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CHAPTER I. INTRODUCTION




Since educational systems beyond one's national boundaries suggest what is

educationally possible, couparative studies are valuable in examining these

possibilities. Anderson, writing in Educatggg; (October, 1963), states that

“Every educator will find a study of our educational system in relation to

other systems imperative. lle will be oriented far better to bring about improve-

ments in the American educational system and to cooperate intelligently in
‘the improvement of education in other parts of the world.” As pointed out in the

Encyclopedia of Educational Rescarch,z,?Comparative.education means the study

and comparison of éducational theory and practice in different countries for
. the purposevof broadening aﬁd deepening one's uhderstandings of educational
problems." Hilker3 identified the most important step of the comparative process
whén he stated: "In the process‘of corparing, there are the threé steps: a) the .
description of phenomena, b) the (analytic) expiication of underlying forées,
and c¢) the comparison in the narrower and"specific sense.

«+so..The third step, i.e. comparison in the narrower sense, is the,post
importaﬁt one, and the one least attempted so far. Description and explication
actuall& attain their final ﬁalﬁe'in compari.son. in'its simplest form, the
latﬁer consists of the juxtapasition of quantitative data which reflects decrease,
increase or no change. When, howave;, qualitative differences are under sﬁudy,
it is necessary to seek fo fiqd a common denominator, before a decision about
the direction of further procedures can be made. This kind of compérison has
barely been practiced as yet, but the comparative method hardly deserves it§
name unless it progresses to this level of operation. In fact, this advance is
essential for the recognition of comparative education as a scientific discipline

and as a field of significance for practical application in solving many vital

issues."
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Kozainia_s4 poiuted out that “Very often comparativé educators proceed to
indicate the different methods of selection and the different institutional'ﬁ
patterns vhich seek to accomplish this goal. But they very rarzly séék to
establish whether in fact England or France provides better treatment according
to the age, abilities, and aptitudes of a student.“

Foshay,5

writing in the International Re#iéw of Edacation (Volume IX,
,1963'64)’ suggests that largé-scale enpirical studies on an international

plane are feaéible,iand that such studies can shed light on the nature of éducu—
tional achievemgnt as related to national cultures and traditions. llowever,

+ as pointed out in the introduction to Educational Achievements of Thirt:en Year

0lds in Twelve Countries,él"The number of cross-country comparisons of school
achievement is small, and the findings limited. Typically, such studies have
involved two populations somewhere in the middle of their respective school

careers, and achievement has been éoﬁbéred in one school subject.”

Thus, while it may be noted that the international comparative technique is
a recognized method for educational investigations, itg application even to the
mid-point of this century has been limited in both the number of studies and

the depth of their proBings.

With the advent of Sputnik in the late 1950's, the interest and concern of

the general public for our educational accomplishments as contrasted with those
of other countries were soﬁndly and dramatically heightened. This interest, only
natura;ly, led to many "minute-maid" studies and personal observations by various
actuai and self-appointed experts in which conclusions were drawn, which, in

general, proclaimed the inadequacy of our educational system and contrasted

it with European systems in general and English systems of education in particular.




ot unexpectedly many professional educatnrs and ever a scattering of
“eivilians" denied the churg:s and imolicetions of such claims. As tha academis

battle lines were drawn, it hecoxe ¢hvious that both sides had more smoke than

amunition to support their claims. .4t this juncture, any thoughtful educators
began to look towards comparétive studies as a mears of separating facts from.
fiction and, even nore importantly, as a technique nromising educational improve-
ments for all countrieé involved. Among the studies which had not heretofore
been attempted were those which vould compare the influences of educétional
practices in the British Isles and the United States on puﬁil achievement in -
the basic subject matter areas at each successive grade level. The first of

_ these studies "A Comparative Study of the Academic Achievements of Elemehtary

Age Students of the United States and the British Isles,"7

(U.5.0.E¢ Pyoject
Humber 2177) was &ndertaken and completed during the periodA1963-1965.‘ In 1966
"A COmparative Study of the Academic Achievement of Secondary School Students of
the United Statés and the~Briti§h Islec” was initiated. This publication reports

the findings of this investigation.

Ry

B. Objectives. ' v : - s
This study proposed to test the hypotheses that (1) significant differences
would be found'bétween students"mean achievement in the subject matter areas .
of arithmetic, reading, English-usage, and science (a) among British and
American secondary school students of high, average, and low ability, and (b)
attending public and private institutions; (2) specific periods could be identi-
fie& wherein respective students' achievement acroés ability levels and grade
levels for reispective countries became statistically different in the arcas of

reading, arithmetic, English-usage and science; and (3) that specific factors

could be identified which influence pupil achie-rement and, further, the degree

i1




~5-

to wihich individual factors may or way not be & significant influence on achieve-
ment could also be ascertained. A further and separate objective of this study
vas to assess the significance of differences in academic progress, through
mean achievement, for a separate sample of approximately 300 students involved
as fourth, fifth, and sixth graders in a previously supported elementary study.
These students during the execution phase of this study were eighth, ninth and
tenth graders. | |

The collection, tabulation, and analyses of the data in the support or
rejection of the above hypotheses may provide cvidence to warrant further
study of the associated factors or practices that produce the differences in
achievement. Further, it is believed that the evidence collected in this
project will stimulate additional research in these or other subject-matter

areas leading to the identification of possible educational practices that

could improve secondary education in the United States.
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In the develcopment of this project particular attention has been given to
research in the cross—cultural study and comparison of academic achievement
between English-speaking countries. Of special significance 1s _@_.Co@arat:lve

Study of the Academic Achievement of Elementary Age Students of the United States

. 1
and the British Isles, (U.S.0.E, project 2177) concluded by staff members of

this project. This study compared the academic achievement of British and United
States' pupils in the subject matter areas of arithmethic, reading, and English-
usage in grades one through s:l.x} of high, average, and low ability, attending
public and private :I.nﬁt:ltut:lons. Among tho signficant findings of this study
were: (1) in all subject matter areas and categories, as might be anticipated,
the British pupils were at a higher level of uchievement at the conclusion of
the first grade, Further, the British pupils achieved higher scores in nearly
all subject matter areas and categores, in grades one through four, However, by
grades five and six, United Stat_gg_‘ pupils were achibving at approximately the
same level on the reading tests and at higher levels on most of the English-
usage tests. (2) On a comparative basis, the British pupils were strongest in
arithmetic and the United States' pupils in English usaée. (3) While differences
in achievement by akility groupings did occur, as anticipated, the margin between
high ability and average ability groupings was greater for the British sample.

1L sppears to be characteristic of most other studies reviewed to devote
themselves to a single subject at a single grade level without attempting to
control for community size or socio-economic differences, or differences between
students of varying abilities in both public and private ingtitutions., Con-
clusions have not always been the same, For example, BusWellz in 1958 reported
that English pupils made significantly higher scores than California pupils of

the same chronological age when using an adapted form of a British achievement

14
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test. Using the same British tests that Buswell used, Tracy3 in 1959 reported
that white eighth grade North Carolina pupils at the same stage (near completion)
of arithmetic study as their British counterparts recep'ved approximately the
same mean scores. Bogut4 replicated Buswell's study in the elementary schools
of St. Paul, Minnesotn, and noted that the St, Paul students had lower means on
the computational, and hig her and more comparable means with the British sample
on the problems part of the arithmetic achievement test. He, therefore, concluded
that these scores reflected a meaningful approach to the teaching of arithmetic
in American schools. |

Duncan5 compared the teaching of arithmetic in the United States and New
Zealand (1961) by administering both a standardized and a teacher-made test to
200 twelve year olds, The American pupils achleved slightly higher results and
he also concluded that the more meaningful teaching methods of the American
teachers produced the better results in both computations and problem-solving.

William A, Br'cwvnell6 in his "Instruction in Lower-Grade Arithmetic in
English and Scottish Schools," stated his opinion that English and Scottish
children in the first six grades are learning more arithmetic than are American
children. He arrived at the conclusions that (1) we have seriously underestimated
the attention span of school beginners; (2) likewise; we have seriously under-
rated the "reh&iness" of school beginners for systematic work in arithmetic; and
(3) we can safely ask children in the lower grades to learn much more arithmetic
than we are now asking them to learn.

Husen, Bloom, Anderson and others (1967)7 reported results from a major
international study of achievement in mathematics. Pupils from twelve countries
participated in this study. While reports of the study stress that it was not

intended to be competitive in nature, results indicating that Japanese and
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Belgium thirteen year olds scored highest on the international test, and the .
United States and Swedish scored lowest, have been of great interest. Almost
of équal interest have been the findings that indicate the greatest increase in
score between thirteen year olds and the pre-university mathematics populations
were registered by French and English pupils with the United States showing the
lowest gain score, Among the significant conclusions which could be drawn from
this study are the following:

1) All school systems in all the countries evaluated had almost identical
scores on the international test up to the énd of the period of universal
education in their respective countries,

2) Test scores in mathematics increase with increases in the amount of
homework assigned students,

3) High scores in mathematics are associated with interest in mathematics,

4) .Boys tended to do better than girls in mathematical achievement, with boys
ettending boys’ schools achieving the highest of all.

5) Theré were consistent positive correlations between the mathematics scores
of the pre-un:lvers:lt;} students and the type of training their teachers had
recelived,

Anderson, Personke, and others8 (1963) reported a study entitled Comparisons

of the Reading and Spelling Achlevement and Quality of Handwriting of Groups of

Scottish and American Children, which gives the results of an investigation to

obtain evidence of the different educational practices in Scotland and the U.S.A.
Samples of the school populations were taken in West Lothian, Scotland; Jackson,
Michigan; and Pinellas County, Florida, at ages seven, eleven, and fourteen years.
Tests in hendwriting, spelling, oral reading, paragraph and word meaning were

administered to each group, and the results compared. At age seven the Scottish

16
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children were found to have a higher standard of attainment on all tests. At
age eleven much the same results were found; however, at age fourteen, the
Anmerican students were significantly higher in the paragraph and word mecaning
tests, As the tests were of American origin it was possible to compare the
achievement of the Scottish pupils with the American norms,

In 1958, P:I.dgeon9 compared the performance of éleven-year—old chiidren
from Australia end England and Wales on reading, arithmetic, and non-verbal
ability tests. 1In each o_f these tests, it was found that the standard deviation
of tcst scores obtained by the English and Welsh children was considerably
greater than that of the Australian sample. It was "cautiously” concluded that
the results might be due to differences in the methods and spproach employed in
teaching the different subjects and not to any overall differences in organizing
classes by "streaming" or other methods. |

Lloyd and P:ldgeon10 reported another investigation in 1961 in which a
non-verbal test, standardized in England, was given to groups of African,
European and Indian children in Natal, South Africa, re;ealed considerably
lower standard deviat:lbns in that country. It was observed that the system of
class organizatici: employed in Natal meant that "no child can proceed from one
class to another unless he can pass the examination set for that class., Such a
system inevitably has repurcussions on the methods of teaching employed and the
concern of a teacher in Natal 1s to get as many through the examination as
possible, since too many failures might reflect on his efficiency., This leads
to mass methods of teaching and to a complete lack of recognition of ;;l.nd.:lv:ldual
differences.” They suggest that the very opposite occurs in England, Teachers
are trainec to recognize individual differences and to adjust their teaching

accordingly, and indeed, the system of streaming is a further ald to this end.
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The system employed in Natal 1s used with all ethnic groups but "its effect 1s
more pronounced with the African and Indian children in view of their larger
school classes."' The results reported reflected this, in that the standard
deviations ténded to be smaller with these groups, particularlj with the
African children.

Several other comparisons have been made utilizing test norms of one
nationally developed test for comparing with the achievement of anothef national
group, In 1950 'raylor11 administered the Metropolitan Readiness Tests to pupils
in Fife and Ediﬁburgh, Scotland, These jupils achieved a mean age score approx-
imately one year and two months above the American norm for their age—abllity
group.

Scholl12 cénducted two studies of this nature. In the first (1960), she
administered the paragraph meaning, word meaning, and spelling subtests of the
Stanford Achievement battery to groups of English children, age seven, nine,
eleven and thirteen. The English pupils performed above the norms on all tests
at all ages except the paragraph meaning teﬁt where they excelled at age seven
only. Her second study investigated the performance of American children, ages
seven, nine and eleven; on the Survey Reading Tests of the National Foundation
for Educational Research in England énd Wales and the Schonell Spelling Test.
The samples tested fell below the English norms at all ages.

Blder13 (1966) reported a study comparing the oral reading of groups of
Scottish and American children in tho third year of their primary schooling.
The Scottish sample was taken from West Lothian, Scotland, and the American
sample, from Ypsilanti, Michigan. The purpose was to ascertain whether Scottish

children obtain an advantage over American children by being introduced to

reading at age five, rather than six and by receiving a greater emphasis on
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phonics in beginning reading, The findings of the study indicated the following:
(1) The mean score.of the Scottish sample was significantly above the test norm
of American children of the same age. (2) There were n'o significant differences
in the rate of oral reading between the Scottish and American samples, (3) The
Scott:lshisample read with significantly greater accuracy however. (4) A compar-
ison of the samples with respect to specific types of oral reading errors revealed
that substitutions constituted a sigbnificantly luéer percentage of the total
errors of the American sample than was the case for the Scottish gample, Compar-
isons also showed that mispronunciations were more frequent in the Scottish sam-
ple. (5) The Scottish sample had a greater tendency to make substitutions which

* change meanings than did the American sample,

Teacher status, as a product qf environment and cultural pattern, was
studied during the period 1952-1957 by Anderson, Anderson, Cohen and l&‘luth.14
This study evaluated the image of the teacher by adolescent children in four
countries: Germany, England, Mexico, and the United States. It was concluded
that children's image of teachers is a function of culturcl pattern,

Rempel15 also reported a study comparing the relative status of the United
States and Canadian teachers, In his study he campared status on the basis of
comparative salaries earned and concluded that the Canadian high school teacher
and the United States elementary toacher were comparatively higher than the
United St#tea secondary school and the Canadian elementary teacher respectively.

Studies of teachers and teacher education have also been conducted, Dickson,
Prediger, Wiersma and others16 (1965) concluded a study comparing the character-
1stics of teazher education students in the British Isles and the United States.
The principal purpose of this study was to determine: (1) teacher attitude and

personality characteristics; {2) general educational preparation; (3) professional
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education knowledge; and (4) general intelligence of pre-service teacher education

students in both countries, Emphasis was placed upon examining the products of

the teacher educatim programs at various stages in their training. The results

of this study were as follows:

1.

2.

3.

4.

5.

United Kingdom teacher education students tend to have, gererally, as
indicated by the test data, higher gemeral intelligence and verbal
comprehension than do United States teacher education students,

United States students tended to be more learning-centered, while their
British counterparts tended to be more child-centered, permissive,
Interestingly enough, the findings on which this conclusion is based
remained stable over the three stages of preparation (years) examined
in the study and held for both elementary and secondary education stu-
dents, |

Teacher education students in the United States hold more favorable
opinions of administrators and other school personnel than do students
in the United Kingdom,

United Kingdom teacher education students appear to be better prepared
in the academic fields of study measured than U,S. students, except
for the area of science, wherein United States elementary education
students appear better prepared than their counterparts overseas.

The changes in measured academic competencies which occur acrecss the
three years of preparation reflect the recency of course work in the
particular content area being examined, the hasic sequential differences
in teacher education curriculum in both nations, and the performances
of Scottish and English graduate students,

American students appear to be better prepared in the measured areas of

professimal education than their counterparts in the United Kingdom,

<0
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17
Beauchamp and Beauchamp conducted a study of the likenesses and differences
in curricular practices among selected European countr:lés and the United States,
From the conclusions of this study the authors listed the following postulates:

1. The choice of curriculum content can be made :lndependent of instruc~-

tional methods, but the choice of instructional method 1s dependent
upon the nature of the curriculum content,

2, A distinction can be made between curFiculum planning and efforts to
influence decisions at the level of curriculum planning,

3. Curriculum engineering is markedly facilitated when the arena for plan-
ning and implementing are the same,

4. Curriculum implementation i1s greatly facilitated when planning groups
incl ude classroom teachers who must do the implementing.

5. The re-education of teachers about new and potential curriculum content
is better accomplished through teacher participation in curriculum
planning than by means used when teachers do not participate in cur-
riculun planning.

6. The more removed the curriculum planning function is from classroom
teachers, the more restrictive the curriculum is upon the professional
Judgment of teachers,

7. Planning, implementation, and evaluation constitute an annual curriculum

cycle, and the feedback from evaluation plus innovative ideas will

produce change in the curriculum with each new cycle.
Palmer18 reported a study investigating the areas of ,ggreement and dis- ]
agreement in secondary school algebra in England and the'-'i;nited States., The
implications of the findings were as follows: (1) That American teachers, it

seems, prefer t.'o'emphas:lze the logical aspect and make abstract definitions at
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an earlier stage, and keep away from certain concepts, such as vectors, until
the pupils are mature enough to understand their definition in abstract terms.
This may make the emphasis ideal for gifted pupils. (2) The ‘tx"-end in England
seems to be away from emphasizing the logical aspect and-ﬁaking abstract defin-
itions at an early age. Progress all the time 1s from praét:lcal illustrations
by generalizations to the building of simple-systems; but the systems are not
set out in asbstract form until quite a late stage. The emphasis is on the oper—-
ations and process rather than any strict logical arrangement until the logic
emerges naturally. (3) For a student who is considering a college preparatory
algebra program, the list can be presented to illustrate the kind of knowledge,
understanding and skill he must have to succeed, (4) The resulting preparation
of students in algebra for college placement ought to be a wiser one than 1if
the preparation were made without coné:lder:lng the essentials.

Squire and Appleby19 reported an investigation comparing curricular and
classroom practices in the teaching of English in secondary programs of England,
Scotland and Wales and the United States. The study tended to report how
British schools differed from the American schools, The major differences in
the British schools were a lack of continuity and structure in overall curriculum
design, emphasis on creative and expressive activity, de-emphasis on acquisition
of knowledge, inculcation of favorable pupil attitudes, and more successful
programs for non-academis pupils,

stephens;on20 (1953) compared data from separate, yet parallel studies and
reviews conducted in the United States and in Great Britain on social stratifi-
cation, education and occupationsl orientations. One such comparison was made
between a study by HimmelWe1t21 (1954), He compared 700 thirteen and fourteen

year cld boys in four grammar and secondary modern schools in the greater London

8
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area with data on 1,000 boys and girls of the same age level in four communities
in New Jersey. He was able to compare these studies i)y dividing the social
classes into white-and blue-collar positions and by drawing parallels between
Granmar-Modern schools with academic-nonacademic programs in the United States.
The data revealed that 51 percent of the Americans and 80,4 percent of the
British from blue-collar families were enrolled in nonacademic types of .school

programs. Although comparisons were not made in any detall with regard to educa-

tional aspirations, the author concluded that the same "pulls” were operating in
both cultures when the effects of social class were controlled.
Using data from the National Opinion Research Center in the United States
(1947), Stephenson also found that 63 percent of the middle-class and 42 percent “®
of the lower-class males in American recommended a college education, as com-
pared with 72 percent of the middle-and €5 percent of the working-class London |
students who expressed a desire to go to college, There was little doubt in
Stephenson's mind that the process of soclialization, family structure, life
experience, and economic conditions contribute to the differences which exist
between the two cultures more than the problem of unequal educational opportun-
ites and utilization of manpower.
Ketcham?2 discusses common educational probelms in the two countries as not
arising from the very different educational organization and practice but devel-
oping from common philosophical and social ideologies. Three problems are of
principle concern. The first of these centers around the worth of using homo-
geneous grouping in elementary and secondary schools to increase academic
achievement. The second common problem discussed is whether compulsory educa-

t2:n for all skould be extended to age eighteen. The present curriculum in both

countries may be falling to meet the needs of adolescents in many areas; this
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must be considered along with the labor market's demand for more education, The
third problem 1is cencerned with who should go to college. The British education
system sends.five percent of its students to college while the U.S: scnds thirty
percent of its students, These numbers are reported inadequate for each nation's
need for college graduates,

Wilson23 reports in the British Journal of Educational Psychology (1953),

that in both Britain and America, the use of I.Q. tests in relation to voca-
tional choice has generally established a tendency for the more :lntell:lgent:
children to choose higher ranking occupations. The proportion of children
making correct choices according to level of intelligence have been highly
similar; it has most of/ten been found in both countz;:les that.: £1fty percent would
choose 1incorrectly, the incorrect choice “eing more frequently ou the ambitious
side. Wilson feels that such investigations, have, however, bcen too few in
number and limited in scope to dispel the impression that, throughout most o
the present century, American children have been less realistic than British
children.

Rexnme::‘e24 studied and cowpared teen-agers' problems in the United States,
Puerto Rico, Germany, and India. His méjor conclusicns were (1) Teen-agers'
self-perceived problems can be comparably measured across widely different
cultures. (2) The high internal consistency co—~efficients indicate the measuring
instrument, SRA Youth Inventory, was relisble. (3) There i1s a high degree of
similarity of ranking of proller areas across cultures, (4) Health problems
for teen-agers of different cultures are of minimal concern., (5) Post high
school problems tend to be of major concern, (6) While the relative rankings
of preblem areas are highly correlated, the amount and intensity of worry vary

greatly across cultures,
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A study by G:I.l_)sonz5 and other staff members of this project (1966) comparing
common educational~vocational problems, espscially of disadvantaged youth, in
Great Br:lta:lh and the United States, identified the felt need on the part of
éducators in both countries for further investigations into programs and problems
of vc;éat:lonal-technical education for seccndary youth, It also idenfif:led the
concern of United States educators for appropriate curricula and resultant
placement opportunities, updated facilities, and quallfied staff,

Vreclevoezt.5 studied the problem of student discipline in the United States
and other countries and r.epo.rted that discipline was affected by several factors.
He suggested that since the high school diploma 1s important in gaining employ-
ment many students that would ordinarily drop out of school stay. These are the
less interested étudents that become discipline problems, Coupled to the
increasing size of schools and the‘ general authority rebellion among.:young
people, discipline seems to be a universal concern. In fact both at home and
abroad school disciplire was a chief concern in 95 percent of the visited
schools and among 98 perctent of the teachers interviewed,

It was found that school discipline in different countries is in part
related to the administrative organization, compulsory school attendance, and
the cultural patterns. Some of the major implications of this were -- (1) Separ~
ation of sexes does not solve problems of school discipline but creates new ones
in place of the old. The sex of the teacher gives no clear superiority in
discipline., (2) When education becomes a privilege, discipline is easier;
compulsory school attendance hurts this, (3) The attitude of the community
with its religious and legal limits sets the tone for school discipline.

(4) School organization for special grotips (trade, industrial, commercial, etc,)

has similar effects as social status in developing discipline attitudes in

students,
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Comparative studies have also been conducted in other related areas of
education, lVI:I.tchel:l.27 (1967) compared the concept and development of guidance
programs in the United States and thirteen European-Mediterranean countries,
She concluded that pup:li guidance was beginning to be recognized as an educa-
tional technique for meeting certain socletal needs resulting from changing
education, family and economic characteristics in these countries, At the time
of the study, 1t appéared to closely parallel the early stages of its develop—
ment in the United States, being oriented towards vocational direction and
psychological testing. In a later study, M:l.'l'.c:hell28 (1969) compared the organ-
izational structures and provisions for pupil pefsonnel services in selected
school systems of the United States, England, Scotland, and Northern Ireland,
Among the comparisons noted were: (1) The séhool pup:li personnel speclalists
are more frequently members of a unit staff (county, district, etc,) than of a
specific school faculty in the British Isles. (2) In the United States, such
workers were usually emplo'fed by school systems only, whereas in the United
Kingdom, they ﬁere often employed through other governmental, country, or educa-
tim al agencies. (3) Guidance counselors were "non-existent" in the school
systems surveyed in the British Isles.

Havighurstzg ‘(1958) compared the relationship between social mobility,
social change and education in four countries including the United States and
Great Britain. The results indicated a greater amount of upward social mobility
in the United States (33%) than in England (27%) during fhe presgnt century, '

He concluded that the United States had made greater use of education to promote

upward mobility among its citizens than had England,
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Elder 0 (1965) reported a cross-national analysis involving the United
States and Great Britain of the effect of paient-ch:lld and conjugal patterns
upon levels of educational attainment, Findings for the United States and QGreat
Britain indicated the degree of association between parent-youth relations was
quite aimilaz: in the two countries; however, more Americans from either democratic

or authoritarian middle class, working class and lower class homes attended

secondary schools than did their British counterparts, Elder concluded that

although parental dominance, residency and social class are factors determining

educatimal achievement, educational opportunities are important algo.
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In order to understand the educational setting in which the academic

achievement of secondary age pupils was measured, it seems desirable to include

some minimal background descriptions. This chapter, therefore, presents a broad -

overview == not intended as a comprehensive review -- of the general administra-
tive structure of education in both nations as well as the organizational pat-

terns commonly feund in each of the participating countries.

I. Broad General Administrative Structure of Education in the United Kingdom,

Before noting the pattern of educational administrative structure in the

United Kingdom, it must be recognized that the United Kingdom consists of four

distinct and separate countries: England, Wales, Scotland, and Northern Ireland.

Because the historical and religious development of these separate co;;ntr:les'
has been different and because each possesses a cultural heritage of//wh:lch it
is proud, separate education systems have come :I.x.xto being with very real
traditions and characteristics of their own, Administratively, England and
Wales comprise one educational administrative unit with Scotland and Northern
Ireland each having separate units also. for example, the Department of Educa-.
tion and Science in London has no authority in Scotland, where the Scottish
Education Department is the appropriate department., Similarly in Northern
Ireland 1';he educational authority is its own Ministry of Education, Diversity
and variety af approach are probably among the most striking features of
British education, for not only are there the broad divisions based on national
and cultural differences, but there are also many regional and local valrations

reflecting local traditions and preferences.  Other notable features of British

education are the prominent part played by voluntary organizations and the

degree of decentralization of administration,

29




The natimal goal is not only equal opportunity for education, but also
equal opportunity for whatever type of écducation is most suited to a pupil's
particular needs, The implementation of this aim on the local level may vary.
For example, in Scotland and Wales, in line with regional sentiment, implemen—-
tation varies, just as the Educgt ion Acts expressing this ideal vary in the
two countries., A unity of endeavor coupled with a decentralized administration
and diversity of approach is only made possible by a long tradition of cooper-
ation and partnership betwé%n central government and local authorities, between

local authorities and voluntary organizations, and between voluntary organiza-

1
tions and central government,

A. England

1. Administrative Structure of Education in England

In 1944 England'.s Perliasment passed an Education Act. As a result of this
legislation, education was mf_fde compulsory for children between the ages of
five and fifteen, with some form of secondal;y education commencing at about
age eleven, The upper limit of compulsory education was Traised to 16 in
_ 1970—'!’1.2

The central authority in England is the Department of Education and Science,
which is hesded by the Secretary of State. This department is responsible for
the determination and application of major policies regarding all levels of
education, It sets minimum siandards of educational provision and controls the
rate, distributioﬁ, and nature of “educational building, and the training and
supplying of teachers. It also determines the policies govérning the ‘__granting

of teaching certificates.

The major units of local government are the county councils and the county

borough councils, Counties include the rural aereas and small towns. County
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borough councils, generally, include the large towns and cities and are elected
by popular vote,

They are in no way local braches of the Department of Educa-
ticn,

It 1s their responsibility to build schools, appoint and pay teachers,
provide materiasls and equipment,

The cost is met out of local taxes with some

assistance from the naticnal government, F:I.gu'i"e 1. d

epicts the general admin~
istrative structure of education in England,

Figure 1.

Diggram of General Adminisirative Structure of Education in England
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II. Organ:lzat:lon of Schools in England

Secondary ed;:cation, at present, 1s provided in. grammar or modern schools
with the agadition in some areas of technical and comprehensive schools. This
division 1s commonly known as the "triparte” system of education in England,
Each local autl.aor:lty has its own arrangement for deciding what ‘kind of school -
will best suit each. However, by the end of their primary education, most
students have taken what is known as the eleven=-plus examination. The results
of the test are a major factor in determining whether ome goes to a grammar
school, a modern school, or a technical school, unless the community has a
comprehensive secondary school. Approximately 75 percent of all students
receive a secondary modern school education.

A secondarsr grammar school provides sn academic type of program for its
students, Termination at about sixteen years of age leads to the Gemeral
Certificate of Education, Ordinary Level (GCE "0" Levels) and the advanced
GCE ("A" Levels) at about eighteen years of age. A minimum of two "A" Level |
examingtions 1s required for university admission.

A secondary modern school, which 1s often nonselective, provided a general
type of program up to the minimum leaving age of fifteen until 1970, In 1970~
71 this minimum age was rgised to sixteen. Students may continue beyond this
age 1f the school has made provisions for a fifth and/or sixth form. Those
found capable of more rigorous studies may elect to take the G.C.E. "0" and "A"
Level examination., Other students may take the Certificate of Secondary Education
examinatien. The G.C.E. examinations are contructed by one of eight exmining

bhoards in England while the C,.S.E. examination 1s made out by the local school

autherities,
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A number of school systems provide opportunities for terminal training
programs in technical and vocational subjects, for both boys and girls, ages
twelve to approximately sixte;n or seventeen years in secondary technical
schools,

An increasing number of local education authorities provide comprehensive
secgndary schools, It has recently been announced that England envisages they
organizatim of all secondary education on a comprehensive basis within the

next decade.3 This organizational structure is illustrated in figure 2,

Figure 2.

Organizational Structure of Educakion in England
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B. 8cotland
1. Administrative Structure of Education in Scotland
The present system of education in Scotland is governed by the Scottish

Educational Act of 1962, Education 1s compulsory for all students between the

ages of five and sixteen.

Education 1s under the control of the Secretary of State for Scotland,

This person iz actually a member of éhe British Parliament. The direct admin-
istration of the schools, however, is by a Secretary of the Scottish Education
Department, an administrative staff, and by Her Majesty's Inspectors of Schoolé
for Scotland,

The Scottish Education Department, as in England, does not provide schools.
The Education Act of 1962 places on local authorities -- the councils of the
larger cities and the thirty-one counties into which the remainder of Scotland
is divided -- the duty of securing the adequate provision of all forms of
primary, secondary, and further education, These councils are locally selected
and carry out their duty by providing publicly waintained schools, -In deciding
what to provide they must take into account the private schools within their
area even though only two percent of the students under the age of eighteen

4
receive private schooling, Figure 3 1llustrates the administrative structure

of education in Scotland,




Figure 3.

Dia}_ram of General Administrative Structure of Rducation im Scotland

Parliament

Secretary of State for Scotland

Scottish Education Department

Administrative Staff

. Inspectors

Bducation Authority

Other Commi ttees

vl

Education Comaitteo

Director of Rducation

Aduinistrative Officers

Locazl Schools and Technical Colloges

Headmasters
or
Srincipals

{

i
Teoachors

!

f

Pupi.'ls




-20~

2, The Organization of 8chools in Scotland

All pupils trensfer to secondary schocls at about twelve years of age.
This course lasts from three to six years. There are three major types of
courses provided in tho comprehensive secondary schools of Scotland. The five
and six yesar courses lead to the Scottish Certificate of Education "A" Levels.
Four year courses may terminate with the Scottisiz Certificate of Bducation "0"
;Levels. Three year courses provide a generﬁl education, often with & vocational
emphasis.

Tl;ere 'are. in addition to the comprehensive schools, vocational c;r tech~
nical high schools. However, mosat students begin their secondary education in
the comprehensive schools and theu may trangfer after tbe second year to the

technical school. Figure 4 illustrates the organization of- schools in Scotland.

Figure 4,

Oﬁgnizational Structure of Sducation in Scotland
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C. Northern ireland _
1. Administrative Structure of EBducation in Northern Ireland
The aduinistration of p_ublic education in Northern Ireland is under the
control of the Ministry of Education. Similar to Scotland, local Bducation
Conmittees (fﬁnotioning under the county council) are rvesponsible for securing .
the adequate provision of all forms of primary, eecondary, and further education,

These committees arc locally sclected and carry out their duty by providing

publicly maintained schools. In deciding what to provide they wust take into
account the private schools within their area. ERducation is provided in grant~
aided schools and all but a susll number of children (less than one per cent)
attend such schools. Education in primary, secondary, and technical intermediate
schools is frce, and the cost of education in the grammar schools is substantially
offset by scholarships nwarde;! by local authorities. Approximately 82 percent
_ of all grammar school students are on scholarahips.e

Grant-aided schools are managed by local educational authorities. Voluntary

gschools are under tha management of church authorities; however, %hey receive

national sssistunce in the form of salaries, buildinge, and operating costs.

Figure S,

Diagrem of General Adsinistrative Structure of Education in Northarn Ireland
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2., Organization of Schools in Northern Ireland

Secondary education begins at about age eleven oi twelve, Upon attaining
this age, the student proceeds either to a graﬁmar school, a secondary intermed-
iate school, a comprehensive high school, ;r to a technical intermediaté school,
This system is not ;igid, as transfer between the different types of schools is
fairly common.

In the secondary intermediate schocls students follow a course suited to
their aptitudes and abilities, An increasingly high percentage of pupils are
remaining in school after they have reached their sixteenth birthday. 'The
majority, if they stay on, follow courses leading to certain external examina~
tions and certificates, |

Technical intermediate schools are conducted in associaticn with institutes
of further education and are, generally, known as junior technical schools.

.They provide specialized courses with an emphasis on mathematics and science.
"Entry here is selective. At the end of a three year course students may take
the Technicul Certificate Examination which enables them to gain admission to
technical institutes of further education,

Grammar schools provide an academic program for those who have been awarded
scholarships by the local education authorities, As tuition fees are chargéd_

|
by all grammar schools, those not awarded scholarships have to pay. The course
is usually seven years in duration, Students take the Northern Ireland General
Certificate of Education, "o".Levels at the end of the fifth year and the "A"

Levels at the end of the seventh year,

Figure 6 illustrates the organization of schools in Northern Ireland.
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Figure 6.

Organizational Structure of Education in Northern Iraland
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II. Broad General Administrative Structure of Education in the United States

Although the Constitution of the United States contains no direct reference

to education, the United States Office of Education, under the direction of the

Commissioner of Education, is the government agency authorized to promote the
cause of education throughout the cogﬁtry. Since World War II, the United
States Office of Education has been increasingly influential in educational
development in the country., Their activities have included the administering
of the various educational programs enacted by Congress.

School systems.are under the control of each state and governed by a
policy-making body known Qs the state board of education, Since their board
is not usually a body of persons with prcfessionaol qualifications, it is the
usual practice in the United States to have the actual administrative work of
a school system performed by persons qualified by knowledge, training, and
experience.7 The highest professional executive of the state school system
is the superintendent of schools., In some states fhis is an elected position,
while in others an appointment is made either by the governor or the state
board of education,

The superintendent and his staff are concerned with a variety of matters
such as the distribution of state and federal funds, the setting of minimum
standards for the curricula,'the chartering and accreditation of schools, the'
recommendation of textbooks, and health regulations.

Local school systems are more directly administered by local boards of
education. A local board of education has responsibilities such as the forma-
tion of general school policies, selection of the local superintendent of

schools, the raising of funds for schools through the levying of taxeg, the
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adoption of the annual budget and the disbursement of funds, and the building

and maintaining of the schools.

The local board of education is ordinarily composed of three, five, or
seven members who are elected to their positions by the citizens of their
educational communities, The Board appoints the local superintendent of
schools., who, as the chief administrative officer, is directly responsible to
the board. Depending upon the size of the school districts, there may be
assistant super;lntendents in charge of various functions. This administrative
structure allows the people to actively participate in school matters at
the local school district level, Campbell, et. al. point out that the
people in the United States hold very zealously to their local schools and
to their rights as citizens to participate in decisions about what the schools
shall do., The legal power conferred upon the local boards of educatio@
reflects America's firm conviction of the advantages of local government,
This local delegation of power is also an expression of one of the basic
assumptions of the country: that a well-informed citizenry, utilizing demo-
cratic processes, can make good t:lr.ac:ls:lons.8

Each school within a district has a principal whose basic responsibility
is to-direct the educational program of the school which he heads. Depending
on the size of the institution, a principal may havé, serving directly under
him, one or more assistant or vice-principals, aslwell as other supervisory,
pupil personnel, or administrative personnel who ;re dedicated to working
with the instructional staff and pupils in their respective schools,

In Figure Seven, the general administrative structure of education

which is typically found in the United States has been drawn,
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Organization gg_ the Scﬁools in the United States.

In the United States there have been, traditionally, two patterns of
educational organization: the eight-four plan and the six-three-three plan.

The eight-four plan is composed of eight years in the elementary school,

beginning with age six (or kindergarten at age five), followed by four years
at a comprehensive high school. (See Figure 8.)

The six~-threc-three plan consists of six years in an elementary school.
followed by three years in a junior high school, and concluded by three
years at the cosprehensive secondary‘school. (See Figure 9,) In the junior
high school pupils usually £-llow a prescribed curriculum, but are allowed
to make some choices for elective subjects, A comprehensive secéndary
school contains courses of study for all types of students: academic (college
preparatory); vocational and commercial; and general, Technical or voca-
tional secondary schools do exist in the United States; however, they are
most frequently found within the educational systems of the larger cities

. and cannot be said to be chai;acteristic of secondary education in the United
States.

In recent years a third plan based on a five-three-four scheme known
as the middle échool plan has received considerable attention. (See Figure
10.) 1In addition, a number of school systems have within the past ten years
added kindergartens which, in effect, would convert the previously indicated

traditional plans into nine-four and seven-three-~three organizational pat-

terns. It should also be noted that public education in many communities

has or is being expanded to provide for two years of college cr technical

training in junior-community colleges. (See Figure 10.)




Figure 8,
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Education in the United States
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Figure 10,
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CHAPTER 1V, PROCEDURES FOR THE STUDY
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A. Administrative and Planning

As previously indicated (Chapter II), this study was an outgrowth or extension

of a previous study, comparing the academic achievement of elementary age pupils

in the U.S.A. and British Isles. As a result, continued cooperation and assistance

was anticipated and readily recéived from personnel of the National Council for
Educational Research in England and Wales, the Scottish Council for Research in
Education and the Council for Research in Education in Northern Ireland. The
National Foundation for Educatisnal Research in England and Wales has a corporate
membership of L.E.A.'s (Local Education Authorities) university institutes of
education, national associations of teachers and other edqcation bodies. Its
income 1s derived from members' subscriptions and a direct grant from the Ministry
of Education and Science.. The primary object of the Foundation in England and
Wales is to conduct research through its own staff working in conjunction with
the Ministry of Education and Science and its officers, with Local Education
Authorities, and the universities and teachers. It is also designed to act as a
liaison body with any international organization for research in education, as an
.advisory body at the service of the Ministry of Education and Science, and the
_L.EA,'s, and as a center for the interchange of ideas concerning educational
research, Its work is complementary to that of the universities, and is concecrned
with both large-scale and highly specialized inquiries., It also develops and
1
published educational tests and publishes books and research reports, %

The Scottish Council for Research in Education is controlled by a compssite

body representing the Educational Institute of Scotland, associations of education

authorities, teachers and training colleages, and universities and other organi-

zations interested in education. It is financed by a grant from the Scottish !

Education Department and by contributions from the Educational Institute and the

Education Authorities. The Council has conducted investigations and published

a8




e s e Attt S e A e A S A

42~
the results on numerous educational problems, and, in addition to the full re-

search reports, shorter bulletins for the benefit of the practicinB teacher are

insued.l

The Northern Ireland Council for Educational reaearch is composed of repre-

sentativesof local education authorities, Universities and colleges of education

and is supported by LEA's and teacher organizations. It is primarily concerned

with carrying out research in educational matters and the collection and dissem— -

ination of research findings.

An initial planning conference was scheduled at Indiaﬁa University in the
fall of i44t{ in which personnel who hold membership in these educational research
bodies from the British Isles participated in addition to representatives from the

Basic Research Offices, U.S.0.E,, Indiana University, and the project staff, The

major tasks of this planning conference were:

1. To review, modify, and/or verify the proposed plan of operation for the

project.

2. To identify needed measurement, data gathering, and reporting instruments
and initiate their development or refinementbor selection.

3. To delineate and assign certain specific tasks relevant to the projecfs
plan of operation,

4,

To .develop an operational time table for the initial year of the study.

B. Community and School Selection

Discusaions held between consultants in the British Isles and project staff v’

members concluded thét the follow-up aspect of the study made it desirable to

include many of the school systems which participated in the previous elementary '
study. As a result, the school systems of Buckinghamshire England; Down,
Northern Ireland; and Fife, Scotland; in the British Isles were invited to

participate in the project and they readily agreed to do so. A total of nine .

R

lGreat Britain, British Information Services, Reference Division, I.D. 606

(Revised), August 1960, Education in Great Britain. An Outline of the Educationel
System, p. 37.
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communities were selected from these counties. The selected British communities
were analyzed on the basis of such characteristics as:
1. population characteristics: including size, age and sex distribution,
educational levels, occupational distribution, racial and ethnic sub-

groups, population turn-over,

ecological characteristics: including residential, commercial, and
industrial peculiarities.

industrial-economic characteristics: including locale of employment of
community labor force; ratio of service workers to industrial workers

(as a measure of cummunity indepenedence), assessed property evaluation
in relationship to school districts' average daily attendance. |
political-social characteristics: including dominant political stance
(such as liberal, conservative, or fluctuating), relationship of political
activities to administration and control of local school system, operative
community pressures and issues, community attitudes and values by social
class structures, cosmopolitan versus local outlook. :

5. geographic characteristics: community boundaries, school district
boundaries within communities, topographical features.

At this point, it should be noted that the efficient, generous, and willing
cooperation and assistance of educational personnel at all levels of the British
Isles aided greatly in expediting the initial arrangements for the study gnd its
eventual follow-through and conclusion.

A total of fifteen schools were selected, from the nine surveyed communities .-
in the British Isles, and invited to participate ih the projeét. All invited
readily accepted.. These included the Grange School and the Aylesbury Girls High
School of Aylesbury, England; the Buckingham County Secondary School of Buckingham,
England; and the Beaconsfield (Church of England) Secondary School of Beaconsfield,
England; the Bangor Boys Grammar School, The Bangor Secondary School, the Banzor

Technical School, and the Glenlold School of Bapgor, Northern Ireland,

the Banbridgé Academy and the Banbridge Secondary School of Banbridge, Northern

Ireland; and Newry High School in Newry, Northern Ireland; Kirkcaldy High School,
Kirkcaldy, Scotland; the Glenwood Junior High School and Glenrothes High School,
Glenrothes, Scotland; and Madras College (a secondary school), St. Andrews,

Scotland.
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Following the identification of the British communities, 36 United States

communities were selected with at least three communities of near similar
characteristics for each of the participating British communities. These
communities were selected from a ten state area. Fourteen schools, both public
and priyate, were randomly selecte&, representing 10 different cémmunities in
seven states. At this point, chief schools of the educational units, represented
by the schools selected were contacted, appralsed of the objectives, and char-
acteristics of the study and their participation solicited. Where necessary,
alternate selections were made. Following approval at this level, the principals
of the schools selected were contacted to discuss the possible involvement of
their school. Ail schools contacted readily agreed to participate. These in-
ciuded Dover-Foxcroft Academy, Dover, Maine; Mt. Pleasant High School, Mt.
Pleasant, Michigan; Maumee Valley County Day School, Maumee, Ohio; Eisenhower and
Fassett Junior High Schools and Clay Senior High School of Oregon, Ohio;
Perrysburg Junior and Senior High School, Perrysburg, Ohio; Port Clinton High
School, Port Clinton, Ohio; lMarshall Senior High School, Coos Bay, Oregon;
Greenville Junior and Senior High Schools, Greenville, Texas; and Glenville
Junior-Senior High School, Glenville, West Virginia; and Sutton Junior-Senior
High School, Sutton, West Virginia.

The age-grade samples for the study were chosen from a spread of communities .-
selected on the basis.of such characteristics as population, industrial character-
istics, govermmental characteristics, relationship to other communities and
various geographic characteristics. Abbreviated sociological studies of each
of these communities were conducted. Procedures for this phase of the study
included: (i) the analysié of objective data such as census reports, tax records,
postal records, ;Ehool records, and other similar data and (2) the collection of
implementing subjective data through observations and interviews. A discussion
of community characteristics identified by these procedures is presented in

Chapter V. These comnunities were as follows:

ol
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Ayleshbury, England Dover, Maine
Beaconsfield, England Mt. Pleasant, Kichigan
Buckingham, England Maumee, Ohio )
Bangor, Northern Ireland Oregon, Ohio
Banbridge, Northern Ireland Perrysburg, Ohio

Newry, Northern Ireland Pt, Clinton, Ohio

Kirkcaldy, Scotland
Glenrothes, Scotland
St. Andrews, Scotland

Coos Bay, Orasgon
Greenville, Texas
Glenville, West Virginia
Sutton, West ¥irginia

Certain terms were defined to ciarify these categories as used in the study.
The term "secondary schools" was to encompass all types of educational institu-
tions which include the equivalent of grades seven through twelve in the United
States' school system. A difference exists in the use of the terms, "public" and
"private" as used in educational circles in the United States and Great Britain,
For purposes of this study, the térm "private" referred to those educational e
institutions which normallg place a tuition charge on each student in attendance,
whereas ''public" referred to those schools ﬁhich do not normally attach a tuition

charge for attendance. In this study, small communities are identified as those

having a population between 2,500 and 10,000. The medium-sized communities are

those having populations between 10,000 and 25,000 (U,S. Department of Health,
Education, and Welfare, Circular No, 501, June, 1957).

C. Instrument Deéelopment and Selection

The design of the study necessitated the selection of standardized tests to v’

measure academic potential and academic achievement. A major consideration was

the selection of evaluative instruments that could be used in a cross-cul tural

"study of this nature. The following considerations influenced the examination

and final selection of the test batteries: (a) subject matter areas covered

(b) reliability and validity factors (c) range of grades included in the test

batteries (d) cultural fairness of the test items in the subject matter areas

(e) number of alternate forms available for successive testing programs (f)‘ease i

of test administration, and (g) ease of scoring.

ERIC o2
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After reviewing the literature discussing the standardized tests currently

being used in the United States and consulting with representatives from various

test companies, a selected sample of achievement and ability tests were examined

by the project staff. The final instruments selected by the staff were the .

California“ﬂéhievement Test battery and the Otis (short form) Ability Test.

1. The California Achievement Test Bgttery

In terms of the previously mentioned criteria, the California Achievement

Test seemed to be especially suitable for this study.

Subject matter areas covered -- six achievement variables are agsessed in the » .

California Battery. These variablelcomprise three major areas: reading, arith-

metic, and language, divided into six sub-tests as follows:

Reading Vocabulary
Reading Comprehension

Total Reading

-Arithmetic Reasoning

Arithmetic Fundamentals
{

Mechanics of English

Spelling

Total Arithmetic

Total Language

These same six variables are evaluated at all levels of the California Achievement

series thus facilitating comparisons between grade levels. s
. : .,‘

Reliability - Relinbility coefficients were computed using Kude;-aichurdeon

- /
formula 21 on the six principle subtests of the California Achiev?ment Tests. A

‘ /
coefficient of relisbility of 0.97 (for all levels) results when(the coefficients
of the six tests sré applied to the formula r = ér where T = ?verage reli-
' 6c 1 + 5T
ability for the six tests equally weighted. The standard error of measurement

is also given for each of the six variables in the different levels of the
achievgment battery.
Validity - The California Test Company has conducted research concerning the

validity of their achievement battery, under two major headings (1) content val-

e e

idity and (2) construct validity.
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(a) Content validity - the discriminating power of each item was determined

for each grade by subtracting the percent of correct responses of the bottom
tventy-seven percent of the pupils from the percent of co:rect responses of
the top twenty-seven percent. The average difficulty was obtained by deter-
mining the percent of pupils in each grade that responded correctly to each item
and then computing the average of the grade. An attempt was made to cover

a8 broad sampling of content in each test. Over-all discrimination indices of
the various batteries are expressed as phi coefficients and presented in tﬁe
manual .

(b) Construct validity - The California manual2 reports validity studies be-
tween the California Achievement Tests and other standardized achievement
instruments. Each of the subtests are compared to similar tgsts in other

recognized batteries.

Range of grades included in the test batteries - The California test bat-

tery consists of five levels beginning with the first grhde and going through
the twelfth grade. The six variables previously mentioned may be found in

each of the five levels. This not only permitted intergrade comparisons but
also allowed f&r an adequate range of difficulfy level and anticipated further
comp;risons at higher grade levels. The California was one of the few batteries
that examined the same general achievement variables in grades one through

twelve.

Cul tural fairness of the test - The project staff realized that a number pf

items in the test batteries would huve to be eliminated because of cultural
bias. In their examination of recognized achievement batteries it was found
that the California had fewer items dealing with the mongtary system, weights
and measures, time, and geographic locations than the other achievement bat- -

teries. Although a few items were eliminated in the arithmetic subtests at
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each level the eliminations were less than would have occurred in other batteries.
The Cronbach alpha internal consistency test established reliability coefficients

for these arithmetic subtests after the elimination of the biased items at each

grade level respectively.
Following are the reliability coefficients:

Grade Reasoning Fundamentals
7 .31 .39
8 .32 .31
9 .74 .80
15 .61 .33
11 .63 .75
; 12 : .76 .. 79

?

/’ Number of alternate forms - Since the achievement tests were to be adwinis-

tegsg~ihree times during the academic year, the availability of altermate forms

was also aﬁ important consideration in test selection. Appropriate alternate
forms ﬁére availéble in the California Achievement Series. Two forms were
used for the primary level and three alternate forms for the other 1eve¥s.
(Forms Y and Z were not available fdf the primary level at the time of the

~}study).

(2) Otis Quick Scoring Mental Ability Tests

The Otis Mental Ability Tests were selected as the instruments for obtaining -
measures of academic ability for the classifying of the pupil population of the
study into high, average, and below average ability groupings. These catagories
wefe defined as follows: I.G. score of 117 and above,vhigh ability catapgory;

37 to 1.9, average catagory; and bélow 80, below averaée Ebility.

The Otis series was selecged as most appropriate dn the basis of established

validity and reliability, series extending from grades 1 thru college, availabi-

1ity of alternate forms, and suitability for such an international study. The

Otis Beta Test was administered to pupils in grades 7 thru 9 and the Otis Gimma

Test for grades 17 thru 12.
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The Otis series establishes validity on the basis of estimating ability

to handle school work successfully. An example of the degree of validity estab-
‘lished in this context is a <orrelation between the Beta short form and sub-
tests of the Stanford Achievement Tests. The Otis Beta Series show correla-
tions ranging from .564 (arithmetic computation) to .227 (word meaning) on the
nine sub-tests of the Stanford Achieveﬁent Tests, Form J.3

The reliability of a test is defined as the consistency with which the
test measures'whatever it does measure. Split-half reliability coefficients
reposxted for fhe Otis Beta reported coefficients of the correlation between
forms A and B of the tests as .06.

(3) Other Test Instruments

Other standardized instruments were utilized for measuring student achicve- .
ment in the sciences. These tests were the Advanced Science Test of the Metro-
politan Achievement Series, the Nelson Biology Test, the Anderson-Fisk Chemistry
test, and the Dunning-Abeles Physics test.

In addition to the previously described standardized measures of pupil
achievement and academic potential ("1.¢."), the project staff sought to devalop
achievement tests in those academic areas appropriate to the project's intent.

Reliability and validity for the project-developed achievement tests were
sought through these procedures: (1) To assure high content validity for-each
country a list of proposed items was submitted to a representative sample of
teachers for each of the four subject matter areas and from each of the involved
countries. A complete list of these suggested items was then prepared and
resubmitted to the teacher sample for deletion from the list of curricularly
inappropriate questions. The project test was then constructed from the ques-

tions appropriate for all of the participating countries. (Appendix A)

(2) To determine its concurrent validity, the project tests and an appropriate
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standardized achievement test for the subjéct matter areas was administered to

a pilot group of students of each grade level in the British Isles and the
United States and Pearson-product-moment correlation coefficients determined.
The split-half formula was applied to the test data derived through the pilot
studies to determine the reliability of the projezt-developed test.

The results of these procedures indicated a computation of .67 for a secoun-

dary school sample of 132 students and .73 for a junior high school sample of

~e

T students.

(4) Implementing Data

In addition to the utilization of tests desirmed to measure pupil achieve-
ment instruments and forms were also developed to facilitate the gathering of .
implementing data, Thesedata Were sought in the areas of --

{a) School philosophy

({b) School descriptive data
(c) Subject matter content

(d) Subject matter methodology
(e) Pupil data

(f) Community data

The specific procedures for gathering thesedata aredescribed in the para-

~raphs which follow.

(a) School Philosophy

Participating schools in the identified communities were asked, through
their chief administrator, .to provide through a rating scale (Appendix B) and
interviews an indication of institutional philosophy and objectives.

(b) School descriptive data

In addition, data as sugcested in Section C  School and Community, of the

Evaluative Criteria, National Study of Secondary School Evaluation was secured

from the participating schools to lend further depth to the analysis of pupil
achievement. These would include data on the holding power of the school, age-

grade distribution, academic potential, and educational and occupational inten-

o7
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tions of pupil population, and follow-up data of graduates if available. A
form for gathering thesedata was developed (Appendix B) and supplementary
interviews were also scheduled.

(c) Subject matter content

An analysis of subject matter content was planned which would include indi-
cations of content for grades 7 through 12, in the subject matter areas under
investigation; the proportional amount of semestef time allocated to the various
topics comprising the course offering, the proporitional amount of time allocated
to the various topics comprising the course offering, and the proportionate
amount of assigned textbook and other required readings devoted to these topics.
Forms to facilitate the gathering and categorizing of these data were developed
(Appendix C). In addition, supplementary intervicws and classroom visitations
were scheduled.

{d) Subject matter methodology

An analysis of subject matter methodology was made based upon the techniques
of rating scales and methodology analysis scales. In the first procedure ten

dominant features of the classroom would be rated on a 5 point scale as follows:

(See Appendix D)

(1) Instructional directive vs. non-directive
approach:
{2) Pupil spectator vs. participation
Involvement:
{3) Planning for pupils who are pupils moved
pupil learning: able to move ¥rem vs. from where
predestined begin- they are to
inr to a predes- where instruc-
tined ending tor believes
they can go
(4) Teacher Teacher presen- self-dis-
presentation: tation of facts vs. covery by
pupils
(5) Pupil Infrequent, un- planned fre-
evaluation: . planned and sub- vs. quent, and

Jective objective




(6) Feedback and re-
medial action:

(7) Pupil motivation:
(intent to learn)

(3) Teacher motivation:
(intent to teach)

(%) Classroom management:

(1°) Classroom atmosphere:

This rating scale would be completed for each instructor involved on two differ-
ent occasions during the academic year, by three different raters--the instruc
tor himself, his immediate supervisor, and an outside observer from the project

staff; thus providing data for reliability and valadity checks on the instru-

ment and its findings.

unplanned and
unprovided

inattentive
and/or resis-
tant to learn-
ing

apathy and
stagnation

authoritarian

repressive

vsS.

vS.

vsS.

vsS.

vs.

planned and
provided

attentive
and eager to
learn

enthusiasm
and effort to
teach

permissive

stimulating

In the second procedure, each subject matter teacher involved would be

asked to complete a Methodolozy Analysis Scale (see Appendix E) which would

provide additional data for examining possible relationships between instruc-

tional methodology, types of test items, and pupil achievement as measured by

the project tests.

(e) Pupil data

The pupil sample for this study was selected from the communities previously

identified and represented both private and public institutions. This popula-

tion of approximately 5,37 was drawn from British and United States' students,

rrades seven through twelve, representing both public and private institutions.

Background data on pupils to be tested would be gathered as follows:

a) birth date
b) birth place

c) sex

d) community of residence




school

years in school

kindergarten (attended, not attended)
- home language (if other than English)
father's education

mother's education

father's occupation

mother's occupation

semesters of course work since entering seventh grade in general
subject-matters qreas of:

1) arithmetic

2) English

3) reading

4) science
occupational aspirations
educational aspirations

score on standardized "I.Q." test

q) leisure time activities and hobbies

Questionnaires were developed (see Appendixz F and G) for the collection of

this data.

(f) Community data

Iuplementing community data werecollected through community visitation

and observations, resource utilization, interviews with significant community

personnel and assigning certain items on the pupil questionnaire for eliciting

=ommunity socltological data.

ig) Teacher data

Personal teacher data was collected through a teacher questionnaire (Appen-

dix H ~ I) and interviews. These data wer@ in addition to the subject matter
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methodology and classroom observation reports previously indicated.
D. Data Gathering

Following administrative planning meeting and instfument selection or devel- ¥~
opment, the actu#l éathering of data was undertaken. The major data components
were community, school, pupil, and academic achievement. Two major data gather- .
ing conferences were held, the first in the U.S.A. and a second in the British

Isles, attended by project staff and consultants.

These conferences resulted in a plan for data gathering as follows:

(1) Community data -- Gathered through survey of appropriate records and
publications; questionnaire items, interviews, and observations. To
be collected during the first year of the study.

(2) School data -- Gathered through use of rating scales, check lists,
questionnaires, school records and publications, interviews ahd obser-
‘\\V/ vations involving school administrators and teachers. To be collected
Zhduring the second and third year of the study.
/\6

(3) Pupil data -~ Gathered through use of questionnaires, school records,

interviews and observations. To be collected during the second and
third years of the study.

(4) Academic achievement Gata -- Gathered throuch the use of standardized
achievement tests and academic aptitude tests, the latter for classi-
fying students Dby academic potential categories only. Achievement tests
were administered at the beginning and conclusion of the academic year
during the second year of the study.

E. Analysis Methods for the Study

The statistical methods for the study are presented in detail in Chapter VI
of the study. Briefly, these methods were desigmed to -~

(1) assess significance of differences between and among the main effects
of country (United States, Britain), ability level (high, average, low)
and grade level (seven through twelve inclusive) for each respective-
dependent variable of mean achievement, the co-variate being the stu-
dents' first testing achievement scores. A separate analysis of wean
achievement was made for students enrolled in public and private:
secondary institutions.

(2) determine differences in mean student achievement for those students
invg}ved in the longitudinal aspect of the study for the achievement
variables of reading, arithmetic, and English-usage. (Such an analysis
will test the hypothesis that specific pericds can be identified where-

in respective students' achievement across the main effects of country.
ability, and grade level may differ.
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An ijeétive descriptive andalysis ot sociological-ecological. institutioﬁal
philosophy-objectives, subject matter methodology-materials coverage, and
other variables influencing the individual students performance (such as parent-
al education, parental occupation, occupational aspirations, educational aspir-
ations, etc.) was made.

The data of the preceding steps correlation and other shall be integrated
through analysis of relationships. These procedures 1¢4 to the identification
of factors which may or may not be significant influences on achievement.

(This analysis will also test the hypothesis that specific factors can be
identified which influence pupil achievement.)

The summarized findings were reviewed by the project staff and consultants
to determine appropriate conclusions, implications and recommended follow-up

studies and other actions for utilization of the findings.

“Tiezs, Ernest W., and Clark, Willis W., Manual, California Achievement Tests
Complete Battery, Lower Primary, California Test Bureau, Monterey, Californ-
ia, 1257. p. 12,

30tis, Arthur H., Otis Guick Scoring Mental Abilities Test: New Addition,
Manual of Direciions for Beta Test, Harcourt Brace and World Inc.,

New YorET N.Y.
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F. Procedural Time Table

1. Preparation Phase (Sept. 13G6 - Aug., 1967)
Administration organization (Sept. 1966)
Conference of ‘project staff and consultants, I.U. (Sept. 1966)
Conmunity—school identificatlons and coordination visitations
(Oct. 1966 - ifay 1967)
Community Surveys (Jan. 1966=Aug. 1967
Instrument selection and development
Instrument and procedural trials (Apr. - June 1967)
Scheduling of data gathering (Aug. 1967)

e et

2. Execution (Data Gathering) Phase (Sept. 1967 - Dec. 1968)
Community surveys (continued) (Sept. 1967, Dec. 1968)
Conference of Project Staff and Consultants, London (Oct. 1967)
Pre~testing (Aug. - Oct. 1967)

Gathering administrative, school and classroom data
(Sept. 1967 - Dec. 1963)

Ability level (IQ) testing (Jan. — Feb. 1968)
Post-Testing (May - June, 1968)

3. Data Preparation Phase (Jan. 1969 - Aug. 1970)
Test scoring
Data organizing
Key punching and other.preparation
Data verification
Preparation.of descriptive data
Counsultant conferences

4. Data Analysis and Reporting Phase (Sept. 1970 - Dec. 1971)
Data analysis

Preparation and duplication of final report

5. Dissemination Phase (Jan. - June 1972)

el
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CHAPTER V. THE SECONDARY SCHOOL IN

THE BRITISH ISLES AND THE
UNITED STATES
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A. The Comnunity Setting

The ‘comminities in which schools were located in this“ 3tudy were sel&cted
and matched on the basis of near-similarities of population, type of industry,
proximity to metropolitan areas, and geographic characteristics. Visits were
made to all communities and interviews were held with various people from bus-
iness estzblishments, religious organizations, government officials, and educa-
tional institutions.

Brief descriptions of these communities follow. Population information was
obtained from The U. S. Bureau of the Census (1963), and General Register
Office, London, (1966).

l. United States and English Communities
Perrysburg, Ohio and Avlesbury, England

Perrysburg is a small, historical city located on the Maumee River. The
majority of the residents are white-collar workers, reside in homes which they
own, and have completed four years of secondary education or more.

In the surrounding area are found farms specializing in grain and small
prbddce. The coﬁmunity possesses grain elevators where wheat, oats, corn, and
soy beans are stored until ready for shipment out of the Port of Toledo. (This
is a metropolitan city located ten miles from Perrysburg.) Numerous operating
limestone and silica-sand quarries are located here as well as small manufac-
Xgi%ggu%geuﬁgriggdsuch as metal stampings and chemical laboratories. .

The population as of the 1961 census was 7,500. It has experienced.a signi-
ficant increase in population since 1961 due to the building of new dwellings
and light industry moving into the area. The majority of people own their
homes, although a number of the younger and older residents live in municipally
operated row-type dwellings. Over 30 percent of these residents are white-col-

lar workers who find employment in the community or commute to London by train

each day. Aylesbury is also an agricultural center for the Upper Thames River
Valley with small farms producing dairy products and wheat. Other industries
include light manufacturing concerns which make auto parts, rivets, and elec~-
trical equipment. Silica-sand quarries and grain mills are located nearby.
The school chosen from this community was Grange Secondary Modern School.

Many pupils who qualify for grammar school education elect to go to Grange

because of its diversified program of studies. Grange was the only sch?ol in

the United Kingdom to have a full-time guidance counselor on its staff.
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Sutton, West Virginia and Buckingham, England

Both of these communities are predominately farming areas and are located
several miles from a metropolitan area. Their populations are small (less than
4,000), and an increase in the future is doubtful. Although one third of
Buckingham's residents is foreign born and only one percent is in Sutton, both
towns have 29 percent of foreign born residents employed in white-collar posi-

tions. Each town's only secondary school was selected for inclusion in the™

study: Buckinghrm County Secondary Modern School and Sutton High School.
Dover Foxcroft, !Maine and Beaconsfield, England V

Dover Foxeroft 4g a small tawn in northwest Maine with a population of 4,000.
This area is weii known for its lumber mills and textile manufacturing concerns.
Beaconsfield, with a population of 10,000, is a residential area with light
manufacturing companies such as fﬁfniture production and lumber mills.

Boilt commut.’.cies have private schools within their boundaries: Foxcreft
Aczd'wy and Beaconsfield Church of England Secondary School. These wzre loth
inc:ded in the investigation.

2., United ¢tates and Scotland Communiiies

Mt. Pleasaat, Michigaq ard §t. Andrews. Ffcotland _
Mt. Plessanc, population of 14,000, includes & university within its city

limits. It has had an increase of 31 percent since 1950. Of the residents,

two percent were born outsice the Uaited States. Furniture luibur, wood pro-
ducts, :-n-electrical machinery, and chemical products are among its manufac-
turing imdustries,

5t. Andrews, with a pop.iation of 10,000, also includes a university within
its historic beundaries. There has bzen an increase in the town's population
of 40 percent since 1951. One and three-tenths percent of the residents were
born outside of Scotland. Unlike Mt. Pleasant, it is located on a major water-
way (North Sea) and is the site of the world's first golf course. There is
some textile manufacturing as well as many small shops for the production cf
handmade wollens and golf clubs.

Both cities are surrounded by rich farm lands; dairying is considered a
major industry.

Madras College, a sixteenth century former monastery, is the town's secondary

grammar school. Mt. Pleasant High School is its matched ceruterpart iu the
United States.

K‘ll* 66
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-Coos Bay, Orepon and Kirkcaldy, Scotland

Although the sizes of these two communities are quite different, they possess
similar characteristics. Both are located on major waterways. Coos Bay is
the world's largest lumber export center in the United States. Kirkcaldy ships
linoleum, coal, and locally made products. Each possesses a harbor which is the
center for many fishing.activities. Coos Bay has a two-year junior college
within its city limits, while Kirkcaldy has a technical college.

0f the population, in Kirkcaldy, 26 percent is under 15 years of age, whereas
34 percent from Coos Bay-is under 18. In Coos Bay four percent and in Kirkcaldy
six percent are foreign-born residents. Kirkcaldy High School and Mar shatl
Senior High School in Coos Bay were chosen to be part of the study.
Oregon, Ohio and Glenrothes, Scotland

These two communities are both new towns which were created following World
War 1I.

Oregon has a population of 13,319 and has experienced an increase of 30 per-
cent since 1950. Of its population, 39 percent is under 18 years of age. Sev-
eral industries are located within its boundaries such as oil refraction, grain
elevators, and coal docks. Much land is available for building homes as well
as manufacturing concerns. Clay High School, the only public secondary school
in the city, was included in the investigation.

Glenrothes has a current population of 12,750, but is expected to increase
to approximately 50,000 in the next decade. Like Oregon it has large tracts of
land for homes and industry. Of its population, 38 percent is under the age
of 15. At the present time it has one large shopping area for the residents,
but another is planned for the future.

At one time the surrounding area was rich in coal, but since the majority of
the mines have closed, light industry has been encouraged to locate in the
vicinity. Glenrothes Senior High School, which is comprehensive in nature, is
the community's only secondary school.

3. United States and Northern Ireland Communities

Greenville, Texas and Newry, Northern Ireland

Greenville is a middle-sized urban community with a population of 19,000
residents. It is located forty-five miles from Dallas. There 1is a strong
possibility that the Sabine River which flows through the town may be opened
for large vessels. This would give Creenville access to the Gulf of Mexico

and serve as a shipping port for the grain and cotton industries located there.
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Manufacturing varies from the production of transportation equipment (excluding

motor vehicles) to textile mills. Of the total population, 40 percent is engag-
ed in vhite-collar occupations.

Newry is Northern Ireland's southernmost city. It is located thirty-five
miles from Belfast, the capital city of the country. Via the Newry River and
Canal the city has access to the Irish Sea. It is known for the manufacturing
of linen products, cattle raising, and tobacco growing. Approximately 35 per-

cent of the residents are employed in white-collar jobs. Newry and Greenville
High Schools were included in the investigation. . .

Pt. Clinton, OQhio and Bangor, Northern Ireland

Poe¥ Clinton, Ohio is a community of approximately 12,00 located on the South-
west corner of Lake Erie. It is a popular lakeside resort and boating area.
Several light industries also operate in the community.

Bangor, Northern Ireland is a municipal borough with a population of over
20,000. It is located in the Northeast corner of County Down, Northern Ireland
on the South coast of Belfast Lough, near its mouth on the Irish Sea, 12 miles
east Northeast of Belfast. It is a seaport and a popular seaside resort, 2
yachting center, and the scene of annual regatta. There are three piers which

form an artificial harbor.

_Glenville, West Virginia and Bambridge, Northern Ireland

Glenville, West Virginia is a small town of about 2,800, capital of Gilmer
County, central West Virginia on the little Kanawha 21 milgs West Southwest of
Weston. It is in an agricultural region but also has glasé;manufacturing and
lumber milling. A state college is also located in Glenville.

Bambridge, Northern Ireland is a community of approximately 3,500 located

in Down County. It is a trading center for inhabitants of the surrounding rural
areas. Several light industries are also within the corporate limits of the

community. ' %

i
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B. The Secondary School in the British Isles and the United States
1. Introduction

In hoth the United States and Great Britain, public secondary education is
the responsibility of the local education authority. Too, the secondary school
more than any other institution on the educational continﬁum tends to most
accurately reflect community characteristics, including local support for thé
educational effort. While the secondary school occupies a middle slot in the
educational hierarchy, as may be noted in Figures 1 and 2 in both the United
States and the British Isles, they also tend to represent the formal education
terminal point for the majority of citizens.

Whiie the majo;ify of the school population in both countries attend public
supported secondary schools, there are also, in each country, large numbers of
church supported secondary schools. The vast majority of these in the United
States are Roman Catholic, with a few belonging to other denominations. In the
British Isles the majority are Church of England supported, although .there are
also a large number of Roman Catholic secondary schools as well.

In addition, there are privately supported secondary schools in both the
United States and the United Kingdom. These comprise a relatively small propor-
tion of secondary schools in the United States. In the United Kingdom, however,
they number approximately S,OOO‘and enroll some 500,000 pupils of whom approxi-
mately 10 percent are over 15 -éﬁrs of age. A small minority of these schools
such as Eaton and Harrow enjoy international fame. Comparatively speaking, the
private school is much more prevalent on the British educational scene and also
appears to have a greater academic status than its counterpart in the United
States. In this study both public and privately supported secondary schools in
the Uﬁited States and the British Isles were represented.

In the United States the overwhelming majority of secondary schools are coedu-
cational, with often a ducl emphasis on preparation for college or preparation
for a vocation. In the United Kingdom one still finds numerous secondary schools
which are segregated by sex. The educational emphasis of the British secondary
school may depend on the specialized nature of the institution (i.e., the

grammar school emphasizes a college preparatory institution, the technical-voca-

tional school , preparatory programs for occupations and the comprehensive
secondary school, diversified offerings similar to those in U. S. high schools.).
In both the United States and the United Kingdom, special classes in schools

are provided for children who have physicéi or mental handicaps or who may in
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other ways need special treatment.

The responsibility for the leadership and management of the secondary school
is vested in a chief school administrator, commonly labeled the school principal
in the U. S. and the headmaster or headmistpéss in the British Isles. In many
large United States secondary schools one ié also apt to find an impressive array
of assistant principals and various other sﬁégial administrators. This is less
likely to be the case in even the largest ofréecondary schools in Great Britain.
Also it is more usual for British administrators to have teaching responsibili-
ties than is characteristically true of the;United States administrator. It
also appears to many observers that the British administrator wields greater
power in his little educational world than his American counterpart who must
frequently look over his shoulder at his local superintendent, school board,
perhaps P.T.A. and supporting public.

Another major distinction between school administrators in the United Kingdom
and the United States lies in their preparation for school management. In tha
United States, as typified by the schools in this sample, chief school adminis-
trators usually complete preparétion programs at tlie graduate level for school
administration degrees and certificates. No such preparatory program exist at
this time in the United Kingdom (although, several institutions of higher educa-
tion are contemplating the development of such programs.*) For example,\ﬁost
United States school administrators in the project sample who were interviewed
felt that they had been adequately prepared to cope with both the administrative
and curricular problems of secondary education, including school financing,
facilities, coursework and schedule planning, management and personnel. By
contrast, many of the headmasters of secondary schools in the United Kingdom
admitted that they had learned tireir administrative duties on the job and that
at least initially, they often, as one headmaster noted, ‘'muddled througli in
the best british tradition."

* Moray House College of Education initiated a series of workshops to provide

special training for school administrators in the fall of 1969.
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As previously implied, in both the Britisli Isles and the United States, the

school administrator is certainly the most singularly important staff member
of the secondary school. lie is the one who, in the last analysis, must make
the critical decisions, set the tone for morale, and estal:lish a philosophical
base from which school policy was determined.

It was therefore considered important to this project, comparing the academic
achievement of secondary school youth, that the philosophical viewpoints and
general characteristics of the chief school administrators in the project schools
might provide insights into factors influencing this achievement.

In this project, structured interviews were held with the chief school adminis-
trator in all the participating schools in an effort to determine their viewpoints
toward certain philosophical issues which could effect thé school environment.
The results of these interviews are indicated in Table 1 which follows:

As may be noted in Table 1, Briéish school administrators viewed academic
ability as largely a combination of bLoth heredity and environment, whereas,
American school administrators were almost equally distributed along the heredity-
environment continuum. The overwhelmipg majority of these administrators viewed
the best society as one vhich was a participatory democracy. A small minority
of pbritish administrators felt the best society to be one that was organized as
a meritocracy (8.3%) and a small minority of American administrators felt the
best society to be one organized as an epalitarian democracy (14.2%)

As a group the Lritish administrators emphasized that the résponsibility of
the school to the student lies in the cultivation of the whole child; however,
in both the structured interviews and follow-up discussions, American school
administrators seemed less certain and they supported cultivation of the intellect
and cultivation of character to only a slightly lesser degree than cultivation
of the whole child.

Agaiﬁ, in item four, a clusﬁéring of the British responses indicated the devel-
opment of participating citizens discharged the school's responsibility to soc-
iety. Amefican principals were iess sure and their responses were again distri-
buted along the scale although 35.7% of them did agree with their British counter~-
parts. '

While a plurality of both American and British educators believed that the
school should provide education which promoted creativity and problem~solving

(35#7dband ¥3.6% respectively); there was also signiﬁi&ant interest for the

belief that education should promote mental discipline as well. Fore Americans
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TABLE 1

PHILOSOPHICAL VIEWPOINTS OF
CHIEF SCHOOL ADMINISTPATORS

I. Academic ability is largely:

A A result of
Inborn Phenotype environment
Br. Isles 8.3 75.9 16.6
U.S.A, 21.4 14.2 28.5 14.2 21.4
1 2 3 ’ 4. 5
II. The best SOCietyAis ohe that is organized as a:
Hereditary Participatory Egalitarian Welfare
Aristocracy lleritocracy / Democracy Democracy State
»
Br. Isles 8.3 91.6
U.S.A. - 85.6 14.2
1 2 4 5

III. The responsibility of the school to the student is discharged by:

Cultivation of
the intellect

U.S.A. 14,2

Cultivation
of character

21.4 3

~N W

Cultivation of
"the whole child"

83.3

ole o

3

28.6
5

IV. The responsibility of the school to society is discharged by developing:

Educated Participating A good
Individuals Citizens Society
Br. Isles . , 83.3 8.3 8.3
U.S.A. 21.4 21.4 35.7 14.2 7.1
1 2 3, 4 5
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V. Because of the nature of education the school should promote:

Mental - Creativity and Specific

Discipline Problem Solving . Training
Br. Isles 16.6 - 24.9 41.6 16.6
U.S.A, 14.2 14.2 35.7 14.2 21.4
1 2 3 4 5

VI. The Headmaster or Principal should provide leadership that is:

Autocratic . Democratic . Laissez-faire
Br. Isles 66.5 33.2
U.S.A 64.2 35.7
1 2 3 : 4 5
//.M

el

VII. The Headmaster's or Princigél's leadership should be based on preparation
. that is largely and primarily:

\ Exerience in
N\ "How to win friends
Academic Professional and influence people"
Br. Isles 24.9 49.8 16.6 8.3
U.S.A. 28.5 57.1 7.1 . 7.1
1 2 . 3 _ 4 5

N: Br Isles = 12
U.S.A = 14
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£

educators believed that training shou.1d be pfovided for specific vocations.

A surprising response, in view of the~ autocratic image of. British adminis-
trators often perpetuated throughtthe poggl.arﬂ‘th‘é“a‘ihm(.I;;[,:]_._!E_s, TV, and publications)
was the indication of the British admir’f{strators that leadé;ghip should be
democratic (66.5%) or a type of laizzes-faire democracy (33.2%). American
administrators on the other hand showed an inclination towérds democratic
leadership with autocratic overtones (64.2%). The final item on the structured
interview scale was concerned with the preparation for educational leadership.

As previously noted in this chapter, professional preparation is largely
unknown in the British Isles and as might be anticipated, only 16.6% of the
British administrators saw this kind of preparation as essential to educational
leadership. Similarly, as might be anticipated, the majority of American
school administrators felt this preparation was essential (57.1%). The majority'
of British administrators were more inclinild to view academic preparation or
academic coupled with professional preparation as desirable. Small minorities
of both groups felt that experience in "how to win friends and influence
people” was perhaps the most singularly important preparation for success in
school leadérship.

School administrators in the 14 United States éecondary schools and 15
United Kingdom schools were asked to complete a questionnaire which would pro-
vide data for comparing profiles of the "typical school administrator' in the
United States and United Kingdom schools comprising the project sample. This
profile is presented in Table 2.

The typical school administrator in the United Kingdom tends to be in his
e;-r.ly 50's whereas the American school principal is in his early 40's. The

United Kingdom headmaster has also served more years as a full-time teacher

. (12 years versus 7 years); has served nearly twice as long in his present




-68-
TABLE 2

SELECTED CHARACTERISTICS OF THE CHIEF SCHOOL
ADMINISTRATORS OF 15 BRITISH AND 14 U.S.A. SECONDARY SCHOOLS

Ceneral:
1.
2.
3.
4,
Training:
6'
7.
. 8'
Professional
Activities 9.

10.

11.

12,

Average age

Average years teaching
experience

Years service in presen
position :

Live in community
where school is located

Position prior to present
job

Average number of years of
college or university training

Major field of preparation

Special graduate course

Average number of conference,
seminars & other professionay
meetings attended per year

Average number of memberships
held in professional associations

Number of books read related to
education

Number of books read not related
to education

Number of professional
periodicals subscribed to

75

yes

1. Teacher

2. Principal
in another
school

3. Teacher or

counselor with.

Br.
50.3

Isles

12

10.5

yes

1. Headmaster
in another
school

2. Deputy
Headmaster

3. Teacher

some administrative

duties

5

1. Soc. Sci.
2. Phys. Educ.

3. Math

yes (100%)

6

no

1.
2.
3'

Math
Science
E£nglish
Soc. Sci.
For. Lang.

(100%)
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position and is more likely %othave been a de;uty headmaster or head of another
smaller school before assuming his current position. On the-other hand, the
American principal has spent slightly wmore time in college or university train-

ing, has without exception earned a master's degree and an administrator's

certificate and has taken specific college or university courses in the field

of.admiuistration and supervision. The American administrator is also more
active in joining professional organizations and attending professional meetings.
Both are active in reading books reading books related to education and also
outside the field of education. The American principal, however, is mite apt
to-subscribe to periodicals related to education.

As indicated earlier in this chapter, more British administrators in the
study devote part of their time to classroom te;ching. Approximately half of

the United Kingdom sample taught at least one class, whereas less than one-third

of the American principals did any teaching. The British administrators also
spent more hours (4.8 hours versus 2.6 hours) per we;k in classroom visitation
and supervision of instruction. The American principal, however, spent nearly
twice as much time in office and administrative routine. Administrators in
both samples spent approximately ten hours a week in meetings with faculty,
pupils, parents, and other individuals or groups.

School administrators in both the Unitéd States and the United Kingdom gen-
erally received some professional assistance in:administering their school

program. This person was most frequently a deputy or assistant principal, but

this assistance some times took the form of released time for department chair-
man, guidance or career counselors. It is also usual for each school adminis-

trator to have some form of secretarial assistance. In the smaller schools in

both samples, this person was apt to be a part time secretary, whereas the

larger schools tended to have as many as two and three fulltime secretaries.
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Various duties of school administrators were listed and school principals
(USA) and headmasters (British Isles) were asked to estimate the number of

hours per week devoted to each of these activities. The results of their

responses are indicated in Table 3.

School administrators were also.asked to rafe the relative importance of
various ways in which they assess the success of their school program on a
scale ranging from 1 (of little importance) to 5 (very important). The mean
ratings for each criteria were noted in Table 4.

4, Curriculum:

While the curricular offerings of the secondary schools in both the United
States and Great Britain are planned by the individual school staffs, there are
external factors which tend to govern at least a core of course offgrings. In
the United Kingdom, curricular programs will usually be geared to preparation
for the various examination certificates. In addition, programs may also
have to be approved by Her Majesty's Inspectors who are responsible for parti-
cular school districts. In the United States "gradvation requirements,” as
established by state departmenﬁh of education, usually dictate a core of
required courses. In both the United States and the British Isles, all pupils,
regardless of the types of program or secondary school they were enrolled in,
pursued some form of English, mathematics, social science, science and physical
education. The chief differences noted between curricular offerings of Brit-
ish and American secondary schools was the wider variety of course offerings
in the British schools and more flexibility--also more complicated--scheduling
procedures whereby many British students would be carrying as many as nine or
ten d;fferent subjects at the same time. British programs also tended to have
a greater variety of offerings in the fine arts and foreign languages and,

contrary to American popular opinion, placed a greater curricular emphasis




TABLE 3

TIME SPENT IN SELECTED ACTIVITIES BY BRITISH
AND U.S.A. CHIEF SCHOOL ADMINISTRATORS

D Hours Per Week
Duty U.S.A. Br.

Isles
Office and administrative routine . 5.5

Classroom visitations and supervision A 3.6 5.8
and supervision of instruction

Contacts with pupils (interviews, discipline, 4.5 3.4
advising, counseling, etc.)

Contacts with facuity (faculty or group o 3.2 3.2
meetings, individual conferences' with teachers)

Attendance at assemblies 0.2
Meetings with parents, consultants and visitors 4.3

Administrative demands related to school 1.5
meals, transportation and building maintenance

Attendance at meetings of adult community 2.5
groups :

Planning and developing activities 2.5

Miscellaneous activities not iisted above 5.0
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TABLE 4

IMPORTANCE OF VARIOUS CRITERIA IN ASSESSING SCHOOL
PROGRAM SUCCESS A3 PERCEIVED BY CHIEF SCHOOL ADMINISTRATORS

Criteria U.S.A. Br. Isles
1. Results of standardized tests 3.0 4.1
2. Responses from parents and patrons 3.2 4,2
3. Responses from present and former pupils 3.3 3.3
4, Coilege or university success 4.8 4.9
5. Adjustment into the world of work 4.8 4.6
6. Systematic follow-up of students 3.3 ’ 2.0
after leaving school
7. Periodic evaluation by staff 4.9 2.8
8. Reports of advisors, inspectors 3.1 4.8

! and outside experts
9. Responses from community organizations 1.8 1.5
10. Objective data such as school absences, 3.4 3.3

tardiness, rules infractionms,
academic failures, school leaving

79




-73~

on physical educaﬁion and games activities. 1t should be noted, however,
that the significance attached to varsity athletics in most American secondary
schools is nowhere apparent in the schocls observed in this project in the
British Isles.
5. Faculty:

(a) Preparation

In any educational institution the faculty is the key ingredient in the
success of the school's curriculum. It was cherefore obvious that any study
comparing the academic achievement of secondary school studentc should also
examine the faculties in the participating schools. This sthdy therefore ex-
amined preparation, salaries and certain pers:nal characteristics of the secon-
dary school teacher in the British and United &tates high schools.

Professional education of teachers in the United Kingdom differs significent-
ly from the pattern of teacher preparation familiar to educators in the United
States. In the United Kingdom the majority of teachers are prepared in three
year college training programs. These programs consist of academic subjects,
pedagogical subjects in education, and supervided field experiences. leaching
certificates, not degrees, may be obtained through these programs. An alter-
nate route, usually pursued by thosé who wish to teach in gfammar or technical
schools requires students to attend a university and receive an arts or science
degree which is folliwed up with a years professional course work in the educa-
tion department of a university. In the United States, certification or
Licensing which permits one to teach, requires a minimal four year period
of preparation, culminating in an udergraduate degree. Such programs usually
provide for course work i n both the Arts & Science and professional education.
In addition, a variety of experiences, including supervised teaching is pro-'

vided in practically all teacher training programs in the United States. While

80
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many of these teacher preparation programs are conducted in colleges, that are

essentially devoted to this purpose, most of the large universities typically
include teacher preparation programs.
A comparison of the teacher preparation backgrounds of faculties in project

schools indicated that 61% of the United States teachers had earned a Bachelor's

or undergraduate degree (four years training), and an additional 35% had gone
on to complete master's degree programs. By contrast in the United Kingdom
27% had completed four year degree programs and an additional 28% had gone on
for a fifth year or more of training. Forty-five percent of the British
teachers had completed three years or less in college of university'programs.

A recent study previously referred to in Chapter II, conducted through an
Office of Education grant at the University of Toledo, noted the following
interesting differences of programs of teacher education in the United States
and the British Isles.

The majority (68%) of the teachers in the United Kingdom schools received

their first degree from universities, while the two year teacher training col-

lege was next in degree of frequency. In the United States teacher sample,
X the university was also the type of institution from which the majority (61%)
received their first degree while undergraduate liberal arts colleges were j
the second most popular type of program. While most American teachers had
participated in in-seryice’%raining activities as well as attending lectures
and short geminars over the past two year period, the vast majority (82%)
of the United Kingdom teachers had not receiyed any additional training during
: ‘this period of time. 1In this regard it perhaps should be noted that the
galaxy of "summer school" workshops, short courses and conferences available

to teachers in the United States :e rarely found on the campuses of colleges f

o and universities during the summer months in the United Kingdom.
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(b) Pay
While considerable discrepancies may be noted between salaries paid to teach-
ers in the British Isles and the United States, salary comparisons are perhaps
inappropriate across countries, as thgy are often wiﬁhin this country, due to
factors such as cost of liviﬁg and average earnings compared to other profes=
sions within the country. Perhaps of greater significance is the fact that in
the British Isles all tax supported schools pay the same for teachers with equal

qualifications and responsibilities. In the United States, however, wide varia-

tions in salary sc:?dules exist even among schools in the same states and’ 2

counties with indiyidual school districts often vieing with one another for the

best qualified teachers.

(c) Personal Characteristics

In this project a teacher questionnaire was designed (see Appendix ) to
compare selected characteristics of teachers in the project schools in the
United States and the British Isles. Certain training characteristics of these
teachers have already been discussed in earlier paragraphs in this chapter.

It nOﬁ:ﬁight be interesting to briefly examine some of the oﬁher differences.
For example, in the United States schools there was nearly an equal representa-
tion of the sexes with 53% of the instructional faculties composed of male
teachers and 47% composed of females. By contrast the United Kingdom distribu-
tion indicated a better than two to one ratio of males to females (68% males;
32% females).

United States teachers as a group were slighﬁfy older than their British
counterparts (39 average age, United Statés teacher versus 37 average age of
the British teacher). Moreover, nearly 10% of the British sample had not yet

reached their twenty-first birthday. Also, only 3% of the British sample was

above sixty years in age while 14% of the American sample had reached the
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"golden years." It was interesting to note that nearly one-fourth of the

teachers in both samples did not reside in the community or area served by the
school in which they were employed. Most teachers in. both samples were, how-
ever, active in community organizations such as civic and church groups in
communities in which their school was located. The majority of teachers in
both samples felt that they were actively involved in their communities al-
though significant “minorities felt that they were no more influential than
most .commuﬁity residents. While the majority of the United States teachers
felt that they belonged to the community, and it was their "home' slightly
more than one-half of the United Kingdom sample indicated that they did not
consider the community in which they worked as their home. Twenty percent

of the Amgrican teachers ;nd 17% of the British indicated that they did not
feel very close to their school communities.

6. Other Characteristics

(a) Special services

t

Both British and American educational authorities provide a number of ser-
- vices which are supplementary to the regular academic program. In common,
both systems provided free &ansportation for students living beyond the
"walking limit,' school meals at ecoﬁomical prices, special education programs
for the handicapped and health services. The disginguishing differences

were most noticeable in the somewhat more extensive free healtii serviée avail-
able to British school age youth as a part of the National Health Service
Program and in school pupil persennel and guidance programs. These latter
programs in the Unit:ed. States schools teﬂded to be more comprehensive in
nature, providing for individual and group counseling of an academif:-vocat:ionél
as well as a personal-social nature, the dispensing of occupational and ecuca-

tional information, pupil assessment techniques and consultation to faculty

83




-77-
and parents. Similar British programs.wére primarily limited to psychological
testing and vocational direction andfblacement. In this regard, we should note
the work of the Youth Employment Service in the British Isles. The personnel
of these offices, while not a part of the regular school staff, .work in close
collaboration with the local schools and seem to form an effective link between
Youth Employment needs and community job opportunities.

(b) School activities

Extra-class activities are popular in the secondary schools of both the
United States and ﬁhe British Isles. For the moét part these activities were
of an ax:tist:l.s,,2 dramatic or athletic nature, in addition to supporting education-
al activitieé:f&.e., debate teams, foreign language groups, etc(). The chief
d) Stinction/%oted was a greater emphasis in the British school on activities
of an academic nature and, by virtue of their locale, more organized trips to
other countries. The American secondary school on the other hand, placed a
far greater emphasis on varsity athletics and typically drew large supporting
crowds of both students and towns people to local'sporting events. Also noted
~ was the greater emphasis in most American seqondary schools on military type
precision marching bands (often used to provide "color' for local athletic
;ontests) while many British institutions seemed to emphasize orchestra and
choral groups. In both systems the attention accorded these various activities
have been criticized, reviewed and revised in recent years, but appear, if

anything, to have an even more sacure place in the secondary school of today.

7. The Teaching of Selected Subjects in Secondary Education

Two subject matter areas, language arts and science, were selected for
observation studies by recognized United States authorities representing these

areas. Their descriptive reports are présented in the paragraphs which follow.
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(a) Tlanguage Arts

HION

Even the casual visitor is struck by certain obvious differences between

the teaching of English in the secondary schools of America and in the British
Isles. For one thing, the organizational structure does not include age groups
that directly coincide. The "forms'" or classes of United Kingdom secondary
education, usually six of them, although there may be more or fewer, patently
include a wider age range than the three or four high school years in the
United States. The five*;; six forms or classes also encourage continuity of
student's experience in English instruction under a single department head fpr
up to six years.

Abiliry grouping, or "streaming" as it often is called in the United Kingdom,
likewise influences the composition of English classes. Such groupiiig may be
further sharpened by the existence in many school systems in the British Isles
of three types of secondary schools: Secondary grammar schools (university
prepar#tory); technical secondary (for the technologically inclinéd); the
secondary modern school for the large remainder. As a result, a top "stream"
of students in a grammar school (already a select minority) represents a very
academically competent cluster. Advanced work can be carried forward even
more easily because of thé small enrollments (by United States standards) in
English classes at the "COp-t;op" ability level. As few as eight and not more
than 15 were in such advanced grammar school groups in the classes visited at

random by the project consultant in language arts.

It must be pointed out, however, that the United Kingdom is in the process !
of abandoning the "grammar-technical-modern" typés of schools in favor of
"American style" comprehensive secondary schools. While "streaming" will con-

tinue, in the near future, presumably, it will be done for the most part within

one school rather than among and within several schools. It is an understatc-
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ment to say that the process of change to the comprehensive school was viewed
with mixed emotions by teachers of English and administrators in the British
Isles. The climate of opinion does not reflect opposition--even among teachers

in the grammar schools--so much as it mirrors uncertainty and uneasiness with

respect to modifications in methods as less stratified student bodies become
¢

the rule.

In addition to those already mentioned, at least six other overt differences
can be ncted between contemporary United Kingdom and United States-English
teaching.

(}) There is a great deal of instructional autonomy enjoyed by the

- English Heads and their teaching associates in the United Kiﬁgdom

secondary schools. Formal curriculum bulletins in the Stateside
sense seem to be unknown insofar as mother tongue teaching is con-
cerneﬂz

(2) There 1s, nonetheless, pfobably more similarity (in a given form or
class) in methods and materials than in a socioecologically compar-
able group of American high schools. Two probably explanations:
First, on the whole the United Kingdom is somewhat less diversified
socioeconomically and ethnically than thé United States. Second,
many secondary teachers of English in the British Islesiapparently
share ragher similar grammar school and university}preparation,

hence developed a mutual "inner curriculum” ‘which suggests what is

"right" or "fitting" in the classroom.

L’\fsé//ieading, expressive writing or composition, language usage, and

literature are taught "functionally'--i.e., for use in the classroom

——te

and in fundamental interrelationship--in the 12-18 age range.

o g rer v

Reading skill is an integral part of studying literature; acceptable
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(5)
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usage is an integral part of expressive writing. ''Streaming"
policies, which served to reduce differences in performance within
a class, is judged to be important by the teachers who feel that
such grouping facilitates the development of language skill. In
other words, a narrow range of z;bility is construed to permit the
instructor to deal more easily with English skill as a wh/o_]f/
rather than to deal with such artificially separated,cémponents as
usage, reading, literature, or spelling.

The general content of annual examinations in the use of English
remains one of the major influences mediating the nature and content
of teaching. A teacher has great latitude in selecting and spend-
ing time on given language skills and knowtedge, but he and his
students also have a clear idea of the overall content and design
of the forthcoming annual examinations.

The nature of the examinations appreciably determines what is
studied in a given class. To illustrate: while the study of a
_specific play by Shakespeare is not required, the reading of at

leg‘st some of his work is mandated by questions such as these:

5
I

(1) "The courze of true love never did run smooth.”
What complications disrupt the courtship of Bassanio and Portia
or Viola and Orsino or Miranda and Ferdinand or Romeo and
Juliet?

| dramatically?!
How does Shakespeare use these complications dramatically

The same blend of permissiveness within a defined area of

study obtains with respect to "composit:ion’_,u'f-i and to "inter-

pretation and ltmguage."2
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(6) As implied in points (1) - (5) above, instruction and content
in English in the schools sampled tended for part of each week
to be quite similar because of the spring examinations. Again,

because of departmental autonomy, there also was a great range

in practice in other parts of the total program. Phrased in
another way, the examinations provided a required foundation
while teacher autonomy encouraged the exercise of professional

judgment and concomitant variations in procedure and content.

Differences in the "educational climate" of the United Kingdom and the United

i
it

States classrooms. .

It may scem temerarious, if not presumptuous, to attempt to make distinctions
—._b\etwee/ne'ne classrooms of teachers of English in America and in the United King-
i -
dom.” However, sustained observation suggests that there are at least some

distinctions that can be made‘.

For one thing, although the students are in no way lacking in .spirit, there is
less mischievious and disorderly behavior in the United Kingdom schools sampled
than can be found in many United States classrooms. At least some superficial
explanations sﬁggest themselves:

(1) Many United Kingdom classes are small ones (7 - 20 pupils)
(2) A formality in dress. and mamner lingers and is reflected in pupil
demeanor. (School uniforms are still prévalent; some students still

rise and stand at attention when the headmaster enters a room. Also,

e

¢

many teachers continue to wear academic robes when at school-)
(3) The "dominant classroom features' which are listed below, create s

an atmosphere.which discourages many forms of overt mischief.

Also, many pupilis display a marked degree of motivation. Whatever one's

attitude may be with respect to the tensions and pressures of examinations, the
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tests seem, in their United Kingdom settings, to have impressed even the youngest
of secondary children with the fact that it is '"produce or perish' with respect
to many of the university or vocational goals they harbor? Family pressure, soO
several teachers said, was a powerful pupil-motivating force--especially among
classes of society which, in recent decades, have begun to see an education as

a means of eliminating (or at very least of crossing) class lines in the British

Isles.

Yet another difference in the United Kingdom classroom atmosphere--one which

facilitates mother tongue ins%%hction--is the fact that the learner's work in
English and in history are interrelated in a way that they are not linked in the
United States. The language study and history work of students in the British
Isles often automatically reinforce one another because of the manner in which
they coincide. A group of young Scots reading MaLbeth clearly illustrated this
point. They already knew the background of the drama, castles such as Glamis,
were within the radius of a few miles, and the language of the characters even
now more nearly app;oximated theirs than it approximatéd American English. The
asset of a heritage of relevant hist;ty--one which serve; to make literature more
meaningful--should not be underestimated as a subtle force tempering the class-
b . _

room climates of Albion, Northern Ireland, and Scotland.4

Dominant features of United Kingdom Classrooms.

While observing in classrooms overseas, the writer employed a 10-item index
to classroom characteristics” which was developed expressly for the visitations.
While it is not a scientific tool, it proved to be useful device for organizing
subjective judgments. A sqmmary,of ten doﬁinant features of the classrooms
surveyed now follows.

(1) Instructioral approach. Both observations and statements from English

teachers in the United Kingdom indicate that instruction is highly directive
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at ;econdary level. The annual examinations influence much of the work under-

taken and the teacher tends to accept personal responsibility for the pupils'

mastery of content.

(2) Pupil involvement. Pupil involvement often is excellent and extensive

X
'

with respect to oral readings;‘éxtemporaneous pantomines or dramatizatiomns,

sharing in discussion, and so forth. However, such participation is generally
limited by the '"ground rules" established by the teacher. There is little
joint teacher-pupil planning of what shall be undertakén, but the’ student

(especially in upper forms) often share in deciding how work will proceed if

their ideas have metit.

(3) Planning for pupil learning. Teacher program planning, intended to
help young adolescents progress from where they are to where the teacher believes
they can go, is very good. Stress is not on minimum essentials so much as it

is on maximum progress.

(4) Teacher presentation of content. The preparation and presentation of

content, expecially with respect to literature and the general interpretation
of language, often is excellent. While "self-discovery" of meanings by pupils
is rare, teachers' dramatically presénted readings, interpretation of the signi-
ficant of the Elizabethan theatre, or expiénations of the period backgrounds

of "Sir Patrick Sp?pce" are almost uniformly good.

(5) Pupil evaluation. Teachers appear well informed regarding pupils when

they have had sufficient time to becmoe acquainted with a given school. Evalu-
ations of pupils tend to be subjective, continuous, and predominantly associated

with intellectual growth in the realm of language.

(6) Feednack’ and remedial action. Efforts to obtain and to analyse feed-
back from students are informal and vary considerably frqﬁxﬁeacher to teacher
. 1A ¥

- in the more than 40 classrooms visited. While many of the United Kingdom
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instructors are genuinely devoted to their students' welfare, the relatively

formal content and methods do not encourage a wide range of feedback except in
terms of academic progress. Special remedial teachers are not found in the
schools, but English teachers almost invariably feel a personal responsibility

to provide special assistance to students who seem likely to expersence diffi~

culty in learning. Extensive United Kingdom ability grouping in itself serves
to provide remedial service since as many as nine performance streams may be
found in a single school districts secondary level English classes. -

(7) Pupil motivation. Pupils' attentiveness and eagerness to learn is

. generally impressive in the three counties surveyed.8 Virtually no oVert
resistance to instruction was recorded in some 50 hours of visitation. Stream-
ing as well as classes of reasonable size and many academically well—informed
teachers are probably important here, although children's awareness of the
social and economic importance of an education seems decidedly more of a

motivation than in many United States schools.

(8) Teacher motivation. .Enthusiasm, effort, and a sense of the importance
of his work is evident among virtually all the teachers of English visited and
interviewed. 1In no case can an instructor be labeled apathetic or the class-
room atmosphere said to be stagnant. Even allowing for the fact that the :
English department heads may have chosen superior teachers in some instances,
enough Qere visited at random to insure that a spurious impression of teacher

_ /tﬂ—:?.;*\_. o

enthusiasm was‘fiot inadvertently obtained. .

(9) Classroom management. Management of the classrooms is still somewhat

authoritarian and formal, but the stiffness and tradition of 20 years ago has
been leavened by at least a small tincture of permissiveness.

(10) Classroom atmosphere. As implied earlier, the "feel" of the United

Kingdom classrooms generally is pleasantly stimulating rather than harshly
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repressive--but it remains teacher-centered. In one department head's words,

"When all is said and done, we select what is read and written."

The instructional program in retrospect: trends since the early 1950's

In conclusion, Qhat can be said about the trends in English instruction
during the past 15 years? And what comparision--admittedly based on subjective
judgmént--can be made as to the quality of United Kingdom and United States
schools, respectively?

Unmistakably, English language arts instruction at the secondary level in
the British Isles has become more flexible, teacher-student relationsh;ps
(albeit still formal) are more relaxed, materials are more diversified, and an
interest in innovation has begun to replace the pervasive mistrust of rapid
change which was characteristic of many teachers and administrators one to two
decades ago. Also, the secondary schools of the British Isles have begun to
find welcoming and voluminous folds in their academic robes for all youth--for
the "dull" o{ yesteryear as well as for the "clever," and doing it rapidly and
well. .

Both in the United States and in the United Kingdom there has been a narrow-
ing of the gap in educational practice. If schools ih Britain, Scotland, and
Northern Ireland toda& more nearly resemble United States schools than they did
in 1952 or 1954 it is because United States schools in the last 10 years or so
have 2n turn developed a warmer affection for excellence in command of content
even wvhile United Kingdom schools have begun to adopt and accept the stateside
concept of a_comprehensive secondary school which is designed to promote the
deve10pmentgof all youth.

(b) Science Education
Certain aspects of a general selecti@e educational system in the British

Isles have exerted a significant influence on the type, contént, and scope of
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science courses offered in-a variety of
observer they are reported as follows:

England:

schools. As viewed by the project

All aspects of Education in England are the respénsibility of the Secretary

of State for Education and Science. The
does not prescribe any science textbooks

standards of general content, and contro

Department of Education and Science
or curricula, but it does set minimum

1s science teacher training as well as

determining principles for teacher qualification.

Science education requirements are is

sued along with other statuatory

regulations addressed to local education authorities and other boddies. This

system permits real autonomy for determination of science curriculum by education

committees of publicly elected local aut

horities, with responsibility widely

distvibuted. Since 1964, several independent bodies have begun to exert an

influence on science instruction. The S

Examinations is one such body that stimu

chools Council for the Curriculum and

lates and supports school-based efforts

to reassess science curricula, teaching methods and examinations at the secondary

level. Other non-proféésional and non-p
interest in science education but the in
than in other subject areas. Most new s
the problems of the effort of examinatio
vance of current science courses for you
is working closely with the Nuffield Fou

of new and more wide-ranging science and

rofit associations are indicating an
terest and progress appears less active
cience curricula developments deal with
n pressures on syllabuses and the rele-
ng school learners. The Schools Council
ﬁdation which sponsors the preparation

mathematics courses leading to Ordinary

and Advanced levels of the General Certificate of Education as well as courses

for secondary pupils who will not be/taking examinations.

Local education authorities decide types of schools and are responsible for

the general direction of curriculum and

&3

content, but science as well as other
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curricula decisions are made by the head teachers of schools. Even though
external examination pressures force a high degree of curricular conformity and

uniformity, head teachers are free within wider limits to organize science

"""

curricula acco#&ing to their own ideas, dependent upon their initiative, community

needs and demands. Science teachers are generally not bound by offical syllabus
instructions, teaching methods, and adopted textbooks. Science coantent ranges
from highly sophisticated levels to paper cut-out nature study.

England's system of three types of secondary schools-—grammar; modern, and
technical--has been based on a rigid separatist system, with entry to the various
types generally dependent upon results of tests taken at about the age of 11
(called the "Eleven Plus" exams). In recent years, non-selective, comprehensive,
district secondary schools have been established. In thém, science courses are
offered to a full range of secondary pupils from ages 11 - 18. The impact of the

separatist system is hard-felt in science curriculum offerings. Grammar school

[
[}

science curriculé, geared for the upper 20-25% of youth passing the Eleven Plus
external examination, achieves the highest degree of content sophistication,
teacher qualification and preparatioﬂi instructiocnal media and‘equipment, minimal
class size, and pupil interest. With)some exceptioﬁ, the modern secondary schcol

visibly suffer from overburdened class size, some lack of instructicral media

and equipment and the general homogeneous grouping of disinterested and/or

lesser ability pupils.
Scotland:
Science curricLla, teacher's qualification, and class size is governed %o a Lt
gre#;er extent in Scotland than in England by regulations frog the Secretary of
State and Scotland's School Code. Generally, Scotland's primary education lasts

from 5 to 12 years of age, as opposed to England's age 11. {
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Science curricula are offered in Scotland's (1) junicr seconaary schools,
providing courseé normally i;sting for 3 years and designed for students who
plan to leave school at the statuatory leaving-age of 15 (to be raised to 16 in
1970-71); (2) schools which in addition offer courses leading to the Ordinary
grade of the Scottish Certificate of Education; and (3) senior sec?ndary schools
which provide certificate courses of 4, 5, or 6 yearé. Most of the science
classes are co-edu&ational, but@several old schools admit only girls or boys.
The science courses in each type of school are differentiated in character to
adapt to the varying needs and ebilities of pupils: i.e., senior secondary
schools for pupils intending to remain in school.beyogd the age of 15, are more
academic in nature than are those offered in junior secondary schools. The
latter also offer greatly modified courses, generally practical in content and
treatment (of a natural history or nature study approach with minimal ecological
orientation) for pupils of 1itited ;biiity. This traditional pattern of Scot¥?‘
land's secondary school sciencejeducation is changing with the establishment of
a number of comprehensive type schools in which greater flexibility in content

depth and pupil mobility is allowed.

Science subjects, of varying degrees of differentiation in content depth
£

e

and ébproach, are offered in bo;h the non-certificate secondary (3-year junior)
and certificate secondary (4, 5, and 6 year senior) curricula. A general science
approach prevails in non-certificate curricula while gfmore sophisticated,
academic sciencé approach is offered to certificate course students at least

in some stage of their courses.,

North lreland:

~

North Ireland possesses a statuatory system in three successive stages —-—
primary, secondary, and further education--with the same age range as in England.

Education is administered centrally by the Minister of Education and by eight

NEY
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maintained grammar schools. Science course offerings in these schools are

college preparatory, especially at the Sth and 6th Form levels. = The remaining
70-75% of pupils are ‘eligible to attend se_condary modern .technical or special
schools. Science offerings in these schools are more practically oriented, of“
a general science nature, and only rarely are the curricula widened to include
academic approaches. Comprehensive schools are closing the ability and availabi-
lity gap, but generally the sep'aratist system still ‘prevails and influences the
science course offerings. |

North Ireland's transfer scheme is similar to England's, however Scotland has
raised the transfer age from 11 1)2 to 12 1/2, Each Education Authority in Scot-.
land operates a transfer scheme approved by the Secretary of State which appears
to give somewhat similar results as those of England s Eleven Plus.

A general pattern of secondary acience offerings includes some science classes
for all pupils within the block of Form ONe to Five. In most schools, science
classes in- Forms One through Three are required, althongh this requirement is

-sometimes cut to Forms One and Two. These offerings are usually of & general
" science nature, concentrating on a survey of eciences,ganc_l meet daily for 40-45
minute periods. Beyond the required sequence, science classes may be electives.

’ fhose pupils wishing to concentrate in the science area commence with I_«‘orm_Three
‘or Four with emphasis on either the Physical Sciences (Physics or Chemistry) or
the Biological Sciences which tend to break down into the three categories of
Botany, Zoology, and Micro-Biology.

Forms Five, Six, and sometimes Seven are offered in academic oriented grammar
schools and are geared for qualification for student Advanced level certification
exams. The influence of certification preparation and qualification bears
directly on the science offerings. In non-certification schools, the drop-out

student ratio at age 15 eliminates Forms Five and Six; teachers do not possess
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the required honors bachelors degree to teach certification-qualifying scien’ce
classes; sfudents are not college preparatory and there fore not interested in
more than a practical approach and are not eligible fbr‘certif:.lcation examina-
tions. There are rare inétances of non-grammar school sﬁudents wishing to attempt
certification exams: in the science areas this poses maﬁifold problems requix.;ing
a stgp-back to earlier Fornis compounded bjr the availability ‘of study uﬁder
qualified teachers. - ‘

It is to be notéd that at the end of the Third Form which would be equivalent N 3
to United S{:ates ninth grade (i.e., 15 year-olds) some secondary students cone
cluded their education with a Junior Certificate, while others were non-certifi-

“cated., Thése students terminated with minimal general science offerings. Aé a ’
general rule, secondary students were eligible to take the General Certific_a'te
in Education exams at the end of the Fourth #_nd Fifth Forms, usﬁélly at the 0‘
or Ordinary level. | | |

____»_Second‘ary schools rarely were able to offer Form Six and Seven science courses
because of the problem of staffing and minimal number of students. However, in
the academic—ofiented grammar schools, courses almost wit:hc_mt exception were
offered at the Six and Seven fom advanced level. Students concluding their
beducational program at the terminal end of the Sevenﬁh Form undénvent.: extensive
objective evaluation in the for;'rt of an Advanced Level General Certificate in
Education examination and usually University Fellowship and Scholarship Examina- |
tions.

In general, scrutiny of the science curric;xla throughout the British Isles
reveals a heavier percentage of courses in the Physical Sciences, emphasizing
Physics units in areas of magnetism, electricity, heat, light, sound, simpie
machines, and forces. Of special note is the fact that lesser emphasis is

placed on the inclus ion of biological services in the curricula in general,

b reabis i ohe e S s o . s
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dominated by a natural history oir‘nature' study approach with minimal ecological

orientation.
1

Grammar school science class enrollments were observed to average approximately
. : : .
20 students per Form. The equivaleni Form science class enrollment in modern

secondary type schools appreciably éxceeded the 'statuato:y maximum class size

of 30.

Teaching Requirements and Attitudes

Science teachers in the British school vary considéfably iniacademic back-
grpunds.. In general",i teachers in the Secohdary schocls commonly poséess a threé-
year sequence Bachelors of Science degree, aithough some of “‘the ﬁeachers posseséecl. | : o R
# four=-year honors Bachelo‘rs‘ degree. In contrast, teachers in the academic ‘

Grammar schools, without’exception, posseés a four-years ﬁonors Bachelors of
Science degreg, with a ﬁajor in their teaching area as well as additional summer
university courses. The concept of in-service training, or a continuous educa-
tional program for teachers during the school year, is not.pract.'!.ced.

The general behavior and attitudes bf grammay: and non-grammar school science
teacheré engage& iﬁ a learning situation»iu.s distinctly different. Teéc_hers in
the academic oriented Grammar school possess a stronger academic baékground .in

| orientatién to the subject matter and often gave evidence of superior subject
teaching and a skillfully challenging of students in the inquiry approach to
science instruction. In contrast, teachers in the Secondary schools tended to
be plagued by large numbers of students in their classes, no teaching assistants
or technicians,'an excessive amount of disciplinary control, and limite?l facili-
| ties co.n.ducive to science teaching-learning situations.

Teacher morale in the Secondary schools was perhaps adequate but in some

instances they tended to confine their teaching rqle to minimal job standa‘::ds.

In contrast, the general morele of teachers in the academic Grammar schools was

i
%
£l
3
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high and gave evidence of an attitude in which teaching was exciting,

and professionally satisfying. It 1s further interesting to note that in spite

of the very general trend for acceptance of the establishment of comprehensive

schools throughout the British Isles, academic-oriented ‘Grammar science teachers

express a reluctance for this development to take place. A number of them

 emphatically indicated that they would leave the teaching profession befcre

assuming a teaching role in a comprehensive school.

Student Ratios and Attitudes

In secondary modern type schools, the required Form science class distribution

“tended toward larger girl enrollments than boys. -Upper Form classes (Fourth and
above) showed a predominance of boy enrollments in classes of mathematics oriented

Physical Sciences, and a predominance of girl enrollments in upper Form Biological

Sciences,

In the academic-oriented grammar schools, boys outnumbered girls generally,
, o ,

particularly in the upper limit Forms which offer advanced 1eve1 Physics and

Chemistry. In the advanced Physical Science classes, girls were conspicuous in

their absence. On the other hand, girls outnumbered boys in all levels of

Biological Sciences.
With respect to school clothes, academic-oriented grammar school students of

a particular school all wore a similar jacket and matching trousers or skirts

with their school tie. 1In the secondary schools this pattern tended to persist

although & growing number of scnools are apparently breaking away from a school
uniform and students |are wearing conventional clothes. 1In these latter few
schools, teachers were f)bser.ved to be wearing street clothes. In general, however,
most faculty in all type of schools wore an academic gown over conventionally

conservative clothes. Science teachers were the only exception in that a number

purposefully wore laboratory coats while conduction experiments and demonstrat£nns

59

challeng ing,

L
X

5y ¢ Wtk Soretk 2 2 %

g SISl s




e

-94 -
_linvolved with chemicals andi scientific apparatus. A

Students in.' the'grammar schools displ.ayed greater self discipline, se]f
direction and a more consistently hig'hl}.' organized school orientation. Grammar
students were observed to be enthusiastic about their science studies, pertinent

questions were asked and a very serious ‘atmosphere prevailed with a hi gh degree

~of commitment to the experience at hand. In contrast, students in the secondary

schools tended to be visibly reserved, less committed to theﬂlearning situation,

and observably engaged in more freedom and less control in terms of discipline.

~and conduct. The contrast between student morale, attitudes, conduct, ability,’

and interest in available learning situations in science classes in Grammar,

Secondary and Technical schools was significant.

General Review of Science Curricula, Equipment Lakorztory Facilities, and

Ins tructional Med ia

Scientific Eguipment, Laboratory Apparatus, and’lnstructional Media:

Grammar schools possessed far more extensive media for laboratory experiences,
demonstrations and related activities. Extensive sophisticated equipment"neces-

sary for understanding basic"concepts in the physical and life sciences: were

available. l'ficro-photo-gammitry equipment with excellent Zeiss equipment was

noted in many of the schools. 1In contrast, secondary schools tended to have
nminimal laboratory equipment and students were frequently required to rotate

through different stations in order to share limited scientific apparatus and

equipment.

Laboratory Technicians:

Grammar schools science faculties make extensive use of laboratory techni- .
cians. Laboratory technicians numbered three to four per science department in
many Grammar schools. In most cases, the technicians were former Grammar

scheol students that hed exhibited a competent background in the sciences and

160
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" professional assistants are employed full time and are required to devote one

. exception these outstanding technicians appear to be competent, enthusiastic
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had completed the 5th and/or 6th Form external examination. These para-

day a week to continue study in a specialized laboratory-technician advanced

schooling which culminates in certification as a Laboratory Technician. Without

about their work and offer significant assistance to science teachers; Frequent; |
ly unique, novel. and highly specialized laboratory apparatus are made by tech- | | E.
nicians under the direction of a science teacher. Responsibility for setting
apparatus for a class or laboratory demonstration, designing and constructing

new apparatus, and the tedious task of cleaning up the laboratory at the con-

. clusion of the experiment is effectively accomplished by these assistants.

Unfortunately laboratory technicians or the concept of technical assistants

- at this level are not utilized in the Secondary Schools.

- Pilot Programs and Projects in Science:

An instructional televised program in the sciences places emphasis on

learning by discovery by the B.B.C. and Independent TV Studios. Programs

~ observed were Mathematics Around You, Discovering Science, and First Steps

in Physics.. In.one of the Grammar schools, Imperial Chemistry Industry Film,
(Themes House, North Millbank, London Southwest 1) on Catalysis was being
effectively used. 1In addition to the film, excellent models and three dimension-
al media were related to the film concepts utilized in classrooms. Other £ilms
used originated from the Scottish Central Film Library, (16/17 Woodside Terrace,
Charing Cross, Glasgow C3); Rank Film Library (Aintree Road Perivale, Greenford,
Middlesex) ; Ealing Scientific Limited (23 Leman St., London, East 1); and

the Phillip Harris Limited, (63 Ludgate Hill, Birmingham W3) filme.

The BBC Television (35 Marrylbone, High Street, London W1) included in the

autumn the following programs: Discovering Science Series Unit 1, September
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8-l9 Air aoi Breathing, September 25-26, What is Air? October 2-3, Burning

..and Rusting, October 9-10, Air As A Gas; October l6r-l7, The Atmosphere, Unit
II, the Earth; October 23-24, .The Earth in Sp‘ace;vNovember 6~7, The Structure
of the Earth; 'chem_ber 13-14, Metals From the Earth; November 20-21, The Pull
of the Earth; and November 27-28, Satellites. At the_Physics“level, units were
observed in the greas of Length, Mass', Time, Velocity, Acceleration, Force, and
'Motion', Friction, Structure of Matter, Density of Matter, Moments, Balances,
Stability, Results in ‘Components, Parallelogram and '.l‘riangle of Forces Work
Energy Power, and so forth.

The Nuffield Science Teaching Project materials are'destined to be incor-
pcrated initially in the Grammar schools'and subsequently in the Secondary
School. Currently many teachers are using Nuffield's science laboratory mater-
ials on a limited basis. When financing of the new materials is available
(which is anticipated by September of 1968 and definitely by September of 1969)
the Nuffield materials in the sciences will be common .in all Grammar sch: )ols.
.It is hoped that within 3-5 years the same apparatus for materials would be
b‘available in the Secondary schools. 4

The Nuffield Science Teaching Project materials were developed by.a gronp of
teachers under the able leadership of Mr. Brian Young, Director of the Nuffield
Foundation. This impressive project commenced in l962 and the Association for
Science Education of the British Isles endorsed the project. Initially the
project objective was geared for a renewal of existing science curricula and a
wider study of imaginative ways of teaching scientific subjects. Examination
of the materials revealed an attempt to present science in a lively, exciting ‘
and intelligent way. Approximately 172 schools were pilot schools in the '
initial {-project and as an outgrowth the Nuffield Project Foundation is develop-

ing experimental materials and students-teachers texts in the area of Biology,

102
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An example of the materials observed in a grammar

Chemistry, and Physics.

school at the Fourth Form was the Nuffield Biology Text 4, entitled Living Th:i ngs

in Action (1966) » consisting of 18 chapters. Other observed Nuffield biology . '

texts were designed for First Form, Introduction to Living Things, Second Form,

Life and Living Processes, Third Form, The Maintenance of Life, Fourth lForm, :

Living Things in Action; and F_ifth Form, The Perpetuation of Life. It is note-

worthy that school systems planning to adopt tie Nuffield scheme are committed

to accepting the entire text series, instructional media, laboratory equipment,

etc. for the First Form. Following this acceptance, the school will continue

" with the First Form and thevSecond Form and thus cuntinue each year until the
project instructional nedia is absorbed throughout ‘the curriculum. -Unfortunetely,
thej,Nuff‘i-eld Physics uaterials are quite expensive, costing approximately 800
pounds. . Chemistry_and Biology materials are less expeneive-~- both costing approx-

imately 200 pounds. ' o o

~General Curr iculum Comments:

An example of General Science units covered during the Third Form which
would be equivalent to-ninth grade in the United States include. - Time, Dista_mce
and Displacement, Speed and Velocity; Newton 1, Definition of a Force; Newton 2,
How to Measure Force; Newton 3, Conservation of Momentum; More Work, Heat and
. Hot, -Thermodynamics, Feedom and the State, and Model Making.
A sample'laboratory experience from the text book, Physics is Fun, by Jim
Jardine Heinemann, Educational Books Limited, 15-16 Queen Street, Mayfair, London,

Wl, in the area of light centered around a hand stroboscope with student experi-

mentation information given in black print and experimental data in red print.
Fre'quent questions were asked within the body of the textual materials which
J stimulated further student questioning in the course of experimentation relative

to the frequency of a vibrating or rotating object. Inquiry method of learning

- 403
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~was stressed since no ‘answers vere printed in the text.

Students in the grammar schools were exposed to sophisticated laboratory
materials' In addition to experiments and investigations of the PSSC type, a
number of the science toachers were using Nelkon M. Parker s Advanced Level
Physics, Melbourne. Wm. Heinemann Limited, 1958, 1961;. and in several advanced

Form Six sections students were using the Un:|.ted States freshman. college general

physics text, Physics for the Inquiring Mind, by Eric Rc-gers.

A Chemistry class of the Sixth .Fo.rm in one Gramtnar ‘School ;vas using. theA
text by Durrant, P..l .» General and Inorganic Chemistry, 'London Longmans,

Green and Company Limited, 1962 (46 Groszenor Street, London WI) 'l'his text -
revealed advanced sections in the areas of Colloids, Nuclear Chemistry, Periodic’
Clagsification, Atomic Structure, Valency, Electrolytes, _Electropotential and B
Electrolysis, 'Electrodepotential and Electrolysis.

A number of the schools use an ancillary resource manual entitled Understand-
ing Science, as an enrichment reading document | This excellent monograph is
published by Sampson Low, Marston and Low Company Limited, 37 Heregeford Street,
‘London Wl. With an annual subscr:.ption of 5.4. 0 this weekly publication in~
cludes a broad coverage of such subjects as Transmutation of Elements How Fast
Does It Fall, Measuring Weather, the Atmosphere and other topics of general
interest.

An example of the .rather limited approach to Secondary school Biology was

found in the observed text, Macklear, D.G., Introduction to Biology, London:

John Murray, 1965 ( 50 Albenmarle Street, London W1). This textual material is
used as a basic learning experience for the general certificate examination at
the Ordinary Level. A careful examination of the text revealed minimal Ecological
orientation, certified in a rationale which stated "Because it would be either
too general and vague to be useful, or would deal with specific environments,

which would be studied not in a text book, but through individual work." Obviously
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om the green version BSCS materials in high

this‘approach varies tremendously fr
school biology. An example of secondary Fourth Form Physical Science set of units
included Elementary Dynaﬁics, Mechaﬁical Equivalents of Heat, Elettrical Circuits,

Heating and Chemical Effects of Currents, Electromagnetic Induction, Gas Laws in

Heat, Defects in Vision, and Spectra, Photometry in Light.

‘ Concluding Statements

Sep&fatist system influenceé on the content and scope of science offerings
are significant. Because of the role nf the labor gove;hment and the influence
of a strong political party upon'the educational §chemes in the B:it}sh Isles
comprehensive Secondary schools may be dgstined to bgcome common. Tax supportgd’
and ‘academically oriented Grammar schools may be eventually‘phased-out..

The external examinations exért a no;icable»influenée on curricula offerings
and metﬁods of teaching in science programs as weli as the future status of the
student in his academic or vocational career.

All interviewed science teachers expressed é keen interest in future develop-
ments in British Isles' science éurricula as wéil as in philosophy an§ methods
being deyelope&“in the United States. The Academically-orieated Grammar school .
science teacherﬁ‘appear to possess a mor; profession#l apprbach to teaching.apd
are involved in more sophisticated programs in contfast with their colleagues in
ﬁh; Secondatry schools. Of interest is the fact that the majority of Headmasters
in schools were either foimer Mathematics or Physical Science faculty members
and it appeared to be the most common preparatory background. There appears to
be a minimal opportunity for science teachers to continue in an in-service pro-
gram, ‘The contact betwgen colleges and univers%}igs and science teachers appear-

ed to be non-existent to minimal.
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(c) Mathematics

As with other courses, mathematics in the British Isles is taught according

- to a fairly standard syllabus and in preparation for the different level

examinations. Thus there was a great deal of similarity in what was being
taught at each of the various_seqondary school grade levels in the‘mathe-
mat?cs in the schools observed in the'British Isles.: In the Upited States,
however, considerablé'variety was found and:trllﬁét were seldom in evidence.
This is not meant to imply that thé tgaching‘of mathematics was less_argan-v

p—

ized in the U.S. secondary school sample,‘but rather, that it was less

. uniform. 1In the U.S. sample, the textbook used tended'to be the guide

for course contehtband the sequence in which it was to be covered.

Modern mathematicé was beginning to-bé taught in the lower levels in the
United Kingdom sample, but traditional math was still the vehicle used to
prepare.students for their examinatiqns at the upper 1eveis. ‘In the Unitéd
States sa@ple modern matﬁ tendéd to be dominant. The size of mathematigs;

classes in both the United States andvthe’British Isles tended to be smalle:

than those of the other traditionally required subjects. As a result, thegé

were opportunities for individualizing the instruction and providing tutorlal
type assistance to students as needed. The United States math teacher did have
a considerable number of visﬁal alds commercially prepared and in some

classes, even special desks and other classroom equipment designed for math
instruction. lThe British teachers of mathematics on the other hand appeared

to have personally constructed most of the visual aids which they were

utilizing.
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8. The classrocz: in the éecondary schoel
- As previously indicated in ﬁhe procedures section of this report it was

felt that an examination of classrooﬁ.methodolqu and classroom'atmospheré

would be meaningful in the comparison of student achievement.

| Tables 5, 6 and 7 present summarics of élassroom methodology and Table 8
_presents a summary of claésroom charagteristicg. A review of Iab1és‘5, 6,'énd

7 in&icates that class.discussion andvlectﬁrefmethodﬁ are consistently ﬁost

popqlar with ;econdary school teachers in the subject matter areas'étﬁqied in

this study in both the United States and the British Isles. iDiffefences‘inf
meéthods appear to occur mo?e often betwagn §ubject matter areas rather

than between countries. As has been notedj"folLawing‘the presentation of
the previous subject matter mgthédology‘tableé,‘there was a geéeral consistencyvv
‘between British apd ﬁnited Sﬁates methodology with minor cxcepéions. For
' example, it is interesting to note'thau :he.United States teachegy-aemsis-
tently pléced a grgatér emphasis and allocated ﬁore time to administgring
examinations than did their British counterparts. As might bg anticipated
the.differences‘by subject matter afeas inclu&éd--mbre time spent in drill

and sufervised study for mathematics, move time spent in library study in
English and more laboratory time for science.

The summary of classroom characteristics does not distingui;ﬁ observa-

tions by subject matter areas inasmuch as little difference was noted

across the various subject matter areas or by grade levels. In arriving

at these results, indicated in Table 8, ten dominant factors of the classroom
were listed for rating on a five-point scale. “articipating teachers in the

British Isles and !"e United States sample were asked to rate themselves
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on this scale. In addition two ratings were secured by other observers,
usually the principal or headmaster and a project staff member. A total of
42 United Kingdom teachers and 49 United States teachers were rated, 116 and
127 times respectively.

As may be noted in the examination of Table 8, U.S. teachers tended to be
somewhat less directive than their British colleagues. As might be antieci-
pated whére a non-directive approach is used, greater pupil involvement was
obs:;ved in the U.S. sample. The most significant difference in the ratings
was noted in planning for pupil learning where the British teachers received
a mean rating of 4.6 as contrasted to the U.S. teachers who received a mean -
rating of 3.3. U.S. teachers received slightly higher ratings in the eancourage-
ment of pupils self-discovery and pupil evaluation, while U.K. teachers re-
ceived higher ratings for planned feedback, pupil motivation and also teacher
motivation. Consistent with their instructional épproach and pupil parti-
cipation, the U:S. teacher was judged as more permissive in the management
of his classroom, than his British counter;art. It is noted, however, that
"in the over-all rating of classroom atmosphere there was little differences?

between the™British and U.S. samples.

TABLE 5

METHODOLOGY AMNALYSIS SUMMARY
(A1l Grade Levels) -
Subject Matter - English

Method : Approximate percent of instruc---
tional time you use this method
in this course

Br.l. U.S.A.
1. Lecture 23.7 16.8
2, Drill 1.7 13.5
3. Class discussion 16.2 31.6
4. Smpll group activities 6.9 4.0
5. Supervised within class study 15.6 10.3
6. Library study 8.3 6.1
7. Individual projects 5.8 4.0
8. Group projects 5.9 2.4
9, TField trips 0.5 0.2
10. Examinations 5.4 8.9
11, Other Methods 4.0 2.2
1G8 N=20 =59
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TABLE 6

METHODOLOGY ARNALYSIS SUMMARY
(All Grade Levels)
Subject Matter - Math.

Method Approximate percent of
instructional time you use
this method in this course

Rr.I, U.S.A.

1. Lecture 18.9 23.4

"~ 2, Drill 15.6 17.9

3. Class discussion 28.3 22.9

4. Small group activities 1.6 2.8

5. Supervised within class study 26.0 19.5

6. Library study 0.4 0.5

7. 1Individual projects 1.3 0.7

8. Group projects 1.2 0.1

9. Field trips 0.1 .0

10. Examinations 4,5 12.1

11. Other Methods 1.6 2.5
N=24 =48

TABLE 7
METHODOLOGY ANALYSIS SUMMARY
(All Grade Levels)
Subject Matter - Science

Method Approximate percent of
instructional time you use
this method in this course

Br.I. UOS.A.

1. Lecture 26.2 30.6

2. Drill 0.6 7.3

3. Class discussion 16.8 19.8

4. Small group activities 28.1 6.7

5. Supervised within class study 7.5 9.1

6. Library study 1.6 1.7

7. 1Individual projects 4.8 3.3

8. Group projects 3.1 3.2

9. TField trips 1.0 1.8

10. Examinations 3.5 7.6

11. Lab. 5.4 8.6

12. All others 2.5 0.5

N=18 =28
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a five~-point scale.
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CLASSROOM CHARACTERISTIC INDEX

Instructional approach:

Ten dominant features of the classroom were listed for rating on ‘

Extremes for each rating were indicated. : |

U.K. u.s.
L] 1 L] 2 L] 6 L] 3 L] 5 L] 5 L
(Directive) (Mondirective)
Pupil Involvement:
U.K. U.S.

L 1 L] 2 L] 3 L] 7 L 4 L] 4 ‘ 5 L]
(Spectator) (Participation)
Planning for pupil learning:

u.s. U.K.
. 1 . 2 . 3.3 . 4.6 5 .
(Pupils vwho are able move (Pupils moved from
from a predestined begin- vhere they are to
ning to a predestined where instructor
ending) believes they can go)
Teacher presentation:

U .I(. U.S.

. 1 . 2 .3.1 3.6. . 4 5 .
(Teacher presentation (Self-discovery .
of facts) by pupils)
Pupil evaluation:

U.K. U .S.
. 1 . -2 . 3.9 . 4.1 5 .
(Infrequent, unplanned, (Planned, frequent,
and subjective) and objective)
Feedback and remedial action:

U.s. U.K.

. 1 . 2 .3.0 3.9. 4 5 .
(Unplanned and (Planned and
unprovided) provided)
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Pupil motivation: (intent to learrn)

U.s. U.K.
1 . 2 .3.2 3.4 . 4

S .

(Inattentive and/or
resistant to learning)

Teacher motivation: (intent to teach)

(Attentive and
eager to learn)

. u.s. U.K.

. 1 . 2 . 3.7 . 4.0 5 .

(Apathy and stagnation) - (Enthusiasm and
effort to teach)

Classroom management:

UoKo U.S‘.

. 1 . 2,9. 3.7 . [ 5 .

(Authoritarian) (Pernissive)

Classroom atmosphere:

¢ U.K. U.sl
. 1 . 2 . 3.7 3.8. 4 5 .
(Repressive) (Stimulating)
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CHAPTER VI. THE ACADEMIC ACHIEVEMENT OF |
SECOMDARY SCHOOL STUDENTS
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A. Experimental Design and Statistical Procedures

Statistical procedures used in the present study were designed to take
fullest advantage of the awvailable data, while at the same time taking into

account the differceant kinds of variables examined. In order to describe

.the experimental design underlying this study, it will first be necessary to

list the 21 variables selected for analysis. These variables fell into three
general categories: discrete-valued and continuous independent variables, and

(continuous) dependent variables. They are listed below:

Independent Variables Definition

A. Discrete-valued (factors)

1. Country « « ¢« « « « ¢« ¢« o« « « » « » United Kingdom, U.S.

2., 86X ¢ 4+ + s o« s s o s s s o s s o o Boys, Girls

3. Grade « « « « s+ ¢ o o s s s o s « o« Ith, 8th, 9th, 10th, 1llth, 12th
4, Ability . . . . « ¢« 4+ ¢« ¢« . - . . 1Q110, IQ 110
5. Most important . . . . . . . . . . Questionnaire item
6. Comnunity closeness . . . . . . . . Questionnaire item
7. Circle . « ¢ ¢« « o « o« s ¢« o o o « Questionnaire item
8. Boyadmired . . . . «. + . .« « « . « Questionnaire item

9. Girl aémired . . .« ¢« « « ¢« o o o « Questionnaire item

B. Continuous-valued (covariates)

10, ABe - « ¢ o o« o o o« o s s o o « o o Age in years

11. Language GPA . . . .« « « + » . . Grade point average in language
classes

12. Sclence GPA . « ¢ ¢« ¢« ¢« « « « +» - . Grade point average in science
classes

13. Overall GPA . . . « + « « « « « . » Grade point averag: in all
classes

14. Pre-test reading score . . . . . . Raw score obtained on reading
achievement test score at be-
ginning of test year

15. Pre-test language score . . . . . . Raw score obtained on language
achievement test score at be-
ginning of test year

16. Pre-test math score . . « « « » . » Raw score obtained on math
achievement test score at be-
ginning of test year

17. Pre-test science score . . . . « . Raw score obtained on science
achievement test score at be~
ginning of test year
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Dependent Variables

18. Readirg gain . Numerical difference between pcst-
: test and pre~test raw score for
reading

Language gain Numerical difference between post—
test and pre—-test raw score for
language

HMath gain . . Numerical difference between post-
test and pre~test raw score for
mathematics

Science gain . Numerical difference'l?étween post—
test and pre~test raw score for
science

The basic experimental design was that of factorial analysis of covariarce.
Because the number of variables was large, and the nunber of observations
in some instances comparatively small, it was not possible to generate and
analyze a fully-crossed factorial design having observations in each cell for

each of the factors, covariates, and dependent variables cited above. Instead,

a decision was made to use two sets of less-comprehensive yet complete fac-

torial de¢signs, in which subsets of independent and dependent variables could

be chosen both on the basis of theoretical relevance and according to their
ability to form fully-crossed designs.
These two sets of factorial designs were as follows:
1) Design set #1: A set of four comprehensive 2x2x6x2 factorial
analysis c.f covariance designs, in which the factors were country, sex,

grade, and ability; dependent variables were reading gain, language gain,

math gain, and'science gain; and covariates were age, language GPA, math GPA,
science GPA, overall GPA, and pre-~test score appropriate to the particular
dependent variable being examined.

2) Design set #2: A set of twenty smaller 2xk factorial analysis of
covariance designs, in which the factors were country and one of the five
"psychological® variables (“most important," "community closeness," "circle,"
"boy adm:lrg:i," and "girl admired"); dependent variables were reading gain,

language gain, math gain, aad science gainj and covariatcs were age and pie-

test score appropriate to the particular dependent variable being examined.
Each individual design in Design Setr #1 was run once with and once

without covariates. Those in Set #2 were only rum with covariates. Thus, a

total of 28 individual analysis runs were made. By treating designs both as
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an analysis of variance (ANOVA) and as an analysis of covariance (ANOCVA)

design, it was thus possible to determine change in both the direction and
significance of findings when covariates were added in.

The computer program used was BMD X-64, "General Linear Hypothesls,"
from the UCLA Biomedical program package service. BMD X-64 was used
because it is designed to handle factorial analysis of variance and covariance
designs in which cell frequencies are unequal, and because it enables the
experimenter to isolate and assess the significance of the contribution of each
covariate, and for all covariates taken together. All 48 program runs
were made on Indiana University's CDC 6600-6400 system. In all cases,
significance levels for F were reported in terms of .05, .01, or .001 alpha
levels,

Analysis results were prepared both in terms of standared individual ANOVA
and ANOCVA tables, shewing main and interaction effects for each subset of
factors and covariates and also in cowprehensive summary tables, allowing
comparison of results across dependent variables. Main effect and inter-
action effect profiles are presented for several of the statistically .
significant effects found, showing differences between factor level means

both before and after adjustment for the effects of covariates.

B. Summary of Findings

1. SUMMARY OF GENERAL ANOVA FINDINGS: COVARIATES OMITTED

Table 9 presents a summary of the genéral ANOVA findings with covariates
omitted. An examination of this table suggests that Country was very
significant for all kinds of gains except Math and that Grade was very
significant except for Science gains. Adility was significant for Reading
and Language gains.

In the interactions one may note some significance in the interaction
betwean Country and Sex for Reading and Language but not for Math. For
Country by Grade, the results indicate high significance for Language
gains and Math gains but not for Reading or Science gains. For Country by
Ability high significance was recorded for Language gains only. Slight
significance may also be noted in several interactions of higher order
(2nd and 3rd order interactions,) the largest of which is the correlated
action between Country, Sex, Grade, and Ability in Reading gains only.

A review of Table 9 indicates that Country and Grade had significant main

effects upon most gain scores and as might be anticipated, that the interaction
between Grade might be the more important one.
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2. SUMIIARY CF GENERAL ANOCVA FINDINGS: COVARIATES INCLUDED

Table 10 with covariates included tells a different story from Tablc 9
when covariates vere omitted. When gain scores are adjusted for covai-
iance, it may be noted that the most important independent variable was
generally Ability alsone but that the significance of each factor and the
interactions of most factors tended to decrease in many cases. Country was
still significant, however, in all four kinds of scores. Grade was also still
significant, except for Science. The most important two-way interaction
cross-gain score was Country by Grade. The T scores for covariances taken as
a whole were very large and were significant at the .00l level for all
kinds of gains. This suggests then that one must take into account the
effects of the covariates in interpretation of the differences.

Age per se was not significant compared with all covariates as a whole.
An examination of Language GPA indicated it is very significantly related to
Language gains, as might be expected, and somewhat lass to Math gains and
even less to Science gains. Math GPA, which is the next covariate, was very
significant with relationship to Math gains, which was to be expected. Science
GPA was very significant in relation to Science Ga;i.ns only. Overall GPA
was 6n1y ulightly related to Readings gains. These data thus sﬁggest very
expliéit kinds of relationships between appropriate kinds of grades and appro-
priate kinds of gains. Thus, upon examination of the Table, Summary of
General ANOCVA Findings: Covariates Included, we may conclude that when
the covariates are adjusted, the covariates themselves are, in general,
very significant and for the most part, more important than anything else
except Ability. This conclusion might bz drawn from the size of the F
scores. o

Another covariate was the pre-test score for each kind of gain, so for
example, there is a pre-test on Reading and then the Reading Score gains
resulting from the pre-test minus post-test scores. We find this the most
significant covariate, which was to be expected statistically, inasmuch
as the best predictor of gaiﬁs was the pre-score in all cases. This result
suggests that if one knew at what level a student scored on his pre-test,
it would be a good predictor of how he would achieve on the post-test and
further, that this factor was the single best predictor of those measured.
Thus a tremendous amount of the differences among pupils can be accounted
for by their pre-scores alone. Perhaps, then, this may suggest something
about the universality of pre-test scores as being good predictors of post-

test scores regardless of country.
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Table 9
Summary of General ANOVA Findings
Covariates Omitted
Independent Dependent Variables
Variables Reading Language Math Science
Gains Gains Gains Gains
Country F = 51.20%%% F = 85.50%%% F = 4,20% F = 12.71%%%
Sex " F = .56 F= 2.14 F =2.41 No Data
Grade F = 9.,35%k% | = 3,96%% F=7.36%%% F.= .54
Ability F = 7.50%% F=26.77%% F = ,38 F= .45
Country X Sex F= 4.96% ¥ = 5.85% F=1.52 No Data
Country X Grade F= 2.11 F= 7.07%% F =]2,22%% F = .02
Sex X Grade F = .21 = 1.16 F =1.81 No Data
Sex X Ability F = .54 F= 5.79% F= .65 No Data
Grade X Ability F= 2.00 F= 1.17 F = 2,29% F= .75
Country X Sex F= .80 F= .62 F= .67 No Data
X Grade
Country X Sex _ - - *k
X Ability F = .27 A F 1.02 F = 6.52 No Data
Sex X Grade
= = * =
X Ability F 2.78 F 2.52 F .40 No Data
Country X Grade - - * - 5 -
X Ability F= 1.11 F 2.70 F .95 F .03
Country X Sex = kkk = =
X Grade X Ability F 5.10%** F 1.56 F .98 No Data
* P .05
** P .01
**% P .001
<
3
4 5
- X |




Table 10

Summary of General ANOCVA Findings

Covariates Included
Independent Dependent Variables
Variables

Reading Language Math Science
Gains Gains Gains Gaing

Country F = 14,96%% 25.95%**% F = 10.89 F = 8.14%%
Sex F= .40 13.69%*%% 7.34%%  No Data
Grade F = 10,01%%* = 24 . B4%A% 6,10%* F= .01
Ability =119.83%%* 40.33%%x 73.12%%% F = ,10
Country x Sex = 2.64 _5.67* __.18 No Data
Country X Grade 10.90*** 7.63%%% 7.29%%*% F = 1.94
Country X Ability 13.46% %% 17 7.22%  F = ,02
Sex X Grade . .66 1.53 No Data
Sex X Age 6.50%%
Grade X Ability . .84

Count®y X Sex
X Grade .-

Country X Sex ‘
X Ability .17 1.98 No Data

o]

= |1 |

W21 No Data_
2.50% F=1.12

Lo T L I L I L B e |

.32

]

.60 No Data

Sex X Grade
*'o
X Ability 3.70%* .68 No Data

Country X Grade *x )
X Ability 1.74 4.82 1.04 F= .8

Country X Grade
X Sex X Ability

All Covariates 62.99%%% F =136.06%*% 73.204%% F
Age .56 .24 1.6 F= 1.5
Language GPA 2.63 31.414k% 9.51%% F = 3.87%
Math GPA .38 8.21%* = 29.10%%% F = 1.55
F
F
F

4,03%% 1.43 1.2 No Data

33.00%%*

Science GPA 5.51% 8.07%% F = 5.77* 18, 334**
Overall GPA = 6.02% 1.17 = ,002 11,55
Pre-Score =364, 64k k4 =799 , 64k%x =426.334%% F =166.62%k*

* P .05'
** P . 01
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(a) Reading Score Gains
MEAN READING SCORE GAINS (Significant Main Effects and Interactions Only)

Table 11 preéents mean score gains for Reading (significant main

effects and interactions.) These values of the means are also plotted on
the Figures 8, 9, and 10.

THE MAIN EFFECT OF ABILITY ON READING GAINS

Figure 8 plots the main effect of 2bility on Reading Ga:lné. This
figurz indicates that before adjustment for covariates there was no real
difference. Howvever, following adjustment for covariates, high ability stu-
dents did in fact achieve higher mean gains on the Reading Scores.

THE MAIN EFFECT OF GRADE ON READING GAINS
Figure 9 presents the main effect of Grade on Reading Gains. It may be
noted that before adjustment for covariates, mean gains went down as grades

got higher, so that the 7th grade students achleved more than the 12th
grade student. After adjustment for

ovariates, the relationship becomes
more mixed. It suggests again thft lower grade pupils did better than

higher grade pupils but there isfa slight upward trend again for 10th,
1llth, and 12th grades.

MAIN EFFECT OF COUNTRY ON READING GAINS
Figure 10 presents main effect of country on reading gains. It indi-

cates that before adjustment for covariates the United Kingdom did slightly
better though not quite as well as the United Statss.
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Table 11

Hean Reading Score Gains
(Sisgnificant Main Effects and Interactions Only)

Mean Gain After

Source Levels Yean Gain Prior to
Adjustment for g:a::;:t:: for
Covariates
Country United Kingdom 11.60 : 9.58
United States 71.25 8.33
Sex - Girls
_ Boys  _ -
Grade 7th 12.05 9.92
8th 1.04 12.44
9th 8.33 6.92
10th 7.51 5.51
11th . 5.85 8.38
12th 3.13 8.78
Ability IQ 110 8.77 11.94
I1Q 110 8.62 5.38
Country U.K., Girl 11.42
X Sex U.K., Boy 11.83
U.s., Girl 7.72
U.S., Boy 6.77
Country U.K., 7ch 8.29
X Grade U.K., 8th 11.94
U.K., 9th 11.33
U.K., 10th 4.45
U.K., 11th 8.98
U.K., 12th 14.97
U.S., 7th ) 10.49
U.s., 8th 12.51
U.S., 9th 3.95
U.s., 10th 6.29
U.S., 11th 8.27
U.S., 12¢th , : 7.45
Country U.K., IQ 110 ' 14.90
X Ability U.K., IQ 110 ' 6.35
u.s., IQ 110 10.95
U.S., IQ 110 4.54
Sex X Grade Girl, 7th
Girl, 8th
Girl, 9th .
Girl, 10th
Girl, 11lth
Girl, 12th
Boy, 7th
Boy, 8th
Boy, 9th
Boy, 10th
Boy, 1llth
Boy, 12th
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Table 11 (Continued)

Sex X Ability Girl, IQ 110
Girl, IQ 110’
Boy, IQ 110
Boy, IQ 110
7th, IQ 110 12,13
X Ability 8th, IQ 110 15.19
9th, IQ 110 10.88
10th, IQ 110 9.95
1lth, IQ 110 11.64
12¢h, IQ 110 10.44
7th, 1Q 110 7.17
8th, IQ 110 9.53
9th, IQ 110 3.63
10th, 1Qq 110 1.06
1lth, IQ 110 <4390
12th, IQ 110
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(b) Language Score Gains

MEAN LANGUAGE SCORE GAINS (Significant Main Effects and Interactioms
Only) '

Table 12 presents significant main effects and interactions only
for Language Score Gains.
of country on language gains, it indicates that before adjustment for

covariates the United Kingdom did better; adter adjustment, the United

States did better. Figure 11 graphically depicts these results.

MAIN EFFECT OF ABILITY ON LANGUAGE GAINS

Figure 12 examins the main effects of ability on language gains,
as may be abserved before adjustment for covariates, low ability students
did better. After adjustment, high ability students achieved better gains.

MAIN EFFECT OF GRADE ON LANGUAGE GAINS

Figure 13 graphs the main effect cf grades on language gains. We note

that before adjustment for covariates (after the 9th grade) gain went dowm
as grade went up. However, after adjustment for covariates, there is a
reversal and an upward trend is indicated through the 1llth grade.

(A slight
decrease i_s‘noted at the 12th grade level).

Thus, we find a general improve-
ment in gains as grade goes up after adjustment in covariates.

MAIN EFFECT OF COUNTRY ON LANGUAGE GAINS
INTERACTION EFFECTS OF COUNTRY AND SEX CN LANGUAGE GAINS

Figure 14 describes the combined effects of Country and Sex on Language
Gains. Before adjustment for covariates is considered, one finds that the

United Kingdom students did better regardless of sex, generally. After

adjustment for covariates, one finds that United States girls did better

than anybody else and that United States students did -achieve more than
United Kingdom students, generally.

INTERACTION EFFECTS OF COUNTRY BY GRADE ON LANGUAGE GAINS
Figure 15 examins the interaction effects of Country by Grade on
Language Skills. Results indicate that before adjuetment, the United Kingdom

grades generally did better than United States grades, with the possible

exception of 7th grade for United Kingdom. After adjustment for covariance, -

hovever, one finds that the situation is somewhat reversed. It may be noted
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that both the United States and the United Kingdom students impiove as they
progress to higher grades.

EF¥FECTS OF SEX AND ABILITY ON LANGUAGE GAINS

The final graph (figure 16) of this section presents the interaction
effects of sex and ability on Language Gains. As may be noted, following -

adjustments for the covariates, the results were reversed.

Table 12

Mean Languzge Score Gains
(Significant Main Effects and Interactions Only)
_ Hain Gain Prior Main Gain After
Source Levels to Adjustment Adjustment

. for Covariates for Covariates
Country United Kingdom 14.30.. 6.99

United States 7.28 11.50

Sex Girls

Boys

Grade 7th 10.51 -3.06
8th 10.16 4.20
9th 12.08 11.62
10th . 9.88 12.87
11th 7.33 18.48
: 12th 4.66 17.01
Ability IQ 110 7.69 11.76
IQ 110 11.89 7.89
Country and U.K., Girl 14.03 7.61
Sex ‘ U.K., Boy 14.67 6.15
U.S., Girl 7.56 . 13.21
U.S., Boy 6.98 9.64
* Country U.K., 7th 8.37 . 1.51
and U.K., 8th 15.19 4.41
Grade U.K., 9¢h 15.45 6.80
U.K., 10th 15.18 11.29
U.K., 1llth 14.84 14.09
U.K., 12th 6.12 13.49
U.S., 7th 10.26 , 3.57
U.S., 8th 4,65 3.96
U.S., 9th 9.86 14.79
U.S., 10th 6.07 14.01
U.S., 1llth 5.98 19.27
U.S., 12th 4,35 17.75
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Table 12 (Continued)

Country U.K., IQ 110 9.26
and U.K., IQ 110 17.35
Abilicy v.s., IQ 110 7.16
SR U.s., IQ 110 7.92
Sex Girl, 7th :
and Girl, 8th
Grade Girl, 9th
: Girl, 10th
Girl, 11th
Girl, 12th
Bay, 7th
Boy, 8th
Boy, 9th
Boy, 10th
Boy, 11th
Boy, 12th
Sex Girl, IQ 110 7.42 12.19
_ and Girl, IQ 110 10.56 8.18
Abilicy Boy, IQ 110 8.04 11.22
Boy, IQ 110 14.19 7.63
Grade 7th, IQ 110
and 8th, IQ 110
ABility 9th, IQ 110
10th, IQ 110
11th, IQ 110
12¢h, IQ 110
7th, IQ 110
8th, IQ 110
-~ 9th, IQ 110
- 10th, IQ 110
11th, IQ 110
12¢h, IQ 110
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Table 13
Mean Math S ore Gainn

ects and Intriactions Only)

(Significant iain Eff

Mean Gain Prior

M2an Gain After

Source Levels to Adjustment Adjustment for
for Covariates for Covariates
Country United Kingdom 12.13 9.11
United States 9.66 12.75
Sex Girls ' 9.20
Boys 11.64
Grade 7th 9.80 8.66
8th 13.91 10.82
9th 10.783 . 10.93
10th 10.71 10.40
1lth 12.10 14.25
- 12th 6.11 11.85
_ Ability IQ 110 13.69
. IQ 110 7.69
Country U.K., Girl
and U.K., Boy
Sex -UsSe, Girl
- U.S., Boy
Country U.K., 7th 10.68 4.83
and U.K., 8th 13.56 7.4
Grade U.K., 9th 10.17 9.86
U.K., 10th 11.68 8.77
U.K., 11lth 17.80 15.94
U.K., 12th 9.55 13.85
U.S., 7th 8.83 12.89
U.S., 8th 14.33 15.25
U.S., 9th 11.53 12.25
u.S., 10th 6.80 12.13
U.S., 11lth 5.76 12.36
: U.S., 12th 2.60 9.80
Country U.K., IQ 110 12.71
and U.K., IQ 110 4,99
Abilicy v.S., IQ 110 14.85
. U.Ss., IQ 110 10.60
Sex Girl, 7th
and Girl, 8th
Grade Girl, 9th
Girl, 10th
. Girl, 11th
Girl, 12th
Boy, 7th
Boy, 8th
Boy, 9th
Boy, 10th
Boy, llth
Boy, 12th
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Table 13, Continued

Sex Girl, IQ 110

and Girl, IQ 110

Ability Boy, IQ 110
Boy, IQ 110

Grade 7th, IQ 110 5.56 11.51

and 8th, IQq 110 14,49 20.87

ABility 9th, IQ 110 12,51 15.83
10th, IQ 110 11.16 14.08
1llth, IQ 110 13.05 18.63 |
12t¢h, IQ 110 3.34 12,00
7th, 1IQ 110 8.38 5.16
8th, IQ 110 13.31 9.72
9th, IQ 110 9.32 6.79
10th, IQ 110 10.25 6.58
11th, IQ 110 11.04 9.37
12¢th, IQ 110 10.86 11.59
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(¢) Math Score Gaias

MATH SCORE GAINS (Significant Main Effects & Interactions Only)

Table 12 presznts mean math score gains (significant mean effects and
interactions only).

MAIN EFFECT OF GRADE ON MATH GAINS

Figure 17 depicts the main effect of grade on meth gains. Before

adjustment for covariates varied gains by grades are noted with 8th graders
doing best of all and 12th graders showing the least gain. After adjust-

ment ‘for covariates, however, a steady increase in gains from 7th to 1llth grade
is indicated, with a slight drop in the 12th grade.

MAIN EFFECT OF COUNTRY ON MATH GAINS

Figure 18 presents the main effect of country on math gains. As may

be observed before adjustment for covariates, United Kingdom pupils scored

higher gains. After adjustment, United States pupils showed the biggest

gains.

INTERACTION EFFECTS OF COUNTRY BY GRADE ON MATH GAINS

The interaction effect of country by grade on math gains is present

in figure 19. Before adjustment for covariates, no clear trends may be noted.

Following adjustment, there is more of a trend towards increased gains

by grade levels, through the 11lth grade, in the British Isles. The United
States gains remain irizegular.

INTERACTION EFFECTS OF GRADE BY ABILITY ON MATH GAINS
In examining the interaction effects of grade by ability on math
gains in figure 20, it may be noted that high ability students in the 8th grade

achleved better than at other grade levels, both before and after adjustment
for covariates. The gains for high ability students were consistent by grade
levels both before and after adjustment for covariates. ;

The same consistency may be noted in examining gains for low ability
students both before and after adjustment for covariates.
gains were achieved by 8th graders.

Again, the best
The second best gains were achieved
by 1lth graders for before adjustment and by 12th graders after adjustment.
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ANALYSISv OF VARIANCE SUMMARY TABLE

The pupil questiomnaire contained questions which sought to identify

certain psychological-sociological factors -which might influence pupll achieve-
ment, These were as follows:

Factor 11: "Which one of the following is most import:ant for you at school”"
a. Pleasing your parents

b. Learning as much as possible at school
¢. Living up to religious or ethical jdeals
d. Being accepted and liked by other students

Factor 13: "How closec do ycu feel to this community?"
a. 1 feel that I belong here and that this is my home
b. T £eel quite close to this community, but I do not consider
it my home
c. 1 do not feel very close to this community
Factor 16:

"How far removed are you from the center of things going on
in your school?" (Students were asked to responu by indicating
the appropriate number on a siz-circle bull's eye design.)
Factor 18:

"Which one of the following is most important for a boy to be
admired by the pupils of this school?"

a. Coming from the right family

b. Having high grades, a good student

c. Being an athletic star

d. Being in the "right" crowd, the leading boys
e. Having nice clothes or a nice car

f. Being a leader in school activities

g. Being popular with girls

Factor 20: "Which one of the following 1is most important for a girl to be
admired by the pupils at this school?"

a. Coming from the right family A

b. Having high grades, a good student

c. Being an athletic star

d. Being in the "right" crowd, the leading girls
e. Having nice clothes or a nice car

f. Being a leader in school activities

e g. Being popular with boys

Table 13 presents an Analysis of Variance Summary Table in which the signifi- ]
cance of these factors for reading, language and math gains are presented.
. For Reading Gains, it generally made little difference how students responded
to the psychological-sociological items, with the exception of the question

"How far removed are you from the center of things going on in your school?"
and the question "Which one of the following is most impcrtant for a girl to
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be admired by the pupils at this school?", which were both significant at
the .0l level. In general, what Table 13 indicates is that the psycho-
logical-sociclogical questions really didn't make a lot of difference in
pupil gain scores with a few minor exceptions compared with the effects
of the covariates and of Country itself, which was consistently significant.
In examining Language Gains, however, a different pattern appears,
suggesting that Country is no longer significant when compared to these
psychological-sociological factors. An implication of these findings may
be that psychological-sociological influences are more readily exposed
through Language, than, for example, reading and math.
The effects of psvenological factors on math gains, are, as may be noted,
similar to language pains. In effect, they are of no significance.
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3. Summary of Mean Achievement Scores

Tables 14, 15, 16, and 17 present summaries of mean pupil achievement by

grade and ability levels for the subject-matter areas of reading, language,

math and science respectively. In each subject-matter area of the Califor-

nia Achievement Test, the sub-test scores have been combined to present a
total "rights! score.

These scores represent year and achievement levels
for their respective grade levels.

Inasmuch as there was no significant
difference between public and prdvate school pupils in either the United

States or the United Kingdog, these categories have been collapsed into onme.
As previously indicated, test items considered to be noticeably bilased
towards the United States sample were eliminated prior to the final scoring.
This, however, should not be interpreted as an indicatlon that the Califor-

nia Achievement Test series as modified was completely impartial to either the

British or American sample. 1In fact, it is the opinion of the project staff

that the California Achievement Test series developed and normed in this

country would even after obvious eliminations, still maintain a bias some-

what favorable to the American sample. This probable bias should be kept ;'

in mind as one interprets the results.

Table 14 presents total reading achievements in all categories, grades

7-12. An examination of this table indicates consistent gains in reading

ability levels at all grades across all ability levels in both countries

" with minor exceptionms, eepecially in the U.S. low-abllity group. British
high ability students consistently scored higher at all grade levels except
the 8th. -On the other hand, U.S. average and low abilify students with-

the cxcopfiun of the 9th grade average ability group scored higher than their
British counterparts.

Table 15 presents total language achievements in all categories, grades

7-12. As may be noted in this table, there is again a coasistent gain in

achievement across country and ability levels from grades 7-12, with

the exception of British low-ability 12th graders. With the exception of

12th grade h;gh ability students, the U.S. students scored higher at each

grade level by ability levels. The 12th grade high ability U.S. and U.K..

. y
groups achieved at almost exactly the same level. ik

Table 16 presents total mathematics achievement in all categories,
grades 7-12.

In general this table also refieets consistent gains in

A S e T

[

e e

144

i
1

I R n}:ﬁ

!

t T“:‘
3

25




- e J L peidenarast 2 uEmn g M anns N 1

-139-

Table 15

Mean Reading Achievement Scores
by Country, Grade and Ability Levels (CAT)

High Ability Average Ability Low Ability .

Grade U.S. U.K. U.S. U.K. U.S. U.K. i

12 112.35 120.76 89.66 87.94 72.80 60.00 :

11 110.07 113.98 85.64 78.95 91.12 52.00 :
10 100.28 106.96 72.85 65.02 49.18 42.35

9 95.33 105.07 64.68 65.46 50.75 39.77 §

8 88.56 86.24 65.16 57.41 53.81 34.65 . ;

7 76.07 78.35 50.81 48.58 42.77 29.88 :

Table 16

Mean Language Achievement Scores
by Country, Grade and Ability Levels (CAT)

High Ability Average Ability Low Ability

Grade U.s. U.K. U.S. U.X. U.s. U.K. i
12 151.93 151.37 129.11 117.05 114.60 63.00 ;
11 144,28 139.47 128.38 104.92 112.40 67.66 :
10 136.55 132.97 - 113.46 94.31 87.79 67.27 ‘

9 133.24 107.41 - 107.08 86.96 89.23 61.36

8 109.92 104.88 97.29 81.24 81.35 55.71

7 102.23 92.11 86.25 " 74.99 63.73 53.41

Table 17

Mean Math Achievement Scores
by Country, Grade and Ability Levels (CAT)

A High Ability Average Ability Low Ability
Grade U.S.  U.K. U.S. - U.K. U.S. U.K.

12 118.46 121.80 99.45 98.43 81.28 . 53.00

11  121.40 120.82 99.36 '80.87 82.13 43.50
10 111.82 107.34 89.92 74.78 65.22 35.46 :
, 9 108.74 106.05 87.52 73.00 66.20 42.75 g
T 8 107.56 97.02 - 87.85 72.73 60.88 37.08 §
? 7 91.47 89.32 71.14 60.26 46.33 33.30 ;

. ‘ Table 18

Mean Science Achievement Scores
by Country, Grade and Ability Levels (CAT)

§
i High Ability Average Ability Low Ability E
i Grade UoSo UoKo . UoSo UoKo UoSo UoKo .2
! o 9 49 088- 49080- 33 017 30080 24039 28000 é
% 8 45.90 38.60 30.64 29.10- 21.52 27.75 i
7 31.39 29.75 27.25 22.66 . 19.25 21.00 %
.
? : 4
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achievement across all ability levels as one progresses from 7th through

12th grade, with the exception of U.S. 1lth grade pupils of high and low
ebilities and United Kingdom 9th grade pupils of low ability.

Table 17 presents science achievement scores for grades 7 through 9.
Because of variations in science subjects by levels no comparisons are pre-
sented for grades 10 through 12. As may be noted in table =, .science
is the only subject matter area In which the U.K. low-ability sample out~

achieved the U.S. sample in this catagory. The U.S. average group scored
slightly higher than their U.K. counterparts, while the same could be said

for the U.S. high 'ability group until the 9th grade where mean scored for :
both groups were seperated by only .08.

4. The Project Sample ' A

Any interpretation of these and other reported results of this study
must considef the sizes of the samples involved». While approximately
8,616 students were involved in all project testing, only 4,420 are represented
in the analysis of the data. Of the total N, 469 students were represented
in pilot testings while an additional N of 2,727 were eliminated because of
inaccurate identification, failure to complete all tests or dther short

| comings. The preceding tables in this chapter’ then represent a sample break-
: down as follows: - ’

High Ability Average Ability Low Ability :
U.S. 'U.K. U.S. U.K. _ u.s. U.K. i
195 '66 : 167 28 14 8 ;
218 89 : 187 52 16 12 ;
252 187 167 138 24 18
244 139 173 156 41 19
: 218 172 161 198 28 45
; 330 164 191 157 43 20
L 1452 817 1036 729 166 122 :

a Total N = all catagories ' U.S. = 2652 R R
- | U.K. = 1668

Total Sample = 4420

As may be noted, the high ability sample was almost always larger than
the average ability sample which in turn was always larger than the low ability
sample. 1In fact, the latter wliile never sizable, diminished to an almost
negligible number at the 11lth and 12th grade levels.
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As may be noted in an examination of Table 18, the United Kingdom

eight and ten. However, the U.S. average ability students were higher at
all grade levels (although grade 11 was essentially the same).

in grades 7 and 8. The United States average abilify'students achieved
higher than their U.K. counterparts -at all the grade levels tested (7-11).

The project developed mathematics test was not administered to grade

when mean attainments apparently regressed between grade levels. This in

selves.

In comparing the measured attainment of British and American students

on the California Achievement Test series and the project-developed tests,

]:evel on both the California Achievement Tests and the project-developed

between the California Achievement Test series and the project-developed

! test for the United Kingdom sample for 7th and 8th grade mathematics and

RSN

project-developed tests would seem to suggest that U.S. average ability
students in the project sample did consistently, though not dramatically,

high ability students showed higher mean attainment on the project language
test than the United States high ability sample at all grade levels except

On the project mathematics test the results, as may be noted in Table 19,
suggest that United States high ability students aclieved higher in grades
9, 10, 11; whereas the United Kingdom high ability students achieved higher

12. In both the project languagé and mathematics tests, there were occasions

all probability was due to the lack of refinement of the instruments them-

it may be noted that the U.S. average ability students achieved at a higher

tests; however, the difference was less marked on the project series. With

the high ability student groups, however, there were several inconsistencies
tests. These indicated higher level of attainment on the project-developed

7th, 9th, 11lth and 12th grade language. A conclusion which might be drawn
from examining the results of both the California Achievement Test and the

It may also be concluded that the U.S. high ability students achieved.
at higher levels in mathematics in grades 9, 10, 11, but the British high
, ability sample achieved at a higher level at the final 12th grade testing.

Y S

| A comparison of results on the two language tests reveals contrasting
; results i.e., the U.S. consistently higher on the California Achievement
Test series and the U.K. more frequently ‘higher on the project series.

T
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5. Mean Achievement Scores on the Project Developed Tests

A project developed achievement test was designed as described in Ch. IV,
ppo 49-500

arts grades 8 through 12 and mathematics grades 7 through 11. A sample
of 60 pupils by country and ability levels was drawn for each of the grade -

levels. Because of insufficient numbers, the low ability sample was eliminated.

~142-

Tals test was developed for the subject matter areas of language

The results of these tests, as indicated by mean number right for grade and
ability levels are present in tables 19 and 20. |

Table 19

Hean Achievement Score for Language
Uscage (I‘roject developed test)

High Ability ~ Average Ability

GI‘. U.S. . UoKo ) - U So U Ko :
12 94.00 96.12 . 84.60 81.19 1
11  90.89 95.09 73.26 73.02 : |
10 83.65 82.37 77.13 65.98 ‘ |

9 74.24 77.70 § e 66.39 55.42 : ‘

8 69.16 64.42 60.53 51.13 5 |

7 67.88 69.27 52.26 50.07 :

Table 29
Mean Achievement Scores for Mathematics
Useage (Project developed test)
High Abilicy Average Ability

Gr. U.S. U.I{. U.S. U.K.
11  46.69 45.33 _ 37.09 34.83

10 39.90 39.00 ‘ : ) 32.62 30.11

9 40.15 35.41 30.35 - 27.94

8 33.28 36.72 26,77 26.26

7730384 33756 3148 24759




6. The Follow-up Sample

A feature of this particular study was en

opportuniz;}.r to continue comparisons of a sub-~sample of students who

had participated in a previous and similar study comparing the academic
achievements of elementary age students of the U.S. and the British Isles.
The results of this iongitudinal study in the subject matter areas of
reading, language and math (for high and average ability groups, public
schools only) are presented in tables 21, 22, and 23.

Table 21

Hean Reading Achievement Scores by Country
and Ability Levels, Grades One through Twelve

)

High Ability ' Average Ability
Gr. U.S. U.K. U.S. U.K.
12 112.35 120.75 89.66 87.94
11 110.07 113.98 85.64 73.95 .
10 160.28 106.96 . 72.85 65.02 x
9 95.33 105.07 64.68 . 65.46
8 88.56 86.24 65.16 57.41
7 76.07  ~ 78.35 : 50.81 48.58
6 118.0 118.0 101.0 97.0
5 102.9 105.3 87.6 ' 89.6
4 93.7 102.9 71.8 77.6
3 76.4 77.9 59.9 65.0
2 84.9 86.0 79.5 78.4 :
§ 1, s 69.4 2.0 ' 61.3 66.0 :
: - Table 22
Mean Language Achievement Scores by Country .
: and Ability Levels, Grades One through Twelve ;
: High Ability Average Ability P
: Gr. U.S. U.K. - U.S. U.K.
12~ 151.93-* 151.37- 129,11 117.05
3 —11- 144+28——139+47 128+38 10492 ;
10 136.55 132,97 113.46 94.31 '
i 9 133.24 107.41 107.08 86.96
: 8 109.92 104 .88 - 97.29 81.24
: 7 102.23 92.11 86.25 74.99
| 6 128.0 127.0 114.0 104.0
i 5 114.4 113.1 100.2 7.5
¢ 4 103.2 109.2 83.5 84.9 i
{ 3 87.2 86.3 . 70,3~ 70.9~ 3
; 2 68.1 70.7 63.6~ 63.4~
i 1 51.1 67.5 42.9 51.7

S ek A

149




Table 23

Mean Mathematics Achievement Scores by Country
and Ability Levels, Grades One through Twelve

High Ability Average Ability

Gr. U.S. U.K. U.S. U.K.
12 118.46 121.80 99.45 98.43
11 121.40 120.82 99.36 80.87
10 111.82 107.34 89.92 74.78
9 108.74 106.05 87.52 73.00
8 107.56 97.02 87.85 72.73
7 91.47 89.32 71.14 " 60.26
6 105.0 117.0 90.0- 90.0~
5 85.6 93.2 ) 70.8 78.8
4 64.8 85.7 55.8 63.2

3 50.7 59.3 43.2 49.9

2 82.6~ 82.7- 77.5 79.2

1 68.8 77.9 _ 58.9 67.3

An examination of Table 21 indicates that the British high ability
students, with the .exception of grades six and eight achieved higher
reading scores over the twelve grade span. The British average ability
sample scored consistently higher thirough the fifth grade (except in
grade two); however, the trend was reversed from the 6th grade on when
the U.S. average ability sample scored higher at all levels with the ex-
ception of grade nine. .

The longitudinal study of language arts achievement, as depicted in
Table 22, indicated the United Kingdom high and average ability samples
scored higher in the early elementaiy years, but from the fifth grade
level on, the United States in both ability categories gcored consistently
higher. B

Table 23 indicates that the United Kingdom high and average ability
samples scored consistently higher in mathematics attainment throughout
the elementary school years. However, the U.S. sample was consistently
higher in both ability groups at all junior-senior high school levels
(with the exception of the 12th grade high ability category).




CHAPTER VII. SUMYARY, CONCLUSIONS, IMPLICATIONS
AND RECOMMENDATIONS
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The major purpose of this cross-cultural study was to compare the academic
aciiievement of British Isles aﬁd United States secondary school students
in the Uniged States and British equivalent of grades 7-12 by ability levels
in the subject-matter arecas of reading language, mathexﬁé;i:s.x«;n‘éi?‘t_g the degree
possible, science. It was hypothesized that (1) significant b-;liffet""i‘aﬁxces
would be found Letween students' mean achievement in the subject mat:"!!'t‘:ser areas
of arithmetic, reading, English-usage, and science (a) among British‘;and Ameri-~
can secondary school students of high, average, and low ability, and‘(b) at-
tending public and private institutions; (2) specific periods could be identi-
fied wherein respective students' achievement across ability levels and grade
levels for respective countries became statisﬂti’c'é-iiy different in the areas

i

of reading, arithmetic, tnglish-usage and scieﬁge; and (3) that specific fac-
tors could be ideritified which influence pupil aghievelaent and, furthzr, the
degree to which individuai factors may or may not;‘ be a significant influence
on achievement could also be ascertained. A further and separate objective
of this study was to assess the significance of differences in academic progress,

through mean achievement, for a separate sample of approximately 300 students

involved as fourth, fifth, and sixth graders in a previously supported

elementary study. These students during the execution phase of this study were
eighth, ninth and tenth graders.

The achievement analysis was based primarily upon scores earned on the
California Achievement Test as modified. \-Jhilg a project-developed test
vas administered on a pilot basis, this test was found to be generally less
satisfactory from both the staudpoint of teaciter validation and correlation

with class rank and scores of nationally standardized tests.

L
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Summarizations of the peiformance of British and United States students

were presented in Tables 5 through 19. Results indicated the following:

1. Grade point averages are more significant predictors for both student
gains and levels of achievement than standardized achievement tests.

2. Pre-test scores are also significant predictors of both gains, and
the comparative rank which may bte anticipated, for students where
pre and post tests are adm:lnistcrﬁd for the purpose of measuring
achievement.

3. Iliigh ability students consistently gain more than average or low
ability students, Thus, tlxe gap appears to increase zamong ability
levels as they progress ﬁgward along the educationai continuum.

4, Psychological-sociological factors which influence academic achieveme-

ment are motre read:iv.liye::[)~;s_ed through language artstesting than
through reading, mathematics or science.

5. British high ability students showed higher levels of achievement in
reading than the United States high:ability group. On the other
hand, United States average and low ability students generally
scored hiéher than their British counterparts.

6. United States students registered higher levels of achievement in
language useage &t all grades and ability levels.

7. With the exception of 12th grade high ability students, United States
students registered higher levels of achievement in mathematics at
all grades and ability levels.

8. United States high and average ability students achieved at higher

levels in 7th, 8th, and 9th grade science than did British high and

193
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average ability students; however, British low ability students
e achieved higher at .all three grade levels.,
. 9. On the project-developed ‘tests for language and mathematics, United
States average ability students achieved at higher levels for each

.. ' grade, while United Kingdom high ability students generally achieved

higher for language usage. United States high 2bility students
(grades 3, 9, 10) achieved higher for mathematics.
10. The long:i..tudinal studv (grades one throuch twelve) indicated that

s

‘British high ability students achieved higher reading sccres than

United States high ability students at all grade levels except

6th and 8th. United States high ability students had the highest
level of achievement in language arts for all grade levels with the
exception of one, tuc and four. In the subject matter area of maﬁhe-
matics, British high ability students consistently achieved at a
higher level through the first six grades. However, in grades seven
through eleven, United States pupils achieved at a higher level with
British students again achieving higher in the 12¢th grade.

11, In the longitudinzal study, United States average ability students
in all subject matter areas with one exception (9th grade rcading)
achieved at a higher level iﬁ all subjects throughout all the se-
condary grades; however, British average ability students achieved

higher in all subjects in most of the elementary grades.

12. The margin between high and average ability groupings wcre greater
B for the British sample.
13. There is no discernible difference between achievement levels of pupils

with kindergarten experience and ,t‘hose with no kindergarten experience.

;
1
!
i
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14, There appeared to be little difference between the achievement of

public and private school pupils.

Other findings of the study point up the following:

1. Educational systems in the United States and England, Scctland
and Northern Ireland are different ir organizational structure and
curricular offerings. liowvever, these differences have lessened
since the earlier reported elemcntary achieverent study.
The community environment in which education takes place should be
of more significance in determining both the educational objectives
of local schools aud the merns whereby these objectives are achieved.
The headmaster or schpol principali is the single most important educa-

tor :!,nfluencing secondary education in both the United States and the

British Isles. While United States high school prinéipals tend to be-

come qualified only through completion of graduate programs in school
administration, at the time of this study no such prerequisites existed
in the United Kingdom. Despite differences in training, backgrounds,
however the philosophical viewpoints of the United States and the
United Kingdom school administrators were similar in most respect.
American school administrators do tend to spernd more time in office

and administrative routine and ir attendance at professional meetings

than their British counterparts.

United States teachers as a group had significantly more under-
graduate and graduate training and had participated in more in-service
training activities than the British teachers.

Pupil personnel and guidance programs are more popular and tended

to be more comprehensive in the United States while the British have
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a more extensive free health services program.

Ih ‘the area of school activities,.the chief distinction noted was a
greater emphasis in the British school on activities of an academic
nature and by virtue of their locale, more organized trips to other
countries. Tie American secondary school on the other hand, placed
a far greater emphasis on varsity athletics and typically drew.

large, supporting crovds of both students and townspecple to local

sporting events.

Also noted was a greater emphasis on military-
type precision marching bands, whereas, Britist schools tended to

place more emphasis on orchestra and choral groups.

UMPLICATIONS

1. Standardized tests are less significant as predictors of future pupil

achievement than grade point average.
Schools and school systems desiring some form of standardized achieve-

_ ment tests shculd consider the development of their own school or

system-wide achievement instruments.

3. High ability students need greater curricular flexibility which will

enable them to progress at both a rate and to a level of learning more
consistent with their ability.

The comprehensive system of education, common throughout the Unii:ed
States and curreatly being implemented in the British Isles, may
provide for a higher standard of education for average ard below average
sbility, students, but, on the other hand, may slightly retard the edu-
cation of high ability students. This would appeér to be especially

the case in small schools where only a relatively small number of

high ability students would be enrolled.

5.06
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Programs of couuseling and guidance should investigate the possible
insights into pupil behavior which may be exposed through language arts
activities.
School systems and their educational programs should reflect national
and local differences and needs; however, they can profit fron the
study of successful a2ducational programs in other cultures.
Because of the significance of the headmaster or school principal
in shaping both the educational program and the environment in which
it takes place, morc attention must be given to the selection and
preparation of these personnel.
British school systems should determine if pupil pérsonnel and guidance
programs can be effective additions to their schools, while United
States schools mey want to examine the possibility of more compre~
hensive free health services available to their students.

Activity programs in schools generally reflect what the tax-paying

publxp will support,

ROJECT RECOILIENDATIONS:

Based on the summarized findings and rreviously stated implications of

this study, the following recommendations are suggested.

1.

The uniqueness of individual schools and the s'.:ud;ants which populate
these schools seem to suggest individuai &ifferences, rather than
standardization. It is therefore recommended that less emphasis

be ﬁlaced on standardized tests and more emphasis be given to the use
of locally developed achievement tests.

Educational programs, exemplified in some instances by the ungraded

school and schools without walls, which provide greater opportunities

3157
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for students to progress according to their ability and achievement,
should be encouraged. Educational research activities, however, are
recommended in this regaxd.
ilore adequate provisions must be sought for students of both average
and beloy average ability in smaller schools and systems in both the
United States and the British Isles.

It is recommended that schools and school systems in both the United

States and the British Isles become more " ocalized", without sacri-

-ficing national objectives, in their approach to education. Local

education needs assessment should be one of the bases for dgtermining
local education objectives.

It is recommended that programs of pupil personnel and guidance im-
plement and ''practice what they preach" regarding the role and
contribution of the classroom teacher in the school guidance proéram:
It is recommended that inétitutions preparing school administrators
in the United States examine ;heir training programs to insure appro-
priate breadth of preparation and the inclusion of humanistic or
affective aspects of education.

It is also recommended that both elementary and secondary schools

in the British Isles develop pilot guldance programs and that teacher
training institutions similarly initiate pilot programs in the train-
ing of school counselors.

It is also recommended that teacher training institutiohs in the
British Isles consider the development'of'training programs for

i
headmasters and other school,administrators.
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10.

11.

12.

13.

14.
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It is recormendad that studies be initiated to more fully explore

the impact 6f sciool activities on pupil development.

it is recommended that additional studies investigate the impact

of kindergarten on eventual a) zducational achievement;'and b) social
personal developmen£.

It is recommended that studies further investigate the readiness
factor and its impact on lesrning at the various grade levels.

It is ironic at a time when American education is searching for ansuers
to its many educatioanal problems, educational research monies are
de-emphasizing opportunities to utilize the resources an& findings

of other couqtries. It is therefore recommended that renswed emphasis
be given by the United States Office of Education and other funding

agencies to comparative studies.

It is recommended that this particular study bz replicated by this
project staff in 1980.

It is recommended that a comparative study of higher educational
institutions and the achievement of pupils in various programs within
such institutions in the United States, the British Isles and Canada
be undertaken at the earliest oppertunity.

It is further recommended that a portion of this study should
include a continued follow-up of those students in the previously
indicated elementary and this current secondary study }n order to
také édvaﬁtage of the considerable data coliec&ed on/;hese pupils

(i.e., achievement data, personal-social data and educational-

occupational data.)
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APPENDIX A

PROJECT DEVELOPED TESTS

English Usage - Form 1
Englisn Usage - Form 2
Mathematics




FORM I

ENGLJISH USAGE Section

Directions: Mark the letter of the correct or better word in each sentence below,

12,

L6,

(a) Vhose, (b) who's in the pole position?

(a) You're, (b) your going to like the crossed-flags signal when the race is
half over,

(a) They're, (b) their slowing down becausc they've seen the yellow flag,

fa} Zﬁli' (b) its. " the signal that the traock is unsafe for racing.

iive you 7 .oticed (a) Eagy're, {b) their respect for the flag code?

A driver hurt (a) himsnlf-(b) hissel? on the last turn,

He doesn't lock badly nuxt to Frank and (a) me, (b) myself

(a) Them, (b) ihose avn: the hazards of auto rncing.

(a) Ve, (4] \4 qpectators are relieved to see him back in the race,

Ve don't 11#5 %Yo sce (a) them, (b) those daring drivers injured.

Somebody has lost (a) hiz, {b) their on the right sie.

The music sounds (a) good, (b) well,

Build your bird hose (a) geod, (b* aid,

This honey tastes {a) delicious, {b) de]iciously;

Lick the flan of tne envelope (a) good, (b) well,

The miik tastes (a) sweet, (b) sweetlv. -

t%s
18,

L9, .

2Q.,
21.
22,
23,
24,
25,
26_.
27..
23,
29,
30,
a1,
32,
33,
34,
35,
36,

37. .

38,
39,
40,
41.
42,
43,

Frank—and_(a}—h%m—-(b}—he—a%ewna%eb:aeing—unk

Are ycu coming to the track with Dick and (a) 1, tb) me,

(a) Her and I, ('} sie and I are going to the “+v:rld's fastest track,
The bect drjvers are Johnny and (2} him, (b) he,

(a) ¥ho, (b) vhom do you pick to win the first heat?

(a) Who, (b) whom knows ‘what that green flag mxans?

None of the flowers (a) was (b) were’ left,

(a) Who, (b) whom do you know in Chaicvo?‘ o

The thirsty puppy (a) dramk, (b) drunk all the water,

Janct had (a) rose, (b) risen early in the morning.

Jim (a) lay, (b) laid his fishing rod in the boat.

Each of us (a) has, (b) have earned money during vacation,

No onec from outer space (a) has, (b) have landed in our yard,

Both of these games (a) bore, (b) bores my father,

The bracelets in that window (a) is, (b) are worth over a thouJand dollars each.
Each of the dogs (a) are, (b) is a prize w1nner.

The dog has been (a) layin (b) lying on his blanket since breakfast.

1 have {a) laid, (b) lain down for my nap every day at the same hour.

Have you (a) dived (b) dove off the high diving platform.

Please (a)’ lay, (b) lic the test on ny desk when you have finished using it,
Everyone must do (a)“l-x_:_i-_s_, (b) E_t_x_ei_r best,

I questioned (a) his, (b) him payiﬁé so much,

1 believe that he has (a) swam, (b) swum the English Channel,

Neither Mary nor Ann (a) was, (b) were in the play,

This sweater is different (a) than {b) 3329 the cne 71 ordered,

Ve can hardly see (a) anything Z, (b) nothing from thesd iseats.

He said that if he (a) had, (b) had of been respongible, he would have
admitted it,




FORM 1 VOCABULARY i n4:

Directions: 1In each of the questions below, decide which of the four lettered words

has most nearly the same meaning as the under-lined word, Mark the
corresponding answer space on your answer sheet,

erroneous

1, 1. 8, Plateau
: -(a) difficult (a) commendation
(b) mistake (b) 1level
(¢) unknown (c) warm weather
(d} unsolved {( (d) vision

(e) none of these

10,

(e) none of these

craving

?;T' drawing

(b) desires for
(c) resting

(d) cutting

(e) none of these

restraints
_———

" (a) reference

(b) helping
(c) sifting

£\
{d)—restrictions

ruthless

(a) avoids

(b) rules

(c) cruel

(d) 1lost out

(e) 'none of these
ingenious

(a) insane

(b) clever

(c) advehturesom&
(d) poor

(e) none of these
disheveled .

(a) not honest
(b) wuneven
(c) extra large

(d) disarray .
(e) none of thege

indigent
(a) needy

- (b) .angry

(c) rununing away
(d) exciting
(e) none of these

precocious
(a) valuable

(b) early beginning ...

(c) at the end
(d) dillness
(e) none of these

obtrude

(a) bad mannered
(b) thrusts out
(c)' reject.

(d) brag

(e) none of these

11,

12,

13,

14,

(e) none of these

adequate

(a).. anxious

(b) serious

(¢) queer

(d) sufficient
(e) none of these

calamity

————————.
(a) message

(b) discovery

(c) claim

(d) disaster

(e) none of these

decline

(a) —;Zcessary
(b) refuse
(c) perform
(d) embark

(e) none of these

dejected

(a) purpose

(b) emergency

- (c) depressed.
(d) fate

(e) none of these
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FORM I

15.

16,

17.

18,

19,

20,

21.

22,

VOCATULARY

destination
(a) st233~hgainst
(b) origin

(c) expected place of arrival
(d) easily done
(e) none of these
reluctant

(a) d;;;fy

(b) greedy

(c) reject

(d) wunwilling

(e) none of these
liberate

?Z?"EE? free

(b) set on fire
(¢) never-ending
(d) very noisy
(e) none of these
eminent

(a) sum up
(b) take for granted
(c) forbid

(d) famous

(e) none of these
amiable

(a) 1lengthen

(b) total

(c) friendly

(d) relieve

(e) none of these
conjecture
(a) gueég

(b) describe

(c) bring together
(d) objecticn

‘(e) none of these
commensurate
(a) “begin T
(b) graduation
(c) commendable
(d) equal
(e) none of these
contagious :

. (a) catching
(b) quickly
(c) avoids
(d) burning
(e) none. of these

164

23,

24,

26,

27 °

28,

29,

30,

sagacious

(a) g;;s away

(b) keen judgment
(¢) cowardly

(d) 1loud

(e) none of these
innuendo

(a) new

(b) insinuates
(c) novelty

(d) accidentally
(e) none of these
ambiguous

(a) hopeful '
(b) too much

(c) desires

(d) uncertain

(e) none of these
semblance

(a) simplicity
(b) 1likeness

{c) goodness

{d) strength

(e) none of these
trifling

(a) modern

(b) solid

(c) unimportant
(d) gradual

(e) none of these
advantageous

(a) splendid

(b) admirable

(c) favorable

(d) average

(e) none of these
abrupt

(a) slow

(b) rude

(¢) sudden

(d) broken

(e) none of these
Ponderous

(a) clumsy

(b) important

(c) valuable

(d) irrelevant
(e) none of these

.




FORM I

31,

32,

33.

34,

35,

36.

37,

as,

VOCLSULARY

filament

(a) 1ingredient

(b) threcad-like object
(¢) " cleanser

(d) support .

(e) none of thesc

effusive

(a) loquacious

(b) wverbal

(c) gushing

(d) handsome

(e¢) none of these

2:!. ssipated
(a) vivacious
(h) weak

(c) gathered
(d) broken up
(e) ncre of these

unwonted

(a) unusual

(b) desired

(c) deserved

(d) shamelessness
(e) none of these

affable

(a) affected

(b) 1inexpensive
(c) pleasent.

(d) nor available
(e) none of these

dubious

(a) doubtful

(b) dreadful

(¢c) dull

(d) curious

(e) none of these

attain

(a). retum

(b) reach

(c) attack

(d) train

(e) none of these .

preface

(a) tragedy N

(b) ending ' L

(c) arrangemzant
(d) 1introdiction

(e) none of these

-5 N -

L)

39,

40,

infinite
(a) feariul
(b) inferior

- (¢) fearless

(d) endless
(e) none of these_

di scfet ion
(r) determination
(b) desertion

- (e) Jealousy

42,

43,

44,

45,

“(d) Judgment

(e) none of these

jurisdiction

(a) presence ' j

(b) language y
(c) Justice

(d) authority

(¢) none of thes

decompose

(a) sleep

(b) compare

(c) decay

(d) decide

(e¢) none of these

elapse

(a) 1lengthen
(b) sink

(c) pass

(d) sleep

(e) none of these

_f;_z;us trate

(a) deaden

(b) defeat

(c) frighten

(&) try

(e) none of these

imperative

(a) pericct

(b) improved

(c) tricky

(d) wurgent -

(e) none of these

>




SECTION

FORM X

1.

SPELLING

:delicicus

c¢alender
icy

nuseum
none wrong

initiate
unanimous
enbicle
reluctant
none wrong

‘judgement

delegation
pamphlets

melancholy
none wrong

statistics
quantities
croshaying
celestial

none wrong

substitute
questionnaire
correspond
resteraunt
none wrong

labryinth
contemptuous
rightecous
curiosity
none wrong

rheumatism
anonyomous

- matrimony
flexible

none wrong -

felicity
comnliment
sincerely

.. bulletin
none wrong

inocuous
apnroximately
eificient
vacancies
none wirong

gracious
scholarship
contemplate
satelite
none wrong

received
impulce
anecdote
similar
non¢ wrong

separate
shining
acustom
nephew
none wrong

argunent
suitable
antacedent
precipitation
none wrong

permision
propaganda
teenager
forecibly
none wrong

recomend
business
enough
weird

none wrong

business
again
definate
sumnary
none wrong

comning
beginning
pleasant
pitfall
none wrong
beneficiary
cooperation
dissapeared
annibilate
none wrong




19, (a)
(b)
(c)
(d)
(e)

20, (a)
(b)
(c)
(d)
(e)

21, (a)
(b)
(c)
(q)
(e)

22, (a)
(b)
(c)
(d)
(e)

23, (a)
(b)

" (c)

(d)

(e)

24, (a)
(b)
(c)
(d)
(e)

25, (a)
(b)
(c)
(d)
(e)

26, (a)
(b)
LT s (c)
(d)
(e)

27, (a)
(b)
(c)
(d)
(e)

exausted

governmanz
nzthematics
nppropriatc
nene vrong

noisy
bitter
trout
scaucer
none wrong

tonsilitis
adjourn
feign
legacy
none wrong

wiestle
seive
microscope
generator
none wrong

accessories
bookkeeper
equity
celler
none vrong

technical
liberal
illigible
ataletics
none wrong

vengencé
supplement
hemorrhage
beseiged
none wrong

'ambassador‘_‘
indefinitely

assesment
renewal
none wrong

kerosene
sketch
mediocre
percieve
none wrong

28,

29,

30,

31.

32,

33.

Ha%»f

35,

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(8)

(b)

Ac)

(q)
(e)

‘@),

(b)
(c)
(ad)
(e)

(a)
(b)
(c)
(d)
(e)

concentrate
elgible
worthwhile
vegetable
none wrong

doninent
dormitory
misjudge
secure.
none wrong

minister
alright
eliminate
deem

none wrong

federal
mortal
parole
comparative
none wrong

accrued
beneficial
chaperon
neice
none wrong

boulevards
exquisite
glaciers
imminent
none: wrong

intimate
\\inventory
\}1terature
superceded
none wrong

.navigable
parliament
picturesque.
temparance
none wrong

[}
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PUIICTUATION AMD CAPYTALIZATYIC

Pleasc choose the letter of the sentence which has been punctuated and capi-

talized
1, (a)
.. (b)
(c)

(a)

(a)

(»)

()

correctly.

Have you thought of a title for youi report, Larry, Mﬁ dred asked?
Have you thought of a title for your report, Larry?' Mildred asked.
"Have you thought of a title for your report, Larry," Mildred asked,
Have you thought of a title for your report Larry, Mildred asked.

Yes I am calling it Hawaiian Wonderl and, answered Larry Because that's
the way I thinlkk of Hawaii.

'Ye I am calling it Hawaiian Yonderland, answered Larry, because
that's the way I tiink of Hawail.

“Yes, Y awm calling it 'Hawaiian Wonderland,'" answercd Larry, "becausc
that's the way I think of Hawasi," ,

"Yes I am calling it "Hewaiian Wonderland,” answered Larry, "because
that's the way I think of Hawaii,"

I feel that way too Mi]dred agreed.
"I feel that way too," Mildred agreed,
o) that way, too," Mildred agreed.
that way too," mildred agreed,

Gracious how 1 would lille to visit those islands and see Hawaii's wonders.
Gracious, how I would like to visit ,those islands and sce Hawaiis wonders.
Gracious, how I would like to visit those islands snd sece Hawaii's wonders
Gracious, how I would like to visit those islands and see Hawaii's wonders!

The Japanese attacled pear) harbor on Deceuber 7 1941.
The Japanese attacked Pearl Harbor on December 7 1941
The Japanese attacked Pearl Harbox on December, 7, 1.941.
The Japanese attacked Pearl Harbor on December 7, 194l.

L9 a result of the long di-ought the gress was brown, and the cattle
hunted in vain for food.

As a result of the loag drought, the grass was brown and the cattle
hunted in vain for food.

As a result of the loang, drought the grass was brown, and the cattle
hunted in vain for food.

As a result, of the long drought the grass was brown and the cattle
bhunted in vain Zox food.

President Barnes, Ph,D, .left this morning for Texas, his home state.
President Barnes Ph.D., left this morning for Texas his home state.
President Barnes, PhD, left this morning for Texas, his home state.
President Barnes, Ph.D, left this worning for Texas his home state.

Waen Jack London was a young man he went to Alaska; he later incor-

porated his experiences into many of his short storvies.

VWhen Jack London was a young man he went to alaska; he later incor-

. Porated his experiences into many of his short stories.

¥hen Jack Londorn was a young man, he went to Alaska; he later incor-
porated his experiences into wany of his short stories.

Waen Jack London was a young man: he went to £lasksa; he later incox-
porated his experiences into many of his siort stories.

168




PONCTUATION ARD CAPITALIZATION

b 9, (a) An I-darc-you-to-teach-me-somothing attitude prevents some students

from being successful in school

(b) An I-dare-you-to-tcach-me--something attitude prevents some students
frow being successful in sclhool, -

(c) an I dare you to teach me sowething attitude prevents some students
from being successtul in school. '

(d) An I dare you to teach me something attitude prevents some students
from being successful in school?

(a) These octobor Saturdays' and Sundays are autumn’s finest days.
These October Saturdays and Sundays are autumns finest days.

(c) These October Saturdays' and Sundays' are autumn's finest days.
Theso October Saturdays and Sundays are autum's finest days,

"Whencver I have planned an unusually good dinnex, it secws' that some
member of the family is late,” complained Mother,
"Whenever I have planned an unusually good dinner it seems that some
member of the family is late" complained Mother,
"Whenever Y have planned an unusually good dinner it seems that some
wenLer of the family is late," complained mother.

Dad gave only two recasons for not wanting me to have a car (1) insurance

costs are too high and (2) studies have shown that high-school students
- who drive cars tend to neglect their school work,

Dad gave only two reasons for not'wanting me to have a car: (1) insur-

ancg costs are too high end (2) studies have shown that high school

students who drive cars tend to neglect their school work.

Dad gave only two reasons for not wanting we to have a car: (1) insur-

ance costs are too high and (2) studies have shown that high-school

students who drive cars tond to neglect their school work,

Dad gave only two reasons for not wanting me to have a car: (1) insur-

ance costs are too high and 2 studies have shown that high school stu-

dents who drive cars tend to neg)lect their school work.

"Benjamin Franklin said: "Save the pennies and the dollars will take
care of themselves," John quoted. ‘ .

"Beajamin Franklin said: "Save the pennies and the dollars will take
care of themselves' John. quoted :
"Benjam:ln Franklin sald: 'Save the pennies and the dollars will take
care of themselves' John quoted.

“Benjamin Franklin said: 'Save the pennZes and the dollars will teke
care of themselves,'” John quoted,

Les, the-'editor of the school paper, concluded his editorial with the

following quotation: The battle, Sir, is not to the strong alone; it
. 1s to the vigilent, the active, and tho brave,

Les, the editor of the school paper concluded his editorial with the

following quotation The battle §ir is not to the strong alone; it 1s

to the vigilent, the active, and the brave,

Les, the editor of the school paper, concluded his editorial with the

following quotation: The battle, Sir, 3s not to the strong alone it

1s to the vigilent, the ective, and the brave

Les, the editor of the school paper, concluded his editorial with the

following quotation: The battle Sir is not to the strorng alone, it is

to the vigilent, the active, and the brave,

\




PUNCTUATION AND CAPITALIZATION

b 15, .

c 17,

b 18,

b 19,

a 20,

(a)
(t)
(c)
()
(2)
(b)
(c)
(d)
(a)
(b)
(c)
(d)
(a)'
(b)
(c)

(d)

(a)
(b)
(c)
(d)

(a)

(b)

_(e)

(d)

The old lady said, 'I‘nar.l. you for your help, young wan, _
Tke old lady said, "Thank you for your help, young man. e
The old lady said, ""haul' you for your help young man," e
The old lady said, "Thank vou for your help, young man",

Bret Harte, an American author, wrote stories about )life in wining
camps,

Bret Harte, an american author, wirote stories about life in mining _ !
camps., i
Bret Harte an american author wrote stories about 1ife in mining i
camps.
Bret Harte, an American author wrote storles about life in mining :

”’

camps, -

The cost, however is more than I can afford.
The cost, however, is more than I can afford
The cost, however, is more than I can affoxd,
The cost, however; is more than I can afford.

Mr. McCormick who has his office at 33 South Michigan Avenue Nashville
S5, Tennessec has been elected to the school board,

Mr, McCoxrmick, who has his office: at 33 South Michigan Avenue, Nashville
8, Tennessee has been elected to the school board.

Mr, McCorxmick, who has his office at 33 South Michigan Avenue Nashville
8, Tennessee has been elected ‘to the school hoard.

Mr., McCormick, who has his office at 33 South Michigan Avenue, Nashville
8 Tennessee has been elected to the school board,

The article signed "James B, Doyle, PHD" was reprinted in gll the local
newspapezrs,

The article signed "James B. Doyle, Ph,D.’ " was reprinted in all the
local newspapers,

The aritcle signed James B, Doyle PhD was reprinted in all the local
newspapers.,

The article sizned James B, Doyle, PhD was reprinted in @)l the local

nevspapers.

The Hon, Winthrop P, Hodges, Sr. presided over the trial.
The Hon Winthrop P, Hodges, Sr, presided over the trial. ¢
The Hon, Vinthrop P. Hodges Sr. presided over the trial, - S
The Hon, Winthrop P. Hodges, Sr presided over the trigl, v :
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FORM XX ENGLYSH UBAGE

Directions: Mark the lettexr of the correct or bettor word in each sentence below.
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I don't know (a) if, (b) whother X can go with you,

Larry would (a) of (db) have gone with us if he had known soomner,
This is just (a) b between, ) auong the three of us.

He was rewarded (a) by, () w:lth 4 trip to Washington, D.C.

I am (a) continuously, (b) cont:.nualll being interrupted in my work,
As gsoon as he comes (&) in, (b) inte tho room, everyone will shout,
"Ssurprise!" -

I cannot (a) except, (b) sccept your invitation since Y shall be out of
town,

There are (a) fe\ver (b) less people hore than there were last year,
It looks (a) Jike, (b) as 11’ I was nistaken,

She never makes a decision (a) without, (b) unless she first finds out
what her friends think,

Joan wants to be an actress and, (a) as, (b) like wany aspiring actresses,
is working with an amatesur group.

The contestants dived (a) off, (b) off of the edge of the pool.
Tig.your-dog (a) outside, (b) outvide of the garage.

I give you my word that I (a) shall, (b) will be there on time.

Ve (a) should, (b) would 1like to sew: you scon again,

Mox (a) better, (b) aed better stop wasting so much time.

Tho others (a) must bave, (b) must of left already.

Thoy (a) hadn't oug ought, (b) ought n not to khave repeated that slanderous
gossip.

I (a) should, (b) would never have let you borrow my notebook if I had
known you would be so carcless.

He is determined that he (a) shall, (b) will go to college.

You (a) oSught, (b) had ought to apologize ze for your rudeness.

I told you I (a) should (b) would do it, and I will,

The idea (a) what Y)Y that you suggested sounds workable to wme.
Physics (a) is, (b) are " difficult for me to understand.

I am (a) surely, (b) sure glad that the play was successful,

YWe won't go (a) without, (b) unless you go with us, .

Miss Thompson always speaks to us (a) like, (b) as if we werc equals.
I am a better player than (a) he, (b) him.

Yle have better songs than (a) they, (b) them,

Suzi (a) who, (b) whom you saw aw at “le game, also went last week.
Neither Mary nor Ann (a) was, (b) were in the play.

Zveryone nusi do (a) his, (b\ their best.

(a) Whose, (b) Who's in tho pole position?

Have you noticed (a) they're, (b) their respect for the flag code?

We don't like to sece (a) them, (b) those daring drivers injured.

. Lick the flap of the envelope (a) good, (b) well,

The best drivers are Johnny and (a) hin him, (b) he.

The thirsty puppy (a) draak, (b) drunk all the water.

Both of these games (2) cor tore, - (b) bores my father.

Have you (a) dived, (b)) dov c.ove off the high diving platform?

Neither Mary nor Ann (a) \laq, (b) were in the play.

This sweater is different (a) than, (b) from the one I ordered

We can hardly see (a) enything, (b) noi::'u,ruaf= from these seats.

He suid that if he (&) had, (b) had of been responsible, he would have
ednitted it, '

i,




FCRM II VOCABULARY

c 2,
b 8.
c 4.
a 5.
b 6.
b 7.

In cach of the questions below, decide which of the four lettered

words has wost neaxly the sawe meaning as the underlined word.
Mark the corresponding answer space on your answer sheet.

- Directiony:
c 1, intervene
(a) introduce
(b) belong
(c) interfere
(d) intend

(e) none of these

appalling

(a) covering

(b) appealing

(¢} dreadful

(d) cheorful

(e) nono of these

cite

(a) see

(b) quote

(c) excite

(@) ecry

(e) none of these
falter

(a) chenge

(b) fall

(c) Lesitate

Q) tie

(e) none of these
gaudy

(a) showy

(b) greedy

(c) rowdy

(d) healthy
(e) none of these

alien

St e—e—

(a) lean

- (b) foreign

(c) native
(d) npatural

(e): none of these.. .

equivocal

(a) fact.

(b) uncertain
(c) equal to
(d) opposed

a 8.

d 10,

c 11,

é 12,

b 13.

‘c 14,

insurgents
(a) rebels

(b) physicians
(c) Yiquids

(d) wovcment
(e) none of these

recalcitrant

(a) weak,

(b) unruly

(c) tenacious

(d) sick

(e) none of these

pilferage

(a) reward

(b) goods

(c) duty

(d) stolen goods
(é) none of these

scourge

(a) appleaude .

(b) avoid

(c) to punish severly
(d) 1incite

(e) none of these

excrbitant

(a) heavy .-

(b) stringort
(c) (fast )
(d) exceedinz
(e) none of these

rejuvenated

(a) extinguished -
(b) renewed

(c) decreased
(d) enlisted

expedient

(a) meaningless

(b) wise

(c) eadvisable

(d) foolish

(e) none of these
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FORM II VOCABULARY

d 15,

a 19,

a l7,

d 12,

b

‘s

&z0,

a 21,

w
’
~

e llf

crux
(a) crutch
(b) support

(c) flaw

(d) wain ’

(e) none of these
sanction

(a) decrece

(b) rebel

(c) disagreement
(d) treaty

(e) none of these
afflqggg

(a) wealthy

(b) static

(c) Dblcwing
(d) excitable

deprecate

(a) increase

(b) tolerate

(c) admonish

(d) disepprove
(e) none of those

imperious

(a) devious
(®) commanding
(c) adjustable

~(d) conscientious

(e) none of these

1ncessang

(a) detormined
(b) cou-ageous
(c) specific’
(d) continual

ostensible

" (a) open to view
(b) obvious
(c) retiring
(d) - natural
(e) none of these

d 22,

c 23,

a 24,

a 25,

b 26,

a 27.

d. 28,

(e)

veraclty

(a) strength

(b) deceit

(c) suspicion

(d) truthfulness

(e) none of these

apparigigg

(a) Jjeweled necklace

(b) workshop

(¢) ghostly appesrance

(d) s)avedriver

(e) none of these

venoraglg

(a) csalling forth
raespect

(b) sacred

(c) strong

(d) Zforceful

(e) nomne of these

vacillation

(a) hesitate

(b) relesnse

(c) <fleshless

(d) couplimentary

(e) none of these

erroneous ,

(a) difficult

(b) wistake

(c) unknown

(d) wunsolved

(e) none of these

indigent

(a) needy

(b) angry

(¢) running away

(d) exciting

(e) none of these

restraints

(a) reference

(b) . helping

(c) sifting

{d) restrictions

none of these




FORM II VOCABULARY

(e) none of these

¢ 34, advantageous
(a) splendid
. (b) admirable
{ - (c) favorable ) ;
; (d) average {
: ~(e) none of these

—r’

¢ 20, destination a 36. ponderous \"
(a) stand against . (a} clumsy
(b) origin (b)  important |
(c) expected place of srrival (e) valuable !
(d) easily done _ (d) irrelevant i )
(e) none of these (e) none of these . i f
. |
1
a2 33. conjecture b 37, filament :
(a) guess . (a) ingredient
(b) describe : (b) thread liko object
(c) bring together ' . (c) cleanser
(d) objection : (d) support
(e) none of these *  (e) none of these
d 31, embiguous c 33, effusive
(:—i)' hopefu). . (a) 1loquacious ..
(b) too much (b) verbal .
(c) desires (c) gushing :
(d) uncertain (d) handsoume :
(e) none of these (e) none of these
b 32. semb'ance . . d 39. dissipated ' !
(a) simplicity s (a) vivacious
(b) likeness (b) weak
(c) goodness S (¢) gathered
(d) strougth (d) broken up ;
(e) none of these (e) none of these
c 33, trifling b 40. unwonted :
(a) modern ' (a) shamelessness
(b) solid _ : - (b) unusual !
(¢) unimportant . ' (c) desired :
(d) gradual (d) deserved 3

c. 35. abrupt . ‘ ! )

: (a) slow
CE (b) " rude T :
| (c) sudden :
(d) biroken i
3 (e) none of these
!
1 3
i
X
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FCRM IY SPELLING

b

1.

(a)

(b).

(c)
(d)
(e)

(a)

(b)

- (e)

(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(2)
(b)
(c)

- (d).

(e)

(a)
(b)
(c)

"(d)

(e)

(2)
(b)
(c)

. (d)

(e)

(a).

(b)
(c)
(d)
(e)

(a)
(b)
(c)
(1)
(e)

delicious
calender
icy

museun
noue wrong

substitute
questionnaire
correspond
resteraunt
none wrong

gracious
scholarship
contemp). ate
satelite
none wrong

recowend
business
enough
welrd

none wrong

business
again
definate
summary
none wrong

noisy
bitter
trout
scaucer
none wrong

tonsilitis
adjourn
feign
legacy
none wrong

wrestle
seive
microscope
generator
none wrong

accessories
bookkeeper
equity
celler
none wrong

-~

~ .

e ll.

e 12,

d 13.

b 14,

b 16,

b 17.

(a)
(v)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)

(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)

“(c)

(d)
(e)

(a)
(b)
(c)
(d)

(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

technical
liberal
illigible
athletics
none wrong

vengence
supplement
hemorrhage
beseiged

none wrong

ambassador
indefinitely
assessment
rencwal

none wroag

kerosene
sketch
mediocre
percieve
none wrong

troughs
ingeneous
voyagers
yacht .
none wrong

imaginry
winister
velocity
surgeon

. none wroeng

peaceable
intolrable
knead
divine
none wrong

worship
vacinations
attorney
masculine
none wrong

renmitances
syndicated
transactions
bouillon
none wreag
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FORM II SPELLING
c 12, (a) knights
(») qualms
(c) relevent.
(d) sovereign
(e) none wrong
b 20, (a) consuls
(b) Jjeoperdy
(c) nuclcar
(d) subpoenas
(e) none wrong
a 21, (a) recipracate
(b) simultaneously
(c) etiquette
(d) aeronautics
(e) none wrong
a 22, (a) weilds
(b) spontaneous
(c) dquires
(d) hypocrisy
(c) "none wrong
b 22. (a) quorums
(b) sacriligious
(c) affidavits
(d) disgustedly
(e) none wrong
b 24, (a) peruissible
(b) carboretor
(c) franchise
(d) rites
(e) none wrong
e 25. (a) alleged
(b) superstitious
(c) statistics
(d) servicezble
- (e) nome wrong
: a 26, (a) irrisistible
2 (») memorandums
: (c) -scmester R
& (d) tenement
e (e) none wrong
L & 27, (a) attendent
i (b) collateral
%, (c) harassed
i (d) recede
?’ - (e) none wrong

28,

29.

30,

-

(a)
(b)
(c)
(d)
{e)

{a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

31. % (a)

32,

33,

34.

35.

36.

*(b)
()
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(d)
(e)
(a)
(b)
(c)
(d)
(e)

(a)
(b)
(c)
(a)
(e)

reliance
rememberance
assistaace
adnittance
nohe wrong

liens
troussecau
appendicitis
erroneous
none wrong

miscellanecous
ocasionally
scandal
gouvenir

lone wrong

embarassment
conmitted
prominent
counterfeiting
none wrong

traceable
discretion
despized
chorus
none wrong

resistence
vigorously
vouchers
suites
none wrong

warrant
quandry
division
Jurisdiction
none wrong
erroneuous
duly
analysis
paralyzed
none’ wrong

inf) ammation
rumor
deficient
counterfeiting.
none wrong

SRS
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FORM IX SPELLING

¢ 37, (a) vicious
(b) interior
(¢c) compitent
(d) courageously
(e) none wrong

s 38, (a) tenent

P (b) awelioration
(c) convene
(d) verdict
(e) none wrong
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PUHCTUATION AND CAPYTALYIZATION

Please choose the letter of the sentence which has been punctuated and capitalized
correctly.

b

1,

3.

(a)
(b)
(c)
(d)
(a)
(b)
(c)
(a)
(a)
(b)
(c)
(d)

(a)

(b)

(c)
{d)
(a)
(b)
(c)
(d)
(a)
(b)
(c)

(d)

(a)

(b)
(c)
(d)
(a)
(b)
(c)

(@

Have you thought of a title for your reporxt, Lerry, Mildred asked?
"Have you thought of a title for your report, Larry?" Mildred asked.
"Have you thought of a title for your report, Larry,”" Mildred asked.
Have you thought of a title for your repoxrt Larry, Mildred asked.

Yes I am calling it Hawaiian ﬁonderlaud, answered Larry Because that's
the way I think of Hawaii.

Yhe,l anw calling it Hawaiian Wonderland, answered Larry, because that's

the way I think of Hawaii.
"Yes, I am calling it 'Hawailian Wonderland,'" enswered Larry, "because
that's the way I think of Hawaii."
"Yes I em calling it "Hawaiian Wonderland," answered Larry, "because
that's the way I think of Hawaii."
I feel that way too Mlldred agreed,
"I feel that way too, Mildred ugreed.
"I feel that way, too," Mildred agreed,
"1 feel that way too," mildred agreed,

Gracious how I would like to visit those islands and see Hawali's
wonders, .
Gracious, how I would like to visit those islands and see Hawaiis
wonders, - ,
Gracious, how I would like {o visit those islands and sce Hawaii's
wonders
Gracious, how I would like to visit those 1s1ands nnd see Hawali's
wvondors! ,

if

‘ 4
The Japanese attacked pearl harbor on Deccmber 7 1941,

- The Japanese attacked Pearl Harbor on December 7 1941

The Japanese attacked Pearl Harbor on Decewmber, 7, 1941,
The Japanese attacked Pearl Harbor on December 7, 1941,

As a result of the long drou,ht the grass was brown, and the cattle

hunted in vain for food.

As a result of the long drought, the grass was brown and the .attlo

hunted in vain for food.

As a result of the long, drought the grass was brown, and the cattle
hunted in vain for food.

As a result, of the long droughtfthe grass was brown and the cattle

hunted in vair for food.

President Barnes, Ph.D, left this morning for Texas, his home state,
President Barnes Ph,D., left this morning for Texas his home state,

- President Barnes, Phh, left this uviorning for Texas, his home state.

President Barnes, Ph.D, left this sorning for Texas his home state,

When Jack London was a young man he went to Alaska; he 1ater incor-
porated his experiences into many of his short stories.

When Jack London was a young wan ho went to alaska; he later incor-
porated his experiences into many of his short stories

WVhen Jack London was s ynunsg man, he weut to Alaska; he later incoxr-
porated his experiencos into wany of his short stories.

Vhen Jack lLondon was a young man: he went to Alaska; he later incor-
porated his experlences into many of his short stories,




PUHCTUATION AND CAPITAUJZATION

9.

10,

™
1~

12,

(a)
()
(c)
(a)
(2)
(b)
(c)
(@)
(a)
(ia)
(c)

(a)

()

(c)

(d)
()
)
()

(a)

(c)

()

M I-dare-you-to-tcaci:-une-something
from being successiul in school
An I-darc-you-to-teach-ue-something
from being successful in school.
ean I dare you to teach wuc something
from being successful in school.
An I dare you to teach we soumething
from being successiul in school ?

attitude prevents

some students

students

e

attitude provents sowme

attitude prevents some students

attitude prevents some students

These october
These October
These October
These October

Saturdays' end Sundays are auvtumn's finest days.
Satuidays and Sundays are autumns finest days.
Satuidays' and Sundays' are auvtumn's finest days,
Saturdays and Sundays are autumn's finest days.

“"Whenever I have planned an unusually good dinner, it seems that some

~ umember of the family is late,” complained Mother.

“Whenever I have plaaned an unusually good dimmer it seems that some
member of the family is 'ate" complained Mother.

"Whenever I have planned an unusually good dinner it seems that some
member of the Family is Jate," complained wother,

Dad gave only two rzasong for not wanting wo to have a car (1) insurance
costs are too high and (2) studies have shown that high-school students

who drive cars tend {o neglect their school work.

Dad gave only two reasons for not wantine we to have a’car: (1) in-
surance costs are too high and (2) studies have shown that high
school students who drive cars tend to neglect theiryschool work.

Dad gave only two reasons for not wantinz me to have a car: (1) in-
surance costs are too high and (2) studies have shown that high-.
school students who drive cars tend to neglect their school work,

Dad gave only two reasons for not wanting we to have a car: (1) in-

"surance costs are too high and 2 studies have shown that high school
students who drive cars tend to neglect their school work.

"Benjamin Franklin said: ''Save the pennics and
care of themselves,” John quoted.

"Benjamin Franklin said: ''Save the peanies and
care of themseives' John quoted

"Benjamin Franklin said: ‘Save the pennies and
care of themselves" John quoted.

"Benjamin Franklin said: 'Save the pennios and
care of themselves,'" John Quoted.

the dollars will +*ake

the dollars will). tal:e

the dollars will take

the dollars will take

Les, the editor of the school paper, concluded his editorial with the
fo'lowing quotation: The battle, Sir, is not to the strong alonc;
1t is to tle vigilent, the active, and the brave.

Lés, the editor of the school paper concluded his editorial with the
following quotation Tie battle Sir is not to the strong alone; it
is to the vigilent, the active, and the brave. T

Les, the editor of the schoo) paper, concluded his
following quotation: The battle, Sir, is not to
it je to the vigileat, the active, and the brave

Les, the editor of tiie schoo! paper, concluded his editorial with the
following quotation: The battle Sir is not Lo the strong alone, it
is to the vigilent, the activo,'hnd the brave.

editoria’® with the
the strong alone

) SN APH] )




PUNCTUATION AND CAPITALIZATION

16.

17,

18,

19.

20,

(2)
(b)
(c)
(D
(a)
(b)
(c)
(d)
(a)
(b)
(c)
(d)
(a)
(b)
(c)

€))

(a)
(b)

(c)

(a)

(a)
(b)
(c)
(d)

The old lady said,
The old lady said,
The old lacy said,
The old lady said,

Thank you for;your help, young man,
"Thank you for your help, young man,"
"Thank you for your help young man,”
"Thank you for your help, young man'',

Bret Harte, an American author, wrote stories about life in mining camps,
Bret Harte, an american author, wrote stories about life in mining camps.
Bret Harte an american author wrote sitories about lifc in mining camps,

Bret Harte, an American author wrote stories about life in mining camps,

The cost, however is more than I can afford,
is more than I can afford
is moi'e than I can afford,
is more than 1 can afford.

The cost, however,
The cost, howcver,
The cost, however;

Mr, McCormick who has his office at 33 South Michigan Avenue Nashville 5,

Tenncssee has been
Mr, McCormick, who
Tennesseec has been
Mr, McCormick, who
Tenncssce has been
Mr, McCoririck, who

elected
has his
elected
has his
elected
has his

to the
office
to the
office
to the
office

school board,

at 33 South Michigan Avenue, Nashville §,
school board,

at 33 South Michigan Avenue Nashville §,

school board, _

at 33 South ‘Michigan Avenue, Nashville

5 Tennessce has been elected to the school board,

The article signed "James B, Doyle, PHD" was reprinted in all the local

newspapers,

The article signed "James B, Doyle, Ph,D," was reprinted in all the

local newspaners,

The article signed James B, Doyle PhD was reprinted in all the local

newvcpupers,

The article signed James B.“Doyle, PhD was reprinted in all the local

newerapers,

a

The Hon, Winthrop P. Hodges, Sr, presided over the trial.
The Hon Winthrop P, Hodges, Sr, Presided over the trial.
The Hon, Winthrop P, Hodges Sr., presided over the trial,
The Hon, Wintrhop P, Hodges, Sr presided over the trial.
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PROPCSAD  MTHIW/ATICS 2N MINATICH ‘ P S
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PROJIIT "IDEUTIFICLTICN NUNBRE bt l-i.“,

Nome Scuscl

Sublezts Tzuzat

INSTRUCTICHS: Ycu will noad o ecuestlonnzira, a special siswsr shzet and a

[¢]

penrcil i eorder teo ccuplets thie auvegticrnrairz for tha -rencsed M-thamatics !
Exeaminaticn, Plesse r2ad the item znd s2lect the respcase which you fael T i
1
1

is applicarle,

BEGIN with aguesticon numbar SEVEN below., Find cngwer row SEVEN cn your
answelr sheet,

7.. Sox . 4
{23) Male
(1) Fomale

C. What zge zroups do you teach? 4
(3) 11-13 years
»(1) 14-13 years
(2) 17-1T years
(3) Bsth (2) and (1) abeve
(4) 3Both (2) a2nd (%) zhove
(&) Both (1) ard (2) above
(32 All tarez agz zroups
C. What type of pupil do you tdach?
() HRizh ability (Tcp 3C% of pupil nenulation)
(1) Averazz ability (Midcdle <3%) T
(2) Low akility (Bctiom 21%)
(3) High and Aversze ability
(4) Righ and Low ability
(S) Low and Average ability
(3) All of the sLove

BE SURE THAT YCU HAVE FILLED IN JUST CNE SPACE FOR EACH ANSWER NUMBER,

Please fool frze to asl: questions if you are in doubt regerding yous responses.

. ow
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-

PLELSE RRMEMBER IT IS IMPORTANT TC FOLLCY THE INSTRUCTICHNS /.S LISTED CN
THE INSTRUCTICH SIIiiT,

TTEMS: [pLEASE FEIZL FREE TO DD YOUR COIENTS HERE:
12. Add  £433 i
sec i
7252 ;
47 !
4753 :
11. Subtrect: 377777 f
333333 :
7 ;

. 1 .

12. Add: 25+ T3 4 gyz = ?

13. 1% set £ has Tivo memkers
and set B hcs 7 membors, hovw |
many memhers are in A x B?

+£C ~ what peor cent?

= ?

+

QW N
[T

13. Reduce te lewest terms:

2 :
g =233~ 4 ' !

=

2“ 4+ 284+ 1 .

17. \Vrite es 2 comwon f£raction:

4242..,..... .
1C. Simplify:

Yiz + Y57 o+ VED
19;". vihat s the sum cf .87% and -

13, w-itten 2s a decimal? © |
2C. 1 scale = 13 smells

1° smalls = 22 l}ttles

Using the above tabls, add

- 4 scale 31 smalls + © scale
42 littles? .y

4 €1
RS




ITEWS
21, Vhat is the exacst value cf:
o
&
2.2 x (1.%)° x 15t
7
(7.2)° x £ X .28

[
. (>3

22. The sveraze of 127 and 37 1s?
-

23. 1 light = 13 rays
1 ray = 7 bits

using the azbove toble subirn

14 lights 1€ rays 1 Lit
€ lichts 48 rays 7 bits

24. Rccuce tc lowest torms:

2x3 + 2Cx2 + STx

4x3 - 19¢cx

-

28, 4 as @ decimel

23. Vhat number wultiplied by 278

will make ©5,2777
27. 1¢ is waat % cf 15%

2¢. Y132.3c4 = %

2%. tVhat figure would be formed at

the intersection of two.spheres?

33. 13 - 12 =

20 .

2l. 182 is (?) of 25I?
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Aruitoxt provided by Eic

COMMERTS

what decimal?

7
The value of 3(=z=cs

It P, = CC c

w4 pogr =7

In how many ways cor £ men and

4 viomen be s2ated at a rcund tadlsz
if cach woman is to between two
nen?

What mist be the valuvo ¢f b in
orcder_that a :;repn ct the function:
y = x° - Ix S; will be tancent to
the x anist )

flow uany three dizit numbers can
be fermed from the digits 7, 4, §,

3, 7, 1f no Aizit is repsated?

Find the equaticn whose rects are
twice those of %x¥ - x + & = C,

Taere are 38 childrenr in a class.
Twenty one are studyiry Frensch,
tventy four are studying Spanish,
end of these, twelve are studyin:z
both French and Spanish. Hcw

many childven in the class are not !
studying either or both foreizn
languages?

Frou a sroup o £ boys and Zirls
on a school counmitiee of three
chosen by lot: What i{s the
probability that thize will ke a
majority of boys cn the zommittiez.

i
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Hewr mony numiers beiwesn 37CC and

€780 zan =2 formed Ly using the -
Gizits 7, ', &, &, &, &, [, if

nc rzpetitions ers allewed?

48, Solve comwvletely:

47.

[N
[

51,

- o
Bye'® o Do 2 -~ 0
&x”® = Cx - & 41 =0

Usinz Newton's lMathod o2 approximatea
solutions, find a2 root ci the
equation x° - dx - 12 = I to twe
decimal places.

T21l whether the sentence

expresses a true or false statae-
ment

-~

4 .
VC X x4 1= ;:}

Mr. Georce, a farmexr, plowa2d 19

acres on lionday. By Ssturday night
he had plowed moxe than (& geres
in all. What is the least rumber

of acres L2 cculd have plowed !
after Monday? Ty

Describe vhe interval: (cpen, - .
closz2d, o half-open) . :

n I 3 é'm 2'4.8 é

4 section cof pipe £ ft, £ in,
lonz has an exteranal racdiuvs of :
2 in, and & internal radiug of
1 in. What is the volume of metal
used to make the pipe?

Betiy gained 7 pcunds-.after she
recovercd from an :illness, She
now- weichs more. than €5 pounds.
Vhat is the least:nunber of pounds !
she weighed before her illness. I

———— e - . 2.
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- ~"  PLELSE FEEL FREZ TC MLXS ANY ADDITIONAL ZJCHELTS CM THIS PLGE, -

TIANK YCU AGLIN FCR YCUR INTUIREST £HD CCOPERATION,




APPERDIX . B

BRITIS3-AMERICAR SECORDARY
COMPARATIVE LDUCATION PROJECY

Profile of Headmasters or Prinecipals
Based on Interview

Y. Academic ahbility is largely:

A A rcsult of
Inborn Phenotype environnent
! ' } | ! |

Comments:

IX. The Dbest soclety is one that is organized as a:

Hereditary Part icipatory : Egalitarian Velfaio
Aristocracy Meritocracy Democracy Democracy State
L \ 1 | B 1
Couments:

I11. The responsibility of the school to the student is discharged by:

Cultivation of .Cultivation - Cul tivation of
the intellect - of character "the whole chiid"
L i - 1 | ) ?
Comments:

IV. The respousibiiity of the school to society is discharged by developing:

Educated ' Participating ) A good

Individuals Citizens - Socicty "%
] 1 ), ) |
Coumments: '

V. Because of the nature. of education the school should promote:

Menta) . Creativity and Specific
Discipline . Prob) en Sol.xing Tralning
ST t . A 1 et 3
ol , o i .
o Comments: ‘ . j

:.&




VI. The Headmaster or 'Principai should provide leadership that is:

Autocratic Democratic Laissez-faire
- ) ¢ - i I
Comments:

VII. The Headmaster's oxr Principal's leadership should be based on preparation
that is largely and primarily:
: Experience in

"How to win friends and
Acadenic Professional influonco,people”

L i b ' | I

Couments:
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APPERDIX C
SCHOOL DATA GATHERING FORMS

Form 1
Form 2
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School Data Form

Form 2

School:

1967-68 academic year begins (date)

ends

——

- Our curren® cnrollment by grades iss

Doy

Total

10

11

. Standardized tests used:

Please attach class schedule for

Grade level at which
administered:

. current scnester.

b S TR

A bR TR
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APPENDIX D

s die

CL/SSRCORI CHARACTERISTIC YMDLEZ

Identifying Information

Couxse title:

Grade level:

——————

School

Country:
- Iastructor's name: Code {:
Name of rehorter: Date:

Dircctions

Ten dominant features of the classroom are listed for rating on a 5 point
scale, Extremes for each rating are indicated,

Comments are optional,

1. Instructiona) approach:
_ i 1 1 2 3y 3 | 4 i 5 i “
(Dircctive) . (Non~directive) . .
Commentss: "~ R . o ‘
e
[ 3
‘2. Pupi) involvement: . |
_ ) i 2 t 3 | 4 ) 5 [
{Spectator) (Participation)
Comuents:
3. Planning for pupil learning:
e L1 -y % -4 "3 L4 )5 b C o
; (Pupils who are able mova f ‘on a (Pupils moved from where
predestined beginning to—2—-pros . _ they are to where in-
i - destined ending) structor believes they
5. can go)
Comments: N

PR ‘B}-L\‘*’ TR FOCNT g




Cl.assroom Characteristic Index
Page 2

4, Teacher prescentation:. ’

w1 b 1
- (Self-discovery
by pupils)

(Teacher presen-
tation of facts) .

Couments:

5. Pupil evaluation:
! 1 l ' 4
. (Planned fre-

'(Infrpquent, un-
planned and sub- quent, and
' objective)

‘jective)

Comments:

6. TPeedback and remedial action:

1 ! 2 : ] | .
(Planned and

L
(Unpl anned and _ o
unprovided) g ) provided) //////////

o

Comments:

7. -Pupi' motivation: (inient to Y earn)

—

1 1 (| J
(Inattentive and/ox . (Attentive
resistent to learn- ) : and cager to
3 learn)

.dug)

Coumontse

et e o
(A




i
b
1
3.
)
i

Classroom Characteristic Yades:
Page 3

(e}

8, Teacher motivations (intent to teach)

_ 1 l 2 i 3 | 4 \ 5 .
(Apathy and stag- - (Enthvsiasm
© nation) and effort
: _ to teach)
Comments: .

9, Classroom managemeunt:

{ 1 2 | 3

(Authoritariqn)

Comments: -

“"(Pernissive)

10, Classroom atmosphereé

(=Y
(3]

. 1 1 ) T
~ (Repressive) -

Comnments:

| .
~(Stimulating)

s ~

WEws e e, R

Dates of Obgervations?

Period of Time (total)

.

Observed by:

—— o
B T . . . e el

157
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CALIRERVLA B

Code {#

Hawe

Séhool

Date

e wat.

OO ;A W=

ATTACIMENT 1.

METHCDOLOGY ANALYSIS SOALE

DIRECTIONS: Plcase indicatc the approximace percent of class-

roomn ingtructionu) tiwe in which you utilize the following
methods. In the blanks provided, (numbers 11 - 15), list any
other wethods you ewmploy not previously listed. If you have
any questions or need clarification, pleasc do not hesitate
to ask of the project staff.

Course title: ' Grade level:

Length of Course (in weeks) ' Lengzth of Class period

Number of days per week class mects
F e

Method ‘ Approzimate percent of
instructional tiwe you use
this method in this course

Lecture

Drill

Class discussionu

Small group activities
Supervised within class study
Library study

Individual projects

Group projects

Field trips

Other Methods

11.
12,
13.
14.
15.

vi rereaa e

e
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‘ T APPERDIX ¥ PUPTL QUESITOMHAIRE
.~ 4|YOU ARE NOJ READY FOR (UASTION 8 AID RO 8 ON THE /HSWER SHEEL

L2
LN,

8, My place of birth

0) BEngland ' -
1) Norihern Ireland

-(2) Scotland
3) United States
4) Republic of Ireland
5
6

(5) Polend
(6) Gerneny
(7) Italy
' gs India
(9) Other — e

. Please specifly
9. PFather's place of birth

éo Engleand ,

1) UYorthern Irelsand

- ga - Scotland
%) United States

é4) Republic of Irelaend
5; Poland '

(6) Zernany ’
(7) Italy ‘ - '
28 India ' A .

9

Other

Please specify

10, Is yéur father employed now?

$0;: Yes
(1) Mo

11, Mother's place of birth o , o
20 BEngland - o
1) Northern Ireland
- (2) Scotland
3) United Stotes

(4) Republic of Ireland
(Sg Polend

(6) Germany
(7) Italy
(8) 1India
(9) Other

Please specify

12, Language spoken most.often at home

0) English

1) French
Spanish -

3) “German

4) TPolish

5) Rungarien

6) Jepaneac

%7 Gaelic o
8) Italian
(9) othex

Pleaso specify




15, Present Form in School

ATTERTION ALL PUPILS:

' If you huve done all of the ahove,

Pirst Forn ' ‘ -
Second Forn

Third Forn

Fourth Forn

PiTth Pownm

Sixth Forna

wam rs @0 w

Other o s :
: Please specify

angwer sheet.

t you.

'14. How old will you de on your next birthday?

)

- 15, Y;;.r
:

3
(4)

eleven

. twelve

o

thirtcen iy
fourteen : . : '}5é
fiftcen

sixteen

seventeen

eighteen

ninctecen

tuenty

A
Y I

age when you first started to school '

four
five
six -
seven
eight

16, Did you attend'nurSery'schcol and/or infant school

)

Yes
¥o

17, Totel number of years. you have becn in school

(0)

8

six ycars

.seven years

eight years
nine years
ten years

eleven yecars

tuelve yeors
thirtesn yecars
fourtecen years’

Check to be cerizin you have been doing the following:
1. Sheding in the best enswexr on the specizal answer sheet,
. 2. Making heavy black nerks in the space provided on the

-you are ready to continue narking on the special
answer shect. If therc sre any ouestions, raise your hend ond the classroom visitor
will assis o : : ' '

|
S

3

B

!

4

g

;




18, ‘hot i the +otal nuwber of schools you havc attended including your present
' school.

1) two schools

2 three schocls

3 four schools

4 five schools

5 six schiools

26 seven schools

7) eight schools -
(82 nine schools

(9)  ten or more schools

‘30 ~ one school

19. Of all the children in your fanily yere you

Og'~First born
1) Last born
2) Neither the first nor the last born

20, How many children are in your family insluding yourself?

One child family

Two children

Three children

Four children : :

¥iva children ' £
Six children

. Seven children
Eight children

58 Nine children

9) Ten or more children

SOV SsWwEO

21, and 22, Enter the exact nunber of years you have lived in this town in the

appropriate colurms in questions twenty-~ono and twentyhtwo.‘
For exsmple,if you have lived in this town 13 years, your angwer
would look like thlq

0 1 2 3 4 5 6 7 8 9

o;o o'(t’.? seo e0e @00 o LI see LI LN . ’ » LA

21. [N ] Q‘}Q o0 0 oo LN .i. .,.. s00 o0 . ...

o 1 2 3 4 5 6 7 8 9

2?. L N LN LN :&'3{ [N o0 0 o000 eeoc [N ] [N ]

BE SURE THAT YOU HAVE FILLFD IN JUST OWE SPACE FOR BACH ANSWER NUMBER

23, and 24, Enter the etact number of ycars you have lived at your prescnt address,
- (Do this one as you did the one above)

For exsmple, if you have lived at your present uddress {en years,
your enswer would look like this

o 1 2 3 4 5 6 T 8 9

ce e o2 eee ece ece eee eee (XX e see
i’_) A
23' sae0e o.f"i oo eee “oee e e see cee (X ) eee
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24. ':k;:'tv.no_o eee eee eeo (X X o0 ece .

25, - Mark the cng best ansuer indiceting the highest level of educetion your
father reached S . :
éo None, or some clenentary or prinzry school
1) Couplated elencnicry or prinary school

(2, Sonmz sccondary school, bhut did not complete the course
(3 Coupleted sccondary school
(4; Pechrical or counercial school after secondary school

Completed &t least, but no more than, two years of college or univorsity
(6; Completed a four year college or universily program

(7) Obtained an advenced degree as a result of graduate study brbresearch
26, Merk the ggglgggg.answer'indicating the highest level of cducetion your mother
. reached, ' : : ‘ ' -

(0) None, or some clenentery or primary school

(1) Completed elementary or primery school .

22 Some secondary school, but did not complete the course : ;

3) Conpleted secondary school ’ _ : 7 ' B .
(4) Technicel or counercizl school after secondary school .

5) Completed at lesst, but no more than, tuo years of college or university

(6) ‘Completed a four year college or university program ' .

('1) Obtained an advanced degrec as & result of grafuate study or research

27. How neny nore years of education do you'think you actually will conplete?

S ' 0) one yecar or less
o : 1) two years
. 2) three yeears
§3; fouryears
five years
(5) six yeurs
(6) seven years
(7) eight years
(8) nine years )
(9)  ten or more years

28, How meny more years of educ:tion would you really like to complete?
0) one year or less '
l) two yeers
2) three years o
'(3) four years
24 five years
5) six yeers
(6) ~seven years -
(7) eight years
(8) nine yecars
(9) ten or more years

W
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Howr snu..y more yc..rn cf education do you think your parents ?CCJ011) tauL you to

. (0)

31,

32.

33,

completc’
One year or less
(1) two years:
(2) three years
(2) four ycars
(4) five yeors
(5) six yeaus
(6) seven ycars
(7) eight years
(8) nine years
(92) ten or more years
When you leave socondary ,chool, vhdt
(0) Full-time employment
(1) . Technical or commexcial college,
(2) Technical or comacrcial college,
(3) University or college, part-time
~(4) University or college, full-time
(5) Other o
Plcase specify
When you leave sccoadary school, what
(0) TFull-time employment
(1) Technical or coumercial’ college,
(2)  Technical or cotmenrcial college,
(3) University or college, part-time
(&) University or.college, full-tlme ’
- (5) other : '
' Please specify
When you leave secondary school, what
you to do?
(0) Full-time erployment
(1) Technical or commercial college,
(2) Technical or commercial college,
- (3) tmwversity or College, part-time
- (&) University or college, full-time
(5) oOther
Please spec1ry
When you leave °9conda1y school, vhat
to see you do?
(0) Full-time employment
(1) Technical or commercial college,
(2) Technical or cormercial college,
(3) University or college, part-tine
(4) University or college, full-time
(5) Other

Is your present school course best described as:

(0)
(L
(2)

- (3)

do you actuallz think you w:ll de?
..IA_ -
part—tine and’ woxL paxt-tlne

fuli-time-
and work_part-tlme

would you rcally likc to do?

part-time and work part-time
full-time ‘ '
and work part-time

do you think your parents actually want

part-time and work part-tine
full-time
and work part-tire

do you think your parents wouldvréallz 1123  ‘

part-time and work part-tinme
full-tine v |
and work part-tiuve *

Please specify

Academic (English, maths,, scicnce, languagu, etc,)

Business or corumiercial
Vocational or techrical

General (a coubination of the 9have)

4.403
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35,

36,

37.

How definlte is your present choice of a job or occupation?

(0) Coupletely definite '

(1) Very definite

(2) PFairly definiteo

(3) Fairly indefinite !
(&) Completely dndefinite '

llow many different jobs ox occupations have you serioucly considercd entering? :
( 0) None . R . !
(1) One . ;
(2) Two ' . ;
(3) Three ' §
(4) Four or moxe P
Who has encourased you the most to achieve a certain job ox occupation? f
(0) Mother

(1) Fatler

(2) 3Both father and wother

(3) Teacher

(4) Career teacher

(5) - Relative )

(6) Fellow pupil or friend

Is your Mothor presently working?

(0) Yo _

(1) Yes, part-time

(2)

Yes, full-time

"

The following are leisure-time activities in which you may engage both imside. and
cutside of school. Hark each one that applies to you, Yes indicates that you

participate.,
39. Clubs or organizations
(D) Yes
(1) No
Sports
(0) Yes
(1) 1o
.Reading
(0) Yes
(1) ‘Mo
Dancing.
(0) Yes
(1) Mo
Television
(0) Yes
- (1) Yo

“>
A
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44,

45,

46,

47,

48,

49.

50,

51,

S2.

53.

Dranntics

(0) Yes

(1) No

Music

(0) Yes . &
(1) No

Horse Back Riding

(0) Yes

(1) MNo

Others

Please specify
Which one of the following is most important for you at school?

(0) Plecasing your parenis

(1) Learning as mmch as possible at school

(2) Living up to religious or ethical ideals
(3) Being accepted and liked by other students

Which one of the following is most important for other pupils at this school?

(0) Pleasing their parents

(1) Learning as rmch as possible at school

(2) Living up to religious or ethical standaxds
(3) Being accepted and liked by other students

Fovw close do you fecl to this community?

s e

(0) 1 fcei that I belong here and that this is my houe
(1) I feel quitc close to this community, but I do not consider it my home
(2) I do not feel very close to this community

How dozs your family fit into this comunity?

(0) Amon those who make the important decisions for the community
(1) Active in the cormunity, but not decision mckers

(2) Just ordinary corrmunity mienbers

(3) Mot really part of this corrwunity at all.

If you had a chance for two jobs after you finished school, one in this town and
on¢ in a larger city, vhich one would you take?

(C) the job in this tem
(1) the job.in the larger city

Thinking rcalistically, do you think you will probebly live in this town when
you arc out of school and have a job and/or settled devn and married?

(0) Definttely yes
(1) Probably yes
(2) Don't know

(3) Probably no
(4) Definitely no

*

ademe e
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54, Suppose thaz the circles below vepresented the zetivities ithat go en hicre at
schiool, How far fromm the conter of things are yov? Fill in the appropriate
nunber on your answer sheet,

e e S e e S S e >

55. Suppose that you had an opportunity to join a group that you had always hoped
to join, but then you found some disapproval of your joining. Whose approval

would be most Gifficult to accept. DMark only onz of the following.

(0) Your parents
(1) Your teachers
(2) Your friends -

56.  Vhich one of the following is most importani: for a boy to be admired by the
pupils of this school?

(0) Coming frona the right fanily

(1) Having high grades, a good student

(2) DBeing an athletic star :

(3) Being in the "right" crowd, the ledding boys
(4) Having nice clothes cr a nice car

(5) Deing a ileader in school activities

(6) Being popular with girls

57. Which one of the following is lcast important for a boy to be admired by the
pupils of this school? :

(0) Coming from the right family
(1) Hsving high grades, a good student
~ (2) Being an athletic star
: (2) Being in the "right" crowd, the leading boys
- . (4) Ywwving nice clothes or a nice car
' (5) being a leader in sciwol activitios
(5) Being popular with girls

i
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Waich one of the foliawing is mogh importent for a girl to be adimired by the
pupils at this school?

(0) Coming from the right family

(1) Having high grades, a goocd student
(2) Being an athlete .
(3) Being in the "right" crowd, the lcading girls
(4) laving nice clothes or a nice car

(5) Beinz a lcader in school activities

(6) Being popular with boys

(7) Being good-looking. pretty

59, Which onc of the following is Jeast important for a girl to be admired by the
pupils at this school?

(0) Coming from the right family

(1) Having high grades, a good student

(2) Being an athlete

(3) Being in the "right" crowd, the lecading girls
(4) Having nice clothes or a nice car

(5) Peing a2 leader in school activities

(6) Being popular wiih boys

(7) Being good-looking, pretty

60. Are you a full-time student

(0) Yes
(1) No
61, TO BE ANSWERED BY GIRLS ONLY: -

Vhen do you plan to work?

(0) Before marriage

(1) After narriage

(2) After children are grown
(3) Ali of the above

Vhen you are finished, look over the answer shaet to make sure you have not left out
any questions. Lool to see if you narked carcfully just inside the dotted lines.

YOUR HELP IN CONPLETING THIS SPECIAL STUDY IS GREATLY APFRECIATED, TIANK YCU!

R L el L WY
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I TARA UNIVERSITY
Administrator Questionnaire

UNITED STATES

SCHOOL,

l. Age

(0)
(1)
(2)
()
)

0)
(1)
(2)
(3)
(4)
(5)

(o)
1)
(2)
(3)
(4)

(5)
(6)

(0)
Q)
(2)
(3)
(4)
(5)

i . (0)
: ¢ D)
(3)

: : (4)
(5)

(2)

Code Number

Directions: Please encircle the number of the response which is mest

appropriate for you.

24-29
30~39
40-<9
50-59
60+

2. Yecars you have scrved as @ full-time teacaer

ons to five

six to ten

e¢leven to fifteen

sivtecen to twenty

twenty~one to twenty-five ;
more than 25

3. Assipgument immediately prior to assuming present position

v

Principal in another secondary school

Principal of an elementary school

Assistant Principal

Head of a department

Teacher with some adiministrative duties othzr than as departmental
cliairman

Full-time teacher

Othar

4, Years ser-ice in position indicatcd in above (question 3)

one to five years

six to ten years

eleven to fifteen yecars
sixteen to twenty ycars
twenty—~one to twenty-five years
wore than 25 years

5. Years service in preseﬁt position

one to five years

six to ten ycars

eleven to fifteen years

sixtcen {to twenly years
twenty—-one to twenty-five years
more than 25 years >

it i A 5



Page two

(0)
)
(2)
(3)
(4)
(5)

(0)
(1)
(2)
(3)
(4)
(5)
(6)

8. Vhen

(o)
)
(2)
(3)
(%)
(5)
{G)

(0)
(1)
(2)
(3)
(4)
(5)
(6)
)
®)

tion

(0)
(1)
(2)
(3)
(<)
(3
(6)

0)
(1)

6. NXumber of 'yeors of college and/or university training compicted follow-
ing completion of sccondary sclool

one year

two years

threc ycars

four years

five years

moire than five ycurs

7. Check the appropriute response indicating degree or degrecs earned

Bachelors .

Masters .
Voctorate

Bachclors and Masters

Bachelors and Doctorate

Bachelors, Masters, and Decctorate

Ot!l(.’.?

was ycur ric3t recent degree obtained?

1965 or later ¢
1960~-64
1955~59
1950~-54
1940-49
1930-39

.Bef ore 1930

9, Major field oi preparation for tecaching

Mathematics

Science

English

Social studies (history, goverunent, geography, etc,)
Foreign .anguage

Music or urt

Business education

Physical cducetion

Other

10, Specific college or university coyrses taken in the field of administra-
aind supervisien

Administraticn of the secondary school

Supervision

Curriculua

Educational psychology

Evaluation, neasuressnt, statistics, or cducational rosearch
History and philosophy of chucation '

Other

I

11. Do you live in the communily wherc tho schecol is loccated?
y 3

Yes

Ko 2G5

R
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Page thrce

12, How mauy conferences, sewinars, profcssional meetings (include collcege
and university courses, lectures, cte.) specifically perteining to your
role as an administrator have you aitended during the last year?

(0) Romne

(1) One to five

(2) Hix to tem

(3) Eleven to fifiecn
(4) Sixteen to twently
(5) Morc than 20

Indicate the number of memberships you hold in academic and/or profession-—
al associations

(0) Dzlong to none
(1) One to two

(2) ‘hrece to five

(3) More than five

Number of books you have read during the past year which relate
directly to the field of education ar
' P
(0) Xone
(1) One to three
(2) Four to six
(3) Seven to nine
(4) More than 1C

-
Number of books you have read outside the ficld of edud!&ion during
the past year

(0) Xone

(1) One to three
(2) Four to six
(3) Seven te nine
(4) More than ten

Number of periodicalé to which you subscribe rclating to-the fiecld of
education :

(0) Nonz

(1) One to three
(2) Four to six
(3) Seven to nine
‘(4) DlMore than ten

Please recad questions 17 through 29 carefully before responding. Ia these
questions various duties oi tasks of the administrator are listed, Please
estimate the hours per weck you devote to cachh of these areas, T

17. Classroom Teaching

(0) Less than an hour per week () Ten to twelva hours
* (1) One to thrce hours per week (&) Thirteen to fiftecn hours
(2) Four to si: hours (€3 Sixtzcn to eightoen bours
(3) Seven to nine hours (7) rinetcen to twenty-onc hours
(8) lorc than twenty-one hours

o I




Page four

18,

20.

21,

24,

office and Administrative Routine

)

&)

(2)
(3)
(4)

(0)
1)
(2)

Less than an houwss per wecek (5)
one to three hours o (6)
Your to six hours (7)
Scven to ninc howrs )

Ten to twelve howrs

Classroom visitation and supervision of.
Loss than an hour per wecek (5)
one tc threce hours per week (6)
Four to six houws (7
Seven to nine hours (&)

(3)
1)

Contacts with pupils (interviews,

0
¢9)
)
(3)
)

gstaff or faculty mcetings end consult

Ten to twelve hours

Less than an hour per week 5)
Oite to thrce hours (6}
Four to six hours N
Scven to nine hours (8)

Ten to twelve hours

or in small groups

Thirteen to fifteen hours
gixteen to cighteen hours
Nineteen to twenty-one hours
More than twenty-onc hours

instruction

Thirteen to fifieen hours
Siztcen to eighteon hoawrs
Ninctecn to twenty-onc hours
sore than twzpty-one hol's

discipline, counseling, advising, etc.)

Thirteen to fificen hours
Sixteen to eighteen hours
Nincteen to twenty--one hours
tiorc than twenty-one hours

ation with teachers individually'

(0) less than an hour per week

(1) One to threc hours

(2) Four to six hours

(3) More then six hours

Development and revision of the class schedule

(0)
)
(2)
3)
(2)

Less than an hour per week
One to three hours

Four to six hours

Seven to nine hours

More than nine hours

Attendance at assemblies

(0
(1)
(2)
3)

Less tihan an hour per week
One to tires hours

Four to six hours

More ihan sis housr

Mecting with consultants, visitors, parents, etc.

()
(1)
(2)
)
€9)

Less than one hcur per wveek
Onc to three hours

Four to si:x hours

Seven to nine hours

iore than nine hours

)
ks
kA
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Yage five

25. Admiunistrative demands related to school meals, transportation and
building uaintenance

(0) lLess than one hour per weck
(1) oOne to three hours

(2) Frour to sir hours

(3) Scven to ninc hours

(4) Ten to twelve hours

(5) Lore than twelve

Attendance at meetings of parent groups, conmmity organihations, ecte,
which relate te the pregram and activities of the school during the
past ycar,

(0) FNoue
(1) oOne to five hours
(2) six to ten hours
(3) Eleven to fifteen hours
- (4) Sixtcen to twenty hours
(5) Twenty-one to twenty-five hcurs
(6) Morc than twenty~fivce hours

Conference and meeting attendance related to activities of the school

(0) less than an hour per week .
(1) One to three heurs

(2) Four to six hours

(3) Scven to nine hours

(4) Ten to twelve hours

(5) Morc than twelve hours

Time you spend in planning {apart from adpinictrative duties or managoement
of details)

(0) 1Lless than an hour per weck
(1) One to thrce hours

(2) Four to six hours

(3) Seven to ninc hours

(4) Ten to twelve hours

(5) MHore than twelve

Recruitment and orientation of staff (e.g., to cover absenteecisn,
change in assignments, esc.)

(0) Less than an hour per weck
(1) oOne to three hours

(2) Four to six hours

(3) More than six hours

.

Check the professionsl assistance you utilize in adninistering the school
programn

(0) Fuli-time assistant or depuly
(1) Part-time assistant or deputy
"(2) Released tirme for departmental chairmen
(2) Guidanct or careers director with releascd ilimn
(¢) Other




Page six

31, What sceretavial and/or clerical assistance do you have?

(0) Pari-time secretury ' .
(1) PFull-time persean :

(2) More than ona full-time and less than two

(3) "Two full-time persons

(4) More than two aad less than three

(5) Three full-tiwz persons

(6) More than three full~-time persons

32. Number of weeits during caloudar ycar you sve under contract

(0) Thirty to thirty~thrce wecks

(2) 34-37 wecls

(2) 38-41 wecks ¢ .
(3) 4245 wecks

(4) 4G6-42 wecks

(5) 50-52 weeks

33. Pleasc circle the relative importance of various ways in which you
assess the success of your school prozranm.

very - of 1little
. Iuporiant EE— importance
Examination Results 1 : 2 3 4 5
Responscs from parents 1 2 2 ¢ 5
and patrons
Responses {rom present 1 2 3 < 5
and former pupils
College or university success 1 2 3 4 5
Adjustrent into the world of 1 2 3 4 5
work
Systematic follow-up of 1l 2 3 £ S
students after leaving )
school
Periodic evaluation by staff 1 2 3 4 5
Reports of advisors, inspectors 1 2 3 4 5
and outsid2 e:perts
Youth organizations l 2 3 4 S
Youth Employment officer 1 2 2 < S
Social welfare workexr 1 2 3 4 5
Probation officer 1 2 3 4 5
Educational welfore ofiicer 1 2 3 4 5

Others: (Plzasc list)

o et m———— o=
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IIDIATA UNIVERSITY
TEACHLR QUESTIONRAIRE
UBITED STATIS SCHCCLS

You should have a questionuaire, a spsceial answexr sheet ond a peucil. You are

to rcad the questicn and selcet the wesponse which applies to you. In the answveyr

spaces for questions one, two, thica, four and five you will enter your identi-
fication nunbey as was cxplained to you.

Begin with question nuabzr SXX helow.

G. vox

(0) MNale
(1) PFemale

'Look at the answexr sheet and find the row marked §. With your pencil, make a

heavy black mark inside the space which matches tiio number which suits jyou.
if you nre wmale, you should have marked the answer sheet like this:

1 2 2 4 S ] 7 8 S
DK Y L e L] Y ¢ o s R LY Y
o
6. o.“{; LI CRCI ] o LI ) ce e ¢ o vo e CRC I s e

~.

7. and 8. Enter your exact nuabor of years in the appropriate coluwns in guestious

seven and eight.

For example, if you are 54 years of age your answer would look 1ike

this:

o] ) 2 3 4 5 6 7 e o
OSSR - OIS

o] 1 2 3 4 5 6 7 8 9
o  LoLoLouLoERLDDUD LD

21

B: SURE THAT YOU HAVE FILIED I JUST ONi SPACK FOR EACH ANSYER NUMBER.

If you make a mistake, it is important that you erase carefully and thoroughly.
ral:e sure that you stay inside thz dotted lines.

Do not bend, curl, or make any stray marks on the answev sheets.

Be sure to blacken the space oa the answelr sheet wvhich motches your response oil
this questionnaire. .-
Plecase feel free to ask questions if you are in douit regarding your respoases.

LEASE TURN TIIE PAGE FOR CURSTION INULIRNR C.

BE SURE YOU WORK ACROSS THE AllSVER SHEIT FROM LIFT TO RIGET,

<314




9, fType of school in wlich you are currently tcoching:

(0) Juniox high school (grades 7, 8, 9)

(1) Junior high schood (grades 7, 8)

(2) Sonior high school {grades )G, 11, 12)
(3) Seaior high school (grades ©, 10, 13, 12)
(4) Junior-genior high school {grades 7 - 12)

10, Subjecct-nuatter you are currently teaching:

(0) English

(1) Reading

(2) Bnglish, inclwding reading
(3) HMathematical subjects

(4) Scicnce subjects

(5) Scieauce and wath subjects
(6) Othexr

11, Grade levels of pupils in your classes!

(0) 7th

(1) 8th

(2) 9th

(3) Two or mere grades 7 through 9

(4) 10th '

(5) 11ith R
(6) 12th

(7) Two or more grades 10 through 12
(8) Two or more grades 9 through 12
(¢) 1Two or wmore grades 7 through 12

12, Length of training in yeaxs (post high school)

(0) one

(1) two

(2) three

(3) four

(4) five

(57 six

(6) socven

(7) wmore than seven

13. Indicate degresoa carned

(0) Yome :

(1) Two-year training certificate

(2) BDBachelor’s ;

(3) Two-year training certificate and Baclkaloris

(4) Master's

(5) Education Specialists

(G) Doctorate .

(7) Bachelor's and Master's
: (C) Bacheclors, ilaster's and Doclorate
: © (9) Other

*
¥
e B A et




4.

(0)
)
(2)
(2)
(%)
(s)

(0)
)
(2>
(3)
(4

16.

(0
(1)
(2)
(3
(4)

inficate the type of institution Srow which your first

Indicate the type of institution Irom which youwr

Indicate the type of institution from which your third degree was carned:

degree was obiloined:

Junior College

Technical Jaatitute
Libasral Arts College
Teachey-Training College
Univeirsity

Otherx

sccond degwee was obtained:

Technical Institute

Libersl Arts College _

Teacher Tiaining Collcgo .
Unjversity

boes not apply

.. e

Technical Institule
Liberal Arts College
Teacher Training College
University '
Does not opply ’ :

P e

17. Professional Training received in preparation for teaching at which, level:

(0)
1)
(2)
(3
(4)
(5)
(6)

43, 19, 20, 21.

Elementary

Junior high

Sccondary

Flewentary and Sccondary
Elementary and Junior high
Juniox high - Sccondary
Collegs .

Inlicate the ciract year in which your first degree was obtalaed
(as you did for your agg). Be sure that you enter just one for
each question number.

For example if your first degree was cbLtained in 1947, your
answer would look like this:

] 1 2 3 4 5 6 7 8 ]
w. L. 8oL ‘
o 1 2 3 4 5 & 7 &  9-
Yo,  aen ULoLoLonD DL &
0 1 2 3 4 5 6 7 R o é
20, i e ULoER UL UL LD ;
(4] 1 2 3 4. 5 6 7 s o g
cee  ere ese ese ses aee ees ese aees ees 3
S S




30.

31.

35.

22, 22

2, 24, 25, Indicate the ~acl year in wilch your sccond degre? wos obtained
(as you did in questions 16-21 fox youx First degree). If you
ave not received a sccond degree, skip questions 22, 23, 24, 25

and go on to Guestion 20.

26, 27, 2, 29. Indicate tho esact year in which your third dagree was obtaincd

(as you did in the guestions above for your sccond and first
degroes). X you have not veoecived a thivd degree, skip quostions
26, 27, 26, 29 wmd go on to question 30.

Vhat amount of in-scrvice trauining have you had during the past five ycars?

(0) ¥Fo in~service training

(1) Xess than one waek

{(2) 1 - 3 vecks ,
(3) 3 - 6 vceks

(4) 6 - 12 vecks

(5) 13+ weeks

How many lectwres or shoxt seminars have you attended curing the last two

years?

() Xone

;) 1 -3

(2) 4 -6 :
3 7-9

(4) 10+

I7 you have a prescribed sylizbus, do yon fecl that it places restrictions
on tha vay 3$n which you teach?

(¢) Yes

(1) No

(%) Does not apply

1t yocu have required tentbooks, 6o you feel that they place yeatrictions on
the way in wiich you tcuci?

(0) Yes
(1) XNo :
(2) Doas not apply

If you have in eaploy sct mothed= of teaching, do you feel that this places

any restrictions on the way in which you teach?

(0) Yes
(1) No
(2) Does not apply .

sis place & restriction on the wuy in

Do you consider that standardized iesis

which -you tcach your stbject? -
(0) Yes

(1) No ’ .

(2) Doec3 not apply . -

N SR G p e o SR S



36 and 37.

had in the appropsiate columms for questions 38 .and 37. (as you did

for your age and yoars iun vhich degrees vere obtained).

For example, if you have taught for 34 years, your answer would ook
like this: .

0 1 2 3 4 5 6 7 8 9
S SR OR - S SRR RO

0 1 2 @ 4 5 6 7 8 9
N OO TSRS ORE < S OS ORISR

Fnter the exact numboxr of yenrs of teaching experience which you have

BE SURE THAT YOU HAVE FILLED IN JUST ONE SPACE FOR BACH QUESTION NCMBER,

(2]
39,

Do you live

(0). ch'
(1) Xo

S$pr the community where this school is located?

39, IHow many community organizations, such as clubs, associations, or chureh

e s 2 o s ST

4G,

et AT 8 SR I P et s v . ' . toe

B g U S R E S PR T
9
.

spousoxed groups (but not to inclwde chuirch congregations} do you belong

“to in this town?

(9) None

(1) One

(2) Two ‘

(3) Three or more

How importaht would you say education is in comparison with other activities

.

in {this conmunity?

(0) Moré juportant than most othex ectivities
(1} About &s important as other activities
(2) Less important than other activities

Vhich one of the following scews to be wost important_for the pupils in

this

(0}

school?

Pleasing their parents

w(l) Learn;ng as wuch as possible in school
(2) Living up to religious principles and ideals
{3) Being accepted and liked by other pupils i .

U T e e T 0 e e MR 13w
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42, Suppose the circles below rvepresent the activities that go on iu this com-
wend.ty.  Low far out ivow tho center are you? TFill in the appropriate
number on your answer shoet. : ’

/;”‘m\

43. Generally, how do teachexs fit into this community?

(¢}
(1)
(2)
3

fmoag those who make iwportant decisions for the community

‘setive, but not decisicn rakers r

Oxrdinary members of the comamity
Hot really part of the community at all.

44. Yow do you feel about this corhmunity?

(0}
(1)
(2)

I fecl that X belong to this community and it is wy houe
I feel quite close to this camvunity but I do not congider it wmy home
I do not feel very close to this commmity. ~

45, Vhich onc of ihe fo].lowing' seems most impoxrtant if a boy is to be adwired
by the pupils at this school?

€)
)
(2
)
(@)
(5)
(2}

Coming from the right family background
Heving hugh grades, a good student

Belng an outstanding athlete .

Being in the "right” erowd, the leading clique
Being popular with girls ' :

_Having nice clothes or a nice car

Being a leader in school activitics

46. Vbkich one of the followirig seems least smportant if a boy is to be admired
by the pupils. at this ‘$chool?

(0)
(¢D)
(2)
3
(4)
(5)
(6"

Coming ‘fyom the right family bhackground
Having high grades, a good student

Being an outstanding athlete .

Being in the "right" crowd, the 1ecading cliqua

Being pobulsy with girls " '

Having nhice clothes oxr a nice cex

Being a leader in school activities ”

219




4%, \hrich one of the following scems wmost iwpoxtant if a glrl is to he adnived
by the pupils at this sclhiool? :

(0) Coming from the xight family background
(1) Having high grades, a good student

(2) Being an outstanding athlete

(3) Being in the "right" crowd

(4) Being popular with boys

(5) . Having nice clothes ox a nice carx

(6) Being a leader in school activities

(7) Being physically etiractive

43. Which onc of the following seems Joast important if a gir) is to be admired
by the pupils at this school? i :
(0) Coming frow the right family background
(1) Having high grades, a good student h
(2) DNeing an outstanding athlete
(3) Being in <he "right' crowd, the leading clique
(4) Beiug popular with boys
(5 Javing nice clothes ox a nice car
(G) Reing a leader in school activities
(7) Being physically attractive

-

;:,;u'i‘, o e

hed

Please be sure that you have woxked across the answer sheet from left to right,

i Please check to see that you have filled in just one response for each question.
12 you have erased, please be sure that your erasures axre clean and complete.

Your answers should £ill in only the spaces between the dots. . |

YOUR COOPERATION IN THIS STUDY IS GREATLY APPRECIATID. THANK YOU VERY MUCH ,
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AYPEEBLIN J SUBINCY SATTER COaTERT FORM

Schaols

-

Coursc: ’ Grade level:

Voo

Text (8): authors:

title:

publi.shing co.:

date of publicntion:

vlease indicate the major subject mabter topics covered in this coursc and
the approximate percent of total time devoted to the ltopic:

Topic Percent of course time
usually sllocated
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