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ABSTRACT

Much comment and considerable theorizing has taken place about
those students who appear to be unable to achieve any degree of success
in the regular classroom for whatever reason. The present investiga-
tion had two primary purposes: (1) To determine some characteristics
of "slow learners"; and (2) To test some predictions concerning the
students' achievement in W. P. Wagner High School.

The subjects for this study comprised seventy-eight boys and
sixty-five girls selected from each of Years One, Two, and Three. All
subjects were administered a battery of tests at two poinfs in time,
followed by an individual interview.

Strong support was found for the prediction that the Wagner
students would score higher on the WISC and WAIS than the limits
established for a slow learner (1.Q. 75-90). |1 was also evident
that the boys and girls represent two distinct populations in this
dimension. Support was found for the prediction that there would be
a significant difference in socio-economic status between the popula-
tion under study and their counterparts in an academic program.

Lipsitt's Self-Concept Scale and Coopersmith's Self-Esteem
Inventory indicated little support for the prediction that signifi-
cant improvement would take place in self-concept. Performance on
Eysenck's Junior Personality inventory did give support to the pre-
diction that on the dimension of extraversion-introversion and
neuroticism there were differences between the population under study

and other school populations.
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in the area of basic skills, significant gains over time were
recorded in achievement in English and mathematics. No corresponding
gain in science was observed.

Sex differences were discovered within the school in self-
esteem, science, mathematics, |.Q., neuroticism, extraversion, mathe-
matics, and vocabulary.

Considerable support was found for the prediction concerning
the students' attitudes towards their current teachers. The teachers
in Wagner were held in high regard, while few favorable comments wére
made towards former teachers.

As predicted, the vocational program was considered primary
by all subjects while the academic offerings were not viewed favorably.
The students appear to define themselves dominantly in vocational
terms, making improved showings in activities related to vocational
curricula.

The school and offerings received positive reinforcement with
most students indicating satisfaction with the opportunity for pursuing

vocational interests which are of immediate concern to them.
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CHAPTER |
INTRODUCT ION
. GENERAL

During the las+ three decades of the nineteenth century, com-
pulsory elementary education was :introduced in liberal-capitalist
democracies, partly because the governing authorities were compelled
to extend the political franchise to nearly all males over twenty-one
and partly because technological developments required a level of
human skills, intel lectuat, physical, motor, and combinations of
fhese,'which could not be achieved by the older'informal schooling in
simple manual practice. The result of this new popular form of educa-
tion was a duplication in schools of what had been happening in society
for the last century, i.e., a pile-up of children in the lower grades
of schools (the counterpart of the siums) who had neither the innate
endowment nor the motivation, nor, possibly, both to make significant
progress in the conventional school where the curriculum was of a
conventional academic type, resembling that in its private, fee-paying
counterpart. The difficulties that ensued from legislafion ensuring
that no child shall leave school until he has secured at least the
minimal essentials of an education was well stated by Goodenough
(1949, pp. 15 - 16):

In the first decade of the twentieth century, there was |ittie
concept of adjusting the curriculum to +he needs and abilities
of the individual child. Grade requirements were rigid and
formalized. Promotion depended upon a child's mastery of the
subject matter prescribed for his grade. Teachers were expected

to know the subjects which they taught and to be able to enforce
order in the classroom. That they shouid also know something



about children was a novel Idea just beginning to affect the
thinking of a small number of the more advanced educators.

The backward child, the slow-learning child, was known to every
teacher at firsthand, but few had any idea of dealing with him
beyond non-promotion and punishment If he failed to conform to
classroom rules. Thus, It came about that the primary grades

in many cities, especially those having many chilidren of foreign-
born parents, became clogged with children whose ages ranged

all the way from six to sixteen years. Rarely were any special
arrangements available for the older children.

While the educational authorities of the day saw this problem
in academic terms--couild the child learn the curriculum or was the
child unable to do so because of mental retardation, a state which
French psychiatrists had studied for many decades (Goodenough, [949)--
there were a new breed of thinkers in the wings, notably John Dewey
and Stanley Hall, who saw the school, not as a place where conventional
learning took place, but as a place for transforming society by trans-
forming people. In other words, they saw the school as a place for
inducing conceptual change which would be the precondition for two
desirable forms of social change so necessary in the United States
in the late nineteenth century: (a) the assimilation of Tmmigranfs
info the "American way of |ife" and (b) the controlling of the
oscillations of booms and depressions that characterized that country
in the last two decades of the century. The last point, most relevant
to this study, was stated by Hofstadter (1966, pp. 362 - 363):

Dewey was also trying to find the educational correlates of a
democratic and progressive society. How can one construct an
educational system that will avoid perpetuating all the flaws
of existing society at the root simply by molding children in
itfs own image? |f a democratic society is truly to serve all
its members, it must devise schools in which at +he germinal
point in childhood, these members will be able to cultivate
their capacities and, instead of simply reproducing the
qualities of the larger society, will learn how to improve

them. |1+ was in this sense that he saw education as a ma jor
force in social reconstruction.
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The paradox is that while Dewey failed in his goal, as an
educator, philosopher, and politician--this point has been documented
by Lawson (1971)--nevertheless he was wildly successful in his
advocacy of the school as a means of soclal reform. As is well
known, corporate capitalism in & |iberal democratic society has a

system of insane priorities which has been well described by Galbraith

(1970, p- 47):

The system is gravely deficient in two other respects. |fs
performance is highly uneven. In about half the economy--that
half characterized by the large corporations or where needs

of the large corporations are being served--production is
efficient, men are well paid, for those who belong there is no
poverty. In consequence, over supply of automobiles, gasoline,
highways, household appliances, detergents, gargles, space
vehicles and weaponry is excellent. Outside of the world of
the large corporation the performance is far less reliable—-
or satisfactory. This is especially true of that part of the
economy which makes urban life agreeable or even tolerabie.
Housing, surface transportation, hospital and health services,
street cleaning, police services and the courts, other munici-
pal services and education are provided with increasing rela-
+ive and often with increasing absolute inefficiency. And
poor productive performance in this part of the economy is
matched by poor employment conditions. Jobs are poorly paid
and vulnerable (as in the case of public employers) to infla-
+ion. In further consequence of this and other factors,
income inequality is increasing. Thus, although national
income and gross product continue to rise, they disguise an
increasingly disparate performance within the economy. And

i+ is from the disparity that the urban dwel ler and especially
+he urban ghetto dweller, suffers. He has tTo live with the
fact of the poor performance and the poor wages it pays.

.

The Canadian correlates of this state of affairs is given by

Taylor (1970, p. 35):

Thus, for 1969--a year in which essential public expenditure was
cut to the base; in which provincial governments were unable to
meet growing needs for education; in which Canada's housing
crisis deepened for moderate income famil jes--Ford and Chrysier
announced retooling programs costing respectively $100 million
and $75 million. No one would seriously claim that we need a
new model of a Meteor or Plymouth more than we need schools or
houses. Yet it is never proposed in orthodox circles that the



automobile companies' plans might be put off to another year
in order to allow high-priority public Investment to go through
without over-heating the economy. Why?

In this year, however, the Ontario government issued a report,
Living and Learning, in which the blame for all the ills of corporate
capitalism--its slums, racial dlscrlminafion, inabillty to solve the
inflation problem thch, paradoxically, its success ensures, its
depredation of the individual as a human being--were laid at the feet
of teachers. |In other words, Dewey had found the needed scapegoat
and his institutional home. No capitalist worthy of the name would
ever allow such a victim to escape perennial whipping.

Why do educators allow themselves to be pushed into this status
of a whipping boy? The best guess is that Dewey had a student called
Car! Rogers, who transliated Dewey's political-philosophical terminology
into psychological terms. "Growth", an absurd metaphor (Hbfsfadf;F; f§66,
p. 372), became "self-actual ization", a concept of the motherhood,
footbal | type, and the school was the hot-house where this process
would be given its start. In his book entitled Freedom to Learn,
Rogers (1969, p. 295) states:

Here then is my theoretical model of the person who emerges from
therapy or from the best.of education, the individual who has
experienced optimal psychoiogical growth--a person functioning
freely in all the fullness of his organismic potentialities, a

person who is dependable in being realistic, self-enhancing,
socialized, and appropriate in his behavior; a creative person,

whose specific formings of'béHéVIBF*éFé"ndf'easily'prédicfable;
a person who is ever-changing, sver~daeveloping, always discover-
ing himself and the newness In himself in each succeeding moment

of time.



2. SPECIFIC

No one is going to be surprised in the least that the contem-
porary romantic school of "radical" educational critics (in Gross and
Gross, 1969) should place on teachers the impossible burden of pro-
ducing a new generation, creative, spontaneous, with all their "'poten-
t+ial" developed; if only because these critics rarely go near a school.
More astonishing has been the recent conversion of school administra-
tors, particularly in the United States (Divoky, 1969, pp. 330 - 350)
to this conception of the +eachers' function. The suggestion was made
by a local administrator (Wagner, 1969) that "slow-learning" children
should have as good a chance as their faster-learning counterparts
+o be creative, imaginative, and so forth.

On January 30, 1964, W. P. Wagner, t+hen Superintendent of
Schools, presented to the Education Committee of the Edmonton Public
Schoo! Board a report on Secondary School Programs and Accommodation
Needs with Particular Reference to Voecational and Ocecupational Needs
(Wagner, 1964). In the main the report dealt with the needs of the
slow learner.

Wagner indicated that this is a large group encompassing Two-
fifths or one-third of all the pupils entering the secondary schools.
"For these a new approach must be taken. To revise existing academic
programs, to water down existing courses, is not good enough. A
complete change in our thinking is needed."

In dealing with the responsibility of schools Mr. Wagner
stressed the principle of universal education at the secondary school
level. The implications indicated were that conven{ional'program

offerings cannot meet all student needs or demands, and in acting in
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the infeégsfs of all pupils we must recognize that all are not intel-
lectually equal. |f was felt that the range of capacities was growing
and that we could no longer "force" students into programs for which
they are not able.

. Wagner saw each type of school trying to develop knowledge
and skills. With the rapid learner no difficulty is expected, but
with the slow learmer who acquires skills with difficulty there is a
lesser amount of knowledge grasped in the same time span. The sug-
gesfiog was made that to expect all students to cope with the same
curriculum and standards of achievement was unfair. As well as
developing skills in reading and writing, the slow learner has to
develop his imagination, his capacities for "thought, judgment, enjoy-
ment, and curiosity."

In euphemistic terms and without attempting any definitions,
it might be said that the school was designed to release whatever
"|atent potential™ the students had by a program of individualized
instruction. The focus of the program was to be on the development
of indiyiduals rather than on courses. Occupation orientation, train-
ing in general vocational skills, and continuing education were to be
parts of this developmental process as well as such academic and
social values as clear thinking, creative expression, effective work
and study habifs, good mental and physical health, social graces,
worthwhile use of leisure time, and ethical conduct.

Now, no student of the Wagner school can afford to take
seriously Wagner's own rationale fof'f+§ ekisfence. What can be done

is a study of the characteristics of its students and of the influence

of the school on them.



CHAPTER 2
AN ORIENTATION AND SURVEY OF THE LITERATURE

This survey has two purposes: (a) the gathering of hitherto
uncol lected data about subjects in this "separate" vocational school
for slow learners--a justifiable "fishing expedition”" with test nets
based on hunches and practical requirements; (b) the testing of
theoretically based hypotheses about some characteristics about the

school, the students and the effectiveness of the programs.

I. REVIEW OF THE LITERATURE

befinifion Problems

Various terms have been used to describe those whose learning
capacities appear to be impeded. Students with apparentiy similar
or related problems are often referred to as "mentally handicapped",
"feebleminded", "culturally deprived", "disadvantaged", "mentally
atypical", "backward", "subnormal", et cetera. In homogeneous rooms
they are the special or opportunity class and in heterogeneous rooms
they may belong to the "Blue Jays" or "Squirrels".

The literature would indicate that a slow learner is an
individual who either because of poor maturation or achievement or
intel l igence or combinations of these three, is considered by appro-
priate authorities to be incapable of sfgnificanf achiévemen? in The
matriculation high school program.

Younie (1969) has pointed out that the term cannot be used
to generalize a list of standard characteristics, as in some instances

entire schools are designated as being "slow students" irrespective

7



of the relative intellectual achievement potential of individual
students. Featherstone (1951) sees the difficulty of the siow learner
in his ability to abstract and symbolize. Johnson (1950) uses the
model of mental retardation indicating that the slow learners compose
the largest group of mentally retarded persons. An inclusive approach
by Balzau and Keltz (1956) and Orr (1955) suggest the definition of
a slow learner as any pupil slightly below average for whom the
multiple curriculum offered in the high school is not suitable. Dunn
(1959), Smith (1951), and Karnes (1970) indicate that oniy in one
respect are all slow learners alike and that is in their consistently
slow rate of academic learning. For Abramowitz (1970) the siow
learner is anyone markedly deficient in areas of reading comprehension,
oral and written expression, computation, and persona! motivation.

For purposes of identification, Garrison and Force (1965),
Witty (1961), Johnson (1964), and others have categorized slow learners

as falling within the 1.Q. range of 75 to 90 on individual tests.

Socio-Economic Status

While there are many variables functionally related to learning
disabilities, many authors have focused their attack on socio-economic
status. Various phrases have been used to describe the term "lower
socio-economic" and, in order to overcome the definition problem,
Riessman (1962) uses the terms "culturally deprived", "underprivi-
leged", "disadvantaged", "lower class", and "lower socio-economic™"
interchangeably.

According to such researchers as Bowman and Matthews (1960),

Allen (1956), Sheldon (1958), and others, approximately 85 per cent
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of school dropouts come from families of low socio-economic status.
A study from the state of New York (1962) revealed that one-third of
the drop-outs came from families with a history of pubiic or private
assistance.

The extent to which children of the lower class fail to perform
'in schoo! as well as those of the middle or upper classes is shown in
the studies of Porter (1961) and Hall and McFarlane (1963). From tTheir
findings it would appear that a lower class child is only half as
likely to remain in school (at least until the end of high school)
as is the upper or middle class child. This is felt to be the result
of the cultural deprivation a chiid experiences as a member of the
lower class. He is handicapped in school because he lacks a home
environment which includes books, intellectual discussions, and
parents who value education.

Labercane and Armstrong (1969), in an Edmonton study, con-
cluded that lower socio-economic students operate at a lower level of
conceptualization than upper socio-economic students. They discovered
a tendency for the lower socio-economic students +o regress in terms
of conéepfualizing ability, a finding which points to the necessity
for some kind of infefvenfion by educators to overcome the "cumuiative
deficit phenomenon" hypothesized by Deutsch (1965). Social class
factors such as home environment, and education and income of the
parents appear to play the dominant roles in +the development of ian~
guage for the young child. The work of Deutsch (1965), Bernstein
(1965), Hess and Shipman (1965), and others has pointed out the role

that social class plays in impeding or promoting the development of
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intel ligence, vocabulary, and reading. Johnson (1970) concluded that
the backgrounds of culturally disadvantaged students prevented them
from achieving success with respect to a middle~class curriculum. The
cultural ly disadvantaged student lacks the experiences, the concepts,
the language system, the learning style, the Interests, and the general
information the curriculum expects and extends. Thus, their non-
achievement is the result of debilitating cultural factors and they
are at a disadvantage when they come into contact with a curriculum

devised by and for the dominant culture.
2. PERSONALITY OF THE SLOW LEARNER

While it is widely believed that siow learners as a group have
poor personalities and are less well adjusted than average or bright
pupils, there is no evidence, according to Johnson (1964) and Feather-
stone (1951) from research and reported studies that the slow learners
as a group have any specific emotional and behavioral characteristics.
Johnson (1964) suggests that slow learners have the same basic wants,
needs, and desires as all children, and like all persons, they have
need for feeling that they belong, that They are intrinsically of value,
and that they are accepted and a part of a group.

Karnes (1970) suggests that socially and emotionally slow
learners tend to be less mature than their brighter peers with 50 per
cent having poor emotional adjustment, and many being discipline
problems. Wrenn, Ferguson, and Kennedy (1936) found support for their
thesis that slow learners manifest feelings of inferiority that are
compensated for by assuming greater social aggressiveness. Barbe

(1964), Witty (1961), Havighurst (1958), Dunn (1959), and others



believe that slow learners become frustrated when they begin to feel
apart from the total group in tTheir inability to perform the same kinds
of tasks as}fhe rest of the children. They react to their frustrations,
many become agressive and because of this aggressiveness, they become
discipline probiems.

Johnson (1964) accounts for the aggressiveness that leads to
discipline problems by indicating +hat little or no attempt is made to
provide a curriculum designed in reference to their peculiar needs and
characteristics, or to adapt the methods of insfruction in relation to
their intellectual abilities to learn.

Witty (1961) and Abraham (1961) suggested that slow learners
experiencing a succession of failures develop compensatory mechanisms.
While some students may exhibit aggression because of their feelings
of insecurity and inferiority, others will exhibit withdrawal, indif-
ference, nervousness, anxiety, attention-getting, or non-conformity.
Featherstone (1951) attributes these characteristics to the slow
learners! inability fto cope with subject matter which to them is
meaningless and purposeless.

Harrison and Scriven (1969) labelled the slow learner as often
apafhefic; diffident and moody. In an extensive piece of research
Lightfoot (1951) found significant differences in favor of slow
learners in seclusion, placidity, and dependence. Significant dif-
ferences in favor of the bright group were found in achievement,
affiliation, autonomy, creativity, and dominance.

in reviewing the literature on the slow learner, Harrison and
Scriven (1969) found a recurring theme of the self-esteem of the slow

learner being eroded by years of repeated failure, frustration, and
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rejection. The negative effects of continuous failure and frustrated
learning experiences have received much attention and no elaboration
is needed.

In summarizing the characteristics of siow learners, Johnson
(1963, pp. 56 - 57) states:

Evidence strongly indicates that where programs have been insti-
tuted, designed specifically to meet the needs of siow learners,
most anti-social behavior is either materially reduced in
intensity or vanishes altogether. Truant and delinquent behavior
and attitudes of disinterest and dislike for school and learning
activities are not inherent in the slow learners, although they
are often considered to be of an intrinsic nature. They are,
instead, a reflection of their reactions toward continuous frus-
+ration, failure, and subjection fo meaningless activities--a
perfectly normal reaction.

3. SPECIAL PROGRAMS AND "SEPARATE" SCHOOLS

FOR SLOW LEARNERS

While the l|iterature contains some information on separating
the mehfally retarded from the reguiar classroom, little evidence
exists as to the efficacy of separating the slow learners from a
heterogeneous setting. Some information is availablie on work-
experience programs established for slow learners and dropout prone
students.

Studies dealing with the desirability of separating the men-
tally retarded from the regular school or classroom were conducted by
Bennett (1932), Pertsch (1936), Blott (1958), Liddie (1959), Osterling
(1960), West (1961), Meyerowitz (1962), and others with similar
evidence which indicated lack of concrete evidence that would substan-
tiate the value of separate education.

Wagner High School does not purport to be a school for the

retarded, but rather is a school that provides a curriculum, program,
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and services which are désigned to rehabilitate slow learners who are
school dropout and unemployment prone.

Some effort has been expended in trying to meet the needs of
this type of student. Bowman and Matthews (1960), as a result of
their study on motivation of youth fér leaving school, recommended
that schools give serious consideration to grouping children with like
abilities for instructional purposes and consider providing remedial
teaching for those who need such special help. Their recommendations
for curricular adjustments include preparation of youth, especially
boys, for vocational success by providing counselling and closely
supervised work-experience programs. For girls, they recommended
preparation %or marri;ge-énd faﬁfly IiQingl

Stebbins (1963) reports a personafiiéd curriculum for potential
dropouts in Flint, Michigan. The objectives of the Basic Curriculum
were to include personal development, vocational orientation, basic
citizenship skills, and basic academic skills. Burchill (1963)
reviewed two additional Flﬂnf, Michigan programs--a rehabilitation
program initiated in 1960 conducted in the Junior High Schools and a
voluntary work-experience project for high school dropouts initiated
in 1961. At the junior high level, an after school rehabilitation
program was undertaken. After school the participants would report
to two core area classes: reading-English, sociz! studies-mathematics,
science-health. These students reported in the afternocon for school
and were enrolled in regular non-academic classes. The objective of
this program was to foster changed attitudes in the pupils so that
they would eventually be able to resume full attendance in the regular

program.
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The program at the senior high level was for school dropouts
and involved school-job adjustment training. Classes were conducted
on an informal basis with the courses emphasizing knowledge and skills
needed for subsequent employment. Academic training was continued
in either senior high schools or night schools. Both programs indi-
cated a certain degree of success.

Burchill (1962) cites a work-study program in Santa Barbara,
California, where six high schools co-operate to provide thelr youth
with the opportunity to explore the world of work. This program dates
back to 1953 and provides vocational counselling, job placement,
and work experiences for youth. They receive school credit but no
pay. The vocational work-experience program phase Is set up to provide
experience for the youth that is directly related to the occupation
they want to enter after they terminate their formal education.
Teachers, parents, students and employers responding to an evaluation
questionnaire indicated that the program was a successful one.

New York City's work-experience program was |ikewise cited by
Burchill (1962). This program was initiated in 1955 and was desligned
to prevent juvenile delinquency at the senior high school level. The
overall design of the program is a functional curriculum with emphasis
on job orientation and the basic skills of communications, reading and
arithmetic necessary for job adjustment. In addition to attending the
core program of the project, youth were also enrolled in physical
education classes of the regular program. They usually attended one
regular class outside of work education. The co-ordinators of this

program also act as classroom teachers. Curricular materials and



15
units of work have been developed by the staff. Case study material
indicates that this program is worthwhile.

A research project which had some similarities to that of the
present investigation is that of Longstreth, Stanley and Rice (1964).
The problem of this study was +o determine if the following chéracfer—
istics would increase the holding power of the school: (1) a curricu-
lum designed to appeal to the poTenTial‘dropouT; (2) a stable pupil-
teacher relationship; (3) a counselor who was immediately available,
and (4) afternoon jobs for pay and school credit.

Subjects were selected for inclusion in the program based on
school records of excessive fruancy and tardiness, retardation in basic
academic skills, and poor academic grades. Candidates were classified
as either aggressive or passive in an attempt to form homogeneous
groups.

The results of the study indicated that almost exactly the
same number of experimental students as control students dropped from
school. A greater proportion of +he aggressive students in both the
experimental and control groups dropped from school than passive
students. Experimental students significantly improved in attitudes
about school, however not sufficiently enough to remain in school.
Also, the experimental aggressive students had the poorest initial
attitudes about school, but showed the most increase in improved
affifudes.

An extensive project dealing with the efficacy of a pre-
vocational curriculum, was conducted in Champaign, lllinois, under
+he sponsorship of +he United States Depariment of Health, Education

and Welfare, and directorship of Karnes (1966). A total of 537 youth
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between the ages of 13 and 2| were selected for the project on the
basis of below average and failing grades, low acﬁievemenf, poor

social and emotional adjustment, low socio-economic status homes, and
below average group intelligence quotients. The youth were randomly
assigned to the experimental and control groups. The experimental

group were given a special curriculum with work-experience oppor-
+unities. The results indicated that the experimental group experienced
less abéenTeeism and more realistic vocational goals. The experimental
group did not achieve a higher level of basic skills growth.

Wallace (1970) in a comprehensive review of Co-operative
Vocational Education indicates the possibility of this educational
structure for the problems with which this study is concerned.
Basically, co-operative vocational education involves the student
in a productive employment situation. Also, the employment activities
must be viewed as having educational significance. To bring about
these fwo conditions it is essential that a partnership and a division
of responsibility exist. One of the partners sponsors the educational
‘component of the program and the other sponsors the productive employ-
ment component. Both partners are actively and knowingly committed

to contribute to the educational development of the student.

Borow (1969) offers a note of caution by suggesting that voca-
tional educators more +han other teachers must remain constantly alert
to the distinction between considerations of manpower utilization and ;
those of individual development. He suggests that the vocational
educator owes his chief allegiance to the fostering of individual

development through training and guided work experience.



Certain hypotheses can now be generated: (i) The Wagner
students will show no significant inferiority in self-concept to the
counterparts in the conventional school. (2) Whatever sex differences
may be observed during the "fishing expedition”, the Wagner females
will be significantly less intelligent than their male counterparts
especially on the verbal as compared to the non-verbal components of
that general skill. (3) Certain associated banal predictions can be
made: (a) There will be a significant difference in socio-economic
status between the Wagner students and a normal population. (b) There
will be a substantial difference in attendance between the Wagner
population and other schoél populations. (c) There will be a sub-
stantial difference in students' feelings towards Wagner teachers as
compared to previous teachers. (d) There will be a substantial djf-
ference in students' feelings towards the academic and vocational
programs offered in Wagner High School.

The "fishing expeditions” concern improvements in academic
performance by the students during their stay in the school. It is
speculated that significant growth in science, English and mathematics
takes place while in attendance at Wagner High School. It is also
speculated that §éi’differences will be associated with performance,

a general finding in conventional schools (Bardwick, 1971). While
there is no theoretical basis for the speculation at present, the

results, however, might prove significant for a future theorist.
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Wallace (1970) indicates that research to this point has been
wanting but there are strong indications that co-operative vocational
education will be able to give students a good basic education as
well as on-the-job educational fraining.

The review of the various programs uncovers one major recurring
theme, that is: the need to provide opportunity for, and guidance
toward, adequate personal and emotional development. Emphasis is

also placed on tThe need for success in developing basic skills.
4. THEORETICAL ORIENTATION

A slow learner, characteristically dull, from a poor socio-
economic background, very probably from a broken home which is cer-
tainly without models.and verbal reinforcements shaping up acceptable
academic performance in the conventional school, is likely to define
himself in terms of the reinforcements of domains outside the school
and its verbally loaded curriculum. This idea is consonent with the
recent findings of Gergen (1972). The student will want to do some-

Thing practical and immediately rewarding in which successful per-

formance-will not place a heavy load on his diminished verbal skills
but which will suit his relatively strong non-verbal skills.
The boy, much more aggressive than the girl, will want more

guickly to throw off the academic burden while his female counterpart
plods along more docilely in the conventional school where her com-
parative quietness, passivity and willingness to work may well have a
positive effect on her marks and on the teacher's judgment of her

capacity for continuing in the conventional school.



CHAPTER 3

METHOD AND PREDICTIONS

Subjects

A random sample of sixty students was selected from each of
year one, year two, and year three students enrolied in W. P. Wagner
High School during the 1970-71 school term. The selection was made
on the basis of a table of computer-generated numbers. Calculations
were conducted on 78 boys and 65 girls, the total number of the original
sample who complieted all tests.

Because of the nature of its administrative establ ishment,

W. P. Wagner has no counterpart in the conventlional school system.
Moreover, once it is a school for discards and/or self-discards, no
comparative group can be established by a ftactic such as selecting
and testing a group of random coevals in that system--a task, in any
case, beyond the scope of the present inquiry. However, the investi-
gator, partly because of an occasional absence of test norms and
partly out of curiosity, decided fo glance tentatively at some
comparisons. To this end, he randomly.selecfed some students registered
in social studies at Ross Sheppard Composite High School which, with
boundaries from the river'fn the south to Calder in the nerth, and 121
Street in the east to 149 Street in the west, houses a very varied

group of people.

Procedure
The following tests were administered in order to generate the
data which would permit the testing of the predictions enumerated at

the end of this chapter.
19
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tests used to gather information were:
WISC or WAIS. These tests were administered between January
and May.
The Socio-Economic Index (Elley, 1961, adapted from Gough's
Home |ndex Scale, 1949). This test was administered in January,
1971.
Eysenck Junior Personality Inventory. This test was adminis-
tered in January, 197l.
tests used fé measure growth in self-concept were:
The Self-Concept Scale (Lipsitt, 1958). This scale was adminis-
tered early in January, 1971 and early in June, 1971.
Coopersmith's Self-Esteem Inventory (i959). This test was
administered early in January, 197! and early in June, 197I.
In addition to the tests administered, information on self-
concept was gained from a structured interview conducted with
the sample (Appendix A). Some information was also gained from
a questionnaire administered to the total population in W. P.

Wagner school late in June, 1971.

tests used to measure growth in basic skills were:

Schonel | 's Graded Word Reading Test. This test was adminis-
tered to the total population in SepTember and for the purposes
of this study the test was re-administered to the sample early

in June, 1971.

total school population in the fall of 1969. The test was re-

administered to those students still in Wagner in June, 197I.
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c) |llustrated Science Test (Reese and Peckens, 1968). This testT
was administered early in January, 1971 and early In June,
[971.

d) Wagner Math Diagnostic Test. This test was administered to
t+he total population of the school in September, 1970 and again
in June, 1971. Results were tabulated for those sfudenfg
falling within the sample.

4) The effect of the program, school, and fTeachers was determined by
a structured interview conducted with each individual in the sample,
and by means of a questionnaire given to the total samplie in school

late in June, 197}.

Analysis

) The difference between the means of pre- and post- tests was sub-
mitted to the 1 test for correlated means.

2) Correlations were calculated between all variables under con-

sideration.

3) Differences between sex and years were determined by two-way

analysis of variance.

The Instruments

The S-C Scale. The Self-Concept Scale (Lipsitt, [958) was

used fo obtain estimates of change in self-concept. The Sel f-Concept
Scale contains fwen;y—fwo trait-descriptive adjectives prefaced by
the phrase, "l am . . ." and followed by a five-point rating scale.
Nineteen adjectives are considered positive or socially desirable

attributes, while three are considered negative. The rating



22

categories, scored from | to 5, are entitled "Not af ALIM, "Not Very
Often", "Some of the Time", "Most of the Time", and "All of the Time".
The three negatives lazy, jealous and bashful, are scored 5 to |I.

Using subjects from grades four, five and six, Lipsitt (1958)
reported test-retest reliabilities of from .73 Yo .91. Concurrent
validation was obtained by comparing self-concept scores with scores
of the Children's Manifest Anxiety Scale. He obtained a negative
relationship beTwéen the self-concept scores and anxiety scores as
measured by the Children's Manifest Anxiety Scale, for eéch of the
grades and sexes separately. Fi§e correlations of from -.40 to -.63
were all significant at the .05 level. The negative correlations
indicate an inverse relationship between self-concept and anxlety.

Since the students to be tested had poor reading ability, the
Lipsitt Self-Concept Scale seemed desirable beéause of the de-emphasis
on facility in reading, simple directions, and the brief amount of

t+ime needed for administration.

Self-Esteem Inventory. Coopersmith's Self-Esteem Inventory

(1959) consists of fifty items concerned with the subjects' perceptions

of: peers, parents, school, and seif. Most of the items in the f
lnvenféry were based ﬁpon ifémé selected from the Rogers and Dymond ;
(1954) scale; several original items were also Included. All of
the statements were reworded for use with children age eight to ten.
Five psychologists sorted the Items into two groups--those indica-
t+ive of high self-esteem and those indicative of low sel f-esteem.
|tems are checked as "like me" or "unlike me" and twice the sum

of high esteem items marked "like me" and low sel f-esteem itemns
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marked "unl ike me" give the self-esteem score (Coopersmith, 1959,
Wylie, 1961).

In its final form, the Inventory was administered to two fifth
and sixth grade classes consisting of both boys and girls. The scores
obtained ranged from 40 to 100, with a mean of 82.3 and standard
deviation of Il.6. The mean score for the boys and giris was not
significant. The form of the distribution was skewed in the direction
of high self-esteem. After a five~week period, test-retest reliability
was .88.

The Inventory was subsequently administered to a total of
1,748 children in Connecticut. The mean score for the males was
70.1, with a standard deviation of 13.8, which was not significantly
different from that of the females with a mean score of 72.2 and a
standard deviation of 12.8. The distribution was skewed in the
direction of high self-esteem. After a three year interval test-
retest reliability was found to be .70 with a sample of 56 children
from this population (Coopersmith, 1959).

This Inventory was used to supplement the S.C. Scale and was
selected because of its simplicity and reading facility for the

students under study.

The Socio-Economic Index. The Socio-Economic Index (Appéndix B)

designed by Elley (1961), was adapted from Gough's Home Index Scale
(1949). The original scale showed retest reliability of .99 and a
Kuder-Richardson Coefficient of .74. Correlations with other socio-
economic scales varied from .65 to .88, and previous research with

the scale showed that it was sensitive to differences in verbal
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intel l igence and achievement. The administration of the scale permits
an appraisal of socio-economic level as reported by The pupi! himself.

Subjects circie "yes" or "no" in reply to twenty questions concerning

material possessions of the family.

The Junior Eysenck Personality Inventory. The Junior Eysenck

Personal ity inventory was designed Té measure .the fwo major person-
ality variables of neuroticism or emotionality, and extraversion-
introversion in children. The m;nual accompanying this test states
that, descriptively, there is ample evidence to show that many
behavioral traits are inter-correlated in such a manner that they

give rise to two majﬁr dimensions somewhat in the manner of Figure I.
This figure may also be used 1o indicate the nature of the two factors
involved, i.e., extraversion is characterized by sociability, activity,
optimism, compulsive behavior, et cetera, while introversion is
characterized by unsociable, passive, quiet, thoughtful and reserved
behavior. Similarly with respect fo neuroticism the unstable person
is moody, touchy, usually restless, rigid; while the stable person is

calm, carefree, easy-going, reliable. |+ is not assumed that everyone

will be either an extravert or an introvert, or either stable or
unstable; people can be found at all infermediate stages between these
extremes.

Split half reliabilities for the scales obtained on 3,372
boys and 3,388 girls indicated no great change with age as far as the
neuroticism scale is concerned but considerable increase in reliabi-

lity with age as far as extraversion is concerned.
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Unstable
Moody Touchy
Anxious Restless
Rigid Aggressive
Sober Excitable
Pessimistic Changeable
Reserved impulsive
Unsociable Optimistic
Quiet Active
Introverted Extroverted
Passive Sociable
Careful Outgoing
Thoughtful Talkative
Peaceful Responsive
Control led Easygoing
Reliable Lively

Even-tempered Careful
Calm Leadership

Stable

Figure 1. Infercorrelated Behavioral Traits
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Test/retest reliabilities were obtained on 1,056 boys and
1,074 girls in all. The +ime elapsed between test and retest was one
month. The reliabilities averaged between .7 and .8; they fended fo
increase with age for extraversion and a little less so for neuroti-
cism.

As this is a new scale the authors do not make any validity
claims. Two hundred twenty-nine children, guidance clinic subjects,
have been tested and rated with respect to the extraverted or infro-
verted nature of the sympfoms, and it was found that the group as a
whole was very significantly above the standardization group with
respect to neuroticism, and that there was a very significant dif-
ference with respect to exfraversion between children showing extra-

verted symptoms and +hose showing introverted symptoms.

Schonel | 's Graded Word Reading Test, Test Rl1. Test Rl is

an individual attainment test in word recognition. This test is
composed of one hundred words divided into ten words per year from
ages five to thirteen and ten words for the fwo years fourteen and
fifteen. The one hundred words were selected from three hundred
words administered individually fo approximately sixty children

in each of the ten age groups. They are arranged in continuous order
of difficulty, the easiest word being read correctly by 55 per cenft
of children aged five and the most difficult being read correctly by
45 per cent of children aged fourteen to fifteen. The words have no
special connection with any method of teaching reading. The test
appears to be equally useful in schools following the look-and-say,

whole sentence, or phonic methods, or a combined method. The fest
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has been used repeatedly even at monthly intervals to check progress
without any practice effect being detected.
This test provides a rapid measure of efficiency in word
attack and is considered a useful preliminary fo more detailed fests.
The test was felt to be a desirable instrument for this study
in that word recognition is a major problem for most of Wagner's
students and a remedial program is currently being conducted for

students with tThis difficulty.

'Co-operative English Tests. Content validities are of primary

importance in +he English tests as they are intended primarily as
measures of developed abilities in reading and language usage. The
manual claims that content validity is best insured by relying on
qualified people fo construct the tests and this was done for the
Co-operative English Tests.

The Manual of Technical Reports offers a considerable number of
estimates of predictive validity that have been conducted on earlier
forms of these tests. The 1960 revision is not expected to affect the
validity to any great extent. Henderson (1957) reported validations
of .22 and .43 on Vocabulary and Tofal Reading Comprehension with a
class of 872 freshmen. The criterion used was first semester college
grade point average. Also working with fwo samples of freshmen,
Risler (1959) using first year col lege scholarship as criterion found
validities of .34 and .64 on Vocabulary and Total Reading Comprehension..
Using grade point average for three years of high school Stinson and
Morrison (1959) came up with validities of .40 and .67 on Vocabulary

and Speed of Comprehension. Traxler (1959) working with grade eleven
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students had validities of .57 and .67 on the same two dimensions
using as criterion teacher ratings of reading abiiify. AT the
University of Florida in September, 1958, the correlation between
Co-operative English Expression scores and scores on a composite

of afl regular English tests given in the first semester was .67 for
2449 freshmen.

The reliabilities reported for the English fests in the
Manual are alternate-form correlations resulting from administra-
Tions of a pair of forms to the same students over a period of no
more than one week. Reliabilities of .92, .91 and .92 were found
for samples of 445, 404 and 509 grade twelve students 6n total
Reading Comprehension. On three samples comprising 522, 424 and 442
grade twelve students reliabilities of .84, .84 and .81 were recorded
for English Expression.

For this study the major advantage for the use of this test
was the fact that the present third year students in Wagner High
School did this test in year one. This offered the opportunity of
measuring growth on the same students after an interval of two years,

with tThe same instrument.

|llustrated Science Test. The |llustrated Science Test

(Appendix C) was conceived by Willard F. Reese in Pakistan while there
on an assignment for the Institute of Education and Research.
Originally over one hundred four-part illustrated science test
items were developed. The first pilot study brought a change from a
four-frame to a three-frame structure. Also, through item analysis,
an attempt was made to identify the most reliiable and valid questions,

this process resulting in the final selection of fifty-six questions.
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A second pilot study attempted to correlate the Il lustrated
Science Test results with other tests and teacher. assigned grades.
This resulted in dropping the number of items to forty.

The authors as yet have been unable to develop norms, but
suggest that the !llustrated Science Test, created to cater to the
' needs for a non-verbal science test in Pakistan, may have an important
role to play in measuring science achievement and possibly even
pofential aptitude in the slow reading student.

The Illustrated Science Test was felt to be most appropriate
for this study as the basis for its construction corresponds with the
problems encountered in testing the students in Wagner High School.
IT is important to note that while it would be difficult to compare
students in Pakistan with students in Edmonton the basis for use of
the |llustrated Science Test rests on the students' inability to

use the English language effectively.

Wagner Diagnostic Math Test. The Wagner Diagnostic Math Test

(Appendix D) was devised by the Wagner mathematics teachers to deter-
mine students' achievement in basic skills and also to measure growth
at a later period in time. It was also necessary to have an instru-
ment that the students could cope with in terms of difficulty. This
instrument gave the Teacﬁers the opportunity to determine students!
specific areas of weakness, permitting them to build programs to cover
these deficiencies.

In the main, the instrument concentrates on basic skills and
covers addition, subtraction, division, multiplication, integers,

decimals, fractions, and percentage.
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In that most standardized instruments are too difficult for
Wagner students, this Instrument was felt to be appropriate. This
instrument is used with facility by +he students and it offers the
staff of the school an opportunity for measuring growth and the

effectiveness of the programs offered.

SPECIFIC PREDICTIONS

Theory Based

|. There will be a significant difference in 1.Q. range between:

a) slow learners (1.Q. 75-90) and the population under study;
b) boys and girls;
c) verbaIAand performance assessment of the total sample.

2. There will be a significant difference in socio-economic status
between the school population under study and a normal population.

3. There will be a significant gain in students' self-concept and
self-esteem while in attendance at Wagner High School.

4. There will be a substantial difference in frequency of school
attendance between the Wagner High Schoo! population and popula-
+ions of other schools.

5. There will be a substantial difference in students' feelings
towards teachers in Wagner High School and teachers in other
schools last attended.

6. There will be a substantial difference in students' feelings
towards the academic program and their feelings towards the

vocational programs offered in wagner High School.
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Ad Hoc

7.

There will be a significant gain in students' English achievement
while in attendance in Wagner High School.

There will be a signlificant gain in students' science achievement
while in attendance in Wagner High School.

There will be a significant gain in students' mathematics achieve-
ment while in attendance at Wagner High School.

There will be a substantial difference in students! emotionality
and extraversion-introversion between the school population under
study and other school populations.

There will be significant sex differences among students attending

Wagner High School.



CHAPTER 4
THE W. P. WAGNER PROGRAM AND CURRICULUM
. GENERAL

The students in the Wagner program have long histories of
schoo| failure. Their attitudes foward learning, as well as thelr
attitudes toward teachers and authority figures in the school, are
negative. The past evidence of failure, teacher observations and
+he interview information would indicate that the students in Wagner
manifest a dislike of textbooks; have poor work habits, poor powers
of concentration, and inadequate communication skills; lack sustained
interest; and have a poor command of the basic skills. Their frustra-
+ion threshhold is low and they are easily discouraged.

Since one of the major problems of these young people is
motivational, it was apparent in establishing the objectives for the
school that a radically different approach would be essential to hold
+hem in schoo! and to promote their desire to learn. On the basis of
what is known about siow learners, it was decided +hat the curriculum
must be meaningful to the students if their interest were to be gained
and held. Important consideration is given fo the readiness of the
individual to engage successfully in the learning activities. The
aspiring mechanic is likely To be more interested in literature on
engines than in literature in the form of a novel or play. Emphasis
is given to success experiences which result in a sense of accompl ish~

ment. The belief is that if the student is fo set, and continue fo
' 32
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set, realistic goals for himself, some concurrent success has to be
realized. Moreover, in establishing realistic vocational goals,
promotion of the students' understanding of himself is an important
aspect of the curriculum. Through the curriculum it is hoped that
t+he students will develop a positive attitude toward school and
society. Thus the curriculum stresses good citizenship. Some work
experience is also proQided to insure that school experiences are
related to future employment, and the work experience might eventually
prove to be the most effective portion of the program.

In examining the Wagner curriculum a note of caution is neces-
sary. As the students experience success, we might attribute this
success to the nature of the program itself; however, in that the
school procedures preclude any possibility of a student experiencing
failure, this latter feature itself may be the signiffcanf factor,
irrespective of the program. We could hypothesize that lack of chal-
lenge and the exclusion of sifuations invcliving failure could stifle
motivation. While the students might be accomplishing more than they
have in the past, it is conceivable they are accomplishing much less
than they are capable of doing.

Wagner High School is attempting a mammoth task in that the
students recommended for admittance might, and probably do, vary
considerably in characteristics and ability. The overall criterion
used is "slow learning" irrespective of the cause of the slow learning.
In attempting to isolate those selective factors that might determine
a student's success in a particular program, we must be cognizant of
the fact that in the matter of slow learning, there is no single

cause-and-effect relationship.
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2. SPECIFIC

On a more concrete and curricular level, a report on the W. P.
Wagner High.School (1970) outlines two major educational objectives
of the present W. P. Wagner program:

(a) The completion of a secondary school program of at least three
years' duration designed to let the student attain realistic
goals of achievement.

(b) A specialized curriculum designed to build upon student strengths,
which are demonstrable through vocational performance. Inherent
within this concept of curriculum is the development of aTTiTQdes
and behavior which will promote success in adult society.

The nature of the program in Wagner High School necessitates
t+he modification of subject content fo meet +he needs of the students.
The course content in general is teacher initiated and developed.

The relating and granting of provincial credifs to course
content had been somewhat of a problem as not only are the regular
normal courses modified, but other courses have been developed which
bear |ittle or no similarity to any provincial courses. Special
arrangements have been made with The Depariment of Education for
assigning course credits tfo students who complete Years Two and/or
Three. Year One courses are exploratory and preparatory in nature,
and no high school credits are awarded.

Courses are taken in academic and vocational areas with an
equal allocation of Time assfgned to each area. In Year One several

vocational areas are explored, each for a period of several weeks.
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Students then normally pursue one of these areas in depth during

Years Two and Three.

Three basic principles provide the foundéfion upon which
the Wagner High School staff continue to develop special curricula.
(Wagner Report, 1970):

(1) That the educational objectives for our students can best be
achieved by bullding upon student interests, abilities, and
aptitude strengths.

(2) That these interests, abilities, and aptitude strengths can be
nurtured through the learning process of discovery, through
development, and through utilization with a given vocational
setting.

(3) That the communicative, mathematical, scientific, and social -
skills can be made relevant by relating them directly and con-
currently to developing vocational interests.

These basic principles were implemented in a three year program.

The Year One Program

The process of "vocational discovery" is implemented by means
of a "vocational experience orientation program'" whereby the student
is exposed to a number of vocational and avocational experiences:

(1) Horticulture/small motors
(2) Commercial Communication
(3) Business Education

(4) Foods

(5) Institutional Services

(6) Beauty Culture



(7) Sewing

(8) Building Construction

(9) Building Maintenance
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(10) Drafting/Commercial Vehicle Operation

(11) Parts
(12) Merchandizing

(13) Industrial Metals

The Year Two Program

The process of developing student skill potential is emphasized

in the second year program by utilizing discovered areas of vocational

interest clustered within specific vocational groups. UClusters"

presently in force for Year Two students include:

(1) Automotives

(2) Industrial Metals

(3) Building Construction

(4) Horticulture

(5) Foods

(6) Institutional Service
and Home Management

(7) Beauty Culture

(8) Business Education

Service Station
Autfo Parts
Auto Repair

Welding
Machine Shop
Plumbing
Sheet Metal

Heavy Construction

Mil lwork

Painting and Decorating
Building Maintenance

Horticul fure

Small Motors
Greenhouse Construction
Drafting

Child Care

Practical Nursing

institutional Sewing and Laundry
Housekeeping, Home Management
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courses varies from period to period and class fo class, the human
factor being a major determinant of class activity.

All classes focus on social themes, which also form the basis
of the English program, the latter emphasizing the improvement of
spoken and written communication skills. Formal aspects of English
structure are minimized.

A self-referral corrective-remedial program in reading is
in operation for students wishing to overcome reading-learning dif-
ficulties. A well-equipped reading laboratory is available where

individual instruction is provided.

Mathematics. The Mathematics Department is organized within
+he framework of the overall school objectives. The courses in
mathematics deviate considerably from those of the regular high
school curriculum and are generally developed so as to provide the
appropriate mathematical background required in the vocational areas.

As far as Is possible, Year One students are grouped homo-
geneously, selection being made on the basis of an achievement test
administered at the beginning of the school year. Within the limits
of the timetable, Ye;F-Twé éﬁa Year Three students are grouped into
classes based on the nature of their vocational area. It is felt
+hat such an arrangement has significant motivational advantages.

The curriculum in mathematics is designed to serve the needs
of the student in relation to ability and to vocational and practical
needs. Each teacher is responsible for devising a course that best
fits the particular situation. A skeleton outline of topics that

might be considered is provided.



37

The Year Three Program

The process of developing skills is continued in the third
year. The utilization aspect is stressed by focussing the students'
program in more specific areas of vocational specialization. The
practical "on the job utilization" of skills is implemented by a

work study program.

The Academic Program -

The academic program encompasses approximately fifty per cent
of the teaching time. Compulsory courses, taken by all students,
consist of English-Human Relations, Mathematics, Science, and a choice

of Physical Education or Music or Drama.

Eng!lish-Human Relations. The English-Human Relations program

program offered in W. P. Wagner is a composite of English and Social
Studies designed specifically fo meet t+he needs of students who might
have been drop-outs in the regular.school setting. The program gives
special attention to the interests of the students and Tends to focus
on current issues and problems. As far as possible the content of
this course is related to vocational areas.
The emphasis of the program is on +he development of favorable
attitudes worlds the world of work and towards good citizenship.
While the academic discipline is not ignored, it is minimized in favor
of activities that students might feel to be currently more relevant.
The curricular structure is flexible and allows matters of
personal concern fo take precedence over topics which may have been

intended as the basis for study in a given period. The content of
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Science. In that the students enrolled in Wagner High School
have had a past history of failure and frustration in science, the
science program is geared to the problem of motivation and the re-
kindling of inferest in educational progress. Like the mathematics
program, the science program is supportive of the vocational area.

Year One of the science program is introductory in nature and
affords ample opportunity for the exploration of diverse areas,
emphasis being placed on human and animal life. The principles of
physiology and biology aré covered at an éféﬁgﬁ¥éf§_ievel at this
stage. In the second year the program tends to be related more to
+he students' vocational choice. For those students in the food
services, the science course emphasizes +hose scientific principles
t+hat are applicable to this particular industry. For those in
Business Education, Home Economics, and Beauty Culfure there is a
continuation of the Year One biology program. For the remaining
" students the science program concentrates on the physical sciences.
In the third year a few students in programs such as plumbing are

given the opportunity of doing further work in the physical sciences.

Fine Arts

Students have the opportunity of taking courses in Art,
Music, Drama, and Crafts. The intention of the fine arts program is
more avocational than vocational and exposure fo these areas is
intended to stimulate an awareness and an appreciation for the fine
arts. The fine arts are specially important in the school as the

students come largely from culturally deprived situations and it
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becomes increasingly desirable that the students encounter some

experiences in these areas.

Business Education

First year students who show interest in business education
are given a seven-week orientation program for one-half day each day.
Approximately fifty per cent of the time is devoted fo learning to
type, twenty-five per cent to learning basic skllls as a receptionist
where emphasis is on penmanship and fillng procedures, and twenty-five
per cent fo keeping of simple records where studenfs are taught fo
use adding machines and cash reglsters properly.

Second year students are registered in the following courses:
typewriting, clerical practice, record keeping, shorthand and mer-
chandizing.

Third year students are registered in four or five of the
following courses: typewriting, bookkeeping, office practice, short-
hand, merchandizing, and business fundamentals.

while it is hoped that content coverage in business education
will prepare the students for the world of work as junior clerk-
typists, confent coverage is not an end in itself as the program also
subscribes to the principles adopted for the school and concenfrates

on basic communication and social skills.

Internship Program

The schoo! is Involved in a work study program in which all
third year students have +he opportunity of spending half-time for

one month in an actual working situation. Over two hundred companies
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have made available over three hundred work stations which encompass
most of the possible areas of employment upon graduation.

The practical knowledge gained in this experience is seen as
having immense value for the personal growth of the student. Teacher
assessment of the program would indicate that this experience has a

significant effect upon the development of maturity in the students.

Physical Facilities and Equipment

i

W. P. Wagner is a new school with modern up—?o—da?e equipment.
. The classroom are bright and designed for the particular use intended.
The shops are of a good size for the numbers of students enrolled in
each shop course. The office and pupll personnel areas appear to be
adequate for the purposes of the school.

The school is organized in suites related to subject areas.
With the library centrally located, the school has a series of work-
rooms for the use of teachers.

The school is well equipped with auxiliary space such as the
instructional materials center, reading laboratories, and mathematics
laboratory. The infirmary and health services are provided with
special quarters that are well utilized. A cafeteria provides light

lunches, but is not used as much as might be expected.

Operational Cost of School

Wagner High School was built at a cost of 4.5 million dollars
and was equipped at a further cost of 1.5 million dollars. Federal
funding provided 100 per cent of the initial cost. Operational costs
were then assumed by the Edmonton Public School Board and were

supported by Supplementary Requisitions.
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In a summary of revenue and expenditure for Wagner High School
Meen (1971), the Secretary-Treasurer for the Edmonton Public School
Board, reports on the cost of educating the Wagner student as compared
+o the rest of the system. System per-pupil costs were:

Elementary $704.72
Junior High 861.17
Senior High 1089.25
Average 829.52
Wagner 1323.55
The Wagner per-pupil cost exceeds the High School per-pupil cost by
$234.30, but it should be noted that:
(1) The system cost inciudes Wagner;
(2) The total enrolment of Wagner includes 455 Junior High pupils,
or 42.4 per cent of the total Wagner population.
Average Wagner per-pupil cost - $1323.55
Average per-pupil cost for
Junior and Senior High School
in the system - 973.69
Difference $349.86.

Should the Wagner costs be eliminated from the system cosfts,
the average system costs would go down and the difference would
increase. On the basis of a Wagner enroliment of one t+housand students,
it can be determined that the cost of operating this institution is

$350,000 more than that of another high school of comparable size with

a regular program.



CHAPTER 5

ANALYSIS OF THE DATA

Predictions--Theory Based

Prediction 1: There will be a significant difference in 1.Q. range
between
a) slow learners (1.Q. 75-90) and the population under study;
b) boys and girls;
c) verbal and performance assessment of the total sample.

Data on the 1.Q. verbal and performance scale for both boys
and girls is presented in Table I. The mean verbal 1.Q. of the total
sample was 91.52 while the mean of the performance |.Q. was 96.76. Both
t+he verbal and performance means are above 90, indicating that the popu-
lation under study is above the upper limits establ ished for the defini-
+ion of a slow learner. The prediction that there will be a significant
difference in |.Q. range between slow learners (1.Q. 75-90) and the
population under study appears fo be substantiated.

The boys' score on the verbal scale was 94.69, while the giris!
score was 87.72. The difference is significant at the .001 level. The
boys' score on the performance scale was 99.54, while the girls' score
was 93.42 indicating a significant difference at the .00! level. The
prediction that there will be significant differences in 1.Q. range on
both the verbal and performance scales for both boys and girls is ten-
able.

The total verbal mean of 91.52 is significantly different from
the total performance mean of 96.76 at The_.OOI level indicating that

43
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TABLE I

MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON |.Q. VERBAL AND PERFORMANCE SCALES

BOYS GIRLS TOTAL
(N=78) (N=65) (N=143)
Mean S.D. Mean S.D.| Mean S.D.
Verbal 94 .69 8.36 87.72 9.66} 9l.52 9.56
T+ = 4.62 D.F. = 14] + = 5.58
p = .000%** | Two Tail p = .000%**
99.54 11.05 93.42 10.99} 96.76 1f.36
 Performance 't = 3.3 D.F. = 14l D.F. = 142
p = .001%*** | Two Tail Two Tail
*%% b < 00!

the prediction that there will be a significant difference between

verbal and performance assessment is substantiated.

Prediction 25 There will be a significant difference in socio-
economic status between the school population under study and a
normal population.

Data on the Socio-Economic Index for boys and girls in Wagner

High School and Ross Sheppard High School is presented in Table II.

The mean of the total group In Wagner is 10.17 while the mean in Ross

Sheppard is 15.15 indicating a difference significant at the .00l

level. The difference in socio-economic status between boys and

girls in each school is not significant.
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TABLE II

MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON THE SOCI0~ECONOMIC INDEX

1
BOYS GIRLS TOTAL
| Mean S.D. Mean S.D. Mean S.D.
Wagner High 10.64 | 3.22 9.60 3.46 10.17 3.34
School 143
Boys 78 +=1.863 D.F. = 14l Tt =4.372
Girls 65 p= .06 Two Tail p = .000 *¥¥
Ross Sheppard 14.95 | 4.21 15.36 4.78 15.15 4.63
High School 1253
Boys 63 +=1.273 D.F. = 12I D.F. = 264
Girls 60 p= .272 Two Tail Two Tail
**¥ p < .00l
Prediction 3: There will be a significant gain in students! self-

esteem and self-concept while in attendance at Wagner High School.
Data on the self-esteem scale for both boys and giris is
presented in Table III. The mean of the total group was 57.43 in
January and 60.28 in June, indicating a gain which is significant at
+he .0l level. The boys' galn, from a mean of 59.95 to 63.80, was
significant at the .0l level. The girls! gain from 54.42 o 56.06 was
not significant.
. Data on a two-way analysis of variance on the January self-
| esteem scores is presented in Table IV. There is a sex difference at
+he .05 level of significance. There is no indication of a difference
between the years nor is there an Interaction effect.
Data on a two-way analysis of variance on the June self-

esteem scores is presented in Table V. A sex difference at the
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MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON THE SELF-ESTEEM SCORES

January June
OF | Mean S.D. | Mean S.D. + p
Total Gfoig"'.#z" 57.43  16.76 | 60.28  16.33 | 3.079 | .002%*
I .
Boys = 78 77! 59.95 15.05 63.80 14.64 3.218 .002%*
Girls = 65 64t 54.42 18.16 56.06 17.23 1.145 .256
——
¥ p < .0l Two Tail
. TABLE 1V
TWO-WAY ANOVA OF SELF;ESTEEM FOR B0YS AND GIRLS
JANUARY TEST
Source df MS F
Sex 1 1052.56 3.738 *
Year 2 162.06 .576
interaction 2 86.66 .308
Error 137 281.60
¥p < .05
TABLE V
TWO-WAY ANOVA OF SELF-ESTEEM FOR BOYS AND GIRLS
JUNE TEST
Source df MS F
Sex 1. . 2127.00 . 8.202 **
Year .2 224 .59 .866
Interaction 2 224 .38 .087
Error 137 259.34

*% p < .01



47

.0l level of significance appears, but there is no difference between
the years nor is there an interaction effect.

while the boys made gains on +he self-esteem scale over the
testing period, there is no evidence of progressive increase in self-
esteem while in attendance at the school. The significant gains that
are evidenced over the testing period but not over the three years in

+he school might be attributed to practice effect.

The prediction of a significant improvement in students' self-
esteem and self-concept, as measured by Coopersmith's Self-Esteem
Inventory, while in attendance at Wagner High School is not supported.

Data on the Self-Concept scale on both Boys and girls is
presented in Table VI. The mean of the total group was 78.90 in
January and 79.19 in June, an insignificant difference. The boys'
mean increased from 78.81 in January To 79.28 in June, which was not
significant. The girls' scores of 79.02 in January and 79.08 in June
was afso not significant.

Data on a two-way analysis of variance on the January self-
concept scores is presented in Table VII. The indication is that there
is no sex, year, or interaction effect.

Data on a two-way analysis of variance on the June self-concept
scores is presented in Table VIII. There is no indication of any séeXx,
year, or interaction effect.

The prediction of a significant increase in students' self-
concept scores while in attendance at Wagner High School appears to
be false on Lipsitt's Self-Concep? Scale.

The only conclusion to be drawn is that no development has

taken place in Wagher students over the three years in this dimension
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BETWEEN MEANS ON THE SELF-CONCEPT SCORES

TABLE VI
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Error

January June
, DF ! Mean S. D. Mean S. D. t P
Total Grotilz3 142 + 78.90 9.26 79.19 8.22 .518 .605
Boys = 78 77 78.81 8.67 | 79.28 6.85 611 .543
Girls = 65 64 79.02 9.94 79.08 9.61 .078 .938
TABLE VII
TWO-WAY ANOVA OF SELF-CONCEPT FOR BOYS AND GIRLS
JANUARY TEST
Source df MS F
Sex 5.13 .060
Year 2 153.09 1.784
interaction 2 85.31 .994
Error 137 85.83
TABLE VIIX
TWO-WAY ANOVA OF SELF-CONCEPT FOR BOYS AND GIRLS
JUNE TEST
Source df MS F
Sex 1 1.13 016
Year 2 101.53 1.472
Inferaction .2 7.78 113
137 68.97
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of self-esteem as measured by Lipsitt's Self-Concept Scale and

Coopersmith's Self-Esteem |nventory.

Prediction 4: There will be a substantial difference in frequency
of school attendance between the Wagner High School population
and populations of other schools.

The available data on student absenteeism in Edmonton high
schools is presented in Table IX. The Wagner 13.4 percentage absentee-
ism is higher than that for other regular high schools, but is con-
siderably lower than the 25.0 percentage absenteeism in the Continuing
Education Center which operated for older students.

The prediction that there will be a substantial difference in
attendance between the Wagner High School population and populations
of other schools is substantiated with some reservation in that the
available data does not cover tThe same time periods and the methods

used for computing absenteeism were not uniform.

Prediction 5: There will be a substantial difference of students'
feelings towards teachers in Wagner High School and teachers in
other schools last attended.

Students were asked to rate the teachers in Wagner High School
in one of the following five categories: very good, good, average,
below average, and poor. The data, shown in Table X, indicates that
79 per cent of the students interviewed would categorize the teachers
as good and very good. Only 5 per cent of those interviewed rated the
teachers below average and poor.

Comments of the students on the feachers were generally highly

complimentary. Several references were made to the teachers as being
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TABLE IX

IN SOME CITY SCHOOLS

50

Source Date Percentage
City Survey 1967 9.3
Semester Schools Nov. 1/70 to Jan. 29/71 11.5
Non-semester Schools Nov. 1/70 to Jan. 29/71 9.8
Eastglen High School Oct. and Nov., 1970 9.0
Eastglen High School Jan. and Feb., 1971 11.0
Ross Sheppard High School Mar. 1 to 26, 1971 8.9
Continuing Education Center| Sept. and Oct., 1970 25.0
Wagner High School Sept. 1970 to June, 1971 13.4
TABLE X
RATINGS OF TEACHERS BY STUDENTS
AT WAGNER HIGH SCHOOL
Category N Percentage
Very good 31 23
Good 75 56
Average 22 16
Below Average 4 3
Poor 3 2
Total 135 100
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"more understanding" and "more helpful™. Many students felt that the
teachers took more time with them and showed greater concern.

Many students stated that the teachers were easy to approach
and acted more as friends than teachers. Comments such as, "Teacﬂérs
joke with you," "they are natural," "student-teacher relationship
excel lent,”" "teachers take us as human beings," "no generation gap,"
and "they treat everybody as equals," indicate the degree of rapport
between a large number of students and teachers in the school.

Considerable reference was made to the greater degree of free-
dom experienced in Wagner High School as contrasted with previous
schoois. While mosT references were made positively, some students
saw the freedom of the school in a negative light. Some comments
were: '"too much freedom here," "students are taking control of the
teachers," "easy school to sluff off in," "students don't work here
because they are not forced to," and "they don't care what you do."
Students felt that "the teachers could put on more pressure," and
"act as teachers not babysitters." Future studies might relate this
difference to a variable such as ethnicity.

While some criticisms of Wagner were offered, only three
students indicated that they would rather be in their old school.
Previous schools came under severe fire with statements such as "they
were always yelling at you," "we were considered inferior," "they
didn't care," "| hated school,” "my teachers were lousy," and "they
didn't teach me anything."

From the interviews the prediction that there will be a sub-
stantial difference of students' feelings towards feachers in Wagner

and teachers in other schools last attended is found tenable.
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Prediction 6: There will be a substantial difference in students'
feelings towards the academic program and their feel ings fowards
tThe vocaTional programs offered In Wagner EHigh School .

The students were asked to respond to the following question:
Which program, the academic or vocatlional, have you learned the most
from? The data found in Table XI indicates that the students were
highly responsive to the vocational program.

The 79.5 per cent positive response in favor of the vocational
program indicated by the sample correlates highly with the response of
+he total Wagner population that was in school during the last two weeks
of June. Table XII indicates the nature of this positive response to
vocational education with respect to the particular question asked.

The data strongly points to the highly positive attitude of tThe
Wagner High School students towards the vocational program offered in
+he school. |t would have to be concluded that the prediction stating
that there is a significant difference in students! feelings towards the

academic and vocational programs offered in Wagner High School is valid.

Predictions--Ad Hoc

Prediction 7: There will be a slgnificant gain in students' English
achievement while in attendance at Wagner High School.

Three sets of scores taken from the English Cooperative Test
are presented for consideration. Data on the vocabulary scores are
presented in Table XIII. The mean on this fest for the boys was 40,78
in 1969 and 56.41 in 1971. The difference in growth over the two year

period is significant at the .00l level. The girls showed growth



STUDENT PREFERENCE FOR THE VOCATIONAL OR ACADEMIC PROGRAM
PRESENTED IN NUMBER AND PERCENTAGE

Program "N Percentage
Vocational 105 79.5
Academic 17 12.8
Both 10 . 7.7

Total 132 100.0
' TABLE XIT

STUDENT REACTION TO QUESTIONS ON
VOCATIONAL~TECHNICAL PROGRAM
PRESENTED IN NUMBER AND PERCENTAGE

53

Yes No | Unanswered
N z N %z N %
Do you feel successful in
your vocational~-technical
program? 324 88.5 39 10.7 2 .5
Do you feel more successful
in your vocational-tech-
nical course than in your
other courses? 268 73.2 92 25.1 3 .8
Would you encourage
another student to take a
vocational-technical i
program next year? 305 83.3 57 15.6 4 1.1




54
TABLE XIII
MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE

BETWEEN MEANS ON THE VOCABULARY SCORES
ON THE ENGLISH COOPERATIVE TEST

Sept. 1969 June 1971
D.F. | Mean S.D. Mean S.D. T P
Boys 64 63 40.78 19.67 56.41  20.11 7.10  .00Q ***
Girls 32| 3l 26.74 17.76 39.76 17.98 4,04 .000 ***

*¥%% p < ,001 Two Tail

from a mean of 26.74 to one of 39.76 which is also significant at
the .001 level.

Data on the two-way ANOVA of Vocabulary is presented in Table
XIV and It was found that on the vocabulary scores there was both a
sex and main effect which was significant at the .00l level.

Data on Level of Comprehension is presented for both boys and
girts in Table XV. Scores on Tevel o?"EéﬁbféﬁéhéTBﬁ?show significant
growth for both boys and girls. The mean for boys was 24.99 in 1969
and 46.33 in 1971, indicating a growth which is significant at the .001
level. The girls' growth from 24.89 to 44.53 during the same period
is also significant at the .00! level.

An analysis of variance indicates that there is no sex or
interaction effect, but there is a main effect within subjects signifi-
cant at the .00! level. Data on a two-way ANOVA is presented in
Table XVI.

Data on speed of comprehension is presented for both boys

and girls in Table XVII. An examination of Speed of comprehensian



TABLE X1V

TWO-WAY ANOVA OF VOCABULARY

(PRE AND POST TEST)
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Source df MS F
Sex ! 14186. 16.95 **¥
Subjects within groups 94 837.
Vocabulary 2 6682. 62.95 **¥
Interaction 2 49.50 .47
Voc X subjects within
groups 188 106
*%*% p < .00l
TABLE XV
MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON THE LEVEL OF COMPREHENS ION
ON THE ENGLISH COOPERATIVE TEST
Sept. 1969 June (971
D.F. | Mean S.D. Mean S.D. + p
Boys 64 63 24.99 17.97 46.33 28.15 | 5.97 .000 *x*
Girls 32 32 24.89 17.79 44.53 23.00 | 6.05 .000 *¥**

**¥* p < .00l Two Tail




TABLE XVI

TWO-WAY ANOVA OF LEVEL OF COMPREHENSION
(PRE AND POST TEST)
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Source df MS F
Sex I 177.83 . 154
Subjects within groups 94 [155.16
Level of Comprehension 9552.74 47.48 ¥*¥%
Interaction 48.33 .240
Level of Comprehension
Subjects within groups 188 201.18
TABLE XVII
MEANS AND PROBABILITIES OF T'S FOR DIFFERENCES
BETWEEN MEANS ON THE SPEED OF
COMPREHENSION ON THE ENGL!SH COOPERATIVE TEST
Sept. 1969 June 197]
D.F. | Means S.D. Means S.D. 1 p
Boys 64 | 653 27.83 19.59 40.58 21.98 4,57  .000 ***
Girls 32 ; 31 é 22.36 16.24 | 40.69 23.99 5.39  .000 *¥**
x*¥% 5 < .00l Two Tail
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would indicate significant growth for both boys and girls. The mean
of the boys showed a growth over the teaching period from 27.83 to
40.58 which is significant at the .001 level. The girls' growth during
the same period was from a mean of 22.36 to one of 40.68, a difference
which is also significant at the .001 level.

An analysis of variance has indicated that there is no sex or
interaction effect. There appears to be a main effect within subjects
significant at the .001 level. Data on a fwo-way ANOVA is presented
in Table XVIII.

The data would clearly indicate that on +he English Cooperative
Test significant growth in vocabulary, level of comprehension, and
speed of comprehension took place over the festing period. The growth
was as equal ly significant for both boys and girls. It is in?eresfing
to note that sex was an important variable in terms of the vocabulary
scores, the boys scoring significantly hibher than the girls.

The prediction that there will be a significant difference in
gfudenfs' English achievement while in attendance at Wagner High School
appears to be valid on the basis of the analysis of the scores obtained
from the English Cooperative Test.

Data on the Schonell scores is presented for the total group
and for boys and girls separately in Table XIX. The mean for the total
group was 5.06 in January and 5.23 in June, indicating an increase in
growth which was significant at the .001 ievei. The boys!' growth from
5.04 to 5.20 is significant at the .01 level, while the girls' growth
from 5.08 to 5.27 is significant at the .001 level.

Data on a Two-wa} analysis of variarce on the September pre-

+est Schonell scores is presented in Table XX. The indication is that
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TABLE XVIII

TWO-WAY ANOVA OF SPEED OF COMPREHSNION
(PRE AND POST TEST)

Source df MS F
Sex 1 482.00 .554
Subjects within groups 94 869.92
Speed of comprehension 2 7163.41 41,78 ¥*x%
Interaction ' 2 124.33 .73
Speed of comprehension |
Subjects within groups 188 171.46

*¥%% p < 001 Two Tail

TABLE XIX

MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON THE SCHONELL TEST

September June
D.F. |Means S.D. Means S.D. | ¢ P
Total Group 146 5.06 2.67 5.23 2.71 | 4.160 .000 **¥
Boys 78 142 77 5.04 2.63 5.20 2.66 | 2.513 .014 **
Girls 65 64 5.08 2.72 5.27 2.78 | 3.656 .001 **¥

*¥*% p < .00l Two Tail
** p < .0l

TABLE.XX
TWO-WAY ANOVA OF THE SCHONELL ON THE SEPTEMBER TEST

Source df MS F
Sex 1 .30 042
Year 2 1.30 .179
Interaction 2 10.97 1.516
Error 137 . 7.23
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there is no sex effect, no difference between the years, and no inter-
action effect.

Data on a two-way analysis of variance on the June post-test
Schonell scores is presented in Table XXI. The indication Is that
there is no sex effect, no difference between the years, and no inter-’
action effect.

The prediction that there will be a significant difference in
students' English achievement in the area of word recognition while in
attendance at Wagner High School, as measured by the Schonel | test,
seems to be only partially borne out by the results. While there is a
significant growth during the testing periods, there seems to be a lack
of continuous growth over the three years!' attendance at the school.

A partial explanation for this may lie in the fact that the English

lab has been in operation for less than two years. Consideration must
also be given to the fact that the study was not longitudinal in nature,
foI]owing one group through three years, but considered a discrete
sample of the popuiation selected concurrently from each of the three

annual populations.

Prediction 8: There will be a significant gain in students' science
achievement while in attendance at Wagner High School.

Data on the science scores are presented for the total group,
for boys, and for girls in Table XXII. The mean for the total group
was 20.85 in January and 22.11 in June, indicating an increase in
growth which is significant at the .001 level. The boys' growth from
a mean of 23.36 to 24.63 is significant at the .01 level, and the -

girls' growth from a mean of 17.83 to 19.08 is also significant at the

.01 level.



TABLE XXI

TWO-WAY ANOVA OF THE SCHONELL ON THE JUNE TEST

60

— ——

Source df MS F
Sex | .50 .066
Year 34 .045
| nteraction 2 9.66 1.280
Error 137 _ 7.54
TABLE XXII.
MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON THE SCIENCE TEST
January June
D.F. Mean S.D. Mean S.D. T p
Total Group 142 20.85 6.04 22.11  6.18] 3:764 .000 *XX
143

Boys 78 77 23.36 5.83 24.63 5.75| 2.688 .009 *¥
Girls 65 64 i7.83 4.78 19.08 5.23| 2.633 .00l *%

x¥% p < .00l Two Tail

*% p < .0l
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Data obtained from a two-way analysis of variance on the science
test given in January is presented in Table XXIII. The indication is
that there is a sex effect significant at the .001 level, and it would
also appear that there is an interaction effect significant at the .05
level.

Data on a two-way analysis of variance on the science test
given in June are presented in Table XXIV. A sex effect is evident at
the .001 level. There is no indication of a between-years or inter-
action effect.

While there is some evidence of science growth over the testing
interval, there is no evidence of continuous science growth as measured
by the |llustrated Science Test. The prediction that there will be a
significanf difference in students' science achievement while in

attendance at Wagner High School seems to be false.

Prediction 9: There will be a significant gain in students' mathema-
tics achievement while in attendance at Wagner High School.

Data on the mathematics scores are presented for the total
groups, for boys, and for girls in Table XXV. The mean of the total
group score increased from 13.07 in September to 13.89 in June, a
difference which is significant at the .001 level. The boys' scores
increased from a mean of 14.20 to one of 15.35 over the same interval
which also is significant at the .001 level. The girls' increase
from 11.71 to 12.14 was not significant.

Data on a two-way analysis of variance on the mathematics
test given in September-are presented in Table XXVI. The results would

indicate a sex-based difference significant at the .01 level, and it
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TWO-WAY ANOVA OF THE SCIENCE RESULTS: JANUARY TEST

/

Source df MS F
Sex 1 1032.47 36.506 ¥¥¥
Year 2 26.34 .931
Interaction 2 92.22 .3.260 *
Error 137 28.28
%% o < 001
¥ p< .05
" TABLE XXIV
TWO-WAY ANOVA OF THE SCIENCE RESULTS: JUNE TEST
Source df MS F
Sex 1 1058.75 .00Q ¥¥¥
Year 2 77.37 .08
Interaction 2 18.22 .54
Error 137 30.30
*¥%% p < .00t
TABLE XXV
MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE
BETWEEN MEANS ON THE MATHEMATICS TEST
September June
D.F. Mean S.D. Mean S.D.é t p
Totai Group 142 13.07 5.88 13.89 6.1114.390 .000 *¥¥
143
Boys 78 77 14.20 6.21 15.35 6.331 4.047 .000 ¥¥¥
Girls 65 64 11.71 5.14 12.14 5.34 1 1.918 .05
*%% p < .00l Two Tail
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TABLE XXVI

TWO-WAY ANOVA OF THE MATHEMATICS SCORES: SEPTEMBER RESULTS

Source df MS F )

Sex | 206.00 6.709 **

{

Year 2 229.07 7.460 ¥¥¥ :

Error 139 30.71
*%¥ n < .00l
¥* p < .0l

would also appear that there is a between-years effect which is
significant at the .001 level.

Data on a two-way analysis of data on the mathematics tesT
given in June are presenfed in Table XXVII. The results indicate a
sex difference significant at the .00l level, while the ‘between-years
effect is significant at the .01 level.

The Wagner Diagnostic Math Test would indicate that growth
in mathematics has not only taken place over the testing interval, but
also over the three years' attendance in the school. |1 is also
evident that a sex-based difference exists in mathematics achievement.

The data also indicate that the prediction that there will be
a significant difference in students' mathematics achievement while

in attendance at Wagner High School is valid.

Prediction 10: There will be a substantial difference in students'
emotional ity and extraversion-introversion between the school
population under study and other school populations.

Data on some samples of students are presented in Table

XXVIII. |t is interesting to note that the boys' and girls! scores
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TABLE XXVII

TWO-WAY ANOVA OF THE MATHEMATICS SCORES: JUNE RESULTS

Source df MS F |
Sex | 346.04 10,533 **% |
Year 2 205.48 6.254 ** |
Error 139 32.85 i
*%% o < 001
** p < .01

on both extraversion and neuroticism are relatively equal in The Ross

Sheppard students but considerably different in the Wagner students.

The Wagner girls' extraversion score is lower than all other
reported scores. The Wagner girls' neuroticism score is higher than
all other scores reported. The boys in Wagner seem to have an extra-
version score in line with other samples. It is interesting that the
Wagner boys' neuroticism score Is lower than that for the Ross
Sheppard boys.

The evidence would indicate that the prediction that there will
be a significant different in students' emotionality and extraversion—
"intraversion between the school population under study and other school
populations is partially true. The Wagner girls would indicate signi-

ficant differences from other girl samples.

Prediction 11: There will be significant sex differences among
students attending Wagner High School.
Data on sex differences on the variables tested are presented
in Table XXIX. The difference in the mean of the self-esteem score

for January is significant at the .05 level, whi le the June difference
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TABLE XXVIII

MEANS AND STANDARD DEVIATIONS FOR SCHOOL SAMPLES
ON THE JUNIOR EYSENCK PERSONALITY INVENTGRY

! : . ! -
Age ; Group ! N Extraversion ! Neuroticism i
i g . Mean S.D. : Mean S.D. A
14 Girls' ' 603 L 17.47 3720 1392 4.81 !
15 | Girls 1321 | 16,71 4.45 0 13.71 4.58 ;
6 - Girls i 220 ! 16.47 4.72 | 13.75 5.11 :
14  Boys /550 ' 17.84 3.80 | 10.85  4.83
I5 ' Boys ©i319 . 17.25  4.46 ; 10.41 4.99 :
16 . Boys 147 1741 4.62 L 9.15 4.69 ;
Grade Majority? 173 | 18,17 4.06 | 13.50  4.97 '
& | Negro 179 | 15.99 3.68 | 13.33  5.01
. Mexican- f |
L American 172 ¢ 16.80  4.10 | 13.35 5.12
] " !
Ages . Girls Wagner i 65 | 14.75  4.86 | 6.1t 4.72
14-18 | govc Wagner | 78 | 17.82° 3.82 | 11.71  5.80

Ages ! Girls Ross Shepi 76 ' 16.76 4.63 15.23 5.03
-18 i .
14-18 . Bos Ross Shep. | 46 | 16.52  4.31 | 14.13  4.72

.
1

'Figures in this group are Junior Eysenck Personality Inventory
standardization data for Extraversion and Neuroticism.

2Figures in this group are based on data collected in a central
California school district and reported by Arthur R. Jensen.



TABLE XXIX

MEANS AND PROBABILITIES OF T'S FOR DIFFERENCE BETWEEN MEANS

BETWEEN BOYS AND GIRLS ON THIRTEEN VARIABLES

TESTED IN WAGNER HIGH SCHOOL
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p<
** p < .0l
*¥p < .05

Boys Girls .
N |Mean [S.D. |N rMean S.D. ID.F.l p

Sel f-Esteem :

=Jan./7| 78 | 59.95 115.14 |65 54.42 | 18.31 | 141] 1.978 .049*%

-June/71 78 | 63.79 |14.73 |65 56.06 | 17.37 141| 2.881 .004%*
Self-Concept

-Jan./71 78 | 78.81 8.72 |65 79.02 [ 10.02] 141{- .133 .894

-June/7I 78 | 79.28 6.90 65| 79.08 9.68| 141 .148 .882
Science

-Jan./7| 78 | 23.36 5.87 |65] 17.83 ] 4.81 141 6.078 .0Q0Q¥%**

-June/7I 78 | 24.63 5.79 [|65| 19.08 5.27| 141} 5.944 .Q0Q%¥*¥
1.Q. Verbal

-Feb./7I 78 1 94.69 8.36 |65]| 87.72 9.66| 41| 4.624 .000Q%*¥
-1.Q. Performance

~Feb./7I| 78] 99.54 [11.05 {65} 93.42 | 10.99] 141{ 3.308 .00|%**
Schonel |

~Sep./70 78 5.04 2.64 |65 5.08 2.74( 141}~ .098 .922

-June/7!I 78 5.20 2.67 | 65 5.27 2.81| 141|- .169 .866
Absence :

-Feb./7I 78| 24.82 |i17.15 {65} 26.47 | 15.98] 141}~ .59 .556
Neuroticism

-Feb./71 78] 11.71 5.80 |65] l6.11 4.77: 141(-4.892 .000Q%**
Extraversion

-Feb./71 78 17.82 3.82 (65| 14.75 4.86| 141 4.224 .000%%*
Socio-Economic

-Feb./71 78| 10.64 3.22 |65 9.60 3.461 141} 1.863 .064
Age

-Jan./71 781202.24 113.90 | 65(200.92 | 14.20! 141 .560 .576
Mathematics

-Sep./70 781 14.21 6.25 |65] 11.7] 5.18; 141 2.569 .01 **

~Sep./71 781 15.35 6.37 |65 12.14 5.38{ 14t] 3.215 00| X%
Vocabulary ;

~Sep./69 64| 40.76 |19.67 |32{ 26.74 | 17.77; 94| 4.942 .000%**

=June/71 64| 56.41 (20.11 132 39.76 l7.98§ 94| 5.273 .00Q%**
*X¥ .00l Two Tail
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is significant at fhe .0l level. The higher scores are in favor of
the boys. No significant difference between boys and giris is found
in the self-concept scores.

Both the January and June SCOres on the science test show a
difference significant at the .001 level. The higher scores favor

the boys.

Differences in scores on +he verbal and performance'scales of

the 1.Q. test are significant at the .001 level, and favor the Boys.

The Schoneil scores on the September and June testing show no
sex difference.

Although the giris' score on absence Is higher than the boys,
+he difference is not found to be significant.

The girls show a higher score on +he neuroticism scale, which
is significant at +he .001 level. The higher boys' score on extra-
version is also significant at the .001 level.

No significant difference is found in the age or socio-economic
status of the students.

The mathematics scores for September show a difference signi-
ficant at the .01 level in favor of the boys. The June scores show a
significant difference at the .001 level, also in favor of the boys.

The vocabulary scores for both September and June show sig-

nificant differences in mean between boys and girls at the .001 level.
The higher scores favor the boys.

There is ampie evidence 1o suggest that the prediction that
there will be a significant sex difference among students attending

Wagner High School is true.
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Other Findings

The eighteen variables studied were correlated against each
other with the results presented for boys and girls in Tables XXX
and XXXT respectively.

The Self-Esteem and Self-Concept scales show that for the
girls, in all insfanceé, the scales correiate at the .01 level of
significance; they also correlate at the .01 level of significance for
the boys except in the once instance, in which the pre Self-Concept
Scale and the post Self-Esteem Scale are found to correlate at the .05
level. The data also show that, for both boys and girls, the Self-
Esteem Scale correlates negatively with the Neuroticism Scale aﬁd
positively with the Extraversion Scale at the .01 level. The Self-
Concept Scale for both boys and girls correlates positively at the
.01 Iével with extraversion and negatively at the .05 level with
neuroticism. The data would suggest that should the Self-Esteem
Inventory, the Self-Concept Scale and the Eysenck Personality Inventory
be measuring the same dimensions, there is a degree of reliability in

the three instruments.

Absenteeism and Other Variables. It is interesting to note

that for the boys self-esteem and absence correlate negatively at the
.01 and .05 levels respectively, a finding which is not duplicated for
the giris. The boys' absenteeism correlates at the .05 level with
neuroticism, while no such relationship is exhibited by the girls. If
would appear that the boys show a pattern in which self-esteenm,
absence, and neuroticism are connected--a situation which is not

clearly demonstrated as far as the girls are concerned. However, the
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girls do indicate a negative correIaTion.Befween absence and extra-
version at the .05 level of significance. We might also conclude that
+he correlation between absenteeism and neuroticism for the boys,

and the negative correlation between ébsenfeeism and extraversion for
the girls, establishes a pattern between absenteeism and certain
personal ity dimensions.

For the girls a positive correlation significant at the 0l
level exists between absenteeism and the science scores. One negative
correlation significant at the .05 level exists for boys between the
same two variables. The boys also show one negative correlation sig-
nificant at the .05 level befween mathematics and absence which is not
evident for the girls. 1T would appear that absenteeism does not
affect the girls! achievement in mathematics and science; in fact,
there might be some positive benefits from staying away. With the boys
absentecism seems to have an adverse effect on their progress.

while the boys indicate no significant correlation between
absenteeism and 1.Q. scores, t+he girls' verbal |.Q. correlates posi-
tively at the .01 level with absenteeism. |1 would appear that the N
girlis who stay away are brighter and have higher marks in mathematics
and science.

Examining the Schonell and absence correlations, we find the
boys exhibiting a negative correlation significant at the .01 level,
while the girls show no relationship. While we coulid have assumed that
presence in school was necessary to deveiop +he skills required in the

Schonel | tests, the results wou | d indiéafe t+his To Be true for the

boys but not the giris.
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A relationship between absenteeism and the Socio-Economic
Index exists for the boys at the .05 level of significance. No sig-

nificant correlation in this respect is evident for the giris.

1.Q0., Science, and Mathematics. The boys! |.Q. verbal and

performance scores correlate at the .0l level with the science scores.
The girls' 1.Q. verbal scores correlate at the .05 level with the
science scores, while their performance scores correlate at the .0l
level of significance with their science scores.

The boys' verbal 1.Q. scores correlate at the .0l level with
the mafhemafics.scores, while the performance scores.correlate sig-
nificantly at the .05 level in one instance. The giris!' 1.Q. and
mathematics scores show no significant relationship.

In all instances the boys' science and mathematics scores
correlate at the .0l level of significance, while no significant
relationship s found to exist between mathematics and science scores
for the giris.

It is apparent that for the boys a significant relationship
exists between |.Q., mathematics, and sciencé. The same relationship

is not so clearly evident for the girls.



CHAPTER 6
D1SCUSSION, CONCLUSIONS, IMPLICATIONS

1. DISCUSSION

Prediction 1

Prediction 1 dealt with the intellectual assessment of the
students in Wagner High School. The data indicate that for the whole
group both the verbal and performance scores fall above the upper
limit of 90 established in our definition of a slow learner (1.Q.
75-90). On both the verbal and performance scales, the boys are
significantly higher than the girlis. A significant difference in
verbal and performance assessment is shown for the total group, with
the performance scores showing the higher average.

In other words, the students in Wagner have a potential in
excess of that anticipated. |f the programming in Wagner High
School assumes an intelliectual base of the students which is con-
siderably lower than their actual, we could hypothesize that the
school will do little towards greater utilization of the intellectual
potential. |t could be argued that the objectives of the school are
other than those associated with intellectual assessment and should
this be the case, we could speculate the possibility of the school
confirming the perceived rather +han the frue ability level of the
students. |Ignoring the ability potential of the sfudents allows the
self-fulfilling prophecy to manifest itself whereby students sell
themselves short and teachers sell the students short. During the

73
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course of the interviews, several students made reference 1o the
lack of challenge in +he school.

The significant sex differences are consonant with the specu-
lation that girls are more strongly motivated than boys to do well in
an academic school. Therefore, those who opt to go to a non-academic
school will be markedly dul ler than their male counterparts.

The students' overall inferiority in verbal performance is
| ikely responsible for their weak showing in academic subjecTs, all of

which today require verbal facility for their adequate understanding.

Prediction 2

The Wagner students came from environments of low socio-
economic status. In addition to the average score on the index
being low, it was found through the interviews that 34 students out
of 135 interviewed came from separated, divorced or foster homes. A
relationship exists between low socijo-economic status, the broken
home and learning difficulties, a not unusual finding.

Wagner High School” purports to cater to those students not
capable of achieving in The regular school. while the assumption
is made that part of student selection should give priority fo The
ability of candidatfes, +he overall diagnosis of prospective students
is limited, resulting in a selection of students with a considerable
ability span. The lack of specific information on those students
selected would suggest ma jor difficulties in the school esTab|i§hing
appropriate objectives and programs fo meet the needs of all students.

Wwhile the average intel lectual assessment of the students is

higher than the limits established for slow learners (75-90) the
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average falls into a level that might be considered dull-normal.
Clearly these duli-normal students are products of a continuing
endowment of "losers" which have characterized liberal-capitalist
democracies since their inception. Whether they are innately dull
or just the inevitable product of an environment which is generally
deleterious to human development is unimportant at the moment. At-
tempts at compensatory education to remedy the educational lag have
failed (Jensen, 1969) and will continue fto do so until the larger
and more formative variables associated with a completely different
non-competitive economic order make some impact on the fotal chilid.
Any attempt to change school performance without corresponding changes
in the larger socializing agencies will continue to be a waste of

+ime although occasional and limited successes may be registered

(Friere, 1970).

Prediction 3

Operating from the premise thaT failure is self-denigrating
it was predicted that an environment void of failure would produce
a more positive self-image. The results on the two instruments used
were no+ too encouraging. AT best, performance on Coopersmith's
Se| f-Esteem Inventory showed limited improvement over the testing
period but not over the three years. Coopersmith's Inventory did
indicate a significant difference in scores between males and females
with the higher scores favoring the males. The best that can be
said is that the school's influence is not deleterious.

Wagner High School places considerable emphasis on "self-

concept growth" as being an essential feature of the school's
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overall objectives. The school feels that it should be able to
overcome other kinds of deprivations by enabling the students to
experience an environment that is somewhat failure-free.

An obvious explanation of this absence of gain in self-
growth, over and above the psychometric deficiencies of the instru-
ments used, is that these students have defined themselves in terms
of performances within their reach, ignoring completely the educa-
tional criteria which are emphasized by teachers and counsellors
who came of age and were educated in the 1950's and 1960's when
academic qualifications were at a personal premium for later success
in a high-technology society. This has never been a realistic goal
for "lost" students who redefine themseives so that there is con-
gruence between what they see as themselves and what they would like

To see in themselves.

Prediction 4

Prediction 4 examines the absenteeism rate of Wagner as
compared to the rest of the city high schools. |t would appear that
The Wagner students are absent on the average somewhat more than the
students in other high schools.

It could be argued that while the Wagner students indicate
an absenteeism higher than other high schools, the rate is low for
This particular group of students who were considered to be potential
drop-outs in their former schools.

One could also argue that the nature of Wagner should be
such that maximum attendance is possible. I|f Wagner has an atmos-

phere that is rewarding and a ciimate that is the reverse of their
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previous experience, the attendance rate should indicate this. One
might conclude that Wagner is no more than a "drop-in" centre for
students until something more viable is available.

In respect to Wagner attendance, it is in+éres+ing to note
from Tables XXX and XXXI that absenteeism does not readily affect
+he students' marks, except in the case of the Schonell word recocg-
nition scores for the girls. In this case, it is necessary that one
receive the individual attention fo improve Qord recognition. The
boys do not seem to be affected in the same way.

[f, in the main, attendance does not affect achievement,
one could question the value of what transpires in the schoo]. For
example, why do girls with a higher absence rate do better than the
regular attenders in science? Future research would have to focus

on what actually goes on in the classroom.

Prediction 5

Prediction 5 concerned itself with the feelings of the
students towards their current teachers as contrasted with their
teachers in +hei} former school. The response of the students indi-
cated a very high regard for +he +teachers in Wagner School who were
found to be more understanding and sympathetic than those teachers
in their former experiences.

Very often we hear the cry for better buildings and equipment,
assuming this fo be crucial for effective education. Most of the
students interviewed in Wagner made |ittle mention of the physical
facilities but made considerable comments on the teaching staff.

There can be little doubt +hat the teachers as models are much more
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effective in Wagner than the +eachers in the students! former settings.
Possibly any degree of success enjoyed by the students in Wagner might
be attributed to the teachers who do seem to have the facility for
working with this type of students.

I+ might be hypothesized that should these students have
formerly had teachers with a same degree of understanding as the Wagner
teachers, the need for Wagner might not exist. While it is apparent
+hat the teacher is not the only significant variable in teacher
effectiveness, it is an important factor from the perspective of The

students.

Prediction 6

Prediction 6 dealt with the students' feelings fowards the
vocational and academic programs in the school. Without much doubt,
+he students view the vocational program much more favorably than
+he academic offerings, a finding consonant with their relatively
poor showing in the latter area.

These students have come from schools where they experienced
failure in academic areas with the result that they react badly Toward;
any kind of education identified with their earlier experiences. Most
of the Wagner students come +o this school with the sole purpose of
procuring a vocational training and are not interested in programs not
directly related to their primary interest.

Perhaps rather than the academic courses in the school, the
total involvement should be in the vocational areas with the academic
training woven info the vocational programs. |f would appear that any

form of academic work the school has to offer is met with some



79

resistance. |In spite of the students' preference for the vocational
program, it should be noted that many students have achieved a degree

of academic success in the school.

Prediction 7

Prediction 7 dealt with English and the amount of gain +the
students might have made while in attendance at Wagner High School.
Significant growth over a two year period was evidenced for boys and
girls on vocabulary, level of comprehension, and speed of comprehension.
The vocabulary scores showed the boys to be significantly better than
the girls. The students also showed significant growth in word recog-
nition over a six month interval.

The school's concenfrajed effort in the area of English appears
to pay dividends. The English:deparfmenf operates on tThe basis of
diagnosis and remediation. To aid the program the school is equipped
with a reading lab that allows for individual attention.

It is interesting to note that while both boys and girls
experienced significanT.increase in vocabulary, the difference between
the boys' and girls' scores actually increased over the testing inter-
val. This findoug would lend credence fo Jensen's (1969) thesis that
compensatory education does not narrow the gap but only shifts the
relative position. In examining the vocabulary scores, we must bear
in mind the significantly higher 1.Q. mean for the boys.

IT would appear that by the time Wagner gets the students, it
is nearly impossible to narrow the deficiency gaps that have developed
in certain areas of learning. Early deprivations lead to deficiencies
that appear to accumulate with time. The implications for elementary

education are obvious.
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The evidence would indicate that the possibilities of any major
shift in achievement at this point is limited and any hoped for re-

mediation in English must be started at an earlier age.

Prediction 8

Prediction 8 concerned itself with the science achievement of
+he students in Wagner High School. While there is evidence of growth
over the testing period, there is no evidence of a significant differ-
ence in means between the first, second and third year sample. . If we
were to éssume +hat all students entering Wagner High School were at
+he same level of academic achievement, +hen the evidence would indi-
cate |ittle growth over the period spent in the school. |f the students
entering Wagner varied yearly in academic achievement, we could assume
+hat some growth in science achievement is taking place. The results
would indicate a sex difference with the boys consistently gefting
higher scores.

The increase of science scores for the boys and the lack of
growth for the girls is understandable in that boys tend fo be superior
to girls in this area. An added factor is the evidénce that the boys
significantly exceed the girls in both verba! and performance abiliTy.
interest and ability likely account for the discrepancy between the
scores for the girls and boys.

It could be questioned whether a science program for the girls
has any functional value in Wagner High School. The time spent in the
area of science could possibly be better utilized in the vocational
area of their pursuif. |t should be possible To integrate the needed

science knowledge into the vocational program directly.
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The bulk of the students in Wagner seem to be directly con-
cerned with their vocational program and it would appear that academic
growth at best is only incidental to any skills fhey might acquire while
in school. While their academic development is |imited, the students
do appear fo achieve in areas where they previously experienced failure,

even though their learning here is secondary to the vocational purpose.

Prediction 9

Prediction 9 concerned itself with the mathematics program in
the school. The evidence indicates that the boys experienced signifi-
cant growth while the girls' growth was not found to be sighificanf.
It is highly probable that the |.Q. differential between boys and girls
and the factor of interest play a large part in the score differences.
The between-years effect does suggest that over the three years in
the school, growth resiricted to boys has taken place.

It would appear that the girls are achieving very littie in
the mathematics program and could probably gain more from some other
activity that would fit their vocational program and interest. This
is supported by the evidence through the interview where the girls
were nearly universally not interested in the mathematics program and
saw little relevance in this activity to their vocational program.

Having a mathematics program integrated into the total voca-
Tional program could possibly achieve much more than as a course in
itself. The boys indicate an ability that would alliow for some growth
in tThis area and should a mathematics program be devised that could be
integrated into the students' areas of interest, it is likely that

growth could take piace.
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Prediction 10

Prediction 10 dealt with The Wagner students' scores in
emotional ity and extraversion-infroversion indicates that the girls
have scored lower in extraversion and higher in neuroticism than other
reported scores. The boys' score seem to correspond with the ofher
reported scores but it might be noted that the Wagner boys' neuroticism
score is considerably lower than the boys' neufoficism score at Ross
Shebpard High School.

I+ would certainly appear that the girls in Wagner tend fowards
introversion and instability, indicating the characteristics of moodi-
ness, anxiety, rigidity, soberness, pessimism, being reserved, unsocial,
and quiet. This would appear to be congruent with their lower score
in self-esteem, and it might well be related to their lower écademic
and intelligence scores.

The evidence is that the girls in Wagner manifest personal ity
characteristics of neuroticism not found in other samples tested. It
would seem imperative that the school give some priority to examination

of this area.

The boys appear To fall into The normal recorded average. If
anything, the boys indicate a higher degree of stability than those

found in Ross Sheppard.

“Predicfion 11

Prediction 11 concerned itself with sex differences in the
Wagner student population. Significant differences befwsen the boys
and girls was found in self-esteem, 1.0Q., neuroticism, extraversion,

mathematics, and vocabulary.
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The overall evidence seems to establish the fact that the boys
and girls represent two distinct populations in the school. Within
both groups a not surprising relationship exists between 1.Q. and
achievement. It would also appear that associated with intel | igence
and achievement are personal ity dimensions.

The burden of the cost of compensatory education is once again
challenged. The differences among individuals do not seem fo diminish
in the school. While development may take place, the gap may widen
as exemplified by the vocabulary scores. While significant growth
took place, the actual difference between the boys' and girl;' averages'
grew.

I+ would seem that the boys and gifls were selected for admis-
sion to Wagner for different reasons. |If would also appear that the
school is unable to decrease the disparity that exists befween those
admitted.

The schoo! might examine its operation and programming in
light of the evidence. One could assume that learning disabilities
whether they be congenital or environmental are not readily amenable
+o remediation. This assumption would vindicate the school but would
not answer some of the questions that could be posed concerning the
basic premise on which the school is founded. The school makes an
assumption that it is able to overcome some of the disabilities the
students had when they came to Wagner. While the evidence is not
conclusive, there appears to be some evidence that the school is

achieving a measure of success in spite of some unresolved problems.
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2. CONCLUSIONS

Admission to Wagner is based on a rather loose framework. With
exceptions, admission is |limited to students who are older than fifteen,
must have failed to achieve in mathematics and reading, must have com-
pleted grade eight, do not exhibit detectable physical or emotional
disabilities, and who fall within a range of [.Q. scores suggesting they
are not mental ly retarded. The lack of admission requests from girls
nearly assures the acceptance of all requests made by girls. Because
the criteria presentiy used for selecting students are operational ones,
a wide divergence of characteristics among the students selected is
to be expected.

Implied in establishing the school was the commitment to the
policy that students who failed fo achieve in the more heterogeneous
setting should be given a "second chance" to do so in the more homo-
geneous environment of Wagner High School.

As indicated in the review of the literature, the theoretic
position is taken that a learning environment void of the failure
syndrome which most of these students have experienced will promote
significant positive growth in self-evaluation which in turn will pro-
mote a more positive attitude towards school. Should this be the case,
we would have to anticipate significant gains in school achievement.

Basically, this sTQdy had two purposes. Firstly, an attempt
was made to gather some uncollected data about the subjects in the
school. Secondly, an attempt was made to test some predictions abauT
the school's effectiveness. |n general, it was predicted that there

would be an increase in students' self-concept and basic skills while
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in attendance at Wagner High School. I+ was also felf that success

in Wagner would be functionally related fo the vocational program and/or

t+eacher models.

The data gathered gives us the following information:
There is a significant difference in the students' verbal and
performance assessment.
The boys are significantly higher +han the girls in both verbal
and performance assessment.
The Wagner students represent a low socijo-economic group.
The Wagner students represent an intelligence range higher.Than
that established for a slow learner (75-90).
The boys have a significantly higher score than the girls in
sel f-esteem.
The boys and girls portrayed significant growth in English achieve-
ment. The gap between +he boys and girls in vocabulary maintained
itself over a two year testing period.
Science growth was experienced over the testing period with a
significant sex effect favoring the boys.
Successive mathematics growth was experienced by +he boys over
+he three years in Wagner. A significant sex effect exists.
The girls show a tendency toward introversion and neuroticism.
The Wagner student might bé experiencing greater absenteeism as
compared to students in other city high schools.
The teachers in Wagner are held in high regard by the students.
The Wagner students are primarily interested in the vocational

programs.
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3. The students maintain a positive attitude toward the school and
its programs.

|4. The school is giving the students learning opportunities not
previously experienced by the students.

The information gathered on student characteristics and achievement

would lead us to the following conclusions:

|. The Wagner students rather than being a homogeneous group repre-
sent a wide range in intel lectual ability, achievement, and per-
sonality dimensions.

2. The slow learner being defined as one with an 1.Q. of 75-90 would
suggest that the Wagner students fall within the upper limits and
above the accepted range.

3. The boys and girls seem to be ftwo clearly distinct student popula-

“t+ions in the school.

4. The selection criteria for Wagner school seem to lack definition
and are highly dependent upon the referral school.

5. On the whole, it would appear +hat the students have not experi-
enced self-concept growth.

6. The students do experience some growth in basic skills.

7. Success in Wagner seems to be related to the teachers and the
vocational program.

8. In terms of offering compensatory education, Wagner does not seem
to be successful.

9. The schocl appears to be unable to narrow the discrepancy between

the boys' and girls' levels of achievement.

10. For many students, Wagner, |ike other schocls, serves as 2 custodial

service.
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1. For many students Wagner gives the opportunity of learning some
employable skills.

{2. The socio-economic index of the students would indicate the need
for extensive home, community, and school liaison.

|3. The students are experiencing some measure of success in the
learning situation.

l4. W. P. Wagner is fulfilling a major service in préviding educational

opportunities for students with learning difficulties.
3. IMPLICATIONS FOR FURTHER RESEARCH

Jensen (1969) postuiates that new consideration should be
given to our methods of classroom instruction that put great emphasis
on cognitive (problem-solving) learning rather than associative learn-
ing. His findings reveal that lower-class children perform as well
on associative tasks as do middlie-class children. Lower-class children
in the 1.Q. range of about 60 to 80 do markedly befter than middie-
class children who are in this range of 1.Q. It is conceivable that
inadvertently the emphasis in Wagner is still on +he cognitive rather
+han the associative and should this be so, the school's ipability to
close the gap between the boys' and giris!' achievement scores may be
accounted for. Should The students from l|ower socic—economic condi=
+ions show strength in associative learning, Then instructional
techniques to accommodate this needs exp loration.

while this study made certain assumptions about "sel f-concept
growth" in a tailure-free environment the evidence did not to any
degree of conclusiveness indicate +his. There is, however, an indica-

+ion that the giris in the school tend towards a higher degree of
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introversion and neuroticism than tested samples reported by Eysenck
(1963). This area lends itself to various speculations about the
personal ity dimensions of slow learners, students who fail, and students
isolated for special treatment. Each possibility has extensive
implications for future directions in this type of education. Espe-
cially important is the recent (and compel 1 ing) evidence from Gergen
(1972) concerning "multiple identity," the idea that a happy person,
functioning well in society, may have many "selves' which are elicited
in different domains. |f some of these selves can be established

and measured, Thereby replacing the single sel f-concept test, students
in schocls like Wagner might show, during the years of attendance
there, an improvement in, say, some self concerned with vocations or
leisure or both.

Further investigation inte the refention power of the school
would be advisable. While the Wagner students indicate a higher
absenteeism rate than students in other schools it can be predicted
+hat their rate would be considerably higher in regular schools.
Perhaps a study could be made of those students who were recommended
for Wagner buf who for various reasons remsined in tThe normal school.

Attendance and achievement would seem +o be an area for further
exploration. The lack of any correlations between these areas is
puzzling. In fact, it would seem +that in respect to any achievement
gains, atfendance is not a significant variable. Husén (1972) suggests
that amount of time devoted to a subjecT is possibly less important

+han generally bel ieved.
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The teacher variable seems to be crucial in learning situa-
tions. The Wagner students indicate major differences befween their
current and past teachers in teacher attitude fowards their problems.
To what extent teachers might have averted the present conditions of
+he students is open to speculation. The desirability of examining
the characteristics of teachers that lead to gréaT student effective~
ness seems to be self-evident. The extent to which the teacher may
affect the environmental aspects of development seems also a desirable
area for further study.

This study did not examine the student involvement with law.
One could specula%e that many of these students are in Wagner because
of behavioral problems and the degree to which these problems are
améliorafed or intensified in Wagner would make a study in itself.

Any attempt to evaluate W. P. Wagner High School on an economic
basis would be nearly futile, as the basis for such an evaluation
would have to rely heavily on value judgments. There can be little
doubt that on a student-to-student basis the education of students in
W. P. Wagner is more costly than the average of other schools.

I+ is important to note that on the basis of the value judg-
ments of the teachers and students in the school, Wagner High School
is performing a most valuable service. The students speak positively
about what is happening in the school, and from their perspective, They
are receiving an opportunity to get educated, an opportunity that was
not available to them in their former setting. Where they had experi-
enced failure and frustration, they are now experiencing success.

One could speculate that a majority of Wagner students would

be on the sireets if they were required to remain in the regular
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academic school. One could also speculate that many of the Wagner
students would have remained in the regular high school! if no alter-
natives were open to them. While a longitudinal study would be
required to resolve this issue, we are relatively sure that large
numbers of students for whatever reason are unable or unwilling to
cope with a single track academic program and that a need exists for
alternatives. Wagner provides one such alternative which appears to

have a benign influence on various dimensions of student performance.
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APPENDIX A
QUESTIONNAIRE

Name _ Year

Schoo! last attended
What were the events that led to your coming to W. P. Wagner?
What were your initial feelings about coming to Wagner? Rate your
feelings | to 5 from highly positive to highly negative.

| 2 3 4 5
What are your present feelings about Wagner? Rate your feelings
I to 5 from highly positive to highly negative. ‘

| 2 3 4 5
If given the opportunity of the same program in a regular school
would you still come to Wagner? Yes No
Why?
With whom do you live?
How many brothers and sisters do you have? Brothers Sisters____

What is your fathers/mothers occupation?
What courses or program have you enjoyed most and least while in
Wagner? Most _ Least )
What are your future plans?
What aspects of the school do you find most rewarding?
How would you rate the teachers in this school?

Very Good ____ Goed Average Below Average __ ___ Poor
Why? :

If you were asked, would you recommend Wagner school? Yes_ No
Is there much skipping in the school? Yes No

If yes why? and what should be done about it?

How would you rate the administrators in the school?

Very Good Good Average Below Average Poor ___
Which program, the academic or vocational have you learned the most
from? Why?

Have you made use of the counseling services? Yes No

How many times? For what purpose? ]
For what reasons are most students in Wagner?
What grades have you failed?

What would you like to add?
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APPENDIX B

SOC |0-ECONOMIC  INDEX

Last Name First Name Year

In the following questions, mark your answer by putting a circle in
the right place. For example, in the question Does your family have a
car? draw a circle around the "Yes" if your family does have a car,
and around "™No" if it does not. Be sure to answer all questions.

|. Does your family have a car? . . . . . « « « - « = ¢ Yes No
2. Does your family have a garage or carport? . . . . . Yes No
3. Did your father go to high school? « « « « « « « « . Yes No
4. Did your mother go to high school? . « « « « « « « - Yes No
5. Did your father go fo college? . . « « « « o & o « - Yes No
6. Did your mother go to college? « « « « « « « ¢ o o - Yes No
7. 1s there a desk in your home?. . . « « « o « ¢ o = = Yes No
8. Does your family have a Hi-Fi or record players? . . Yes No
9. Does your family have a piano? . « « o o o o s o e e Yes No
|0. Does your family get a daily newspaper?. . . . . . - Yes No
Il. Do you have your own room at home? « « « « « « - « - Yes No
2. Does your family own its home? . = « « « « = « « « +« Yes No
3. |s there a set of encyclopedias in your home?. . . . Yes No

i4. Does your family have more than 100 hard-cover books?
(4 shelves - 3 feet dongl). « « o « o o ¢ o 0 o o Yes No

I5. Did your parents borrow any books from the library
in the last year?. « « « o o o o o o = o o o o e e Yes No

6. Does your family leave Town at least once a year
for a holiday? . « « ¢ o o o o o ¢ o o 0o o . Yes No

17. Do you belong to any club where you have to pay fees? Yes No

8. Does your mother belong to any clubs or organizations
such as study, church, art, or social clubs? . . . Yes No

19. Does your father belong to any such clubs or
organizations? . . « « « ¢ ¢ o o e e e e e e e e Yes No

20. Have you ever had lessons in music, dancing, art,
swimming, and so on, outside of school?. . . . . . Yes No
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ILLUSTRATED SCIENCE TEST

THREE FRAME FORM
©Willard F. Reese and Russell G. Peckens, I968

This test is different from any other you have ever taken before.
It is designed to test your knowledge of scientific facts and concepts,
your powers of observation, and your ability to reason and use good
judgement. Each of these factors is of great importance fo scientists

and technicians.

DIRECTIONS

This is the test bookiet. Do nct mark or write in any way upon the
pages of this booklet. In this test each question consists of three
ilustrated frames. Only one of the three fromes shown for each question will

A_tB?(!Ddfs

be correct. The frames are labeled A, B and C. 4. 8 2 ¢ 3 0 ¢ ks
In the sample question below there are three llustrations of water

being powed from a bottle. Frame B is a correct ilustration becasse it
shows the water flowing down from the bottle. Frames A3 C are not

(Note: The arrows indicate the drection of movement.)
_ Since B is the correct answer, the space under B in the example
shown on your answer sheet is marked like thes
Moke a similar pencil mark (under A or Bor C, for each question) to show
which answer is correct. Notice that you need mark only AorBor C, there

ae no D or E answers.
if you decide to change an answer, be sure fo erase the mark you do

not want, then mark the one you do want- USE PENCIL ONLY.

There are 40 illustrated science questions ke the one in the sample.
Look carefully at each frame and then choose the one correct answer Mark
your answers on the separate answer sheet. Do your best work but do not
spend foo much time on any one question. You will have thirty minutes

to complete the test
nA NAT ABEN THIS ROOKLET UNTIL YOU ARE TOLD TO DO SO.
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INDICATE YOUR ANSWER ON THE ANSWER SHEET
PLEASE DO NOT MARK ON THIS PAGE

\ METAL ROD

P N . ETOU—V PN,
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INDICATE YOUR ANSWER ON THE ANSWER SHEET
PLEASE DO NOT MARK ON THIS PAGE

X

===

TIN CUTTERS

-
G

A

TIN CUTTERS

L

—<S

TIN CUTTERS

N
C——

FAST AIRCRAFT
WING CROSS SECTION

~
—

FAST AIRCRAFT
WING CROSS SECTION

X

FAST AIRCRAFT
WING CROSS SECTION

OXYGEN
BALLOON

HYDROGEN
~ BALLOON

HELIUM
BALLOON

[M'"L. -
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12
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INDICATE YOUR ANSWER ON THE ANSWER SHEET
PLEASE DO NOT MARK ON THIS PAGE

MIRRORS

BLUE

" & LITMUS
4 TURNED

RED

BLUE
LITMUS
TURNED | &
RED

) uTMus
) TURNED
BLUE

AN

EGG IN PURE WATER

EGG IN TAP WATER

EGG IN SALT WATER
ooy

A
SUN LIGHT

CARBON DIOXIDE

TR

SUN LIGHT

OXYGEN

AN

C
NO LIGHT

. OXYGEN

10

12
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14

15

16

INDICATE YOUR ANSWER ON THE ANSWER SHEET

BLEASE DO NOT MARK ON THIS PAGE

\A\ .

Cu 2w -

i, “SULPHURIC”
s

ok, "SULPHUR

IC

B‘%; ACID

T

g e 1

g _ 1 ]
CAPILLARY

CAPILLARY

MAGNIFIES 100X

MAGNIFIES 10.000X

N

&

13

14

15

16
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INDICATE YOUR ANSWER ON THE ANSWER SHEET
PLEASE DO NOT MARK ON THIS PAGE

e N[ ome N8| N N\
17 F BAMBOO \ DIAMOND \ QUARTZ \\ 17
! )
| * |
SCRATCH NO SCRATCH SCRATCH -

18 18

19 19
20 20
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PLEASE DO NOT MARK ON THIS PAGE

21

22

FISH FIN BIRD WING BAT WING

23 23

24

24
ME@SCUS MENJSCUS MEﬁlSCUS

WATER MERCURY WATER MERCURY WATER MERCURY
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26

27

28

INDICATE YOUR ANSWER ON THE ANSWER SHEET

PLEASE DO NOT MARK ON THIS PAGE

HYDROGEN

N

X

]SLOWLY EXPANDING META?
RAPIOLY EXPANDING METAL

'

1

RAPIDLY EXPANDING METAL L SLOWLY EXPAKDING METAL

ISLOVILY EXPANDING METAL

4'&'

RAPIDLY EXPANDING METAL

]%
b

OBJECT .

OBJECT

OBJECT

CAMERA

25

26

27

28
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30

31

32

13

INDICATE YOUR ANSWER ON THE ANSWER SHEET
PLEASE DO NOT MARK ON THIS PAGE

=250

I“: 25°l

N

300-
AN CONTOUR Lingg

"= 250

SALT,SAND AND.
WATER MIXTURE

SALT,SAND AND
WATER MIXTURE

FILTER PAPER

SAND AND WATER

SALT,SAND AND

FILTER PAPER

i

SALT AND WATER

29

30

31

32
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34

35

36
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INDICATE YOUR ANSWER ON THE ANSWER SHEET
PLEASE DO NOT MARK ON THIS PAGE

_/\

&
s s
\
}Tmm \ : STRING \ STRING
\mou |\ IRON
RING oy RING
GLASS G
PLATE PLA
K
BELL BELL
JAR JAR ,
: \
m&zn ~wax watern | CORK
xerosens |~ CORK mercory | VAX
E— — ]
\uncunv [iRON xemosene | OV
|
BALLOON —
2 BALLOON =5
BALLOON BALLOON
N BALLOON
e [y

33

35

36



37

38

39

40

INDICATE YOUR ANSWER ON THE ANSWER SHEET
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PLEASE DO NOT MARK ON THIS PAGE

SCREWS &
T

SCREWS Y
C/ZL/_%D).) o2

AFTER 3 TURNS

J/\

l ’///A}j))/)l/l

37

SCREWS &
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APPENDIX D

MATH ASSESSMENT

INSTRUCTIONS FOR COMPLETION OF W. P. WAGNER MATH ASSESSMENT

I. Complete the personal data portion at the right side of the
Standard Answer Sheet. Use a dull H.B. pencil--marks shouid be
dark and heavy.

2. Mark the letter of your choice of answer on fhe standard answer
sheet with the H.B. pencil.

3.  IMPORTANT--Answer starting on the answer sheet at No. 29 ansWering
1o 53.

4. * Do not write on the question booklet.
5. Answer ALL QUESTIONS--there will be no penalty for errors.

6. Math survey is to take 25 minutes.

PART B: Mathematics survey
29. 406 a. 235 34, 1 a. 3/4
+ 230 b. 600 4 b. 3/8
c. 636 | c. 2/12
d. 646 +3 d. 2/32
e. 736 ’ e. none
30. 2370 a. 480 35. -9 Ta. 4 2/3
-1890 b. 840 -5 1/3 b. 14 1/3
c. 1480 c. 4 1/3
d. 1580 d. 3 1/3
e. 4800 e. 32/3
31. 406 a. 2802 36. 6x 22/3 a. 16
x 7 b. 2836 "b. 8 2/3
c. 2842 c. 12 2/3
d. 2912 d. 16 2/3
e. 28042 e. 24/3
32. 5) 535 a. 17 37.  3/4 = 1/4 a. 3/16
b. 10l b. 3
c. 107 c. 1/2
d. {70 d. 1/3
e. none . e. none
33. Two million fwo 38. Which is the largest
hundred two is: number? a. 3/4
a. 20,202 : a. 3/4
b. 200,202 b. 2/3
¢c. 2,200,202 c. 8/9
d. 2,000,202 d. 1/20
e. none e. 5/8



39, Five-eighths is: a.

40. .04 + .143 + .3706 =

41, 32.3 a.
x 035

42, .03).504 a.
b.
C.
d.
e.

47. Syd. | ft. 7 in.
- 3yd., 2 ft. 9 in.

. 5.8

5-8
8/5
58

None

.3853
.5536
.5436
.4536

. 5536

1130.5

. 113.05

11.305
1.1305

. 11305

. 507
.68
16.8
168
None

43,

44.

. 46.

a.
b.
c.
d.
e.

48. Find the area of a rectangle with

altitude of 12 inches

a.
b.
c.
d.
e.

49. A box is 12 inches long, 5 inches

What is its volume?

a.
b.
c.
d.
e.

17

which is the largest number?
a. .025
b. .098
c. .75
d. .0i5

Sixty-nine dollars and two

cents is: a. $69.2¢
b. 69.02
c. $69.02
d. $69.02¢
e. None

Eighty-five percent lIs:
. a. .85%
b. 85¢ -
c. 85%
d. 850
e. None

10% of 60 is: a. 600
) b. 50
c. 6

d. 1/6

e. None

8 yd. 3 ft. 16 In.
2 yd. | ft. 10 in.
2 yd. | ft. 2 in.

| yd. | ft. 10 In.
none

a base of 10 inches and an

22 sq. in.
44 sq. in.
240 sq. in.
120 sq. in.
None.

wide, and 2 inches deep.

60 cu. in.

19 cu. in. .
240 cu. in.

120 cu. in.

None

50. A square corner has how many degrees?
o

a.
b.
c.
d.
e.

=lo )
180°
360° -
None.



=5, =6, and T =4, find

a.
b.
c.
d.
e.

a.
b.
C.
d.
e.

118

13

6
169
i8
None

S

9
225
-
None

t+he value of x = r+s -7

a.
b.
C.
d.
e.

7

10

1l

15
None.



