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This study investigated the relationship of high school
curriculum to performance in academic foundation college
courses. The purposes of the study were twofold: First, to
study the relationship of a practical arts high school cur-
riculum as opposed to a college preparatory high school cur-
riculum to performance in academic foundation college courses.
Second, to analyze this relationship and its implications
for high school students, parents, teachers, and counselors.

A sample of 371 students from the 1967 freshman classes
at East Texas State University, North Texas State University,
and Stephen F. Austin State University was randomly selected.
Students were classified into one of three groups on the
basis of the number of non-required high school units in the
academic and practical arts areas presented for college
ertrance. Academic studesnts presented threce or more academic
units and no more than one practical arts unit. Dualistic
students presanted two or more academic units and two or

more practical arts units. Practical arts students presented



three or more practical arts units and no more than one
academic unit,

Groups were compared through covariant analysis of ad-
justed mean grade—-point averages in academic foundation col-
lege courses. Students' ACT composite scores were used as
the control variable.

The content of this study is arranged into five chapters.
The first chapter includes an introduction, statement of the
problem, purpose of the study, définitions, assumptions, and
limitations of the study. Chapter II reviews the related
literature, while Chapter IIXI discusses the methods and pro-
cedures of the study. The fourth chapter contains an analy-
sis of the data with the statistical treatment presented in
tabular form. Chapter V presents a summary of the study and
the findings, conclusions, implications, and recommendations.

It was hypothesized that the academic group would
achleve a significantly higher adjusted mean grade-point
average in academic foundation college courses than would
either of the other two groups. It was further hypothesized
that the dualistic group would achieve a significantly higher
adjusted mean grade-point average than would the practical
arts group.

The analysis of covariance produced an F value of .8128,
which was far short of the tabled F value of 3.00 required

at the .05 level of confidence. Therefore, the hypotheses



were all reajectad. Although not statistically significant,
the &ifference found favored those students with a dualistic
background.

A significant correlation between ACT composite scores
and grade-point average was found for all groups. However,
these scores were found to be much more predictive of col-
lege performance for dualistic students than for practical
arts students. The coefficient of correlation for academic
students fell between those for ﬁhe other two groups.

As a result of this study, it was recommended that high
school teachers and counselors avoid recommending a course
of study consisting entirely of either academic or practical
arts courses as being best for all students who plan to
attend college. High school curricula should be compre-
hensive enough to meet individual needs and flexible encugh
to allow for articulation into other programs should the
student so desire.

College admissions directors should be wary of strict
cut-off points based solely upon standardized test scores,
since ACT scores are less predictive for practical arts

students. Further studies in this area were also recommended.



A COMPARISON OF SUCCESS IN ACADEMIC FOUNDATION COLLEGE
COURSES BETWEEN STUDENTS PRESENTING HIGH SCHOOL
CREDITS IN PRACTICAL ARTS COURSES AND THQOSE

WITH CREDITS IN ACADEMIC COQURSES

DISSERTATION

Presented to the Graduate Council of the
¥orth Tcxas State Univevrsity in Partial

Fulfillment of the Reguirements

For the Degree of

DOCTOR OF EDUCATION

By

Charles R. McKenzie, B.S§., 4.8,
Denton, Texas

May, 1971



TABLE OF CONTENTS

LIST OF TABLES &+ & 4 ¢ 4« = o o o o o o s o o o » » &
Chapter
I. INTRODUCTION o & ¢ o o ¢ o » s s s s o = o » =« 1

Statement of the Problem

Purpcses of the Study

Hypotheses _

Limitations of the Study

Basic Assumptions

Definition of Terms

Background and Significance of Study

II. REVIEW OF RELATED STUDIES . + ¢ « « & o o « & o 16

Challenge of Traditional College
Entrance Requirements
The Role of the American High School
The Eight-Year Study
A Broader Base for Selection
General Education Emphases
The Comprehensive High School
The Period of Scientific Emphasis
The Conant Report
Recent Research on the Secondary
School-College Relationship
III. PROCEDURES OF THE STUDY « + & « o &+ = « « = & - 57
Introduction
Procedures for Selecting Samples
Procedures for Collecting Data
Procedures for Treating Data

IV. PRESENTATION AND ANALYSIS OF THE DATA . . . . . 71

Introduction :

Data Related to the Analysis of
Covariance of Mean Grade-Point Average
of Groups I, 11, and III

Analysis of Covariance

Comparison cof Adjusted Means of Groups

Discussion of Non-Hypothesized Data

Summary

1ii



V.

APPENDIX

Page

SUMMARY , FPINDINGS, CONCLUSIONS,

IMPLICATIONS, AND RECOMMENDATIONS . . . .« . 85

Sunmary

Summary of Methods and Procedures
Used to Cellect Data

Findings

Non-Hypothesized Data

Conclusions

Implications

Recommendations

- . - - » » . - L] . - - - - - - » . .- - - . 93

BIBLTOGRAPHY « v = v o + v o + o o o o o o « o « v o« 95

iv



LIST OF TABLES

Table Page
I. Distribution of Students by Sub-Group . . . . . 60

II. Composition of Groups Based Upon Non-
Required High School Units Presented
for College Entrance + « « o = « » « » « » o« 171

III. Summary of Mears and Standard Deviations
of ACT Composite Scores for Group I,
Group II, Group III, and Total Group . . . . 73

IVv. Summary of Means and Standard Deviations
of Grade-Point Average in Academic
Foundation College Courses for Group I,
Group II, Group III, and Total Group . . . . 74

V. Analysis of Covariance Between the Mean
Grade-Point Average of Group I, Croup II,
and Group III .+ o o o « o s s o = = o« « +» » 15

VI. Comparison of Mean Grade~Point Average and
Adjusted Mean Grade-Point Average for
Each of the Thrxee Groups . +« - - + « « = - « 77

VII. A Comparison of ACT Composite Scores and
Grade-Point Average for Group I
Students . - - - - . - - - - » L - L -

VIII. A Comparison of ACT Composite Scores and
Grade~Point Average for Group II
Students . « . . .+ < ¢ 4 4 e o - 4 4 .. . . 80

IX. A Comparison of ACT Composite Scores and
Grade-Point Average for Group IIX
Students L] - L - L . - . L . > - - . .

X. A Comparison of ACT Composite Scores and
Grade-Point Average for Total Group . . . . 81

XI. Comparison of Coefficients of Correlation
of Group I, Group II, Group III, and
the Total Sample . .« + « « « « &+ « « = + + . 82



CHAPTER I
INTRODUCTION

In order to prepare for a successful career in an in-
creasingly complex technological society, students must
decide at an early age where their interests and abilities
lie. It is very difficult for a high school student to
decide whether to take a general approach and include a wide
range of different areas with little depth of study in any
one area, or to take a more direct approach and concentrate
upon some specific area of study (5, p. 110). Many failures
in high school and college may stem from a failure of the
student to choose wisely.

Many factors other than individual interests and abili-
ties influence the student's choice of high school courses
and college major. Pressures to pursue a career in keeping
with the desires and interests of the parents are often
brought to bear on students. Attitudes of counselors and
teachers, as well as career goals of peers, often influence
students along particular lines.

Practical arts courses on the high school level have
long been considered of value in providing students with
necessary experiences on which to base occupational career

choices {12}. Harris (%), however, found that the brighter



the student, the fewer credits are carned in non-academic
subjects. This study showed that although 80 per cent of
the students earned some credit in commercial subjects, two-
thirds of the boys and about one-half of the girls of above-
average ability earned fifteen or more credits in academic
areas.

Many guestions relevant to the effects of high school
courses upon success in college remain unanswered. Does the
student who pursues a practical arts curriculum in high
school jeopardize his chances for success in college? Does
the student who pursues an academic curriculum sacrifice the
competencies to choose his career wisely, and thus limit his

success in college?

Statement of the Problem

There is considerable guestion concerning the relation-
ship between high school curriculum and performance in
college courses. Some investigations have yielded a positive
relaticnship between certain high school courses and college
success. Others have concluded that no such relationship is
evident. If a definite relationship does in fact exist,
knowledge of this relationship would be of great value to

high school students, parents, teachers, and counselors.



Purposes of the Study

The purposes of this study were twoefold.

1. To determine the relationship between a practical
érts curriculum as opposed to a college preparatory curricu-
lum and performance in academic foundation college courses.

2. To analyze this relationship and its implications
for high school teachers, counselors, and others interested
in preparing students of varied interests for maximum success

in life.

Hypotheses

The following hypotheses were formulated for this study.
T. Students with three or mere units in non-required
academic high school courses and no more than one unit in
non~-required practical arts high school courses will achieve
a significantly higher adjusted mean grade-point average in
academic foundation college courses than will students with
three or more units in practical arts high school courses.

ITI. Students with three or more units in non-required
academic high school courses and no more than one unit in
non-required practical arts high school courses will achieve
a significantly higher adjusted mean grade-point average in
academic foundation college courses than will students with
at least two units in non-required practical arts high school
courses and at least two units in non-~regquired academic high

school courses.



IIZ. Students wiith at least two units in non-required
high school practical arts subjects and at least two units
in non-required academic high school subjects will achieve
a significantly higher adjusted mean grade-point average in
academic foundation college courses than will those students
with three or more units in high school practical arts
courses and no more than one unit in non-required academic

high school courses.

Limitations of the Study

This study was limited to those students who enrolled
as beginning freshmen at North Texas State University,
Stephen F. Austin State University, and East Texas State
University in the fall semester of 1967. Also, the study
was iimited to those students who continued uninterrupted
from high school graduation through the academic foundation
college courses which include twelve hours of English, six
hours of history, six hours of government, six hours of
science, and six hours of mathematics, science, or foreign
language. This was done in order to minimize the effects of
such factors as work experience, military service, and

family responsibility.

Basic Assumptions
It was assumed that any uncontrolled variables such as
background and individual interest would not uniquely affect

any one group being studied. It was further assumed that



the use of three institutions and many instructors would

negate the influence cf any one instructor.

Definition of Terms
For the purpose of this study, the following definitions
were applied.

1. Reguired high school courses--courses in grades

nine through twelve designated as being required for high
school graduation in the Texas Education Agency Bulletin 615,

Principles and Standards for Accrediting Elementary and

Secondary Schools and Description of Approved Courses,
Grades 7-12 (16). These courses consisted éf three units of
English, one unit of world history, one unit of American
history, one-half unit of government, two units of mathe-
matics, and twe units of science, for a total of nine and
one-half units. Sixteen units were required for high school
graduation; thus, six and one~half units could be classified
as non-reguired high school units.

2. Academic foundation college courses——-academic

foundation college courses required of students in all areas
of specialization in the universities studied. These courses
include twelve semester hours of English, six hours of
history, six hours of government, six hours of science, and
six hours of mathematics, science, or foreign language.

3. Practical arts high school courses—--non-reguired

high school courses in the area of industrial and vocational

education, home economics, commerce, and agriculture.



4. Academic hign gcheol courses—-non-required high

schoel courses in the greaz of English, foreign language,
mathematics, science, aad social studies.

5. Academic studenits--students who presented three or

more high school units in non-required academic courses and
no more than one non-required practical arts high school
unit for university entrance.

6. Practical arts students-~-students who presented

three or more high school units in non-required practical
arts courses and no more than one non-required academic high
school unit for university entrance.

7. Dualistic students--students who presented two or

more high school units in non~required arts courses and two
or more high school units in non-required academic courses

for university entrance.

Background and Significance of Study

The first three decades of the twentieth century saw
sweeping changes in secondary education in the United States.
While the number of students in high school increased tenfold,
the scope of the curriculum consisting chiefly of history,
foreign language, mathematics, science, and English was ex-
vanded to include social studies, commercial subjects, the
arts, home economics, and industrial arts. During this

period, the high school diploma became the key to successful

life (1).



Bducators of this pericd were justly proud of the great
achievement of Americen schools, but vet, they were not
satisfied. They knew that although only cne of every six
high school students would go on to college; about 66 per
cent. of the time spent by youth in high schcol was in the
area of college preparatory courses (l0). The curriculum
was still basically ccllege preparatory in nature, and what
the college prescribed for admission determined, to a great
degree, what students could study in school.

During the 1930's and early 1940's many studies of the
relationship between college entrance requirements and success
in college were made. One of the most significant was made
by the Commission on Relatlion of School and College of the
Progressive Education Association {1, pp. 106-112). This
study compared the college success of graduates of 30 experi-
mental schools with graduates of conventional schools. A
total of 1,475 pairs of students was carefully studied, and
college success was judged on the basis of intellectual com-
petence, cultural development, practical competence,
philosophy of life, characteristics, emotional bhalance, social
fitness, sensitivity to social problems, environmental
adaptability, and physical fitness.

The study concluded that the graduates of the thirty
experimental schools earned a slightly higher total grade-
point average as well as a higher grade-point average in all

subject fields except foreign language. They specialized in



the same academic fields as did the comparison students, but
received slightly more academic hcnors each year.

The experimental students did not differ from the.com—
parison group in the number of times they were placed on
probation, but were more often judged to possess a high
degree of intellectual curiosity and drive. They were more
often judged to be precise, systematic, and objective in
their thinking, and were more often judged to have developed
clear or well-formulated ideas concerning the meaning of
education--especially in the first two years in college.

The study further showed that the experimental students
more often demonstrated a high degree of resourcefulness in
meeting new gsituaticns, did net differ from the comparison
group in ability to plan their time effectively, and had
about the same problems of adjustment as the comparison
group, but approached their solution with greater effective-
ness. The experimental group participated somewhat more
frequently, more often enjoyed appreciative experiences in
the arts, and participated more in all organized student
groups except religious and “service" activities.

In each college year the experimental students earned a
higher percentage of non-academic honors (officership in
organizations, elections to managerial societies, athletic
insignia, leading roles in dramatic and musical presenta-
tions), but did not differ from the comparison group in the
quality of adjustment to their contemporaries. They differed

slightly from the comparison group in the kinds of judgments



about their schooling, had a somewnat better orientation
toward the choice of a vocation, and demonstrated a more
active concern for what was going on in the world (1). The
study recommended that scurces such as student description,
evaluation instruments, and records of achievement be secured
for obtaining admission information which would not restrict
secondary schools to a prescribed curriculum,

In the years that followed, many authors cited the
Eight-Year Study as sufficient evidence to warrant change in
college entrance regquirements and high school curriculum.
Leonard (10) stated that the Eight-Year Study had revealed
clearly that the graduates of the experimental schools were
more successful in college than the graduates of conventional
schools. He further stated that the assumption that college
success depends upon pursuing prescribed subjects in high
school can no longer be accepted by thinking people.

Bing (3), in a study of students presenting practical
arts credits for admission to the University of Missouri in
1935-37, found that when the abilities of practical arts
students and non-practical arts students were held constant,
no significant difference was evident in college success.

He therefore concluded that on the basis of evidence

found, three units of commerce, or two to three units of
home economics, or two units of industrial arts, or as many
as six units of agriculture, constitute satisfactory preparé—

tion for successful college work.
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Segel (13), in a sumnary of several studies, indicated
that the relationship ketween high school subjects and
college scholarship was negligible. Douglass (6), in a
study of students who were deficient in meeting admission
requirements, found no significant difference between college
scholarship of this group and a group of students cf equal
ability who had met requirements.

Throughout the forties and early fifties college re-
strictions on high school ccurse offerings were reduced, and
many cooperative efforts to improve relationships of high
schools and colleges were established. The high schools
developed into comprehensive high schools attempting to serve
the needs of all students. Colleges began to pay less atten-
tion to specific courses and placed more emphasis upon
standardized measures of aptitude and achievement regardless
of the pattern of high school courses (17).

With the launching of Russia's first "sputnik," however,
much new attention was focused upon the nature and purpose
of the secondary school. Some educators, legislators, and
laymen called for a return to “hard core" education (7).
Cthers emphasized the need for a critical leocok at education
with special attention to revitalization of such academic
areas as mathematics, scieice, and foreign language (8, 14,
18). The changes brought about by this new emphasis upon
education during the decade since "sputnik" has had its

impact upon current education practices. Research into the
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relationship of high schoel curriculum and college success
shows conflicting results.

Sullivan (15), in a study of predictive factors and
college success, reported that "difference in college perfor-
mance between academic and general high schools' student
bodies was found to be highly significant." Boone (4)
stated that the number of credits in foreign language, when
compared with first-year college'gradenpoint average, yielded
a partial correlation coefficient that was significant at
the .01 level, The numbeyxy of credits in industrial arts,
mathematics, science, and social studies did not show a sig-
nificant correlation. Naibert {(11), on the other hand,
found the average grade in all high school mathematics
courses to be the most important single predictor of success
in a first course in college chemistry.

Campbell (5) found that students with four units of
high school English, as well as those with three or more
academic credits in high school mathematics and science,
achieved significantly higher grades in college than did
those with a few high school credits in these areas. On the
contrary, a reverse relationship was found between coliege
achievement and the number of vocational courses taken.

Baron (2), on the other hand, found no significant difference
as related to curriculum followed in high school.

Due to the inconclusive results of this research, many

guestions remained to be answered. This study attempted to
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determine the relationship between high school curriculum
and success in ccllege, thus providiné information which
would be of value to educators and students faced with the
problem of course selection for maximum achievement of indi-
vidual potentialities. The study should prove especially

helpful to high school counselors in their advising pro-

cedures with students in their schools.
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CHAPTER II
REVIEW OF RELATED STUDIES

The first twenty years of the twentieth century saw
very little guestioning of classical and traditional college
entrance reguirements. The Committee of Nine's "Report on
the Articulation of High Schools and Colleges" (12) recom=
mended requiremants for college entrance which became the
accepted standard of the time. These requirements included
three units of English, two units of a single foreign
language, one unit of history, two units of mathematics, and
one unit of science. A second major consisting.of two units
in advanced academic subjects was also suggested. Four
units were left as a means of meeting the needs of the indi-
vidual.

Grim (28) characterized the research prior to 19225 as
emphasizing economy of time, minimum essentials, and educa-
tional shortages, with the primary purpose of salvaging the
traditional curriculum. A few studies, however, did question
the secondary school, college relationship, and its effect

upon the educational system as a whole (7, 11, 24, 41).

16
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Challenge of Traditiona

Entrance Requiren

{
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One of the first to challenge the college entrance re-
guirements was Colebank (11l). 1In 1919, he expressed a grow-
ing conviction among many school men that

No convincing evidence has made certain

that a four year secondary school course con-

sisting largely of guite formal studies in

foreign language and mathematics, taught by

the methods that have been customary in prepara-

tory and other secondary schools, actually lays

a better foundation for successful college work

and for subseguent success in life than courses

of a different character (11, p. 149).

IIe concluded that if colleges were to maintain current
entrance requirements, convincing evidence of their value
should be presented.

Gebhardt (24), in his 1923 study of students at the
Colorado State Teachers College, found no significant evi-
dence to indicate that any one group of subjects in high
school was superior to another as preparation for college
work. MacPhail (41), in 1924, made a study of twenty-seven
pairs of students of equal ability, one member of which had
taken four years of high school Latin and the other member
had taken none. Although the freshman grade-point average
in college work did favor the group who had taken Latin in
high school, this difference was not found to be statisti-
cally significant.

Bolenbaugh and Proctor (7) made an effort to determine

whether students who entered Stanford University with aca-—-

demic high school backgrounds achieved higher standings in



college subjects than did those with vocational high school
backgrecunds. They found that when mental ability was held
constant, boys who carried from 15 to 50 per éent vocational
woxrk in their high school programs were more successful in
college than the boys whose courses consisted of academic
subjects only. They Ffurther found that when intelligence
scores and college scholarships were compared, the voca-
tional group had a slight advantage.

Yates (63), in a study of 706 students from the Univer-
sity of Kentucky, the University of Indiana, and the Univer-
sity of Cincinnati, classified the students as having fol-
lowed a ﬁocational, scientific, general, or classical
curriculum. He found that no significant difference existed
in college success when individuals of egual mental ability
from the various curriculum areas were compared. He stated,
"The facts justify the demand that high school work be well
done, but not that the college should specify which subijects
the high school may offer its students in preparation for
higher education" (63, p. 58).

Rent and Schreurs (35), in a study of students at North-
western University, found the amount of high school English
to have a slight negative value for predicting college suc-—
cess. They also found a slight positive relationship between
the amount of high school mathematics in predicting success

in college trigonometry, but not in college algebra.
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Sorenson (55), in a similar study at Northwestern University,
found that three or four years of high school Latin were
definitely predictive of college success. Mathematics and
French appeared to be of lesser predictive wvalue.

Douglass (19) studied the recoxds of 387 students at
the University of Oregon and found no relationship between
the amount of credit earned in vocational high school sub-
jects and college success. He also summarized studies up to
1232 and found: "Not only was there little or no relation
between patterns of high school credits and college success,
but apparently there is little relation between the mastery
of any particular subject and college success” (19, p. 143).
He further predicted that in future decades, selecting col-
lege entrants on the basis of minimum credits in certain
fields of high school credit would seem a "curious and inex-
plicable anomaly” (19, p. 147)}.

Atkinson (4}, in a summary of previous studies, found
that such studies revealed small differences between classi-
cal and vocational patterns, but those which appeared to
exist favored the classical. However, he did acknowledge a
number of extensive and carefully constructed studies in
which no difference was found. 1In his study, Atkinson found
a slight relationship between credits earned in high school
subjects and success in college. He concluded that rank in
high school class, rank on college entrance examination, and

grades in preliminary college courses appeared to be more
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important to college success than specific characteristics
of high school subject matter pattern.

Bing (6} made a study of the 1935 and 1936 freshman
classes at the University of Missouri. This study included
793 students from 205 Missouri high schools who had taken

the Ohio State University Psychological Test in their senior

year. The students were divided into groups, either practical
arts or non-practical arts on the basis of the high school
credits presented fcr college entrance. Students who had
taken practical arts courses which included agriculture,
commerce, home economics, and industrial arts were compared
with those who had chosen no practical arts subjects.

Bing found that little or no relationship seemed to
exist between the number of high school credits in practical
arts courses, and letter grades and honor point ratio at the
university. Also, when ability was held constant, no sig-
nificant difference was found between the practical arts
group and the academic group. He concluded that practical
arts courses were of value in preparing students for success-—
ful work at the University of Missouri.

Cofield, in a review of the book The Redirection of

Secondary Education: A Social Interpretation, seems to

strike the common ncte of the day when he stated,

After hearing college and university facul-
ties for many years with almost routine regulaxr—
ity, blame secondary schools for all manner of '
deficiencies in the student, it is refreshing
to hear such matter-of-fact raferences to the
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deterring and stiiliny
secondary educaticn wh
the institutions of iy

CLounon progressive
has been axerted by
iearning (52, p. 235).

Also, he saw a strong possibility that the deficiency lies
less in the student which the secondary schools send to the
university than in the imagination of those who tell them

what to send.

The Role of the American High School

Although the studies of this period were not in absolute
agreement as to the relationship between high school prepara-
tion and college success, they did exert a strong influence
upon educational practices and curriculum cfferings of this
period. There was much discussion as to the role of the
American high school in regard to academic and vocational
preparation of the students.

Writers such as Klapper (36) expressed the opinion that
the conflict between cultural and vocational functions of the
high school is artificially stimulated. He stated,

A daily routine that is excessively voca-

tional leaves neither time nor inclination for

living; a life that is given exclusively to

cultural activities makes for the most part

consumers who do not produce. Few are fit to

be "idle singers of an empty day." The sooner

we recognize that these two functions are not

antagonistic nor discrete experiences, the

sooner will we grasp the fundamental unity that

must pervade all of education (36, p. 233).

Klapper also saw urbanization as one of the primary

problems of this period as the city child missed the oppor-

tunity to experience many of the natural forms of motor and
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experiential training then available to the country child.
He stated that through the use of nmauy kinds of industrial
arts and nature studies, education must give back to the
child what industrialization has taken away. Further, since
most boys and girls were destined to Jead lives that are
manual and commercial in nature, children should have an
insight into the wide and varied range of occupations avail-
able to them. He advocated pointed and systematic training
in vocational areas in order to produce happy and more use-
ful men and women. Klapper suamarized these opinions in
the following statement:
Preparation for earning a living surely

is not all there is to education, for life is

bigger than meking a living; but neither is

preparation for passive understanding and

appreciation of life the beginning and end of

education, for again life is essentially

active and productive (36, p. 233).

The Eight-Year Study

One of the most influential factors of this period was
the work of the Progressive Education Association. Founded
in 1918, and based upon the educational ideas of such men as
James and Dewey, the Progressive Education Assocliation made
a very significant contribution in the form of the Eight-
Year Study. In publication of their findings in 1942, the
Progressive Education Association made the following comments:

It has long been recognized that these re-~
strictions practically determine the curriculum

of most secondary schools. Some have argued
that the abandonment of these restrictions would



greatly improve secondary education; others have
argued that the result would be chaos, or insig-
nificant tinkering with the carriculum, or no

change whatever. The BEight-Year Study put these
arguments to the test of experience (49, p. Xix).

They further concluded that

Graduates of the Thirty Schools did as well
as the comparison group in every measure of
scholastic competence, and in many aspects of
development which are more important than marks,
they did better. The further a school departed
from the traditional college preparatory program,
the better was the record of its graduates. Thus
it was proved that the traditional college en-
trance reguirements and examinations are no
longer necessary to insure adequate preparation
for college (49, p. xvii).

Many of the schools involved in the study considered
the school's function to be more than simply preparing
graduates to enter college. One school expressed it in the
following manner:

The administrators and teachers have con-
sistently refused to prepare pupils specifically

for the College Entrance Board Examinations. The

faculty has long felt that some of the specific

regquirements which colleges had imposed could

not be demonstrated to be of general value. . . .

It was our hope that the measured results would

do much teo improve the articulation between

school and college (49, p. 662).

The writers further stated the idea that general educa-
tion was being so planned and taught as to provide training
in the necessary skills of communication and organization
and insights into personal, social, and ecconomic problems.
Such a program was sufficient to take the place of some of

the courses which had been accepted as general college

entrance regquirements.



They further expressed the opinion
Whether colleges and universities will

come to accept general education as an entrance

credit in its own right or whether the experi-

ences provided in the program must be listed

under such subject matter titles as social

studies and English remains to be seen (49,

p- 210).

Although most writers of the period praised the FEight-
Year Study, some authors questioqed the interpretation of
the outcomes of the study. Lancelot, for instance, stated,
"Little in the way of impartial evaluation of its findings
has been heard from the hard-headed realists who administer
the nation's public schools® (38, p. 55).

He noted two important factors which could give the
members of the experimental group an advantage over the
group to which they were compared. First, the participating
schools were, as a group, schools which conducted expensive
educational programs, either private schools, university
schools, or schools in wealthy neighborhoods and not typical
of the public secondary schools as a whele. Second, the
teachers in general were exceptionally capable and resource-
ful. Also, the teacher-pupil ratio was much lower than
would be typical of the norm for public secondary schools of
the nation. Lancelot, therefore, concluded that with these

two critical factors omitted, the differences in college per-

formance could not be totally attributed to the experimental

practices.
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Kurani (37) saw as a scurce of friction between high
school and college, the relative wroportion of "vocational"
to "cultural®” subjects that may be recognized by colleges
to fulfill their entrance requirements. He cited the Eight-
Year Study as indicating the advantages of a more liberal
policy in this matter, but pleaded for a judicious interpre-
tation of the findings of this report by both secondary
schools and colleges. He also called for more and better

gulidance practices on the secondary level.

A Broader Base for Selection

With the development of psychological and other apti-
tude tests, a new basis for selection of students appeared.
Investigators now became interested in a number of factors
which were possibly related to college success. Among those
receiving the most attention were intelligence tests, high
school grade-point average, rank in high school class, and
the number of credits in specified high school fields.

Although many studies were conducted, there was no
complete agreement in the findings regarding any factor.
Amount of high school credit in any one high school field
was found to be of less predictive value than either intel-
ligence or high school rank. May (43), for instance, found
that the students' intelligence and time spent in study were
of slightly less predictive value than were high school units

and grade-point averages. He further stated that all factors



considered, amount of high school work was a poor index of
college success. In a study of University of Maine graduates,
Gowen and Gooch {27) found that when compared on either the
amount of work done or on the quality of such work, high
school subjects were about equal in predictive value for the
freshman year of college.

Fowler expressed the problem of selection as follows:
"The trouble with college admissions procedures today is
that we have no way of looking at a prospective college
student as a whole person" (21, p. 92). He felt that instead,
the student was seen as a conglomeration of scores, scales,
units, letters, random questions, and miscellaneocus data
which often eithcr cancel one another out and add up to
zero, or are taken too literally as a definite signal of
future success or failure.

Kurani (37} in 1942, saw selection not simply as an
administrative device, but more important as an educational
process. "As such, it must be governed and judged by edu-
cational philosophy . . . cognizance must be taken of the
fact that here we are dealing with personality, with its
abilities, fears, hopes, and aspirations" (37, p. 259).

The author also expressed the opinion that selection should
include more than measures of I.{Q. and whether or not he had
taken certain high school courses.

Anderson, in noting the problems of selection and

articulation between high school and college, stated
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Educators and measurement workers have long
been seeking improved methods of getting more
valid estimates of the broader outcome of edu-
cation. With respect to academic growth and
achievement, the traditional practice has been
to estimate the competence of a student in a
given subject matter area by testing his ability
to recall or recognize accurately a large number
cf factual data (3, p. 376).

He describes the more recent trend as being toward pro-
viding the essential data and measuring the variance in
response that is due to the students' comprehension of the
material. The tests of general educational development
designed for use by the United States Army were cited as
being of this type.

In a 1948 study of fifty-six colleges and universities,
Prator (48) found strong support for preadmissions guidance
and for the use of a variety of methods in selecting candi-
dates for admission to college. He also felt that colleges
should encourage only the applicants who could most benefit
from the program offered by the institution. The admissions
requirement and methods of selection should be planned so
that students are properly placed. Prator further stated,

Measures of the candidate's ability, achieve-
ment, literacy, and scholastic record are helpful

in predicting college success; when such measures

are combined with measures of the candidate's per-

sonality, character, financial resources, health,

interest, and purposefulness, a reasonably good
basis for selection should be achieved (48, p. 270).
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General Educaticn Cmphases

In the years that followed the Eight-Year Study, much
was saild about the nature, scope, and future of general edu-
cation. Cox (17), for instance, predicted that education on
the secondary level would become more indicative of real
life situations and more practical in results. School would
become life itself to the child just as a vocation would be
to an adult. He felt that the curriculum should be built
around a core of social and economic subjects which represent
real life rather than the English social studies base. He
expresses it as follows:

The practical arts--homemaking, agriculture,
commercial pursuits and the industrial arts—-

would seemingly constitute a "core-subject" group

that will provide the maximum opportunity to

integrate the entire curricular program in an

active and realistic manner not possible with a

passive "core-subject" that has come into being

as a mere instrument of scocial development (17,

p. 208).

Alberty (1) expressed a similar idea in suggesting a
core program based largely upon direct first-hand experi-
ence with the "academic" subjects serving as special interest
areas. He contended that the experience curriculum will
operate properly only when the program of general education
has been reorganized in terms of problems, needs, and
interests of the students.

Viestfall (60) suggested that the responsibility of the

school is to guide each student into those experiences which

appear to be most profitable for him. He felt that required
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work should be concerned primarily with problems of living
rather than with rasstricted college entrance requirements or
other specialized needs of only a relatively few students.

Cushman {13) stated that getting ready for college re-
ceived unwarranted emphasis not only for those students who
would not go to college, but also for students who did plan
to go to college. He proposed that if the goals of general
education were well attended to, most of the needs of college
preparation would take care of themselves. He further stated
that the high prestige value of college preparatory courses
causes them to become the dominating factor in course selec-
tion whether or not the student plans to go to college.

However, Maurer (42), in defense of what he calls
cultural subjects, expressed a fear that in the clamor for
practical high school courses, the real purpose of education
may be overlooked. He defined this purpose as an ability to
think clearly.

Maurer also cited a study made at John Marshall High
School in Cleveland, which showed that about 73 per cent of
the subjects studied were classified as life preparatory
rather than simply college preparatory. He therefore éon—
cluded that the criticism leveled at high schools was un-
warranted, as many of the courses considered to be college

preparatory were actually "life preparatory"” as well,



One of the thirty schools involved in the Eight-Year
study noted the relationship between the non-—academic studies
and those of a college preparatory nature.

In the summer of 1940 six members of the

faculty attended the University of Chicago Work-

shop to develop material for the non-academic

student. Interestingly enough, these materials

are now being used with students who are preparing

to go to college. Thus, we come more and more closely

to a real general education program (49, p. 111).

Sevelle (53) stated that man's progress depends upon
two factors: the instinct of human beings to adapt themselves
to their environment and the ability of men to use what their
fathers have taught them. Since the first of these does not
change, then the second, an understanding of what men's
fathers have taught them is what constitutes a liberal edu-
cation. He felt then that the core of education should be
built about man's cultural history. Alsc, since language is
the most essential tool of the human mind, the study of
literature and language should be included in the core cur-
riculum. The third essential in the core curriculum Sevelle
considered to be science. IHe saw science as the great unify-
ing principle of the modern age.

Harrington believed that “feor the average boy or girl,
nothing is better than the study of Latin, preferably for
focur years, whether college follows or not" (30, p. 322).

He justified this by stating that Latin gives the most sub-

stantial basis for understanding of life.
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Studebaker (58), in calling for a general education for
all youth, stressed the role of practical arts in providing
experiences in the use of tools, materials and shapes common
to youth in rural communities, but largely absent to urban
youth. He stated: "Today's workers need both general edu-
cation to give them an understanding of the world in which
they live and special training to prepare them for their
occupations" (58, p. 5).

Welson (44), in 1947, saw a trend over the past years
in which the secondary schools gradually emerged from the
protective custody of the college influence. He called for
high school educational programs which would not shirk the
responsibility of leadership in meeting the demands of a
functional public educational system.

Sherman {54), in 1950, saw the great task ahead in edu-
cation as winning the opportunity for each pupil to follow
an educational program of his own choice. This would reguire
the development of facilities which would make vocational
training available to all youth, not so much the training
for specific jobs, but mainly enlarging upon the fund of
practical knowledge that a person must have to live effec-
tively in his community. He expressed little doubt that
those who want and need vocational orientation are denied

access to such training because of lack of equipment, staff,

and other facilities.



Sherman saw another conmon problem of public education
as one of guidance. “Thoze students who wanted vocational
training were guided into academic work to make room for
dullards in vocational training. He expressed this as fol-
lows: "It is highly possible that some of cur doctors,
lawyers, and other professicnal men would have made better
auto mechanics, hookkeepers, or farmers, and likewise, some
of the workers in non-professional jobs today would have
made highly qualified professional men® (54, p. 51).

Sherman further saw the schools as having dispensed two
kinds of education, college preparatory and vocational.
These were classified as theoretical and practical, although
both ccould be considered practical. He questioned the wis-
dom of liberal arts educators who thought they could hand out
packages of facts to be digested and regurgitated verbatim
with no reference to actual life experience. He challenged
those who felt that the mental elite have a right to knowl-
edge and that vocational training is only for dullards.

The 0ld idea of certain courses taken as

mental discipline for the improvement of the

mind becomes sheer luxury when indulged in for

that purpose alone. People must live down-to-

earth practical lives with their health (both

mental and physical), recretion [sic]) and neces-

sities of life taken care of first. Then and

only then can they indulge in the luxuries of

cultural enjoyment. As far as citizenship is

concerned, no one has ever been known to exer-

cise the prerogatives of democracy with a clear
head when he had an empty stomach (54, p. 46).
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Gayle called for a core curriculum which he defined as
"that part of a total school curriculum which endeavers to
assist pupils in meeting the needs most common to them and
to society without regard to any subject-matter classifica-
tion" (23, p. 290). He referred to the core curriculum at
the Highland Park, illinois high school which was estab-
lished as an elective program in 1943. The subject matter
fields utilized during the twelve years of his study at
Highland Park were Grade IX, English and soclial science;
Grade X, English, speech, and biology; Grade XI, American
history and American literature; Grade XII, English (great
books) .

Gayle found from the analyses of the records that there
were no appreciable differences between the core and the
rion-core sample concerning the college experiences selected
for study. He concluded that the core graduates had been as
well prepared for college matriculation as had the non-core
graduates.

The core graduates had been accepted by colleges as
readily as the graduates of the conventional curricula, and
they had attended college as frequently as the non—coré
members. He found that the two groups' attendance patterns
differed as to general types and sizes of colleges. How-
ever, approximately nine-tenths of the graduates in each
%ample felt that their general college preparation had been

adegquate or more than adequate. A third of each sample felt



there were inadeqguacies in mechanics of grammar in relation
to freshman English couvrses, but the general patterns of
deficiencies in English were similar for the core and the
non-core groups.

Goodrich and Folsom (26) called for a life problem core
curriculum in which the life interest of students was basic.
This core was to be supported by streamlined courses in
hasic subjects such as English, mathematics, social studies,
practical arts, science, and fine arts. In this way, the
right relationship between school and life could be realized
and the goals of general education achieved.

Cushman (18) saw general education as fostering the
growth and development of the individual and as perpetuating
the culture, economy, and mores of society. Romine (51)
defined general education as a broad type of education aimed
at developing attitudes, abilities, and understandings. He
considered it not as college or vocational preparatory, but

rather life preparatory.

The Comprehensive High School
The changing purpose of secondary education gave rise
to the comprehensive high school. Keller (34) defined the
comprehensive high school as serving the needs of all Ameri-~
can youth, no matter what their race, creed, intelligence,
interest, aptitudes, skill, wealth, or social status. To be

comprehensive, a high school must teach all varieties of
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cskill and all kinds of knowledge to all kinds of people bent
upon living socially profitable lives and prepare them for
potentially successful vocations. He expresses this idea as
follows:

A fully comprehensgive high school (if the

term is to mean anything) is ons that combines

all the best features of an academic high school

and a vocational high school, and, therefore,

serves the needs of all youth in the community.

Schools with only industrial arts and homemaking

and typewriting cocurses are making only the

merest gestures toward reality (34, p. 17}.

Patterson (46) traced the development of North Adams,
Massachusetts High School from a selective to a comprehensive
high school. He saw the changing purpose of the secondary
education program as being reflected in the growth of the
multiple curricula plan. As many students could profit from
an educational program designed to prepare them for life in
the community, for them, there was a lessening of require-
ments in the languages and an increase in the offerings of
practical subjects. A chreonological breakdown of the program
of studies showed that prior to 1869 the single purpose of
the high school was college preparatory. In 1874, the
curricula consisted of the classical courses for college
preparation and an English and mathematical course which was
considered as preparation for life in the community. 1In

1885, a business course was added. By 1927, the curricula

included the classical, scientific, practical arts, household

arts, secretarial, business, and general.
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The growth of this multiple curricula plan indicated
the awareness of the need for changing the purposes and
offerings of the high school to meet the needs of those
youths who were not interested in preparing dor college.

Gilchrist (23) saw the comprehensive high school as
encoimpassing a balance in curriculum in levels of difficulty,
depth in curriculum, individvalized education, and functional
learning. He concluded that college entrance reguirements,
which were largely determined by test scores in academic
subjects, were detrimental to the continued function of the
comprehensive high school.

Sylvester (59), in a 1951 study of comprehensive and
vocational high schools, found much discussion about the
relative values of each type of school. Thirty-one educa=-
tors, including school superintendents, principals, profes-
sors, and state directors were randomly surveyed.

He found that in vocational schools there was little
class distinction. Such was not the case in many of the
general and comprehensive high schools. Usually the aca-
demic courses were ranked in first position, with business
courses in second, and practical arts and industrial cburses
last. Pupils who were considered most worthy were usually
guided into the academic courses, while those who were con-
sidered dull were directed into the courses which offered

preparation for work.
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Conant, in 1967, saw a changing rcle of vocational
courses over the past ten vears. New federal legislation
replaced the strict limits of the old Smith-Hughes Act.
Vocational shop work could then be placed on a cooperative
basis. As Conant expressed it,

This meant that even in such fields as tool

and die work, it was possible for a boy to spend

two or three or four hours cof the day in the

twelfth grade in a shop run by industry itself

and yet receive academic credit for this work

(15, p. 3).

Conant questioned the wisdom of sending those who
desired vocational =ducation to.a vocational school for the
entire day. He saw this arrangement as a threat to the
comprehensive high school concept and felt that bussing
students to a central spot for use of shops for a portion of
a daf was more advantageous. In this way the student would
still remain a member of a comprehensive high school in
which he or she would do the academic work.

Conant emphasized the importance of good instruction in
such fields as business education, home economics, drafting,
auto mechanics, tool and die work, and building trades. He
saw this instruction as valuable not as measured by market-
able skills, but as a highly motivating force for a certain

type of youth who experienced difficulty or apathy with

English, mathematics, foreign language, and physics.
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The Period of Scientific Emphasis

With the end of World War II and the implications of
the Atomic and Scientific Age, a new set of problems arose
in the minds of many educators. Some began to question the
value and wisdom of a broad general education in a period of
rapid scientific specialization.

With the launching of Russia's first "sputnik" in
October, 1957, America was shocked into a critical evalua-
tion of the nature and scope of secondary education.

Lee, in reference to the Soviet Union's launching of
the first "sputnik," commented:

Alarm gripped the American people, and at

once there followed cries of 'something must be

done to meet the challenge.' Attention soon

turned to the nation's high schools. Pointed

‘inquiries were made concerning science courses

at this level (33, p. 304).

Lee also cited the divergence of opinion between those
who wished the natural sciences to receive a major role in
the high school curriculum and those who felt the humanities
should ke the dominant factor in the high school program.
The justification given for the scientific emphasis was that
of national survival in the face of the recent technological
advances of the Soviet Union. This was considered a time of
crisis and peril in which unusual and emergency curricula

must be given priority.

On the opposite end of the spectrum were those educators

who felt that humanities should continue to hold theif place



of deminance in the high school curriculum. As justification
for this point of view, it was noted that most of the youth

in high school would never become professional scientists,
but would scon be taking their places in the world as men
and women. A "balanced™ program in the humanities was
therefore advocated.

Gardner suggested that the surge of publicity about

Soviet schools had produced many false impressions and
fooclish conclusions about education in America. He further

states,

iluch of the argument over education today
is coming from people who are not really in-
terested in facing problems as they exist. They
are interested in venting their prejudices or
in keating one cnothcr akout the ears with
slogans and battle cries (22, p. xi).

Lee referred to a large number of published articles
which contrasted the academic life of the American high
school student with that of the Russian student:

The general tenor of the articles was that

Soviet secondary school students received a

better education because of emphasis on hard

work, respect for the intellectual life, plenty

of science, and not too much social life (39,
p. 304),

This emphasis, coupled with the concern of the public,
brought about a clamor for reappraisal of the high school
curriculum in the light of unmistakable scientific crisis.
Those who advocated extensive science education observed
that the elective system in the high school enabled students

to evade almost all the science courses in favor of less
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intellectually demanding courses. This, they felt, resulted
in students with a poor science background who were less
likely to choose science as a career and thus help meet the
Scoviet challenge.

The humanities advocates felt that a strong scientific
emphasis would be of very little value to a large majority
of the students as most would either drop cut of school
before graduation or go into scme area of work other than
science. Their concern was the education of the "whole child
rather than merely the development of his tachnological
abilities" (3%, p. 305).

Lee saw the answer as being a combination of better
science and humanities:

Since the world dces not consist merely of

the intellectual and the beautiful, or of only

the grossly physical, but is rather a combina-

tion of -the clements, an education in the

humanities without an education in science or

vice versa, will deprive the learner of an

adeguate concept of reality (39, p. 306).

Bortner (9) saw the post-sputnik controversy as result-
ing in rather widespread agreement that while survival
depended upon science education, democracy, individual
liberty, and peace depended upon an education df wide fange
and variety. He advocated a curriculum built around the
problems of everyday life which he called the experience core
curriculum. Some of the characteristics of this curriculum

were lack of concern for subject matter lines, merging of

teaching and guidance, cooperative planning by teachers and



pupils, large blocks of time, and well-gualified core
teachers assisted by é agroup of supiect-matter teachers to
whom individual students may be referred.

In addition to increasing pupil knowledge in mathe-
matics and science, Bortner saw the core curriculum as a
means of identifying the pupils who showed a strong interest
and aptitude in science and as encouraging a scientific,
problem-solving approach te¢ learning.

Fisher, in a discussion of current curriculum needs in
the area of science, stated, "No longer do we need a high-
school curriculum centered around traditional language arts
programs” (20, p. 1ll).

he stated that some educators placed greater emphasis
on social studies and athletics than on science, while the
world of work was becoming more highly technicalized. This,
Fisher felt, could be remedied by the establishment of a
"uniform reguired six—fear mathematics and science curriculum
for every boy and girl in America" (20, p. 9).

Riddle, commenting on the threat posed by the science
education system, stated,

No one can doubt that the threat has become
greater, nor that more of our people are partly

aware of it. The question that now seems of para-

mount importance can be stated in one of two ways:

Is that threat adeguately comprehended by our

leadership in education? Or, do the educational

measures we are now taking seem likely to protect
us adequately against that threat (50, p. 180)7?
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In answer to thess questions, Riddle called for the
teaching of at least ithree sciences and more and better
mathematics to a much higher perxcentage of high school
pupils., He guestioned the Conant report, which he cited as
advocating four years of English, three or four years of
history, and at least one year of foreign language for the
academically talented. He considered it to be so heavily
loaded toward the social subjects as to slight science.

Riddle sums up these thoughts as follows:

Is softness in our secondary school cur-

riculum justifiable in the light of the present

threat, mode of attack and strength of our

cpponent. . . . How much longer dare we gamble

the fortunes of western civilization on the

proposition that the scientific age is still

alien and remcote (50, p. 183)7

Gross stated the opinion that the lack of precision in
American public education was the result of the "preoccupa-~
tion with the faceless fellow whom we call the average stu-
dent" (29, p. 41). He defended the practices of ability
grouping and special emphasis on gifted students and felt
that the average students were so numerous that they could
hardly be ignored or overlooked. He further suggested vastly
increased topical content and more college level work for
the most able high school students. Gross referred to high
school courses such as driver education as "certified gold-
plated frills" (29, p. 42).

Althouse (2) expressed the belief that the practical

arts should move ahead with the scientific advances of the



day. He felt that the inaginations of the vouth had been
aimed into the future by the recent scientific advancements.
In calling for change in teaching the industrial arts, he
said,
The educational, eccnomic, cultural, and
scilentific advancement of our nation will come

about through the development of these imagina-

tions and not through a Noah's Ark load of

superior necktie racks and spun pewter ash

trays (2, p. 2).

Norris (45), in answer to the charge that America was
spending too much educational time and money on frills, fads,
and mediocrity, quoted a dictionary definition of mediocrity
as "moderate excellence," or the ordinary. While recognizing
the need for a program that would challenge the minds of
superior students, he expressed the concerns of many educa-
tors abocut the dangers of overrcaction as follows:

Will our guidance counselors succumb to the

demands of parents that their children be chan-

neled into advanced courses of math and science

. « « regardless of their ability to profit by

such training? Will the industrial and practical

arts subjects be relegated to educational junk

heaps. . . . Are all our students now to become

scientists and engineers (45, p. 53)?

Norris contended that an adequate share of the school
tax dollar must be invested in the ordinary student who
would be the future industrial trade and commercial employees,
whose productivity, purchasing power, earnings, and invest-
ments were vital to a strong economy.

Sparks (57) saw industrial arts shops basically as

laboratories of applied science and mathematics with great
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poteniial when combined with certain mathematics and science
courses. McKenzie, in a compariscon of industrial arts
course offerings in Louisiana with eight states, concluded,
Zlthough the need for technical courses
such as basic electricity and radio-electronics
has increased significantly in recent years,
due to the rapid expansion of the electronics

industry, industrial arts course offerings have
failed to keep pace {40, p. 60).

Be found only one course, basic electricity, which
ranked in the top ten on the eight-state average. In
Leuisiana, no electronics course ranked in the top ten.
McKenzie {40), therefore, recommended that more depth in
content should be stressed on the high school level in
courses more typical of modern industry.

.Wright saw the need for strengthening both mathematics
and science offerings, but felt that it should not be done
at the expense of the practical arts. He said,

We surely know that our society today is
basically industrial in nature and that indus-

trial arts is usually offered as general edu-

cation. It is an interpretation of industry

through manipulative experiences. It seems

logical that this phase of general education

is just as important for fast learners as for
slow learners (62, p. 224).

Others, such as Johnson, called for balance in thé cur-
riculum. He considered a curriculum balanced when physical,
social, and humane materials were in theif proper proportion
and their inter-relations were clearly established. Emphasis

placed upon mathematics and science was seen as a threat to

this balance.



One demand vwerhaps more implied than clearly
stated is that ouvr secondary schools produce
forthwith if not retroactively, an army of embryo
scientists--mathematicians and physicists
chiefly. . . . This is the danger, that we shall
weaken the bastions of cur spirit by presuming
to strengthen the bastions of our fist (33, p. 25).

The Committee on Curriculum Planning of the National
Association of Secondary School'Principals also stressed the
importance of keeping a balance in the secondary school pro-
gram. They. expressed this as follows:

The demands for increased emphasis in the
quality and guantity of our instructional pro-
gram in science, and mathematics, must not dis-
tract from the accent on English, social studies,
foreign languages, and other important areas
of study. At the same time, we must review the
entire program of studies to determine the ex-
tent to which each provides essential content
in effective education (13, p. 265).

‘Hilberry (31) saw "sputnik" as a threat because it made
plain that Zmerica was no longer peerless in science and
technology. He said, "At last, I think America understands
that we are not playing games at which we are infallible.
The dead voices of the Sputniks tell us otherwise."

Smith, in a discussion of basic education, sums up the
feelings of many educators of the post-sputnik era as fol-

lows:

In the agonizing reappraisal of American
education which has been going on since Sputnik,
more and more parents and educators are coming
to accept the necessity for a stronger academic
program in the elementary and high schools. . . .
Whnile it is true there is danger in working a
child bevond his capacity, it is somewhat sur-
prising that more educational psychologists do
not stress the other side of the coin: that
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nothing is more sgatisfying and pleasurable to

a child or youth than to accomplish something

through hard work whi<h he was not sure he was

capable of acconplishing (55, p. 13).

Wooley (61) éuestioned the suggesticns of several
groups about what should be done to the high school curricu-
Ium after the launching of Russia's "sputnik."”

Although some had suggested that all subjects other
than academic ones be dropped from the high school curricu-
lum and that a straight academic program--basic and advanced--
pe required of all students, he disagreed. Wooley felt that
85 to 90 per cent of the high school students would not suc-
ceed under this plan.

Another suggestion was to establish separate schools—-
one for the college bound and academically gifted and others
for those for whom secondary education is terminal.

Wooley saw two problems with this approach. First,
universal public education must be sacrificed to achieve
desirable standards. Second, the comprehensive high school
must be sacrificed for various other kinds of high schools
in order to realize higher standards of achievement, par-
ticularly for the academically gifted.

He expressed the feeling that we cannot choose between
educating a few people exceedingly well and educating many
pecple less well, but we must achieve both guality and
quantity in public education in order to survive. Wooley

appeared to express complete agreement with James B. Conant
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that both guality and quantity can be achieved within the
framework of the presentc compr2hensive high school and that
poth were being achieved in some of the best comprehensive

high schools.

The Conant Report
One of the most widely discussed studies of this period

was the Conant report, The American High School Today. John B.

Gardner of the Carnegie Institute praised the Conant report
as being "a positive and constructive approach toward the
improvement of curriculum and organization of the nation's
schools" (14, p. xi).

The Conant report was made in 1958, after a study of
some forty schools in thirteen states. Only schools con-
sidered of sufficient size to provide an adequate education
for all types of youth were included. Several recommenda-
tions for education were made.

Conant (14) suggested a general education pregram in-
volving nine or ten courses with homework to be taken in
four years and occupy morxe than half the time of some stu-
dents, whatever their elective program. He suggested gradua-
tion regquirements which included four years of English,
three or four years c¢f social science, one year of mathe-
matics, one year of science, and seven electives, either of

an academic nature, or of a design which helped to develop

a marketable skill.
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In reference to ability grou

3 ing, Conant said,

it

I have becoms persuaded . . . that some

degree of grcuping in terms of ability in the

English and history classes is in the best

interest of all concerned. The same would be

true for the sciernce, mathematics, and foreign

language courses if these are elected by many

students who do not have considerable academic

apility {16, p. 346).

In reference to vocational education, Conant said,

To my mind, the great majority of high school
students should be directing their studies toward

some definite end. The vocational goal may change

as the student matures, but those who have a goal

are far better off than others (16, p. 348).

Conant repocrted the views expressed by the 1958 Washing-
ton Conference on Education of the Academically Talented.
This group strongly advocated that four full years be devoted
to the study of a single foreign language for the academi-
cally talented. They recommended four years of English in
high school with more emphasis upon close articulation in
elementary school, junicr high school, high school, and
college. They further recommended that special courses in
creative writing, literature, and reading be initiated forx
the academically talented.

In the area of social studies, at least three years
were suggested under the guidance of exceptional teachers.
In science, a two or three year sequence in physics, chemis-—

try, and bioclogy was recommended, while in mathematics, at

least three years were seen as desirable for the academically

talented youth.



Conant {(16) believed that identification and education
of the academically talented students was a matter of special
interest. He believed that the academically talented should
be identified in the eighth grade and be persuaded to take
a tough program of mathematics, science, and foreign language.
Also, they should be guided to enter tough programs in a
university or college, and if they have limited means,
enabled to do so by means of a scholarship. He did, how-
ever, exXpress an unwillingness to go along with those who
would limit their concern to some 15 to 20 per cent of the
youth who may be classified as gifted. Conant also rejected
the idea of placing gifted youth in separate schools, whether
they be labeled acadenic, scientific, classical, or college
preparatory. He stated his belief that a satisfactory
course of study for bright boys and girls could best be
achieved in a public high school of a comprehensive type.
With proper organization and good guidance he felt that a
very large percentage of youth would elect a course of study
which would challenge their intellectual capacity.

Recent Research on the Secondary
School-College Relationship

The decade since "sputnik" has seen many new emphases
in all areas of secondary education. Many atteﬁpts have
been made to make education relevant to modern technological
society. Along with this has come a re-examination of the

relationship between high school curriculum and college
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success. Although mosti researcih of the first half of the
twentieth century discounts the value of a particular group
of high school courses as preparation for college, the
current research in this area shows conflicting results.

Writers such as Boone (8) found no significant differ-—
ence when students were compared on the basis of curriculum
followed in high school. Powell (47) found that high schcol
English grade-point average contributed little as a pre-
dictor of college success when other predictors were avail-
able.

Campbell (10), on the other hand, found that students
with four units of high school English achieved signifi-
cantly higher grades in college than those with few high
school credits in this area.

Iglinsky (32) found that students taking the college
preparatory high school curricula were apt to be more suc-
cessful in college than those with a non-college preparatory
high school background. Barron (5), however, found no sig-
nificant difference as related to curriculum followed in

high schoeol.
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CHAPTER III
PROCEDURES OF THE STUDY

Introduction

This study investigated the relationship of a practical
arts high school curriculum as opposed to a college prepara-
tory high school curriculum to performance in academic
foundation college courses. In order to obtain a population
that could be considered fepresentative of high school stu-
dents attending state colleges in the northeast Texas arxea,
three universities--East Texas State University in Commerce,
Texas; North Texas State University in Denton, Texas; and
Stephen F. Austin State University in Nacogdoches, Texas--
were included in the study. Only those students who
graduated from high school in 1967 and who continue unin-
terrupted through the academic foundation college courses
were considered. No distinction was made as to the sex of
the student.

The 1967 graduates were chosen for this study first
because they had now been enrolled at the university a suf-
ficient length of time to complete the academic foundation
college courses. Secondly, one of the universities included
in the study no longer required the American College Testing
Program (hereafter referred to as ACT) composite scoré for

college entrance after the 1967 spring semester.

57



Procedurzs for Seleciing Samples

In August, 19790, psramission for the use of students'
permanent records was solicited by a letter from the candi-
date's faculty adviscr to the appropriate administrator of
each of the three universities (see Appendix A). Assurances
were given that comparisons between students would be made
only on the basis of high school background. Further, no
distinction would be made in the statistical treatment of
data as to the university attended.

Students were grouped into one of three groups as
determined by the number of non-required high school units
they presented for college entrance in each of two areas.
These areas were classified as either practical arts orx

academic. Texas Edncation Agency Bulletin No. 615, Prin-

ciples and Standards for Accrediting Elementary and Secon-

dary Schools and Descriptions of Approved Courses, Grades

7-12 (6), designated required courses in grades 9-12 as
being three units of English, one unit of world history, one
unit of American history, one-half unit of government, two
units of mathematics, and two units of laboratory science.
As sixteen units were required for graduaticn, six and one-
half units may be considered non-~required high school units.
Only those non-required high school units presented for
college entrance which could be classified as either prac-
tical arts or academic were considered for placing students

into a particular group.
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For the purpose of classificaticen, non-required high
school units in the areas of industrial and vocational edu-
cation, home economics, commerce, and agriculture were con-
sidered to be of a practical arts nature. Non-fequired
units in the areas of English, foreign language, mathematics,
science, and social studies were considered as being of an
academic nature.

The students were placed into one of three groups--
academic, dualistic, or practical arts—-on the basis of their
particular distribution of non-required high school units.
Students with three or more non-required academic high
school units and no more than one non-required practical
arts high school unit were classified as Group I, or academic
students. Students with at least two non~required academic
high school units and at least two non-required practical
arts units were classified as Group II, or dualistic stu-
dents. Finally, students with at least three non-required
practical arts high school units and no more than one non-
reguired academic high school unit were classified as Group
III, or practical arts students.

In order to insure an adequate sample size, it waé
determined that the smallest of the three groups should have
a minimum of 100 students. This was assured by continuing
the sawpling process in each of the three universities until
the smallest of the three sub-groups contained thirty-four

students,
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The smallest oub-orowy Az cach of the three universities
was found to be the practical arts sub-group, with 34 stu-
dents. This resulted in a total of 102 practical arts stu-
dents in Group III. The academic group, Group iI, ranked
second in size, with a total of 116 students. The East
Texas State University academic sub-group contained 37
students. The North Texas State University academic sub-
group had 38 students, and the Stephen F. Austin State
University academic sub-group included 41 students. The
dualistic group, Group II, was the largest in size with an
overall total of 153 students. The East Texas State Univer-
sity dualistic sub-group contained 52 students. The North
Texas State University dualistic sub-group had 49 students,
and the Stephen F. Austin State University dualistic sub-
group contained 52 students. This resulted in a total sample
size of 371 students. The distribution among the various

sub-groups is shown in Table I.

TABLE I

DISTRIBUTION OF STUDENTS BY SUB--GRQUP

East Texas |[North Texas|Stephen F. Austin
State State State
Group University |University University Totals
I 37 38 41 116
i1 52 49 52 153
I 34 34 34 102
School




Procedures for Collecting Data

Permission to use students' permanent records was re;
guested and received from the dean of admissions and records
at East Texas State University. A list of 1967-high school
graduates entering East Texas State University as beginning
freshmen during the fall semester of 1967 was obtained.
This list was then compared with the names of students en-~
rolled at East Texas State University during the fall

semester of 1870. The names of 742 students wexe found on

both lists.

The records of these students were then checked to in-
sure the availabkility of high school transcripts, ACT com~
posite scores, and grades in academic foundation college
courses. The names of 693 students from the 1967 freshman
class were found who were enrolled during the 1370 fall
semester at East Texas State University and whose files con-
tained all necessary data.

Since a minimum sample of 100 from a possible 693 stu-
dents was reguired, a sample was selected systematically,
beginning at random and including every seventh individual.
This was done 1in order to insuxre a representative sampie of
the entire group of names. The random starting point was
achieved by placing the twenty-six letters of the alphabet
in & container and drawing out one letter. The letter "N"
was drawn first. It was then replaced and the letter "B"

was drawn. Since reference to the list yielded no name with



this combination of letters, the first name past this point
on the alphabetical listing became the starting point. This
same starting point was used for the sampling procedure in
the other two universities. |

A special form was developed for collecting the data
on the individual students (see Appendix B). The students’
high school transcripts were examined and the number of non-
reguired high school units in the academic and practical
arts areas were recorded. From this information, each stu-
dent was classified into one of the three groups--academic,
dualistic, or practical arts. The ACT composite scores were
then recorded from %the students' permanent record card.
Grades in the academic foundation college courses were then
recorded.

Grades in academic foundation college courses were
converted to respective numerical values based on a four-—
point system of "A," four points; "B," three points; “C,"
two points; "D," one point; "F," no points. These_numerical
values were then totaled and a grade-point average found.

Permission to use students' permanent records was re-
guested and received from the vice president of acadeﬁic
affairs at North Texas State University. A list of 1967 high
school graduates entering North Texas State University as
beginning freshmen in the fall semester of 1967 was obtained.
This list was then compared with the names of students en-

rolled at North Texas State University during the fall
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ar of 1970. The names of 1,523 students were found on
both liszts.

The records of these students were then.checked to
insure the availability of high school transcripts, ACT
composite scores, and grades in academic foundation college
courses. The names of 1,372 students from the 1967 fresh-
man class at North Texas State University were found who
were enrolled during the 1970 fall semester and whose files
contained all necessary data.

A sample was selected systematically from the list of
1,372 names, beginning at random and including every
thirteenth individual until the minimum number of 34 was
obhtained for the smallest sub-group. This was done to
insure a representative sample from the entire group of
names. The starting point for the sampling process was the
same as that previously described. The data from these
students' permanent records were then recorded on the infor-
mation forms.

Permission to use students' permanent records was re-
quested and received from the registrar at Stephen F. Austin
State University. A list of 1967 high school graduates
entering Stephen F. Austin State University as beginning
freshnen during the fall semester of 1967 was obtained.

This list was then compared with the names of students en-

rolled at Stephen F. Austin State University during the fall



semester of 1970. 'Yhe nawes of 716 students were found on
both lists.

The xecords of these students were then checked to
insure the availability of high school transcri?ts, ACT
composite scores, and grades in acadenic foundation college
courses. The names of 627 students frcm the 19267 freshman
class at Stephen F. Austin State University were found who
were enrolled during the 1970 fall semester and whose files
contained all necessary data.

A sample was selected systematically beginning at
random and including every seventh individual until the
minimum number of 34 was obtained for the smallest sub-
group. This was dohe in order to insure a representative
sample of the entire group of 716 names. The starting point
for the sampling process was the same as previously described.
The data from these students' permanent records were then

recorded on the information forms.

Procedures for Treating Data
The data compiled from students' records were entered
on computer worksheets and later transferred to computer
punch cards for processing by the computer center at North
Texas State University. Analysis of covariance was the
statistical treatment used to test Hypotheses I through ITI
because of its ability to detect significant differences in

the criterion variable and its ability to control the influence



of other variables upon the criterion variable. The level
of significance was estsblished at the .05 level.

The analysis of covariance, according to Roscoe (5), is
a blending of regression and analysis of variance which per-
mits statistical rather than experimental control of vari-
ables. This is eguivalent to matching the various experi-
mental groups with respect to the variable or variables being
controliled. Use of analysis of covariance requires a
suitable control variable such as I.Q. scores, achievement
test scores, or previous course grades which are known to
be correlated with the criterion variable.

Because of availability and value as predictors of col-
lege success, ACT composite scores were used as the control
variable in the analysis of covariance design. The American
College Testing Program is of fairly recent origin, as it
was developed in 1959. Brown and Wolins (1) studied 4,597
freshmen who attended Iowa State University. The ACT sub-
test scores, as well as composite scores, were analyzed
statistically to determine their value as predictors of
academic achievement. Findings indicated that the ACT com~
posite was a good predictor of college success. Also, the
ACT was found to be a good measure of scholastic aptitude
for sub-groups of students such as engineering or premedical
majors. Libby (4) obkserved that ACT mathematics scores and

the ACT composite scores generally showed the highest



correlaticon witn firab same
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ter grade-peint averages for
engineering and industrial technician majors.

Foster and Danskin (3) published the results of three
studies at Kansas State University which investigated the'
relationship of ACT scores alone and in combination with
other predictors such as hich schcol grades. Results indi-
cated that ACT scorés alone predicted about 35 to 50 per
cent of the variation in grades cbtained. Davis (2) found
the selection test used by the American College Testing
Program to have a predictive validity of about .50 to .60 for
the criterion of individual grade-point average in the
freshman year. According to Roscoe (5), a predictive
validity of .64 is considered good. The uscer of ACT com-
posite scores can also be assured that they were given under
carefully controlled conditions.

For this study, the random sample was drawn and divided
into three groups on the basis of high school units pre-
sented for college entrance. American College Testing
Program composite scores were selected for the control vari-
able due to their correlation with the criterion variable.
The grade-point averages in those academic foundation college
- courses reguired of students in all areas of specialization
in the universities studied were determined. These courses
included twelve hours of English, six hours of history, six
hours of government, six hours of laboratory science, and

six hours of mathematics, scilence, or foreign language.
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The sums of sgucres belween groves, within groups, and
for total were calculated, along with their respective
degrees of freedom. These balculations were completed for
both criterion and control veriables. The sums of products
between groups, within groups, and for total were calculated,
as were the adjusted sums of sguares, degrees of freedom,
and mean squares for the criterion variable. The calculated
F value was then compared to the tabled F (5) at the desired
level of significance and for the appropriate degrees of
freedom in order to determine whether or not the hypothesis
was tenable.

In the analysis of covariance, the following formulas
were used to determine devistion values:

For the total sample:

2
ry? = IY? - W(ZE) .

For within subgroups:

(zy_)?2 (ryY, )? (ZY )2
b c
Ty? = 1y? - & 4 + ,
ka kb kc

where
Y = GPA in required college courses
X = ACT scores
a = academic students
b = dualistic students
¢ = practical arts students

k = number in group.
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In a similar fashicn, the sums of sguares of the devia-
tions away from the means for the ACT composite scores (X)

%

were determined.

The deviation form of the crossproduct between GPA in

academic foundation college courses and ACT composite scores

was determined as follows:

For the total sample:

ny = XY - '('"Z':—}“{"')"ELE':'Z'L-
For within subgroups:
(ZX ) (ZY ) (ZX. ) (ZY.) (ZX ) (XY )
Ixy = IXY - a a. 4+ 2 b4 < Sl
k k k
a b c

The PF-~ratio was calculated from

Q!
- EETEX with af = (k - 1), (N - k - 1}.
wy

F

Although no hypothesis was made as to the relationship
between ACT scores and grade-point averages in academic
foundation college courses, a Pearson product-moment corre-
lation was computed for each of the three groups and for the
total sample and the results were reported.

The formula used to tabulate the Pearson product“moment
coefficient of correlation was as follows: |
NZXY - IXIY

/szxz - (IX)?2 «rﬁzyz - (IY)?

r

4




where

correlation bhetween GPA in academic foundation
college cources and ACT composite scores

number of scores
GPA in academic foundation college courses

ACT composite scores.
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CHAPTER 1V
PRESENTATION AND ANALYSIS OF THE DATA

Introduction
The data obtained for statistical treatment in this
study were related to three major areas: non-reguired high
school units presented for college entrance, ACT composite
scores, and grade-point average in academic foundation col-
lege courses. Students were grouped into one of three groups
on the basis of the non-required high school units presented

for college entrance. (See Table II.)

TABLE II

COMPOSITION OF GROUPS BASED UPON NON-REQUIRED HIGH SCHQOOL
UNITS PRESENTED FOR COLLEGE ENTRANCE

High School Zcademic Dualistic Practical Arts
Units (Group I) (Group ITI) (Group III)
Academic Three or more Two cor more|No more than one

Practical Arts|Ho more than one|Two or more|Three or more

Students who presented two or more non-required academic
high school units and no more than one non-required practical
arts high school unit were classified into Group I. This
group was referred to as the academic group. Students who
presented two or more non-reguired academic high school units

as well as two or more non-required practical arts high
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school units were classified intoc Group iII. This group was
called the dualistic group. Finally, students who presented
no more than one non-reguired academic high echool unit
along with two or more non~required‘practical arts high
school units were classified into Group III. This group was
called the practical arts group.

The three groups were compared by the analysis of co-
variance on a basis of the mean grade-point average in the
academic foundation college courses required of all students
attending the three universities studied. 1In order to com-~
pensate for possible existing differences in ability among
the three groups studied, the mean ACT composite score of
each group was introduced as a control varianle in the
analysis of covariance design.

Raw data relative to high school background, ACT com-
posite scores, and grade-polint average in academic foundation
college courses were entered on computer punch cards for
statistical treatment by the Computing Center, North Texas
State University, Denton, Texas.

Data Related to the Analysis of Covariance
of Mean Grade~-Point Average of
Groups 1, II, and III

The means and standard deviations of ACT composite
scores of the three groups axe reported in Table III. These
data revealed a mean ACT composite score of 20.8276 and a

standard deviation of 3.6195 for Group I. The mean ACT
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TAELE IXII

SUMMARY OF MEANS AND STANDARD DEVIATIONS OF ACT COMPOSITE
SCORES FOR GROUP I, GROUP 11, GROUP III, AND
TOTAL SAMPLE¥

Number of Mean Standard

Group Observations ACT Score Deviation
I 116 20.8276 3.6195
II 153 20.4902 4.1788
11T 102 18.7059 4.0040
TS 371 20.1051 4.0480

*Referred to as Group TS.

composite score for Group II was 20.4902,with a standard
deviation of 4.1788. Group III had a mean ACT composite
score of 18.7059 and a standard deviation of 4.0040. The
mean ACT composite score for the total group, Group TS, was
20.1051, with a standard deviation of 4.0480.

The academic group obtained the highest mean ACT com-
posite score with the dualistic group second, and the prac-
tical arts group third. The standard deviation from the
mean for each group showed the greatest deviation within the
dualistic group. The practical arts group had the second
largest deviation. The academic group had the smallest
standard deviation. The academic group may then be con-
sidered to be the most homogeneous of the three groups with
respect to ability as indicated by the ACT composite score.
In order to determine whether significant differences ex-

isted amcng the mean grade-point average of the three groups,



the data were subjected to further analyvsis. The means and
the standard deviations for college grade-point average for
the three groups are reported in Table IV. These data

revealed a mean grade~point average for Group I of 2.3383

TABLE IV

SUMMARY OF MEANS AND STAMNDARD DEVIATIONS OF GRADE-POINT
AVERAGE IN ACADEMIC FOUNDATION COLLEGE COURSES FOR
GROUP I, GROUP II, GROUP II1, AND TOTAL SAMPLE

Number of Mean Grade- Standard

Group Observations [Point Average Deviation
I 11le 2.3383 0.5444
IY 153 2.3496 0.6576
III : 102 2.1372 0.5713
TS 371 2.2877 0.6062

with a standard deviation of 0.5444. Group II had a mean
grade-point average of 2.3496, with a standard deviation of
0.6576. CGroup III had a mean grade-point average of 2.1372
with a standard deviation of $.5713. The mean grade point
average for the total group was 2.2877, with a standard
deviation of 0.6062.

On the basis of grade-point average in academic founda-
tion college courses, the dualistic group ranked first. The
academic group ranked second in mean grade-point average,
and the practical arts group ranked third. The dualistic
group had the largest deviation frxcm the mean, while the

practical arts group ranked second. The academic group



agyain had the smallest deviation from the mean when compared
on the basis of grade-point average in academic foundation

college courses.

Analysis of Covariance
It was predicted in Hypotheses I, II, and III that a
significant difference would be found among the mean college
grade~point averages of the three groups considered in the
study. Table V shows the analysis of covariance residuals
from a comparison of the three groups on the basis of grade-

point average in academic foundation college courses.

TABLE V

ANALYSIS OF COVARIANCE BETWEEN THE MEAN

GRADE~POINT

AVERAGE OF GROUP I, GROUP II, AND GROUP IIT
Source of Sums of Mean F
Variation Squares af Square Ratio
Difference 0.4609 2 0.2325 0.8128%*
Within 104.9609 367 0.2860
Total 105.4258 369

*No significant difference at the .05 level.

In order to compensate for possible pre-existing dif-

ferences ketween the groups, ACT composite scores were intro-

duced into the analysis of covariance design as the control

variable.

Hypothesis I stated that students with three or more

units in non-required academic hich school courses and no
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more than core unit in non-reguired practical arts high
schoeol courses would achieve a2 significantly higher adjusted
mean grade-point average in academic foundation college
courses than would studenits with three or more units in non-
required practical arts high school courses and no more than
one unit in non-reaguired academic high school courses. The
analysis of covariance of the mean college grade-point
average produced an F value of .8128, which was far short of
the tabled F value of 3.00 required at the .05 level of con-
fidence. Therefore, Hypothesis I was rejected.

Hypothesis II stated that students with three or more
units in non-required academic high school courses and no
more than one unit in non-required practical arts high school
courses would achieve a significantly higher adjusted meén
grade-point average in academic foundation college courses
than would students with at least two units in non-required
academic high school courses and at least two units in non~
required practical arts high school courses. The analysis
of covariance of the mean college grade-point average pro-
duced a ratio of .8128. The tabled value of F reguired for
sigrnificance at the .05 level of confidence was 3.00. .Thus,
Hypothesis II1 was rejected at the .05 level.

Hypothesis III stated that students with at least two
units in non-required academic high school courses and at
least two units in non~required practical arts high school

courses would achieve a significantly higher mean grade-point
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average in academic foundation area college courses than
studants with at least three units in non-reguired practical
arts high school courses and no more than one unit in non-
required academic high school courses.

The F ratio obtained from the analysis of covariance of
the mean grade-point averages of the three groups was .8128.
As this F ratio did not reach the magnitude of 3.00 required
for significance at the .05 level of confidence, Hypothesis

ITI was rejected.

Comparison of Adjusted Means of Groups
Table VI shows a comparison of the mean grade-point
average and the adjusted mean grade-point average for each
of the three groups. The mean grade-pocint average of 2.3383
for Group I was adjusted downward to an adjusted mean grade-

point average of 2.882. This change of .0501 represents the

TABLE VI

COMPARISON OF MEAN GRADE-POINT AVERAGE AND ADJUSTED MEAN
GRADE~POINT AVERAGE FOR EACH OF THE THREE GROUPS

Group I Group II Group III

Mean GPA 2.3383 2.3496 2.1372
Adjusted Mean GPA 2.2882 2.3229 2.2343
Difference - .0501 - .0267 + .0971

adjustment required to eguate the groups statistically

through the use of ACT composite scores as the control
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variable in the analysis of covariance design. In the same

manner, the mean grade-point average of 2.3496 for Group I1

was adjusted downward to an adjusted mean grade-point average
of 2.2882. Therefore, an adjustmeﬁt of .0267 wés required
in the mean grade-pcint average of Group II.

The mean grade-point average of 2.1372 for Group III
was adjusted upward to obtain an adjusted mean grade-point
average of 2.2343. This was an upward adjustment of .0971 for
the practical arts group. This upward adjustment for the
practical arts group and the downward adjustment for the
academic group and for the dualistic group was made in oxder
to compensate for differences in ability as indicated by the
mean ACT composite score for each group. This adjustment,
according to Roscoe, is "equivalent to matching the various
experimental groups with respect to the variable or variables

being controlled" (1, p. 254).

Discussicn of Non—-Hypothesized Data

Although not hypothesized in this study, the data col-
lected were subjected to the Pearson product-moment test of
correlation (r) in order to determine the relationship between
ACT composite scores and grade-point averages in academic
foundation college courses.

The means, standard deviationé, value of r, and level
of significance between the students' ACT composite scores

and grade-point averages in academic foundation college
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courses for the academic group (Group I) are shown in Table

VIZI.

TABLE Vi1 -
A COMPARISON OF ACT COMPOSITE SCORES AND GRADE~POINT AVERAGE

FOR GROUP I STUDENTS
(N = 116)

ACT Composite Scores Grade—-Point Average

Mean SD Mean SD r Level

20.8276 2.3383 3.6195 0.5444 0.4355 (.01 LS*
*Significant at the .01 level.

The mean ACT composite score for Group I was 20.8276
with a standard deviation of 2.3383, while the mean grade-
point average for this group was 3.6195,with a standard
deviation of 0.5444. Comparison of these groups yielded an
r value of .4355. An r value of .254 is required for sig-
nificance at the .0l level. Therefore a significant corre-
lation at the .01 level was found between ACT composite
scores and grade-point averages in academic foundation col~
lege courses.

The means, standard deviations, value of r, and level
of significance between students' ACT composite scores and
grade-point averages in academic foundation college courses
for the dualistic group (Group II) are shown in Table VIII.

The mean ACT composite score for Group II was 20.4302,

with a standard deviation of 2.3496, while the mean
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TAZLE VIII

A COMPARIECN OF ACT COMPOSITE SCORES AND GRADE-POINT AVERAGE
FOR GROUP II STUDENTS
(N = 153)

ACT Composite Scores Grade~Point Average

Mean SD Hdean SD oy Level
20,4202 2.3496 4.1788 0.6576 .5832 .01 LS*
' *Significant at the .01 level.

grade—-point average for the group was 4.1788, wiﬁh a
standard deviation of .6576. Comparison of these groups
yielded a coefficient of correlation of .5932., . An xr value
of .254 is required for significance at the .01 level.
Therefore, a significant correlation at the .01 level was
found between ACT composite scores and grade-point averages
in academic foundation college courses for the dualistic
group (Gfoup 11).

The means, standard deviations, value of r, and level
of significance between ACT composite scores and grade-point
averages in academic foundation college courses for the
practical arts group (Group III) are shown in Table IX.

The mean ACT composite score for Group IIY was 18.7059,
with a standard deviation of 2.1372, while the mean grade-
point average for the group was 4.003%, with a standard
deviation of .5713. Comparison of these groups yielded a
coefficient of correlation of .2364. An r value of .254 is

required for significance at the .01 level, and an r value of
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TABLE IX
A COMPARISON OF ACT COMPOESITE SCORES AND GRADE-POINT AVERAGE

FOR GROUP III STUDENTS
(N = 102) |

ACT Composite 3cores Grade-Point Average

Mean SD Mean SD r Level

18.7059 2.1372 4.0039 0.5713 .2364 .02 LS*
*Significant at the .02 level.

.230 is required for significance at the .02 level. There-
fore, a significant correlation at the .02 level was found
between ACT composite scores and grade-point averages in
academic foundation college courses for the practical arts
group (Group III) at the .02 level. The correlation was not
significant at the .01 level.

Table X shows the means, standard deviations, value of

r, and level of significance between ACT composite scores

TABLE X
A COMPARISON OF ACT COMPOSITE SCORES AND GRADE-~POINT AVERAGE

FOR TOTAL SAMPLE
(N = 371)

ACT Composite Scores Grade—~Point Average

Mean SD Mean SD r Level

20.1051 2.2877 4.0480 .6062 .4741 .0l Ls*
*Significant at the .01 level.
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and grade-point averages for the total group. The mean ACT
composite score fox the total group was 20.1051, with a
standard deviation of 2.2877, while the mean grade-point
average for the group was 4.0480, with a standard deviation
of .6062. Statistical analysis yielded a coefficient of
correlation of .4741. An r value of .254 is reguired for
significance at the .01 level. Therefore, a significant
correlation at the .01 level was found between ACT composite
scores and grade-point averages in academic foundation col-
lege courses for the sample as a whole.

Table XI shows a comparison of the coefficients of
correlation of Group I, Group II, Group III, and of the

total sample,

TABLE XI

COMPARISON OF COEFFICIENTS OF CORRELATION OF GROUP I,
GROUP II, GROUP IIXI, AND THE TOTAL SAMPLE

Group Number I II 111 Total
N value 116 153 102 371
r value . 4355 .5932 .2364 . 4741

Of the four groups tested, the dualistic group (Group II),
with an r value of .5932, had the largest coefficient of
correlation between ACT composite scores and grade-point
averages in academic foundation college courses. The total

group with an r value of .4741 ranked second, while the



academic group with an » walue of .4355 rvanked third.

practical arts group received a low r value of .2364,

The
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CEHAPTER V

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS,

AND RECOMMENDATIONS

summary

The purposes of this study were twofold: first, to in-
vestigate the relationship of a practical arts high school
curriculum as opposed to a college preparatory high school
curriculum to performance in academic foundation college
courses. Second, to analyze this relationship and its im~
plications for high school teachers, counselors, and others
interested in preparing students of varied interest for
maximum success in life.

A review of the literature of the first fifty years of
the twentieth century revealed a definite trend away from
traditional college preparatory programs. However, with the
technological advances of the 1950's, came a re-examination
of the relationship between high school curriculum and col-

lege success. Current research in this area shows conflict-

ing results.

Summary of Methods and Procedures
Used to Collect Data
A sample of 371 students from the 1867 freshman class

of the three universities was randomly selected. The
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students' high school transcripts were examined and the
nunber of non-reguired high school units in the academic and
in the practical arts aresas were recorded. From this infor-
mation, each student was classified into one of three groups—-—
academic, dualistic, or practical arts. Those students who
presented three or more units in non-required academic high
school courses and no more than one unit in non~reguired
practical arts high school courses were classified into the
academic group. Those students who presented at least two
units in non-required academic courses and at least two units
in non-required practical arts high school courses were
classified into the dualistic group. Those students who
presented no more than one unit in non-required academic

high school courses and three or more units in non-reguired
practical arts high school courses were classified into the
practical arts group.

In order to insure an adeguate sample size, it was
determined that the smallest of the three groups should have
a minimum of 100 students. This was assured by continuing
the sampling process at each of the three universities until
the smallest of the three sub-groups contained 34 students.
This resulted in a total combined group of 102 practical
arts students as compared with a combined group of 153

dualistic students and a combined group of 116 academic stu-

dents.
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Students'! ACT compesite scores and grade-point averages’
in academic foundation college courses were obtained from
the registrar's file at each of the three universities.

The data compiled from students' records were entered
on computer punch cards for processing by the computing
center at North Texas State University. Because of its
ability to detect significant differences in the criterion
variable and its ability to control the influence of other
variables upon the criterion variable, analysis of covariance
was the statistical treatment used to test the three hypoth-
eses. American College Testing Program composite scores
were selected for the control variable due to their correla-
tion with the criterion variable. The level of significance
was established at the .05 level of confidence.

Although no hypothesis was made as to the relatieonship
between ACT composite scores and grade-point averages in
academic foundation ccllege courses, a correlation was com-
puted for each of the three groups and for the total sample,

and the results were reported.

Findings
Hypothesis I stated that the academic group (Group I)
would achieve a significantly higher adjusted mean grade-
point average in academic foundation college courses than
the practical arts group (Group III). The analysis of co-

variance of the adjusted mean college grade-point average
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produced an F value of .8128, which was Zar short of the
tabled F value of 3.00 reguired at the .05 level. Therefore,
Hypothesis I was rejected.

Hypothesis II stated that the academic group (Group I)
would achieve a significantly higher adjusted mean grade-
point average in academic foundation college courses than
the dualistic group (Group II). The analysis of covariance
of the adjusted mean college grade-point average produced a
ratio of .8128. The tabled value of F required for signifi-
cance at the .05 level was 3.00. Thus, Hypothesis II was
rejected.

Hypothesis III stated that the dualistic group (Group
TI) would achieve a significantly higher adjusted mean grade-
point average in academic foundation area college courses
than the practical arts group (Group III). The F ratio ob-
tained from the analysis of covariance of the adjusted mean
grade~point averages of the three groups was .8128. As this
F ratio did not reach the magnitude of 3.00 required for

significance at the .05 level, Hypothesis III was rejected.

Non-Hypothesized Data
The data collected were subjected to the Pearson
product-moment coefficient of corrxelation (r) in order to
determine thé relationship between ACT composite scores and

grade~point averages in academic foundation college courses.
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A comparison cof mean ACT composite scores and mean
grade~point averages for the academic group yielded an r
value of .4355. An r value of .254 was required for signifi-
cance at the .0l level. Therefore, a significant correla-
tion was found between ACT composite scores and grade-point
averages in academic foundation college courses for the
academic group.

A comparison of mean ACT composite scores and mean
grade-point averages for the dualistic group yielded an x
value of .5932. An r value of .254 was reguired for signifi-
cance at the .01 level. Therefore, a significant correla-
ticn was found between ACT composite scores and grade-point
averages in academic foundation college courses for the
Gualistic group.

A comparison of mean ACT composite scores and mean
grade-point averages for the practical arts group yielded an
r value of .2364. An r value of .254 was required for sig-
nificance at the .01 level and an r value of .230 was re-
guired for significance at the .02 level. Therefore, a
significant correlation at the .02 level was found between
ACT composite scores and grade~point averages in académic
foundation college courses for the practical arts group.

A comparison of ACT composite scores and grade-point
averages for the total group yielded an r value of .474l.

An r value of .254 was required for significance at the .01

level. Therefore, a significant correlation was found
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1

between ACT composite scoves ard grada-point averages in
academic foundation colliege courses for the sample as a

whole.

Conclusions

To the extent that the samplings involved in this study
are representative of the whole, the fcllowing conclusions
may be drawn from the study:

1. No sgignificant relationship exists between particular
patterns of non-required high school courses and performance
in academic foundation college courses.

2. Students with an academic, or college preparatory,
background do not achieve significantly higher adjusted col-
lege grade—~point averages than do students with dualistic or
practical arts backgrounds.

3. Students with high school backgrounds in both prac-
tical arts and academic courses achieve the highest adjusted
mean grade-point average in academic foundation college
courses.

4. American College Testing Program composite scores
are not of equal value for prediction of future college suc-
cess for students of varying backgrounds. These scores are
much better predictors of subseguent college success for

dualistic students than for practical arts students.



Implications

1. When ACT compoesite scores and grade-point averages
in academic foundation college courses are compared, the
dualistic group will achieve the highest r coefficient of
corxrelation. This indicates that ACT scores are more pre—
dictive of future college success for this group then for
either of the other two groups or for the total sample.

2. When ACT composite scores and grade-point averages
in academic foundation college courses are compared, the
practical arts group receives the lowest r coefficient of
correlation, indicating that ACT scores are a less wvalid
predictor of subsequent college success for this group than
for either of the other two groups or for the total sample.

3. Persons responsible for high school curriculum
development should consider excess emphasis, either academic
or vocational, undesirable. The individual student should
be able to choose a blending of the two which better meets

his interests and needs.

Recommendations

As a result of this study, the following recommendations
are projected:

1. High school teachers and counselors should avoid
recommending a course of study consisting entirely of either
academic or practical arts courses as being best for all
students who plan to attend college. Such factors as indi-

vidual differences and interests should be considered.
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2. In order to meet the individual needs of students,
a truly comprehensive high school curriculum should be
designed with maximum flexibility and transferability of
credits. Even those programs designed specifically for
occupational training should provide opportunities for
artiéulation into other programs shouid the interest and
desire of the student change.

3. Since ACT scores have less predictive value for
practical arts students, college admissions directors should
be wary of strict cut-off points based upon standardized
test scores alone. Factors such as personality and character
traits, family background, interests, and motivation should
also be considered in order to insure that individual stu-
dents are properly placed.

4. This study should be duplicated with the entire
sample drawn from students of the same major field. In this
manner, the overall grade-point average could be used as the
criterion variable.

5. Future studies should be undertaken to determine
the relationship between high school background and success
in life of those students who do not attend college or.who

drop out of college before completing the requirements for a

formal degree.,
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will be used only in the dissertation study.

I shall greatly appreciate your granting permission for
Mr. McKenzie to see the records of these students, who will
be selected at random from your freshwen class of 1965,

Very truly yours,

.—‘!/‘ oo E47 f/

;L I‘tt?_. (.{(L TS f'(-- (_';‘-‘/ - YL LA
Wallzce &, Hoffman

Assistant Professor of Education
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APPENDIX B

Identification Number

ACT Scores

High School Data

College Data

Classification

English English

Math History

Social St. Govt,

Science . Science

Foreign Lang. Math, S., or For. L.
T.A., H.E., Aqg, Coll. GPA

Business

Arts & Music

Health & P.E.

Others
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