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This study aims to determine the literacy level 
on educational assessment of teachers and 
would-be-teachers in different levels surveyed in 
a Teacher Education Institution as basis in 
building teachers’ capability in educational 
assessment. To determine their literacy level, 
they were tested in seven (7) competency areas 
in Educational Assessment identified by the 
National Education Association (NEA), National 
Council on Measurement in Education (NCME), 
and the American Federation of Teachers (AFT) 
in 1990 such as: (1) choosing assessment 
methods appropriate for instructional decisions; 
(2) developing assessment methods appropriate 
for instructional decisions; (3) administering, 
scoring, and interpreting the results of both 
externally-produced and teacher-produced 
assessment methods; (4) using assessment 
results when making decisions about individual 
students, planning instruction, developing 
curriculum, and improving schools; (5) 
developing valid student grading procedures; (6)  
communicating assessment results to students, 
parents,  lay audiences, and other educators; 
and (7) recognizing unethical, illegal, and other 
inappropriate methods and uses of assessment 
information. The results reveal the strengths and 
weaknesses in educational assessment of 
teachers and would-be teachers in the 
elementary and secondary schools that could 
serve as inputs in strengthening the teacher 
education curriculum and in designing training 
programs for teachers.  

 
Keywords: Literacy, teacher education, 
educational assessment 

 
he most critical role that teachers 
perform in the classroom is being an 
assessor of students’ learning. The 

results of their assessment to students could 
either make or break their students’ future. 
This term “assessment” should not just be 
thought as test or measurement or that of 
more progressive terms like rubrics and 
portfolios. As explained by Balagtas & Ferido 
(2007), it is the process of gathering and 
organizing qualitative and quantitative data 
as basis in evaluating students’ learning and 

T 



The Assessment Handbook, Vol. 4(1), 2010     2 

 

ISSN 2094-1412, PEMEA, December 2010 

 

in making decisions on how to improve teaching or a curriculum.   
Student assessment is a competency that teachers should be equipped 

with in order to capture and report the true learning of their students. This is 
one compelling reason why would-be-teachers need to develop their 
competency in this aspect before they become teachers in the field. Similarly, 
in-service teachers need to continue developing themselves in this area of 
competency because they spent up to about 50% of their instructional time in 
doing assessment related-activities (Stiggins, 1991 as cited by Plake & Impara, 
1997).  

There are three interrelated yet distinct purposes of assessment: 
assessment for learning; assessment of learning; and assessment as learning 
(Earl, 2005; Manitoba Education, Citizenship and Youth, 2006).  These three 
purposes explain the role of assessment in the new teacher education. 
Assessment for learning is a formative assessment whereby teachers 
continuously monitor the students’ level of attainment of the learning 
objectives (Stiggins, 2005).  In this purpose, teachers play as scaffolds to their 
students’ learning through assessment by giving feedback on their strengths 
and helping them overcome their weaknesses. On the other hand, assessment 
of learning is summative in nature and is used to certify what students know 
and can do and the level of their proficiency or competency. Its results reveal 
whether instructions have successfully achieved the curriculum outcomes. The 
information from assessment of learning is usually expressed as marks and 
letter grades (Earl, 2005; Manitoba Education, Citizenship and Youth, 2006). 
The results of which are communicated to the students, parents, and other 
stakeholders for decision making and possible reforms. Moreover, assessment as 
learning refers to assessment as the focus of one’s learning.  This means that 
for one to be able to assess for and of learning, s/he should be equipped with 
skills in assessment, which could be made possible through different forms of 
capacity building (Balagtas & Ferido, 2007).  This includes attending formal 
instruction, mentoring, learning circles, action research, and special trainings. 

 Pre-service and in-service teachers should be equipped with the 
competencies in assessment such as those developed and published by the 
National Education Association (NEA), National Council on Measurement in 
Education (NCME), and the American Federation of Teachers (AFT) in 1990.  
Plake and Impara (1997) cited these competency areas as follows: 1)  choosing 
assessment methods appropriate for instructional decisions; 2) developing 
assessment methods appropriate for instructional decisions; (3) administering, 
scoring, and interpreting the results of both externally-produced and teacher-
produced assessment methods; (4) using assessment results when making 
decisions about individual students, planning instruction, developing 
curriculum, and improving schools; (5)  developing valid student grading 
procedures; (6)  communicating assessment results to students, parents, and 
other lay audiences, and other educators; and (7) recognizing unethical, 
illegal, and other inappropriate methods and uses of assessment information.  

Studies have shown that teachers need to build their capability in 
assessment. According to Schaffer (1993) as cited in Plake and Impara (1997), 
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at  least 50% of the teacher certification programs in the United States require 
no course on measurement while those programs that include a course on 
measurement have inadequately covered all assessment strategies most useful 
for teachers.  In a survey in US on teacher assessment literacy, the teachers 
who took a 35-item multiple choice test that measured their ability on the 
seven competencies in student assessment earned an average percentage score 
of 66% only (Plake & Impara, 1997). The survey also reported that those 
teachers who had exposure to the measurement content in their undergraduate 
course outweighed their untrained counterparts by just less than a point 
higher. It could be inferred from such evidence that teachers are not equipped 
with the needed competency to successfully undertake one of their important 
functions, that of assessing learning.  

In the Philippines, Balagtas and Ferido (2007) explained that teachers in 
basic education and even educators in higher institutions of learning need 
training on assessment.  This was expressed particularly when the Department 
of Education (DepEd) introduced alternative assessment during its Educators’ 
Congress in 2003. This need was strongly felt when DepEd issued a 
performance-based grading system in 2004 (DepEd Memo No. 33 series of 
2004), which necessitates the use of rubrics and portfolios and other 
alternative methods of student assessment.  Teachers have expressed their 
unpreparedness to the demands of the system especially that their academic 
preparation was just more on the utilization of traditional assessment.  

    Cognizant of the needs of teachers in the basic education level as well 
as the competencies for all teachers across levels and disciplines that are 
deemed necessary in assessment of learning, the Commission on Higher 
Education (CHED) issued a new set of guidelines on what ought to be taught in 
the teacher education curriculum. As stipulated in its memorandum no. 30 
series of 2004, one of the emphases of the teacher education curriculum is 
assessment.  In the old teacher education curriculum (CMO no.11 series of 
1999), there was only one course on measurement and evaluation, and this was 
focused on testing. On the other hand, in the new teacher education 
curriculum, CHED requires two courses on assessment. The first course 
(Assessment of Learning 1) focuses on pen-and- paper assessment while the 
second (Assessment of Learning 2) focuses on alternative methods of 
assessment. Then there is a 1-unit field study course that also focuses on 
assessment of learning.  The focus of these assessment courses addresses the 
need on assessment as learning for would-be-teachers (Balagtas & Ferido, 
2007).  

The features of the new teacher education curriculum have also 
profound pedagogical implications particularly in the assessment of students’ 
learning.  More concretely, the curriculum aims to develop teachers who can 
reflect on how to apply their knowledge and skills to diverse types of students 
and learning environments in strategic ways.  Moreover, the curriculum also 
demands for teaching that is integrative, flexible, creative and innovative. 
These approaches likewise require teachers to use more authentic and 
appropriate methods in assessing the outcomes of instruction.   
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The challenges of the new grading system of the Department of 
Education and the new teacher education curriculum have compelled teachers 
across levels to have training on assessment. As Gallagher (2005) pointed out, 
teachers need to understand various assessment strategies and use them to 
support the continuous development of all students. Similarly, students, not 
only those who are in teacher education programs also need competency at 
least in assessing their own learning. This skill is necessary if students are 
recognized to have the capability to do meta-cognition and self-evaluation. 
Thus, they should also gain the skills in assessment through their involvement 
or participation in assessment activities in the classroom such as setting their 
own goals for learning, participating in gathering information about their 
learning, and evaluating their own learning. As Stiggins (2005) explained, 
students are also data-based instructional decision makers who are capable of 
setting their own goals and evaluating their own learning through the proper 
guidance of their teacher.  

In a premiere teacher education institution in the country located in 
Manila, their curriculum for preservice teachers has only one 3-unit 
professional education course that really focuses on educational assessment. 
All their teacher education programs like Bachelor of Elementary Education 
(BEED), Bachelor of Secondary Education (BSE), and Certificate in Teaching 
Program (CTP) have this assessment course. Like that in CHED, this institution 
also offers 1-unit course on Field Study that focuses on assessment and 
evaluation of learning. In their BSE, they also have a 3-unit course on 
educational assessment applicable to one’s area of specialization. This 
specialization course is usually offered to reinforce what the students have 
learned from their assessment course in the professional education component. 
However, in their BEED and CTP, there is no additional assessment course 
similar to the BSE.  In the graduate level, majority of the specialization areas 
has also a 3-unit course on educational assessment.  

It is at this juncture that this research was conducted to examine the 
assessment literacy of the undergraduate and graduate students of this 
institution to have basis in designing capability building programs in the area of 
assessment. It also examines if the students differ in their assessment literacy 
level. To understand their level of literacy, the profile of the four groups of 
students surveyed (i.e.  BEED students, BSE students, Students taking 
Certificate in Teaching Program, Graduate Students taking M.A in Education) 
were described in terms of their gender, educational qualifications, years in 
teaching, assessment courses they took, level of preparedness as a teacher, 
and their level of preparedness in assessing learning.  
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Method 
 

This study is a descriptive-survey research which involved a total of 457 
students from four curricular programs of a premiere teacher training 
institution located in Manila (20% are BEED students; 22% are BSE students; 27% 
are non-education degree holders; and 31% are graduate students). The 
participants were selected using convenience sampling technique since they 
were the students of the researchers at the time the study was conducted.   

This study has undergone three stages: planning stage; data gathering 
stage; and analysis stage. In the planning stage, the researchers planned for 
their research proposal with reference to the research agenda of the 
university. After formulating their  research problem, they examined existing 
studies and literature that were related to their study. Then they modified the 
35-item instrument published by Craig A. Mertler of Bowling Green State 
University based on the Teacher Assessment Literacy Questionnaire of Plake & 
Impara (1993). This instrument measures the seven areas of competency in 
educational assessment identified by the National Education Association (NEA), 
National Council on Measurement in Education (NCME), and the American 
Federation of Teachers (AFT) in 1990.  This instrument was designed to cover 7 
competencies that teachers need to be equipped with to become effective 
assessors of students’ learning. Each of these seven competencies has 5 items 
with a total of 35 items. These competencies are:  (1)   choosing assessment 
methods appropriate for instructional decisions (items 1 to 5); (2)   developing 
assessment methods appropriate for instructional   decisions (items 6 to 10); 
(3) administering, scoring, and interpreting the results of both externally-
produced and teacher-produced assessment methods (items 11-15); (4) using 
assessment results when making decisions about individual students, planning 
instruction, developing curriculum, and improving schools (items 16 to 20); (5)  
developing valid student grading procedures (items 21 to 25); (6)  
communicating assessment results to students, parents, other lay audiences, 
and other educators (items 26 to 30); and (7) recognizing unethical, illegal, and 
other inappropriate methods and uses of assessment information (items 31 to 
35).  Although the adapted instrument has been used in other countries 
already, it still underwent face and content validation by the researchers 
themselves, who teach assessment courses in this surveyed institution 
particularly because they want the test to be more appropriate to the Filipino 
context. To do this, they answered individually the test then compared their 
answers to each other to determine the key to the test that was published 
online. Items that reflect contexts unfamiliar to the surveyed students were 
modified to increase the content validity of the instrument. This modified 
instrument was tried out to a group of 40 students composed of both 
undergraduate and graduate students (15 graduate students, 7 CTP students, 5 
BEED students, and 13 BSE students) to test its validity and reliability. The 
instrument has also been subjected to a test of internal consistency using the 
split half method using Pearson r (r = .90)   and then a correction using 
Spearman Brown Formula  (r = .95). Both computed coefficients indicate high 
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internal consistency reliability of the instrument. During the data gathering 
stage, which happened during the first and second semester of the school year 
2009-2010, the researchers administered the instrument to their own classes. 
They took a part of their final exam time for a course they were handling to 
measure their assessment literacy inventory. The students spent an average of 
30 minutes to answer the test. During the analysis stage, the researcher 
tabulated the responses of their own students then they aggregated all of them 
for statistical analysis. Frequency count, mean, standard deviation, analysis of 
variance or ANOVA were all computed through the help of statistical software. 
Results of the statistical analysis were also supported by the researchers’ 
examination of the syllabus of the assessment course to understand the 
outcomes of the test. The analysis of the test scores and the examination of 
the content and experiences provided to the students surveyed became the 
basis of the researchers in proposing a capacity building program for these 
groups of students surveyed. 

 

Results 
 
Profile of Students Surveyed 
 

BEED Students.  Of the 90 BEED students, 91 % are female and 9 % are 
male. 34 or about 38% are BEED in their 3rd year and 56 or 62% are BEED 
students in their fourth year. All of them have no teaching experience yet but 
they all have taken one 3-unit standalone course in Educational Assessment as 
part of their professional education course and another 1-unit course on Field 
Study focused on Assessment and Evaluation of Learning. The third year 
students did not have yet their practicum at the time of survey while the 
fourth year students have had their practicum when the survey was conducted. 
55 or  61% of the participants perceived they are very unprepared to become a 
teacher, 2 % perceived they are somewhat unprepared, 30 or 33 % perceived 
they are somewhat prepared and 1 or 1% perceived himself/herself as very 
prepared. Two of the respondents did not have any response for this item. In 
terms of their level of preparation for assessing student performance, 43 or 
almost 48% expressed that they are very unprepared; 7 or almost 8% expressed 
they are somewhat prepared; 37 or about 41% expressed they are somewhat 
prepared and 2 or 2% expressed they are very prepared. One of the 
respondents did not have any response for this item. 
 

BSE Students.  Of the 100 BSE students, 76% are females and 24% are 
males. This group of respondents belongs to three undergraduate courses: 35% 
Math major, 35% English majors and 30% Psychology majors.  As regards 
their level of preparation as a teacher; 5% stated very unprepared, 5% 
somewhat unprepared, 56% somewhat prepared, and 34% stated they are very 
prepared. In terms of their level of preparation for assessing student 
performance; 5% stated very unprepared, 4% somewhat unprepared, 57% 
somewhat prepared, and 34% stated they are very prepared. 
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CTP Students.  Out of the 125 CTP students, who are non-education 

degree holders taking just few units in education, 77.6 % are female, 20 % are 
male and 2.4% did not indicate their gender. There are 9.6%  teaching in the 
primary level (kinder to grade 3); 4.8 %  teaching in the elementary 
intermediate level (grades 4 to 6); 1.6% teaching in grades 6-8; 2.4 % teaching 
in the high school grades 9 to 12; and 6.4% teaching in the undergraduate level.  
In terms of educational qualifications, 90.4 % of them are Bachelor of Arts or 
Bachelor of Science graduates and 9.6 % have obtained M.A. units or finished 
MA or MS degree.  In terms of their teaching experience, 4% of them have only 
1-5 years of teaching experience; 95.2% of them have no teaching experience; 
and 0.8% has no response given. 99.2 % took a standalone course in classroom 
assessment as part of their undergraduate teacher preparation and 0.8 % do not 
have this course in the degree that they have first finished. As regards their 
perception of their level of preparation as a teacher, 7.2 % of them said they 
are very prepared; 41.6 % are somewhat prepared;  33.6 % said that they are 
somewhat unprepared; and only 8 % of them said that they are very 
unprepared. In terms of their level of preparation for assessing student 
performance, only 2.4 % of them said that they are very prepared; 44.8 % are 
somewhat prepared; 29.6 % of them are somewhat unprepared; 10.4% said they 
are very unprepared; and 12.8% have no response.     
 

Graduate Students.  Of the 142 graduate students surveyed, 72 % are 
female and 22 % are male. 12.77 % of them teach in the primary level (kinder 
to grade 3); 15.96 % of them teach in the elementary intermediate level 
(grades 4 to 6); 3.19 % teach in the elementary ( K-6);  11.7 % teach in the high 
school or grades 9 to 12; 26.6 % teach in the secondary (grades 6 to 12); 3.19 % 
teach in the middle grades 6 to 8; and 23. 4 % others or did not specify.  In 
terms of educational qualification, 54.74 % of them are Bachelor of Arts or 
Bachelor of Science graduates and 45.26 % have obtained M.A. units or finished 
MS degree.  59.78 % of them have only 1-5 years teaching experience; 30.43 % 
of them have 6 to 10 years of teaching experience; 5.43 % of them have 11 to 
15 years teaching experience; 2.17 % of them have 16 to 20 years of teaching 
experience and 2.17 % have 21 to 25 years of teaching experience. 47 25 % of 
the respondents took a standalone course in classroom assessment as part of 
their undergraduate teacher preparation, while 52.75 % did not have any 
assessment course. In terms of their level of preparation for assessing student 
performance,  50 % expressed that they are very prepared; 47.87 % are 
somewhat prepared; only 2.13 % of them are somewhat unprepared; none said 
that he/she is very unprepared. For the overall job of being a classroom 
teacher, 55.32 % of them said they are very prepared; only 1.06 % of them said 
that they are very unprepared; 41.49 % are somewhat prepared; and 2.13 % 
stated that they are somewhat unprepared. 
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Level of Assessment Literacy of the Students Surveyed 
 

BEED Students.  Table 1 shows the descriptive statistics of the 
assessment literacy of all the respondents including the performance of the 
undergraduate BEED students surveyed.   
 
Table 1 
Descriptive Statistics of the Assessment Literacy of All the Respondents 
(N=457) 

Program N M SD Minimum Maximum 
 

Rank 

BEED 90 14.98 3.190 8 23 5 
BSE 100 15.08 3.129 8 23 4 
CTP 125 15.14 4.250 5 24 3 
Graduate 142 15.48 3.558 7 25 1 
Total 457 15.20 3.602 5 25 2 

 
As shown in the table, the BEED is the smallest group with only 90 

respondents. It has also the smallest mean score of 14.98, which is slightly 
lower than the over-all mean score of 15.20. Its standard deviation, which is 
3.19 , reveals that the BEED students were more homogeneous than the other 
groups surveyed with a minimum score of 8 and a maximum score of 23. 

 
Table 2 also shows the descriptive statistics of the assessment literacy of 

the BEED students surveyed across the seven competencies tested.  
It can be gleaned from the table that the 90 BEED students  obtained a 

score that ranges from 0 to 5 per 5 items of a competency with a mean score 
that is as low as 1.44 and as high as 2.51. The over-all mean of the BEED in this 
35-item test is 14.98, which means that they answered correctly just about 42% 
of the items in the test.  The result connotes that their mean score has not 
even reached half of the number of items given in the test. If their score is to 
be interpreted with reference to the passing score set in Philippine schools, 
which is 75%, the result reveals the BEED students failed the exam. This implies 
that the BEED students have not gained the necessary competence to 
understand their future role as assessors of students’ learning. This confirms 
why  61% of the participants perceived they are very unprepared to become a 
teacher; 48% expressed that they are very unprepared in their role as assessor 
of students’ learning; and almost 8% expressed they are just somewhat 
prepared. 
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Table 2 
Descriptive Statistics of the BEED Respondents in their Assessment 
Literacy(N=90) 

Competency 
No. 

Competency Statement 
Minim

um 
Maxi
mum 

M SD Rank 

1 
 choosing assessment 
methods appropriate for 
instructional decisions  

0 5 2.33 1.049 
 
2 

2 
 

developing assessment 
methods appropriate for 
instructional         
decisions; 

0 5 2.51 1.202 
 
1 

3 

administering, scoring, and 
interpreting the results of 
both externally-         
produced and teacher-
produced assessment 
methods; 

0 4 1.90 1.017 6 

4 

using assessment results 
when making decisions 
about individual students, 
planning instruction, 
developing curriculum, and 
improving schools 

0 5 2.26 1.012 5 

5 
developing valid student 
grading procedures; 

0 5 2.27 1.089 3.5 

6 

communicating assessment 
results to students, 
parents,  other lay 
audiences, and other 
educators; 

0 5 1.44 .984 7 

7 

recognizing unethical, 
illegal, and other 
inappropriate methods and       
uses of assessment 
information. 

0 5 2.27 1.047 3.5 

Total Score 8 23 14.98 3.190   

 
This over-all mean score is consistent with the result of the six 

competencies tested except for competency 2, where the students averaged to 
at least half of the items. An examination of their performance in all the seven 
competencies also reveals that their strongest area of competency is on 
competency #2 which is on developing assessment methods appropriate for 
instructional decisions (M= 2.51). This result could be explained by the fact 
that these students were surveyed after they have taken their 3-unit 
assessment course where they were exposed to varied assessment tools and 
were provided with the experience to develop tests, rubrics, and assessment 
tools as requirements in their course.  
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On the contrary, their weakest area is on competency # 6 which is on 
communicating assessment results to students, parents, other lay audiences, 
and other educators (M = 1.44). This competency should have been developed 
by the students since they had lessons in their course on reporting assessment 
data. This poor result could be explained by the fact that the students are still 
pre-service teachers, so they have had no hands-on experience in applying the 
lessons they had for this area of competency.  

Similarly, students are found also weak at competency # 3, which is on 
administering, scoring, and interpreting the results of both externally-
produced and teacher-produced assessment methods (M = 1.90). This 
competency should have been developed by the students since they had lessons 
in their course on how to administer, score and interpret test results. They had 
also an opportunity to tryout in the field the test that they have developed 
because they were required in their course to conduct an item analysis on the 
test results. This topic should have been a venue for them to gain this 
competency area because they had the actual experience in administering, 
scoring and interpreting results of not necessarily externally-produced test but 
at least their own developed test, which is similar to a teacher-produced test. 
They had also lessons on how to organize and interpret test results through the 
lessons on Measures of Central Tendency, Measures of Variability, and Standard 
Scores based on the syllabus of their course. The poor result could be explained 
by the lack of processing of the experiences of the students because they are 
normally just required to go through the process and then to submit the final 
outputs of their activity at the end of the course without any further discussion 
on the outcomes. It would have been better if the students were given the 
opportunity to present in the class the processes and the outcomes of the 
tryout of their test. Through these class presentations, the students could have 
received immediate feedback from their course professor that could reinforce 
their understanding or could correct misconceptions if there were any in this 
area of competency. 

Likewise, the students are found weak in competency # 4 which is on 
using assessment results when making decisions about individual students, 
planning instruction, developing curriculum, and improving schools (M = 2.26). 
Such poor result could be explained by the lack of topics in the course 
indicating that students were provided opportunity to gain this competency. 
They had lessons though in the course where they discussed the purposes of 
assessment, which should have included its use in making decisions about 
individual students, planning instruction, developing curriculum, and improving 
schools.  

Moreover, the students were also found to be weak in competency # 5 
which is on  developing valid student grading procedures (M = 2.27). This result 
could be explained by the lack of opportunities for students to actually develop 
grading procedures although they had topics in the course where they discussed 
the different grading systems.  

Furthermore, the students were also found to be weak in competency # 
7 which is on  recognizing unethical, illegal, and other inappropriate methods 
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and  uses of assessment information (M = 2.27).  This competency should have 
been developed by the students since one of the principles in assessing 
learning, which they should have understood is the principle of ethics. Based on 
their syllabus, there is a session where they should have discussed the 
principles in assessing learning and one of these principles that they should 
have learned have to do with this competency. The poor result could also be 
explained by the fact that a limited time is allotted for the topic on the 
principles of assessment in their 3-unit course.  

Finally, the students are found to be weak in competency #  1 which is 
on choosing assessment methods appropriate for instructional decisions (M = 
2.33). Such competency should have been learned by the students since they 
have a topic in the course, which should have enabled them to match 
assessment methods with their appropriate learning targets. The poor result 
could be explained by the limited time the students have spent for this topic in 
their 3-unit course.  
 

BSE Students.  Table 3 also shows the descriptive statistics of the 
assessment literacy of the undergraduate BSE students surveyed across the 
seven competencies tested.  

It can be gleaned from the table that the 100 BSE students  obtained a 
score that ranges from 0 to 5 per 5 items of a competency with a mean score 
that is as low as 1.39 and as high as 2.5. The over-all mean of the BSE in this 
35-item test is 15.08, which means that they answered correctly just about 43% 
of the items in the test.  The result connotes that their mean score has not 
even reached half of the number of items given in the test. If their score is to 
be interpreted with reference to the passing score set in Philippine schools, 
which is 75%, the result reveals the BSE students failed the exam. This explains 
why 5% stated that they are very unprepared while 56% expressed that they are 
somewhat prepared to become a teacher. This is further supported by the 
claim of 5% of the respondents who expressed that they are very unprepared 
and 57% somewhat prepared to become assessors of students’ learning. 

Furthermore, an examination of their performance in each area of 
competency also shows that just like the BEED students, they are strong at 
developing assessment methods appropriate for instructional decisions. 
However, they are weak also in all the six (6) other areas of competency. The 
results could be due to the set of learning experiences given to the BSE 
students which is the same as that of the BEED students. 
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Table 3 
Descriptive Statistics of the Assessment Literacy of the BSE Students 
(N=100) 

Competency 

No. 
Competency Statement Minimum Maximum M SD Rank 

1 

 choosing assessment methods 
appropriate for instructional 
decisions  
 

0 5 2.45 1.086 3 

2 
 

developing assessment 
methods appropriate for 
instructional         decisions; 

0 5 2.50 .969 1 

3 

administering, scoring, and 
interpreting the results of both 
externally-         produced and 
teacher-produced assessment 
methods; 

0 5 1.92 .950 6 

4 

using assessment results when 
making decisions about 
individual students, planning 
instruction, developing 
curriculum, and improving 
schools 

0 5 2.09 1.065 5 

5 
developing valid student 
grading procedures; 

0 5 2.46 1.167 2 

6 

communicating assessment 
results to students, parents,  
other lay audiences, and other 
educators; 

0 4 1.39 .984 7 

7 

recognizing unethical, illegal, 
and other inappropriate 
methods and       uses of 
assessment information. 

0 5 2.27 1.325 4 

Total Score  8 23 15.08 3.129 
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CTP Students.  Table 4 shows the descriptive statistics of the 
assessment literacy of the undergraduate BEED groups of students surveyed.  

 
Table 4 
Descriptive Statistics of the CTP Respondents in their Assessment Literacy 
(N=125) 

 

Competency 
No. 

Competency Statement Minimum Maximum M SD Rank 

1 
 choosing assessment 
methods appropriate for 
instructional decisions  

0 5 2.40 1.055 3 

2 
 

developing assessment 
methods appropriate for 
instructional         
decisions; 

0 5 2.43 1.011 2 

3 

administering, scoring, and 
interpreting the results of 
both externally-         
produced and teacher-
produced assessment 
methods; 

0 4 2.03 .924 4 

4 

using assessment results 
when making decisions 
about individual students, 
planning instruction, 
developing curriculum, and 
improving schools 

0 5 1.94 1.113 6 

5 
developing valid student 
grading procedures; 

0 5 2.29 1.217 5 

6 

communicating assessment 
results to students, 
parents,  other lay 
audiences, and other 
educators; 

0 5 1.59 1.225 7 

7 

recognizing unethical, 
illegal, and other 
inappropriate methods and       
uses of assessment 
information. 

0 5 2.46 1.434 1 

Total Score 5 24 15.14 4.250  

 
The table shows that the 125 CTP students  obtained a score that ranges 

from 0 to 5 per 5 items of a competency with a mean score that is as low as 
1.59 and as high as 2.46. The over-all mean of the CTP in this 35-item test is 
15.14, which means that they answered only about 43% of the items in the test.  
The result shows that their mean score has not even reached half of the 
number of items given in the test implying that they have not gained the 
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necessary competence in assessing students’ learning. An examination of their 
performance in all the seven competencies also reveals that they are weak in 
all the seven (7) areas of competency. This result is explained by the low 
perception of  around 8 % of them who said that they are very unprepared and 
around 34 % said that they are somewhat unprepared to become teachers. In 
terms of their level of preparation for assessing student performance, almost 
30 % of them expressed that they are somewhat unprepared and about 10% said 
they are very unprepared to become assessors’ learning. The results are further 
explained by the fact that they have only one subject on assessment.  
 
Graduate Students  
 

Table 5 shows the descriptive statistics of the assessment literacy of the 
graduate students surveyed.  

 
Table 5 
Descriptive Statistics of the Graduate Respondents in their Assessment 
Literacy (N=142) 
Competency 

No. Competency Statement Minimum Maximum M SD Rank 

1 
choosing assessment methods 
appropriate for instructional 
decisions 

0 5 2.65 1.118 2 

2 
developing assessment methods 
appropriate for instructional 
decisions 

1 5 2.68 1.062 1 

3 

Administering, scoring, and 
interpreting the results of both 
externally – produced and 
teacher-produced assessment 
methods 

0 4 2.08 0.900 6 

4 

Using assessment results when 
making decisions about 
individual students, planning 
instruction, developing 
curriculum, and improving 
schools 

0 5 2.12 1.021 5 

5 
Developing valid student grading 
procedures 

0 5 2.33 1.303 3 

6 

communicating assessment 
results to students, parents, 
other lay audiences, and other 
educators 

0 5 1.30 0.921 7 

7 

Recognizing unethical, illegal 
and other inappropriate 
methods and uses of assessment 
information 

0 5 2.32 1.241 4 

Total Score 7 25 
15.4

8 
3.558  



The Assessment Handbook, Vol. 4(1), 2010     15 

 

ISSN 2094-1412, PEMEA, December 2010 

 

As shown in Table 5, the graduate students obtained a score ranging 
from 0 to 5 per 5 items of each competency.  Of the four groups of students, 
they obtained the highest mean scores of 2.68 (competency # 2) and 2.65 
(competency # 1).  The graduate students are better than the other groups 
when it comes to developing and choosing assessment methods appropriate for 
instructional decisions due to their being experienced teachers in the field.  It 
should be noted that 59.78 % of them have at least a teaching experience from 
one (1) year to five (5) years and 40.22 % of them have teaching experience 
from six (6) years to twenty five (25) years while their undergraduate 
counterpart have no teaching experience at all. As Kolb (1984) puts it, teachers 
have already the concrete experience of choosing and developing test 
instruments in assessing their students’ performance.  They have greater 
opportunity to replicate and conceptualize those actual experiences and 
observations and so they are more informed in making decisions when it comes 
to choosing and developing assessment methods.  

However, results also reveal that the graduate students are weak in the 
five (5) areas  of competencies that the BEED, BSE, and CTP students are also 
weak at. Although of the four groups of respondents, the graduate students 
obtained the highest overall mean score of 15.48, they are still poor as far as 
their assessment literacy level is concerned. They also did not differ 
significantly in their assessment literacy when compared with their 
undergraduate counterparts ( F-value =  0.443, p > 0.05 ).  They were able to 
answer correctly only about 44 % of the test items or have not even reached at 
least half of the total number of items in the test.  The results could also be 
explained by the fact that almost 50% of them expressed that they are 
somewhat prepared if not very unprepared when it comes to assessment of 
students’ learning. This implies that the graduate students, who are already 
teachers, are not well-equipped with the skills in assessing students’ learning.  
This result concurs with the findings of Plake & Impara (1997) where the 
teachers surveyed also failed in the overall assessment literacy.  
 
Capability Building Programs on Educational Assessment 
 

Undergraduate Programs in Teacher Education.  An examination of the 
weaknesses in educational assessment of the undergraduate students in this 
premiere teacher training institution has implications on the design of its 
curriculum for its teacher education programs. The curriculum for pre-service 
teachers both in the elementary and secondary levels should have more units 
on educational assessment. The existing 3-unit professional education course 
on educational assessment in this institution should be increased to six (6) units 
as prescribed by CHED in its CMO 30 series of 2004. The content of the 
assessment courses should include all the seven areas of assessment literacy. 
Equal emphasis be given particularly to the six ( 6) areas where they are weak, 
such as: 1) choosing assessment methods appropriate for instructional 
decisions; 2) administering, scoring, and interpreting the results of both 
externally – produced and teacher-produced assessment methods; 3) using 
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assessment results when making decisions about individual students,  
planning instruction, developing curriculum, and improving schools; 4) 
developing valid student grading procedures; 5) communicating assessment 
results to students, parents, other lay audiences, and other educators; and 6) 
recognizing unethical, illegal and other inappropriate methods and uses of 
assessment information. 

The learning activities should include actual experiences in all the seven 
areas of assessment literacy to further enhance students’ understanding of 
their critical role as assessors of learning. Processing of their experiences 
should also be done so that their understanding is reinforced and 
misconceptions are immediately corrected. The way they are being assessed 
through traditional and non-traditional methods should also model to them the 
principles in assessing learning. The sequence of courses in all the components 
of the teacher education curriculum (i.e. General Education, Professional 
Education, and Specialization/Content Areas) should also be looked into so that 
all courses that will lead to one’s understanding of educational assessment are 
offered first before this course. One example of this course that could serve as 
a pre-requisite of the educational assessment course is Probability and 
Statistics, a content course offered in the BEED program. In the present 
programming of the curriculum for BEED in this institution, this content course 
is taken by the students simultaneously with their assessment course. The two 
courses also have common topics, which could be corrected by removing the 
overlaps. In the BSE curriculum, there is a 3-unit specialization course on 
education assessment in addition to the 3-unit professional education course on 
the same area. However, most contents of this specialization course are just 
repetitions of what were taken up in the professional education course. The 
overlaps in these courses could be corrected through clear articulation of the 
content of the two assessment courses, which should be done by all faculty 
teaching educational assessment whether based in the professional education 
department or in the specialization department.  
 

Graduate Programs in Teacher Education.  An examination of the 
weaknesses of the teachers surveyed has also implications on the curriculum of 
the graduate programs in education and on the continuing programs for 
teachers’ professional development. All graduate programs in education should 
have a course on educational assessment to enable the teachers to further 
develop their competence in assessing their students’ learning with emphasis 
particularly on the five competency areas that they are weak at, namely: 
1).administering, scoring, and interpreting the results of both externally – 
produced and teacher-produced assessment methods; 2) using assessment 
results when making decisions about individual students,  
planning instruction, developing curriculum, and improving schools; 3) 
developing valid student grading procedures; 4) communicating assessment 
results to students, parents, other lay audiences, and other educators; and 5) 
recognizing unethical, illegal and other inappropriate methods and uses of 
assessment information. Likewise, there is also a need to continuously organize 
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trainings, seminars, workshops, or focused group discussions on educational 
assessment. These continuing development programs could be delivered in all 
modalities whether face-to-face, online, or blended that could be attended by 
teachers regardless of their years in teaching and distance at least once a year 
to have a venue to discuss and reflect on their practices and get feedback that 
will make them perform effectively their role as assessors of students learning. 
These training programs should be made intensive that can be credited as a 
graduate course on educational assessment. Furthermore, teachers should be 
trained to be action researchers and reflective practitioners so that they 
themselves would realize the need to continuously improve themselves and 
their practices especially in assessing students’ learning so that they become 
effective agents of improvement in the quality of education that our country 
has at present. 

 
 

Discussions and Conclusions 
   

The results of the study have brought us lessons to revisit the teacher 
education curriculum both in the undergraduate and graduate levels so that all 
the seven areas of assessment literacy are equally emphasized and developed. 
As the study reveals, all undergraduate and graduate students in the teacher 
education programs in this premiere teacher training institution are weak at 
five (5) competency areas, such as 1) administering, scoring, and interpreting 
the results of both externally – produced and teacher-produced assessment 
methods; 2)  using assessment results when making decisions about individual 
students, planning instruction, developing curriculum, and improving schools; 
3)  developing valid student grading procedures;  4)  communicating assessment 
results to students, parents, other lay audiences, and other educators; and 5) 
recognizing unethical, illegal and other inappropriate methods and uses of  
assessment information. In addition to these five weak areas, the 
undergraduate students are also weak at choosing assessment methods 
appropriate for instructional decisions, which is an area of strength of the in-
service teachers surveyed. It is unfortunate that all the non-education degree 
holders who are earning units in education so that they could qualify as 
teachers of their discipline are weak at all areas of assessment literacy. 

The capability building programs suggested are concrete steps on how to 
address the need to produce would-be teachers who are equipped with all the 
competencies needed of a literate assessor of student’s learning.  Likewise, the 
capability building programs suggested for the in-service teachers should be 
taken into consideration by all schools and teacher training institutions when 
designing faculty professional development programs. Agencies responsible for 
teacher certification, like the Philippine Regulatory Commission (PRC), should 
also take into consideration these competency areas in assessment of learning 
when designing the Licensure Examination for Teachers (LET) and when 
granting renewal of teacher’s license to teach.  There is also a need to 
promote the field of Measurement and Evaluation in the graduate level to 
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produce more teachers in the field who could serve as mentors or coaches in 
assessing learning to non-M &E specialist teachers. Furthermore, studies have 
to be conducted to test how students in teacher training institutions with 6-
units of assessment course differ from this premiere teacher training institution 
with only 3-units in educational assessment to know how to further improve the 
teacher education program. There is also a need to conduct another study to 
improve the administration of the assessment literacy test and to include other 
variables that could explain the status of the assessment literacy of the pre-
service and in-service teachers both in public and private schools. 
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The study aimed to explore the diversities 
among engineering college students of their 
personality types and learning styles. The 
assessment was based on MBTI and ILS 
administered to 318 freshmen students 
enrolled in different engineering programs in 
Mapua Institute of Technology. The 
association between personality types and the 
students’ learning styles were analyzed using 
structural equation modeling (SEM). The full 
model provided adequate fit to the data, X2 
=3276.48, p<.01, RMSEA=0.023, GFI = 0.636, 
AGFI = 0.519.  This study also investigated the 
variations of personality types and learning 
styles based on the participant’s gender. 
There was no significant differences in the ILS 
variables of male and female participants; 
however, significant results were found in 
some MBTI variables such as; in extraversion 
(t=4.69, p<.05), introversion (t=-4.73, p<.05), 
thinking (t=-4.94, p<.05), and feeling (t=5.01, 
p<.05). The main advocacy of this research is 
to promote the importance of learner-
centered approach in engineering education. 
 
Keywords: Personality, learning styles, 
Learner-centered approach  

 
 

he diversity among students is one of 
the essential concerns that 
educational institutions must address. 

Unfortunately however, many institutions 
are only focused on addressing diversities 
in terms of gender and ethnicity while 
there are still various aspects of students’ 
differences that warrant consideration in 
order to ensure effective and successful 
learning. Assessment as an academic 
endeavor plays an important role in 
identifying diversities, and this should not 
be merely confined in determining 
cognitive abilities but should also involve 
non-cognitive traits.  Through careful 
assessment of learners’ traits and 
characteristics, educators can better 
understand students’ needs and 
consequently devise instructional 

T 
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interventions that can aid in improving students’ academic performance and 
personal well being.      

Among the most important aspects of student diversities which requires 
thorough assessment is related to individual differences in terms of personality 
types. Personality can be a significant basis for learning since this influences 
ones way of viewing self and the world where a person interacts with. A review 
of relevant studies in the succeeding section provides a clear insight on the 
importance of determining students’ personality traits in relation to academic 
engagement and performance of academic tasks. Aside from personality, 
another aspect of diversity which may have significant bearing on students 
learning performance and therefore likewise warrants careful assessment is 
related to student’s way of acquiring and processing information, such aspect 
refers to the students’ learning styles; obviously, one’s learning styles would 
have significant effect to learning. The term learning style is used in a variety 
of ways in the teaching and learning process. Based on Felder and Brent (2005, 
p.58), learning styles are “characteristic cognitive, affective, and psychological 
behaviors that serve as relatively stable indicators of how learners perceive, 
and respond to the learning environment”. It refers to the uniqueness of each 
learner; such uniqueness might include mental processing, confidence, 
attitude, sensory intake processes or some complex combination of these and 
other differences. A thorough review of relevant studies on learning styles is 
likewise presented in following sections. 

For the past decades, several schools and educational institutions find 
the learner-centered approach as an effective learning paradigm for modern 
education. The major shift from teacher-centered to learner-centered 
education revolutionized the educative process towards a greater emphasis on 
the characteristics of learners including their intelligences, personality, talents 
and skills, as well as their personal interests. Recognizing such attributes would 
be essential in learning activities since they can be used as bases for teaching 
methodologies and assessment techniques.   

Based on Weiner’s Attribution Theory (1980, 1992), the learner’s 
motivation in the learning process is a significant factor to consider. Such 
motivations may be attributed to the intrinsic drive of individuals to achieve 
something, which includes knowledge and skills. However, aside from the 
intrinsic factors, there is another factor which contributes a lot in determining 
the learning motivations of students; it is called the extrinsic factor. The 
extrinsic factors encompass external stimulations which can pull individuals to 
acquire knowledge and develop skills and ability. The teaching strategies and 
techniques of educators can be considered a significant element of extrinsic 
factors.  The failure of educators to address the learning needs of students 
would most likely lead into failure to achieve successful learning; thus, 
academic professionals should primarily take into consideration the screening 
of students’ learning attitudes and potentialities.  

People may learn in different ways. Some can learn things more 
effectively when presented with visual materials; others through hearing, 
reflecting and acting, memorizing, analyzing, and other ways of absorbing and 
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processing information. The principle lies on the fact about individual 
differences, which claims that each individual is a unique person. Such 
principle also applies in the education setting; students have different 
personality and they learn in different ways.  

Mismatches exist between common learning styles of students and 
traditional teaching styles of professors. Such mismatch may result into 
undesirable performance of the students in terms of attendance, scores or 
grades in tests, class participation, and sometimes may lead to transferring or 
shifting to another program.  

The non learner-centered approach in the educative process as implied 
in the study of Felder and Silverman (1988) would tend to create mismatches 
between common learning styles of engineering students and traditional 
teaching styles of engineering instructors. Such mismatch may have negative 
consequences on both the students and the instructors; a learner who prefers a 
certain learning style, for example visual learning, can be effectively 
motivated by instructors who know how to address the needs of visual learners; 
otherwise, the learner will be demotivated. The instructor on the other hand, 
will be confronted by low student performance, unresponsive classes, poor 
attendance and dropouts, and many other problems which can sometimes make 
him overly critical of his students. The most serious problem that can be 
foreseen due to mismatch of learning and teaching styles in engineering 
education would be realized in the long run after several potentially excellent 
engineers are discouraged to continue with their studies due to the disparity 
between their learning expectations and the imposed teaching styles of 
engineering professors. 
  Educators should be concerned about the impact of diversities in 
engineering classes; one important aspect of differences among students which 
may have significant effect on their learning is their personality. Several 
studies were conducted to prove the effect of personality types to the learning 
of students, and example of these is the one conducted by Hull (2007) which 
used personality preferences in MBTI to predict persisters and droupouts among 
two-year college students. The main goal of the study was to distinguish 
persisters to degree completion from those who do not persist. Four additional 
factors were included to understand the multivariate relationships between 
personality type and the additional variables such as; placement into 
developmental coursework, gender, academic department, and socio-economic 
status. Results indicated no significant correlations between college readiness, 
MBTI type and degree completion, but significant correlations were indicated 
for students in specific academic departments, for male students, and for non-
Pell eligible students. For male students, preference for the personality 
construct of Perceiving was found not only to correlate with dropping out, but 
also to make a significant contribution to the prediction of the outcome of 
dropping out.  In the experimental study of R. Felder, G. Felder, and Dietz 
(1990), the MBTI was administered to a group of 116 students taking the 
introductory chemical engineering at North Carolina State University (NCSU). 
The introductory course as well as the four subsequent chemical engineering 
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courses was taught in a manner that emphasized active and cooperative 
learning and inductive presentation of course material. Type differences in 
various academic performance measures and attitudes were noted as the 
students progressed through the curriculum. The observations were generally 
consistent with the predictions of type theory, and the experimental 
instructional approach appeared to improve the performance of MBTI types 
(extraverts, sensors, and feelers) found in previous studies to be disadvantaged 
in the engineering curriculum. They concluded that the MBTI is a useful tool for 
helping engineering instructors and advisors to understand their students and 
to design instruction that can benefit students of all types.  

Researchers in the field of education are becoming interested in areas 
related to how students acquire information. Particularly, there is a growing 
interest in determining students’ diverse learning styles. Felder and Brent 
(2005) were interested to distinguish dominant learning styles among 
undergraduate engineering students who completed ILS. They found out that 
among the participants (N=129) 63% were classified as active learners, 37% 
were reflective, 67% were sensing, 33% were intuitive, 85% were visual, 15% 
verbal, 58% were sequential, and 42% were global. Several implications were 
made and tested in connection to the students’ learning styles including the 
mismatches between students’ learning styles and the traditional teaching 
styles in engineering education. For instance, they found out that 63%of the 
undergraduate students were sensors, while traditional engineering instruction 
tends to be intuitors. Another finding was that 82% of the students were visual 
learners, while most engineering instructions are heavily verbal.    

There were also studies conducted to investigate the correlations 
between personality types and learning styles of students. Allida and 
Vyhmeister (2003) investigated the relationship of personality types using the 
Personal Style Inventory (PSI) and the learning styles Perceptual Modality 
Preference Survey among 500 students from six selected academic majors in 
tertiary schools in Northern Philippines. They also investigated the differences 
of personality types and perceptual learning styles on the basis of some 
demographic factors of the respondents (i.e gender, age, and ethinicity). 
Among the findings of this study indicate that the dominant personality types 
of college students, there were more extraverts than introverts, more sensers 
than intuitors, more thinkers than feelers, and more judgers than perceivers. 
They also noted that the preferred learning modalities of college students were 
print and kinesthetic, comprising almost 64% of the total population. The 
students who preferred aural, interactive, haptic, visual and olfactory 
modalities comprised only 35% of the total population. Furthermore, there 
were significant differences in the personality types of college students by 
gender and ethnicity and there were significant differences in the perceptual 
learning styles of college students by gender, age, and ethnicity. They also 
found out that there were significant relationships between personality types 
and perceptual learning styles of college students. As far as the correlates of 
academic performance are concerned, it was found that personality types, 
interactive learning style, and ethnicity were significantly related to academic 
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performance. The best predictive model of academic performance, given the 
variables of the study, includes Sensing-Intuition dimension, interactive 
learning style, gender of college students, and Thinking-Feeling dimension. In 
the study of Davis (2006), the possible association of personality and learning 
styles of community development extension educators was investigated using 
the  Witkin’s GEFT and Hogan and Champagne’s PSI, respectively. The scores 
were tested for correlation and both measures were examined in relation to 
age, gender, and academic background of the respondents. Among the findings 
were: more than 56% of the community development extension educators 
involved in this study favored a field dependent learning style. Females were 
more field dependent. Subjects with academic backgrounds in the physical 
sciences were more field independent. Males were more than three times more 
likely sensing type than females. Twice the number of female subjects 
preferred gathering information through use of their intuition over males. 
Males preferred thinking, while females preferred feeling. There was a 
negligible level of association between learning style and personality type 
subscales. 
 The principal assumption in this study lies on the fact that personality is 
an encompassing mechanism within an individual. Having a certain type of 
personality can presumably affect one’s way of viewing the world including of 
course one’s way of absorbing information. The main objective of this study is 
to assess the diversity of engineering students in terms of personality and 
learning styles, and their implications in engineering education. Also, the study 
is concerned in the theoretical investigation of the hypothesized association 
between personality types and learning styles.    
 

Method 
  

This study is principally a correlation analysis on the associations 
between personality types and learning styles of engineering students. This also 
involves analysis of difference of personality types and learning styles across 
genders (Male or Female) of the respondents. The participants’ gender was also 
treated as a possible factor for ones learning styles. The study employed SEM to 
further investigate the association between the main variables of the study. 
 
Participants   
 
 The data was obtained from (N=318) freshmen engineering students of 
Mapua Institute of Technology. The participants were taking PSY10 (General 
Psychology) and are enrolled in different engineering programs (e.g. 
Mechanical Engineering, Electrical Engineering, Industrial Engineering, and 
others). Their participation in the study was counted as part of the grading 
criteria in PSY10 course under the co-curricular activity (5%) of the total course 
grade.  

All the participants completed both the MBTI and ILS in order to 
determine their personality types and learning styles.  A total of 76 female 



The Assessment Handbook, Vol. 4(1), 2010     25 

 

ISSN 2094-1412, PEMEA, December 2010 

 

engineering students (24%) and 242 male engineering students (76%) 
participated in the study.  
 
Design  
  

The study employed a descriptive design to test the associations 
between the participants’ personality types and learning styles. This study also 
tested variation using t-Test (Between Groups Design) by setting genders (Male 
and Female) as categorical predictors, to personality types (E,I,S,N,T,F,J,P) 
and ILS (ACT,REF,SEN,INT,VIS,VRB,SEQ,GLO). Finally, the study utilized 
Structural Equation Modeling to further analyze the associations of the main 
variables of the study. 
 
Instruments  

 
Myers Briggs Type Indicator Form M (MBTI-M). To assess the personality 

types of the respondents, the Myers-Briggs Type Indicator (MBTI) 94 items - 
Form M was utilized (see appendix A).  This instrument was primarily based on 
Jung’s theory of Psychological Type (Introversion vs. Extraversion) and 
subsequently developed by Isabel Myers and her mother Katharine Briggs.  In 
MBTI, people are classified in terms of their preference for introversion (I) 
(interest flowing mainly to the inner world of concepts and ideas) or 
extraversion (E) (interest flowing mainly to the outer world of actions, objects, 
and persons); sensing (S) (tending to perceive immediate, real, practical facts 
of experience and life) or intuition (N) (tending to perceive possibilities, 
relationships, and meanings of experiences); thinking (T) (tending to make 
judgments or decisions objectively and impersonally) or feeling (F) (tending to 
make judgments subjectively and personally);  judging (J) (tending to live in a 
planned and decisive way) or perceiving (P) (tending to live in a spontaneous 
and flexible way). An individual type can be expressed as one of the 16 possible 
combinations of these typologies (e.g., ENTP, ISTJ, ENFP, and so on). A 
preference for one or the other category of a dimension may be mild or strong. 
MBTI had been validated and tested for reliability several times. Among the 
tedious test of reliability methods are the internal consistency reliability 
estimates (split-half reliability and internal consistency coefficients based on 
coefficient alpha) and the test-retest reliability estimates based on 1996 
National samples involving 308 employees and 116 college students. The 
validity of MBTI was established through the comparison with 4 preference 
scales such as; 16 PF 5th Ed., Millon Index of Personality Styles, California 
Psychological Inventory, and NEO-PI. Results of cross-correlations between 
MBTI and the 4 other scales were all significant (Myers, McCaulley, Quenk, 
Hammer, 2003)  

Felder’s Index of Learning Styles (ILS on-line). The on-line learning 
styles questionnaire is composed of 44 questions and each has (2) forced 
choices from which the participant can select a choice which best describes 
his characteristic as a learner. The on-line ILS automatically scores and 
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interprets the result of the survey. Though the web-based system does not 
have a database to store the results, the program provides a feature to print 
the results reflecting the learner’s inclinations between contrasting learning 
styles like;  Active vs. Reflective, Sensing vs. Intuitive, Visual vs. Verbal, and 
Sequential vs. Global. The printed result also provides description of scales 
ranging 1 – 3 (fairly or well balanced), 5 – 7 (moderate preference for one 
dimension of the scale), and 9 – 11 (very strong preference for one dimension 
of the scale). Several studies were conducted to contribute to the reliability 
and validity of ILS. Based on Felder and Spurlin’s (2005) article on 
applications, reliability and validity of ILS, Test-retest reliability 
measurements had been carried out by several researchers with at least 4 
weeks interval; the results were also significant. ( 4 wks, N= 46, A-R= 0.804, 
S-N=0.787,Vs-Vb=0.870,Sq-G=0.725); further, Cronbach Alpha was also 
calculated (A-R =0.56, S-N=0.72, Vs-Vb=0.60, Sq-G=0.54) to assess the 
reliability of the instrument. 
 
Procedure 

 
The MBTI Form M was administered to each PSY10 class handled by 

psychology professors in Mapua Institute of Technology. Ten (10) sections were 
assessed comprising of at least 40 students per section. To collect the Index of 
Learning Styles of the participants, the students were instructed to access the 
website http://www.engr.ncsu.edu/learningstyles/ilsweb.html (see appendix 
B). The online access of Index of Learning Styles questionnaire was assigned by 
the psychology professors to the participants and they were required to submit 
the printed ILS results on a specified date. The collected data were then 
tabulated and plotted in preparation for statistical analyses. 
 
Data Analysis  

 
The mean scores and standard deviations were obtained from each 

instrument. The Pearson correlation coefficient (r) was used to test the 
correlation among the variables included in the MBTI and ILS. Using the p value 
(p<.05) of the correlation among certain variables significance and no 
significance were detected. The respondents’ scores in both scales were varied 
across the genders (Male or Female) using t-Test of independent samples. To 
further analyze the association between the participants’ personality and 
learning styles, Structural Equation Modeling was performed. Data analyses 
were performed using the software STATISCA 7. 
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Results 
 
All the participants (N=318) completed both the MBTI and ILS in order to 

determine their personality types and learning styles.  A total of 76 female 
engineering students (24%) and 242 male engineering students (76%) 
participated in the study. A preliminary analysis was conducted to assess 
differences in the participants’ gender (Male or Female) across the measures of 
MBTI and ILS. Using the t-test, it was revealed that the mean scores of the 
participants in ILS variables have no significant differences with respect to 
their genders. However, significant results were found in some MBTI variables 
such as; in extraversion (t=4.69, p<.05), introversion (t=-4.73, p<.05), thinking 
(t=-4.94, p<.05), and feeling (t=5.01, p<.05). 

The correlation analysis of the study variables revealed that some 
variables across MBTI and ILS are significantly correlated (*p<.05). Both the 
MBTI and ILS are dimensional instruments; as such, pairs of factors are 
expected to have negative or inverse significant correlations. Thus, the analysis 
depicts an inverse correlations between the extraversion and introversion 
factors of MBTI (-.98), sensing and intuition (-.94), thinking and feeling (-.99), 
judging and perceiving (-.98).In the ILS scale, it was also noted that inverse 
correlations were observed between opposite dimensions of the students’ 
learning styles such as;   active and reflective (-.49), sensing and intuiting (-
.54), visual and verbal (-.54), and sequential and global (-.46). Furthermore, 
the data reveals that cross-correlations between some factors in MBTI and ILS 
have significant relationships; for instance, the extraversion factor of MBTI is 
positively correlated with the active learning styles of ILS (.15), the 
introversion factor of MBTI is positively correlated with the reflective learning 
style of ILS (.23). It can be noted that the attributes or characteristics 
embedded in these factors have resemblance as explained by Felder and 
Spurlin (2005) proven as a result of convergent validity of the two instruments. 
Interestingly, the intuiting type (coded as N) in MBTI and the intuiting 
preference (coded as INT) in ILS are also positively correlated (.22); also, the 
sensing type (coded as S) in MBTI and the sensing preference (coded as SEN) in 
ILS are positively correlated (.26). These suggest consistency of responses of 
the participants in the two instruments; this also denotes that MBTI and ILS 
coincide with certain factors being measured 
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Figure 1. Full model:  MBTI Personality Types; Index of Learning Styles. The 
coefficient of personality on learning style is significant, p <.05 

 
Structural Equation Modeling (SEM) was employed to test the study 

hypothesis in which one’s personality affect his ways of viewing himself and the 
world including his ways of absorbing information (learning styles). According 
to Lattin, Carrol, and Green (2003) SEM permits a more general pattern of 
dependence relationship among variables, this also allows us to account for 
measurement errors in observed variables and examine the dependence 
relationships among the underlying constructs. Particularly, the Generalized 
Least Squared (GLS) – Maximum Likelihood (ML) method as implemented 
through Statsoft (STATISTICA 7) –SEPATH computer software was used to 
estimate all models. Path coefficients reported represent standard values. 
Personality (MBTI) was set as the exogenous variable. Personality as latent 
variable has the 8 personality types as its manifest variables. Learning Styles 
(ILS) was set as the endogenous (latent) variables having its manifest variables 
the 8 learning preferences. The full model provided adequate fit to the data, 
X2 =3276.48, p<.01, RMSEA=.023, GFI = .93, AGFI = 0.91.   

As the pattern of association among the main variables of the study 
differ, the data shows that some of the model paths are significant except for 
some paths which are constrained to low parameter values that indicates no 
significance (p<.05). Thus, separate analyses were conducted to determine the 
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effects of each dimension of personality as revealed in MBTI to the different 
factors of ILS. The subsequent analyses present the breakdown (path analysis) 
of each of the 8 temperaments under MBTI to the 8 learning styles of ILS. The 
breakdown intended to explore the effects of each dimension of personality as 
predictors to the engineering students’ learning styles. For this purpose, the 
dimensions were termed as “temperament”, connoting types or tendencies.  

The Path Analysis provided adequate fit to the data, X2 =36280.157 
p<.01, RMSEA=.0295, GFI = .944.  The model also shows the significant effects 
of temperaments as predictors to learning styles or preferences of engineering 
students. 

The data shows that extraversion significantly affects active learning 
style (2.596, p<.05) and reflective learning style (-.0861, p<.05). In the same 
way, introversion significantly affects active learning style (0.446, p<.05) and 
reflective learning style (-.0.376, p<.05). Sensing significantly affects the 
sensing learning styles (1.640, p<.05), visual learning style (-2.164, p<.05), and 
verbal learning style (1.213, p<0.5). Intuition significantly affects intuiting 
learning style (0.819, p<.05), visual learning style (-1.838, p<.05), verbal 
learning style (1.156, p<.05), sequential learning style (0.956, p<.05), and 
global learning style (0.477, p<.05).  Judging significantly affects sequential 
learning style (1.001, p<.05) and global learning style (-1.407, p<.05). 
Perceiving significantly affects sensing learning style (2.105, p<.05) and 
intuiting learning style (1.000, p<.05), thinking and feeling did not yield any 
significant result when tested as predictors to the 8 learning styles. 

 
Discussion  

 
In this section, results and findings are discussed in to three parts. The 

first part is devoted on the descriptive interpretations as well as the 
implications of the association between personality (temperaments) and 
learning styles of engineering students; insights are also provided for 
educators on how a particular type of learner can maximize learning in 
classroom environment. The second part is focused on the discussions about 
the effect of certain temperaments as measured by MBTI to the students 
learning styles. In this portion, temperaments were treated as predictors to 
the learning preferences of students; discussions revolve around the results 
of path analyses conducted using SEM. Lastly, the third part discusses the 
recommendations particularly on how to address the diversities of 
engineering students.  

Personality is indeed a complex system and pattern of traits and 
characteristics of individuals; it is reflected in our responses to the world and 
it tends to be consistent over time. Jung explained personality using a 
typological model; one can be introvert while others are extravert; one can 
be perceiving while others are judging; and so on. Learners as individuals 
respond differently to the environment as a result of their variations in 
personality.   
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It was found in this study that certain personality types of learners are 
significantly related to (positively and negatively) their learning preferences; 
for instance, extraverted persons are most likely active learners; introverted 
persons are most likely reflective learners. Also, the data reveals that the 
participants (engineering students) significantly incline in certain dimensions 
of personality and that of learning styles over the other. For example, 
majority of the participants are extraverted-MBTI (62%) and active learner-
ILS (77%); this means that most of the engineering students prefer to learn 
things by doing and by working in a group; lecturing methodology would not 
be an effective teaching strategy for them (Felder and Soloman, n.d). In 
addition, this implies that engineering will benefit more in group activities, 
hands-on or performance-based learning process and other classroom 
activities which allow students to self-expression. Another finding in relation 
to the participants’ inclination to certain dimensions of personality and 
learning styles is on the sensing dimension, majority of them are classified in 
MBTI as sensing (67%) as well as in ILS (78%); this signifies that most of the 
engineering students tend to like learning facts, solving problems, and hands-
on works. Sensing types of learners resent subject matters that have no 
apparent connection to the real world; from the word sensing itself, learners 
of this type can maximize knowledge acquisition trough practical, 
mechanical and well established methods. Further, according to Felder and 
Soloman (n.d), sensors tend to be patient with details and good at 
memorizing facts and doing hands-on (laboratory) work; they also resent 
being tested on material that has not been explicitly covered in class. 
  It should be noted that some of the factors of personality and learning 
styles (as measured in MBTI and ILS) are not always complementary; they did 
not even yield a significant correlation in the data analysis. Thus, a separate 
analysis should be warranted.  

Analyzing the participants’ learning style preferences, it was revealed 
in this study that majority of them are visual learners (84%); according to 
Felder and Soloman (n.d), visual learners remember best what they see; they 
learn more through images, diagrams, films, and demonstrations. 
Furthermore, descriptive data analysis reveals that majority of the 
engineering students prefer sequential learning (68%); learners of this type 
tend to gain understanding in logical fashion. They prefer to follow logical 
stepwise paths in finding solutions to any problem presented. From the word 
sequential, students who have this learning style may not favor skipping or 
jumping from topics to topics, they favor to stick with the logical sequence 
of learning or acquiring knowledge and skills (Felder and Soloman, n.d).      
 In MBTI, it was revealed that majority of the participants are judging 
(J) type comprising of around 64% of the total samples. In Myer’s observation 
of behavioral pattern, some people habitually use judgment in interacting 
with the outer, extraverted world. People who have judging attitude are 
concerned with making decisions, seeking closure, planning operations, or 
organizing activities. For Thinking-Judging types (TJ), the decision and plans 
are more likely to be based on logical analysis; while for Feeling- Judging 
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types (FJ) decisions and plans are usually based on weighing or assessing 
values (Myers, McCaulley, Quenk, and Hammer, 2003).     
       The gender was used in this study as a potential source of variance of 
the students’ learning styles. This was based on the common assumption that 
males and females learn differently. The use of gender as a factor for 
regression and or variance in relation to learning styles can be seen in previous 
studies (Hull, 2007; Allida and Vyhmeister, 2003; Davis, 2004). Contrariwise, in 
this study gender did not impose significant effect on the students’ learning 
styles. Variations of the participants’ learning styles were not significant, while 
only the extraversion-introversion and thinking-feeling dimensions of MBTI 
significantly differ in terms of gender. 
 In the analysis of effects of personality types to learning styles using 
path analysis, all models provided adequate fit to the data. This implies that 
the number of samples used in the study suffice the necessary requirement in 
order to test for the effects of predictors (personality/temperament) to the 
criterion variables (learning styles). Several models were tested to determine 
how the temperaments affect the learning styles of engineering students. The 
data shows that extraversion and introversion traits can predict active and 
reflective learning styles or preferences; this indicates that the person’s social 
attitude and ways of interacting with other people significantly dictates ones 
learning preference as to whether one will be more interested and effective in 
individual work or group task.  The sensing and intuition traits can predict the 
sensing, visual, and verbal learning styles of students. Based on MBTI Manual 
(2003) sensors are types of persons who rely heavily on facts, this means that a 
person who are high in sensing temperament can be predicted as a sensing type 
of learner who remembers and understands information best if he can see how 
it connects to the real world; a visual type of learner who remembers best 
what he sees like pictures, diagrams, flow charts, time lines, films, and 
demonstrations, and contrarily resents verbal learning which is purely based on 
written and spoken explanations. Opposite to sensing temperament, people 
who are high in intuition temperament prefer intuitive type of learning which 
is inclined on discovering possibilities and relationships, and also on abstraction 
and theorizing; they are most likely verbal learners who are more interested in 
listening to explanations and are more active in group discussions. Moreover, 
people who are high in intuition are most likely global learners who tend to 
learn in large jumps, absorbing material almost randomly without seeing 
connections, and then suddenly "getting it." (Felder & Soloman, n.d). The 
judging trait can predict sequential and global learning styles. This means that 
people who are high in judging temperament are most likely sequential 
learners who tend to gain understanding in linear steps, with each step 
following logically from the previous one; they are less likely global learners 
who try to learn things by getting first the big picture before learning specific 
things.  The perceiving trait can predict sensing and intuiting learning styles. 
Perceiving temperament has something to do with ones adaptability, persons 
who are high in this temperament can be intuiting learners who adapt in the 
world by learning though conceptualization, innovation and formulations. In 
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the same way, people with perceiving temperament can be sensing who 
express adaptability by inclining on factual information and following 
methodical steps. The thinking and feeling traits did not yield any significant 
result when tested as predictors to the 8 learning styles. The thinking 
temperament is related to logic and analysis while the feeling temperament is 
related to warmth and sympathy. In MBTI, these temperaments are typically 
differentiated by genders. One of the possible reasons which may have 
affected the results of this study concerning thinking and feeling temperaments 
is the imbalance in terms of number of participants across genders. It can be 
noted that the female participants in this study is only comprised of 24% of the 
total no. of samples and they are reported with higher mean scores in feeling 
temperament than the male participants. Thus, further study with a balanced 
number of male and female participants is suggested. 
 Learner-centeredness in education involves the assessment of relevant 
abilities, traits and characteristics. Through assessment, educators can provide 
the most appropriate instructional intervention based on the specific needs of 
students. Personality and learning styles as explored in previous studies have 
significant impact on students’ academic performance; thus, these constructs 
should be part of institutional testing and evaluation of students aside from the 
usual assessment of cognitive abilities (i.e., aptitude, intelligence, 
achievement).    
  In consonance with the findings of previous researches, the data in this 
study significantly expresses that engineering students as individuals are unique 
or diverse. This diversity warrants a consideration on the part of engineering 
instructors as to the methods and techniques that they may use in teaching 
engineering students. In relation to this, certain recommendations are offered 
to address the learning needs of engineering students. [1] The institution 
should provide a systematic mechanism in order to avoid the possible negative 
effects of mismatches between students’ learning styles and instructors’ 
teaching styles.  Ignoring the potential negative impact of mismatches may 
lead into several drawbacks like attrition rate in terms of enrollment and 
student-retention percentage; this may also cause possible problems in 
teacher-student relationships; thus, a proposed learner assessment system is 
presented (see Appendix C). [2] For further researches, the investigations on 
the possible correlation of engineering ILS with other variables like the results 
of their entrance examination as well as their GWA before entering college may 
be considered as significant follow through studies.  Through this, the Institute 
will be able to determine all the possible contributing factors which can be 
used as predictors of students’ learning styles and preferences. [3] Concerning 
faculty development, engineering schools should provide seminar-workshops to 
train faculty members on various teaching methodologies that will effectively 
cater the learning needs and expectations of engineering students. 
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Appendix A 

MBTI Types and Learning Strategies 

 
 
 
 
 

 

 

 

 

 

 

 

 

ISTJ 

Linear learner with a 

strong desire for order.  

Prefers hands-on, direct 

experience, audio-

visuals, lectures with 

well-defined goals.  

Enjoys working alone.  

Prefers practical tasks. 

ISFJ 

Linear learner with strong 

need for order.  Likes 

listening to lectures, audio-

visuals, and practical 

assignments.  Enjoys 

working alone. 

INFJ 

Global or linear.  Wants 

to study theory first, then 

applications.  Enjoys 

working alone.  Prefers 

open-ended instruction.  

Likes harmony in class. 

INTJ 

Global or linear.  Wants to 

study theory first, then 

applications.  Enjoys working 

alone.  Prefers open-ended 

instruction.  Good at pen-and-

paper tests. 

ISTP 

Linear learner.  Needs 

help getting organized.  

Likes hands-on, direct 

experience, lectures and 

audio-visuals.  Enjoys 

working alone. 

 

ISFP 

Linear learner.  Needs help 

getting organized.  Likes 

hands-on, direct experience, 

audio-visuals, and practical 

assignments.  Needs well-

defined goals and harmony 

in class.  Enjoys working 

alone. 

INFP 

Global learner.  Needs 

sensitive instructor.  

Likes reading, listening, 

and autonomy.  Wants to 

study theory first, then 

applications.  Likes 

harmony.  Prefers open-

ended instruction.  

Enjoys working alone. 

INTP 

Global learner.  Needs 

sensitive instructor.  Likes 

reading, listening, and 

autonomy.  Wants to study 

theory first, then applications.  

Good at pen-and-paper tests.  

Prefers open-ended instruction 

and enjoys working alone. 

ESTP 

Linear learner.  Needs 

help getting organized.  

Likes to know “why” 

before doing an 

assignment.  Likes 

group projects, class 

discussions, teamwork, 

hands-on, direct 

experience, and audio-

visuals. 

ESFP 

Linear learner.  Needs help 

getting organized.  Likes 

hands-on, direct experience, 

audio-visuals, practical 

assignments, and class 

reports.  Needs to know 

“why” before doing an 

assignment.  Likes orderly, 

well-defined goals. 

ENFP 

Global learner.  Needs 

sensitive instructor.  

Likes seminars and 

reading (if interesting).  

Likes harmony in class, 

group projects, team 

assignments, class 

reports and autonomy. 

ENTP 

Global learner.  Needs 

sensitive instructor.  Likes 

autonomy, seminars, reading 

and listening.  Wants to study 

theory first, then applications.  

Good at pen-and-paper tests.  

Prefers open-ended instruction. 

ESTJ 

Linear learner with 

strong need for 

structure.  Likes to 

know “why” before 

doing an assignment.  

Likes hands-on, direct 

experience, group 

projects, class reports, 

team projects, practical 

tests and audio-visuals. 

ESFJ 

Linear learner with strong 

need for structure.  Needs 

well-defined goals and to 

know “why.”  Values 

harmony in group work, 

team projects and class 

reports.  Likes audio-visuals 

and practical assignments. 

ENFJ 

Global or linear.  Likes 

seminars, reading (if 

interesting).  Likes 

harmony in class, 

listening, and pen-and-

paper tests.  Prefers 

open-ended instruction. 

ENTJ 

Global or linear.  Likes 

seminars, reading (if 

interesting), group projects, 

listening, class reports, team 

assignments, and pen-and-

paper tests.  Prefer open-ended 

instruction. 
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If your score on a scale is 1-3, you are fairly well balanced on the two dimensions of that scale. 

If your score on a scale is 5-7, you have a moderate preference for one dimension of the scale and will 

learn more easily in a teaching environment which favors that dimension. 

If your score on a scale is 9-11, you have a very strong preference for one dimension of the scale. You 

may have real difficulty learning in an environment which does not support that preference. 

We suggest you print this page, so that when you look at the explanations of the different scales you 

will have a record of your individual preferences. 

For explanations of the scales and the implications of your preferences, click on

Learning Style Descriptions. 

For more information about learning styles or to take the test again, click on

Learning Style Page. 
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Appendix C 
A Proposed Learner Assessment System 
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The study investigated whether the pattern of 
relationships among five dimensions of eating 
disorder would change among female and male 
participants. A scale was constructed to 
diagnose five dimensions of eating disorder 
namely: dieting, use of pills and laxatives, self-
starvation, forced vomiting and disordered 
eating. Reliability coefficient of the whole scale 
is high (.95). Confirmatory Factor Analysis (CFA) 
was conducted to establish the factor structure 
of the checklist. The five dimensions of eating 
attitudes were intercorrelated separately among 
female and male participants. The 
intercorrelations were stronger among female 
participants. Implications on gender difference 
were further discussed in the study.  
 
Keywords: Eating attitudes, gender difference, 
eating disorder 

 
 

he onset of puberty creates numerous 
changes that may set the stage for 
weight and shape concerns. Recent 

studies support the contention that eating 
disorders typically emerge during 
adolescence (Hoek & Hoeken, 2003; Van 
Son, Van Hoeken, Bartelds, Van Furth & 
Hoek, 2006; Shapiro-Weiss & Shapiro-Weiss, 
2001).  The rapid physical development 
during adolescence brings about striking 
concepts of an ideal body image and the 
adolescents’ views of their own body image 
(Harris, King, Gordon-Larsen, 2003). 
According to Griffiths and McCabe, (2000), 
McCabe and Ricciardelli (2003), Phares, 
Steinberg and Thompson (2004), Wiseman, 
Peltzman, Halmi, and Sunday (2004), 
adolescents’ body image, specifically body 
dissatisfaction, is closely linked with the 
occurrence of eating disorders and dieting.   

Most studies on eating disorders have 
primarily focused on women (Tylka & 
Subich, 2002). Grabe and Hyde (2006) 
confirm that previous research on body 
image and eating disorders dealt more on 
female adolescents and less on males since 
such issues are closely identified with  

T 
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women.  Although eating disorders seem to be more frequently associated with 
women, a significant proportion of men also manifest disordered eating 
attitudes (Shapiro-Weiss & Shapiro-Weiss, 2001). Pope, Philips, and Olivardia 
(2000) suggest that the focus on males and body image is considered a current 
occurrence because poor body image and eating disorders are commonly 
referred as women’s concerns. Recent research found that males are not 
immune to body concerns, poor body image and pressure to fit societal ideal 
(Cash, Morrow & Hrabovsky, 2004; McCabe & Ricciardelli, 2001; McCabe & 
Ricciardelli, 2003).  While female adolescents aspire for the thin ideal, the 
males work on muscle building to attain the culturally defined images of males 
portrayed in the media (Ricciardelli & McCabe, 2003).  Compared to adolescent 
males who tend to employ exercise and utilize food supplements to achieve the 
ideal muscular physique, the females are bent on losing weight and trying to be 
thin (McCabe & Ricciardelli, 2003).  

 Young girls who rely on magazines and advertising as relevant sources of 
information on the ideal body and how to attain it are more likely to be 
dissatisfied with their physical appearance due to the possible discrepancies 
that they will discover (Levine & Smolak, 2002).  Watching television has also 
been linked to increased desire to have a thin body and to engage in disordered 
eating among female adolescents (Harrison & Hefner, 2006). Males also respond 
to societal pressures to achieve the ideal male body (Leit, Gray, & Pope, 2002). 
However, cross-sectional studies suggest that unlike females, males tend to see 
lesser pressures from media to reach the socio-cultural ideal (McCabe & 
Ricciardelli, 2001). In contrast to women who are pressured to shed pounds and 
achieve a specific body weight and shape, young males want to increase muscle 
since they perceive themselves as thinner and less muscular (Frederick, 
Gordon, Grigorian, & Jarcho, 2007; Corson & Andersen, 2002; Davis, Karvinen & 
McCreary, 2005). Meanwhile, there is some evidence that exposure to the ideal 
male body results in negative affect and negative body-related perceptions 
among boys and men (Halliwell, Dittmar & Osborn, 2007; Leit, Gray et al, 2002) 
although the impact of such exposure might depend on the nature of the 
images presented (Farquhar & Wasylkiw, 2007).  

 According to Vartanian (2009), whereas the measure of attractiveness 
for women is an unrealistically thin body, the standard of attractiveness for 
men is a lean and muscular body that is also unrealistic to achieve. This is 
reiterated in other studies which confirm that while negative self-evaluation 
brings about dieting behavior and eating disorders in females, body image 
concerns in males are quite related to low self-esteem and are linked to risky 
eating patterns and steroid use to gain muscle mass (Cash, et al, 2004; McCabe 
& Ricciardelli, 2001; McCabe & Ricciardelli, 2003; Button, Loan, Davies & 
Sonuga-Barke, 1997; Blouin & Goldfield, 1995).  Research evidence also points 
out that negative body-related perceptions among boys and men result from 
exposure to the ideal male body (Halliwell, Dittmar, & Orsborn, 2007; Leit, 
Gray, et al, 2002) As such, body dissatisfaction among men contributes to 
unhealthy weight-control behaviors (Smolak, Levine, & Thompson, 2001). 
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Similarly, body dissatisfaction among women (Cafri, Yamamiya, Brannick, & 
Thompson, 2005), may lead to disordered eating behavior (Stice, 2002). 

According to previous research, girls demonstrated higher levels of 
overall eating disorder symptoms than boys (Shapiro-Weiss & Shapiro-Weiss 
2001). Girls reported a greater desire to be thin, more dieting behaviors and 
dissatisfaction with their bodies (Presnell, Bearman, & Stice,   2004). Although 
other eating disorder symptoms are more typically seen among women, bulimic 
behaviors are exhibited by boys at a similar rate with girls (American 
Psychiatric Association, 2000; Vincent & McCabe, 2000). There is also some 
evidence that adolescent males engage in unhealthy weight-control behaviors 
due to body dissatisfaction and societal pressures that are similar to those 
experienced by young women (Smolak, Levine, & Thompson, 2001). 
Furthermore, recent research has demonstrated the link between body 
dissatisfaction, dietary restraint (Heywood & McCabe, 2006; Markey & Markey, 
2005), and drive for thinness (McCabe, Ricciardelli, & James, 2007) across 
genders. 

The objective of the study is to compare the eating attitudes of 
adolescent males and females. Gender is used as moderator for the 
intercorrelations among the factors of eating attitudes.  
 
 

Method 
 
Participants 

 
Participants were 204 males and 211 females across all courses and year 

levels from an urban college. There are 191 Filipino males and 186 Filipino 
females. The other respondents are of varied nationalities such as Chinese, 
Korean, Taiwanese, Japanese and Vietnamese. The age range of all 
respondents is from 15 to 24. The mean age of females is 21 while the mean 
age of males is 19.5. 
 
Instrument 
 

The Eating Attitude Scale was developed and pilot tested by the 
researcher to assess eating attitudes of male and female adolescents. It is 
composed of 18 items and 5 subscales namely Self Starvation, 5 items; Forced 
Vomiting, 2 items; Dieting, 5 items; Disordered Eating, 4 items and Pills and 
Laxative Use, 2 items. Responses are based on the duration of six months up to 
present. The scales are always (5), usually (4), often (3), sometimes (2), rarely 
(1), and never (0). Demographic information is required such as age, sex, 
height, weight, ideal weight and nationality. The factorial validity of the Eating 
Attitude Scale was tested using Confirmatory Factor Analysis. The results 
indicated that the data supports a five-factor structure. The five dimensions 

were significant components of eating disorder with adequate fit (2=16.53, 
RMSEA=.02, GFI=.95). 
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Procedure 
 
 The questionnaires were administered to male and female students by 
class section and in small groups. They were informed that the study will be 
used in the body image and weight management program for the student 
population. No compensation was offered and all the respondents were assured 
that their responses would be treated with utmost confidentiality.  
 
Data Analysis 
 
 Descriptive statistics (mean and standard deviation) and t-test were 
used to obtain descriptions of two independent samples, male and female 
groups. Factor analysis was employed to come up with a profile of similarities 
and differences in the eating behavior patterns of the male and female 
participants. Moderation analysis was also utilized to compare the strength of 
coefficients between male and female respondents.  
 

 
Results 

 
 The mean scores of males and females on the eating attitudes were first 
compared using t-test for independent samples. Factor analysis was conducted 
to determine the loadings of the five subscales of eating attitudes for males 
and females. Intercorrelations of these five subscales were also conducted 
separately for males and females. 
 
Table 1 
Means and Standard Deviations of the Eating Attitudes for Males and 
Females  
 

 
Males Females 

 

 
M SD N M SD N t 

Forced 
vomiting 0.38 1.01 204 0.41 0.82 211 -0.28 

Self-starvation 6.42 4.41 206 0.67 1.37 211 18.05** 

Dieting 8.07 4.46 206 8.65 4.88 211 -1.27 
Disordered 
Eating 6.88 3.22 206 8.52 4.71 211 -4.14* 

Pills Laxatives 0.59 1.35 206 6.88 3.14 211 -26.46* 

*p<.05 
**P<.01 
 

The comparison of mean scores showed that males are significantly 
higher on self-starvation (M=6.42) while females are significantly higher on 
disordered eating (M=8.52) and the use of pills and laxatives (M=6.88).  
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Factor analysis (principal components without rotation) was conducted 
to determine under which gender each subscale of the eating attitude will 
highly load on. This determined which gender are the correlations of the 
factors higher. 
 
Table 2 
Factor Loadings of the Eating Attitudes for Male and Female Participants 
 

 
Males Females 

Forced  vomiting .67 .70 

Self-starvation .79 .85 

Dieting .76 .78 

Disordered eating .40 .47 

Pills and Laxatives .76 .79 

Expl.Var 2.40 2.67 

Prp.Totl 0.48 0.53 

 
The result of the factor loadings showed higher variance explained for 

the female participants. All factors of eating attitudes loaded highly among 
females as compared to males. This indicates that the factors of the eating 
attitudes are strongly related for the female sample. To investigate further this 
notion, a separate correlation matrix was reported for males and females. 
 
Table 3 
Correlation of Eating Attitudes among Female Participants 
 

  
1 2 3 4 5 

1 Forced vomiting --- 
    2 Self-starvation .47* --- 

   3 Dieting .32* .70* --- 
  4 Disordered eating .25* .25* .24* --- 

 5 Pills and laxatives .53* .53* .47* .27* --- 

*p<.05 
**p<.01 
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Table 4 
Correlation of Eating Attitudes among Male Participants 
 

  
1 2 3 4 5 

1 Forced vomiting --- 
    2 Self-starvation .32* --- 

   3 Dieting .32* .60* --- 
  4 Disordered eating .11 .21* .23* --- 

 5 Pills and laxatives .51* .47* .37* .18 --- 

*p<.05 
**p<.01 
 
 

Results showed that among female respondents, there are significant 
intercorrelations of all the subscales of the eating attitudes. Among the male 
respondents, similar results were found except that disordered eating is not 
significantly related to forced vomiting and the use of pills and laxatives. The 
correlations of the eating attitudes are stronger for the female participants. 
This further supports the factor analysis conducted. 
 
 

Discussion 
  

As previous studies have suggested on the susceptibility of females on 
eating attitude concerns, the present study shows that all eating disorder 
factors loaded highly among female participants. While males fared 
significantly higher than females on starving themselves, the female group was 
higher on their disordered eating habits as well as on their relying on pills and 
laxatives to manage their weight. Those females who engage in self-starvation, 
dieting, disordered eating and those who take pills and laxatives employ forced 
vomiting to regulate their weight. It is evident that those who diet, take pills 
and laxatives and adopt disordered eating habits would surely starve 
themselves to become thin. Those who restrict their diet are most likely into 
disordered eating and making use of pills and laxatives. It is also apparent that 
females who take laxatives are having disordered eating regimen. 
 The correlation relationships are slightly different among the male 
respondents. Those who force vomit are into self-starvation, dieting and taking 
laxatives with the exception of having disordered eating habits. However, the 
male group, just like the females who engage in self-starvation, also diet, 
embrace disordered eating attitudes and use laxatives and pills in their weight 
management. Both male and female respondents who indulge in dieting are 
seemingly preoccupied with taking pills and laxatives and disordered eating 
concerns. 
 The Eating Attitude Scale provides clinicians with a brief five factor 
assessment instrument that can be utilized in measuring eating disorder habits 
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and attitudes of adolescent men and women. It is an easy scoring scale of 18 
items that can give a simple appraisal of anorexic and bulimic symptoms.   
 The purpose of the study is to compare the eating behaviors of male and 
female adolescents using gender as moderator of factors of eating attitudes. 
The descriptive statistics showed significant comparisons by gender on eating 
attitude factors such as self-starvation, disordered eating habits and use of pills 
and laxatives. It has also shown that all eating disorder factors were observed 
mainly among the female group. An extensive description of relationships 
between factors provided a thorough profile of gender differences on eating 
attitudes.  
 The Eating Attitude Scale can be a handy assessment measure for 
researchers and counselors in early detection of eating behavior symptoms 
among male and female adolescents. Previous studies have shown that eating 
disorder prevention programs are largely unsuccessful, so one possible 
approach would be to concentrate on the promotion of healthy lifestyles and 
self-image (Lindner, Hughes, & Fahy, 2008).  Extensive school programs on 
body image, healthy weight management, self-esteem and stress management 
can be organized to educate those who would be diagnosed that need help in 
dealing with their eating attitudes.  
  

References 
 
American Psychiatric Association (2000). Diagnostic and statistical manual of 

mental disorders (4th ed.). Washington, DC: American Psychiatric 
Association.  

Blouin A. G., & Goldfield G. S. (1995). Body image and steroid use in male body 
builders. International Journal of Eating Disorders, 18, 159-165. 

Button E. J., Loan P., Davies J., & Sonuga-Barke, E. J. S. (1997). Self-esteem, 
eating problems, and psychological well-being in a cohort of schoolgirls 
aged 15-16: A questionnaire and interview study. International Journal 
of Eating Disorders, 21, 39-47. 

Cafri, G., Yamamiya, Y., Brannick, M., & Thompson, J. K. (2005). The influence 
of socioculturel factors on body image: A meta-analytic review. Clinical 
Psychology: Science and Practice, 12, 421-433. 

Cash T. F., Morrow J. A., & Hrabovsky, J. I. (2004). How has body image 
changed? A cross-sectional investigation of college women and men from 
1983 to 2001. Journal of Consultation and Clinical Psychology, 6, 1081-
1089. 

Corson P. W., & Andersen, A.E. (2002). Body image issues among boys and men. 
In T. F. Cash & T. Pruzinsky (Eds.), Body image: A handbook of theory, 
research, and clinical practice (pp. 192-199). New York: The Guilford 
Press.192-199. 

Davis C., Karvinen K., & McCreary D. R. (2005). Personality correlates of a drive 
for muscularity in young men. Personality and Individual Differences, 
39, 349-359. 



The Assessment Handbook, Vol. 4(1), 2010     45 

 

ISSN 2094-1412, PEMEA, December 2010 

 

Farquhar, J. C., & Wasylkiw, L. (2007). Media images of men: Trends and 
consequences of body conceptualization. Psychology of Men and 
Masculinity, 8, 145-160. 

Frederick D. A., Gordon B. F., Grigorian D. A., & Jarcho J. M. (2007). The UCLA 
body project I: gender and ethnic differences in self-objectification and 
body satisfaction among 2,206 undergraduates. Sex Roles, 57, 317-327. 

Grabe, S., & Hyde, J. S. (2006). Ethnicity and body dissatisfaction among 
women in the United States. Psychological Bulletin, 32(4), 622–640. 

Griffiths, J. A., & McCabe, M. P. (2000). The influence of significant others on 
disordered eating and body dissatisfaction among early adolescent girls. 
European Eating Disorder Review, 8(4), 301–314. 

Halliwell, E., Dittmar, H., & Orsborn, A. (2007). The effects of exposure to 
muscular male models among men: Exploring the moderating role of gym 
use and exercise motivation. Body Image, 4, 278-287. 

Harris, K. M., King, R. B., & Gordon-Larsen, P. (2003). Healthy habits among 
adolescents: sleep, diet, exercise, and body image. Washington, DC: 
Child Trends.  

Harrison K., & Hefner V. (2006). Media exposure, current and future body 
ideals, and disordered eating among preadolescent girls: A longitudinal 
panel study. Journal of Youth Adolescence, 35(2),153–163.  

Heywood, S., & McCabe, M. P. (2006). Negative affect as a mediator between 
body dissatisfaction and extreme weight loss and muscle gain behaviors. 
Journal of Health Psychology, 11, 833-844. 

Hoek, H., & Hoeken, D. V. (2003). Review of prevalence and incidence of 
eating disorders. International Journal of Eating Disorders, 34, 383-396. 

Leit, R. A., Gray, J. J., & Pope, H. G., Jr. (2002). The media's representation 
of the ideal male body: A cause for muscle dysmorphia? International 
Journal of Eating Disorders, 31, 334-338. 

Levine M. P., & Smolak, L. (2002). Body image development in adolescence. In 
Cash, T. F., Pruzinsky T., (eds.), Body image: A handbook of theory, 
research, and clinical practice (pp. 74–82). New York: The Guilford 
Press. 

Lindner, D., Hughes, A., & Fahy, R. (2008). Eating pathology and social 
comparison in college females. North American Journal of Psychology, 
10(3), 445-462. 

Markey, C. N., & Markey, P. M. (2005). Relations between body image and 
dieting behaviors: An examination of gender differences. Sex Roles, 53, 
519-530. 

McCabe, M., Ricciardelli, L., & James, T. (2007). A longitudinal study of body 
change strategies of fitness center attendees. Eating Behaviors, 8, 492-
496. 

McCabe M. P., & Ricciardelli, L. A. (2003). Body image and strategies to lose 
weight and increase muscle among boys and girls. Health Psychology, 
22(1), 39–46.  



The Assessment Handbook, Vol. 4(1), 2010     46 

 

ISSN 2094-1412, PEMEA, December 2010 

 

McCabe M. P., & Ricciardelli, L. A. (2003). A longitudinal study of body change 
strategies among adolescent males. Journal of Youth Adolescence, 32, 
105-114.  

McCabe M. P., & Ricciardelli, L. A. (2001). Parent, peer, and media influences 
on body image and strategies to both increase and decrease body size 
among adolescent boys and girls. Adolescence, 36, 225-240. 

Phares, V., Steinberg A. R., & Thompson, J. K. (2004). Gender differences in 
peer and parental influences: Body image disturbance, self-worth, and 
psychological functioning in preadolescent children. Journal of Youth 
Adolescence, 33(5), 421–429. 

Pope H. G. Jr., Phillips, K. A., & Olivardia, R. (2000). The Adonis complex: How 
to identify, treat, and prevent body obsession in men and boys. New 
York: Touchstone. 

Presnell, K., Bearman, S. K., & Stice, E. (2004). Risk factors for body 
dissatisfaction in adolescent boys and girls: A prospective study. 
International Journal of Eating Disorders, 36(4), 389–401. 

Ricciardelli, L. A., & McCabe, M. P. (2003) Sociocultural and individual 
influences on muscle gain and weight loss strategies among adolescent 
boys and girls. Psychology in the Schools, 40(2), 209–224. 

Shapiro-Weiss, G. D., & Shapiro-Weiss, J. S. (2001). Recent advances in child 
psychiatry: Eating disorders common in high school students. The 
Psychiatric Guide, 8, 13. 

Smolak, L., Levine, M. P., & Thompson, J. K. (2001). The use of the 
Socioculturel Attitudes Toward Appearance Questionnaire (SATAQ) with 
middle school boys and girls. International Journal of Eating Disorders, 
29, 216-223. 

Stice, E. (2002). Risk and maintenance factors for eating pathology: A meta-
analytic review. Psychological Bulletin, 128, 825-848. 

Tylka, T. L., & Subich, L. M. (2002). A preliminary investigation of the eating 
disorder continuum with men. Journal of Counseling Psychology, 49, 
273-279. 

Van Son, G. E., Van Hoeken, D., Bartelds, A. I. M., Van Furth, E. F., & Hoek, H. 
W. (2006). Urbanisation and the incidence of eating disorders. The 
British Journal of Psychiatry, 189, 562-3.  

Vartanian, L. R. (2009). When the body defines the self: Self-concept clarity, 
internalization and body image. Journal of Social and Clinical 
Psychology, 28(1), 94-127. 

Vincent, M. A., & McCabe, M. P. (2000). Gender differences among adolescents 
in family, and peer influences on body dissatisfaction, weight loss, and 
binge eating behaviors. Journal of Youth and Adolescence, 29, 205–221. 

Wiseman, C. V., Peltzman, B., Halmi, K. A., & Sunday, S. R. (2004). Risk 
factors for eating disorders: Surprising similarities between middle 
school boys and girls. Eating Disorders, 12(4), 315–320. 

 
 
 



The Assessment Handbook, Vol. 4(1), 2010     47 

 

ISSN 2094-1412, PEMEA, December 2010 

 

Delma Robles is presently a counselor at the De La Salle-College of Saint 
Benilde. Further correspondence can be sent to her at De La Salle-College of 
Saint Benilde 2544 Taft Ave. Manila, Philippines.  
e-mail: roblesd@dls-csb.edu.ph 
 

mailto:roblesd@dls-csb.edu.ph


The Assessment Handbook, Vol. 4(1), 2010     48 

 

 

ISSN 2094-1412, PEMEA, December 2010 

 

 
 
 
 
 
 
 
 
 
 
 
 
World Bank 
Evaluation 
Studies on 
Educational 
Policy 

 
Carlo Magno 
De La Salle University, 
Manila, Philippines 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

This report synthesized the completed 
evaluation studies on educational policy 
conducted by the World Bank from 1990-2006. 
There were 28 studies identified within the area 
of evaluation of educational policies. Through 
vote counting the studies were synthesized 
according to the following classifications: (1) 
Number of evaluation studies completed each 
year; (2) areas of investigation; (3) evaluation 
study for each country; (4) methods used for 
each evaluation study; and (5) models of 
evaluation used. Based on the findings, four 
recommendations were provided for future 
educational evaluation studies. 
 
Keywords: Evaluation studies, educational 
policies, evaluation models 

 
his report provides a panoramic view of 
different studies on education sponsored 
by the World Bank focusing on the 

evaluation component. The report 
specifically presents completed studies on 
educational policy from 1990 to 2006. A 
panoramic view of the studies was presented 
showing the area of investigation, evaluation 
model, method used, and recommendations. 
A synthesis of these reports was shown in 
terms of the areas of investigation, content, 
methodology, and model used through vote 
counting. The vote counting is a modal 
categorization assumed to give the best 
estimate of selected criteria (Bushman, 
1997).  

 The World Bank provides support to 
education systems throughout the 
developing world.  Such support is broadly 
aimed at helping countries attain the 
objectives of “Education for All” and 
education for success in the knowledge 
economy.  An important goal is to tailor 
bank assistance to region- and country-
specific factors such as demographics, 
culture, and the socio-economic or 
geopolitical climate. Consequently, the top 
priority is to inform development assistance 
with the benefit of country-specific analysis 

T 
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examining (1) what factors drive education outcomes; (2) how do they interact 
with each other; (3) which factors carry the most weight and which actions are 
likely to produce the greatest result; and (4) where do the greatest risks and 
constraints lie. The World Bank classify the countries according to different 
regions such as Sub-Saharan Africa, East Asia and the Pacific, Europe and 
Central Asia, Latin America and the Carribean, and Middle East and North 
Africa. 
 
Areas of Investigation 
 
 There are 28 studies done on educational policy with an evaluation 
component. Education studies with no evaluation aspect were not included. 
The different areas of investigation were enumerated and the number of 
studies conducted for each country according to the sequence of years was 
counted (see Table 1). Most of the studies on educational policy are targeting 
the basic needs of a country and specified region of the world such as the 
effectiveness of education in the basic education, tertiary, critical periods such 
as child development programs, and promoting adult literacy. From the earliest 
period (1990’s) the trend of the studies done are on Information and 
Communications Technology (ICT) on basic education. The pattern for the 21st 
century studies shows a concentration in evaluating the implementation of 
tertiary education across countries. This is critical since developing nations rely 
on the expertise produced by its manpower in the field of science and 
technology. For the latest period, a new area of investigation which is language 
learning was explored due to the recognition of globalization on some countries 
like Vanuatu.    

It is shown in Table 1 that most studies on educational policy were 
conducted for the year 2000 since it is a turning point of the century. For the 
coming of a new century much is being prepared and this is operationalized by 
assessing a world wide report on what has been accomplished from the recent 
20th century. The studies typically cover a broad range of education topics 
such as school self-evaluation, early child development, basic education, adult 
literacy, and tertiary distance education. These areas of investigation cover 
most of the fields done for the 20th century and an overall view of what has 
been accomplished was reported. It can also be noted that there is an increase 
of studies conducted at the start of the 21st century. This can be explained 
with the growing trend in globalization where communication across countries 
is more accessible. It can also be noted that no studies were completed on 
educational policy with evaluation for the years 1993, 1995, 1997, and 2005. 
The trend in the number of studies shows that consequently, after a year, a 
study gives more generalized findings since it covered a larger and wide array 
of sampling where a long period of time was taken to finish. More results are 
expected before the end of 2005. The trend of studies across the years is 
significantly different with the expected number of studies as revealed using a 

one-way chi-square where the computed value (2=28.73, df=14) exceeds a 
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probability of error. There is a significant large concentration of evaluation 
studies conducted in the year 2000. 
 
Table 1 
Counts of Area of Investigation From 1990 - 2006 
 

Year Country Area of Investigation No. of  
Studies 

Total no. of 
Studies per 

year 

2006 Vanuatu Language learning 1 1 

2005  None 0 0 

2004 Indonesia 
Thailand 

Undergraduate/Tertiary 
Education 

2 5 

 Senegal Adult Literacy 1  
 Different 

Regions, 
Columbia 

Early Child Development 2  

2003 Thailand Undergraduate/Tertiary 
Education 

1 2 

 Different 
Regions 

AIDS/HIV Prevention 1  

2002 Different 
regions 

Textbook/Reading 
materials 

1 2 

 Africa Secondary Education 1  

2001 Brazil Early Child Development 1 2 
 China Secondary Education 1  

2000 Different 
Regions 

School Self-evaluation 1 7 

 Different 
Regions 

Early Child Development 1  

 Pakistan, Cuba Basic Education 3  
 Africa Adult Literacy 1  
 Africa Tertiary Distance 

Education 
1  

1999 USA Test Evaluation 1 3 
 Different 

Regions 
Infant Care 1  

  Early Child Development 1  

1998 Different 
Regions 

Teacher Development 1 2 

 Different 
Regions 

ICT 1  

1997  None 0 0 

1996 Different 
Regions 

Basic Education (school 
financing) 

1 2 

 Chile ICT 1  

1995  None  0 

1994 Philippines Vocational Education 1 1 

1993  None  0 

1992 Different 
Regions 

Secondary Education 1 1 

    Total=28 
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Table 2 
Counts of Area of Investigation From 1990 - 2006 
 

Area of Investigation Number of Studies 

Language learning 1 
Undergraduate/Tertiary Education 4 
Adult literary 2 
Early Child Development 5 
AIDS/HIV Prevention 1 
Textbook/Reading material 1 
Secondary education 3 
School Self-evaluation 1 
Basic education 4 
Test Evaluation 1 
Infant Care 1 
ICT 2 
Teacher Development 1 
Vocational Education 1 

 
 Table 2 shows the number of studies conducted for every area in line 
with educational policy with evaluation. Most of the studies completed and 
funded are in the area of early child development followed by tertiary 
education and basic education. This can be explained by the increasing number 
of early child care programs around the world that needs to be evaluated in 
terms of its effectiveness at a certain period of time. Much of the concern is on 
early child development since it is a critical stage in life which evidently results 
to hampering the development of an individual if not cared for at an early age. 
This also shows the increasing number of children where their needs are 
undermined and intervention has to take place. These programs sought the 
assistance of the World Bank because they need further funding for the 
program to exist. Having an evaluation of the child program likely supported 
the approval for further grant.  
 Somehow there are a large number of studies on basic and tertiary 
education where its effectiveness is evaluated. Almost all countries offer the 
same structure of education world wide in terms of the level from basic 
education to tertiary education. These deeply need attention since it is a basic 
key to developing nations which is to improve the quality of their education. 
The quality of people with skills depend on the countries overall labor force.  
 When the observed counts of studies for each area of interest is tested 

for significant differences, the computed chi-square value (2=13, df=13) did 
not reach significance at 5% level. This means that the observed counts per 
area do not significantly differ to what is expected to be produced. There is at 
least an equal distribution of studies conducted within each area of 
investigation. 
 
 



The Assessment Handbook, Vol. 4(1), 2010     52 

 

 

ISSN 2094-1412, PEMEA, December 2010 

 

Table 3 
Study Grants by Country 
 

Country No. of studies 

Vanuatu 1 
Indonesia 1 
Thailand 1 
Senegal 1 
Different Regions 10 
Brazil 1 
China 1 
Pakistan 1 
Cuba 1 
Africa 2 
USA 1 
Chile 1 
Philippines 1 

  
 The studies done for each country are almost equally distributed except 
for Africa with two studies from 1990 until the present period. There is a bulk 
of studies done worldwide which covers a wider array of sampling across 
different countries. The world wide studies usually evaluate common programs 
across different countries such as teacher effectiveness and child development 
programs. There is great difficulty to come up with an efficient judgment of 
the overall standards of each program separately. The advantage of having a 
world wide study on educational programs for different regions means having a 
simultaneous description of the common programs that are running and the 
funding is most likely concentrated to one team of investigators rather than 
separate studies with different fund allocations. Another is the efficiency of 
maintaining consistency of procedures across different settings. The same 
standards of investigation were maintained for each country.   
 In the case of Africa, two studies were granted concentrating on adult 
literacy and distance education because these educational programs are 
critical in their country as compared to others. As shown in the demographics 
of the African region that their programs (adult literacy, distance education) 
are increasingly gaining benefits for its stakeholders. There is a report of 
remarkable improvement on their adult education and more tertiary students 
are benefiting from the distance education. Since the programs are improving, 
much funding is needed to continue the development. 

When the number of studies are tested for significance across countries, 

the chi-square computed (2=35.44, df=12) reached significance against a 

critical value of  2=21.03 at 5% probability levels. This means that the number 
of studies for each country differs significantly to what is expected to be 
produced. This is also due to having a large concentration of studies for 
different regions as compared to minimal studies for each country which made 
the difference.  
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Method of Studies 
 
 Various methodologies were used to investigate the effectiveness of 
educational programs across different countries. It can be seen in the reports 
that there is not much concentration and elaboration on the use and 
implementation of the procedures done to evaluate the programs. Most reports 
only mentioned the questionnaires and assessment techniques used. There are 
some that mentioned a broad range of methodologies such as quasi-
experiments and case studies but the specific designs are not indicated. It can 
also be noted that the reports written by researchers/professors from 
universities are very clear in their method which is academic in nature but 
World Bank personnel writing the report tends to focus on the justification of 
the funding rather than the clarity of the research procedures undertaken. It 
can also be noted that the reports did not show any parts of the methodology. 
Most presented the introduction and some justifications of the program and 
later in the end the recommendations. The methodologies are just mentioned 
and not elaborated within the report and only mentioned on some parts of the 
justification of the program.    
 
Table 4 
Counts of Methods Used 
 

Method Counts 

Questionnaires/Inventories/Tests 4 
Quasi Experimental 5 
True Experimental 1 
Archival Data (Analyzed available 
demographics) 

6 

Observations 1 
Case Studies 1 
Surveys 1 
Multimethod 9 

 
 It can be noted in Table 4 that most studies employ a multimethod 
approach. The multimethod approach creates an efficient way of cross-
validating results for every methodology undertaken. One result in one method 
can be in reference to another result to another method which makes it 
powerful than using a single method. Since evaluation of the program is being 
done in most studies, it is indeed better to consider using a multimethod 
approach since it can generate findings where the researcher can arrive with 
better judgment and description of the program.  
 It can also be noted that most studies are also using archival data to 
make justifications of the program. Most of the researchers make reference to 
the archival data in coming up with inferences from enrollment percentage, 
drop out rates, achievement levels, and statistics on physical conditions such as 
weight and height etc. which can be valid. But they do not directly assess the 
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effectiveness of the program. The difficulty of using these statistics is that they 
do not provide a post measurement of the program evaluated. These may be 
due to the difficulty of arriving with national surveys on achievement levels 
and enrollment profiles of different educational institutions which is done 
annually but may not be in concordance with the timetable of the researchers. 
It is also commendable that a number of studies are considering the use of 
quasi-experimental designs to directly assess the effectiveness of educational 
programs.     
 The counts of the methodologies used is tested for significance, the 

computed chi-square value (2=18.29, df=7) reached significance over the 

critical chi-square value of 2=14.07 with 5% probability of error. This shows 
that the methodologies used significantly varies to what is expected with high 
frequency on multimethod approaches.   
 
The Use of Evaluation Models 
 
 The evaluation methods used by the studies were counted. There was 
difficulty in identifying the models used since the researchers did not 
specifically elaborate the evaluation or framework that they used. It can also 
be noted that the researchers are not really after the model but in establishing 
the program or continuity of the program. There are marked difference 
between university academics and World Bank personnel in doing the study. 
The personnel are not every elaborate in their assessment due to the lack of 
guidance from a model and academics would specifically state the context but 
somehow failed to elaborate in the process like adopting a CIPP model for 
example. Most studies are clear in their program objectives but failed to 
provide accurate measures of the program directly. The worst is that most 
studies are actually not guided with the use of a model in evaluating the 
educational programs proposed. 
 
Table 5 
Counts Models/Frameworks Used 
 

Model/Framework Counts 

Objectives-Oriented Evaluation 10 
Management-Oriented Evaluation 9 
Consumer-Oriented Evaluation 0 
Expertise-Oriented Evaluation 7 
Participant-Oriented Evaluation 1 
No model specified 3 

 
 As shown in Table 5 that majority of the evaluation used the objectives-
oriented where they specify the program objectives and evaluated accordingly. 
A large number also used the management oriented and specifically made use 
of the CIPP by Stufflebeam (1968). A number of studies also used experts as 
external evaluators of the program implementation. Most of the studies 
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actually did not mention the model used and the models were just identified as 
described by the procedure in conducting the evaluation.  
 Most studies used the objectives oriented since the thrust is on 
educational policy and most educational programs start programs with clear 
objectives. These objectives are also treated as ends where the evaluation is 
basically used as the basis for the attainment. The other studies which used the 
management-oriented evaluation are the ones that typically describe the 
context of the educational setting where they used available archival data 
provided by national and countrywide surveys. The inputs and outputs are also 
described but most are weak in elaborating the process undertaken. The counts 

on the use of evaluation models (2=18, df=5) reached significance at 5% level. 
This means that the counts are significantly different with the expected. This 
shows a need to use other models of evaluation as appropriate to the study 
being conducted. 
 
Recommendations 
 

1.  It is recommended to increase distribution of study grants across 
countries. There is concentration of performing studies regionally which may 
neglect cultural and ethical considerations on testing and other forms of 
assessment. As a consequence there is no cross-cultural perspective on how the 
programs are implemented for each country because the focus is on the 
consistency of the programs. Conducting individual studies will show a more in-
depth perspective of the program and how it is situated within a specific 
context. 

2.  It is recommended to have a specific section on the methodology 
undertaken by the researchers. This helps future researchers to qualify for the 
validity of the procedures undertaken by the evaluation study. Specifying 
clearly the method used enables the study to be replicated as best practices 
for future researchers and can easily identify procedures that needs to be 
improved. 

3.  It is recommended to have separate studies concentrating exclusively 
on program evaluation after successive program implementations. This will 
provide a better picture on the worth of a program. The judgment on how the 
program took place is focused which do not undermine the result of the 
program effectiveness. A good alternative is for the research grantee to 
allocate another budget on a follow up program evaluation after establishing 
the program. 

4.  It is recommended that when screening for studies, criteria on the 
use of an evaluation model should be included. The researchers making an 
evaluation study can be guided better with the use of an evaluation model.  
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The study was designed to evaluate and analyze 
personality pattern, psychopathological 
symptoms, and forms of abuse suffered by a 
sample of 20 women who were recruited from a 
shelter home for battered women and three 
barangay community base centers in Metro 
Manila.  Results showed that battered women 
suffered different forms of abuse characterized 
by various combination of physical abuse, 
psychological abuse, economic abuse, and sexual 
abuse.  Using the MCMI-II, results revealed 
predominance of schizoid personality pattern 
and presence of avoidant, compulsive, and self-
defeating personality patterns.  Likewise, the 
women manifested symptoms of anxiety and 
dysthymia.  Implications for counseling practice 
and assessment were also discussed. 

 
Keywords:  Battered women, forms of abuse, 
personality profile, counseling, assessment 

 
 

omen tend to make their personal 
world out of their social relationship 
with an intimate partner in life. They 

feel they belong if they have an intimate 
partner in life. If this social relationship 
turns out according to their expectation, 
they feel happy, satisfied, and even lucky. 
And if their kind of intimate relationship is 
what truly makes them happy, what they 
need to do is to sustain it and keep it ever 
working.   
       However, if it turns out contrary to 
their expectation, they end up shattered, or 
selfless. For them, life becomes a calvary, 
with much crosses to bear and blows to 
parry. Quite an agony to live with for all the 
violations it does to their being. That is why 
their kind of intimate relationship is the one 
associated with the terms “intimate partner 
violence,”  “violence against women,” and 
“battered women.”        
      
       

W 
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Violence against women is a problem so prevalent and intense.  
According to the World Health Organization (WHO), women around the world 
face the threat of experiencing abuse at the hands of their partner or spouse 
(Garcia-Moreno, Jassen-Ellsherg, Heise, & Watts, 2006).  In 2009, the Philippine 
National Police (PNP) reported 9,485 cases related to violence against women, 
a 37.4 percent increase from the 2008 report.  Based on the PNP twelve-year 
period data from 1997-2009, abuse by an intimate partner accounts for 45.5% 
of all violent against women cases nationwide (Philippine Commission on 
Women, 2010). 
        Violence related to intimate partners can take many forms, ranging from 
psychological or emotional intimidation to life-threatening episodes of physical 
assault. Abusive relationships have been described as coercive patterns of 
behavior and impulsively ferocious (Murphy & Cascardi, 1993).  Researchers 
have indicated an extensive range of psychopathological symptoms that seem 
to be associated with intimate partner abuse (Gleason, 1993, Khan, Welch, & 
Zilmmer, 1993; Stuart, Moore, Gordon, Ramsey, & Kahler, 2006; Vitanza, Voge, 
& Marshall, 1995).  It is significant to be knowledgeable about the 
psychopathological symptoms the battered women suffer, however, to have a 
better understanding of the dynamics of battered women, it is essential to 
assess and identify their basic personality profile. 

 
Review of Related Literature 

        
Intimate partner violence is a major health problem that has devastating 

physical, mental, and psychological consequences on women.  In addition to 
bruises, swollen eyes, and broken bones inflicted by physical blows, abuse 
takes a severe toll on battered women’s well-being generating hindrances in 
their integral growth as a person (Campbell, 2002; Estrellado & Salazar-
Clemeña, 2007; Heru, 2007; Vitanza, Vogel, & Marshal, 1995). 
        Research has shown adverse effects associated with loss of self-
confidence, relationships and cognitive processes (Campbell & Soeken, 1999; 
Estrellado & Salazar-Clemeña, 2007; Forte, Cohen, Du Mont, Hyman, & 
Romans, 2005).  The women exposed to recurring and inevitable abusive 
circumstances make them feel helpless and develop a strong and extremely 
harmful perception of themselves  and the world (Estrellado & Salazar-
Clemeña, 2007). 
        The question of what is more crippling and dangerous between the 
physical and psychological abuse is very subjective.  Some studies show that 
psychological abuse has greater bearing on women’s psychological functioning 
that can result to psychopathology than physical abuse (Cogan & Porcerelli, 
1996; O’Leary, 1999; Pico-Alfonso, 2005). The current literature on intimate 
partner violence suggests that women who have endured abusive relationship 
manifest symptoms of psychopathology related to posttraumatic stress disorder 
(PTSD), depression, somatization, and generalized anxiety disorder (GAD) 
(Campbell, 2002; Mertin & Mohr, 2000, Stuart et al., 2006). This was supported 
by the research of Kramer, Lorenzo, and Mueller (2004) and Vitanza, Vogel, 
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and Marshall (1995) who found that women’s experience with different forms 
of abuse also predicted increased levels of anxiety and depression and poor 
well-being.  Likewise, Danielson, Moffit, Caspi, and Silva (1998) assessed the 
relationship between intimate partner abuse and psychopathology and found 
that women experiencing any form of abuse exhibited symptoms related to 
mood and eating disorders.  Among the women who experienced intense abuse 
in terms of frequency and duration, they were diagnosed as suffering from 
mood disorder, substance abuse, and antisocial personality disorder (Danielson, 
Moffit, Caspi, & Silva, 1998). 
        Assessment has been done to determine the association between 
intimate partner abuse and personality disorders.  Back, Post, and D’Arcy 
(1982) found that 83% of battered women from a psychiatric ward were 
diagnosed as suffering from borderline or passive-aggressive personality 
disorders.  Some researchers observed higher scores in antisocial, borderline, 
and obsessive-compulsive disorders (Gleason, 1993; Shields, Resick, & Hanneke, 
1990).  Using the Minnesota Multiphasic Personality Inventory (MMPI), studies 
were done to determine the presence of personality disorders among battered 
women.  Rosewater (1988) found that battered women obtained higher 
elevation on psychopathic deviate, paranoia, and schizophrenia scales.  In 
another study of 31 battered women, Khan et al. (1993) revealed that battered 
women had high scores on four MMPI clinical scales such as psychopathic 
deviate, paranoia, schizophrenia, and hypomania.  The findings of the studies 
implied that elevations on MMPI scales were probably caused by the abuse 
experienced by the women rather than by any fundamental pathological 
development. 
        In addition to MMPI, Millon Clinical Multiaxial Inventory (MCMI) was also 
utilized to assess presence of personality disorder with battered women.  
Cogan and Porcerelli (1996) administered the MCMI-II to battered women and 
found that 28% of them obtained elevation on the dependent personality 
disorder scale. Another study explored the personality profiles and presence of 
psychopathological symptoms among eighteen (18) women attending the 
residential services for battered women. The finding was a predominance of 
schizoid personality pattern but a low presence of anxiety and depression 
(Pérez-Testor, Castillo, Davins, Salamero, & San-Martino, 2007).  When Pico-
Alfonso, Echeburúa, and Martinez (2008) compared the personality disorder 
symptoms of abused women with non-abused women, the finding was that 
women victims of intimate partner violence had higher scores in schizoid, 
avoidant, self-defeating personality pattern scales and in three pathological 
personality scales namely the schizotypal, borderline, and paranoid (Pico-
Alfonso, Echeburúa, & Martinez, 2008). The manifestations of 
psychopathological symptoms may be perceived as the pervasive effects of 
abuse on the women. It is assumed that peculiar behavior manifested by the 
battered women may be considered as their survival technique to keep 
themselves and their children safe and to be in control of their environment to 
the best of their perceived capacities. 
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        What are battered women like? It is difficult to construct a general 
psycho-logical profile for them and separate long standing characteristics 
associated to their psychosocial response to abuse. There are studies though 
showing the presence of pathological symptoms that developed as a 
consequence of abuse. But, there is little proof to identify a premorbid 
personality characteristics of the battered women (Goodman, et al., 1993) and 
that  the literature of many studies in identifying the personality 
characteristics of battered women, tend to emphasize  the negative attributes 
such as low self-esteem, helplessness, shame, and self-blame.   
        Walker’s (1984) study showed no specific personality characteristics that 
suggest a victim-prone personality for battered women.  This was supported by 
Browne (1987) whose data showed that although gender has an impact on being 
a victim of intimate partner abuse, no particular personality pattern leads to a 
person’s becoming a victim.  Herman (1992) suggests that the abuse caused 
battered women to undergo personality changes that make them susceptible to 
more episodes of abuse.  Living with the daily threat and fear of abuse and 
possibly death affect how a woman thinks, feels, and behaves.  This implies 
that the action of the perpetrators, rather than the premorbid functioning of 
the women, is responsible for producing these changes (Herman, 1992). 
        After a considerable review of these studies, the researcher discovered 
that so far, no study using the MCMI-II has yet been done to assess the 
personality profile of battered Filipino women. Thus, the researcher attempted 
using the MCMI-II to discover possible personality characteristics and presence 
of personality disturbance among the woman participants. Although the use of 
assessment with battered women has long been discouraged because of the 
possible labeling and perception that they have psychological disorder, it 
should also be considered that whatever information may be obtained is vital in 
identifying possible factors related to the vulnerability and the risk of 
manifesting maladaptive behavior.  Knowledge of personality pattern of 
battered women provides implications that may be used to help mental health 
professionals, particularly the counselors, not only to identify problem areas 
for the clients but also to design appropriate therapeutic intervention. 
        In the light of the given information, the present study aims to 
determine and analyze the forms of abuse, the types of personality profile, and 
the manifestation of psychopathological symptoms in battered Filipino women – 
consequently to make the implications of the findings of this study help 
counselors   specify the appropriate psychological and therapeutic support 
needed by the participants.  

 
Method 

 
Participants 
        

The participants in this study were 20 battered women selected by using 
the non-random purposive sampling method from those recommended by 
professionals who know them and have worked with them. 
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        The demographic information in Table 1 shows that the participants’ age 
range from 20 years old to 52 years old, making an average age of 33.15 years. 
They have lived together with their respective abusive intimate partner from 
two (2) to twenty (20) years with an average of 11.25 years. 
 
Table 1 
Socio-Demographic Profile of the Battered Women  
 

Variables  f  

Age                                50-54 2 
45-49 2 
40-44                             3 
35-39                                      3 
30-34                                       3 
25-29                                   4 
20-24           3 

Educational Attainment  Elementary 5 
High School 8 
College  7 

Occupation  Housewife 7 
Unemployed 6 
Yaya  1 
housemaid 2 
Beautician 1 
Sewer 1 
Vendor   2 

Marital Status  Separated  12 
Living with Partner  8 

Years of Marriage 1-5 7 
6-10 5 
11-15 4 
16-20 2 
21-25  2 

Number of Children 0-3 8 

4-7 9 

8-10 3 
 

Twelve (12) of them left, making an average duration of 9.2 years of  living 
with their respective intimate partner  and eight (8) of them stayed on, making 
an average duration of 12.6 years. 
       Based on the participants’ educational attainment and occupational 
engagement, most of them belong to the low socioeconomic bracket. In 
educational attainment, eight (8) finished high school, seven (7) reached 
college level, and five (5) finished their elementary schooling.  In occupation, 
seven (7) of them are housewives, seven (7) are employed, and six (6) are 
unemployed.       
       The professionals who recommended them for participation in this study 
consisted of a psychologist, a social worker, and a representative from a 
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community health organization. Their recommendations were based on the 
following criteria requested of them to use by the researcher: (1) the 
participants have been victims of intimate partner abuse for at least one year; 
and (2) there was no manifestation of significant impaired mental state at the 
time of recruit 
 

Instruments 
 
       Personal Information Sheet.   This is a researcher-made personal 
information sheet composed to contain the following information:  
participant’s name, age, educational attainment, occupation, marital status, 
years of marriage or stay with an abusive partner, and number of children. 
  
      Interview Guide Questions. This is a semi-structured interview guide 
consist-ing of questions deemed by the researcher to yield answers necessary in 
finding  the different forms of abuse experienced by the women participants 
and other circumstances related to intimate partner violence. 
 
       Millon Clinical Multiaxial Inventory-II (MCMI-II).  This is a 175-item self-
report inventory which provides information for clinical assessment and for 
making evaluation related to treatment. Raw scores are transformed into base 
rate (BR) score to allow comparison to a normative group of clients and to 
reflect the nonnormal distribution. A base rate of 85 or greater suggests a 
disorder of clinical significance while a score of 75-84 indicates presence of 
characteristics of the disorder.   
       In the presentation of results, the researcher classified a score of 75-84 as 
moderate elevation and a base rate of 85 or greater as high elevation.  MCMI-II 
contains two scales (desirability and debasement) that are used to detect the 
presence of sets and invalid profiles.  In this study, women with valid profiles 
have been considered. The MCMI-II scales are divided into the following 
categories:  Clinical Personality Pattern, Severe Personality Pathology; Clinical 
Syndrome, and Severe Syndrome. 
 
Procedure 
 
       Twenty participants were identified from a non-government organization 
(N=8) that provides services to women victims of violence and three baranggay 
community centers (N=12) in Manila which handles community problems such as 
violence against women. An appropriate introduction of the researcher and the 
purpose of the study started off the interview and the administration of the 
MCMI-II. The entire session lasted from 1 to 11/2 hours.  The participants were 
assured of the confidentiality of the interview and psychological test data.  
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Results 
 
Forms of Abuse 
 
        The type of the intimate partner violence experienced by the women in 
the study is not consistent.  The women struggle with diverse pattern of 
physical abuse, emotional abuse, sexual abuse, and economical abuse.  The 
intensity of each form of abuse also differs.  The responses of the women to 
the question about the forms of abuse experienced are summarized in Table 2. 
 
        Physical abuse.  All the women in the study suffered physical abuse at 
the hands of their abusive partners or spouse.  Likewise, all of them 
experienced combinations of physical abuse, most of them cannot recall the 
number of times they had been physically abused by their partners.  Their 
experience of physical abuse varied from a simple assault (e.g., being punched, 
slapped, pushed or choked) to battering with a dangerous weapon (e.g., knife 
or gun).  Four women were hospitalized due to injuries sustained through 
intimate partner violence. 
 
        Psychological abuse. As shown in Table 2, all the women experienced 
psychological abuse.  Humiliation, which included being yelled at, uttering put 
downs and being labeled as worthless and incompetent,  is a common element 
underlying psychological abuse in intimate relationships.   
        

Even if psychological abuse is not accompanied by physical abuse, the 
women experienced threats of physical harm.  Sixteen (16) women reported 
that their abusive partners terrorized them through their looks, gestures, or 
actions meant to remind them of their partners’ capacity for physical violence 
such as punching walls, breaking things or holding deadly weapons.  Eight of 
the women felt they were isolated because they were not allowed to socialize 
freely or to have a job.  They were  restricted from visiting their family or 
friends. The study also revealed that the spouse/partner’s womanizing was 
another category of psychological abuse experienced by seven of the women in 
the study. Two of the women shared agonizing  experiences that involved their 
children who were molested by their live-in partners.  
         

Economic abuse.  Money was another device used by which men can 
further control the women, ensuring their financial dependence on them.  
Eight women reported that they had inadequate financial support.  They may 
be given money for their basic needs but they were required to submit receipts 
of spending.   
 
        Sexual abuse. Ten women revealed they were sexually abused by their 
partners.  Seven of them reported that they had sex with their partners in 
response to the threat of violence. Two participants were forced to perform 
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unwanted sexual practices or humiliating acts during intercourse and one was 
forced to work as a prostitute to provide money for the family. 
 
Table 2 
Forms of Abuse Experienced by Women 

Domain  Categories  f  

Physical  Simple Assault and Battering 14 
    Punched 7 
    Slapped 8 
    Pulled hair, dragged by hair 6 
    Pushed, thrown, dragged 5 
    Choked 12 
    Kicked, butted repeatedly  

          with head 
10 

Assault and Battering with a Dangerous Weapon  
     Attacked with hard objects 15 
     Threatened with a knife/gun 6 

Emotional  Verbal Abuse 20 
Threats of physical harm 16 
Isolation 8 
Husband’s womanizing 7 
Children molested  2 

Economical  Inadequate financial support 8 
Mishandling of family income 5 

Sexual  Marital rape/forced sex 7 

Unwanted sexual practice 2 

Exploitation through prostitution  1 

 

MCMI-II Personality Profiles of the Woman Participants 
 
       The participants obtained high elevation on schizoid and moderate 
elevations on avoidant, schizoid, compulsive, and self-defeating personality 
pattern scales. 
        In terms of other scales (Severe Personality Pathology, Clinical Syndrome, 
and Severe Syndrome), the women had moderate elevations on anxiety, 
somatoform and dysthymia. The means and interpretation of base rate scores 
showing these results are given in Table 3.    
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Table 3 
Means and Interpretation of Base Rate Scores of  MCMI-II Scales 

MCMI-II Scales Base Rate Score Interpretation 

Clinical Personality Pattern   
    Schizoid  85 High Elevation 
     Avoidant 81 Moderate Elevation 
     Dependent 66 Average 
     Histrionic 58 Average 
     Narcissistic 70 Average 
     Antisocial      66 Average 
     Aggressive-Sadistic 67 Average 
     Compulsive 81 Moderate Elevation 
     Passive-Aggressive 65 Average 
     Self-Defeating 78 Moderate Elevation 
Severe Personality Pathology   
     Schizothypal 73 Average 
     Borderline 71 Average 
     Paranoid 69 Average 
Clinical Syndrome   
     Anxiety 80 Moderate Elevation 
     Somatoform 73 Average 
     Bipolar-Manic 59 Average 
     Dysthymia 83 Moderate Elevation 
     Alcohol Dependence 58 Average 
     Drug Dependence 55 Average 
Severe Syndrome   
     Thought Disorder 69 Average 
     Major Depression 69 Average 
     Delusional Disorder 64 Average 

 
 

       Table 4 shows significant results for each participant.  Schizoid personality 
scale is present in the profile of 15 women.  The avoidant personality pattern is 
apparent in 11 profiles.  Likewise, compulsive and self-defeating personality 
patterns are found in 10 profiles.  There are instances when these four 
personality pattern scales (schizoid, avoidant, compulsive, and self-defeating) 
are present in the same profile. There are five instances when schizoid, 
avoidant and self-defeating are found in the same profile. Elevations of scores 
in schizoid, avoidant, and compulsive personality patterns are found in four 
profiles.  In further two instances, schizoid, compulsive, and self-defeating 
personality patterns are present in the same profile.  There are also cases 
when these four personality patterns are combined with other scales.  Despite 
the individual differences, the presence of schizoid, avoidant, compulsive and self-
defeating personality patterns is evident in the profiles of the participants. 
 
 
 
 
 



The Assessment Handbook, Vol. 4(1), 2010     67 

ISSN 2094-1412, PEMEA, December 2010 

Table 4 
MCMI-II Personality Pattern and Clinical Scales with a BR > 75 

WOMEN  
MCMI-II Profile  

BPP CS                       SS      
 P1 Schizoid, Narcissistic 

 
  

  P2 
Schizoid, Compulsive, Self-
Defeating    

P3 
Schizoid, Avoidant, 
Dependent, Compulsive 

Anxiety, 
Somatoform, 
Dysthymia  

   Major   
Depression  

P4 
Avoidant, Dependent, 
Compulsive 

Anxiety, 
Somatoform, 
Dysthymia  

  

P5 Avoidant 
   

P6 
Schizoid, Avoidant, Self-
Defeating 

Anxiety,  Dysthymia  
   Major  
Depression  

P7 
Schizoid, Avoidant, 
Compulsive 

Anxiety,  Somatoform 
  

P8 
Schizoid, Avoidant, 
Compulsive, Self-Defeating 

Anxiety 
  

P9 Histrionic, Anti-social 
   

P10 
Schizoid, Compulsive, Self-
Defeating 

Anxiety,  Dysthymia  
  

P11 
Schizoid, Avoidant, 
Compulsive 

Somatoform,  
Dysthymia    

P12 
Schizoid, Compulsive, Self-
Defeating    

Anxiety, Drug 
Dependence     

P13 
Schizoid, Avoidant, 
Compulsive Passive-
Aggressive 

   

P14 
Schizoid, Avoidant, Self-
Defeating 

Anxiety,  Dysthymia  Major Depression 
 

P15 
Narcissistic, Passive-
Aggessive    

P16 
Schizoid, Compulsive, Self-
Defeating 

Anxiety 
  

P17 
Schizoid, Avoidant, 
Dependent, Self-Defeating 

Anxiety,  Dysthymia  
  

P18 Histrionic Anxiety, Somatoform   
  

P19 
Schizoid, Avoidant, Self-
Defeating 

Anxiety, Dysthymia 
  

P20 
Schizoid, Avoidant, 
Dependent, Self-Defeating 

Anxiety, Dysthymia     

 
 

        In terms of the Clinical Syndrome, 13 women obtained moderate elevation 
in the anxiety scale and 10 in dysthymia scale.  As regards the Severe 
Syndrome, three women obtained moderate elevations in the major depression 
scale.  
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Discussion 
 
 The study aims to determine and analyze the forms of abuse and 
personality profile of 20 battered women from a shelter home for women and 
community-health based centers. 
 
Forms of Abuse 
 
        The findings here show that all the woman participants suffer physical 
and psychological at the hands of their respective abusive partner.  Most of 
these abuses happen when the respective abusive partner of the woman 
participants is under the influence of alcohol or drugs.   
           The psychological abuse, on the other hand, is oral in nature. It did not 
show any visible sign of abuse but the woman participants said that they feel 
intimidated, humiliated, and isolated. They also feel that their self-concept 
and identity are undermined and violated.  All of these, according to the 
woman participants, are as damaging and heartbreaking as physical abuse 

Most of these woman participants are financially dependent on their 
respective partner and are consequently forced to ask or beg for money from 
them to meet the basic needs of the family.  This dependency opens their 
condition to economic abuse and gives the abusive partner other means to 
humiliate and control them.    
        The last form of abuse experienced by the woman participants is sexual 
abuse in the form of non-consensual sex. Some of them however, are reluctant 
to share this experience because they believe that it is their obligation to 
satisfy the sexual needs of their respective partner or spouse.   
 
MCMI-II Personality Profiles of the Women 
 

Personality Pattern. Through the use of the MCMI-II, several personality 
profile patterns of the woman participants came out. The personality profile 
patterns are the (1) schizoid personality pattern, (2) avoidant personality 
pattern, (3) compulsive personality pattern, and (4) self-defeating personality 
pattern. In addition to these personality patterns, a clinical syndrome also 
came out in their profile. 

 
        Schizoid Personality Pattern.  This personality pattern comes out 
predominant in the profile of the participants.  Women with this personality 
pattern tend to have little self-awareness of insight into the implications of 
their interpersonal relationship and that their experience of abuse may give 
rise to shame (Millon, 1987). They choose to distance themselves from others 
because they are not comfortable with the idea of other people knowing about 
their abuse (Garcia, Garcia, & Lila, 2009). 
       Studies on battered women’s survival strategies reveal that women tend 
to be in cahoots with their abusive partner in helping portray the abuse as 
indiscernible caused by shame (Garcia, Garcia, & Lila, 2009; O’Leary, 1999). 
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This is their way of protecting whatever “social integrity” is left with them. 
Their “silence” only protects their abusive partner, thus, propagating the 
abuse. There are also participants who allowed the researcher to have a 
glimpse of their horrifying world with their partner or spouse.  During 
interviews, these women appear detached and often smile when describing 
their life-threatening experiences, separating their affective response such as 
fear, embarrassment, and fright from their description.  The intensity of the 
abuse tends to make the women learn not to recognize their feelings.  Some of 
them believe that being beaten may be easier to endure if they fasten from 
any emotional response to the abuse. This implies that the woman participants 
are detached, impersonal, and rarely seek involvement (Maiuro & O’Leary, 
2001).   
        
        Avoidant personality pattern. The profile of the woman participants 
also reveals the presence of avoidant personality pattern.  This indicates that 
the women tend to perceive themselves as inadequate, socially inept, and 
inferior (Millon, 1987).  Most of the participants expressed the belief that their 
self-esteem crushed as a result of repeated abuse by their respective intimate 
partner or spouse (O’Leary, 1999).  The physical blows, frightening threats,  
repeated insults, and baseless accusations hurled at them  slowly ate away 
their sense of self-worth and self-concept. Some of the participants felt 
themselves like trash, a feeling which made them lose their self esteem. They 
do not anymore believe in their own abilities, particularly in their  ability to 
make competent and realistic decision concerning their lives (La Violette & 
Barnnet, 2000).  This afforded the abusive partner more opportunities to 
control them.  Likewise, the presence of avoidant personality pattern also 
implies that the women seem to overreact to minor events.  The typical fear, 
the anticipation of further attack, and magnified unpredictable nature of 
assaults trigger the women to become hyperarousal (Lehmann & Spence, 2007).  
It is significant to note that avoidant personality pattern is combined with high 
elevation in schizoid scale.  This shows that the women are not only 
uninterested and unskilled in interpersonal relationship but also uncomfortable 
around people because they fear rejection.  The abuse is the source of the 
feeling of being rejected and the abuse was done by the person who was 
expected to love and protect them.  How can they expect others to accept or 
like them?  
    
      Compulsive personality pattern. The compulsive personality pattern in 
the profile of the battered women reveals that they are more likely to do 
better in structured and concrete working environment but they have difficulty 
in adjusting to changing working situations that require spontaneous response 
(Millon, 1987).  The combination of schizoid and compulsive personality 
patterns suggests that the women may also be absorbed in their own sufferings, 
although they are emotionally controlled.  In the midst of their threatened and 
confused lives, they believe that it is better for them to be restrained and 
disciplined and always conforming to their partners’ wishes (Tifft, 1993).   
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       Most women run around the house, making sure that everything is 
“perfect” in the eyes of their partner or spouse so as not to trigger his rage. 
Some of them even said that there were times when small mistakes such as 
disarranged toys or chairs would allow to set off their partner’s fury.  Situated 
in an environment like this, they were always vigilant, watchful, controlled, 
and scared. 
 
        Self-defeating personality pattern. The presence of self-defeating 
personality pattern in the profile of the participants implies self-sacrificing 
traits of the women (Millon, 1987). They may often avoid pleasurable 
experiences.   For them, pleasure is perceived as something they do not 
deserve. They may be weighed down by their deep inner guilt and their sense 
of never ending, unfulfilled obligations for others, particularly their partner 
and children.  They may not be able to express their anger at people they care 
for or even deny that they harbor such feeling.  In time, the erratic and 
persistent abuse weakens the battered women, upholding pessimism (Vitanza, 
Vogel, & Marshall, 1995). The women reported that they tried to initiate 
solution-focused techniques such as talking with their partner and trying to 
become better wives to alleviate their partner’s anger, but they were 
unsuccessful. With such failure, slight changes happen in the woman’s 
consciousness until all driving force to avoid the abuse seem to wane and the 
women unconsciously become passive in their response to their partner’s rage.  
The self-defeating personality pattern may explain why women stay in abusive 
relationships. 
 
        Clinical Syndrome.  The clinical syndromes present in the profile of the 
woman participants are anxiety and dysthemia. 
       Anxiety in its severe degree is the prevalent emotional experience 
(Gleason, 1993; Kaser-Boyd, 2004). This shows them with a world 
psychologically filled with tension. Most women expressed that they almost die 
of fright whenever they hear the drunken voice of their partner or spouse 
because they do not know what would happen to them.  Campbell (2003) found 
that the consequence of any  form of abuse may produce increased level of 
anxiety. Violent acts of an abusive partner is perceived by women as an 
imminent doom that could make them quiver and terrified, constantly sad and 
apprehensive. 
       Dysthymia reflects hopelessness and pessimism (Millon, 1987). The 
unpredictable and persistent abuses incapacitate the battered women. These 
can make them uphold feelings of powerlessness and helplessness instead of 
empowerment and usefulness. They may remain involved in everyday life but 
they nurture feelings of discouragement, guilt, and self-doubt.  At their lowest 
ebb, they may succumb to suicidal ideation, social withdrawal, and diminished 
effectiveness in their day-to-day functioning. 
       The personality profile of the women may reflect the typical effects of the 
abuse.  Somehow it was able to portray the range of symptoms typically 
manifested by battered women.  However, the women’s reaction to abuse 
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varies.  Some of women exhibited only one personality pattern but profiles of 
other women revealed combinations of personality patterns.  Presence of some 
clinical syndromes was also found in most profiles.  The variation in the 
women’s personality profile may depend on variety of abuse-related factors 
such as characteristic of the abusive relationship, the circumstances 
surrounding the abuse, the characteristics of the women themselves, and the 
intensity of the abuse experienced.  
 
Implications for Counseling 
 
         Personality profile of the participants reveals predominance of schizoid 
personality pattern and presence of avoidant, compulsive, and self-defeating 
personality styles. Also, the woman participants manifested clinical syndromes 
of  anxiety and dysthymia.  Given this profile, the counselors would now know 
the need to focus on some issues in order to understand the dynamics of 
battered women and in identifying appropriate psyhosocial and therapeutic 
support they need. 
        With schizoid personality pattern coming out dominant in the profile of 
the participants, it is vital to address concerns related to their tendency 
towards interpersonal distance and emotional withdrawal.  Given this 
information, counselors must be prepared and patient for long silences and 
distant relationships. Their initial goal with them is to increase their social 
interaction and then gradually make them feel as comfortable as possible.   
        Counselors can take into consideration that these women are weakened 
physically and emotionally and need someone to empathize with them with 
genuine concern.  In getting to know them, it is important that they be made 
to know that they do not have to share anything they do not want to reveal. 
Once they develop trust, they may slowly unveil important information about 
them.   
        However, it is also important that they be assured of the handling with 
confidentiality all the information they volunteered to share. Without this 
assurance, they may be afraid to open up. They may be afraid again of their 
partner for their possible turning on them vengeful if they find out they asked 
help from others. That is why it is important that they be assured that no 
information will be given without their consent.  
        Emotional withdrawal is another issue to be addressed among the 
participants.  Recovery may include relearning to feel and to express their 
feelings appropriately.   
        With woman participants manifesting avoidant personality pattern, 
initially, the biggest issue in handling them is their minimizing of situation 
(Wilson, 2006).  They may appear credible if they say that they are in control 
of what is happening to them.  They may also express that they are simply 
doing what their partner wants them to do and that they have nothing to fear.  
That is why the important task counselors need to work out in them is the 
making of them able to overcome denying and minimization. Counselors should 
make them understand how their rights as persons have been violated and then 
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focus their intervention on lessening the risk of harm, on the possibility of 
leaving their respective abusive partner and on addressing the  psychological 
effects of abuse.  If the women would still decide to stay with their abusive 
partner, the counselor may help them realize the consequences of such 
decision.  
        Another issue related to having avoidant personality pattern is the high 
level of arousal which may be the primary reasoning for prematurely 
terminating counseling.  The counselors may use techniques such as arousal 
reduction, muscle relaxation, and thought stopping. 
        Then with women manifesting compulsive personality pattern, in as 
much as they have difficulty releasing internal tension and that they may 
perceive as violation of their privacy any requirement for them to do self-
exploration, counselors can handle them well if initially, they do not make 
them do so.  They would rather best start by providing them emotional support 
and then making them examine, experience, and express their feelings. Then, 
they can focus on working out on the women’s irrational pattern of behavior 
and the consequences of such on their well-being and day-to-day functioning. 
        With women in whom self-defeating personality pattern in the profile is 
present, the big challenge to counselors is that of making the battered women 
happy. This is not easy to achieve if these women do not want to be happy.  
They have endured the abuse and therefore they have been used to being 
always dump and humiliated. The women may no longer feel that they deserve 
any pleasure and happiness this world can offer them.  The longer the women 
have lived in an abusive relationship, the more difficult they will find to stand 
up for themselves.  They have to be supported to be assertive and empowered.  
They need to recognize their strength as a person and this can be achieved by 
embracing an empowerment mode of counseling (Dutton, 1992).  Central to 
this is helping the women realize that they have choices in life and that they 
can make decisions that promise their worth and dignity. Helping them shed 
light on their rights and develop skills to protect them from being exploited 
would be significant milestones toward the womens’  healing process. 
        The abuse has done much damage to the women.  The most obvious 
repercussion is their slaughtered self-esteem.  To recover, they need to believe 
that they can survive. They need to recognize their worth and value.  An initial 
step then that can be taken for them is to help them believe that they can 
influence and change themselves and the course of their lives. They can create 
a world bigger, better, and brighter than the one created by their abusive 
partner or spouse.  
 
Implications for Assessment 
 
        Assessment of intimate partner violence tends to focus on the woman 
and her experiences.  There must be specific reasons for doing this. 
Considering battered women’s unique set of responses to their abusive 
experiences and discrete collection of posttraumatic repercussions, there is 
much to know, explore, and assess. 
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        Clinicians and researchers have varied reasons and methods to assess the 
dynamics of battered women.  The common reason given is to describe 
accurately the psychological functioning of the battered women.  To be 
specific, clinicians and researchers want to understand the psychological 
factors related to the decision of staying in and leaving an abusive relationship.  
The present study focused on the evaluation of the personality patterns, 
presence of psychopathological symptoms and forms of abuse directed at the 
participants.  It was limited to the use of semi-structured interview and the 
MCMI-II. Depending on the goal of the clinician, there are various assessment 
tools that can be utilized.   
        There are scales that have been commonly used in clinical setting with 
battered women. To measure forms of aggression and violence in the family, 
Conflict Tactic Scales can be employed (Strauss, 1979).  For the assessment of 
the depression, anxiety, and other abuse-related problems exhibited by the 
battered women, Symptom Checklist-90-R (Deragotis, 1977), Trauma Symptom 
Inventory and Beck Depression Inventory (Beck & Steer, 1987) can be used.   
        Battered women’s traumatic reactions are necessary for understanding 
the extent of their psychological disturbance.  For this purpose, more 
complicated psychological tests such as MMPI-2 (Wilson & Walker, 1990) and 
MCMI-III may be administered to the battered women.  Likewise, Rorschach, a 
projective test, has been used test to assess the effects of abuse and to 
describe a more complete psychological functioning of battered women (Kaser-
Boyd, 2004). MMPI-2, MCMI-III, and Rorschach have provided clinicians and 
researchers not only a complete profile of battered women, these tests are 
able to measure and identify severity of the effects of abuse.  Given this 
information, some questions have been raised: Are there particular personality 
profiles that specify women who are susceptible to become abused?  Are the 
pathological symptoms developed directly as a result of the abuse?  Likewise, 
clinicians are also cautioned to make their interpretation and diagnosis unless 
there are other supporting data available. 
      The use of standardized tests is highly recommended in making a 
comprehensive clinical picture of the battered women.  However, the 
psychological tests may not be able to ask pertinent questions related to 
battered women’s personal/family history and other significant factors that 
contributed to battered women’s trauma profile.  Hence, there is a need to 
employ other assessment devices such as clinical interview and observation.  
Given the complexity of battered women’s experiences, clinical interview and 
observation may be used to assess their mental or emotional state.  Clinical 
interview may be effective for defining the presenting problem and obtaining 
thorough information from which clinicians can analyze battered women’s 
response to abuse. 
        Indeed, assessment of intimate partner violence is complex.  The field of 
assessment has much to offer considering the increase of more sophisticated 
assessment tools that are available in the market. This results to more accurate 
assessment of the abuse-related disturbances that leads to a more effective 
intervention for battered women. 
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