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INTRODUCTION

Americans have spent millions of dollars and devoted the time of
hundreds of scholars on curriculum development projects. Most of this
money and effort has been spent in designing course materials and. pre-
paring teachers for their use. Such course material was intended to
replace existing material in the traditional school subjects, especially
mathematics, writing and reading. Due to the amount of money and effort ex-
pended, evidence regarding the value of these materials has been closely
monitored. In order to secure such evidence, a number of studies were
designed and implemented which compared the achievement scores of students
who utilized traditional materials to studenté who utilized revised
materials.

As a result of publicity in the last few years on declining test
scores, educators as well as parents have become increasingly concerned
about the quality of education in their schools. A publication written
by the National School Public Relations Association (1976) revealed
that parents and communities were concerned whether students were
learning the "basics." In 1978, the United States government estab-
lished a new Title II (P.L. 95-561) of the Elementary and Secondary Act
of 1965: Title II ... Basic Skills Improvement. The stated purposes
of this legislation were:

1) to assist federal, state, and local educational agencies

to coordinate the use of all available resources for
elementary and secondary education to improve instruction
so that all children are able to master the basic skills

of reading, mathematics, and effective communication, both
written and oral;



2) to encourage states to develop comprehensive and systematic
plans for improving achievement in the basic skills;

3) to provide financial assistance to state and local educational
agencies for developing programs in the basic skills;

4)  to develop means by which parents working with the schools
can contribute to improving the educational achievements;

5) to encourage the involvement of'the private sector in the
delivery to children, youths, and adults of educational
services and materials that will improve achievement in
the basic skills;

6) to expand the use of television and other technology in the
delivery of instructional programs aimed at improving
achievement in the basic skills.

In response to these concerms, school districts have begun to place
greater emphasis on the basic skills. In the mid-seventies, .some school
districts were establishing fundamental, often called traditional public
school programs as an a]ternative to the "regular" public school programs
in their communities. In general, these fundamental schools were an out-
growth of the movement toward increasing concern with the teaching of
basic skills, discipline, homework, and other traditional values such as
citizenship and national loyalty. This national movement was viewed as
a shift away from the liberal educatiomal practices of the late 1960s
and early 1970s.

Eéucators and community members stated that conventional elementary
schools did not prepare students for junior amd senior high schools
(Jones, 1976). They claimed that students were not able to read, write,
or add. Fundamental schools promised to do what many lay persons felt
the regular schools had not been able to do: teach youngsters to read,

write, add, and perhaps most important, to behave.

Some opponents of this movement referred to traditiomal schools as



armed camps (Jones, 1976), while others believed they were the answer to
education's current problems. William Pharis, executive director of

the National Association of Elementary School Principals, characterized
this movement as an "“outgrowth of a Puritan ethic that said anything
that was good for you had to hurt and that, if kids were enjoying them-

selves in school, there must be something wrong" (Jones, 1976, p. 28).

Purpose of the Study

School administrators were hesitant to welcome innovations without
some assurance of their effectiveness prior to their incorporation.
Generally speaking, effectiveness was interpreted in terms of some overt,
observable performance, such as student achievement. Placing emphasis
oﬁ the basic skills has now become a major thrust for administrators
in elementary schools all over the nation. Whether this kind of ad-
ministrative and functional structure improves and enhances learning
for elementary school children has become the central concern for
educators as well as parents. This study of fundamental school students
and their parents' perceptions is an attempt to provide relevant evi-
dence addressing this concern. This is a follow-up study of students
presently in grades 8 through 10 to determine how those students who
were exposed to a liberal elementary curriculum compare with those who
were exposed to a traditional elementary curriculum in the areas of
basic skills and self-concept. The study also compares the perceptionms
of students' parents to determine if there are differences in their

attitudes toward education.



Ratiopale

Fundamental (traditional) schools were generally established with
the philosophy that stress should be placed on three R's, strict
discipline, and controlled classrooms. While President of the Pasadena,
California School Board, Henry Myers (1976) believed that children were
incomﬁetent to know what they needed to learn and needed the guidance
that teachers provided. Myers stated that their philosophy was simple:

"We don't believe that structured, self-contained class-
rooms are antithetical to the development of a 'positive
self-concept' or self-esteem. Nor do we buy the theory
that competition is a bad thing. On the contrary, we con-

tend that children need to overcome frustration and occa-
sional defeat, and learn to build successfully from them"

(p. 31).

According to Myers (1976), the basic goals underlying any funda-

mental school were generally categorized into five areas:

1) To master the basic skills for continued learning;

2) To know and understand one's history, heritage and govern-
mental structure, and to reason in a logical and objective
manner;

3) To challenge each child to do his best;

4) To ensure accountability;

5) To reinforce parental teaching of citizenship, respect,
discipline, and personal responsibility.

In addition to heavy doses of the three R's and an emphasis on
discipline, most traditional schools also stress four other aspects:
use of textbooks, homework, dress codes, and patriotism.

Since the establishment of the traditiomal school programs more
than a century ago, educators have been modifying the program structure

through various plans. The critical question is should students today
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be forcé_d to fit into the long-established and generally accepted pat-
tern of fundamental (traditiomal) school programs or should the elementary
school programs adapt té the more liberal educational practices popular
in the late 1960s and early 19708? For the remainder of this study,
school programs which have been discussed as liberal programs of the

60s and early 70s will be referred to as "regular" programs. Those re-

ferred to as traditional will be labeled as "fundamental" school systems.

Problem

Research focusing upon the academic performance and attitudes of
students who‘ have received a fundamental elementary school education
is virtually nonexistent at all levels of the school district, in-
cluding state and national levels. Thus, this study represents an
initial atﬁempt at investigating the sustaining cognitive effects of
an Iowa fundamental school program on its current students and former
students who are now enrolled in junior and senior high school, without

the benefit of comparative group analysis.

Definitions

1. Experimental group. Students who emrolled in a fundamental
school program in grades &4, 5, and 6 during the fall of 1976 and remained
in the program or were promoted from the program at the time of this
study.

2. Control group. Students enrolled in a regular school program,

at the same grade level as their counterparts in the experimental group.



3. Fundamental school. An alternative elementary school program

organized with proposed enhanced emphasis on reading, writing, aritlmetic,
strict discipline, dress codes, controlled classrooms, homework, and
patriotism.

4. Regular school. A public school providing instruction to

students by means of departmentalized, magnet, or individually guided
educational programs.
! 5. Student achievement. The scores earned by students on the
Iowa Test of Basic Skills; the Iowa Test of Educational Development;
and an Iowa District Objectives-Based Test.

6. Teachers. Certificated employees assigned to teach at the K-

elementary, junior or senior high school levels,

7. Elementary school. A regular public school in Iowa en-

compassing at least grades one through six or one through eight.

8. Junior high school. A regular public school in Iowa en-

compassing grades seven through nine, seven through eight, or six
through eight.

9. Senior high school. A regular public school in Iowa en-

compassing grades ten through twelve, or nine through twelve.

10, Parent. Adult(s) having custodial responsibility for a child
included in this study.

11. Basic skills. A curriculum in which emphasis is placed on

reading, writing, and aritimetic.
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reading, writing, and arithmetic.



Objectives of the Study

The primary objectives of this study were:

1. To assess the effectiveness of a fundamental school program
through comparison of fundamental and regular school student
achievement in reading, writing, and arithmetic.

2. To compare the self-esteem of students who attended regular
schools with those who attended fundamental schools' pro-
grams.

3. To assess parental attitudes and opinions regarding the

goals, nature, and quality of education in both regular
and fundamental elementary school programs.

Hypotheses

The hypotheses formulated for testing were developed on the basis
of genmeral research hypotheses which have been logically deduced from
the rationale and objectives of this study. The hypotheses were:

1. There are no significant differences between the mean achieve-
ment of experimental groups and the control groups as measured by the
Iowa Test of Basic Skills and Iowa Test of Educational Development for
each time period under study.

2., There are no significant differences between the mean student
achievement in mathematics utilizing a district objective-based test
for the experimental groups and control groups.

3. There are no significant differences between the mean student
achievement in reading utilizing a district objective-based test for

the experimental groups and the control groups.

4. There are no significant differences between mean students'’

self-esteem as measured by the Coopersmith Self-Esteem Inventory for



the experimental and control groups.
5. There is no significant difference between the experimental

and control groups on measures of parental perceptions of the goals,

nature and quality of education provided.

Assumptions

1. The norm-referenced and objectives-based test results used
in this study are a reasonably reliable measurement of student achieve-
ment,

2, Original differences between the achievement levels of the
experimental and control groups were not completely eliminated through
the matching of students on an individual basis, but the range in actual

achievement will not be great enough to confound the findings.
3. All achievement measuring instruments utilized, norm-referenced,
and objectives-based, as well as the self-esteem measuring instrument
are valid and reliable.
| 4. The information gained from parents relative to their percep-~

tions of the goals, nature, and quality of education is both wvalid and

reliable,

Delimitations

The experimental group and control group were matched on an
individual basis using grade, age, sex, race, father's occupation and

highest grade of school completed, course grades, and Iowa Test of



Basic Skills results (where test result data were available). Local
conditions and test information on some occasions did not permit the
investigator to select the control group with both the Iowa Test of
Basic Skills and course grades. Since raw scores were not available,
percentile ranks were utilized in analyzing the Iowa Test of Basic
Skills and the Iowa Test of Educational Devéldpment. No attempt was
made to control the quality of the teaching staff and it should be
noted that the teachers at the fundamental school were volunteers from
among the district teaching ranks. The findings of this study can
apply only to the district involved in the study or a2 comparable school

district and are not generalizable to the population as a whole.

Organization of the Study

The material presented in this study has been divided into five
chapters. The first chapter includes the problems inherent in the
regular elementary school, the common goals of a fundamental school,
the purpose of the study, the ratiomale, problem and specific objectives
of this'study, hypotheses, definitions of terms used, assumptions, and
delimitations of this study. The second chapter is an assessment and
summary of publications and research studies relevant to the fundamental
~ school organization. Contained in the third chapter are the methodology
and design for ‘the study. The fourth chapter presents the findings.

The fifth chapter discusses the findings, their implications, and a

summary.
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REVIEW OF LITERATURE

Research focusing on how students were affected by the fundamental
school, or back-to-basics concept as they continue their educatiorn
through the junior and senior high levels was minimal at the District,

State or National level at the time of this study.

Basic Skills Movement

The back-to-basics movement illustrated and intensified the in-
creasingly general interest of parent, teachers, administrators, and
school board members in students' achievement. In 1978, the United
States Govermment established a pew Title II (P.L., 95-561) of the
Elementary and Secondary Act of 1965: Title II ... Basic Skills
Improvement, in an attempt to aid in upgrading basic skills of our
students. There was a high degree of agreement in the country that the
most important function of the public school was to teach literacy
(Garza, 1980). According to Garza, one needed only to gauge the
momentum of the back-to-basics movement to be impressed with the rela-
tive importance that people place on literacy.

This study was not designed to ascertain the literacy of funda-
mental school students. Rather the aim was to compare fundamental with
regular school students' achievement in reading, writing, and arithmetic,
self-concepts, as well as parent perceptions of the education provided.
However, literacy is one of the major components of the study. As

Borden (1979) stated:
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The hysteria presently endemic among back-to-basics ad-
herents, proponents, and victims apparently is motivated by
an antediluvian concept of the intent of education and of
the contents that would satisfy that intent. Indeed, after
listening to the recommendations, pleas, injunctions, and
threats, one would assume: (1) that no product of American
education can read, write, speak, add, subtract, multiply,
or divide; and (2) that, without exception, the graduates
of America's schools get lost on the highways, cheated at
supermarkets, hookwinked by politicians and defrauded by
hucksters (p. 85).

According to information gathered by the National Center for Educa-
tional Statistics (NCES), nationwide about 87 percent of the seventeen-
year-olds were functionally literate. The percentage of literacy ranges
from almost 91 percent in the ceatral area of the country to 80 percent
in the southeast (77: Good News, 1977). Also, another NCES report in
1978 showed that these same seventeen-year-olds spent less than five
hours on homework each week. That same report disclosed that 35 per-
cent of these individuals watched from ome to three hours of television
on school nights, 12 percent watched from three to five hours per night,
and 5 percent watched five- or more hours per night (NAEP News, 1978).
Given this perspective, one might ask if it is anything less than
miraculous that there were any literacy at all among such a group.

The big question was, can a narrowing of focus to "basics" do any
better?

The term "basic education" was conceived by the Council for Basic
Education in 1956 (Weber, 1975). The Council wanted the term to describe
education in the elementary stages of the three R's. The Council be-
lieved more emphasis should have been placed on some subjects; reading,

writing and arithmetic, as well as the creation of standards to measure

the student's progress and establishment of a standard to govern promo-
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tion. The Council views have caused confusion in many sectors. Weber
believed that some educators had confined basic education to the three
R's, whereas others had used the term to refer to all education except
higher education.

The idea of basic curriculum was not a2 new one. The idea goes back
to the Trivium, the Quadrivium, Latin and Greek, etc. (Weber, 1975).
According to Weber, in this century, several contrary ideas were common:
Some community people thought basic education was undemocratic. Some
thought children could not cope with the academic subjects and courses
should have been varied to help them adjust to life. Another idea was
that social development, rather than intellectual development, should be
the primary emphasis of schooling.

It was not until Sputnik in .the 19508 that the American people be-
gan to demand a renewed emphasis on academic achievement (Dommoyer, 1979;
Rubin, 1979). Researchers (Weber, 1975; Rubin, 1979) reported that
there were several reasons for the reemphasis of the basics, such as:
rising cost of schooling; public concerns about the outcomes of schools;
deteriorating discipline in the schools; and disillusiomment with many of
the recent educational innovations.

In the late 1960s and early 1970s, the back-to-basics movement
was very widespread throughout school districts in the United States,
but the school districts most noted for the back-to-basics altermative
schools were: Pasaden_a, Cupertino, and Palo Alto, California; Jefferson
County, Colorado; and Charlotte-Mecklenburg, North Carolina (Weber,
1975; Shaw, 1975; Principal's Services, 1976).

Although many nonschool factors may have caused decline in test
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scores and low achievement, a panel that was established by the Natiomal
Academy of Education (NAE, 197¢) to respond to policy-related questions
on the cause, diagnosis, and cure for the problems identified some
salient within-school factors. The panel consisted of scholars of the
time: Professor Stephen K. Bailey, President of NAE and chairman of the
panel; and Professors John B. Carroll, Jeanne Chall, Robert Glaser,
John I. Goodlad, Diane Ravitch, Lauren Resnick, Ralph W. Tyler, and
Robert L. Thorndike. The panel believed that four within-school factors
had been particularly important in causing declining writing skills and
SAT scores: (1) the proliferation of courses; (2) confusion about the
appropriate role of teachers; (3) slackening of "on task" attention; and
(4) a dismantling of opportunities for intensive study in selective
écademic enviromments at the secondary level.

Declining test scores in the last few years have been the concerns
of many parents and educators (Rubin, 1979). The National School
Public Relation Association (1976) stated that 547 of parents and
other residents responding to a Gallup poll felt more time should be
spent teaching the basic skills to improve education. Don R. Roberts,
superintendent of Newport News, Virginia (NSPRA, 1976) reported educators
were doing a better job than the public thought, but teachers as well
as administrators were becoming increasingly frustrated as society
continued to turn to the schools to solve its problems. The solution
in Virginia was a new five-year program to narrow the level of ac-
countability to areas which were measurable and most important, namely
reading and mathematics skills.

The seventh annmual Gallup poll (Jones, 1976) indicated that nearly
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60% of all parents would have, if given the option, sent their children
to alternative public schools that emphasize strict discipline and the
three R's and also have dress codes for students and teachers.

Ethna Reid, Director of the Exemplary Center for Reading Instruction
in Salt Lake City (Association for Supervision andburrict‘zlmh‘Deveklopment:
1980) reported the issue was not direct instruction versus individualiza-
tion, but teacher-centered versus child-centered classrooms. Open class-
rooms, where students were free to explore and teachers were consultants,
were based on a mistaken premise, because it was thought that teachers
did not see any responsibility for instruction in open classrooms.

Richard Rossmiller (ASCD, 1980) spent eight years as head of the
Wisconsin Research and Development Center, the institution that spawned
Individually Guided Education. Rossmiller reported the important thing
was keeping students on task, and that becomes harder as your structure
gets more complex. Rossmiller concluded from his research that it is
easier for many students on task if they use direct instruction because
every student is supposed to be doing the same thing. He also found
that some teachers were much better than others at keeping students
engaged, and instruction mode did not make a lot of difference.

Donald Medley (1977) of the University of Virginia reported that
his review of almost 300 studies revealed clear differences among
teachers in their ability to produce lasting gains on tests. Medley
found that more effective teachers of disadvantaged primary students
spend less time on classroom management, give less independent seat
work, ask more "low-level" questions, and teach large groups or the

whole class,
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Barak Rosenshine (Medley, 1977) of the University of Illinois re-
ported that "direct instruction" was effective because it kept students
engaged in- learning, not just engaged, but engaged with a high level of
accurate responses. He further reported that students learned best in
classrooms where there was an academic emphasis, instruction was
teacher-directed, and students were taught in groups, not ome at a

time.

The basic skill movement was a national movement which' shifted the
educational pendulum of the late 1960s and early 1970s. The movement
was spawned by dissatisfaction with what were perceived as nonrigorous
schools. The movement was influenced by the emphasis on subject matters
and the intellectually rigorous curriculum of the late 1950s and early
1960s. The authors noted the back-to-basic movement as a means of in-
creasing students' achievement, producing measurable outcomes, providing
accountability and increasing the literacy of students. The authors
further indicated reading, writing, and arithmetic were basic not only
because they were useful skills, but because they develop within students

the ability to think.

Review of Related Evaluations and Research

In the early 1970s, many citizens and educators in the Pasadena,
Californmia unified school district were troubled by the same signs of

scholastic slippage that bothered observers everywhere in the United
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States: declines in reading, writing, and arithmetic (three R's) skills
as measured by standardized tests; permissiveness, and poor discipline
in school; reports of high school graduates unable to f£ill out employ-
ment application forms; apparent preoccupation of school staffs with
peripheral subject matter outside the mainstream of science, social
studies, and the three R's (Principal's Service, 1976).

John Marshall Fundamental School of the Pasadena, California Uni-
fied District, formerly an elementary junior high school, was chosen to
be the first fundamental school (Principal's Services, 1976; Shaw, 1975).
John Marshall opened in the fall of 1973. According to these reports,
there were 3,000 applicants throughout the district for the K-8 school.
A total of 950 students were accepted. The pressure for admission was
so great that at midyear, the total was raised to 1,100. John Marshall
began its second year of operation with a K-12 school with an enroll-
ment over 1,600. Also, John Marshall spawned a second school in that
district on its model, Sierra Mesa Altermative (K-6), with 410 students
enrolled.

Discipline and achievement were the hallmark of John Marshall
Fundamental School. Its enrollment was voluntary and parents who sent
their children to the school were expected to endorse its philosophy
and rules. The district was accepting student applications on a first-
come-first-served basis. The district was under federal integration
guidelines; thus, ethnic breakdown of the fundamental school student
body was to parallel‘the ethnic breakdown of the district (Principal's
Service, 1976).

The student body was about 52 percent males and 48 percent female,
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of which approximately 41 percent were black, 42 percent were Anglo-
Caucasian, and 13 percent were Spanish surname (Shaw, 1975).

The Principal's Service publication (1976) indicated that students
and parents were satisfied with the John Marshall program. Further,
the report indicated that students appreciated the firm, ''no-nonsense"
treatment and parents were grateful for the grip on their children's
learning behavior. The program's success was based on the school's
standing on academic achievement test results (Shaw, 1975; Principal's
Service, 1976). Academic results during the first year of operation
were substantial. The school's elementary school students were equal
to or exceeded the district median scored in 18,out of 21 tests. Their
median test scores were improved by 12 percent more than any other
school in their district. Shaw (1975) indicated the school ranked
number 2 in their district in only one category, ninth grade mathe-
matics. At all other grade levels, its mathematics and language arts
scores were highest in the district.

Many administrators at fundamental schools had been reporting that
they were seeing changes in their students' test scores. Verdell Reynolds,
Principal of John Marshall Fundamental School, Pasadena, Califormnia
(Harris, 1977; Shaw, 1975) presented various statistics to Pasadena'g
first international conference on basic education which indicated that
test scores in their four fundamental schools exceeded the scores in
the regular schools. In 18 test score categories in 1976, John Marshall
was highest in 17 and tied for highest of the 18th. In addition to
their high performance, Pasadena's fundamental schools also cost less

per pupil to run.
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Newsweek, 1981, reported that Chicago's first and only official
back-to-basic grade school was successfully created. In the initial
stage of the fundamental approach, it was revealed that only three of
the school's 800 students could read on grade level; however, within
three years, half the students were reading on grade level. .This in-
crease in performance was attributed to the school's (Beasley) old-
fashioned curriculum, in which the children learned reading, writing,
and arithmetic by practicing phonics, diagramming sentences and drilling
in the multiplication tables. Also, according to this report, it was be-
lieved that what really made this fundamental approach work was the
"Excellence Plus" contract signed by students and their parents. It
committed them to strict policies on discipline, attendance, promotion
standards, dress codes and homework ("Back to Basics," 1981).

Three fundamental schools in Minneapolis, Minnesota were evaluated
in the 1978-79 school years using parent, student, and teacher surveys,
standardized test results, and enrollment records. The parents indicated
the greatest reasons for their selection of fundamental school for their
children were the emphasis on reading, arithmetic, writing, discipline,
self-contained classrooms, citizenship, and character development (Johnson
and Pearson, 1979). The parents were-generally satisfied with homework
load, opportunity for involvement with teachers, and their children's
progress. The teachers and students were generally less enthusiastic
than parents about parental involvement, discipline policy, and homework
completion. Academically, the three schools exceeded the gains expected
by a national norm group on standardized reading and mathematics tests

(Johnson and Pearson, 1979).
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In 1977 (Educational Research Service), Cupertino Union School
District in Cupertino, California evaluated different alternatives
offered to elementary students. Theze alternatives included a funda-
mental, back-to-basics school, a school which emphasized personal and
effective dévelopment, and an open school.

The fundamental program, "Academics Plus," was teacher-directed
and centered on instruction in the basic skills, Students were grouped
heterogeneously in self-contained classrooms, and were expected to follow
a dress code and adhere to a policy of strict discipline. Report cards
with letter grades for academic subjects and separate ratings for work
habits, citizenship, and effort were standard (Pursell, 1976).

The program was evaluated in 1973, its first year of operation.

The use of pre- and post-testing with the SRA Achievement Test and by
observers ﬁsing the Flanders Interactional Analysis technique were used
to measure progress.

According to the Educational Research Service Brief (1977), the
Flanders method indicated that teachers talk occupied 63 percent of class
time; pupil talk, 26 percent of the time; independent teacher work,

9 percent; and silence or confusion 2 percent of the available time.
‘The SRA Achievement Test scores of primary pupils indicated growth of
0.8 years in language arts and 0.9 years in reading and mathematics.
The fundamental students were below the district norms in language arts,
equal to district norms in mathematics and above district norms ia
reading. At the intermediate level, the fundamental students' averages
were 1.2 years growth in language arts and mathematics, and 1.4 years

growth in reading. The fundamental students were above their local
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norms in reading and mathematics and below in language arts.

In 1976 through 1979, there were three ammual summative evaluation
reports of the Des Moines Independent Community School District, funda-
mental school, Des Moines, Iowa, These reports described and reported
on progress of the district fundamental school program. Based on an
objectives-based test designed to measure achievement and norm referenced
test results, the fundamental school students generally exceeded the
average performance of other students throughout the Des Moines Inde-
pendent Community School District (Oliver, 1977; Wilson, 1978, 1979).
Also, the 1978 and 1979 evaluation reports of the Des Moines fundamental |
school program generally stated that fundamental school students' test
results, objectives~-based and norm referenced, exceeded those of students
attending the regular Des Moines public schools. These evaluation
reports consistently emphasized the amount of time allotted for the
teaching of reading, writing and arithmetic (three R's), suggesting that
fundamental schools students' performance on objectives-based and norm
referenced measures were accounted for through their achievement in ﬁhe
three R's., The results of these evaluations were based primarily on the
goals established for the fundamental school program.

Many alternative schools had their beginning in the public school
systems throughout the United States in the 1970s (Smith et al., 1981).
Smith reported that, although no difference in alternative and regular
schools had been specified, envirommental characteristics were one source
of variance. Using Maslow's hierarchy of needs, Smith developed the
Statement About School (SAS) Inventory. BHis findings comparing an

alternmative and regular school were: most alternative schools satisfied
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students' needs better than regular schools. However, comparisons of
teachers and students of schools termed "relaxed" (regular) with
schools termed "strict" (back-to-basics) revealed no significant
differences (P > .05).

Wrightstone (1968) studied an experimental nongraded instruction
school in New York City. One objective of the program was to improve
learning in reading, writing and arithmetic. The report on that
program revealed that comparisons of gain scores for grades 3, 4, 5,
and 6 exceeded the expected mormal growth. Another finding of that
report was that students in the lower 25 percentile gained less than
expecéed normal gain in mideastern schools.

Hopke (1969) sought to see if there were basic differences between
primai:y grade open concept school students and primary grade traditional
self-contained classroom students. The Iowa Test of Basic Skills (ITBS)
was used to assess basic skills achievement, the School Sentiment Index
was used to measure attitudes toward schools, the Self-Concept and
Motivation Inventory was used to measure academic self-concept and
motivation, and the Self Appraisal Inventory was used to measure global
self-concept. Subjects included 140 first, second, and third grade
students who had attended the two types of schools since kindergarten.
Hopke's data indicated no significant differences in the achievement of
first grade students on the ITBS. However, traditional second and third
grade students scored significantly higher than open concept students.
Further analysis revealed that open concept students scored significantly
higher than traditional students on the School Sentiment Index, with

students' attitudes toward school consistently improving with higher
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grade levels. The investigation showed no significant differences

between the groups on academic self-concept.

Summary of related evaluations and research

The evaluations described in this section indicated that students
attending fundamental schools generally received higher scores on
standardized and objectives-based test results. The authors were largely
in agreement that the main factors in the creations of the schools were
declining test scores, pressure from parents, distrust of the open class-
room and progressive alternative schools., An effort was made to pro-
vide a wider ranmge of alternatives.

The fundamental schools were opened in the early 1970s. The pro-
grams generally placed emphasis on basic subjects, letter grades and

character guidance as well as academic guidance.

Related Studies on Self-Concept

In 1960, Davidson and Lang stated, "feelings about the self are
established early in life and are modified by subsequent experiences.
Among the significant people believed to affect the child's feeling
about himself are first, his parents, and later, his teacher" (p. 107).

Davidson (1960) compared children's perception of their teacher's
feeling toward them to self-perception, academic achievement, and
classroom behavior. Davidson found: (1) children's perception of
their teachers' feelings toward them was significantly positively re-

lated; (2) the more positive the children's perception of their teachers'
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feeling, the higher was their academic achievement and their classroom
behavior was rated higher by their teachers. Scheirer (1979) reported
that negative evi&ence for a causal connection between self-concept and
academic achievement should be viewed cautiously by researchers and
educators.

Iverson (1981) examined the efforts of teacher-parent contact on
the reading achievement of 398 underachievers. It was hypothesized that
home enviromment influences classroom learning. The findings of this
study indicated: (1) with increasing numbers of contacts, younger children
made significant gains in reading; and (2) increasing numbers of con-
tacts were associated with decreased achievement in older children.

Trowbridge (1975) found that children of low socio-economic status
(SES) were consistent with their middle SES counterparts in all areas
but one. Children of low SES felt they were more able worthwhile persons
in school and in the eyes of their teachers than children of middile
SES. Trowbridge postulated that children of middle SES ought to per-
ceive themselves more positively in school and academically because they
scored higher on measures used to evaluate school performance. Data
from the longitudinal study strongly indicated that children of middle
SES did not think much of themselves in terms of school. According to
Trowbridge, part of the reason was that these children did not think
their teachers perceived them highly. In a longitudinal study (Trow-
bridge, 1975) that was concerned with the relationship between self-
concept and school performance which involved students 8 to 13 yea;rs of
age, findings indicated that children's self-concept scores were cor-

related with (1) standard achievement scores; Iowa Test of Basic Skilils,
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and (2) reading level scores. The study suggested that self-concept and
school performance were positively related. The correlation coeffi-
cient between achievement test scores and self-concept in the high
infelligence group was 0.52, the average was 0.42; the coefficient
between reading scores and self-concept in the high intelligence group
was 0.44, the average was 0.39. The report also indicated that in

both groups, the higher the self-concept of a child, the higher his/her
school performance temnded to be.

Port (1979) administered the Hawaii State Test of Essential Compe-
tencies (HSTEC)' to tenth-grade students who attended public high
schools. This test was used to measure students' mastery of fourteen
essential competencies. The competencies were dichotomized into basic
skills and other skills. One purpose of this study was to investigate
the relationship between the achievement of tenth grade students and
specific background variables. The data indicated that the HSTEC
achievement scores for various ethnic groups corresponded to their socio-
economic status. Also, the analysis showed that children of professional
educators did not achieve significantly higher than children of non-

professional parents of comparable occupational and educational levels.

Summary of studies on self-concept

The studies described in this section indicated a need for further
research regarding the relationship between self-concept, socio-economic
status, and student achievement of students from fundamental and regular

school systems., The Coopersmith Self-Esteem Inventory has been widely
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used in research to assess students' self-concept. The Iowa Test of
Basic Skills has been used extensively as an achievement indicator for
testing the relationship between student performance and self-concept.
Critics of research indicated that readers should view studies relating

self-concept and achievement cautiously.

Parent Reaction to Public Schools

The success of an educational program depends on public support.
Several studies have addressed parental and public response as they
relate to the quality of education in public schools. Recent litéra-
ture suggested that parents and the public tend to agree that discipline
and basic skills are major problems in the public schools (Gallup, 1978;
Elam, 1980; Warren and Lagomarcino, 1981; Schoenenberger; 1980).

According to Gallup (1978), the public has cited discipline
as the "biggest problem" in the public school from 1969 to 1976.
Another category cited often (more than 10 percent of the respondents)
by respondents in 1976 was poor curriculum, These concerns were related
to the basic skills. Findings from the 1976 Gallup report indicated
that when the public was asked about ways pf improving the quality of
public school education, 517% wanted more attention to basic skills;

507 wanted stricter discipline; 427 wanted emphasis on individual needs
of students; 417 wanted improvement of parent-school relations; 39%
emphasized moral development; and 277 believed that academic standards
should be raised.

Elam f&nd Gough (1980) reported that lay persons believed lack of
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discipline was the 'biggest problem in their local schools. Findings in
this report also indicated that the third highest concern of iay persons
was "standard/quality: basic education and the three R's." The fifth
concern was lack of parental support.

Warren and Lagomarcino (1981) surveyed 760 respondents throughout 98
of the 99 counties .in the state of Iowa. This survey focused primarily omn

- the attitudes of individuals concerning public elementary and secondary
education in Iowa. As revealed in a national survey by Gallup and
Smith, discipline was identified as the most serious problem in the
schools. The data also indicated that most respondents agreed on the
need for public schools to teach more of the basic skills, reading,
writing, and arithmetic. One-half of the sample felt that the reports
from Iowa schools to parents were adequate; and 29 percent felt the
reports were inadequate.

Findings from the 12th Annual Gallup Poll indicated that 61 percent
of parents of public school students, and 72 percent of parochial school
students believed not enough attention was being given to reading,
writing, and arithmetic in public schools. Further findings of this
report revealed that 84 percent of the parents of public school students
and 83 percent of the parents of parochial school students preferred
schools that would deal with morals and moral behavior; 83 percent of the
parents believed schools should keep them informed of their children's
progress; and if more emphasis was placed on the three R's, school
programs would be improved.

According to Schoenenberger (1980), the Des Moines Independent

School District, Des Moines, Iowa, surveyed parents of students attending
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16 dual-assigmment and 16 single-assignment principal buildings. The
purpose of the survey was to ascertain parents' perceptions of their
children's progress and treatment by the school staff. No significant
differences were found between parents of students who patticipafed in the
district desegregation plan and barents of students who did not participate

in the district's desegregation plan.

Summary of parent reaction to public schools

For more than a decade, George Gallup and other researchers have
been surveying samples of parents and the general public. These instru-
ments sought opinions and attitudes of parents and/or the public con-
cerning the quality of their schools and the criteria they used in
determining the excellence or lack of it in their local school system.
These investigations were done periodically, with basic questions re-
peated, to gauge shifts in opinions. There was general agreement in the
studies that discipline and basic skills were major problems in the

public schools,
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METHOD OF PROCEDURE

Sample

The sample used in this study comsisted of 104 students in the Des
Moines Independent Commmunity School District, enrolled in eight, ninth,
and tenth grades during the 1980-81 school year. There were two groups,
experimental and control: the experimental group consisted of 52
students who enrolled in the Des Moines fundamental school in 1976
the control group consisted of 52 students in the district’s regular

schools. The students were subdivided into three groups as follows:

Group I:

Students who attended the fundamental school for one year and
were tenth graders in senior high school. These students were
the first group of sixth graders enrolled in the fundamental
school program. Of the original 27 sixth graders who completed
one full year in the fundamental school, 15 (55 percent) were
still enrolled in the Des Moines Independent Community School
District. Therefore, a total of 30 students were in Group I,
15 former fundamental school students and 15 matched regular
school students.

Group Il:

Students who attended the fundamental school for two years and
were ninth graders in junior or senior high. These students
were the first group of fifth graders enrolled in the funda-
mental school program. Of the original 22 fifth graders who
completed two years at the fundamental school, 19 (86 percent)
were still enrolled in the Des Moines Independent Community
School District, Hence, a total of 38 students were in Group
I, 19 former fundamental school students and 19 matched regular
school students.

Group I1I:

Students who enrolled in the fundamental school and their counter-
parts in the regular elementary schools. These fundamental school
students were the first fourth graders and were still enrolled in
the fundamental school as eighth graders. This group consisted
of 36 students, 18 fundamental school students and 18 matched
regular school students.



29

The 52 Des Moines Fundamental School students, referred to as the
experimental group, and their ’52 counterparts from the "regular" school
program, refca-rred to as the control group, were matched on an iﬁiﬁdml
basis. The purpose of matching was to reduce the effects of extraneous,
yet significant variables whichcould potentiaily confound the difference
due primarily to the effects of the fundamental school program as re-
lated to student achievement. That is, students of the same age, grade,
sex, race, and home background tend to be more alike (Port, 1979). Thus,
it was hoped that the effects of the fundamental school program on
studént achievement copld be more clearly identified. The matching
was accomplished by utilizing previous data on the students selected
for the study. Data were taken from their cumulative records for three
years prior to the 1976-77 school year.

In September 1980, the lists of fourth, fifth, and sixth grade
students who had participated in the fundameﬁtal school program
during the 1976-77 school year were obtained from the fundamental
school records. The list revealed that 73 of the original 84 students
enrolled in the 1976-77 school year had completed one year in the
program at these three grade levels. Of the 73 students, 52 remained
in the Des Moines Independent Community Schools as of September 1980.
The fundamental school staff and counselors in the district stated that
the 21 students who did not remain in the district had either moved out
of the district or transferred to ome of the local parochial schools.

A concerted éffort was made to obtain the school assigmment for each of
the 52 students who remained in the district by utilizing the Mid-

Iowa Computer Center student data base. Of the 52 students remaining,
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18 were still in the fundamental school in the eighth grade. These 18
students were in the fourth grade when the Fundamental School opened in
1976. The other 34 students were located in one of 15 other Des Moines
district public school buildings. Upon completion of this task, a
- search of the students' cumulative records was initiated. The cumula-
tive record search essentially entailed two phases. Phase one in-
volved the collection of data from the fundamental students' cumulative
records for the 1973-74 through 1975-76 school years. These data were
used to form a control group by matching against the records of students
who were enrolled in the districts' regular school program. Data col-
lected for matching purposes in phase one were:

Student information: identification number, age, grade, sex,

race, absenteeism and trait rating (i.e., conduct, respect for

authority, etc., appearing on student cumulative records).

Home background: adult with whom student lived, occupation of
father and mother, father's highest grade completed.

Achievement: Iowa Test of Basic Skills scores and subject grade
nmarks.

Once the control group students had been identified, phase two 6f
the cumulative record search began. This entailed the collection of
data covering the school years 1976-77 through 1979-80 for both funda-
mental and regﬁlar school students. Data collection for comparison in
phase two for the four school years indicated above were as follows:

Absenteeism and trait rating: Iowa Test of Basic Skills; Iowa

Test of Educational Development; subject marks; objectives-based

test results (mathematics Minimum Competency test, reading Minimum

Competency test, language arts test, spelling test, social studies
test and science test).
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Fundamental School Program

The fundamental school program in this study was an oﬁtgrowth of
the "Back to Basics' movement which emphasized the teaching of the basic
skills of reading, writing, and arithmetic and the promoting of class-
room discipline, homework, and other fundamental practices such as
citizenship and national loyalty.

The fundamental school program was established after comsiderable
study by the Des Moines school administration and Board of Education
(Oliver, 1977). This study began early in 1975 with a screening of
available literature regarding 'fundamental," "basic," or "traditional"
schools which were currently in operation across the nation. Later in
1975, tﬁo school administrators from the Des Moines Independent School
visited tﬁe fundamental school in Pasadena, California. On August 22,
1975, a committee was appointed by the Assistant Superintendent for
Education to study the feasibility of establishing a fundamental school
in September 1976.

Members of the committee included teachers, principals, and central
office administrators. ' Both the elementary and secondary levels were
represented on the committee.

After approximately five months of investigation, the committee
made its preliminary report on February 3, 1976. The report dealt with
possible locations, philosophy, goals, dress code, instructional pro-
gram, reporting of student progress, time allotments, and selection
criteria for both students and staff.

On March 16, 1976, the Des Moines Independent Community School
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District's Board of Directors approved the establishment of a funda-
mental school to serve as an alternative for those parents and children
concerned about the degree of emphasis placed on the "basic skills,"
The philosophy and goals of the school as es_tablished were:

Philosophy:

Through the establishment of a fundamental school, the district
would offer an alternative educational setting for parents who
desire a "back to the basics" emphasis. This fundamental school
will stress the basic academic skills, respect for authority and
will teach citizenship and appreciation of values and the heritage
of America.

Goals:

1. To place primary emphasis on the teaching of reading, writing
and arithmetic in a sequential manner;

2, To develop good independent study habits, which will include
requiring homework for all students;

3. To provide a quiet, orderly learning enviromment;

4, To provide quantitative measurement of student progress
through testing and letter or number grades;

5. To build within each child a sense of responsibility,
confidence, pride in accomplishment, and a positive self-
image through proven academic achievement.

. 6. To emphasize discipline and the authority of the teacher.

As stated in a Des Moines Public School interoffice memorandum
dated October 31, 1978, it was not felt that these goals differed es-
sentially from other Des Moines elementary school goals except for the
proposed enhanced emphasis on basic skills, citizenship and discipline
(Note 1 and 2) .. However, the fundamental scheol philosophy probably
afforded greater assurance to parents who valued those goals above others.
Moreover, the signed agreement (Appendix A) by parents to support the

philosophy potentially contributed not only to the morale of the staff but



33

to the attitudes of the students and the feeling of participation on behalf
of the parents, The major difference between the goals of the funda-
mental school and those of other Des Moines elementary schools was the
amount of specified time to be devoted to the instruction of reading,
writing, and arithmetic.

The Des Moines Fundamental School opened on August 30, 1976, with
a kindergarten through sixth (K-6) grades program housed at the old
Jefferson Elementary School Building. The school continued to operate
at that site until the 1979-80 school year. At that time, the Board of
Directors approved relocating the school in the former Hoak. Elementary
School Building, which had previously been closed due to declining en-
rollment. While at the old Jefferson site, a seventh grade program
was added and the kindergarten program dropped. In 1980-81, the funda-
mental school program was expanded to accommodate an eighth grade class.
This expansion came about as a result of a district survey (Appendix B)
of students and parents indicating a desire to have an eighth grade
program at the fundamental school. The faculty members for the funda-
mental school were chosen from among selected volunteers within the
system's teaching ranks, Due to space limitations imposed by the size
of the building, only one section (classroom) each of grades K-6 was
initially established. The regular faculty of the school consisted of
one half-time kindergarten teacher and a full-time teacher in each of the
six grades., A half-time principal was also assigned to the building
as program administrator.

At the beginning of the 1980 through 1981 school year, the Funda-

mental School staff included the following: 0.5 full-time equivalent



34

(FIE) principal, 8.0 FTIE classroom teachers, a 0.4 FIE art teacher, a
0.4 FIE physical education tea;her, a 6.5 FTE learning disabilities
teacher, a 0.4 FTE library associate and 1.0 building associate.

The original enrollment for the school was randomly selected from
among applicants responding to a commitment letter mailed by the district.
The commitment survey was conducted by the Des Moines Independent School
District's Department of Evaluation and Research to determine.the poten-
tial number of enrollees in the program. As of March 11, 1976 (the cut--
off date for applications), 630 applications were received., Approximately
100 applications were received after the deadline. The applications in-
cluded individuals attending 49 of the 50 Des Moines elementary schools
plus three parochial elementary schools. From the applications, students
were randomly selected. Howe&er, care (Wilson, 1978) was taken to in-
sure that a proper minority balance was maintained by limiting minority
enrollment to no more than 25% of the total enrollment. When a child
from a particular family was chosen, all children from that family

were automatically selected.

Instrumentation

Standardized measures

National norm-referenced test results, the Iowa Test of Basic
Skills (ITBS) and/or the Iowa Test of Educational Development (ITBS) were
collected for both the experimental and control groups. These data were
collected from the students' records for falls 1976, 1976, 1977, 1978, and
1980. The ITBS Multilevel battery levels 9 and 10 were given to grades 4

and 5 in September 1975. The ITBS Multilevel battery levels 9, 10, and
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11 were given to gradeé 4, 5, and 6 in September 1976. The ITBS multilevel

14 was given to grade 8 in September 1980. The ITED Level 1 was given to
grades 9 and 10 in September 1980. All of the test data were machine

scored at .the University of Iowa, Iowa City, Iowa.

The Iowa Test;s of Basic Skills reflect the continuous nature of
skills development. In each of the eleven basic skills, a single wide-
range test was provided to represent the range of skills development from
low level grade 3 through superior grade 9. Each test was organized
into overlapping levels of skills development (E;igure 1) (Hieronymus,

p. 3).

Levels were designed by numbers that correspond roughly to
chronological age. That is, Level 10 corresponds to a developmental
level that was typical or average for children 10 years old, etc. There
was no mention of grade levels in the test booklets or on the answer
sheets. The levels corresponded to average achievement at age-grade
levels. That is, level 10 corresponded to grade 4 and level 11 cor-
responded to grade 5, etc. (Hieronymus, p. 3). The ITBS test results
were divided into five subjects: vocabulary, reading comprehension
language skills (i.e., spelling, capitalization, punctuation and
usage), work-study skills (i.e., visual materials and reference materials), -
and mathematics skills (i.e., mathematics concepts, mathematics prob-
lem solving, and mathematics computation). The ITED was divided into
two overlapping levels, designated I and II. Level I contained easier
and less-sophisticated exercises than level II and was intended primarily
for grades 9 and 10 (University of-Iawa, P. 2). The ITED test results

were divided into seven subtests: Expression, Quantitative Thinking,
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Social Studies, Natural Sciences, Literature, Vocabulary and Sources of
Information. The general and specific directions for administering both
the ITBS and ITED were easy to follow; information concerniné scoring,
the interpretation of scores, reliability and validity, use of test
results, and construction and standardization were given in the
manuals.

Lindvall (1978) stated that the ITBS was designed to provide
information on the status of pupil development in the basic skill
areas and tools to be used in the improvement of instruction. The
reviewer doubted the claim of the authors that the battery could be used
to determine the effectiveness of alternative methods of instruction.
The reviewer found the ITBS to be a satisfactory instrument for
obtaining information on the status of pupil development in the basic
skill areas. Further, the reviewer believed that the test had been
thoroughly researched and the test results were useful for making
dcisions about curriculum emphasis on a district-wide or a school-
wide level, but not useful for making decisions at the level of the

individual child.

The ITED form Y-7 was a new version of the ITED. The reviewer
(1978) believed that one of the major features of the new version was
that there was a substantial reduction in testing time. The reviewer
and the publishers further pointed out that schools having limited time
for testing could make use of the abbreviated battery consisting of only
the reading, language arts, and mathematics tests, thus allowing for
only half the testing time. The reviewer's (1978) judgment of the

overall quality of the ITED was that it was a well-conceived testing
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instrument, carefully plammed and produced, which had satisfactory re-

liability and useful norms based on a truly representative standardiza-
tion sample. It was the reviewer's judgment that the test validity and
usefulness in any specific local situation would have to be made on the

basis of careful study by local personmnel.

District objectives-based test

District objectives-based test results: the reading and mathematics
minimm competency were collected for both the experimental and control
groups. These data were collected from the students' records for fall 1976,
1977, 1978, and 1979. The reading minimum competency was given to students
who were in grade 7 in 1977, 1978, and 1979. The mathematics minimum com-
petency was given to students who were ingrade 6 in 1976, 1977, and 1978.

The objectives-based tests were considered as survival skills for
students in junior high schools that measured the skills in readir;g and
mathematics necessary for effective citizenry in a society at the time
of this study (Des Moines Public School, Interoffice Letter, April 20,
1978). The reading minimum competency was used to provide early
identification of students' needs in basic reading skills. The mathe~
matics minimum competency was used to measure students' ability to
handle computational problems typically encountered in school, home,
and community situations ((Des Moines Objectives-Based Test as reproduced
from "ASC" (1978)).

The mathematics minimum competency was a 60-item test. Students
were asked to apply basic computational skills to solve problems in-

volving bus schedules, cash purchases, street maps, show times, school
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schedules, unit measurement, calendars, and package labels. The reading
minimum competency was a 45-item test., It was developed using a two-
by-two matrix of printed materials students were most likely to encounter
in school, home, at-:d community, and reading skills in the areas of
vocabulary, comprehension, and location/study skills. The test was in
the form of displays such as warning signs, street maps, card catelogs,
encyclopedia entries, telephone directories and bus schedules ((Des Moines
Objectives-Based Test as reproduced from "PAIR" (1978)).

According to the Education Commission of the States (1978), minimum
competency standards should not be confused with the goals and objectives
of education. Further, the commission stated:

There is no common vocabulary for discussing minimum competency’
testing. The word that caused the greatest confusion was
"minimum" itself. While part of the confusion centered on
semantic differences between "minimum'" and "minimal," several
participants felt that a different key word or at least a
broader definition of "minimum'" was necessary to describe the
skills needed to survive in contemporary society (p. 12).

Minimum competency testing was defined by the Education Commission
of the States as only minimums and did not specify a theory of learning,
school organization, or a process for competency development. Based on
evidence that instruction had too little relationship to life role,

i.e., producer, consumer, friend, family member, the commission sug-
gested a school structure designed to enhance the ability of students

to perform more successfully than those competencies demanded in their

life roles.
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Coopersmith Self-Esteem Inventory

The Coopersmith Self-Esteem Inventory (CSEI) is a self-report in-
ventory consisting of 58 items designed specifically for children from
about 9 to adult level. It asks only whether a certain attitude or
characteristic is "like me" or "unlike me" as the student perceives
him/herself. The maximum possible score, representing the highest
possible self-concept is 100. The national average scores have been
in the range of 70-80, with standard deviations of approximately 11-13.

The 58 items are subdivided into a total of five subscales:

(1) general self (26 items); (2) social self-peers (8 items); (3) home-
parents (8 items); (4) school-academic (8 items); (5) lie scale (8
items)., The lie scale was not counted in scoring the test because its
purpose was to check on test validity. Each of the remaining 50 items
has a weight of two, making the possible total 100.

The eight items which produced the "lie scale" score are fairly
absolute statements to which few students would answer '"like me,"
(Appendix C). If more than three of these statements are answered "like
me," the validity of the remainder of the test would be in queétion
(Coopersmith, 1968).

The CSEI employed the usual test design of having approximately half
of its items answered "like me" for a positive self-concept and the re-
maining half of the items required an "unlike me" response to be scored
in the direction of a positive self-concept. Although no norms have
been developed for the CSEI (CSEI, 1968), the instrument has been used
widely and was noted for containing a2 body of normative data (Butcher,

1967; Campbell, 1965; Trowbridge, 1975).
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Parents survey

During March 1982, the Des Moines Evaluation and Research Depart-
ment mailed surveys (Appendix D) to the parents' of both the exﬁeri-
mental and control students involved in this study.

In developing the surveys, comments and suggestions were received
from selected faculty members in the College of Education and members of
the Des Moines Evaluation and Research Department. The Gallup education
polls conducted yearly since 1969 were reviewed and several questions
were based on these national surveys. Also, several questions were
based on a survey conducted in April 1979 (Schoenenberger, 1980) by
the Des Moines Evaluation and Research Department.

The instruments covered the goals of education in the district's
elementary schools; parent perceptions of their children's progress and
treatment by the school staff; effectiveness of the principal and

teaching staff; education programs and personnel.

Data Analysis

The period 1976-80 represented the years in which the experimental
and control group students progressed from upper elementary to the
junior/senior high school level. The students were grouped as indicated

on page 28 for data analysis purpose.

Iowa Test of Basic Skills and Iowa Test of Educational Development

In order to determine if the three experimental groups were similar

to the three control groups, a univariate analysis of repeated measures
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design was used as found in Hull and Nie, Statistical Program for
Social Science Update 7-9 (1981, p. 48). This anmalysis was to determine
achievement gained by students in this stﬁdy from fall of school year
1976 to fall of school year 1980. The model for this analysis was as

follows:

Yijk =0+ o + Tk(i) + Bj + aBij + B'rjk(i) + em(ijk)

where Yijk = test means for the three time periods

U = overall grand mean,

o = effect of group, i = 1, 2,

(i) = effect of K student nested in the i group,

Bj = effect of the repeated measure, k = 1, 2, 3,

aaij = interaction of the K repeated measure within the
group,

BT}k(i) = interaction between repeated measures and students
in groups, and

em(ijk) = random error.
The assumption of the model is that there was no carryover effect

in the experiment as noted in Winer (1971, p. 519). 1In the anmalysis,

the null hypothesis stated in general form as follows was tested:

Ho: There are no significant differences between the
means of experimental groups and control groups as measured

by the Iowa Test of Basic Skills (ITBS) and Iowa Test of
Educational Development (ITED) for each time period under
study.

The mull hypothesis was tested using the results of each of the

five subtests and composite scores of the ITBS or ITED for fall of
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of school year 1975, 1976, 1978, and 1980.

This analysis was concerned with the trend of the three means, of
which three test results were taken on each student. As found in
Edwardé (1960), each student con;esponded to a block in a randomized
block design. The primary objective was to investigate the trend of
the means over the three successive test results. It was assumed that
any differences found between the test means were the results of dif-
fering in the schools' programs, since the test results were standard
measures. As found in Edwards (1960), the trends could be a result of
random variation, but the question was whether the upward or downward
trends could be regarded as meeting statistical significance.

As found in Borg and Gall (1979), two sources of extraneous variables,
history and maturation, may confound the findings in this part of the
study. That is, since the test results were gathered over a four-year
period, factors other than the school program could have caused any

differences found. |

Objectives-based test data

Comparisons between experimental and control groups were calculated
using the t-test routine of the Statistical Program for Social Science
Computer Package (Nie et al., 1975). When a comparison between groups
was made, the pooled variance estimate was used. Missing data were
excluded from the calculations. The group means for the mathematics
minimum competency or reading minimum competency served as the unit of
analysis. Differences in group means were tested statistically (P < .05)

to ascertain achievement resulting from the fundamental school program.



Coopersmith Self-Esteem Inventory

In order to compare the self-esteem of students who attended
regular and fundamental school programs, the report procedure of the
Statistical Program for Social Science Computer Package (Nie et al.,
1975) was used. The t-test routine of the package was used to ascertain
differences in means for the groups on each subscale. Missing data were

excluded from the calculation.

Parent survey

To assess parental attitudes and opinions regarding the goals,
nature, and quality of education in both regular and fundamental
elementary school programs, a comparison of the percentage of highest

to lowest response was tabulated on each of the categorical statements.
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FINDINGS

The findings of this study were divided into four major cate-
gories:

1. The analysis of norm referenced test mean scores for three
time periods of fundamental and regular school students em-
ploying a two-factor experiment which used repeated measures.

2. The analysis of objectives-based test mean scores employing
a t-test routine for the comparison of achievement dif-
ferences between fundamental and regular school students.

3. The analysis of the Coopersmith Self-Esteem Inventory total
and subscale mean scores employing a t-test routine for the
comparison of self-concept differences between fundamental
and regular school students.

4, The analysis of parental responses to a survey pertaining
to the goals, nature, and quality of education priovided by
the elementary schools their children attended utilizing
frequencies of responses.

Results reported for categories 1, 2, and 3 will be subdivided
into three sections. The results reported in these sections will be
for groups as follows:

Group 1I:

Students who attended the fundamental school for one year and were

tenth graders in senior high school. These students were the first

group of sixth graders enrolled in the fundamental school program.

Of the original 27 sixth graders who completed one full year in

the fundamental school, 15 (55 percent) were still emrolled in the

Des Moines Independent Community School District. Therefore, a

total of 30 students were in Group I; 15 former fundamental school

students and 15 matched regular school students.
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Group II:

Students who attended the fundamental school for two years and
were ninth graders in junior or senior high. These stgdents were
the first group of fifth graders emrolled in the fundamental school
program. Of the original 22 fifth graders who completed two years
at the fundamental school, 19 (86 percent) were still enrolled in

the Des Moines Independent Community School District. Hence, a

total of 38 students were in Group II, 19 former fundamental

school students and 19 matched regular school students.

Group 1III1:

Students who were enrolled in the fundamental school and their

counterparts in the regular elementary schools. These fundamental

school students were the first fourth graders and were still en-
rolled in the fundamental school as eighth graders. This group

consisted of 36 students: 18 fundamental school students and 18

matched regular school students.

The norm referenced test results were extracted from students'
cumulative records over a span of years. Because of this fact, history
and maturation were considered to be extraneous factors which were un-
controllable in this study. History and maturation are factors because
according to Borg and Gall (1979), the time lapse between tests will allow
for other events to occur. There is no way to be certain about whether
the fundamental school or the extraneous events are causal factors in

the changes that occur.
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Analysis of the Two-Factor Experiment

A two-factor experiment using repeated measures was used to analyze

the Iowa Test of Basic Skills (ITBS) mean composite percentile rank and

mean subscales (vocabulary, reading, language arts, workstudy, and

mathematics) percentile ranks for fall of school years 1976, 1978, and

1980 of the fundamental (experimental) and regular (control) schools'

students in group III. Also, a two-factor experiment using repeated

measure was employed to analyze the ITBS mean composite and subscales

percentile rank for fall of school years 1975 and 1976 along with the

Iowa Test of Educational Development (ITED) for fall 1980 of the

fundamental and regular school students in group I and group II. For

this analysis, the first null hypothesis stated in the introduction

chapter was subdivided into three null hypotheses to be tested. All

three null hypotheses were tested on each of the three groups of stu-

dents.

1.

Ho:

The three null hypotheses were as follows:

There are no differences between the combined mean test
percentile ranks in the three time periods of the experi-
mental groups and the combined mean test percentile rank
in the three time periods of the control group.

There are no differences between the mean first time
period percentile ranks of the experimental and control
groups, mean second time period percentile rank of the
experimental and control groups, and mean third time
period percentile ranks of the experimental and control

groups.

There are no differences in the magnitude of change from
the mean first time period percentile ranks to the third
time period percentile ranks for the experimental groups
as compared with the magnitude of change from the mean
first time period percentile ranks to the third time
period percentile ranks for the control groups.

These null hypotheses were tested utilizing the mean composite and mean
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subscale percentile ranks of the fundamental and regular schools'
students on the ITBS and ITED for each of the three time periods.

In an analysis of this type, Winmer (1971) indicated that the
effects tested in the first hypothesis will be completely confounded
with differences between the three test means. The corresponding
error variance will be large, which greatly reduced the chance for
significance when testing this hypothesis. In testing the other two
hypotheses, the interaction error term is utilized which is not affected

as much by confounding.  Hypotheses 2 and 3 are more sensitive tests.

Analysis of the two-factor experiment for group I

Analysis for experimental and control group I tests (ITBS in
1975 and 1976, ITED in 1980), composite percentile ranks using repeated
measures of mean is presented in Table 1. The tests' composite mean
percentile ranks of experimental and control group I are given in
Table 2. A similar reporting was followed using the tests subscales
results in Tables 3 through 12.

Each table presenting the two-factor experiment using repeated
measures gave results for the three null hypotheses at the beginning
of this chapter. In each case, the first hypothesis was not rejected.
There were no differences between the combined mean percentile ranks
for the three time periods of experimental group 1 and the combined
mean percentile ranks for the three time periods of control group I.

Siqilar results are shown in Tables 3, 5, 7, and 9 on interpretation
of the second hypothesis. In these cases, the null hypothesis was not

rejected. The mean composite, vocabulary, reading, language arts, and
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Table 1. Analysis of experimental and control group I composite
scores using repeated measures of mean of the Iowa Test of
Basic Skills and the Iowa Test of Educational Development
Degrees of Mean
Source of wvariation freedom square F
Group 1 1562.50 0.68
Error 1 28 2306.57 -
Test® 2 549.34 1.9
Group x test 2 234.23 0.83
Error 2 56 283.13 -
Total 89
®ITBS for 1975 and 1976; ITED for 1980.
Table 2. Experimental and control group I composite mean scores of the
Towa Test of Basic Skills for 1975 and 1976 and the Iowa Test
of Educational Development for 1980
Composite Composite Composite
scored score score
Group 1975 1976 1980 Total
Experimental 38.33 36.67 45,53 40,18
Control 25,53 34.60 35.40 31.84
Total 31.93 35.63 40,47

a .
Average percentile rank.



50

Table 3. Analysis of experimental and control group I vocabulary sub-
test scores using repeated measures of mean of the Iowa Test
of Basic Skills and Iowa Test of Educational Development

Degrees of Mean

Source of variation freedom square F
Group 1 - 4825.34 2.59
Error 1 28 1862.34 -
Test® 2 232.08 0.44
Group x test 2 58.68 0.11
Error 2 56 521.69 -
Total -89

21TBS for 1975 and 1976, ITED for 1980.

Table 4. Experimental and control group I vocabulary subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Vocabulary Vocabulary Vocabulary
subtest score® subtest score subtest score
Group 1975 1976 1980 Total
Experimental 47.40 51.67 44,67 47.91
Control 30.67 35.93 33.20 33.27
Total 39.03 43.80 38.93

a .
Average percentile rank.
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Table 5. Analysis of experimental and control group I reading subtest
using repeated measures of mean of the Iowa Test of Basic
Skills and the Iowa Test of Educational Development

Degrees of Mean

Source of variation freedom square F
Group 1 1159.21 0.55
Error 1 28 2094.83 -
Test? | 2 302.81 0.63
Group X test 2 385.54 0.80
Error 2 56 483.05 -
Total 89

21TBS for 1975 and 1976; ITED for 1980.

Table 6. Experimental and control group I reading subtest means of
the Iowa Test of Basic Skills for 1975 and 1976 and the
Iowa Test of Educational Development for 1980

Reading Reading Reading
subtest score® subtest score subtest score
Group 1975 1976 1980 Total
Experimental 44,00 39.27 46.53 43,27
Control 29.53 39.13 39.60 36.09
Total 36.77 39.20 43.07

a .
Average percentile rank.



52

Table 7.

Analysis of experimental and control group I language arts

subtest scores using repeated measures of mean of the Iowa

Test of Basic Skills and the Iowa Test of Educational

Development
Degrees of Mean

Source of variation freedom square F
Group 1 2330.71 1.27
Error 1 28 1834.23 -
Test® 2 731.03 1.97
Group x test 2 68.68 0.18
Error 2 56 371.25 -
Total 89

4ITBS for 1975 and 1976; ITED for 1980.

Table 8. Experimentai and control group I language arts subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976

and the Iowa Test of Educational Development for 1980

Language arts
subtest score?

Language arts
subtest score

Language arts
subtest score

Group 1975 1976 1980 Total
Experimental 39.27 36.20 48.20 41.22
Control 28.40 29.33 35.40 31.04
Total 33.83 32.77 41.80

aAverage

percentile rank.
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Table 9. Analysis of experimental and control group I workstudy sub-
test scores using repeated measures of mean of the Iowa Test
of Basic Skills and the Iowa Test of Educational Development

Degrees of Mean

Source of variation freedom square F
Group _ 1 240.10 0.11
Error 1 28 2153.30 -
Test” 2 736.9 2,01
Group x test 2 480,63 1.31
Error 2 56 366.35 -
Total 89

31TBS for 1975 and 1976, ITED for 1980.

Table 10. Experimental and control group I workstudy subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Workstudy Works tudy Workstudy
subtest score? subtest score subtest score
Group 1975 1976 1980 Total
Experimental 41.27 34,87 51.00 42,38
Control 34.67 40.73 41.93 39.11
Total 37.97 37.80 46.47

aAverage percentile rank.
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Table 11. Analysis of experimental and control group I mathematics
subtest scores using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational

Development
Degrees of Mean

Source of variation freedom square F
Group 1 122.50 0.06
Error 1 28 1979.33 -
Test® 2 1232.84 3.99%
Group x test 2 728.40 2.36
Error 2 56 308.60 -
Total 89

31TBS for 1975 and 1976; ITED for 1980.
*Significant beyond the five percent level (P < 0.05).
Table 12. Experimental and control group I mathematics subtest mean

scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Mathematics Mathematics Mathematics
subtest score? subtest score subtest score
Group 1975 1976 1980 Total
Experimental 32.40 35.80 48.73 38.98
Control 28.87 43,87 37.20 36.64
Total 30.63 39.83 42,97

a
Average percentile rank.
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workstudy percentile ranks of experimental and control group 1 were no
different. Results are also shown in Table 11 on interpretation of
the second hypothesis. 1In that case, the null hypothesis was rejected.
The mean mathematics percentile ranks of the experimental and control
groups were found to be different between at least two of the three
time periods. There were a significant increase or decrease in percentile
ranks from 1975 to 1976 or 1976 to 1980.

Interpretation of the third hypothesis is similar in all tables. In
each case, the third hypothesis was not rejected. The increase or de-

crease in percentile ranks were similar for experimental and control

group I.

Summary of the two-factor experiment for group I

Significant differences were found in the magnitude of change on
the mathematics subscale percentile ranks for experimental and control
group I. Experimental group I average percentile ranks increased from
1975 to 1976 and from 1976 to 1980. Experimental group I average
percentile rank in 1975 was 32.40; in 1976, it was 35.80; and in 1981,
it was 48.73. The control group average percentile rank increased
from 1975 to 1976 and decreased from 1976 to 1980. Control group I
average percentile ranks on the mathematics subscale for the three

time periods were 28.87, 43.87, and 37.20, respectively.

Analysis of the two-factor experiment for group II

Analysis for experimental and control group II tests (ITBS in
1975 and 1976, ITED in 1980), composite percentile ranks using repeated

measures of mean is presented in Table 13. The tests composite mean
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percentile ranks of experimental and control group IIL are given in
Table 14. A similar presentat;on was followed using the tests' subscale
vocabulary results (Tables 15 and 16), tests' reading subscales results
(Tables 17 and 18), tests' language arts subscales results (Tables 19
and 20); tests' workstudy subscale results (Tables 21 and 22), and tests'
mathematics subscale results (Tables 23 and 24).

Each table presenting the results of the two-factor experiment
using repeated measures gave results for the three null hypotheses at
the beginning of this chapter. In each case, the first hypothesis was
not rejected. There were no differences between the combined mean.per-
centile ranks for the three time periods of experimental group II and the
combined mean percentile ranks for the three time periods of control
group II.

Similar results are shown in Tables 15, 17, 19, and 23 on interpreta-
tion of the second hypothesis. 1In these cases, the null hypothesis was
not rejected. The mean vocabulary, reading, language arts, workstudy,
and mathematics percentile ranks of experimental and comtrol group II
were no different. Results shown in Table 13 on interpretation of the
second hypothesis, indicated a rejection of the null hypothesis. The
mean composite percentile ranks of experimental and comtrol group II was
found to be different between at least two of the three time periods.
There was a significanﬁ increase or decrease in percentile ranks from
1975 to 1976 or 1976 to 1980.

Interpretations of the third hypothesis are the same as for the
second hypothesis in all Tables 15, 17, 19, 21 and 23 the third

hypothesis was not rejected. The magnitude of change in percentile
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Table 13. Analysis of experimental and control group II composite per-
centile ranks using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational De-
velopment
Degrees of Mean
Source of variation freedom square F
Group 1 100.43 0.04
Error 36 2325.28 =
Test® 2 1252.43 3.72%
Group x test 2 1146.11 . 3.40%
Error 72 337.11 -
Total 113

2ITBS for 1975 and 1976; ITED for 1980.

*Significant beyond the five percent level (P < 0.05).

Table 14. Experimental and control group II composite mean scores of
the Iowa Test of Basic Skills for 1975 and 1976 and the Iowa
Test of Educational Development for 1980
Composite Composite Composite
score? score score
Group 1975 1976 1980 Total
Experimental 42.74 60.00 60.79 54.51
Control 52.11 57.58 48.21 52.63
Total 47.42 58.79 54.50

a .
Average percentile rank.



58

Table 15. Analysis of experimental and control group II vocabulary
subtest scores using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational De-

velopment
Degrees of ' Mean

Source of variation . freedom square F
Group 1 28.50 0.01
Error 1 36 2064.35 -
Test® 2 463.17 1.07
Group x test 2 596.87 1.39
Error 2 72 430.91 -
Total 113

21TBS for 1975 and 1976; ITED for 1980.

Table 16. Experimental and control group II vocabulary subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Vocabulary Vocabulary Vocabulary
subtest score? subtest score subtest score
Group 1975 1976 1980 Total
Experimental 55.63 58.79 59.68 58.04
Control 57.21 64.11 49.79 57.04
Total 56.42 61.45 54.74

aAverage percentile rank.
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Table 17. Analysis of experimental and control group II reading sub-
test scores using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational De-

velopment
Degrees of Mean

Source of variation freedom square F
Group 1 611.37 0.21
Error 1 i 36 1978.60 -
Test® 2 204564 0.55
Group x test 2 801.82 2.14
Error 2 _72 374.25 -
Total 113

2ITBS for 1975 and 1976, ITED for 1980.

Table 18. Experimental and control group II reading subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Reading Reading Reading
subtest score? subtest score subtest score
Group 1975 1976 1980 Total
Experimental 54,58 63.26 63.53 60.46
Control 59.26 58.37 49.84 55.82
Total 56.92 60.82 56.68

3Average percentile rank.
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Table 19. Analysis of experimental and control group II language arts
subtest scores using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational De-

wvelopment
Degrees of Mean

Source of variation freedom square F
Group 1 1675.17 0.93
Error 1 36 1806.48 -
Test® 2 897.18 2.24
Group x test 2 680.64 1.70
Error 2 72 400.26 -
Total 113

3ITBS for 1975 and 1976; ITED for 1980.

Table 20. Experimental and control group II language arts subtest
mean scores of the Iowa Test of Basic Skills for 1975 and
1976 and the lowa Test of Educational Development for 1980

Language arts Language arts Language arts
subtest score® subtest score subtest score
Group 1975 1976 1980 Total
Experimental 49.53 58.42 66.74 58.23
Control 48.26 53.95 49.47 50.56
Total 48.89 56.18 58.11

aAverage percentile rank.
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Table 21. Analysis of experimental and control group II workstudy
subtest scores using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational De-

velopment
Degrees of Mean

Source of variation freedom square F
Group 1 0.32 0.00
Error 1 36 2229.26 -
Test® 2 598.96 1.71
Group x test 2 706.50 2.02
Error 2 _72 350.01° -
Total 113

21TBS for 1975 and 19763 ITED for 1980.

Table 22. Experimental and control group II workstudy subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Workstudy Workstudy Workstudy
subtest score? subtest score subtest score
Group 1975 1976 1980 Total
Experimental 46.42 60.32 60.84 55.86
Control 56.32 57.11 54.47 55.96
Total 51.37 58.71 57.66

a s
Average percentile rank,
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Table 23. Analysis of experimental and control group II mathematics
subtest scores using repeated measures of mean of the Iowa
Test of Basic Skills and the Iowa Test of Educational De-

velopment
Degrees of Mean

Source of variation freedom square F
Group 1 1130.54 0.52
Error 1 36 2168.53 -
Test® 2 854.00 2.32
Group x test 2 549.09 1.49
Error 2 72 368.05 =
Total 113

21TBS for 1975 and 1976; ITED for 1980.

Table 24. Experimental and control group II mathematics subtest mean
scores of the Iowa Test of Basic Skills for 1975 and 1976
and the Iowa Test of Educational Development for 1980

Mathematics Mathematics Mathematics
subtest score? subtest score subtest score
Group 1975 1976 1980 Total
Experimental 43.42 58.68 56 .47 52.86
Control 45.79 49,26 44,63 46 .56
Total 44.61 53.97 50.55

aAverage percentile rank.
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ranks was similar for the two groups. Table 13 revealed thé third null
hypothesis was rejected on interpretation of the data. Data in Table 14
reveal that experimental group II had a continuous increase in composite
percentile ranks, 42.74, 60.00, and 60.79, respectively, in 1975, 1976,
and 1980. The data reveal an increase for comtrol group II from 1975

to 1976 and a decrease from 1976 to 1980. Control group II average

composite percentile ranks were 52.11, 57.58, and 48.21, respectivelé.

Summary of the two-factor experiment for group II

There were significant differences found in the magnitude of change
in composite tests percentile ranks between experimental and control
group II. The experimental group's average percentile rank increased
between each time of measurement. The average composite percentile rank
for the control group increased from 1975 to 1976 and decreased from
1976 to 1980. There were no significant differences in the magnitude

of change on either subscale of the tests for experimental and control

group II,

Analysis of the two-factor experiment for group III

Data on experimental and control group III ITBS composite percentile
rank using the repeated measures of mean for 1976, 1978, and 1980 are
revealed in Table 25. The ITBS composite mean percentile ranks for
1976, 1978 and 1980 of experimental and control group III are given in
Table 26. A similar reporting procedure was followed using the ITBS
subscale vocabulary test results (Tables 27 and 28). ITBS reading sub-
scale test results (Tables 29 and 30), ITBS language arts subscale test

results (Tables 31 and 32), ITBS workstudy subscale test resuits
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(Tables 33 and 34), and ITBS mathematics subscale test results (Tables
35 and 36).

Each table presents the results of the two-factor experiment using
repeated measures, From these tables, the conclusion to the three
general hypotheses were derived. In each case, the first null hypothesis
was retained. There were no significant differences between the combined
mean percentile ranks for the three time periods of experimental group
III and the combined mean percentile ramks for the three time periods
of control group III. To reemphasize Winer's point, this appeared to be
a direct result of the confounding effect due to differences in the
mean percentile ranks for the three time periods of groups.

Similar results are shown in Tables 27 and 31 on interpretation of
the second hypothesis. In these cases, the null hypothesis was also
retained. The mean vocabulary and language arts percentile ranks of
experimental and control group III were no different. Also, results
are presented in Tables 25, 29, 33, and 35 to aid in interpretation of
the secc;nd hypothesis. In each of these cases, the null hypothesis
was rejected. The mean composite, reading, workstudy and mathematics
percentile ranks of the experimental and control groups were found to
be significantly different between at least two of the three time
periods. There was a significant increase or decrease in percentile
ranks from 1976 to 1978 or 1978 to 1980.

Interpretations of the third hypothesis are not similar in all
the tables. In the composite (Table 25), the language arts (Table 31),
and mathematics (Table 35), test results of the third hypothesis was

rejected. The magnitude of change of the mean percentile ranks from
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Table 25. Analysis of experimental and control group III, Iowa Test
of Basic Skills composite percentile ranks using the re-
peated measures of mean for 1976, 1978, and 1980

Degrees of Mean

Source of variation freedom square F
Group 1 1993.48 1,70
Error 1 34 1173.19 -
ITBS 2 2273.68 8.14%*
Group x ITBS 2 1227.95 4.40%
Error 2 _68 279.32 -
Total 107

*Significant beyond the five percent level (P < 0.05).

**Significant beyond the one percent level (P < 0.01).

Table 26. Experimental and control group III Iowa Test of Basic Skills
composite mean scores for 1976, 1978, and 1980

Composite Composite Composite

score? score score
Group 1976 1978 1980 Total
Experimental 53.83 45.17 70.89 56.63
Control 59.89 66.50 69.28 65.22
Total 56.86 55.83 70.08

aAverage percentile rank,
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Table 27. Analysis of experimental and control group III, Iowa Test
of Basic Skills vocabulary subtest percentile ranks using
the repeated measures of mean for 1976, 1978, and 1980

Degrees of Mean

Source of variation freedom square F
Group 1 | 2680.04 ' 2.31
Error 1 34 1161.46 -
ITBS 2 899.01 2,00
Group x ITBS 2 1217.90 2.71
Error 2 _68 450.12 -
Total 107

Table 28. Experimental and control group III lowa Test of Basic
Skills vocabulary subtest mean scores for 1976, 1978, and

1980
Vocabulary Vocabulary Vocabulary
subtest score? subtest score subtest score
Group 1976 1978 1980 Total
Experimental 50.61 42.83 63.06 52.17
Control 58.17 65.44 62.78 62.13
Total 54.39 54,14 62.92

a .
Average percentile rank.
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Table 29, Analysis of experimental and control group III, Iowa Test
of Basic Skills reading subtest percentile ranks using the
repeated measures of mean for 1976, 1978, and 1980

Degrees of Mean

Source of variation freedom square F
Group : 1 2474 .90 2.00
Error 1 ' 34 1234.75 -
ITBS 2 1348.12 3.55%
Group x ITBS 2 761.51 2.01
Error 2 _68 379.63 -
Total 107

*Significant beyond the five percent level (P < 0.05).

Table 30. Experimental and control group III Iowa Test of Basic
Skills reading subtest mean scores for 1976, 1978, and

1980
Reading a Reading Reading
subtest score subtest score subtest score
Group 1976 1978 1980 Total
Experimental 55.89 48.94 65.11 56.65
Control ' 58.11 68.83 71.72 66.22
Total" 57.00 58.89 68.42

aAverage percentile rank.
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Table 31. . Analysis of experimental and control group III, Iowa Test
of Basic Skills language arts subtest percentile ranks
using the repeated measures of mean for 1976, 1978, and

1980
Degrees of Mean

Source of variation freedom square F
Group 1 3093.37 2.28
Error 1 34 1359.53 -
ITBS » 2 957.56 3.10
Group x ITBS 2 1234.51 4.00*
Error 2 _68 308.84 -

107

*Significant beyond the five percent level (P < 0.05).

Table 32. Experimental. and control group III Iowa Test of Basic
Skills language arts subtest mean scores for 1976, 1978,

and 1980

Language arts Language arts
subtest score® subtest score

Language arts
subtest score

Group 1976 1978 1980 Total
Experimental 48.83 41.39 60.33 50.19
Control 54.72 65.44 62.50 60.89
Total 51.78 53.42 61.42

aAverage percentile rank.
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Table 33. Analysis of experimental and control group III, Iowa Test
of Basic Skills workstudy subtest percentile ranks using
the repeated measures of mean for 1976, 1978, and 1980

Degrees of Mean

Source of variation freedom square A F
Group | 1 63.79 0.05
Error 1 34 1285.72 -
ITBS 2 3902.56 9.41%*
Group x ITBS 2 105.34 0.25
Error 2 _68 414,79 -
Total 107

**Significant beyond the one percent level (P < 0.01).

Table 34. Experimental and control group III Iowa Test of Basic
Skills workstudy subtest mean scores for 1976, 1978, and

1980
Workstudy Workstudy Workstudy
subtest score? subtest score subtest score
Group 1976 1978 1980 Total
Experimental 61.94 51.22 75.39 62.85
Control 63.28 56.28 73.61 64.39
Total 62.61 53.75 74.50

aAverage percentile rank,
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Table 35. Analysis of experimental and control group III, Iowa Test
of Basic Skills mathematics subtest percentile ranks using
the repeated measures of mean for 1976, 1978, and 1980

] Degrees of Mean

Source of variation freedom square F
Group 1 90.75 0.07
Error 1 3% 1292.75 -
ITBS 2 4386.78 11,55%%
Group x ITBS 2 1500.33 3.95%
Error 2 _68 379.86 -
Total 107

*Significant beyond the five percent level (P < 0.05).

*Significant beyond the one percent level (P <0.01).

Table 36. Experimental and control group III Iowa Test of Basic
Skills mathematics subtest mean scores for 1976, 1978, and

1980
Mathematics Mathematics Mathematics
subtest score subtest score subtest score
Group 1976 1978 1980 Total
Experimental 56.33 47.39 81.11 61.61
Control 61.06 60.44 68.33 63.44
Total 58.69 53.92 74.97

aAvera.ge percentile rank.



71

1976 to 1980 was not the same for experimental group III and control
.group III. In two of the cases, inspection of the table of means

(Tables 26 and 32) revealed that control group III tended to show an
increase in test percentile ranks from 1976 to 1978, while experimental
group III presented a decrease in test percentile ranks. Data in

Table 26 revealed that control group III progressed from an average
percentile rank in 1976 of 59.89 to an average percentile rank of

66.50 in 1978. This was in contrast to experimental group III,

which began with a 53.83 average in 1976 and decreased to a 45.17
average in 1978. Similar magnitude of change presented in Table 32 ex-
plains the resulting significance shown for hypothesis three in Table 31.
However, further inspection of the same tables (Tables 26 and 32),

as well as Table 36, of the respective means, indicated that experimental
group III tended to show a greater increase in percentile ranks from
1978 to 1980. Data in Table 26 revealed that experimental group III
progressed from an average percentile rank of 45.17 in 1978 to a 70.89
average percentile rank in 1980, whereas control group III advanced

from an average of 66.50 to an average of only 69.28. A similar

magni tude of change shown in Tables 32 and 36 further clarifies the
resulting significance presented for hypothesis three in Tables 25,

31, and 35. In the analysis for the other three subscales of the ITBS,
the null hypothesis was retained. The increase or decrease in percentile

ranks was similar for the two groups.
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Summary of the two-factor experiment for group III

The two-factor experiment using repeated measures of ITBS composite
and subscale scores was used to provide a test which determined if the
magni tude of change in student achievement (percentile rank on ITBS)
from 1976 to 1980 was different for the experimental and the control
groﬁps. A difference of this kind was found in the ITBS: composite,
reading subscale, workstudy subscale, and mathematics subscale average
percentile ranks. The ITBS composite percentile rank results for the
experimental group changed from an average of 53.83 in 1976 to 45.17
in 1978 and to 70.89 in 1980. The change in percentile ranks for the
control groups was from 59.89 to 66.50 and to 69.28. Experimental
group III average percentile ranks decreased from 1976 to 1978 and
increased considerably from 1978 to 1980. The control group average
percentile ranks increased from 1976 to 1978 and from 1978 to 1980.
However, the average increase in percentile ranks for control group
III was small compared to the average increase in percentile ranks for
experimental group III from 1978 to 1980. The percentile ranks were
similar for the two groups on the vocabulary and language arts sub-

scales.

Comparison of District Objectives-Based Test Results

The t-test program of the statistical program for social science
computer package (Nie et al., 1975) was utilized for comparisons
between the experimental and control groups on the reading and mathematics

minimum competencies tests. When a comparison between groups was made,
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the pooled variance estimate was employed, unless the ratio of the
variance produced a significant F value (P < 0.05) in which case,
the separate estimate of t was employed. Missing data were excluded

from the calculation.

Comparison between experimental and control group I

Results from the comparison of the reading and mathematics minimum
| competencies tests for experimental and control group 1 are presented
in Table 37. Results are given for the second and third hypotheses in
the introductory chapter. There were no significant differences in the
average percentage correct om the reading and mathematics competencies

tests between experimental and control group I.

Comparison between experimental and control group II

Results from the comparison of the reading and mathematics minimum
competencies tests for experimental and control group II are presented in
Table 38. The table gives results for the second and third hypotheses
.in the introducti'on chapter. There were no significant differences in
the average percentage correct on the reading and mathematics minimum

competencies tests between experimental and control group II.

Comparison between experimental and control group IIT

Results from the comparison of the reading and mathematics minimum
competencies tests for experimental and control group III are presented
in Table 39. The table presented results for the second and third
hypotheses as given in the introduction chapter. There were no signifi-

cant differences between experimental group III and control group III
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Table 37. Objectives-based test means and comparisons between ex-
perimental and control group I

: a Experimental Control
Area n Mean 5.D. n Mean S.D. t

Reading a
minimum competency 15 75.70 20,52 15 65.97 22,56 1.24

Mathematics
minimum competency 15 60.97 17.64 15 68.15 19.60 -1.05

aRaw scores converted to percentage correct.

Table 38. -Objectives-based test means and comparisons between ex-
perimental and control group II

a Experimental Control
Area n Mean S.D. n Mean S.D. t

Reading a
minimum competency 15 85.98 9.66 15 86.58 4.31 -0.22

Mathematics
minjimum competency 19 63.98 18.22 19 68.75 15.48 -0.87

3Raw scores converted to percentage correct.

Table 39. Objectives-based test means and comparisons between ex-
perimental and control group III

a Experimental Control
Area n Mean S.D. n Mean S.D. x

Reading a
minimm competency 17 91.93 6.79 17 93.11 6.70 -0.51

Mathematics
minimm competency 18 79.43 12,56 18 74.15 19.84 0.95

aRaw scores converted to percentage correct,
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on the reading and mathematics minimum competency. The data in Table 37
indicate:: that the average percentage of correct answers was 91.63 and
93.11 in reading, respectively, for experimental and control group III,

with a t-value of ~0.51. The t-value for mathematics was 0.95.

Summary of the objectives-based tests results

There were no significant differences between any of the three
experimental and control groups on the reading or mathematics objectives-
based test. Control group III and control group II average percentage
correct were slightly higher than their matched counterparts in experi-
mental group III and experimental group II on the reading objectives-
based test. However, experimental group I average percentage correct
in reading was slightly higher than control group I. On the mathematics
objectives-based test, control group II and control group I exceeded

their counterparts, while experimental group III exceeded control

group III,

Comparison of the Coopersmith Self-Esteem Inventory Results

The t-test routine was utilized for the comparison of the Cooper-
smith Self-Esteem Inventory results. The routine was used for this

comparison as illustrated in the previous section.

Comparison between experimental and control group I
Results from the comparison of the Coopersmith Self-Esteem In-
ventory subscales and overall means and standard deviations are re-

ported in Table 40 for experimental and control group I. Table 40
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gives results for the fourth hypothesis referred to in the introduction.
.'l'here were no significant differences in either of the subscales or

the overall means for experimental and control group I. Experimental
and control group I self-concept was similar on the average in all

respects.

Comparison between experimental and control group I1

Results from the comparison of the Coopersmith Self-Esteem Inventory
subscales and overall means and standard deviations are presented in
Table 41 for experimental and control group II. There were no signifi-
cant differences between experimental and control group II on either of
the subscales or the overall mean. The groups' self-concept were

similar in all respects.

Comparison between experimental and control group IIL

Results from the comparison of the Coopersmith Self-Esteem In-
ventory subscales (general, self, social self-peers, school-academic,
and home-parents) and the overall means and standard deviations are
presented in Table 42 for experimental and control group III. Table
42 gives results for the fourth hypothesis referred to in the introduc-
tion chapter. There were no significant differences between the groups
on the overall means or subscales: general self, social self-peers,
and home-parents. Specifically, the groups' total self-concept, also
three of the four subscales, those labeled (1) general self, (2) social
self-peers, and (3) home-parents were about the same. However, there
were §ignificant differences between experimental and control group III

on the school-academic subscale. This suggests that control group III
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Table 40. Means and comparisons between experimental and control group I
on the subscale of the Coopersmith Self-Esteem Inventory

Experimental _Control
Scale n Mean S.D. n Mean S.D. t
General self 13 35.54 12,26 10 39.80 9.45 -0.94
Social self-peers 13 12.46 3.66 10 13.00 3.68 -0.35
School-academic 13 10.30 4.38 10 11.40 5.08 -0.55
Home-parents 13 _8.46 3.84 10 _9.34 5.00 -0.46
Total © 13 66.78 21.54 10 72,60 21.18 -0.65

Table 41. Means and comparisons between experimental and control group II
on the subscale of the Coopersmith Self-Esteem Inventory

Experimental Control
Scale n Mean S.D. n Mean S.D. t
General self 19 41.40 6.70 19 36.80 9.90 1.68
Social self-peers 19 13.26 3.22 19 13.36 2.58 -0.11
School-academic 19 10.22 4.46 19 10.42 5.60 -0.12
Home-parents 19 10.10 4,18 19 _8.42 3.7 1.31
Total 19 75.06 12.80 19 68.94 18.76 1.20
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Table 42, Means and comparisons between experimental and control group
III on the subscale of the Coopersmith Self-Esteem Inventory

Experimental Control
Scale n Mean S.D. n " Mean S.D. t
General self 17 37.76 8.60 18 41.60 8.68 -1.31

Social self-peers 17 12.70 3.16 18 13.56 3.12 -0.81

School-academic 17 10.12 5.12 18 13.12 3.30 -2.05%
Home-parents 17 11.42 2.98 18 10.78 4,12 0.53
Total 17 72.00 15.96 18 79.12 17.46 -1.26

*Significant beyond the five percent level (P <0.05).
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shows more confidence that they were more able, worthwhile students in

school and in the eyes of their teachers than do their experimental

counterparts.

Summary of the Coopersmith Self-Esteem Inventory results

This section of the study was conducted specifically to determine
whether measurable differences in self-concept existed between students
who attended fundamental schools and those who attended regular schools.
There were no significant differences found in any of the groups on the
overall or any subscale with one exception: control group III scored
significantly (P < 0.05) higher than experimental group III on the
school-academic subscale. This difference suggests that the students
of control group III regarded themselves as more able and worthwhile
both in school and in the eyes of their teachers than did their experi-

mental counterparts.

Parent Survey

A survey was made of the parents of students who were exposed to
the fundamental school curriculum and those of students in this study
who were exposed to a regular school curriculum. This survey assessed
parental attitudes and opinions regarding the goals, nature, and quality
of education in both fundamental and regular elementary schools’®
programs (Appendix D). The responses of the parents were analyzed by
groups using frequencies. The chi-square test of independence was used
to test for significant (P < 0.10) differences existing between the

two groups. That is, this test was to determine if the way parents
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responded to each question depended on whether they were parents of
students who were exposed to the fundamental or regular elementary
curriculum. If no significant differences existed, the chi-square

value was not printed.

Grades for schools

The parents were asked to assign letter grades of A, B, C, D, or
F to the Des Moines district's elementary schools and the elementary
school their children attended, indicating their opinion of the quality
of job the schools were doing. A study of Table 43 reveals that the
way in which parents graded Des Moines district's elementary schools
depended on the group. There was a significant difference in the
responses éf the parents. Approximately 38 percent of the parents of
fundamental school students assigned district's elementary school A
or B grades. In contrast, approximately 65 percent of the parents of
regular school students assigned A or B grades to the district's
elementary schools. Approximately 19 percent of the fundamental
parents gave D or F grades to district's elementary schools com-
pared to 3 percent of the regular elementary school parents. The
responses of the parents toward elementary schools of which their
children attended revealed no significant differences between the
parents. Approximately 71 and 72 percent of the parents, respectively,
of fundamental and regular school students gave the elementary school

their children attended A or B grades.
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Table 43. Grades for Des Moines district's elementary schools given by
parents of students -exposed to a fundamental elementary cur-
riculum and parents of students exposed to a regular elemen-
tary curriculum

Parents of fundamental® Parents of regula:b
school students school studénts
Percent Cumulative Percent Cumulative
Grade percent percent

Elementary schools in the district

A 14.29 14,29 10.34 10.34

B 23.81 38.10 55.17 65.51

c 28.57 66.67 24.14 89.65

D 19.04 85.71 3.45 93.10

F - 85.71 - 93.10

No answer 14.29 100.00 6.90 100.00

Chi square = %4.75 with 2 degrees of freedom (P < 0.10)

Elementary school their children attended

A 61.90 61.90 31.03 31.03

B 9.52 71.42 41.38 72.41

c 9.52 80.94 10.34 82.75

D 4.77 85.71 6.90 89.65

F 4.77 90.48 3.45 93.10

No answer 9.52 100.00 6.90 100.00

a
N=21.
b
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Agreement with statement about the elementary schools

The goals, aéministrative and teaching staffs of a school's program
might improve the quality of education provided by the institution. -
The parents were asked specific questions concerning the curriculum.
Emphasis was placed on the basic skills, activities, discipline and
the school's staff. The parents responded to the statements with one of
five responses, ranging from 1 = strongly agree to 5 = strongly dis-
agree. No significant differences were found between the groups from
the data collected (Table 44). The way in which parents responded
to these questions was independent of whether they were parents of
students exposed to fundamentallor regular elementary school cur-

riculum.

Participation in elementary school activities and programs

Presumably, parents' participation in school activities and programs
enhances the curriculum. The parents responded to statements regarding
whether they were or were not participants in activities and programs of
the elementary school their children attended. No significant dif-
ferences were found between the parents (Table 45). The activities and
programs pérents were involved in were independent of the group. Ap-
proximately 48 and 52 percent of the respective parents of fundamental
and regular school students were involved in a parent-téacher
association or organization. Approximately 43 and 62 percent of the

respective parents of fundamental and regular school students were

involved with volunteer work in the elementary schools.
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Table 44. Parental agreement with specific statements about the
elementary school their children attended

Parents of fundamental Parents of regular

school . students "(n=21) school students (n=29)

Percent Cumulative Percent ° Cumulative
Agreement percent percent

Emphasis placed on the teaching of reading

Strongly agree 57.14 57.14 20.69 20.69
Agree ' 9,52 66.66 44,83 65.52
No opinion 4,77 71.43 10.34 75.86
Disagree 19,05 90.48 17.24 93.10
Strongly disagree 9.52 100.00 6.90 100.00

Emphasis placed on the teaching of writing

Strongly agree 42.85 42.85 6.90 6.90
Agree 19.05 61.90 62.06 68.96
No opinion 9.52 71.42 3.45 72.41
Disagree 14,29 85.71 24 .14 96.55
Strongly disagree 14,29 100.00 3.45 100.00

Emphasis placed on the teaching of arithmetic

Strongly agree 47.62 47.62 13.79 13.79
Agree 19.05 66.67 58.62 72.41
No opinion 4,76 71.43 20.69 93.10
Disagree 23.81 95.24 - 93.10
Strongly disagree 4,76 100.00 6.90 100.00

Emphasis placed on cocurricular activities, such as music and art

Strongly agree 33.33 33.33 24.14 24.14
Agree 47.62 80.95 48.28 72.42
No opinion 4.76 85.71 10.34 82.76
Disagree 14.29 100.00 10.34 93.10
Strongly disagree - 100.00 6.90 100.00

Children had made satisfactory progress in academic subjects

Strongly agree 52.38 52.38 34.48 34.48
Agree 23.81 76.19 41,38 75.86
Yo opinion - 76.19 3.45 . 79.31
Disagree 14,29 90.48 17.24 96.55

Strongly disagree 9.52 100.00 3.45 100.00



Table 44. Continued
Parents of fundamental Parents of regular
scHool students _(n=21) school students (n=29)
Percent Cumulative Percent Cumulative
Agreement percent percent
Quality of their children's total learning experiences
Strongly agree 52.37 52.37 24,14 24.14
Agree 14.29 66.66 44.83 68.97
No opinion 4,76 71.42 3.45 72.42
Disagree 14.29 85.71 20.68 93.10
Strongly disagree 14.29 100.00 6.90 100.00
Homework required
Strongly agree 42.86 42,86 13.79 13.79
Agree 19.05 61.91 41.38 55.17
No opinion 9.52 71.43 13.79 68.96
Disagree 23.81 95.24 24.14 93.10
Strongly disagree 4.76 100.00 6.90 100.00
Level of discipline
Strongly agree 52.37 52.37 . 17.24 17.24
Agree 23.81 76.18 51.72 68.96
No opinion 4.76 80.94 10.34 79.30
Disagree 9.53 90.47 13.80 93.10
Strongly disagree 9.53 100.00 6.90 100.00

Children should be promoted to next grade only if required standards

are met

Strongly agree
Agree

No opinion
Disagree
Strongly disagree

57.15 57.15
28.57 85.72
4.76 90.48
- 90.48
9.52 100.00

Teachers were friendly toward children

Strongly agree
Agree

No opinion
Disagree
Strongly disagree

47.63 47.63
33.33 80.96
9.52 90.48
4.76 95.24
4.76 100.00

44.83 44.83
41.37 86.20
3.45 89.65
- 89.65
10.35 100.00
37.93 37.93
51.72 89.65
3.45 93.10
6.90 100.09
- 100.00
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Parents of fundamental

Parents of regular

ho ' - n=
Percent Cumulative Percent Cumulative

Agreement percent percent
Teachers were effective when working with children
Strongly agree 52.38 52.38 20.69 20.69
Agree 23.81 76.19 48.28 68.97
No opinion - 76.19 17.24 86.21
Disagree 9.52 85.71 10.34 96.55
Strongly disagree 14.29 100.00 3.45 100.00
Principal was an effective administrator
Strongly agree 42,86 42.86" 31.03 31.03
Agree 23.81 66.67 48.28 79.31
No opinion 19.05 85.72 10.34 89.65
Disagree 4,76 90.48 6.90 96.55
Strongly disagree 9.52 100.00 3.45 100.00
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Table 45. General information about parents' participation in
elementary school activities and programs

Parents of fundamental® Parents of regulafb
school students school students
Percent Cumulative Percent Cumulative

percent percent

Parent teacher association or organization

Yes 47.62 47.62 51.72 51.72
No 52.38 100.00 48.28 100.00

Building Advisory Council

Yes 28.57 28.57 13.79 13.79
No 71.43 100.00 86.21 100.00

Volunteer in school

Yes 42.86 42,86 62.07 62.07
No 57.14 100.00 37.93 100.00

=21.

N=29.
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Philosophy of education

Many parents select schools for their children based on philosophy
toward education. The parents responded to a question about their
philosophy with one of five responses ranging from 1 = very conservative
to 5 = very liberal. There weré no significant differences between the
parents in these categories (Table 46). Approximately 81 and 86 percent
of tﬁe respective fundamental and regular school students' parents

considered themselves as moderate, comservative or very conservative.

Summary of parent survey

Parents of students exposed to both fundamental and regular school
curriculum were surveyed on the goals, nature and quality of elementary
school curriculum. The responses of the two groups of parents differed
significantly on only onme question: "What overall grade would you give
the elementary schools in the district?" Approximately 38 percent of
parents of fundamental school students gave A or B grades to district
schools. Approximately 65 percent of parents of regular school students
gave district schools A or B grades. Approximately 19 and 3 percent
of the: respective fundamental and regular school students'! parents,
gave district elementary schools D or F grades. However, with this
exception, the responses of the parents to questions on the survey were

independent of what group they were in.

Summary

The analysis of norm referenced tests, district objectives-based

test, and Coopersmith Self-Esteem Inventory results revealed few
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Table 46. Parental categorization of themselves toward education in

general
Parents of fundamental? Parents of regularb
school students school students
Percent Cumulative Percent Cumulative
Category percent percent
Very conservative 14.29 14,29 6.90 6.90
Conservative 38.10 52.39 25.14 31.04
Moderate 28.57 80.96 55.17 86.21
Liberal 9.52 90.48 13.79 100.00
Very liberal 9.52 100.00 - 100.00

ay=21.

by-29.
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significant differences between students exposed to the fundamental
school program and their matched counterparts in the regular schools.
Parents of these students differed significantly only on the overall

grades given the elementary schools in the district.
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SUMMARY

The purpose of this study was to determine how those students who
were presented a fuﬁdamental elementary curriculum compared-with those
who were presented a regular curriculum in the areas of basic skills
and self-concept. The study also compared the perceptions of the students'
parents to determine if there were differences in their attitudes toward
elementary schools' curricula. Measures which were used to assess
these skills, concepts, and perceptions were: (a) the Iowa Test of
Basic Skills (ITBS), (b) the Iowa Test of Educational Development
(ITED), .(c) the Des Moines District Objectives-Based Reading and
Mathematics Tests, (d) the Coopersmith Self-Esteem Inventory, and
(e) a survey developed to assess parents' perceptions of the goals,
nature, and quality of the elementary school curriculum their children
attended.

The sample used in this study consisted of 104 students in the Des
Moines Independent Community School District, Des Moines, Iowa, enrolled
in eighth, ninth, and tenth grades during the 1980-81 school year.

There were two groups, experimental and control: the experimental group
consisted of 52 students who enrolled in the Des Moines fundamental
school in 1976; the control group consisted of 52 students in the
district's regular schools. The students were matched on specified
variables and subdivided into three groups for comparison. The three
groups were as follows:

Group I1:

Students who attended the fundamental school for one year and
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were tenth graders in senior high school. These students were the
first group of sixth graders enrolled in the fundamental school
program. Of the original 27 sixth graders who completed one full
year in the fundamental school, 15 (55 percent) were still enrolled
in the Des Moines Independent Community School District. There-
fore a total of 30 students were in Group I: 15 former fundamental
school students and 15 matched regular school students.

Group II:
Students who attended the fundamental school for two years and
were ninth graders in junior or senior high. These students were
the first group of fifth graders emrolled in the fundamental school
program. Of the original 22 fifth graders who completed two years
at the fundamental school, 19 (86 percent) were still enrolled in
the Des Moines Independent Community School District. Hence, a
total of 38 students were in Group II; 19 former fundamental school
students and 19 matched regular school students.

Group III:
Students who were enrolled in the fundamental school and their
counterparts in the regular elementary schools. These fundamental
school students were the first fourth graders and were still en-
rolled in the fundaxﬁental school as eighth graders. This group
consisted of 36 students: 18 fundamental school students and 18
matched regular school students.
The regular (control) groups were chosen to match the fundamental

.(expez_-imental) groups on the following variables: age, grade, sex,

race, absenteeism and trait rating, adult with whom student lived,
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occupation of father and mother, father's highest grade completed, Iowa
Test of Basic Skills scores and subject grade marks.

Once the control group students were identified, collection of
data for both fundamental and regular school students was begun. Data
were collected for both fundamental and regular school students from
the school year 1976-77 through fall of school year 1980-8l. Data col-
lected for comparison of the experimental and control groups were:

(a) Iowa Test of Basic Skills results for fall of school years 1976,
1978, and 1980, (b) Iowa Test of Educational Development results for
fall of school year 1980, (c) District Objectives-Based Test results

for fall of school years 1976-79 (Reading and Mathematics Minimum
Competency Test), and (d) Coopersmith Self-Esteem Inventory results for
fall of school year 1980. The survey for parents was developed by the
investigator, with suggestions from various members of the Professional
S.tudies Department, Iowa State University, and members of the Evaluation
and Research Department, Des Moine_s Independent Community School District,
Des Moines, Iowa. The Gallup education polls conducted yearly since
1969 were reviewed and several questions on the survey were based on
these national surveys.

The experimental and control groups were compared using: a two-
factor analysis with repeated measures of means on the ITBS and ITED
for three different time periods, the t-test routine on the objectives-
based tests, and the Coopersmith Self-Esteem Inventory results. The
parental responses were compared using frequencies. The data in each

case were subdivided into groups for analysis purposes.
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Group 1

‘Few differences were found between experimental and cdntrol group I.
One result which was obtained from the repeated measures of mean
énaljsis was a comparison of the magnitude of change in achievement on
the ITBS and ITED results for the experimental and control groups from
1975 to 1980. The analysis was done on the composite and subscales
(vocabulary, reading, language arts, workstudy and mathematics) results
of the ITBS and ITED for the groups. No significant differences were
found befween experimental and control group I on their composite
tests (ITBS and ITED) results or any of the subscales with the exception
of mathematics. There was a constant increase in average in experimental
group I mathematics subscale tests results from fall of school years
1975-76 through fall of school year 1980-81. In contrast, control group I
mathematics subscale average tests results compared to the experimental
group's average tests results tended to decrease from 1976 to 1980.
The ITBS and ITED results revealed thae experimental group I
achieved on the average as well on the measures as control group I.
Also, the experimental group received on the average higher tests
results than the control group in mathematics. This suggested that the
experimental group was more consistent in achievement over the years on
norm referenced mathematics measures.

When the t-test was computéd on the reading and mathematics minimum
competency tests results for the experimental and control groups, the
computed t-value favored the control group in mathematics and favored

the. experimental group in reading. However, no significant differences
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were found between the average tests results of students in group I on
the reading and mathematics minimum competency tests. This result
might be expected since scores for these measures were posted on a
student's record only if the student scored at or above the. district's
cutoff score for competency in these areas.

The t-test for means comparisons between experimental and control
group I on the subscales (general self, social self-peers, school-
academic and home-parents) and overall results of the Coopersmith Self-
Esteem Inventory revealed no significant differences., There were no
measurable differences in self-concept existing between expe;-imental and
control group I. The comparison was done on each of the subscales to
find the specific areas of self-concept differences. The nonsignificant
differences on each subscale were all in the same direction as the

overall. The groups' average self-esteem was normal using Coopersmith's

(1968) estimate,

Conclusion

The data collected for group I failed to indicate any differences
between students who were exposed to a fundamental elementary curriculum
and students who were exposed to a regular elementary curriculum in the
basic skills area with the exception of norm referenced mathematics
subscale results. In this case, students exposed to the fundamental
curriculum achieved, on the average, higher and more comsistently than
those exposed to a regular curriculum. The data indicated no differences

in the students' self-concept.
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Gréup I1

The repeated measures of mean analysis were used to compare the
magni tude of change in achievement on the ITBS and ITED results for
experimental and control group II from 1975 to 1980. The analysis was
done on the tests composite and subscales results for the groups. No
significant differences were found on either of the subscales results,
although there were significant differences between the composite tests
results. The experimental group composite tests results on the average
constantly increased from fall of school years 1975-76 to fall of school
year 1980-81. From fall 1976 to 1980, control group II average tests
results revealed a decrease compared with experimental group II average
tests results., However, no significant differences were indicated on
any of the subscales. In each case, the average subscale result
favored experimental group II. These indications were the factors
contributing to the differences found in the composite test result.

The t-test routine on the reading and mathematics minimum competency
tests results for experimental and control group II produced no observable
differences in the computed t-values of the two groups. The regular
school students in this group scored, on the average, slightly higher
than fundamental school students on the district objectives-based test:
in reading 0.6 average percentage correct higher and 4.77 average per-
centage correct higher in mathematics.

' Mban. comparisons between experimental and control group II on the
overall and subscales results of the Coopersmith Self-Esteem Inventory

revealed no measurable differences in self-concept existing in the groups.
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The nonsignificant differences on subscales, general self and house-
parents favored the experimental group, as did the overall average
results. The subscales, social self-peers and school-academic favored
the control group. The groups' average self-esteem was normal (Cooper-

smith, 1968).

Conclusion

On norm referenced and objectives-based tests results, only one
significant difference was observed between students who were exposed
to a fundamental elementary curriculum and students who were exposed to
a regular elementary curriculum in group II. Students exposed to the
fundamental elementary curriculum average composite norm referenced
(ITBS and ITED) results revealed a more consistent and higher increase
from school years 1975-76 through fall of school year 1980-81. The
data collected indicated no measurable differences in self-esteem

between fundamental and regular school students.

Group III

The repeated measures of mean analysis was used to compare the
magnitude of change in achievement on the ITBS results for experimental
and control group III from fall of school year 1976-77 to fall of school
year 1980-81. The analysis was done on the ITBS composite and subscales
results for the groups. There were significant differences existing
on the ITBS composite and subscales: reading, workstudy and mathematics
results. The trend of means were quite different for experimental and

control group III. The average ITBS results in each of the cases tended
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upward for control group III from fall of school year 1976-77 to fall
of school year 1978-79. 1In contrast, the average ITBS results in each
of the cases tended downward for experimental group III from 1976 to
1978. Also, from 1978 to 1980, experimental group III average ITBS
composite, reading, workstudy and mathematics results increased rapidly.
Although control group III ITBS results increased, the increase was of
a much smaller magnitude than the experimental group's. This could sug-
gest that students who were exposed to a fundamental elementary school
curriculum achieved higher on norm referenced measures after being
exposed to a fundamental elementary curriculum over a span of years.

It might be well to note here that this group of fundamental students
entered the fundamental school program in fall of school year 1976-77
and was enrolled in the fundamental program at the time of this study.

When the t-test was computed on the reading and mathematics minimum
competency tests results for experimental and control group III, the
computed t-value favored the control group in reading and favored the
experimental group in mathematics. However, no significant differences
were found between the average tests results of students in group III
on either of the measures.

On the Coopersmith Self-Esteem Inventory, significant differences
were found between experimental and control group III only on the school-
academic subscale. This difference suggested that students in the control
group showed more confidence that they were more able and worthwhile in
the eyes of their teachers than their experimental counterparts. Trow-—

bridge (1975) suggested that students who score low on this scale are

rarely appraised by their teachers. The rationale was either the students
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were high achievers or tended to always do well in class. Overall, the
students in both experimental and control group III self<=concept was

normal (Coopersmith, 1968).

Conclusion

There were sigrificant differences between the magnitude of changes
on the ITBS composite, reading, workstudy and mathematics subscales
for experimental and control group ITXI. The trend of means for the
experimental group tended downward from fall of school year 1976 to
fall of 1978, whereas the trend was upward for the control group. The
trends of means were upward for both experimental and control group III
from 1978 to 1980. However, the upward trends of means were greater for
experimental group III than for control group III. These trends suggest
that the fundamental school program enhanced the observed higher achieve-
ment of its students over time.

There were no significant differences between students exposed to
the fundamental elementary school curriculum and those exposed to regular
elementary school curriculum on the mathematics or reading minimum
competency tests.

Significant differences were found between students who were ex-
posed to the fundamental and regular elementary schools curriculum on
the school-academic subscale of the Coopersmith Self-Esteem Inventory.

It appeared that regular school students showed more confidence that they
were more able and worthwhile in the eyes of their teacher. However, the

overall self-concept of the students in both groups was normal.
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Parent Survey

The responses of the parents of students exposed to the funda-
mental curriculum and parents of stu_cients exposed to the regular
curriculum differed significantly on only one question — "What
overall grade would you give the elementary schools in the district?"
Parents of fundamental school students gave district elementary schools
approximately as many D or F grades as they gave A or B grades. In
contrast, parents of regular school students gave district elementary
schools approximately twenty times as many A or B grades as: they- gave D
or F grades, With this exception, the responses of the two groups of

parents were independent of the group.

Conclusion

Parental views on the goals, nature, and quality of education
provided in the elementary schools their children attended were posi-
tive for parents of both fundamental and regular school students.
However, parents of fundamental school students viewed regular
elementary school negatively. Comments on the returned surveys
indicated both groups of parents believed the quality of elementary
schools curriculum could be improved by: placing more emphasis on
reading, writing and arithmetic; requiring more homework; and providing

for stricter discipline and better teachers in the schools.
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Conclusion

The primary objectives of this study were to: (1) assess the
effectiveness of a fundamental school program through comparison of
fundamental and regular school students achievement in reading, writing,
and arithmetic, (2) compare the self-esteem of students who attended
regular schools with those who attended fundamental schools' program,
and (3) assess parental attitudes and opinions regarding the goals,
nature, and quality of education in both regular and fundamenﬁal elemen-
tary school programs.

Few significant differences were found between the fundamental and
regular school students in reading, writing, and arithmetic. Students
exposed to the fundamental elementary school curriculum achieved on the
average norm referenced test results in the basic skills area as high as
their counterparts who were exposed to a regular elementary school curric-
ulum. Those exposed to the fundamental elementary school curriculum for
one year achieved significantly higher than their regular school counter-
parts on norm referenced measures in mathematics. Students exposed to
the fundamental elementary school curriculum for two years average
achievement on norm referenced measures were no different from their
regular school counterparts in any specific basic skill area. Students
exposed to the fundamental elementary school curriculum for four years
achieved significantly higher than their regular school counterparts on
norm referenced measures in reading and mathematics after being exposed
to the fundamental school curriculum for two years. No observable

differences existed between any of the paired fundamental school students
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and theif regular school counterparts on district objectives-based
reading or mathematics test.

Fundamental and regular school students' overall self-concept was
average and no overall significant differences existed between any of the
matched groups of students. However, findings suggested that students
who were exposed to the regular curriculum showed more confidence that
they were more able and worthwhile in the eyes of their teachers than
their counterparts who were exposed to the fundamental school program
for four years.

Parents of both fundamental and regular schools' students views on
the goals, nature, and quality of education provided in the elementary
schools their children attended were independent. Approximately 60 to
70 percent of the parents gave the elementary schools their children
attended grades of A or B. However, parents of students who attended
the fundamental school program differed significantly than parents of
regular school students in their views toward district regular elementary
schools. Parents of fundamental school students viewed the regular
elementary schools more negatively than those parents of regular school
students. Comments on the returned surveys indicated both groups of
parents believed the quality of elementary schools curriculum could be
improved by: placing more emphasis on reading, writing, and arithemetic;
requiring more home work; and providing for stric¢ter discipline and

better teachers in the schools.
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Recommendations

Further investigation of students exposed to fundamental schools'
programs should invol?e a larger sample in order to provide for random
selection. A stqdy of this nature should be conductedonér larger
geographical areas, and various school sizes. A comparative study of
fundamental and nonfundamental schools in the United States could
contribute to the eventual model that should be adopted in order to
provide more effective schools and test the claims made by the advocates
of fundamental schools.

It would be valuable to find out how the fundamental schools’
progréms affects the superior, average and low students, and how this
program affects the elementary, junior high and senior high school
students.

A study should be conducted to determine the relationships between
achievement, self-concept and attitude toward school, utilizing experi-
mental and control groups from both fundamental and nonfundamental
schools. Also, further investigation should involve teachers' and
administrators' attitudes and opinions toward fundamental schools in

order to assess the "make-up" of the staff.
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KINDERGARTEN APPLICATION FORM
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KINDERGARTEN APPLICATION F(:RM

To enroll your kindergarten child (or children) in the Des Moines Traditional
School for the 1977-78 school year, you should compiete this form and leave it wi:h
the building principal at the time of the kindergarten round-up.

1 agree with and will support the philosophy and goals of the Des Moines
Traditional School and would like to make application to enroll my kindergarten
child (or children) in the Des Moines Traditional School for the 1977-78 school
year.

PLEASE PRINT

Name of child (first, middle Elementary school he/she would

initial, last)} attend for school year 1977-73
1.
2.
3.
4.
5.
ETHRIC CODE
An. Ind. ___ Asian or Rlack L Hispanic White
or Alaskan Pacific not of (Latino) not of
Native Islander Hispanic Hispanic
Origin Crigin

Signature of parent(s) or guardian{s)

Address

Phone

Date
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APPENDIX B.

PARENT AND STUDENT SURVEY
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DES MOINES PUBLIC SCHOOLS
1800 Grand Avenue
Des Moines, Iowa 50307

Dear Parents,
A committee has been formed to study junior high curriculum nceds for

students completing sixth grade at the traditional schooi. Would you and
your child please help us by answering the following questions?

To Parents:

1 = Are you pleased with the present program at the traditional school?

Yes No

Comment:

2 - Would you like to have your child continue in the traditional
program for 7th and 8th grades?
Yes No

Comment:

3 « Would you want your child to attend a traditional school for 7th and
8th grades if no inter=-school athletic activities were offered.

Yes No

Comment:

To Students:
1 = Do you like going to the traditional school?

Yes No

Comment:
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2

2 = Would you l:llée to go to a traditional school in 7th and 8th grade?

Yes No

Comment:

3 -~ Would you attend a traditional school if it had the same extra
curricular activities as other junior high schools?

Yes . No

Comment:

Please return this letter to Mr. Hook at the Traditicnal School as soon as
possible.

Thank you for your cooparation.

Respectfully yours,

Judith A. Richardson,
Committee Recorder
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APPENDIX C.

COOPERSMITH SELF-ESTEEM INVENTORY (CSEI)



PLEASE NOTE:

Copyrighted materials in this document
have not been filmed at the request of
the author. They are available for
consultation, however, in the author's
university library.

These consist of pages:

113-115
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Microfilms
International

300 N. ZEEB RD.. ANN ARBOR, Mt 48106 (313} 761-4700
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PARENT SURVEY
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DES MOI 0LS DISTE

Parental Views on Education
School and School Practices

First, we would like you to think about the Des Moines Independent
Community School D1str1ct.

Students are often given the grades of A, B, C, D, or F to evaluate the
quality of their work. Please grade the Des Moines district's elementary
schools by answering the following questions.

1. What overall grade would you give the elementary schools in the
district: (circle your answer) A B C D F

2. What overaH grade would you give the e'lementary school your child
attends(ed): {circle your answer) A B C D F

Now, we would like you to respond to specific questions -related to the
elementary school your child attends(ed).

Please respond to the following items by circling the response that best
reflects your feelings. .

|31 ]
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3. The emphasis placed on the teaching of
' reading in my child's elementary school
is/was about what I want(ed). 1 2 345
4, The emphasis placed on the teaching of
' writing in my child's elementary school :
is/was about what I want(ed). -1 2 3 45

5. The emphasis placed on the teaching of
arithmetic in my child's elementary school .
is/was about what I want(ed). 12 3 45
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6. The emphas1s placed on co-curricular activities,
such as music ‘and art in my child's elementary . .
school .is/was about what I want(ed) , 1 2 3 435

7. My child has made satlsfactony progress in
~ academic subJects 1n his/her e1ementany
school. = = - - o 123 435

8. The qua11ty of'my child's total learning
" experiences at the elementary school.he/she
attend(ed) is/was about ‘what I’ ‘want(ed). 1 2 3 4 5

9. The amount of homework requ1red at my child's
elementary school is/was about what I want(ed). 1 23 45

10. ‘The level of discipline at my child's
elementary school is/was about what I

want(ed). | . 1234°5
11. My child should be promoted to the next
. grade only if he/she has passed certain e
standard requirements. - .. ~ 1 2 3 405

12. The teachers at the elementary school my
child attends(ed) are/were friendly toward
my ch11d. 1 2 3 45

"13. My child's elementary teacher(s) is/are/ .
were effective when working with my child. 1 23 45

14. The principal at my child's elementary school -
is/was an effective school administrator. ; 1 2 3 4

w

Now, we would like to ask you some genera1 questions about yourself in
order for us to group the responses that we receive. (circle your answer)

15. Are/were you active in a parent teacher association or
organization in your child's elementary school? YES NO

16. Are/were you active in a building advisory council in )
your chitd's elementany school? YES * NO

17. Are/were you actlve-as a vo]unteef in your child's.
elenentany school? ‘ YES NO

18. How would you describe your thinking toward education
in general? (please c1r»1e only one)

Very ' . Very
Conservative Conservative Moderate Liberal Liberal
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