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ABSTRACT

Bacause of high dropout rates and high minority
concentrations within the Casa grande, Arizona, Union High School
District, a new program assigned to hold students in school and to
shift their attitudes toward school and self was incepted during the
1968-69 academic year. The program focused on giving special
consideration to core courses, English and math, in a team-teaching
situation. The 43 ninth-graders selected to participate in the
program represented their ethnic groups as follows: (a) Anglo, 30.6%;
(b) Mexican American, 39, 4% (c) American Indian, 18. 1%; and (4)
Rlack, 11.9%. In respect to the first objective, 6.9% of these
students Adropped out of school compared to 18% of the vocationally
placed students and 8.1% of the regular classroom studentss
absenteeism rate for the special academic group wWas 4,5%, compa
with 9.5% among the vocational students and 4% among the
academic students. On an #attitudes toward school"™ scale .. u
pre-test basis, the special academic students had a mean of 76.3,
compared to 75.9 for vocational students and 78.2 for regular
classroom students. When given an alternate-form "attitudes toward
school" scale as a post-test, the special students' mean was 77.4,
compared to 74.3 for vocational students and 75.1 for regular
classroom students. Covariance analysis indicates that the produced
change in attitudes toward school was significant beyond the .01
level. The obtained F, with degrees of freedom 2 and 281, was 5.0.
This indicates that differential change in attitudes did occur.
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SUMMARY

Because of high dropout rates and high winority concentrations with-
in the Casa Grande, Arizona Union High School District, a new program
assigned to (a) hold students in schoel, and (b) shift attitudes toward
school and self was incepted during the 194869 academic year. The
special program focused on giving special consideration to core courses,
English and math, in a tezam teaching situation. The teaching procedure
could be characterized as one providing successful experiences and
positive reinforcement conditions.

Formal evaluation of the program was carried on during the 1970-71
academic year. Classroom enrollments for the ninth grade this past year
were 423 students which represented the following groups: (a) Anglo,
56.7%; (b) Mexican-American, 25.4%; {(c) Indian, 12.2%; and (d) Black,
5.4%. TForty-three of these students were selected to participate in the
special aczdemic program and represented their ethnic groups accordiungly:
(a) Anglo, 30.6%; (b) Mexican-American, 39.4%; (c) Indian, 18.1%; and
(d) Plack, 11.9%. In respect to the first objective, holding power, the
following statistics reveal the effectiveness of the program:

1. 6.9 of these students dropped out of school compared to
18% of the vocationally-placed students and 8.1% of the
regular classroom students.

2. Absenteeism rate for the special academic group was 4.5%
compared with 9.5% among th. vocational students and 4% of
the regular academic students.

With respect to the attitudes toward school it is interesting that
when given en attitude tcward school ale on a pre-test basis the special
academic students had a mean of 76.3 compared to 75.9 for the vocational
students and 78.2 for the regular classroom students. When given an
alternate form attitude toward school scale as a post-text, the special
students' mean was 77-4 compared to 74.3 for the vocational students and
75.1 for the regular classroom students. The covariance analysis
indicates that the produced change in attitudes toward school is signif-
icant beyond the .0l level. The obtained F, with degrees of freedom 2
and 281 was 5.0. This indicates that differential changes in attitudes
did occur.

It was questionable as to whether some type of self-concept measure
would be canable of assessing attitude shift. Since gself-concept is a
more ingrained construct, what are the chances of these students increas-
ing their own self-perception throughout the academic year? When given
a pre-test, using the Tennessee Self-Concept Scale, the special academic
group has a mean positive self-concept score of 38.7 (national norms
n=50) while the post~test score was 44.i. This 5.4 point shift was
significant at the .001 level of confidence, F being 13.4. In compar-
ison the vocationally-placed students showed the same means throughout
the year (40.0 on pre-test and 40.1 on post-test), therefore, showing
no significant shift in self-concept.
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I. BACKGROUND FOR THE STUDY
Purpose

The purpose of +his study was to evaluate the attitudes toward
self and school of high school freshmen who were diagnosed as potential
dropouts. The high school freshmen enrolled in the Casa Grande, Arizona
Union High School, which were placed in a special dropout prevention
project participated in the study. All such youth were followed through~
out their ninth grade year to ascertain the effectiveness of a special
academic team teaching project upon (a) holding the students in school.,
and (b) effecting change in attitudes toward self and school.

The special dropout project in Casa Grande began during the 1963-69
academic year. The project evolved out of shared concern by adminis-
trators and interested faculty about the high dropout rate occurring
within the school. Primarily the program was begun with three purposes
in mind:

(a) To increase the rate of attendance of potential dropouts.

(b) To increase the holding power of potential drcpouts.

(¢) To increase positive attitude shift toward schocl among
potential dropouts.

The project has just completed its third year and part of its
success has resulted from the committment made by school personnel which
effected a program geared to the academic and vocational needs of
potential dropouts.

Potential dropouts in the Casa Grande Jnion High School have been
placed in three different curriculum programs. First, there is annually
around 45 percent of &ll freshmen considered to be potential dropouts.
Most of these youth must, of necessity, be placed in the regular class—~
room with the regular academic student. Approximately 120 of these
potential dropouts are placed in vocational education programs. Such
programs corsist of agricultural skills for the boys and home economic
skills for tite girls. In addition, approximately 45 students are placed
in a special academic program as freshmen. This program focuses on the
core subjects of English and mathematics.

The committment made by administrative personnel at.Casa Crznde,
and the committment to special academic classes made by various class-
room teachers have served to perpetuate the program which consists of
positive goals. While it is crucial to maintain strong holding power
among potential dropouts during the ninth grade, Casa Crande teachers
have continued the program through all the high school years. The
designated special curriculum at each grade level 1is:

(a) Ninth grade—-EngZish and mathematics

(b) Tenth grade~~English and biology

(¢) Eleventh grade--English and American history
(d) Twelfth grade--Social studies.
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Students participating in the special program as sophomores, juniors,
and seniors are those who have been retained through succassive high
school years. The criteria for selecting potential dropouts to the
special program as ninth graders has been:

(1) Scores on the Acadrmic Promise ~est

(2) Intelligence Test Scores (Group)

(3) Eighth grade teacher appraisal of studerts
(4) Attendance recoxds

(5) Academic grades

(6) Age

(7) Socio~economic status

(8) Racial~ethnic group

While it is important to evaluate the effectiveness of the special
dropout program at each level, this project focused on grade nine youth.
Wwith sufficient data on these students, systematic research can be carried
on throughout their academic high school history to tell more about the
total effectiveness of holding potential dropouts in school. S8pecifically,
this project allowed the investigator to:

(a) Assess the effectiveness of a special academic program in
reducing absenteeism and holding potential dropouts in
school.

(b) Assess potential dropout students attitudes towarc school
through administration of the napil Opinion Questionnaire,
Form A.

(c) * Develop an alternative form of the Pupil Opinion Questionnaire,
herein known as Fomm B, for post-test administration.

(d) Assess potential dropout students attitudes toward self
through administration of the Tennessee Self~Concept Scale.

(e) Assess the differences in absenteeism and holding power of
potential dropouts in special academic classes as compared
to vocationally-placed and regular academically-placed
potential dropouts.

(f) Assess the attitudes toward school of potential dropouts in
special academic classes as compared to vocationally and
regular academically-placed potential dropouts.

(g) Assess the attitudes toward self of potential dropouts in

special academic classes as compared to vocationally and
regular academically-placed students.

Research Significance

This project was orginally conceived as being capable of providing
needed descriptive and attitudinal data on students living in rural

ERIC i
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Arizona which represents minority groups and are designated as potential
dropouts. The research itself should provide: (a) additional infor-
mation as to attitudes of potential dropouts toward school and self}

(b) specific information to Casa Grande Union High School persoumnel

about the effectiveness of their existing program in holding potential
dronouts and effecting attitude change; (c) information as to the ~ffect-
iveness of vocational edacation over regular academic programs as a

means of holding students and effectiung attitude change; (d) information
as to the effectiveness of special programming in re- .sct to specific
minority groups, i.e., indians, Mexican-Americans, and Blacks; (2) des—
criptive information generalizable to other rural communities in South-
western United States which have similar dropout problems and high
minority youtl. concentrations; and (f) data as to the effectiveness of
the Pupil Opinion Questionnaire assessing student attitudes toward

school and measuring change produced through special academic programming.

Results from the research has direct implications for Casa Grande
Uniopn High School personnel regarding: (a) the effectiveness of the
existing program in terms of student holding power and :ttitude change;
(b) the scope of the existing curriculum might be modified to better
meet student needs as reflected in thz research; and (¢) teachers might
see ways in which their attitudes toward the existing programs might be
more effective in meeting the goals of the special programming.

Casa CGrande Union High School is typical of many rural area schools
across Southwestern Texas, New Mexico, Arizona, Utah, and California.
The research findings reported here could leave implications for: (a)
the application of the Casa Crande program tu other schools having-
similarly defined dropout problems; (b) additional information as to the
self-concept of minority youthj (c) the adequacy of the Tennessee Self-
Concept Scale in assessing the self-concept of minority youth; (d) the
ability of the Pupil Opinion Questionnaire, Forms A and B, in assessing
the attitudes of minority youth toward school, and (e) the effectiveness
of special academic programs over regular academic programs or vocational
programs for holding potertial dropouts in school.

Hypotheses:

The following considerations were basic to the study:

A. The effects of special academic programs will be to increase
attendance rates and decrease dropout rates of potential
dropouts placed in such programs as compared to the dropout
rates prior to special academic program implementation.

B. To compare the effectiveness of special academic programs as
a means of increasing attendance and reducing dropout rates
with those potential dropouts placed in vocational programs
or regular academic students.

The following null hypotheses were considered for this study:

1. There will be no significant difference among potential
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dropouts placed in the regular academic classroom, vVOC~
ationally-oriented classrocm, Or special academic
classroom «8 measured by the Lorge-Thorndike Verbal
Battexy.

9. There will be no significant difference in intelligence
among potential dropouts placed in the regular academic
classrodi, vocationally-oriented classxoom, OT special
academic classroom as measured by the Lorge~Thorndike
Nonvzrbal Battery.

3. There will be no correlation between intelligence and
attitude toward school as measured by the Lorge~Thorndike

Verbal Battery and the Pupil Opinion Questionnaire.

4. There will be no correlation between intelligence and
attitude toward school as measured by the Lorge~Thorndike
Nonverbal Battery and the Pupil Opinion Questionnaire.

5. There will be no significant difference in attitude toward
school among potential dropouts placed in the regular
academic classroom, vocationally-oriented classroom, Or
special academic classroom as measured by the Pupil
Opinion Questionnaire, Form A (Pre-test).

6. There will be no significant difference in change scores on
attitude toward school among potential dropouts placed in
the regular academic classroom, vocationally~oriented
classroom, or special academic classroom as measured by the
Pupil Opinion Questiormaire, Form B (Post-test).

7. There will be no significant difference in attitude toward
self among potential dropouts placed in the regular @cademic
classroom, vncationally~oriented classroom, Or special
academic classroom as measured by the Tennessee Self-Concept
Scale (pre~test).

8. There will be no significant difference in change scores on
attitude toward self among potential dropouts placed in the
regular academic classroom, vocationally~oriented classroom,
or special academic classroom as measured by the Tennessee
Self-Concept Scale (post-test). '

Related Literature

Since the turn of the century, the quality of American public educa~
tion has substantially improved. In spite of these gains there are still
educational problems confronting our nation. One of the more crucial
problems is the dropout. At the present time, one out of three fifth
graders do not graduate from high school. Such dropouts are pupils
who leave school for any reascn other than death, prior to high school
graduation and completion of program of studies without transferring
to another school.
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In contrast to public philosophy it is somewhat unrealistic to
expect everyone to complete school. Schreiber (1969) states that the
dropout is an inevitable fact in the educational process and will con-
t+imie to be until such time as high school graduation becomes comptil-
sory. Yet, a major problem to consider is the fact that our sociely
into which the contemporary dropouc seeks entrance has a diminishing
place for him, a problem complicated by the related crises of the pop-
ulation boom, unemployment, technological evolution, and a rural to
urban migration of disadvantaged minority.

Characteristics of the Dropout.

Potential school dropouts are not easily identified. Their varied
patterns are not a simple compilation of educational factors but have
social, psychological, economic, cultural and political ramifications
which necessitate an understanding of the problem. Schreiber (1969)
reports that the current dropout rate in the United States is about 35%-
It is predicted that by 1975 the dropout rate will decrease to 30% and
it will be down to 20% by the end of the century.

In spite of these facts, the unrealistic human potential as mani-
fested by the dropout may be injurious to his psychological health and
non-contributory to our society. The greatest number of dropouts leave
school between the ages of 16 and 16%. Most are over—age being in the
ninth grade; with more male dropouts than females. Several reasons for
dropping out of school are: (1) not interested in school, (2) preferred
to work, (3) needed help to support home, (4) wanted to get married, or
a girl becomes pregnant, and (5) wanted to enlist in the military service.

Cook (1956) hypothesized that differences between those that leave
school and those who graduate could be found by examination of individ-
ual records. His conclusion indicated that there are measurable dif-
ferences between withdrawal and non-withdrawal from school. In most
casus, school withdrawal resulted from a multitude of factors operating
together in such a way as to present to the individual student a seem-—
ingly insoluble problem. While poor academic success is known to be a
continuous factor to dropouts, it is also true that most dropouts have
low intelligence scores. Voss (1966) reported that 46% of the high
school dropouts had an IQ score lower +han 90. 1In contrast only 21% of
the high school graduates had an IQ of less than 90. Still, 54% of the
dropouts had an average or better IQ, therefore, orne of the problems in
this group of students dropping out may be a lack of appropriateness of
existing curriculum.

In Hollingshead's study (1948) he found that 75% of children from
the lowest social class had dropped out of school before they are 16
years of age. As recent as 1962, Pearl reports that one out of every
three dropout families in Rochester, New York were on welfare. Bowman
and Matthews (1960) found that 87.7% of the dropouts were in the lower
class and while only 1.4% were in the upper and upper-middle classes.
A study in Tucson (Young, 1954) revealed that a large number of the
dropouts came from low income families, who lived in sub-standard con-
ditions and belonged to a racial minority.
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Cervantes (1965) reported that though the dropout rate among Negroes
is twice as high as among whites, 80% of all dropouts were white. The
dropout rate is higher in the South than in the North; higher among boys
than girls; and higher in slums than in the suburbs.

Most dropout children were not only poor but had limited formal ed-
ucation. 1In a Maryland study (1963), 78% of the mothers and 80% of the
fathers of dropouts had themselves never finished high school. This same
study reported that 25% of the mothers and 30% of the fathers had not
gone past the sixth grade. These trends have been substantiated in other
studies (Nachman, 1963; Fifield, 1964; Gillingham, 1964).

Dropouts appear to be loners that are much more dissatisfied with
their social relationships in school than high school graduates. A
study in Modesto, California (Whitmore and Chapman, 1965) reported that
the differences in self-concept between the dropout and the graduate are
significant at the .0l level of confidence.

Dropouts often reject school and self and usually feel unsure about
their school status. The dropout is less respected than other students
by his teachers, usually considered a school social problem, often
expresses hostility toward others, and his established defined goals.

Attitudes toward School

There is limited research available in which actual assessment of
attitudes toward school by dropouts has been analyzed. However, many
attitudes are reflected in reasons that dropouts cite for leaving school.
In most cases leaving school has been associated with a lack of interest
or a feeling of "not-belonging" within the school.

French (1969) found, in studying Pennsylvania high school students,
that the major reason for both boys and girls leaving school was because
they did not like it. Additional school-related reasons youth gave for
leaving school were: (1) they were asked to leave, (2) they wanted to
get a job, (3) they wanted to get married, or (4) they had failing gri des.

A study of the Mexican-American population in Texas revealed the
following school-related reasons for dropping out: (1) couldn't get
along with teachers, (2) poor grades, (3) wasn't learning anything use-
ful, (4) was asked to leave, or (5) other students didn't like me
(Kuvelsky, et al., 1969; Wages, et al., 1969).

The Tucson (Arizona) School District #1 gives us a concrete action
example. Following the release of the report of the Superintendent's
Committee on Holding Power in 1968, the district conducted a more
thorough dropout study than the annual reports they had been completing
routinely since 1962. Within the district eight major reasons accounted
for the dropout dilemma—-the impact of underachievement, economic factors,
a too demanding high school curriculum, lack of parental interest, neg-
ative student self-concepts, poor school-community relations, sub-par
public transportation, and an inadequate work-study program. Action was

7
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the next logical step. District personnel articulated and coordinated a
program aimed at providing a better education for the potential dropout.
For example, they established a more realistic curriculum for the non-
English speaking child (one which enabled him tc contioue to use his
native language in the classroom), allowed for more flexibility in grade
placement (fewer retentions in grade). expanded the work—-study program
with the cooperation of employers, extended and supplemented the junior
high and high school curricula, began more thorough in-service training
sessions for staff working with children from deprived areas, and
arranged for more busses for school children at a nominal expense to the
rider. Dropout studies continue each year, and additional changes are
implemented. During the 1968-69 academic year 843 Tucson students drop-
ped out of school (4.77%). This figure does not include summer dropouts,
however, or dropouts below grade nine, “he jnclusion of which number,of

course, would furnish a clearer picture. The dropout rate was highest
in the two Tucson high school with - _: gest number of stude its from
poor socioeconomic ent ironments. 1 . ©i.ding appears consist mt with

other studies.

Sociocultural Fzztors in Self Concent

while there is much evidence in the literature pointing to the

effects of sociocultural factors on the self concept, there would appear
to be much contradiction regarding the extent and force with which these
factors influence the individual. The research up to 1958 was filled
with inconsistencies and contradictory results (Wylie, 1961b). However,
since that time extensive continued research has brought forth further
findings, the predominance of which indicates the major role of cultural
influence. Kvaraceus (1965) and Deutsch (1965) declared that the inade-
quate view disadvantage children have of themselves is shaped by the
reflected appraisals of society. Erikson (1950) suggest that social

factors which do not permit a sense of basic trust lead to inadequate
self concepts.

In studies involving the self concept of minority group students,
Coleman (1966) found that the mean self concept of Mexican-—American
children was significantly lower than the mean self concepts of both
Negro and Anglo children. McDaniel (1967) did not find this in his
research; rather his findings indicated that the self concept of the
Mexican-American child was significantly below that of the white child
but mot that of the Negro child. Studies by Keller (1963), Long and
Henderson (1968), Henton (1964) and Taylor (1967) found a significantly
higher self concept for white children.

Opposed to these findings, DeBlaissie and Healy (1970), Najmi
(1953), and Carter (1968) found mno significant difference in the self
concept of Mexican-American and white children. Wylie (1963a), Gibby
and Gabler {(1967), Carpenter and Bussee (1969), zirkel and Creemne (1971),
and Zirkel and Moses (1971) all found no indication of significant dif-
ferences in self concept between the Negro and white students.

in mixed groups, it has been hypothesized that the internalization

of negative perceptions of others is responsible for lower self concept
8
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of the mipority group child (Carter, 1968). Webster and Kroger (1966)
conjectured that the self concept of the school child of minority groups
is influenced by the majority group.

gociocultural Factors in Attitude Toward School

Rohwer (1971) states that by virtue of impoverished pre-school

experiences, the low socioeconomi: status child e -~ school with a
deficit in basic learning proficiencies and further ... nlated that
there was a gross variance in opportunities to learr '.:iwe-=i e“hnic
groups. Wilson (1963) reported evidence that white ~i7< =n s+ red

I igher than black children on achievement test perfor~ .nv , ar higher
socioeconomic status children scored higher than lowe = loec™ .omic
status children. Rohwer, et al (1971) stated it was = 1iab’ " that
there were different levels of school success in dire 'c latic ship to

high and low status socioeconomic levels.

Young (1954) showed that a majority of the dropcits 1 Tuc zon,
Arizona, came from low-income families who lived in suos adar: ousing
and belonged to a racial minority. Gillespie, as repcrts in Ci.zoter 1,
described the identifiable traits of the potential dropc. - as ¢ very
poor self image, strong feelings of frustration when faced with the reg-—
ulay academic program, and an almost total inability t. communicate.
Schreiber (1969) describes low scholastic aptitude as being one of the
main characteristics of the potential dropout. Reyes (1969) found that
youngsters of a mixed group with Spanish surnames more often dropped out
of school than their peers.

Self~Concept and the Dropout.

Extensive work has been done with the self-concept of youth from
minority or ethnic groups, many of whom are also dropouts from sclool.
As such, there has been virtually no research designed to assess the
self-concept of high school dropouts, although many characteristics
could possibly be inferred from more general studies.

Many theorists have indicated that sccial and cultural factors play
an extensive role in the development of the self-concept. Henton and
Johnson (1964) noted that the self-concept of the child is directly re-
lated to his psychological environment, i.e., the sum total of stimu--
lation that has impinged upon him from conception to the present time.

The self-concept develops out of a social definition of the
individual's relationship to the world about him. As others important
in his life evaluate the person, so he will come to evaluate himself.
Kinch (1963) believed that the self-concept is the individual's conception
of himself as it emerges from social interaction. The self-concept, in
turn, guides the behavior of that individual.

The individual's behavior cannot legitimately be :udiad apart from
the social context of the envircnment in which the indzviduzl lives. Thus,
the development of a self concept is a process which m:zt b examined

ERIC ’
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within a sociocultural setting. Carroll (1945) found that children
from lower socioeconomic positions tend to aspire to ideals of personal
beauty and fame, not to the moral and intellectual qualities character-

istic of the middle class child. Thus, this finding woull suggest dif-
ference in the self-concepts of these two classes. In addition, flawk
found that a child's socioeconomic status greatly influences " Tca-
demic success which results in either a positive or negative . .i-

conzept (1967).

Brookover, et al., studies the relationship of self conc of
ability to school achievement. They define ''self-concept of ab ity"
2s “'those definitions a student holds of his ability to achieve in aca-
demic tasks as compared to others (1965, p. 13)." In studying couth din
grades 7-12 Brookover postulated that, among potentially successful
students, academic achievement is artificially limited by the child's
self-concept of his ability to achieve. Brookover argues that —his in~
adequate self-concept is a consequence of perceived negative eveluations
by significant others. Initial research (Brookover, et al., 1962) in-
dicates that self concept of ability functions ouite independently of
measured intelligence in influencing academic adjustment, and ie a better
predictor of academic achievement. He also found that positive changes
in evaluations by significant others' will raise the child's self-concept
of ability and positively influence academic achievement.

In studying 400 children Deutsch (1967) found convincing evidence
that Negro and white children who are from low socioeconomic environments
often have low concepts of themselves. However, Deutsch found self-
concepts generally more negative among the Negroes in the group. He
suggests that success experience is the key to a positive view of the
self. Deutsch feels that lower clasa children enter school so poorly
prepared to produce what the school demands that initial failures are
most inevitable, and the school experience becomes negatively rather
than pesitively reinforced.

Williams and Byers (1968) studied the differences between Negro and
white self esteem, using the Tennessee Self Concept Scale. Their find-
ings indicated that the Negro sample exhibited significantly greatexr
defensive distortions of their self description than did the white sample
on the Defense-Positiveness Scale. In general, the results showed that
the Negro adolescent is negative in self perception, guite defensive in
his self description, and lacking a clear, consistent picture of himself.

Research With the Pupil Opinion Questionnaire

A major study among delinquents in Kansas City, Missouri was
recently conducted by Alhstrom and Havighurst (1971) in which portions
of the Pupil Op: iion Questionnaire (the instrument being used in a
current study in Casa Grande and included in the preoposed study) was
used. They found that 50% of the students expressed generally favorable
attitudes toward school, 26% appeared indifferent, and 24% expressed
negative attitudes toward school. In analyzing specific statements the
following percentages of agreement were noted:
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Too much nonsense goes on in school 65

School can be very boring at times 86
There's too much importance placed on grades 62
Most pupils learn what they have to learm, mnot what

they want to learn 60
Pupils have to keep reading and studying the sam=

old things over and over again 53
Teachers expect too muci. of pupils 61
Most pupils are not interested in learning 61
Teachers are too bossy 62
Teachers always seem to like some pupils better

than others 74
Pupils do not have much freedom in school 63
Teachers really do not understand children 54

IT. METHODOLOGY
Sumple

The subjects consisted of 265 ninth grade students in the Casa
Grande Union High School who had been designated by school officials as
potential dropouts. The subjects were broken into an experimental group
of 126 and a control group of 139. Experimental students were further
divided into two groups: (a) 83 students were placed in the vocational
program and (b) 43 students were placed in the special academic program.
The 139 contyol students w-re enrolled in the regular academic curriculum
at the school. Figure 1 depicts the design.

Figure 1

Experimental (126) Control (139)

(1) Vocational 83 (1) Regular classes 139
(2) Special Academic 43

This design was used to compare the overall effects of the special
pregrams at Casa Grande on the student body as a whole. Data from
different groups within the school was analyzed to evaluate the differ-
eniiial effects of the various programs at Casa Grande.

Instruments Used
The following instruments were used in the project:

1. A general information survey (Appendix A)

2. The Tennessee Self-Concept Scale

3. The Lorge-Thorndike Intelligence Scale, Verbal and
Non-verbal

4. The Pupil Opinion Questionnaire, Form A (Appendix B)

5. The Pupil Opinion Questionnaire, Foxrm B (Appendix C)
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The genes 1 information survey gathered demographic and personal
data from each subject. This inforxm tion was used to better analyze
differences found zccording to externally-contxolled variables.

The Tennessee Self-Concept Scale was standardized in 1957 and : =
generally used to give information about ore's view of sel” in severa:
dimensions. In addition to a general positive self-concept score, th:s
scale also measures self-—concept in relationship to (a) phy:ical self.

(b) moral-ethical self, (c) family self, (d) social self, and (e) pers il

self. TIts repeated use with minority youth made it a logical choice [. r
use witnin this study.

The Lorge-Thorndike Intelligence Scale is a group intelligence test
designed to measure individual ability in the dimensions of verbal abZ _it
and performance ability. The testee is required to work with ideas and
the relationship among iceas as expressed in both verbal symbols and
pictorial, diagrammatic, and numerical symbols. More than 136,000 sub-
jects representing all school levels and all population segments of the
United States were used in the development of norms. Because norxrms rep-
resent all social, economic, educational, and intellectual levels, it
was chosen for use in this study.

The Pupil Opinion Questionnaire, Form A, was orginally developed
within a Ycuth Development Project in Wichita, Kansas (Havlicek and
Bowman, 1966). It has since been used primarily in dropout projects in
Kansas City, as well as being used within this study. Items were form-
ulated on an a priori basis to tap four distinguishable components of
attitudes toward school or attitudes toward four aspects of the school
experience, namely, (a) teachers, (b) school in general, (c) school work,
and (d) peers. A modified 4-point Likert Scale was used to collect data.

Pupil Opinion Questionnaire, Form B

One of the goals of this research project was to develop an alter-
nate foxrm of the Pupil Opinicn Questionnaire to be administered as a
post-test. Such a scale, consisting of 30 items was constructed to be
a parallel foxrm to Form A, the pre-test scale. It is included as
Apperidix C, and is herein known as Form E.

In order to establish reliability for the scale a sample outside
the Casa Grande School district was sought. A comparable sample was
found in Eloy, Arizona at the Santa Cruz Union High School. The test
was given to 153 freshmen which represented Anglo, Mexican-American,
Black, and Indian subcultures.

The Pupil Opinion Questionnaires, Form A and B were given to all
Eloy freshmen in oue sitting. Questions were alternated so that one form
was not readily distinguishable from the other form. Means and standard
deviations are presented in Table 1.
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Table 1

Comparative Standardization Means for the
Pupil Opinion Questiormaire, Forms A and B

Means S. D.
Form A 77.6 12.5
Form B 75.9 10.2

In order to determine the reliability coefficient of the two forms
a simple correlation was run with an obtained coefficient of .84. 1t
is felt that this correlation is extremely high for an attitude measure
and, thus, comparability of forms is contended.

Two independent variables were controlled in order to determire if
the reliability coefficient was valid, that is, if attitude toward school,
as measured by Forms A and B, was independent of any external variable.
The mean intelligence for the Eloy sample, as determined by the Otis
Quick-Scoring Mental Abilities Test, was 93.4. The correlation be*ween
intelligence and attitude toward school was -.0l for Form A @nd .07 for
Form B. Therefore, it can be concluded that no significant relationship
between intelligence and attitude toward school existed.

All Eloy freshmen were also given the Czlifornia Reading Test, Form
W. The average grade placement for these students was 8.16. This score
correlated with Form A at .03 and Form B at .10. Since the test was given
in the 8th year, 4th month, it can be assumed that low reading level was
not a contributing factor to inability to take the test. As indicated by
“he correlation coefficients, no significant relationship between reading
and attitude toward school existed.

Other Measures

In addition to the instruments designed for this study, other
standardized test scores were available to the project if deemed necessary-
They include: (a) scores on the Otis Quick-Scoring Mental Abilities Test,
(b) scores on the Nelson-Denny Reading Test, (c)} Scores on the Kelley--
Greene Reading Comprehension Test, (d} scores on the Academic Promise
Test.

Procedure

Upon enrolling to attend school in the Fall, 197C all students in
the experimental group were assigned to vocational or special academic
classes. Control students received regular classroom assignments. Those
that were selected for the vocational classes became involved .in Home
Economics for girls and Agriculture-Shop for boys. Special academic
students were assigned to a team teaching classroom consisting of English
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and mathematics under the supervision of Milford k. Gillespie, Head
of the English Department.

During the first two weeks of school all students coupleted the
general information survey. During the final week of Septembexr, 1970
the Tennessee Self-Concept Scale was administered to all students in the
experimental group. The Scale was not given to freshmen in the control
group because it was assumed that the national norms for the Tennessce
Self-Concept Scale were based on the type of sample provided in the

control group and therefore, comparability was assumed.

Within & five to ten day period after taking the Tennessee Self-
Concept Scale, all students were given the Pupil Opiniomn Questionnaire,
Form A. The Lorge-Thorndike Intelligence Test was given the first week
in November, 1970.

Two variables were controlled which hopefully increased the validity
of results. First, all tests were administered by qualified Casa Grande
school personnel. Secondly, teacher attitude and committment toward
special curricula for dropouts is a primary factor in both holding power
and attitude. In order to control this variable, all students in the
experimental group had the same instructors. In contrast control students
were exposed to a variety of instructors.

Post-test data collection began the third week of April, 197L. The
Tennessee Self-Concept Scale was given first. Then, following a five to
ten day time lag, the Pupil Opinion Questionnaire, Form B was adminis—
tered. Data collection procedures for the Spring were the same as in the
Fall.

Methods of Analysis

The statistical analysis of the data consisted of several different
techniques:

1. The student's t-test was run to determine if significant dif-
ferences between mean intelligence scores existed as postulated
in hypotheses 1 and 2. )

2. Correlational methods, using the Pearson Produce Moment
Correlation method, were employed to describe relationships
among the variables. Hypotheses 2 and 4 were tested in this
manner. Correlations indicated that the one-way analysis of
variance planned for hypotheses 5 and 6 would be irrelevant
because inte2lligence did not affect attitude s:“ore.

3. A Lindquist (1953) type 1 design was used to analyze change
scores on the Tennessee Self-Concept Scale. Hypotheses 7
and 8 were tested in this way.

4. Analysis of covariance tested the difference in Pupil Opinion
Questionnaire scores (hypotheses 5 and 6). A followup test
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by Scheffe's multiple contrast technique was conducted
when significance was found among the three means.

I1I. FINDINGS AND ANALYSIS

Two basic considerations of this study were to compare the 1970~71
dropout rate with rates of previous academic years and to compare the
holding power of the special academic program as opposel to vocational
programs and regular academic programs.

The special academic program wWas incepted during the 1968-1969
academic year. Upon completion of the first year, only 9.5 percent
of the freshmen designated as high risk potential dropouts actually
droppeé out of school. This compares favorably with the 20% dropout
rate among freshmen daring the 1967-68 academic year as well as with the
12% total dropout rate for all freshmen during the 1968-69 year. The
same picture was true in the 1969-1970 year. The 1970-71 academic year
compares favorably and is analyzed by curriculum placement in Table 2.

Table 2

1970~71 Dropout Rate According
to Cgrriculum Placement

Dropouts Absenteeism
Special Academic 9.3% 4.5%
Vocational Group 18.0 9.5
Control Group 10.0 4.0

Throughout the three-year period that the special academic curric-
ulum has been made available to high risk potential dropouts the holding
power has been much better than ever before, and in fact, is even better
than vocational placement or regular academic student dxopout rates.

The absenteeism rate also compares favorably over the three year period.

Such findings are highly supportive of the continuation and enlargement
of special academic programming.

Hypotheses 1l and 2

The first two hypotheses were foymulated in order to test for com-—
parability of groups. Tt was hoped that there would be no significant
differences in the mean intelligence of potential dropouts placed in
the special academic group and those placed in the vocational cli ses.
However, a difference between mean intelligence in the two exper .ental
groups and the control group was expected. Table 3 presents the means
of standard deviations of the three groups on both the verbal and non-
verbal batteries of the Lorge-Thorndike Intelligence Scale.
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Table 3

Intelligence Scores of Freshmen in Casa Grande Union High
School as Measurad by the Lorge~Thorndike Intelligence Scale

Verbal Non~Verbal
Mean S.D. Mer - S.D.
Total Sample (N=254) 91.3 12.6 96.8 14.0
Control (N=127) 96.7 12.3 101.0 14.2
Vocational (N=83) 85.7 10.2 93.6 11.5
Special Academic (N=43) 85.3 9.6 89.0 12.6

Table 3 indicates that there is no difference in the mean intell-
igence scores for students place in the special academic class and the
vocational class. This is essentially confirming comparability of
groups, therefore, one cannot say that intelligence differences is a
contribating factor to holding power or attitude shift toward school
and self.

The control group did have greater intelligence scores than either
the special academic group or the vocational group. Their mean scores
(96.7 verbal) and (101.0 non-verbal) compares favorably with the national
noyrms of 100.

Correlations

Correlational methods were employed to study the relationship among
the variables in the study. Table 4 reports the correlations of most
interest.

The intelligence test scores show no significant correlation with
either the Pupil Opinion Questionnaire or the Tennessee Self~Concept
Scale. This means that the attitude tests are not typical scholastic
tests wherein the "good'" students score high because of ability to read.
Such low correlations are essential if the attitude tests are of any
valid use.

The correlations between the Pupil Opinionnaire and the Tennessee
Self-Concept Scale indicate that selr-concept is related to attitudes
toward school. The correlation (r=.21) between the Pupil Opinion
Questionnaire, Form A and the Tennessee Self-Concept Scala is lower than
for Form B (r=.34) and *he self-concept scale, probably due to the dif-
ferential time periods between administration more than the changes in
self-concept and attitude learning during the experimental period.

The correlation between the pre- and post~test Pupil Opinion Ques-
tionnaire score is a parallel forms reliability coefficient. However,
it must be realized that, in addition to the normal changes in cttitude
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occurring during an eight month period, the experimental conditions of
the special academic group would operate to lower this coefficient.
Therefore, the coefficient of .51 is lower than the parallel forms re-
liability coefficient described earlier in this paper when given to &
comparable group of students at Eloy. Because the Eloy coefficient
was .84, there is no reason to suspect the reliability coefficient of
51 found at Casa Grande. In fact, if the treatments of this exper-
imental porgram were effective the coefficient must necessarily be
lowered.

The correlations indicate that the attitude measures are indpendent
of intelligence, and thus, hypotheses 3 and 4 are retained. Because IQ
is shown to make no difference in attitude scores, hypotheses 1 and 2 are
of no consequence. The entire outcome of the project, then, rests with
hypotheses 5, 6, 7, and 8.

Hypotheses & and 6

Hypotheses 5 arnd 6 wexe tested together. An analysis of covariance
was employed to adjust post-test scores on pre—~test measures and then
test the difference in post-test scores for significamnce. This, in
effect, enables one to treat the data as though all groups were equal on
pre-test measures. This design is legitimate where there is no ceiling
effect of the test, and the regression plot within subgroups is homogeneous.
These conditions were met in this study.

The covariance analysis indicates that the produced change in Pupil
Opinion Questionnaire scores is significant beyond the .01 level. The
obtained F with degrees of freedom 2 and 281, was 5.0. This indicates
that differential changes in attitude did occur. An inspection of the
adjusted means verifies that the mean fcr the special academic group was
greater than the mean for either the vocational group or the control
group. Scheffe's (Glass and Stanley, 1960) multiple comparison technique
verified that the special academic group showed significantly greater
positive changes in attitude toward school than did the other groups.

Tt may at first seem strange to talk about "greater positive change"
when the post-test scores were actually lower than pre-test scores (See
Table 5). Two known factors are relevant to this point. First, Form B
of the Pupil Opinion Questionnaire, which wa the post-test, consistently
yield scores lower than Form A, the pre-test™. Second, students consis-—
tently indicate a more positive attitude toward school in the beginning
of the echool year than in the Spring. It is indeed surprising, that in

11n addition to the lower scores indicated in Table 5, the Eloy
sample pre-test mean of 77.6 was 1.7 points higher than the post-test
mean of 75.9. If adjustments were made to the Casa Grande sample the pre-
and post-test means would be: (a) special academic group, 76.3 and 77.4;
(b) vocational group, 75.9 and 74.3; and (¢) control group, 78.2 and 75.1-
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spite of these factors operating, the special academic groups Score,
without adjustment, were nearly equivalent for the Fall and Spring
testing.

Tennessee Self-Concept Scale

The basic analysis for studying the difference between the vocational
and special academic group, on the basis of the Tennessee Self-Concept
Scale, was a two way analysis of variance repeated measures design. The
program type was the between subjects factor and pre-test/post-test com-
parisons was the within subjects factor. This analysis has been called
a Type I mixed design (Lindquist, 1953).

This analysis was executed for the twelve scores on the Tennessee
Self-Concept Scale. The pre- and post~test means are shownn in Table 6
and the significant factors are shown in Table 7. As the design is em-
ployed in this study, the value of interest is the interaction of groups
by trials, Therefore, if the special academic program is successful,
one expects to see a greater positive change in attitude of these students
than in the vocational group. Seven of the interactions were significant,
thus indicating that the expected change did occur. An examination of
all means (Table 6) indicates that all seven of the significant inter—
actions listed in Table 7 were the result of greater positive change in
self-concept in the special academic group.

Hypothesis 7 postulated that there would be no significant differ-
ences on the basis of pre-test administration between the special aca-
demic group and the vocational group on self-concept. The analysis
produced no evidence of group differences in self-concept at the begin-
ning of the study, therefore, hypothesis 7 is retained.

Hypothesis 8 was stated in the null fomm but rejected because of the
overwhelming evidence shown in Table 7 as to levels of significance. An
alternative hypothesis, that the special academic group showed greater
positive growth in seli-concept, as measured by the Tennessee Self-
Concept Scale, must be accepted.

While the total Positive score is the single most important score on
the Tennessee Self-Concept Scale, the groups by trials interaction effect
yielded F's for all the subscales on the test. The Identity subscale is
a measure of how the individual sees himself. The post-test mean (43.6)
exceeded the pre-test mean (37.7) by 5.9 points which yielded a T score
of 10.4, significant at the .002 level. The Moral~Ethical subscale is
the individual's evaluation of his personal satisfaction with his religion
or lack of it and his feelings of being a "good" or "bad" person. Because
of high minority concentrations (Mexican-American and Indians) and their
particular religious beliefs, it is questionable that this scale is
capable of yielding a valid measure of moral—-ethical character. Never-
theless, a significant shift in moral-ethical attitude was experienced
within the special academic group throughout the year. The pre-test
mean was 36.5 and the post-test mean was 41.5 which produced a F of 4.9,
significant at the .05 level. The Persc.al self score is a measure of
one's evaluation of his personality apart from his body or his
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Table 6

A Comparison of Self-Concept of Potential Dropouts in Special Academic
and Vocational Classes as Measured by the Tennessee Self~Concept Scale

Variable  Group Pre-test Mean Post~test Mean

1. Special Academic 47.3 47.9
Vocational 46.6 46.5

2. Special Academic 38.7 44.1
Vocational 40.0 40.1

3. Special Academic 37.7 43.6
Vocational 38.5 39.8

4. Special Academic 44.2 48.2
Vocational 44.7 44.3

5. Special Academic 36.7 40.7
Vocational 38.7 38.4

6. Special Academic 42.7 46.3
Vocational 45.2 44.7

7. Special Academic 36.5 41.5
Vocational 36.1 36.0

8. Special Academic 45.4 49.8
Vocational 45.9 46.7

9. Special Academic 36.7 41.1
Vocational 39.7 39.7

10. Special Academic 42.0 45.2
Vocational 40.7 40.7

11. Special Academic 51.8 47.3
Vocational 51.3 50.4

12. Special Academic 43.8 43.5
Vocational 47.0 44.0

1 . :
Netional norms on all subscales are expressed as T-scores, M=50, 5.D.=10
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relationship with others. The .05 level was exceeded by an obtained T
of 3.9 with comparative means being 45.4 (pre-test) and 49.8 (post~
test).

In addition to these reported significant change scores Table 7 g
shows that the special academic group exceeded the vocationally-placed
students in the subscales of self-satisfaction, behavior, physical self,
and family self.

IV. CONCLUSIONS AND RECOMMENDATIONS

Curri~ulum Considerations

One of the primary reasons this special program was ‘nitially in-
cepted was to create curriculum options for high concentrations of
minority youth that were low achievers and extremely high risk potential
dropc its An analysis of the 1970-71 ninth grade enrollment is shown in
Table 8. It is evident by looking at this table that Anglo students

Table 8
An Enrollment Analysis of Freshmen Students

in the Casa Grande Union High School within
Minority Groups According to Academic Program

Group Special Vocational Regular
Acadenic Classes Classroom

White (N=250) 5.2% 12.8 82.0
Mexican~American (N=112)  15.2 51.8 33.0
Indian (N=54) 13.0 40.7 46.3
Black (N=24) . 25.0 54.2 20.8

represented the majority enrollment in the ninth grade. Mexican-~American,
Indian, and Black students have inordinate numbers of students in the
vocational and special academic classes compared to the regular class-
room and their Anglo counterparts.

Another way of looking at the enrollment was by breaking down the
groups ethnically. Table 9 indicates what percentage of students were
in each ethnic group. As can be seen by the table the three combined
minority groups do make up most of the membership in both the special
academic and vocational classes. In contrast, Anglo's constituted most
of the control group (Thornburg, 1971b).
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Table 9 e °
4

A Brealkdown of Uxperimental and Contxrol
students According to Ethnic Group

Group Special Vocational Control

- Academic Classes Group
Maxican~American 17 39.6% 33 40.0% 19 13.6%
~nglo 13  30.2 25  30.0 104 75.1
Indian 7 16.2 16 19.3 13 9.1
Black 6 14.0 9 10.7 3 1.8

Holding the Dropout in School

The project clearly indi-ates that the special academic program is
effective in holding student: in school. When one ompares the 9.3%
dropout rate with the vocational students =znd the -sgular classroom
students, it not only compar- ; favorably, but is ~:ss than either other
type 2f curriculum program.

Investigation of Tables 8 and 9 clearly indicate that, while this
special program was effective in reducing the dropout rate, it did so
with high minority concentrations. The variable of race is not one to be
taken lightly. Repeated studies indicate that members of minority groups
are more likely to drop out of school than Anglo students. In addition,
the history of dropouts in the Casa Grande, Arizona Union High School
also reflects a much higher incident of dropouts among minority members
than among Anglo. It can be concluded, unequivocally, that this program
is effective in reducing the dropout rate over being placed in vocationaly-
oriented classes or the regular academic classroom.

Attitude Shift

The project conclusively indicated that a special academic environ-
ment was instyumental in producing a more positive attitude toward self
and school throughout the academic year. It is quite possible that a
normal detericration in attitude toward school could occur throughout
the academic year. Research studies among dropout and non-dropout pop-
ulaticns have demonstrated this. Yet, in the Casa Grande program a
growth in attitude toward school was evidenced among high risk dropouts
while vocationally-placed and regular academic students showed a drop in
attitude toward school, Since the positive change exceeded the level of
significant difference, it can be concluded that the program is an
effective means of producing positive attitude shift.

Similar findings occurred in the project regarding self-concept.
Although the self-concept is more complex, and is affected by factors not
within the domain of the school, it is somewhat surprising that any sig-
. f£icant change in self-concept occurred. In this case, significant at
the .001 level of confidence again attests to the effectiveness of the
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program in creating a more positive and stimulating enrironment for the
1otentizl dropout. The studv also shows that vocationally-placed nd
regular ~ca.:mic students di. not make significant gains in self-c ncept,
and, in fact, had lower sel:- mecepts at che end of the acadeic _ .ar
+han +hose students who wer: 1. the special academic classes.

Minori*y Youth

Th2 design of the study was to astertain the effectiveness «
varied instructional programs on holding power and attitude shift .imong
diffe—ent segments of the school population. As is often the cas the
major.ty of the potential dropouts, whether vocationally placed ¢
speci 2 academically placed, came from three minority groups, Mex can-
Ameri un, Indian, and Black.

>

Analysis of the home environment and family background of th: se
three zroups revesled the following general characteristics: (a) the
majority of youth from all three ethnic groups lived with both bic togical
parents, although the diversity of parental structures was greate. among
Mexican—American and Biacks than Indians; (b) number of children :zn the
home was excessive, Mexican-American (6.2), Indian (5.5), and Black (8.2);
(¢) Black and Indian father's education represented all levels cf final
attaimment from less than the sixth grade through college graduates. Low
education was much more severe with the Mexican-American group as 66% of
the fathers had less than a sixth grade education; (d) the same trend
existed among the three groups for mother's education as did for father's
education; (e) skilled, semi-skilled, and unskilled classifications re-—
presented over 80% of the father's occupations among all ethnic groups;
and (f) most mothers stayed in the home with approximately 33% from each
minority group represented in the working class.

Tt has often been hypnthesized that Anglo students have particular
advantages in a school znvironment that is not afforded minority member
youth. If this is the case, it certainly was not borne out within the
research study just completed among Casa Grande youth. Students were
asked to indicate their participation in school-related activities that
were not part of the regular academic programming. The results of the
survey awre shown in Table 10.

Two levels of student participation require minimal effort on the
part of the student and little committment to the student on the part of
the school. These areas are attendance at athletic events and at school
dances. The majority of youth attended these events. One noticeable
exception was the negligiblc percentage of Indian youth who attended
school dances, a fa.tor that was undoubtedly influenced by their culture.
In contrast to these two areas, a lessening percentage of students belong-
ed to school clubs or participated in special activities, such as, class
officers, sports, glee club, band, chorus, etc. In the case of the
latter two categories, a greater committment of both student and faculty
time are required.

These findings suggest two or three possibilities. First, if Table

10 is a good indication of the social envircnment behavior of Casa Grande
studenta then it is clear that minority youth are not being put at any
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Table 10

Par—i-ipation in Schc i-Related Activities by Potential Dropouts

as Compared t: Student> in the Regular Classroom
—_— - e 1
Quest:o~ Mexican- wslo  Indian  Black Dropout  Control
American Total Group

(N=50)% (%19) (N=23)  (N=15) (N=127) (N=127)

N % N %
Attend ~thletic
Events
Yes 43 28 14 14 99 82.5 92 77.3
No 6 g 9 1 21 17.5 27 22.7
Attend HdIzh
3chool Dances
Yes 217 22 - 4 12 65 53.7 56 47.1
No 21 13 19 3 56 46.3 63 52.9
Belong to School
Clubs
Yes 13 14 11 7 45 37.5 60 48 .4
No 34 21 12 8 75 62.5 64 51.6
Participate in
Special Activities
Yes 10 16 5 2 33 27.7 34 29.6
No 36 19 18 13 86 72.3 81 70.4

The control group consisted of 24 Mexican—-American, 78 Anglo, 20 Indian,
and 5 Black students.

These N's represent the possible total in each category, although in
some cases not all subjects responded. 4

particular disadvantage. Second, the low incidence of participation in
school clubs and activities could be a result of a lack of desire to
commit one's self beyond the actual classroom or could be atfributed to
the perceived irrelevancy of clubs and activities to the students. Third,
these results leave implications for further research, not only within
this school environment, but beyond the scope of it to see just how much
effect the total school enviromment has on holding students and increasing
positive attitude shift.

iiifferences in Attitude Towaxrd School

Analysis of data on the self~concept revealed the opposite picture
that attitude toward school revealed. Black students placed in the special
academic classroom had a more positive self-concept than their Mexican-
American apnd Indian counterparts. In addition, their positive self-
concept score of 51.4 exceeded the self-concept score for all wvocation-
ally-placed students and the reguls- academic students. Mexican~—

Americ-~ ay’ Tndian youth haa lower self concepts, but, still greater
than those placed in the vocational classroom.
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What fec-t 1se the Indian students to have the best attircude

toward schcol - 3 lowest self-concept, while Black students have the
lowest attitu:] =rd school, but highest self-concept? This report
cannot offer :: -inite conclusions but does conjecture- two possi-
bilities: (1 .zps Indian youth have a more distinct and identifiable
culture than . _: - and therefore, are better able to adjust .. the
school envirs m - although their home environment does not produce the
affects requix score well on self-concept. (2) Perhaps Black students
are more concer sbout working into the mainstream of American society.
The national v:.  Black leaders and Black movements allows these students
to have someth.- . reater than their immediate social-cultural milieu with
which to ident: ~ = -~hus, the self-concept is enhanced, although. they
might find tha: -y school environment is not conducive to their adjust-
ment, thus, ne:-- - attitudes toward school exist. Continued research
may change the: ~jectures into tenable hypotheses.

Sex Differences . 3elf-Concept

This study aic not reveal any significant differences in attitude
toward school or total positive self-concept between males and females.
Two subscales on the Tennessee Self-Concept Scale did indicate that males
had a better eve’ +ion of their personality and their worth as a family
member than did t--zles. It is possible that the home-school forces that
shape the attitudzaal systems of both male and female are comparable
among minority group members.

Implications

Concisely, t: . implications of this study for further research focus
on the following cxeas:

1. Additi_mal attitude toward school instruments could be used
in orc¢ -~ to confirm the results of this study.

2. Such s—.dents should be followed throughout their entire high
school =iperiences to determine long-range effectiveness of
special academic programming.

3. Experimental conditions could be established where students in
special programming for one year were put back into the regular
classroom to determine the effectiveness of special academic
programs in texms of holding pov=r.

4. Ways  provide special academic instruction for more potential
dror s a way.of holding students in school should be sought.
§. The adv®  ,ility of placing potential dropouts in vocational

classes is in question unless special vocational classes are
created ir. the same sense that special academic classes were.

¢. Teach:. —.._ ning programs for equipping teachers with skillis
and insig * . for this type of student is much needed as the
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success of such a program inevitably falls back on the
teacher.

7. Ways of evaluating the individual needs systems of each
student must be researched and implemented in order to
establish strong holding power.
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APPENDIX A

GENERAL INFORMATION SURVEY

Name

Age
Male Female
Background

a Mexican-American
b. Indian

Black

. White

. Oriental

What adults live in your home?

o 20

How many children are in your family?

Father's Occupation

a. Rancher

b. TFarmer

¢c. Farm Laborer

d. Miner

e. Mechanic

f. Military

g. Skilled

h. Unskilled

i. Businessman

j. Professional

k. Unemployed

1. Other _ _
Father's Zducation

a. 6th grade or less
b. 7th or 8th grade
c. 9th or 10th grade
d. 11th grade

e. High school graduate
f. Some college

g. Vocational school
h. College graduate
i. Other

Mother's Education

6th grade or less
7th or 8th grade

9th or 10th grade
11th grade

High school graduate
Some college
Vocational school
College graduate
Other
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10.

11.
12.
13.

Does your mother work? If so, what kind of jol is it”®
Do you attend high school sport activities? Yes_  No
Do you attend school dances? Yes No

What high school clubs or sports do you participate in?
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APFENDIX B
PUPIL OPINION QUESTIONNAIRE, FORM A

Darken the space between the lines on the answer sheet under A, B, C, and

D depending on how you feel in each case. Mark all of your answers on the
answer sheet.

10.
11.
12,
13.
14.
5.
16.
17.
i8.
19.

20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.

A. 1 agree vexry much.
B. 1 agree a little.
¢. 1 disagree a little.

0. disagree very much.

Most things about school are all right.

Most of my classes are enjoyable.

Pupila wilo do not do their daily jessons should be kept after school to do
them.

Most *teachers arw crabby.

e seem to be doing the ''same old things' over and over again in school.
It is easy to get along with most teachers.

As a rule, teachers want too much work from pupils.

Going to school is too difficult and discouraging.

Most of the things which the teacher does are all right.

Teachers are usually too busy to talk with pupils.

Teachers require too much reading.

Most teachers try to force pupils to learn something.

Pupils really do not learn the things in school that they want to learn.
A pupil should do more schooi work than he has to do.

Everything in school is too strict.

Most pupils are afraid of their teachers.

Too mich of what we have to study does not make sense.

Tt is hard to make friends in school.

Pupils have to keep reading and studying the same things over and over in
school.

My daily school work is full of things that keep me interested.

Teachers care about what is good for pupils.

Teachers pick on some pupils for no reason at all.

Pupils are always treated fairly in school.

In most school groups, there are only one or two pupils who are important.
Most pupils feel that they can trust their teachers.

Teachers expect too much of pupils.

School can be very boring at times.

Some pupils are always making fun of other pupils in school.

There is too much importance placed on grades in school.

Teachers always seem to like some pupils better than others.
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APPENDIX C
PUPII, OPINION QUESTIONNAIRE, FORM B

Darken the space between the lines on the answer sheet under A, B,
C, and D depending on how you feel in each case. Mark all of your answers
on the answer sheet.

A. 1 agree very much.

B. I agree a little.

C. 1I disagree a little.

D. I disagree very much.

Pupils’ fear of teachers is common.

Much of what we study in school appears worthless.

School is a place to make new friends.

. School never seems to change. We study the same old things day
after day.

. School is never very exciting.

Teachers are concerned with the well-being of their pupils.

Teachers find fault with some pupils without reason.

Most pupils receive fair treatment in schools.

. The same few pupils are important in most school groups.

10. Teachers are found to be trustworthy by most of their pupils.

11. A pupil can seldom satisfy the teacher.

12. Sometimes school is not very interesting.

13. Some pupils do not treat other pupils fairly.

14. Grades mean too much to people.

15. Teachers always have some favorite pupils.

16. School is not really that bad.

17. I dislike most of the things I study in school.

18. It is right to keep pupils after school to finish their work.

19. Not many teachers are grouchv.

20. We seem to be doing new things in school.

21. Most teachers are hard to get along with.

22. Generally, teachers do not expect enough work from students.

23. Going to school is hard, but not discouraging.

24. Teachers often make mistakes.

25. Teachers usually have some time tc spend with students.

26. Teachers require more reading than is necessary.

27. Most teachers demand that students learn certain things. :

28. Pupils are expected to learn about things that do not interest them.

29. Pupils should not be required to do more work than they want to do.

36. Schools have too many rules.
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APPENDIX D

Attitudes Trward School:
A Comparison

Selected statement reflecting attitude toward school aie reported
in a recent study of dropouts in Yansas City, Missouri conducted by
Alhstrom and Havighurst, reported in 400 Losers. A comparison of those
findings and the findings of this study are reported.

Percent Agreement
Stat:ement

This Study K.C. Study
Pupils really do not learn the things
in school that they want to learn. 62 60
Too much of what we have to study
dces not make sense. 49 47

Pupils have o keep reading and studying

. the same things over and over in school. 48 53
Pﬁpils are always treated fairly in school. 63 49
Teachers expect too much of students. 58 61
School can be very boring at times. 83 86

Some pupils are always making fun of
other pupils in school. 83 91

There is too much importance placed on .
grades in school. 74 62

Teachers always seem to like some
pupils better than others. 82 74
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