal with conflicts 

in a constructive manner. Participants were instructed to 

engage in contracts with their roommates on various issues 

related to their housing situation (e.g., study time, visitors) 

Although Phelan and Heidke (1977) did not provide a detailed 

description of the training procedures or program results, 

they noted that written evaluations of the program indicated 

that both resident assistants and program participants 



increased in their awareness of conflict and improved in 

their methods of dealing with roommate conflict. 

In another study. Miller and Zoradi (1977) described a 

behavioral approach to resolving roommate conflicts. Resi

dent assistants were trained in a series of problem solving 

strategies designed to enable them to help roommates arrive 

at mutually agreed upon problem solutions. Residence halls 

that participated in this program, as compared to residence 

halls which did not, had a decrease in the number of requests 

for roommate changes. The roommates who were exposed to the 

program were thought to: (a) be more open, (b) possess 

greater self-awareness, and (c) have a practical approach to 

interpersonal problem solving. Both Wolff (19 69) and 

Osterhout (1977) also reported success in utilizing resident 

assistants to train students in interpersonal skills. 

A more recent and systematic skills training program 

designed for roommates has been described by Sauer (1979). 

Sauer (1979) implemented a structured educational program 

which was designed to train same sex roommate pairs in problem 

solving skills. Eighteen female undergraduate roommate pairs 

received 24 hours of problem solving skills training, one 

three-hour meeting per week for eight weeks, while 17 similar 

roommate pairs served as a control group. Pretest and post-

test assessments were made of problem solving skill level, 

satisfaction with problem solving ability, satisfaction with 
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the campus environment, and satisfaction with roommate. 

Results indicated that the experimental subjects, relative 

to the control subjects, showed significant increases in: 

(a) problem solving skill level, (b) satisfaction with their 

ability to resolve conflicts, and (c) their perception of 

the campus as congenial, group oriented, friendly, and 

cohesive. 

With the exception of the Sauer (1979) study, the major

ity of programs for roommates have been characterized by: 

(a) an absence of systematic evaluation, (b) a lack of con

trol groups, and (c) little or no behavioral assessments to 

determine skill level. Another concern has centered around 

the issue of short-term versus long-term effectiveness of 

these skills training programs. The merit of short-term 

assessment of skill acquisition may be particularly question

able if the skills learned and demonstrated at the end of 

the program are not maintained over time. Skills maintenance 

becomes a primary issue if one acknowledges that the major 

goal of skills training has been to enhance present and 

future interpersonal relationships. Skills training of this 

nature fails to serve a preventative function if students 

are unable to demonstrate competence in the skills months 

or even years after training has ended. Thus, in order to 

accurately test the effectiveness of a skills training 



program it is necessary to determine the extent to which 

these skills are maintained over time. 

Despite this obvious need for long-term assessments of 

skill maintenance, little follow-up research has been under

taken. Vogelsong (1975) conducted a six-month follow-up 

study that compared the PARD program (Parent-Adolescent 

Relationship Development) with the RIP program (Relationship 

Improvement Program), and with a no treatment control group. 

The PARD program was designed to teach specific communica--

tion skills to mother-daughter pa.irs whereas the RIP program 

followed a basic discussion group format with a similar popu

lation. The results indicated that the PARD group increased 

significantly from pretest to follow-up while the RIP and 

control groups did not. In essence, the gains identified at 

the end of the program for the RIP participants were not 

retained six months later whereas the PARD subjects demon-

started maintenance of skills during the follow—up period. 

Wieman (1973) conducted a follow-up study to assess the 

long-term effectiveness of two marital enhancement programs. 

He compared the Conjugal Relationship Modification program 

(CRM) with Reciprocal Reinforcement therapy (RR). The CRM 

couples were taught two communication roles: (a) the speaker 

role which included owning and accepting responsibility- for 

one's feelings, and (b) the listener role which included 

empathically reflecting the affective components of the 
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speaker's message. The couples involved in the RR therapy 

were instructed as to how to elicit desired behaviors from 

their spouses. The results showed that both the CRM group 

and the RR group maintained their posttreatment gains 

through the follow-up period. The couples who participated 

in the CRM group regarded their experiences more favorably-

than did the couples in the RR group. 

Palau, Leitner, Drasgow., and Drasgow (1974) conducted 

13 follow-ups on six different treatment groups with four of 

the follow-ups extending over a five-year period. Their 

overall finding was that the follow-up groups' average levels 

of functioning were not significantly different from their 

treatment termination levels. However, eight to 3 0% of the 

group members exhibited continual improvement after treat

ment termination. The authors offered a new outcome crite

rion measure known as a continuing-to-gain percent (CGP) to 

be used in comparing and evaluating treatment effectiveness. 

In an attempt to answer the questions of long-term 

retention of facilitative communication skills and the effects 

that retraining may have upon the students, Collingwood (1971) 

conducted a follow-up assessment on a group of college stu

dents who had received interpersonal skills training. Forty 

undergraduate students who had been trained 10 hours to com

municate at higher levels of empathy, respect, genuineness, 

and concreteness were retested at monthly intervals for five 



11 

months after the termination of training. Between the third 

and fourth follow-up periods 18 subjects were involved in two 

and one-half hours of retraining. Monthly follow-up asess-

ment continued for two more months. Results indicated that 

the subjects' ratings of communication ability dropped sig

nificantly from posttesting to follow-up. However, the 

communication skills of the retrained subjects returned to 

their posttraining level. Collingwood concluded that in 

order for trainees to maintain their posttesting function 

level, more than 10 hours of training was needed. 

In a more recent follow-up evaluation, Ridley, Avery, 

Harrell, and Haynes (Note 1) conducted a six-month follow-up 

of a problem skills training program for premarital couples. 

The follow-up assessment included 14 of the original 26 

experimental couples and 18 of the original 28 control 

couples. The analysis indicated that the experimental 

couples, relative to the control couples, displayed follow-up 

problems solving skills which were significantly greater than 

their pretraining levels. Ridley et al. (Note 1) concluded 

that the complex skills involved in a mutual problem solving 

skills program can be learned and maintained over a signif

icant period of time. 

Although many researchers have acknowledged the impor

tance of conducting systematic long-term evaluations (e.g.. 

May, Tuma, & Kraude, 1965; Ridley et al. (Note 1); Sargent, 
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I960) it is clear that few follow-up studies have been con

ducted with communication skills training programs. Perhaps 

a major reason for the absence of more follow-up assessments 

results from the various methodological problems associated 

with long-term evaluations. In relation to psychotherapy 

research, Sargent (1960) noted that " . . . the importance 

of follow-ups is equaled only by the magnitude of the method

ological problems it presents" (p. 495). 

One major problem in conducting follow-up studies has 

been sample maintenance and attrition. Fiske and Goodman 

(1965) found a difference between subjects who returned for 

the follow-up and subjects who did not. Furthejrmore, as 

May, Tuma, and Kraude (1965) pointed out, even if differ

ences are not found, those who return are clearly different 

than those who do not, if only in cooperation or mobility. 

Paul (1965) further emphasized the problem of sample 

maintenance; 

To highlight the magnitude of this problem a thorough 
search of the literature failed to reveal a single 
study on individual treatment of noninstitutionalized 
adults which obtained data on all treated subjects 
two years or more after treatment teirmination, nor 
one which included an attempt to obtain such data on 
an appropriate group of control subjects, (p. 334) 

Some additional problems encountered in conducting long-

term evaluations include: (a) time and cost to conduct 

follow-ups (Fiske & Goodman, 1965; May, Tuma, & Kraude, 1965), 

(b) the use of different assessment tools between the original 
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assessments and follow-up evaluation (Fiske & Goodman, 1965; 

Paul, 1967, 1968), (c) the use of assessment procedures of 

questionable reliability and validity (Paul, 19 67, 19 68), 

and (d) the lack of no treatment control groups to assess 

effects which may be associated with the passage of time 

(Fiske & Goodman, 1965; Paul, 1967, 1968). 

Hypotheses 

It appears that incoming college students are confronted 

with numerous complex tasks including the creation of new 

academic standards and social codes. In the process of meet

ing these new challenges, it has been noted that many stu

dents lack the adequate skills to establish and maintain 

close interpersonal relationships. One area of particular 

deficiency appears to be in the management of conflict among 

peers. Several programs have been designed to teach problem 

solving skills to residence hall students, and in particular 

to roommate pairs. With the exception of the Sauer (1979) 

program, the majority of problem solving skills training 

programs have suffered from the lack of systematic evaluation 

and other methodological problems. Perhaps the greatest 

problem has been the lack of adequate assessment for the 

effectiveness of these programs over an extended period of 

time. 

In an attempt to provide a more complete analysis of 

the results of training, the purpose of this study was to 
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conduct a three-month follow-up on the Sauer (197 9) problem 

solving skills training program. It was hypothesized that 

the experimental group, relative to the control group, would 

demonstrate from pretest to follow-up: 

(1) a significant increase in their problem solving 

ability and in their satisfaction with their abil

ity to resolve a hypothetical roommate problem. 

(2) a significant increase in their campus satisfaction 

(3) a significant increase in their roommate 

satisfaction. 



CHAPTER II 

METHODS 

The present research focuses on a follow-up assessment 

of the Sauer (1979) problem solving skills program for under

graduate female students. The pretest-posttest phase of the 

study, including a complete description of the training pro

gram, can be found in Sauer (1979). A report of the follow-up 

phase of the study follows. 

Subjects 

Thirty-five undergraduate female roommate pairs enrolled 

in a large southwestern university participated in the orig

inal study during the Fall semester, 1978. The subjects 

were recruited for the program through announcements in a 

brochure which was mailed to all incoming freshmen at this 

university. Recruitment was also achieved through presenta

tions at freshman orientation programs. The first 18 room

mate pairs who volunteered to participate in the program 

were assigned to receive the problem solving skills training 

(experimental group), while the next 17 pairs were assigned 

to a waiting list and were given the opportunity to enroll 

in a similar roommate program during the Spring semester, 

1979 (control group). 

Prior to the training, subjects were asked to indicate 

if they had received any previous training in communication 

15 
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or problem solving skills. None of the students in the 

experimental group or control group had received a syste

matic skills training program similar to the one employed 

in the Sauer (197 9). program. However, four students (3 

experimental and 1 control) had taken a course which involved 

interpersonal skills. 

Fourteen of the roommate pairs in the original study 

did not participate in the follow-up evaluation. Thirteen 

of the roommate pairs were no longer roommates at the time 

of the follow-up assessment and were therefore deleted from 

the study. One roommate pair could not be contacted. Thus, 

the experimental group (n=22) had a mean age of 19.1 (range 

18 to 21) and the control group (n=2 0) had a mean age of 

19.4 (range 18 to 22). None of the subjects in the experi

mental or control group received any interpersonal skills 

training from the time of Sauer's (1979) program until the 

present study. 

Dependent Variables 

The three dependent variables selected for this study 

were: (a) problem solving ability—defined as the roommate's 

ability to demonstrate effective use of problem solving 

skills and their level of satisfaction with the outcome of 

the problem solving process, (b) satisfaction with campus— 

defined as each roommate's assessment of the quality of the 
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university environment, and (c) roommate satisfaction— 

defined as the individual's assessment of the quality of 

their roommate relationship. 

Procedure 

Pretest - posttest - follow-up assessment. Prior to 

training, at the completion of the training, and three 

months after the posttest assessment, each of the subjects 

completed a 2 0-minute audio-taped conversation. The conver

sations involved role play situations which were representa

tive of problems experienced by college roommates. Three 

role play situations (A, B, and C) were used in the pretest, 

posttest, and follow-up assessments (see Appendix A). Two 

forms of each role play situation, one for each roommate, 

were used in each skills assessment. The forms differed 

only in regard to the use of pronouns and the perspective 

each roommate took for a given situation. One-half of the 

roommate pairs in the experimental and control group received 

Role Play A in the pretest and Role Play B in the posttest. 

The other half of the roommate pairs in each group received 

Role Play B in the pretest and Role Play A in the posttest. 

All roommate pairs in both the experimental and control 

groups received Role Play C in the follow-up assessment. 

The same instructions and procedures were followed for each 

assessment phase (see Appendix A). 
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Upon completion of the audio-taped conversations, the 

roommates were then asked to complete a series of paper and 

pencil questionnaires designed to measure problem solving 

satisfaction, satisfaction with campus environment, and 

satisfaction with their respective roommate. Demographic 

information on each subject was also gathered at this time. 

Measurement of Dependent 
Variables 

Problem solving ability. The audio-taped roommate 

interactions were rated for individual problem solving abil

ity according to the procedures delineated by Ridley, Avery, 

Harrel, Leslie, & O'Connor (Note 2) (see Appendix C). Two 

graduate students in Family Studies who were experienced in 

the problem solving model were trained for 10 hours in the 

rating procedures. Following their training, the raters 

coded 10 autio-taped conversations similar to those to be 

used in the study. An interrater reliability was computed 

for steps two through eight, I messages, summary statements, 

and open questions using Pearson's Product Moment correla

tion. All correlations were .90 and above, with an overall 

mean correlation calculated to be r=.96. Each rater then 

coded all of the follow-up tapes without knowledge of exper

imental group—control group distinctions. The ratings made 

by each rater were then pooled to form a single score per 

step for each subject. 
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The Problem Solving Solution Scale (see Appendix D) was 

used to measure the degree of satisfaction experienced by 

each roommate during the problem solving role play situation, 

The scale consists of one item and utilizes a five-point 

Likert type format (score range one to five). 

Satisfaction with campus. The College and University 

Environment Scale (CUES II) (Pace, 1969) (see Appendix E) 

was used to measure student satisfaction with campus environ

ment. Three of the five subscales of CUES II were employed 

in this study: (a) Community—defined as a friendly cohe

sive, group-oriented, and congenial campus, (b) Awareness— 

defined as a campus characterized by a concern about and an 

emphasis on personal, poetic, and political meanings, and 

(c) Propriety—defined as an environment that is character

ized by consideration of others and group standards for 

behavior. The CUES II scale contains 160 items and uses a 

true-false answering system. The last 6 0 items of the CUES 

II are experimental test items and therefore were not 

included in the analysis. In this study, the CUES II was 

scored individually for each of the three subscales. It has 

been noted that the CUES II has negative bias when used with 

freshman students because they tend to initially rate the 

campus environment as they would like it to be. However, 

after being on campus a semester, students usually rate the 

campus as less desirable than when they first arrived. Reli

ability and validity data for the CUES II has been reported 

by Pace (1969). 
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Satisfaction with roommate. The Relationship Satisfac

tion Scale (Sauer, Bell, Haynes, Hegi, & Lamke, Note 3) (see 

Appendix F) was used to measure roommate satisfaction. The 

Relationshijp Satisfaction Scale consists of 69 .items and 

uses a five-point Likert type format (score range 69 to 345). 

Reliability and validity for the Relationship Satisfaction 

Scale can be found in Sauer (197 9). 

Experimental and Control 
Group Treatment 

The original 18 roommate pairs in the experimental group 

were divided into three groups of six roommate pairs accord

ing to their class schedules. Roommate dyads in each group 

attended one three-hour problem solving skills training ses

sion per week for eight weeks (24 hours total) . The control 

group roommate pairs received no problem solving skills 

training. Neither the control nor experimental group had 

contact with the principal investigator other than during 

the follow-up assessment. 

Problem Solving Skills Training 

Four female graduate students in Family Studies were 

used as facilitators in the training program. The facilita

tors were assigned to two teams. The two teams were randomly 

assigned to lead the three groups according to the facilita

tors' class schedules. 
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The program administered to the roommate pairs has been 

outlined in the Mutual Problem Solving Skills Program 

(Ridley et al., Note 2). The authors briefly defined the 

problem solving steps as follows: 

Step One. Listen carefully and express own feelings. 

This step involves a communication style of expressing 

and owning one's feelings. Reflective listening is 

included in this step to ensure that the roommates hear 

each other when they are discussing the problem. This 

allows each partner to determine if their partner spe

cifically heard what they said, and if not, then the 

statement can be clarified. This step and the following 

steps provide practice opportunities and feedback to the 

participants for skill acquisitions. 

Step Two. Explore the problem area. This step utilizes 

Step One to discuss and explore the problem area, or what 

is concerning or bothering one or both partners. In this 

step, only current problems are discussed, not previous 

or past problems. 

Step Three. Define the problem in relationship terms. 

This step allows for the determination of how the prob

lem effects the relationship. After exploring the 

problem, partners may discover that the problem is an 

individual one and not a relationship issue; or it may 
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be a relationship problem and be effecting both the 

individuals and their relationship. if the conflict 

or disagreement is a relationship problem, then to 

effectively resolve the problem, both partners will 

have to be committed and mutually involved in resolving 

the problem. 

Step Four. Identify how each person contributes to the 

problem. If the problem is a relationship problem, 

then both partners are contributing or are maintaining 

the problem. It is important for the partners to recog

nize their contributions to the problem and accept 

responsibility for maintaining the problem. After 

knowing how they specifically contribute and maintain 

the problem, then the individuals are aware of what 

specific behaviors require change to resolve the 

problem. 

Step Five. State goal. After the relationship problem 

has been identified, and what the contributions of each 

partner are to continuing the problem, the partners 

then state the goal in specific behavioral terms (in

crease or decrease a specific behavior). Stating a 

goal in behavioral terms eliminates vagueness and pro

vides more opportunities for success in solving the 

problem. 



23 

Step Six. Generate alternative solutions. After the 

goal has been established, the partners engage in brain

storming to generate solutions to achieving the goal. 

Each partner should generate solutions so that it is 

a mutual process and both partners are actively in

volved in the problem solving process. 

Step Seven. Evaluate alternative solutions. After all 

solutions have been generated or thought of and pro

vided, evaluation of the solutions should then occur. 

However, there should be no evaluation until all solu

tions have been generated by the partners. Ridley et al 

(Note.l), list two criteria for evaluation of solutions: 

(1) will the solution reach the goal and solve 

the problem, and 

C2) is the solution consistent with my personal 

values and resources 

Thus, the alternative solutions are evaluated using 

the above criteria for determining the acceptability 

and effectiveness of the solutions. 

Step Eight. Select best solution. This step flows 

out of the previous step, with the addition of specify

ing who is to do what, when, where and for how long. 

This is important to eliminate any vagueness or mis

understanding about the solution. 
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Step Nine. Implement the solution. The solution 

should be implemented for a sufficient length of time 

to determine if it (the solution) will be effective or 

not. For some frequently occurring behaviors, only a 

few days may be a sufficient length of time for the 

implementation of the solution. For behaviors that 

occur infrequently, a period of a week or longer may be 

required to allow the solution sufficient time to 

either be determined effective or ineffective. Regard

less of the time period involved, both partners should 

be specifically aware of the length of time they will 

try the solution. 

Step Ten. Evaluate progress. After the agreed upon 

lengths of time for implementing the solution, the 

partners should evaluate their progress in resolving 

the problem with the following criteria: 

(1) did both partners engage in the agreed upon 

behavior? 

(2) if so, was the goal achieved? 

(3) do we want to continue these behaviors? 

(4) if our goal was not achieved, what went 

wrong? (pp. 23-26). 



CHAPTER III 

RESULTS 

Behavioral measure. it was hypothesized that the 

experimental group, relative to the control group, would 

demonstrate a significant increase in problem solving skills 

from pretest to follow-up as measured by the Problem Solv

ing Ability Rating Procedure. In an attempt to reduce 

the proportionality of the treatment level means and vari

ances, a square root transformation (X'= \|x + .5) was 

computed for the behavioral data. Table 1 presents the 

transformed means, adjusted means, and standard deviations 

for the total problem solving steps. The total problem 

solving steps include steps two through eight. Table 2 

presents the transformed means, adjusted means, and standard 

deviations for the General Communication Style which is com

prised of the component parts of step one, "I Statements," 

"Summaries," and "Open Questions." 

TABLE 1. Means, Adjusted Means, and Standard Deviations 
(S.D.) on Transformed Scores for Problem Solving 
Ability 

Experimental (N=22) 
Mean (Adjusted Mean) 
S.D. 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

Pretest 

5.92 
.64 

5.50 
.42 

Posttest 

10.77 (10.69) 
1.04 

6.64 (6.73) 
.77 

Follow-up 

12.29 (12.29) 
1.06 

5.73 (5.73) 
.60 

25 
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TABLE 2. Means, Adjusted Means, and Standard Deviations 
(S.D.) on Transformed Scores for the General 
Communication Style 

Experimental (N=22) 
Mean (Adjusted Mean) 
S.D. 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

Pretest 

3.06 
.59 

2.77 
.47 

Posttest 

8.28 (8.27) 
1.67 

2.60 (2.60) 
.41 

Follow-up 

6.48 (6.46) 
1.47 

2.95 (2,97) 
.52 

Analysis of covariance, using the transformed total 

step pretest score as the covariate, was used to determine 

the effects of treatment. The experimental group, relative 

to the control group, significantly increased their level 

of problem solving skills, F (1, 38) = 488.47, p<.0001 (see 

Table 6 and Figure 1, Appendix G) and their General Communi

cation Style, F (1, 38) = 94.63, £<.0001 (see Table 6 and 

Figure 2, Appendix G). 

It was also hypothesized that the experimental group, 

relative to the control group, would show a significant 

increase from pretest to follow-up in their level of satis

faction with their solution to the role play situation as 

measured by the Problem Solving Solution Scale. Table 3 

shows the means and standard deviations of the Problem 

solving Solution Scale. Results indicated no significant 

difference between the two groups on their reported 
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satisfaction with their ability to resolve a hypothetical 

roommate relationship problem, F (1, 38) = .91, p>.05, (see 

Appendix G, Table 6). 

TABLE 3. Means, Adjusted Means, and Standard Deviations 
(S.D.) for Satifaction with the Problem Solving 
Solution Scale 

Experimental (N=22) 
Mean (Adjusted Mean) 
S.D. 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

Pretest 

4.45 
.80. 

4.25 
.72 

Posttest 

4.50 (4.49) 
.60 

4.05 (4.08) 
.89 

Follow-up 

4.81 (4.81) 
.39 

4.68 (4.68) 
.47 

Written response measures. The second hypothesis 

tested was that the experimental group, relative to the 

control group, would demonstrate a pretest to follow-up 

increase in campus satisfaction as measured by the Community, 

Awareness, and Propriety subscales of the College and Univer

sity Environment Scale II. Table 4 presents the means, 

adjusted means, and standard deviations for these subscales. 

Analysis of covariance was used to examine the effects of 

treatment. The results showed no significant differences 

between the experimental and control groups on the Community 

subscale, F (1, 38) = .03, p>.05, the Awareness subscale, 

F (1/ 38) = .00, £>.05, or the Propriety subscale, F (1, 38) 

= 2.23, £>.05 (see Appendix G, Table 7). 



28 

TABLE 4. Means, Adjusted Means, and Standard Deviations 
(S.D.) for the Community, Awareness, and 
Propriety Subscales of the College and University 
Environment Scale - II 

Community 
Experimental (N= 22) 
Mean (Adjusted Mean) 
S.D. 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

Awareness 
Experimental (N=22) 
Mean (Adjusted Mean) 
S.D. 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

Propriety 
Experimental (N= 2 2) 
Mean (Adjusted Mean) 
S.D. 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

Pretest 

14.05 
2.50 

11.80 
3.35 

12.55 
2.96 

13.20 
4.40 

10.36 
3.23 

6.90 
2.22 

Posttest 

14.32 
2.17 

12.40 
3.84 

13.40 
3.90 

13.20 
4.07 

9.18 
3.35 

8.10 
2-95 

(13.74) 

(13.35) 

(13.36) 

(12.97) 

C7.93) 

(9.46) 

Follow-up 

14.05 
2.61 

12.70 
3.42 

13.77 
2.83 

14.00 
3.34 

8.36 
3.30 

7.10 
2.69 

(13.82 ) 

(13.57) 

(13.85) 

(13.82) 

(7.26) 

C8.65) 

The third hypothesis tested was that the experimental 

group, relative to the control group, would report a pretest 

to follow-up increase in satisfaction with their respective 

roommates as measured by the Relationship Satisfaction Scale, 

Table 5 presents the means, adjusted means, and standard 

deviations for the Relationship Satisfaction Scale. Analy

sis of covariance was again used to examine the effects of 

treatment. The results indicated no significant differences 
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between the exper imenta l and c o n t r o l groups on the Re l a t i on 

sh ip S a t i s f a c t i o n Scale from p r e t e s t to fol low-up, F (1 , 38) 

= . 02 , p>.Q5 (see Appendix G, Table 7 ) . 

TABLE 5. Means, Adjusted Means, and Standard Devia t ions 
(S.D.) for the Re la t ionsh ip S a t i s f a c t i o n Scale 

P r e t e s t P o s t t e s t Fo l low-up 

E x p e r i m e n t a l (N=222) 
Mean (Adjus ted Mean) 
S.D. 

283.68 277 .77 . (280.26) 275 .05 (277.18) 
30 .23 34 .02 4 3 . 7 5 

Control (N=20) 
Mean (Adjusted Mean) 
S.D. 

290.95 275.70 (273.25) 282.10 (278.26) 
30.63 37.04 34.23 



CHAPTER rV 

DISCUSSION 

The purpose of the present study was to evaluate the 

long-term effectiveness of a problem solving skills train

ing program for same sex college roommate pairs. The 

hypothesis that roommates who received training, relative 

to control roommates, would significantly increase their 

problem solving skill level from pretest to follow-up was 

confirmed. However, there were no significant differences 

between the two groups on their satisfaction with their 

ability to resolve a hypothetical roommate problem. These 

results would seem to indicate that an increase in problem 

solving ability is not matched with a corresponding rise 

in problem solving satisfaction. It seems possible, how

ever, that these negative results may be accounted for by 

the fact that both experimental and control roommates were 

reporting on their perceived problem solving ability. Since 

virtually all of the subjects in the experimental and con

trol groups saw themselves as satisfied with their room-

mates, perhaps this general feeling of roommate satisfaction 

led to relatively similar levels of problem solving satisfac

tion for both groups. Future research which is designed to 

measure actual behavioral changes on the part of trained 

30 
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roommates may provide a clearer assessment of problem solv

ing satisfaction for this population. 

It was hypothesized that the experimental roommates, 

relative to the control roommates, would experience an 

increase in their level of satisfaction with the campus 

environment as measured by the Community, Awareness, and 

Propriety subscales of the College and University Environ

ment Scale. Results indicated that there were no signif

icant differences between the experimental and control 

roommates on this written response measure. It is as yet 

unclear whether an increase in problem solving ability has 

no effect on campus satisfaction or whether the results may 

be due to some other variable. One other possible explana

tion for nonsignificant results on these subscales may be 

that the new students have not interacted with the environ

ment long enough to accurately evaluate the questions tapped 

by these dimensions. 

The third hypothesis that the experimental roommates, 

relative to control roommates, would demonstrate a signif

icant increase in roommate satisfaction from pretest to 

follow-up was not substantiated. The results would seem 

to indicate that an increase in problem solving ability 

among female roommates has little bearing on roommate sat

isfaction. It is important to note that the Relationship 

Satisfacton Scale was originally designed to discriminate 
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between roommates who were either "satisfied" or "dissat

isfied" with their roommates. However, the majority of the 

subjects in this sample were either "very satisfied" or 

"satisfied" with their roommate (95%). Therefore, the scale 

may not be sensitive to slight changes which occur between 

satisfied roommates. 

Implications 

The results of the present study provide several im

portant implications for future research. One such impli

cation is that a problem solving skills training program 

designed for heterosexual dating couples (Ridley et al.. 

Note 2) may be adapted for use with same sex roommate pairs. 

In view of the growing interest in meeting the interpersonal 

needs of college students, it seems apparent that such a 

program may be adapted to other populations within the 

university setting. Since the majority of students reside 

in university supervised housing, perhaps residence hall 

assistants would benefit from a skills training program such 

as the one employed in this study. 

It is clear that at least with regard to female college 

roommate pairs, the social support systems of college stu

dents are important in the development and maintenance of 

interpersonal relationships. However, once students estab

lish close interpersonal relationships, many of them lack 

the skills to manage conflict when it arises. Educational 
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programs such as the one employed in this study can serve a 

primary preventative function by enabling students to deal 

with present and future developmental and crisis-related 

conflicts. Perhaps the greatest benefit to students who 

participate in the program may be realized in the formation 

of future significant relationships such as marital or col

league relationships. Additional research is needed to 

determine the extent to which the problem solving skills 

program can be adapted to other populations both within and 

outside the college environment. 

Limitations and Future Research 

There appear to be several limitations to the present 

study which may hamper the generalizability of the results. 

First, the small sample size limits the extent to which the 

results can be generalized to other female roommate pairs. 

Second, since the problem solving approach was conducted 

with just female pairs, the program should be administered 

to male roommate pairs to determine if the program results 

in differential treatment effects for males and females. 

Additional research could also be conducted with roommates 

who reside outside of university supervised residence halls 

in order to assess the effects of skills training on room

mates living in apartments or houses, and roommates living 

in settings not related to a university environment. 



34 

Another limitation of this study stems from the fact 

that both roommates had to agree to participate in the pro

gram as a pair. This stipulation may have resulted in a 

roommate sample which was not typical of the roommate 

population as a. whole. Furthermore, the subjects who par

ticipated in this study were either very satisfied or 

satisfied with .their roommate. Future research may be 

designed to teach problem solving skills to crisis ridden 

and dissatisfied roommates. Because of the often observable 

conflict in these relationships, use of the problem solving 

skills may result in more positive attitudes and behavioral 

changes than are possible for roommates who are already 

satisfied. 

The issue regarding the lack of increases in campus or 

roommate satisfaction as a result of problem solving train

ing may not be easily resolved. Perhaps one avenue for 

future research on the effects of a problem solving skills 

training program for roommates would be the development of 

measures more sensitive to changes in campus and roommate 

satisfaction. The residence hall environment may enhance 

a feeling of "togetherness" among residents to the extent 

that the measures employed in the present study may not have 

been sufficiently powerful to discriminate between satisfied 

and dissatisfied roommates. Further work in this area may 
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need to focus on the development and testing of more power

ful measurement instruments. 

Although the present study demonstrated that problem 

solving skills could be acquired and maintained over a 

three-month period of time, it is as yet unclear whether 

these skills could be maintained for periods exceeding 

three months. It would be interesting to know if the room

mates involved in the skills training program could retain 

their skills for a longer period of time, perhaps one or 

more years after training. 

Although the present study has served to provide ini

tial support for the effects of a problem solving skills 

training program for college roommates pairs, several ques

tions raised by this research remain unanswered. Additional 

research will need to be undertaken in several areas, includ

ing the implementation of the problem solving skills program 

with other populations. Until this is done, the general

izability of this training approach for other college 

roommate pairs will not be assured. 
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APPENDIX A 

DEPENDENT MEASURES: PROBLEM SOLVING ABILITY 

A. Role Play Instructions 

B. Role Play Situations 
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Roommate Taping Instructions 

DIRECTIONS: READ AND FOLLOW ALL STEPS CAREFULLY BEFORE 
BEGINNING 

1. Read carefully the situation described on the next page. 

2. Assume you are the roommate who is described. 

3. Spend up to 2 0 minutes working on the conflict situation. 

Try to put yourself into the situation as if it is 

actually occurring between you and your roommate, and 

decide how you and your roommate will handle the issue. 

Use the best skills you can to solve the problem so that 

it is not likely to recur again. Remember to try to 

develop a specific solution to the problem. Be sure to 

make it your problem not someone else's by avoiding 

statements like "their problem" or "they" in your 

discussion. 

4. After talking about the above problem with your roommate, 

each of you should answer the question on page 3. Ans

wer the question independently of your roommate and do 

not share your answer with him or her. 
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Role Play A (Roommate 1 form) 

You and your roommate have known each other only for a 

short time. You like your roommate in general and want to 

remain roommates but you are becoming very upset by a spe

cific issue that is developing between the two of you. You 

have always studied with friends or with the radio on and 

find it essential to have some noise around you when you are 

studying. Your roommate, however, seems to be disturbed by 

outside noises particularly the radio, although he/she has 

not said anything to you about it. Your roommate spends 

much more time studying than you. Occasionally you leave 

your room to take a break from studying and when you return 

the radio has been turned off. Sometimes you turn it back 

on again and other times you just leave it off. Tonight, 

after taking a study break, you find that the radio has 

again been turned off and you decide that it is time to talk 

about it. 

You sayt 

Your roommate 
says: 

"I wish you would leave the radio on 

when we are studying in the evening 

since I study-better when it is on." 

"I have trouble studying with the 

radio on and I prefer to read when it 

is completely quiet in the rooml" 



4.4 

You respond: Determined to do something about 

this difference in habits which is 

becoming irritating you then 

say ". . ." 
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Role Play A (Roommate 2 form) 

You and your roommate have only known each other for a 

short time. You like your roommate in general and want to 

remain roommates but you are becoming very- upset by a spe

cific issue that is developing between the two of you. You 

have always taken your studies seriously and have found that 

studying some place where it is quiet is essential if you are 

to retain what you are trying to learn. Your roommate, how

ever, seems to enjoy studying with friends or with the radio 

on. 'When both of you are studying in the room and your room

mate takes a study break, you usually turn the radio off 

after he/she leaves. Sometimes your roommate turns the radio 

back on when he/she returns and other times he/she leaves it 

off. You have some misgivings about turning the radio off 

since the radio belongs to your roommate but you feel that 

your studies are very important and that's the reason you 

are at school. Tonight when your roommate left to take a 

study break, you again turned the radio off. When your 

roommate returns he/she says: 

Your roommate "I wish you would leave the radio on 
says: 

-when we are studying in the evening 

since I study better when it is on." 

You respond: "I have trouble studying with the 

radio on and I prefer to read when 

it is completely quiet in the rooml" 
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Your roommate Determined to do something about this 
says: 

difference in habits which is becoming 

irritating he/she says ". . ." 

>' 

^̂ 1 

w 
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Role Play B (Roommate 1 form) 

You and your roommate have known each other for a short 

period of time. You and your roommate get along well and 

you have no desire to change roommates. Recently you have 

become concerned over his/her extensive use of your belong

ings (books, sports equipment, personal items, etc.). When 

the school semester began you and your roommate agreed to 

share with each other certain items, mainly books and sports 

equipment, but the current situation has gone beyond that 

agreement. Another aspect of this problem that concerns you 

is that your roommate lends your belongings, which you are 

sharing with him/her, to other people on the floor and you 

sometimes do not know "who has what" when you attempt to 

locate an item that you need. This afternoon you had planned 

to practice some basic tennis skills with a classmate for a 

skills exam next week. When you returned to the room after 

lunch, however, your tennis racket was gone. You had to 

cancel your tennis date since you were unable to locate your 

racket. You had been looking forward to this date for sev

eral days and you are angry about having to cancel out at 

the last minute. After dinner when your roommate returned 

to your room : 

You say : "I had planned to play tennis this 

afternoon with a friend but I had 



48 

to cancel the date because I couldn't 

find my tennis racket." 

Your roommate "I lent it to Bill this afternoon for 
says: 

his class since his is broken and 

being fixed. He called after you 

left for class. I din't know you 

were planning on using it." 

You respond: Determined to resolve this irritating 

situation you reply ". . ." 
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Role Play B (Roommate 2 form) 

You and your roommate have known each other for a short 

period of time. You and your roommate get along well and 

you have no desire to change roommates. When the school 

semester began you and your roommate agreed to share with 

each other certain items such as books and sporting equip

ment. Sharing your things with others is something which is 

easy for you to do since you come from a large family where 

sharing belongings was a family rule. At home you operated 

on a first come first serve basis and you have continued to 

do this since moving into the dorm. You consider many of 

your roommates belongings as basically belonging to both of 

you. You are an easy going person and often lend things to 

other students on your floor. Since you feel that many of 

the things in your room belong to both you and your roommate 

as was agreed to, you occasionally lend your roommate's things 

to other students. This afternoon a friend called to see if 

he could borrow a tennis racket as his was broken. You do 

not have a tennis racket but your roommate does so you lent 

him your roommate's racket. Your roommate had already left 

for class when your friend called. When you return to your 

room after dinner your roommate is back and says to you: 

Your roommate: "I had planned.to play tennis this 

afternoon with a friend but I had to 
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You respond 

Your roommate 
says: 

cancel the date because I couldn't 

find my tennis racket." 

"I lent it to Bill this afternoon for 

his class since his is broken and 

being fixed. He called after you 

left for class. I didn't know you 

were planning on using it." 

Determined to resolve this irritating 

situation he/she replys ". . ." 

•J' 

in 
"3 
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Role Play C (Roommate 1 foirm) 

You and your roommate have now been living together for 

a semester. You have become good friends during this time. 

However, recently you have become upset over her frequent 

talking over the phone when you are trying to study or are 

waiting for a call youself. Although you realize that the 

room belongs to your roommate just as much as it does to you, 

you are becoming increasingly annoyed at not being able to 

get your studying done. Last semester the phone did not pre

sent a problem, but now that you both have met new people 

and made new friends the phone is constantly ringing and 

many of the calls are for your roommate. When your roommate 

is on the phone you find it difficult to concentrate on your 

studying and you find yourself unintentionally listening to 

the conversation your roommate is having. When she receives 

a call you sometimes leave the room until she has finished 

her conversation. And other times you put your work down 

and wait until she is finished. Tonight after taking a 

break from studying for your midterm exams, you return to 

your room to find your roommate on the phone. You decide 

its time to talk about this problem. When your roommate 

hangs up the phone 

You say: "I have a difficult time trying to 

study when you are talking on the 

phone." 
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Your roommate "I don't want to tell my friends 
says: 

they can't call me whenever they 

feel like it." 

You respond: Determined to resolve this situation 

you say ". . ." 

-a 
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Role Play C (Roommate 2 form) 

You and your roommate have now been living together 

for a semester. You have become good friends during this 

time. However, recently you have noticed that your room

mate appears to be annoyed when you receive a phone call. 

Although you realize that the room belongs to your roommate 

just as much as it does to you, you are concerned about your 

roommate's reactions when you receive phone calls. Last 

semester the phone did not present a problem, but now that 

you both have met new people and made new friends the phone 

is constantly ringing and many of the calls are for you. 

When you are on the phone you notice that sometimes your 

roommate puts her studying down and waits for you to finish 

your conversation. And other times she leaves the room and 

returns after you are off the phone. Tonight your roommate 

left, the room to take a break from studying for her midterm 

exams and you receive a phone call. Your roommate returns 

to the room to find you on the phone. After hanging up the 

phone your roommate says to you: 

Your roomraate: "I have a difficult time trying to 

study when you are talking on the 

phone." 

You say: "I don't want to tell my friends they 

can't call me whenever they feel like 

it." 
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Your roommate Determined to resolve this situation 
says: 

she says ". . ." 

< 

--I 

!9 
J 
1 
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DIRECTIONS 

The purpose of this questionnaire is to gather 
information on all roommates in the course so 
that we are better able to assess the training 
program at the end of the semester. The infor
mation gathered is completely confidential and 
we ask that you and your roommate do not com
pare answers. Please answer the following 
questions on the questionnaire unless an answer 
sheet is provided for a series of questions. 

Remember that the questions you are about to J1 
answer in no way effect your own coursework •J 
evaluation. 'j 

' ft 
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BACKGROUND INFORMATION 

i. Name 

2. Your Roommate' s name 

I'll 

3. Campus Address Phone # 

4. Sex: 1. Male 2. Female 

5. Age: 

6. What was your overall grade point average in high school? 

1 . A 5 . C 
2 . A- /B+ 6 . C-D/+ 
3 . B 7 . D -4 
4. B-/C+ 8. D-/F Jj 

7. What was the approximate number of students in your graduating "-̂  
class in high school? ^ 

I 
8 - Which college are you enrolled in at Tech? », 

1. Agricultural Sciences " 
2. Arts & Sciences 3» 
3. Business Administration 
4. Education 
5. Engineering 
6. Home Economics 
7. Other (specify your answer) 

9. What is.your classification? 

1. Freshman 
2. Sophomore 
3. Junior 
4. Senior 

IQ. Using the list below please indicate your mother's 

marital status. 

1. Currently married and never separated or divorced 
2. Currently separated 
3. Currently divorced 
4. Divorced but remarried 
5. Widowed or widower, have not remarried 
6. Widowed or widower, but remarried 
7. Deceased 



1 1 . Using the list above please indicate your father's 
marital status. 

12. Which of the following best describes the community which you 
think of as your hometown? 

1. Suburb in a metropolitan area of more than 2,000,000 people 
2. Suburb in a metropolitan area of 500,000 to 2,000,000 
3. Suburb in a metropolitan area of 100,000 to 500,000 
4. In a city (not a suburb) of more than 500,000 
5. In a city of 50,000 to 500,000 
6. City town of 10,000 to 50,000 
7. Town of less than 10,000 
8. Farm, ranch, or other open country 

13. What is your religious background? 

1. Protestant 
2. Catholic 
3. Jewish 
4. Do not identify with any particular religious groups 
5. Other (specify) 

6. I prefer not to answer this question 

14. Father's occupation 

15. Mother's occupation 

58 

16. Are you a member/pledge of a soror i ty or f ra te rn i ty a t Tech? 

1. Yes 
2. No 

17. If you are involved in a fraternity or sorority, how active are you? 

1. Inactive 
2. Active 
3. Very active 

18. Are you participating in any additional special programs for 
freshman at Tech? 

1. No 
2. Yes (specify) 

19. Are you working part-time while going to school this semester 
at Tech? 

1. No 
2. Yes (specify the approximate number of hours per week) 
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20. Do you plan to remain at Tech next year? 

1. Yes 
2. No 

If your answer is NO why are you planning on not staying in 
school? (Use the back of this page if you need more space) 

21. Do you plan to stay with your present roommate next school year? 

1. Yes 
2. No 

If your answer is NO why are you planning on changing your room
mate? (Use the back of this page if you need more space) 

22. How satisfied are you with your present roommate? 
< 

1. Very satisfied would not want to change * 
2. Satisfied <i 
3. OK — Neutral have no plans to change right now "IJ 
4. Dissatisfied would like to change roommates « 
5. Very dissatisfied have made plans to change roommates "^ 
5. Have already changed roommates I 

m 
I 

23. Have you been involved in any additional skills training between 
December 1978 and the present? 

1. No 
2. Yes 

If your answer is YES please describe the additional skills 
experience. (Use the back of this page if you need more space 
to answer) 

24. If you are not a new student to Tech this year what is your cur
rent grade point average not including the Spring '79 semester? 
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25. Please indicate in the spaces below the courses you were enrolled 
in Fall semester. Include the course number and the credit hours 
you received at the end of the semester for each. To the right 
of the space provided please indicate the grade you received in 
each class. Please indicate those courses which you dropped 
during the Fall semester. 

Course # Credit Hours Grade 

26. Please indicate in the spaces below the courses you are enrolled 
in this semester. Include the course number and the number of "J 
credit hours you will receive at the end of the semester for < 
each. To the right of the course number and credit hours please ' 
indicate in the space provided what you think you will receive 
in your courses at the end of the semester. Please indicate 'I 

t 
those courses which you have dropped during the semester. ^ 

Course# Credit Hours Grade 

II 
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MUTUAL PROBLEM SOLVING SKILLS: INSTRUCTIONS 

FOR SCORING BEHAVIORAL DATA 

Introduction 

You will score each tape and each partner for the 

following behavioral units: 

1. Involvement in completing the problem solving 

steps. Statements which are identified as 

included in the definition of each step. 

2. General communication style. 

a. "I messages" 

b. Summary statements 

c. Open questions 

Involvement in the problem solving steps. Involvement 

is intended to assess how well couples have learned the 

problem solving steps by determining: (a) do they include 

the steps in their interaction about a problem, and (b) how 

involved they get in each step as indicated by the amount 

of interaction that can be classified as a part of the defi

nition of the step. Only steps two through eight will be 

scored. 

General communication style. General communication 

style will be assessed according to the specific skills 

taught in the p-s sessions. Each time the skill is used it 

will be counted irrespective of the steps. 
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Procedures for Coding 
Involvement in p-s Steps 

Each coder will memorize the complete definitions of 

each step as described in "Mutual p-s Skills: Rationale 

Summary and Description of 10 Essential Steps" and elab

orated in subsequent sessions. After the steps are com

pletely memorized and understood, coders can begin scoring 

training tapes. To determine a person's involvement in a 

step, your task is to score whether or not each partner 

makes statements that can be classified as included in the 

definition of that step. Count the number of statements 

made by the male and female that address the definition of 

that step. For each statement that meets definitional 

requirements make a check on the scoring sheet which corre

sponds to the step being scored. 

Involvement indicators for Step 2: Explore the problem 

area. A couple is given credit for using this step if 

either partners: 

1. makes statements recognizing the existence of a 

problem, for example something that is bothering 

one or both partners. 

Credit will be given for these: 

- "I think we have a problem with . . . " 

- "We would get along better if . . ." 

- "I do not like it when you . . . " 

- "You are always late" 
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Credit will not be given for these: 

- "We do not have any problem" 

- "You are late sometimes, but it is not a problem" 

(credit would not be given for this statement 

UNLESS they state at a later time that being 

late is something they are going to work on) 

2. makes a statement describing the nature of the 

problem - this could be expressed feeling about the 

problem, or behaviors that contribute to the problem. 

Credit will be given for these: 

- "I feel worried when you . . . " 

- "I would like for you to call me more often" 

- "When you get drunk I am scared" 

- "You do that every time we are together? 

Credit will not be given for these: 

- "I do not have any feelings about that" 

- "It does not make any difference what I think 

anyway" 

3. makes a statement discussing the effects of the 

problem on self or partner and relationship, not 

the effects on someone else. 

Credit will be given for these: 

- "I seem to be emotionally removed from you 

when . . . " 
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- "You always get mad when I . . ." 

- "When you do not keep up with your work I 

get . . . " 

Credit will not be given for these: 

- "When you will not come home with me my parents 

get . . . " 

- "Nothing I do seems to effect you" 

Involvement indicators for Step 3: Define the problem 

in relationship terms. A couple is given credit for using 

this step if either partner makes a "we" type statement 

concerning a shortcoming of the relationship, or states what 

they see as the problem and the other agrees. It is impor

tant that both partners agree that they can benefit from 

the solution. 

Credit will be given for: 

- "It would probably be a good thing if we . . ." 

- "Do you think we would get along better if 

we . . . " 

- "We cannot seem to agree on when to go to 

church" 

Credit will not be given for: 

- Person A: "I want you to go to the church with 

me more often" 

- Person B: "Yes, I probably should" 
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- Person A: "We seem to have a problem of " 

- Person B: "No that is not really a problem" 

Involvement indicators for Step 4; Identify how each 

person contributes to the problem. in order to receive 

credit for this step each partner must state how he/she 

contributes to the problem (own some responsibility for the 

problem). Clues to this are statements that begin with "I 

say" or "I do." 

Credit will be given for: 

- "I contribute to the problem by . . ." 

- "Maybe it is because I tell you one thing and 

do the opposite" 

- "When I do not answer you we seem to . . ." 

Credit will not be given for: 

- "You never suggest any places to go" 

- "I contribute little to this problem" 

Involvement indicators for Step 5: State the goal. A 

couple gets credit for this step if either partner indicates 

what they want to see happen more often or less often. The 

statement needs to be specific to indicate more or less of a 

behavior—to say or do more. If the goal statement is too 

general to be implemented do not give credit. 

Credit will be given for: 

- "We want to increase the number of times we 

tell . . . " 
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- "We want to criticize each other less often" 

- "We want to be more affectionate with each 

other" 

Credit will not be given for: 

- "We want more love in our relationship" 

- "We want to be happy" 

Involvement indicators for Step 6: Generate alterna

tive solutions. In order to get credit for this step the 

couple must generate at least two alternatives to achieve 

the goal. One person can generate two alternatives or each 

partner can generate one. 

Credit will be given for: 

- "You could smoke only two cigarettes a night 

when we are together" 

- "I could tell . . . " 

- "We could go to church more often together" 

- "I will call you . . . " (accepted only if 

stated tentatively) 

Credit will not be given for: 

- "I am going to stop . . . " 

- "If I do . . . you have to do . . ." 

involvement indicators for Step 7: Evaluate alternative 

solutions. In order to get credit, either one or both part

ners must evaluate at least one alternative. Evaluation 

1 
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consists of comments regarding: (a) good and/or bad points; 

(b) feasibility, likeability, or appeal; and (c) degree to 

which it accomplishes the goal. 

Credit will be given for: 

- "That would work out well" 

- "Oh yuk" 

- "That will not solve our problem" 

Credit will not be given for: 

- "I am not convinced about the alternative" i 
I 

- "I do not know if we can do that or not" I 

Involvement indicators for Step 8: Select the best 

solution. In order to receive credit for this step at least 

two specifics (who will do what, when, where and how often) 

must be stated for each partner. Agreement on the solution 

must be implicit—i.e., no overt disagreement; they progress 

through this step. It is acceptable for one partner to say 

it for both partners if they agree. The intent of this step 

is that the couple is clear about what they will be doing to 

implement the solution. 

Credit will be given for: 

- "I will call you once every two days" 

- Partner A: "I would like for you to call me 

one time every two days" 

- Partner B: "OK I will do that" 
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- Partner A: "We will go to church together 

every other week" 

- Partner B: "I agree" 

Credit will not be given for: 

- "Alright we both know what we will do" 

- "Alright, I will touch you more often" 

Procedures for Coding General 
Communication Style 

Before starting to code for the general communication 

skills ("I messages, summaries, and open questions) make 

sure you have the definitions memorized. "I messages" and 

summary statements are defined in Step 1 on the Mutual 

Problem Solving handout and illustrated in subsequent class 

sessions. Open questions are explained and illustrated in 

the Class 2 handout and repeated in several classes 

thereafter. 

"I messages." The intent in scoring for "I messages" 

is to determine the frequency with which couples own (take 

responsibility for) their feelings and/or behavior. As you 

know, couples sometime zonk each other with a "you statement' 

hidden in what appears to be an "I message." Therefore, 

your task is to count the "I messages" made from the begin

ning of the tape to the end (both role play and real life) 

for each partner—excluding hidden you statements. 
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Credit will be given for: 

- "I maintain the problem by . . ." 

- "I leave my things on the floor" 

- "It hurts" 

- "I get angry when you leave things around" (a 

feeling statement followed by a descriptive 

"you message" will be counted as an "I message") 

- "I like that" 

Credit will not be given for: 

- "I feel that you . . . " 

- "I feel that it . . ." 

- "I get angry when you are sloppy" (a feeling 

statement followed by an evaluative "you state

ment" will not count) 

- "I would like to know more about how you feel" 

Summary statements. The intent here is to score for 

frequency of summary statements, and not for their ability 

to reflect deep level feelings. As above, you will count 

the summary statements from beginning to end of the tape. 

A summary statement constitutes repeating information stated 

by one's partner—adding no new information, need not be 

complete, of high quality or accurate to be acceptable. 

Credit will be given for: 

- "You feel that . . . " 
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- "That really hurts you" (a good reflection 

that labels the feelings but does not necessar

ily repeat content) 

Credit will not be given for: 

- "Are you saying . . . (Summary statement)?" 

Open questions. The use of open questions will be 

counted from beginning to end of tape. At this time we are 

not as concerned with whether the question is direct or in

direct. The criteria you should use in evaluating a ques

tion is whether it can be answered with yes or no or other « 

specific requested information. If it can, do not give them 

credit for an open question. 

Credit will be given for: 

- "I would like to know more about your feelings" 

- "What do you think about that?" 

- "I wonder what that does to you?" 

- "I am interested in your feelings on this issue" 

- "You might tell me how you feel about that" 

Credit will not be given for: 

- "I wonder if you like that or not" 

- "You do not like it when I do that, do you" 

- "You do not really want to leave me, do you?" 
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E D U C A T I O N A L T E S T I N G S E R V I C E J' S P R I N C E T O N . N.J . 0 8 3 4 1 

boo-9aJ-9000 

CABU-IDUCTZSTSVC 

April 12, 1979 

Ms. Kachleen L. Sheecs 
1602 Avenue R :,*213 
Lubbock, Texas 79401 

Dear Ms. Sheets: 

.\s requested in your lactsr of April 6, 1979, Educational Tasting 
Service is pleased to grant you permission to have a copy of Collei;e & 
University EnvironTcent Scales bound into your dissertation and repro
duced by University MicrofiLns. ETS is fully aware that University 
Microfilais may supply single copies upon demand. 

Sincerely, 

/ / - - • /€,. 
A-d/'cL — 

Helen C. W'eidenmiller 
Copyr ights , Licensing and 
Permissions .Administrator 

HCT/ls 

zz: Miss 2eclc 
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CoUe?es and umveraiies differ from one another in many 
•*ays. Some thin^ that are jenenily mie or charactetisnc 
of one schoci may lot b« charaaerauc of anodier The 
purpose of the CoUege i L'oiversity Eawonraeni Scales 
CUSS) IS CO heip deacnbe the geneni aonosohere of dif. 
tereni coileses. The atmosphere of a caaiou* is a mixture of 
vanous features, faoiines, rules and procedures, faculty 
oiaractenstics, courses of study, classroom activities, sm-
dents" interests, extracurricular programs,infonnal activities, 
and other conditions and events. 

You an aked co be 2 nporter adout your schooL You 
have lived m Us enytmnment, seen la feawres, pamcwaied 
•n its jcnvuies, jnd sensed la itTimdes. ^hat 'eind of z 
piace is it? 

There ore 160 satements m this booklet. You are co an-
iwer them True or Faise. usm? the answer sheet given you 
for this purpose. 

As you read :he stacements you wiil nnd that many can

not be answered Tnie or False m a uterai sense. The state-
meno contain qualifying words or shnses. such as -almost 
liways," "frequendy." -genetaUy/ and -rareiy.' and axe 
intended co draw out your impression of whether --.e situa
tion descafaed applies or does not apply to your campus as 
you know it. 

As a rrponer about your college you are to indicate 
whether you think «ch statement is genendy character' 
isnc, a condition that exists, an event that occirs or might 
occur, the 'way people generally act or feel-<n short, 
whether the statement is more nearly True :.':an False; or 
conversely, whether you think it \inotgenemdv cicrsctir-
ishc. does not e.xist or occur, % more nearly False -..nan 
Tnie. 

The CUES is not a test ;n which there are r.znt or wronz 
answers; it 15 more iixe an opinion poll—3 way -.o ;"nd out 
liow much agreement or iisaaresment '̂'.ere ^ laout -.hi 
characteristics of a campus environment. 

Instructions for Marking th© Answer Sheet for Cues, Second Eti ition 

!. PENCILS. Use :ny type of soft lead pencl (preferably 
No. 2). Do not use an init or ball-point pen. 

:. MARX ONLY ON THE ANSWER SHEET. All answers are to 
be recorded on the separate :̂ nswer sheet. ?!ease make 
no marks in the questionnaire booklet since it may :e 
osed igain by ot.her students, î ecord your answer by 
biackenmg ;he small box marked T or F, as in this 
sample: 

Sample Item: 
' A) Scuaents are generally quite r'nendly on this campus. 

'.A) fl [?] 

J. [DE.NTTrnNG INFOR.MAnON. Each of the following 
underlined items s to be enterea on the answer sheet: 

Name, in the :op ngnt-hand corner of :hs answer sneet 
is the heading, "'Pnnt last name " Starting at the arrow 
on ± e left, pnnt as many letters of your last name as 

*H1 fit ;n the 13 spaces provided. Pnnt one .etter \n each 
space. £5o not wnte beyona the heaw line that separates 
the last name and tlrst name ;ec::ons, iven i you are 
unable to complete your iait name, if your last name nas 
:ewer than 13 letters, ase as many spaces n vou nssd. 
leaving the rest blank. Then start at :ne nzht oi t.'ie heaw 
blue line and :'ollow :he same proceaure for your r'irsr 
name. 

Beneath each letter of your name, blacxen '..ne corres
ponding small-lettered box. 

Maior Fteid of Siudv. In the area :o :.̂ .e Isft ot' :he name 
section, maicate your maior :lejd of study, (f undeadeo. 
indicate major area of interest. 3l3cxen oniy one box. 

In the bottom nght-hand ccmer at' -.tt answer sheet s ^ 
section requiring funher information; 

ym ot birth. "Vr.t; the last r*o c:z:ts zi -..ne year o( v^ur 
birth Ji tf.e spaces provided, and beneatn iach numcer. 
blacken the correspondmg 3ox. 

Caoyx^ITt^ I 9 « a . I 9 « a oy C * « » » r t * « « • . Ail n^nm r*a«rva4. 

Caeyrtqn* I 9 e « ay a * a r q « 4 . S«»m and C A«e«r« »««s. 

file:///inotgenemdv


78 

Sex_. Blacken ±e appropriate box. 

Educational Status, Slacken the box that wnesponds 
'.0 your present educauonai status. Note: ''Entering 
Fr-snman" :s ierlned as bemg in ihe t-irst quaner or 
first semester. 

Student Number. Write your student number m the 
spaces provided, [f your number is less than nine digits 
long, wnte the number so that it ends in the Last box on 
ir.e nznt. Fill iny spaces precedLng it on :he ,eft with 
reros, for s.xample: '007654.3-1. aiacken the correspond
ing smad-numbered boxes, and Inciuae any zeros vou 
:nay have '.ised. 

Institution and Date. Turn ±e answer sheet to a venical 
posiuon ana 'LI n :ne name ot your institution and 
today's date. 

-• iPECLU. INSTRUCTIONS. Special instructions may be 
given tor ±e completion of :ne sections laoeied Sub
groups and Local Option Questions. 

5. MAAXâ G THE ANSWER SHEET. Find Quesuon L on :he 
next page of -^a booklet. On the answer sheet biacxen 
the appropnate box. -Jiat is, T. if -Jie statement j 
generally charactensuc of your ;oJe^e. OT r. if t.-.e 
statement s not gsneraiiy cnaractenstic. Proceed 'o 
answer all 160 items. 

f Questions sefin on next ca^el 

.NOTZ TO THE STUDEJfT 

Your answer sheet and those of -Jie other students will be tabulated at your college 
Of university. 

Sines all scoring will be done locally, some of the direcrions about marking the 
information sections of your answer sheet may be different from tr.ose given In r~s 
booklet. Follow the instrucnons given by your local supervisor for niiing out your 
answer sheet. 
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3. 

4. 

S. 

6. 

3. 

9. 

10. 

11. 

13. 

15. 

16. 

17. 

18. 

19, 

20. 

: i . 

Students almost always wait to be called on before 
speaking m cass. 

The big college events draw a lot of student enthu
siasm and support. 

There :s a recognized group of student leaders on this 
campus. 

Frequent tests are given in most courses. 

Studena take a great deal of pride in their personal 
appearance. 

Education here tends to make students more practical 
and realistic. 

The professors resuiarly check up on the students to 
make sure that assignments are being amed out 
properly and on time. 

It's important socially here to be in the right ciub or 
group. 

Student pep rallies, parades, dances, carnivals, or dem-
onsttations occur very rarely. 

Anyone who knows the nght people in t.he faculty or 
idnunistration can get a better break liere. 

The proi'essors really push tne students' capacities to 
the limit. 

.Most of the professors are dedicated scholars in their 
fields. 

.Most courses require intensive study and preparation 
out of class. 

Students set high standards of achievement for them
selves, 

Cass discussions are typically -ngorous and intense. 

A lecture by an outstanding scientist would be pooriy 
attended. 

Careful reasoning and clear logic are valued most 
liighly in grading student papers, reports, or dis
cussions. 

It IS fairiy easy to pass most courses -jnthout worxing 
very hard-

The school is outstanding for the e.mphasisand support 
it gives to pure schoiarsiup and basic research. 

Standards set by the professors are not particularly 
hard to achieve. 

It is easy to take clear notes in most courses. 

The school he:ps everyone get acquamted. 

22. 

: • ; . 

25. 

26. 

23. 

29. 

30. 

31. 

j j . 

34. 

3S. 

Studenu often run errands or do other personal ser
vices for the faculty. 

The history and traditions of the college are strongly 
emphasized. 

The professors go out of their way to help you. 

There is a great deal oi botrowmg and sharing among 
the students. 

When students run a project or put on a show every
body knows about it. 

Many upperciassmen play an active role in helping 
new students adjust to campus life. 

Students exert considerable pressure on one another 
to live up to trie expected codes of conduct. 

Graduation is a pretty matter-of-fact, unemotional 
event. 

Channels :'or expressing students' compiaints are 
readily accessible. 

Students are encouraged to take an active part in social 
reforms or poiiucai programs. 

Students are actively rcncenea about -.ationai and 
intemanonal affairs. 

There are i good many colorful and controversial 
rlgures on the r'acuity. 

There is considerable interest ;n the analysis of vaiue 
systems, and the reiativicv oi societies and ithics. 

36. Public debates are held frequently 

37. A controversial speaker aiways snrs up a lot of stuaer.t 
discussion. 

33. There are many facilities :na oppommties for indi
vidual creative aaivity. 

39. There a a lot oi interest here in poetry, music, paint
ing, sculpture, architecture, itc. 

JO. Concerts and art jxhibits aiways Iraw big crowds oi 
students. 

-tl. Students ask permission before deviating from com
mon polices or practices. 

42. Most sniaent rooms are pretty messy. 

43. People here are always trying to wm an aryxment. 

-W. Drinking and late parties are generally tolerated, de
spite regulations. 

i5 . Students occasionally piot some sort ot escapade cr 
reoeilion. 
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46. 

47. 

4a. 

49. 

50. 

51. 

52. 

53. 

55. 

aa. 

59. 

>yQ. 

61. 

- ^ 

o3. 

04. 

0 0 . 

67. 

^6. 

Many students dnve sports cars. 

Students frequently do things on the spur of the 
moment. 

Student publicauons never lampoon dignii'ied people 
or msutuuons. 

The person who is always trying to "'help out" is 
likely to be regarded as a nuisance. 

Students are conscientious about taking good care of 
school property. 

Tne important people at this school expect others to 
show proper respect for them. 

Student elections venerate a lot of intense cam
paigning and strong feeiing. 

Everyone nas a lot oi fun at this school. 

In many classes students have an assigned seat. 

Student organizations are closely supervised co guard 
against mis taxes. 

Many students tr/ to pattern :hemseives after people 
t.hey admire. 

New fads and pnrcses ore continually sonnging up 
-mong the students. 

Scudents must have a written excuse :"or absence from 
class. 

The college offers many reaily practical courses such 
as typing, report wming, itc. 

Student rooms are more iikeiy to be decorated with 
pennants and pin-ups ;r.an wuh paintings, carvings, 
mobiles. :abncs. etc. 

.Most oi the professors are very t.norough teachers and 
•eaily probe nto •.r.e :unda.mer4als of rneir subjects. 

.Vlost courses are a real intellectual challenge. 

Students put a iot oi energy into everything they do 
.n :!ass and out. 

Course offerings and faculty ;n t.ne natural sciences 
are outstanding. 

Courses, examinations, and -eadings are frequently 
revised. 

Personality, puil, and bluff get students through 
many courses. 

There is very little studying here over the weekends. 

There is a iot of interest m the philosophy and methods 
jf science. 

69. 

70. 

71. 

72. 

73. 

76. 

• " 3 . 

79. 

SO. 

5 1 . 

3 J . 

S4. 

35. 

i6. 

37. 

i8. 

People around here seem -o thrive on difficulty—:.-.e 
tougher t.hings get, -.r.e narder :ney work. 

Students are very senous and purposeful about 'heir 
work. 

This school has a reputation for being very r'r.enaly. 

•All undergraduates must live m university approved 
housmg. 

Instructors dearly explain the goais and purposes of 
their courses. 

Students have many opportunities to develop sKiii n 
oreinizyig and directing :ne work oi others. 

Most jf 's-.e faculty are not nterested In sruaents' 
penonal probiems. 

Students quickly learn wnat s done and not done on 
:his campus. 

It's easy :o get a group togetnsr for card games, sir.z-
T.g, going to the movies, etc. 

Students commonly share tneir probiems. 

Faculty memoers rarsiy or never zz'.'x srudents by •..ne-.r 
"Irst names. 

There is a lot of group ioiru. 

Students are encouraged :o cr.::c:zi lammistrctive 
pouaes and teac.iing practices. 

The expression of strong personal belief or conviction 
IS pretty rare around here. 

.Many students here develop i strong iense of re^pon-
iibiiity about cneir role n ccntemoorarv iociai ..-.a 
political life. 

Tlnere ire a r.umcer oi rrominint facuitv nnerr.cers 
•vno piay a signiiicant rcie in -.ucicnct oc Icca. pciuics. 

There would be a -apacitv juuience for : lecture oy 
in outstanding philosopher or c.heoiogian. 

Course offerings and :'icuitv in :hi sociai sciences .re 
outsunding. 

Many famous people are brougnt :o :he .-ampus :'or 
ectures. concerts, student ciscussions. etc. 

The school oft'ers .many opportunities :or itucents to 
understand and criticise important-vorKS of .irt. -nusic. 
and drama. 

Special museums or collections ire important pos
sessions oi the college. 

39. 

90. .Modem art and muiic get lutle attention nere 
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9 \. Students are expected to report any violation of rules 
and regulauons. 

92. Student panies are coionul and lively. 

93. There always seem to be a lot oflittle quarrels going on. 

94. Students rarely get drunk and disorderly. 

95. Most students show a good deal of caution ana self-
control in thetf behavior. 

96. Bermuda shons. pm-up pictures, etc, are common on 
this campus. 

97. Students pay little attention to rules and regulations. 

^8. Dormitory raids, water tights, and other student pranks 
would be unthmkaole. 

99. Many students seem to expect other people to adaot 
to tnem rather than trymg to adapt themselves to 
others. 

100. Rougn games and contact sports are an important 
part of intramural atnietics. 

101. The vocational vnua of many courses is empnasaed. 

102. Most people are aware oi :he financial status of stu
dents'families. 

103. Student organizations are required :o have a roculty 
adviser. 

lO-i. There ire good facilities for learning vocationally use-
rul iKilh and techniques. 

05. Most faculty members really know :r.i regulations and 
requirements what apply to student programs. 

106. There is a well-organized and effective ob placement 
office fort.he graduatmg students. 

107 Many faculty members are involved in services or con-
iuiting -cnvities for outside groups-business, aauit 
education, etc. 

108. Professors will sometimes increase a student's grade if 
:hey -.mnx ne has worxed especially hard and con
scientiously 

;09. .Slost students want to get a degree because oi .ts 
economic value. 

110. Vocational guidance ;s a mam activity of the counseling 
office. 

111. New ideas and theores ore encouraged and vigorously 
debated. 

1 I:. Students who don't T.ake passing grades are quickly 
dropped from school. 

L13. Students ire allowed to help themselves co books in 
the iibnry stacks. 

114. Excellence m scholarship is :ne dominant feature of 
this insutuuon. 

115. There are lots of quiet and comfortable piaces for 
stuaents to study. 

116. Even in social groups students are more :il<eiy to :aik 
about t.ieir studies tnan about other t.nur.zs. 

117. There are many excellent facilities for research on this 
campus. 

118. The main emphasis m most departmental clubs iS to 
promote interest and schciarsrup m t.ne fieid. 

I 19. Most students are prettv dissatistied if they maJte .ess 
than a 3 graae. 

120. The library is one oi :.ne outstanding :"acuities on :.he 
campus. 

121. The campus design, crc.-.itecture. and landscaping sug
gest a fnenaly atmospnere. 

1 22. Student groups often meet in faculty- memoers -omes. 

123. Counseling end guidance services or: reaiiy personal, 
patient, and neipfui. 

124. There are counes A-nicn .nvoive students in activities 
with groups or agencies m the 'local community. 

125. Most Of the students nere are pretty hacov. 

! 26. There are courses or votunary seminars 'hat ceai witn 
prootems of mamage ana :ne famuy. 

127. In most classes •..ne atmosphere .s ver/ •'r.enaiy. 

123. Groups of students rromtne college often cet :ojit.ner 
for parties or visits dunng holidays. 

129. .Most students ieem :o have c genuine :;fection :cr 
this school. 

130. There are courses or voiuntar/ iemir.ars :nat deci vrh 
problems of social caiustment. 

131. There is a regular piace on '.ne campus '*nere stuaents 
can maxe speecies -cout controversial issues. 

132. Students are free to cut classes at ".heir own ciscretion. 

OJ. 

134. 

Many faculty members have wor.Kea overseas :r fre
quently traveled to ccner countnes. 

There is a iot of vanery and innovation .n the way 
many courses are taugnt. 
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135. Many professors permit, and sometimes welcome, 
class discussion of matenais that are outside theu field 
oi speculizauon. 

136. .Many students are interested in joining the Peace 
Corps or are piaiming, somehow, to spend time in 
mother part of the world. 

137. Many student groups uivite faculty members to lead 
specaai discussions. 

138. Groups of students sometimes spend ail evening listen
ing to ciassicai recortls. 

139. Student chorus, orciustra, and theater groups are 
really excellent. 

140. Students like to browse m book stores. 

141. Many professors require studenu to suomit an outline 
before wnnng a term paper or report. 

142. The Dean of Students ofilcs is mainly concerned with 
disciplinary matters. 

l-a3. Faculty members always wear coats and ties on the 
the campus. 

i 4-i. A major aim of &us institution is to produce cultivated 
men and women. 

145. in literature, orama, and music the main emphasis is 
on the Classics, 

1-̂ 6. Nearby churches .have an active interest in counseling 
and youth programs. 

147. Proper standards and laeals are emphasized in many 
courses. 

148. Most professors think oi '-hemseives as no diiTerent 
from otner adults in the community. 

149. Faculty members are aiways poiite and proper in their 
relations with students. 

150. In most exams the emphasis is on knowing the correct 
answers rather t.han on bemg able to defend a pomt 
of view. 

151. There are students on .many academic and admims-
trative comminees. 

152. Students have real authoilty :o determine some cam
pus policies and procedures. 

153. Some faculty memben are active in experimenting 
with new methods of teaciiing, new courses, and other 
mnovauons. 

154. There j much student Interest and xtivity about 
soaai issues - such as crnl .ights, justice, peace. 

155. The admmistracon ^ receptive and act̂ fe ui respond
ing to student proposals tor change. 

156. There is an ""expenmentai'* college or program where 
a vanety of new courses are offered (whether :'or 
credit or not). 

157. .Massive disruption, force, or violence by students 
would be unthinkable on this campus. 

153. The attitude oi most college ofilciais about drugs is 
generally patient, tlsxible, and tolerant. 

159. The response of most college off.cials toward student 
sit-ins or other "confrontations" is (or would be) :lrm, 
forceful, and unsympathetic. 

160. Due pnseess considerations ire expected by students 
wno are accused of violating '.TM^ :r college rjies. 
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Relationship Satisfaction Scale 

On the following questionnaire you are asked to answer a series of ques
tions about yo.ur relationship with your rooiranate. Answer the questions 
in terms of how your relationship currently is now not how you might 
wish it to be. Please answer each question as honestly as possible. 
There are no right or wrong answers 

Please identify how characteristic each statement is of your relationship 
with your roommate as described below. 

Almost never 
character
istic 

rarely 
character
istic 

sometimes 
character
istic 

often 
character
istic 

almost 
always char
acteristic 

1. My roommate knows how I feel about things most important to me. 

2. I see disagreements with my roommate as a healthy part of our 
relationship. 

3. My roommate and I share common activities together. 

4. My roommate and I feel equally responsible for improving our 
relationship. 

5. My roommate says things that make me feel optimistic about 
myself. 

6. I feel free to be myself around my roommate. 

7. When my roommate is upset with me he/she withdraws or leaves. 

8. When I'm alone with my roommate I frequently think of other 
people I would rather be with. 

9. Things just happen in our relationship without either one of 
us putting out any effort. 

10. My roommate and I cut each other down in front of others. 

11. My roommate and I have difficulty understanding one another. 

12. When my roommate and I disagree on important issues one of 
us leaves mad. 
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13. My roommate seems to feel anxious or uncomfortable when I'm 
around his/her friends. 

14. I really don't have any control over the direction of my 
relationship with my roommate. 

15. Even when I really goof my roommate will have something 
positive to say about me. 

16. When we talk, my roommate responds to me in a way that makes 
me feel like he/she understands what I mean. 

17. I feel like a martyr when disagreements are resolved. 

18. I look forward to seeing my roommate at the end of my day. 

19. If things are uncomfortable between my roommate and I, it is 
his/her fault. 

20. When others put me down, my roommate doesn't stick up for me. 

21. My roommate doesn't expect me to be different than I am. 

22. When decisions are made in our relationship, my roommate 
feels he/she has an equal say. 

23. My roommate seems to enjoy being with my friends. 

24. I know that I can change anything about our relationship 
that is not like I want it to be. 

25. My roommate encourages me to be the kind of person I want to be, 

26. I can apologize to my roommate for something I've done but I 
feel that he/she continues to hold a grudge. 

27. My roommate and I resolve our differences usually as soon as 
they come up. 

28. I really look forward to the times when my roommate will be 
gone and I can be alone. 

29. When my roommate and I met I saw it as his/her responsibility 
to get the relationship going. 

30. It's hard for my roommate to see the good things in me. 

31. At times when I don't talk, my roommate still seems to know 
how I feel. 
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32. I feel free to express my views when I disagree with my 
roommate. 

33. My roommate and I plan our time so we can share activities 
together. 

34. My roommate and I are both motivated to enhance our relation
ship in any way we can. 

35. My roommate and I support each other's decisions. 

36. When my roommate and I disagree, I still think my roommate 
likes me. 

37. When disagreements are resolved my roommate acts like a martyr. 

38. I enjoy the time that my roommate and I spend together. 

39. I don't take initiative in solving problems in our relationship, 

40. My roommate doesn't compliment me in ways that make me feel 
good about myself. 

41. Our differences seem to decrease the friendship I feel towards 
my roommate. 

42. There is a "winner" and a "loser" when my roommate and I 
disagree. 

43. My roommate seemed to have felt awkward when he/she was just 
getting to know me. 

44. My roommate seems most satisfied in our relationship when he/ 
she is directing the relationship. 

45. No matter how bad things get, my roommate is always there to 
help. 

46. My roommate and I understand each other's views even when 
we disagree. 

47. My roommate and I are accepting of all sides of each other. 

48. I can get my roommate to agree to try my solution to a problem. 

49. My roommate and I seldom spend time sharing ideas and events. 

50. If our relationship was breaking up, neither my roommate nor 
I would be able to change things to stay together. 
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51. I sometimes question whether my roommate says positive things 
about me when he/she is with others. 

52. I don't feel understood after my roommate and I talk about 
something that concerns me. 

53. When my roommate is upset with me he/she is not afraid to 
confront me. 

54. My roommate seems to feel ill at ease when we have opposing 
attitudes or feelings. 

55. When there is tension in our relationship I try to determine 
how I have contributed to making things tense. 

56. My roommate brings out the good in me. 

57. I am not really confident of being understood when my room
mate and I talk. 

58. Disagreements in our relationship do not get cleared up. 

59. When I have the choice I would rather spend time with my 
roommate than with other friends. 

60. My roommate strives to make our relationship better. 

61. I feel unimportant when my roommate and I are together. 

62. I really don't think that I make myself clear when my room
mate and I discuss things. 

63. When my roommate and I disagree I try to force him/her to 
accept my ideas. 

64. My roommate and I include each other in the group when we 
are doing things with other people. 

65. My roommate doesn't seem to like all parts of my personality. 

66. When we disagree my roommate seems to get very defensive. 

67. My roommate seldom shares his/her problems with me. 

68. I feel rejected by my roommate when I don't live up to his/ 
her expectations. 

69. My roommate and I can't seem to agree on the best way to 
resolve our differences. 
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TABLE 6. A n a l y s i s of Covar iance Summary Table on 
Transformed Scores for Problem Solv ing A b i l i t y , 
Genera l Communication S t y l e , and S a t i s f a c t i o n 
w i t h t h e Problem Solv ing S o l u t i o n Sca le from 
P r e t e s t t o Fol low-up 

Source of Variance 

Problem Solving Ability 

General Communication 

Problem Solving Satisfaction 

Treatment 
F-Ratio 

488.47* 

94.63* 

.91 

Treatment X 
Covariate F-Ratio 

0.25 

2.12 

.00 

Significant at p<.0001, 

TABLE 7 A n a l y s i s o f C o v a r i a n c e Summary T a b l e C o m p a r i n g 
t h e T r e a t m e n t G r o u p s on t h e R e l a t i o n s h i p 
S a t i s f a c t i o n S c a l e and t h e Communi ty , A w a r e n e s s , 
a n d P r o p r i e t y S u b s c a l e s o f t h e CUES f rom P r e t e s t 
t o F o l l o w - u p 

Source of Variance 
Treatment 

F-Ratio 
Treatment X 
Covariate F-Ratio 

R e l a t i o n s h i p S a t i s f a c t i o n Scale 

CUES Community Subscale 

CUES Awareness Subscale 

CUES P r o p r i e t y Subscale 

. 02 

.03 

. 0 0 

2.23 

1.44 

3.53 

1.16 

.42 
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Figure 1. Means on Transformed Scores for Problem 
Solving Ability. 



91 

10 H 

8 

7 ' 

6 -

5 • 

4 , 

3 • 

2 • 

Experimental 

Control 

1 • 

Pretest Posttest Follow-up 

Figure 2. Means on Transformed Scores for General 
Communication Style. 
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