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ABSTRACT 

The purpose of this study was to examine the effects of 

the Academic Study Skills Program (ASSP) on 7th grade 

students' Self-Concept, Academic Aspiration, Academic 

Anxiety, and Grade Point Averages. The differences on Self

Concept, Academic Aspiration, Academic Anxiety, and Grade 

Point Averages were compared with students who received the 

ASSP with students that did not receive the ASSP. Gender 

comparisons on Self-Concept, Academic Aspiration, Academic 

Anxiety, and Grade Point Averages were also examined between 

the students who received the ASSP. 

The ASSP in this study consists of six components: 

Organizational Skills, Test Taking Skills, Listening Skills, 

Time Management Skills, Note Taking Skills, and Following 

Directions. Each of these skills were taught on a daily 

basis for a nine week period to one group of stUdents. A 

second group of students did not receive instruction in the 

six components of the program as a structured class. 

The sample consisted of 79 7th grade stUdents. Thirty

two students received the ASSP program. Forty-seven 

students did not receive any special treatment. Both groups 

of students were given a pre-test and a post-test. The 

Academic and Social Environment Scale (ASES) was 
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administered in the Spring of 1989. The ASES was 

administered to both groups again nine weeks later. Grade 

Point Averages for Language ARts, Math, and Science were 

computed for each student at the beginning of this nine-week 

period and at the end of the same nine-week period. 

The findings of the data analyses did not indicate 

significant differences between the two groups in the 

variables examined. However, there were some differences 

noted between males and females within the ASSP group in the 

variables of Academic Aspiration and Academic Anxiety. 

Although the findings of this study did not show the 

ASSP treatment as having a significant impact on the 

students in this study, there is enough evidence to suggest 

that an ASSP can be beneficial to students. Further studies 

of this nature should be pursued. 



CHAPTER 1 

INTRODUCTION 

The Problem 
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In recent years the literature written on education 

indicates that the American nation has become increasingly 

alarmed about the high percentage of its students leaving 

school before acquiring sufficient literate skills in the 

areas of reading, writing, and mathematical ability. The 

growing concern is that this loss of young minds will impede 

the nations productivity and advancement, as well as, doom 

scores of young people to wasteful meaningless lives. Hahn 

(1987) dis9usses the concern of the American nation during 

the year 1987: 

At every level, governments convened meetings and 

conferences, appointed committees and commissioned 

studies. Well meaning citizens reached a 

consensus: excessively high dropout rates 

threaten the nations productivity and represent a 

tragic waste of young lives (p. 256). 

The educational community refers to such students as 

"dropouts" because they literally drop out of the 

educational system. The general assumption is that students 
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are less likely to drop out of school if they are achieving 

successfully. There appears to be agreement among educators 

that students with average intellectual ability should be 

achieving successfully in school.' Yet, there are high 

numbers of such students that drop out of school before 

completing requirements or graduating from high school. The 

big question is why? 

Barber and McClellan (1987) conducted a survey of 17 

major metropolitan school districts that produced a list of 

reasons students drop out of school. The list below 

presents some of the reasons given by districts, that did 

report, student's reasons for leaving school. These reasons 

are presented in rank order from the most commonly to the 

least often mentioned: 

student had attendance problems 

student lacked interest in school 

student was bored with school 

student had academic problems or poor grades 

student had problems with teachers 

student had family problems or responsibilities 

students had problem with assigned school 

student disliked a particular course 

student had problems with school administration 

student disliked everything 

student had problems with counselors 



student had problems with other students 

students had discipline problems and was suspended 

student felt too old for school 

student had financial problems 

student was ill 

school lacked desired program or course 

miscellaneous reasons 

student was pregnant 

student had conflict with employment 

student got married 

student had enough education to work 

illness in student's family 

student disliked discipline rules 

student had transportation problems 

student entered military service 

student moved and went to another school 

student had achieved educational goals 

parents demanded that student leave school 

don't know 

couldn't speak English 

student disliked some physical feature of school 

student left because of gangs or racial problems 

(Barber & McClellan, 1987). 

Estimates of the drop-out levels vary among school 

systems but generally fall within the 40 percent to 50 

13 
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percent range. Researchers also point out that many of the 

students identified as potential drop-outs or "at risk 

students, as they are sometimes referred, have average or 

sufficient intellectual ability to aohieve. Another 

researcher (Kagen, 1988) used the following criteria for 

identifying potential drop-out students: 

1. The student has sUfficient intellectual ability 

but consistently obtains low grades. 

2. The student has low motivation and appears 

indifferent to school. 

3. The student appears to have marginal ability and 

becomes frustrated. 

Keeping students motivated to stay in school is a 

perplexing problem. Because the reasons for students 

eventually dropping out of school vary from district to 

district and touch the lives of students at all grade 

levels, many school systems are developing their 'own 

intervention strategies for motivating students and 

providing assistance that will keep a potential dropout in 

school. These strategies and intervention programs range 

from intermediate programs that center around intellectual 

skills and language development, a program by the same name 

developed by teachers in Tucson, ARizona for the elementary 

at-risk student (Hobson & McCauley, 1976), to an academic 

advising team program (CORE), officially known as the CORE 
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Advising Program. The CORE program was developed 

specifically to assist at risk students at the college level 

(patrick, Furlow, & Donovan, 1988). 

The present study will examine an intervention strategy 

developed for the middle level or preadolescent student. 

This intervention strategy is called the Academic study 

Skills Program (ASSP) and was designed specifically to meet 

the needs of at risk students at a middle school site of 

Tucson Unified School District in Tucson, Arizona. 

The Importance of Study 

Thornburg (1979) described the preadolescent years (9-

13) as a time of rapid social change, physical change, 

intellectual change, and behavioral change. It is during 

these years that hormonal activity within the human body 

begins to activate. The changes that occur during the 

preadolescent period make this a crucial time when such 

students are more vulnerable to academic stress and poor 

self-esteem. Failing grades and other evidences of poor 

motivation to achieve become more intense. 

This study will examine the effectiveness of the ASSP 

plan on middle level students at this middle school site and 

its impact on their self-esteem, motivation to aChieve, 

academic achievement, and overall feeling about the 

educational environment at the middle school site. Further 

impacts of this study will consist of the following: 

- -------- --- ------ ------ _.---- -- -- ------ ----------------- ----
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1. The results will assist in determining if the ASSP 

strategies approaoh is benefioial to students. 

2. The results will assist on-site administrators, 

teaohers, and oounselors in the development of 

orientation programs for inooming middle sohool 

students. 

3. The results will assist in the ourrioulum planning 

and teaohing strategies for the middle level 

student. 

statement of the Problem 

The major problems to be examinod by this study are the 

following: 

1. To determine the effeots of an aoademio study 

skills program on the Aoademio aohievement, self

esteem, and aoademio aspiration on 7th grade 

students. 

2. To determine the differenoe, if any, of the 

effeots of the aoademio study skills program on 

males and females as it relates to their aoademio 

aohievement, self-esteem, and aoademio aspiration. 

Researoh Questions 

The researoh questions that will guide this study are: 

1. Is there a signifioant differenoe between the ASSP 

and Non-ASSP groups in their self-oonoept, 

aoademio aspiration, and aoademio anxiety? 
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· 2. Is there a significant difference between males 

and females in the ASSP group in their self

concept, academic aspiration, and academic anxiety 

at the 7th grade level? 

3. Is there a significant difference in Academic 

Grade Point Average (GPA) between the ASSP and 

Non-ASSP groups? 

4. Is there a significant difference in Academic GPA 

between males and females in the ASSP group? 

Definition of Terms 

Academic Achievement. The success level attained in 

the academic subject areas required to meet graduation 

standarq.s. 

Academic Anxiety. Feeling nervous and anxious when 

called upon to participate in class or do required school 

work. 

Academic Aspiration. The highest educational level a 

student expects to finish in school. 

Academic Intervention Program. A program designed to 

provide assistance to help students improve academic 

achievement and overall success in the educational 

environment. 

At Risk Student. A student demonstrating 

characteristics that may cause him/her to leave school 



before completing graduation requirements (e.g., failing 

grades, poor attendance, negative social behavior). 

Drop Out. The act of leaving the educational system 

before completing graduation requirements. 

Dropout. A former student that has left the 

educational system before completing graduation 

requirements. 

Educational Environment. The entire surroundings of 

and educational setting. This includes the physical 

characteristics of the setting, as well as, the degree of 

comfort or feeling tone through interactions with others. 

GPA. For the purpose of this study, GPA are those 

grade point averages of Language Arts, science, and Math 

only. 
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Middle School. An educational setting with curriculum 

and program designed specifically to meet the needs of the 

preadolescent youngster. 

Potential Drop Out Student. A student demonstrating 

characteristics that may cause him/her to leave school 

before completing graduation requirements (e.g., failing 

grades, poor attendance, negative social behavior). 

Preadolescents. Those children ranging in ages from 9 

through 13 years of age (Thornburg, 1979). 

Self~concept. A feeling of self-worth and belief of 

one's own abilities to succeed. 

---------------- ._ ..... _-- ... -...... _--.. _._ ... __ ._- --



Self-Esteem. A feeling of self-worth and belief of 

one's own abilities to succeed. 

Strategies. Plans of action designed to bring about 

significant changes in previous habits and detrimental 

behaviors. 
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Study Skills. Those skills needed to be successful in 

the educational setting (e.g., note-taking, time management, 

follow.ing direction). 

Assumptions 

For the purpose of this study, the following 

assumptions are accepted: 

1. Students selected for this study have the ability 

to report their perceptions accurately. 

2. Students selected for this study responded 

truthfully to all items of the Academic and Social 

Environment Assessment Questionnaire. 

3. Teachers involved in the implementation of the 

ASSP treatment implemented the intervention plan 

according to the specification of the program. 

4. The Academic and Social Environment Assessment 

Questionnaire is an appropriate measure of 

academic self-esteem, academic aspiration, and 

academic anxiety. 

-----._------ -----------.--------



20 

Limitations 

This study will focus on the ASSP students, Non-ASSP 

students, and male and female differences. The results of 

this study will be limited to these groupsv Therefore, any 

generalization to various ethnic groups, cultural groups, 

and social economic g~oups is limited. Selected portions of 

the ASSP will be more transferable than others to other 

groups. 

Since this is the first year of this program, 

succeeding years may need to make modifications to the 

programs which will adapt the strategies within the program 

to changing student characteristics. The findings of this 

study may be limited to this group of students only. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

This study is developed specifically around the middle 

school student or the preadolescent child. Literature 

devoted to studies about the characteristics of the middle 

level student will be discussed. Characteristics of the 

middle level student deserves significant discussion in the 

review of literature because these characteristics and how 

educators view them could have a significant impact on how 

well this student performs in school at this level. 

Conrad F. Toepfner, Jr. (1984) clarified these ideas: 

Middle level education encompasses grades five 

through nine, with programs for youngsters between 

ages nine and fourteen. Variously described as 

young adults, adolescents, early adolescents, even 

"transients", these youngsters approach or realize 

puberty during these middle school years. They 

are at a unique stage of growth and development 

and require educational experiences different from 

those that elementary and high schools emphasize. 

Teachers in these schools must have or develop 

appropriate pedagogical skills and 

------------ ---------



an understanding of the human and.educational 

needs of young adolescents (p. 14). 

Studies relating to such concepts as 
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socio/psychological development at this age level will be 

discussed because the student's self-concept, aspiration for 

achievement, and anxiety level, could influence the academic 

performance level in a positive or negative way. 

The potential dropout or at risk student will be 

addressed. What are some of the basic characteristics of a 

potential dropout and how do they match the basic 

developmental and academic needs of the student at the 

middle school level? Research studies and programs 

developed specifically to assist the at ri~k student will be 

discussed. Such programs are often referred to as 

Intervention Programs because they attempt to prevent 

students from doing poorly in school and eventually reaching 

the point of dropping out of the educational system 

altogether. 

This chapter will conclude with a discussion on why 

middle level students or the preadolescent child is a prime 

target for becoming a potential dropout. An Academic Study 

Skills Program is addressed as an intervention strategy for 

increasing the motivation of students who want to stay in 

school longer. 



Developmental Characteristics of 

Early Adolescents 
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Dr. Hersh~l D. Thornburg has written several articles 

and books describing his studies of the characteristics of 

the preadolescent or early adolescent child. One of his 

books is titled The Bubblegum Years, with the subtitle, 

(sticking with Kids From 9 to 13). He describes it as a 

book written to assist adults (parents, teachers p religious 

leaders, etc.), in understanding the intrinsic character of 

this age group. In his books and articles he attempts to 

develop a type of framework that will assist adults who work 

with and parent this age child. He discusses the importance 

of being aware that this is a time when these youngsters are 

experiencing a time of rapid physical changes due to 

hormonal changes occurring, social and emotional changes, 

and intellectual changes from concrete to abstract thinking. 

The Thornburg writings ,specifically discuss seven 

developmental tasks important for early adolescents to 

resolve in order to make a successful transition from 

childhood to adolescence (Thornburg, 1970, 1979a, 1980): 

1. Becoming aware of increased physical changes. 

2. organizing knowledge and concepts into problem 

solving strategies. 

3. Learning new social/sex roles. 

4. Recognizing one's identification with stereotypy. 



5. Developing friendships with others. 

6. Gaining a sense of independence. 

7. Developing a sense of morality and values. 

Thornburg's research indicates that the male growth 
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process of height, genital growth, and involuntary erections 

begin at approximately 12 years of age and last about 3 

years (Kogut, 1973; Tanner, 1973). Females begin the growth 

spurt around age 10. Breast development, genital growth, 

and the menarche all occur over a span of the three year 

period from 10 through 12 years of age (Peterson, 1979; 

Sommer, 1978). These physical developmental traits and 

levels of sexual maturation have been cited as having "close 

ties with social development and self-concept/esteem. " 

(Clark, 1984). Biological changes must be a primary 

consideration when examining preadolescent characteristics 

because of the major influence they may have on the way 

these youngsters perceive themselves (Turner & Helms, 1983). 

Emotions tend to be more intense for the preadolescent. 

Mood swings from happy to sad are prevalent. Fear, guilt, 

and anger are displayed with high intensity. wanting 

affection and approval from others is an important factor at 

this time. It is important to help this age youngster to 

understand these emotions and to build appropriate skills 

for handling them (Thornburg, 1979). Garvin (1988) 

describes such emotional difficulties as brought on by 
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"stress". He states that the preadolescent encounters 

disappointments at a more rapid pace than any other time in 

their lives. He discusses the signs of "unmanageable 

stress" among preadolescent youngsters. He makes the point 

that suicide is one of the leading causes of death for early 

adolescents (Garvin, 1988, p. 34). 

In the discussion of his theory regarding the "Eight 

stages of Man", Erik Erikson (1950) discusses the identity 

vs. role confusion that young people approaching the puberty 

stage experience (Erikson, 1950). 

The integration now taking place in the form of 

ego identity is • more than the sum of the 

childhood identifications. It is the accrued 

experience of the ego's ability to integrate all 

identification with the vicissitudes of the 

libido, with the aptitudes developed out of 

endowment, and with the opportunities offered in 

social roles (p. 261). 

He goes on to discuss the role of this stage as being that 

of role confusion. Preadolescent youngsters tend to 

overidentify with their perceived ideas of cliques and 

crowds, sometimes to the point of complete loss of identity 

and unrealistic expectations of themselves. 

Developing friendships with peers becomes vitally 

important to the preadolescent youngster (Clark, 1984). 

--------------------
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During this time youngsters tend to value less what parents 

and other significant adults think of them but place more 

emphasis on what peers say and think of them. Clark (1984) 

suggests the following factors to be considered while trying 

to understand the social and emotional behaviors of this age 

group: 

1. Peer groups do not replace parental influences but 

supplement it. 

2. Peer relationships progress from groups of all 

girls and all boys to mixed groups. 

3. Peer relationships are disrupted at periods of 

transition with increased perception of anonymity 

and victimization. 

4. Peer groups provide highly reinforcing settings 

for specific adolescent behavior. 

Organizing knowledge and concepts into problem solving 

strategies is another stage of development important to the 

understanding of the developmental characteristics of the 

preadolescent child (Thornburg, 1980). This is the time 

when they progress from concrete thinking to more abstract 

thinking. 

The concrete stage is a very conceptual stage 

where the early adolescent organizes information 

around categories which are generalizable from one 

instance to another. The formal stage is not 



simply characterized by abstract thought. In 

addition, it utilizes the components of logic and 

reasoning in making decisions. This process is 

the beginning of the type of thought processes 

which exists in most adults (Thornburg, 1980, p. 

217). 
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Garvin (1988) describes this change as a developmental 

change that one cannot see but can cause significant 

problems for the preadolescent in relating with adults. 

When the change occurs the preadolescent begins "to reason 

differently and to see things they could not previously see 

(p. 24). It is during this change that the challenging and 

the questioning of adult behavior is most noticeable. Some 

adults view this as being defiant, however, this type of 

behavior is essential to moving ahead cognitively. 

The preadolescent years are times of rapid social, 

emotional, .physical, intellectual, and behavioral changes. 

Even though these youngsters may be made aware that the 

changes occurring are normal functions and should be 

expected, this can still be a difficult and bewildering time 

for both males and females as they try to adjust. 

Research Studies on At Risk or 

Potential Dropout Students 

In 1983 a study was done by the National center for 

Education statistics (NCES) contracted with the Educational 
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Testing Service (ETS). This study was a part of NCES's 

Study of Excellence in High School Education and included a 

longitudinal analysis that related the growth an~ 

development of high school sophomore's school experiences 

over the period of 1980 through 1982. One of the questions 

examined in this study was: How the cognitive achievement 

and attitudes of high school dropouts differ from those who 

elected to remain in school? 

A summary of the study concluded that two background 

characteristics are strongly associated with a student 

dropping out of school: Socioeconomic status (SES) and race 

ethnicity. Dropouts occurred more frequently among 

Hispanics than Blacks and more frequently among whites than 

Blacks. 

Low academic achievement, indicated by low test scores 

and low grades, were also associated most frequently with 

those students that dropped out of school. 

In 1980, students were administered base-year survey 

and achievement tests in vocabulary, reading, mathematics, 

science, ~iriting, and civics. Over 22,000 of these students 

were given follow-up surveys and retested as seniors in 

1982, as well as, over 2,000 of those students who had 

dropped out of school by 1982. Descriptive analysis was 

used to describe who stayed in school and who dropped out 

between the sophomore year and the senior year. Students 

--~----~-~~- ~ ~--------- -------------_. 
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who stayed in school were compared to those who dropped out 

on several dimensions: race/ethnicity, socioeconomic 

status, family structure, home educational support system, 

ability and attitudes, and school behaviors (Ekstrom, 

Goertz, Pollack, & Rock, 1986). 

The study pointed out that dropouts in this study 

tended to come from homes with "a weaker educational support 

system" than those students that remained in school. 

In another study (Barber & McClellan, 1987), an attempt 

was made to demonstrate the need for a workable definition 

of a dropout, as well as, to develop a standardized 

reporting procedure for school districts to report on the 

number of students they were losing and who they were. The 

sample population in the study included 17 large city school 

districts that voluntarily submitted dropout reports to Phi 

Delta Kappan's Center on Evaluation, Development and 

Research in 1984. Barber and McClellan examined the reports 

in three ways: They isolated as many unique codes used by 

districts to categorize students as "dropouts", "withdrawn", 

"transferred", or "excludable". They compiled a list of the 

reasons students gave for dropping out. (This list is cited 

in the introductory chapter of this dissertation). They 

also documented the range of definitions used by different 

school districts to define dropouts. 
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In a report of the findings, three definitions from 

three different school districts were used to illustrate the 

complexity of trying to define the "dropout". Included in 

the three definitions were statements such as: students who 

dropped out prior to reaching age 16 or completing the 10th 

grade, any person who has legally left school for reasons 

other than graduation; any pupil who leaves school for any 

reason other than death before completing requirements for 

graduation. 

Further analysis .of the report of their findings 

indicate that students tended to drop out of school in the 

months of February and March or in the summer following the 

10th grade. They found that in some districts there was the 

"classic" dropout that demonstrated poor attitudes toward 

school, failing grades, was behind in academic programs, had 

a lower grade-point average, and was most likely a male. 

There were the "work-oriented dropout", also likely to be 

male, but with slightly better than average grades and a 

sl ightly higher than average nu.'uber of credits. The "work 

oriented" drop out included females whose grade point 

averages were above passing but ones who did not perceive 

school as a necessity to accomplish their goals of 

homemaking and raising a family. 

other dropouts included children whose families felt 

their children were obligated to leave school to work and 



help Enipport the family, as well as, those "cultural 

isolates" who did not find school to be a pleasant place 

because of language difficulties or social distance from 

other students. 

In 1979, New York City Public Schools published a 

document entitled "The Dropout Report". The report 

discusses several studies that had been done to determine 

why so many students were dropping out of the New York 

Public School system. One such study conducted by the 

Office of Educational Evaluation, was based on 2 1/2 hour 

interviews with 98 staff members that included 

administrators, teachers, and counselors, in local high 

schools, alternative high schools and counseling services. 

They also interviewed 76 students in drop-out prevention 

programs, 31 students who dropped out of school and then 

returned and 24 non-returning drop-outs. 
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The summary of this study called "Interrupted 

education: Students Who Drop Out", listed the following 

reasons for students dropping out of the New York City 

Public School system: (1) academic failure, (2) boredom or 

lack of motivation, (3) feelings of alienation, (4) personal 

or home problems, (5) behavior problems, and (6) language 

difficulties. 

A second study discussed, "The Retention Study", was a 

quantitative analysis of a random sample of 140 ninth grade 
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students in a Title I high school. This study compared 

students who remained in school with those who were 

discharged or withdrawn. The study concluded that the older 

the student entering high school, or the less equipped with 

cognitive skills the less likely they were to remain in 

school through graduation. The study also found that almost 

100% of the students below grade level on standardized math 

and reading tests dropped out of school. 

Various research studies that are done as an attempt to 

detel~ine why children drop out of school or what caused a 

child to become "at risk" of dropping olit indicate the 

difficulty of determining a specific reason for the failure 

of our schools to retain our children. As the studies 

indicate, reasons vary from district to district and from 

one geographical area to another. The studies tend to point 

to various symptoms (academic failure, poor attendance, 

general dislike for school, etc.) as correlating with 

students that leave school before graduation requirements 

have been completed. Such symptoms tend to show up anywhere 

from kindergarten through high school and higher education. 

Programs For At Risk Students 

At risk students are defined by education as those 

students that are potential dropouts. Districts allover 

the nation are now looking at programs for "at risk 

students". In an article pUblished by SCOPE the official 



journal of Arizona Association for Supervision and 

Curriculum Development, Arizona was cited as one of the 

states with a large percentage of "at risk students". 
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Arizona reportedly ranks 9th in the nation with a drop

out rate ranging anywhere from 35 to 41 percent. We are 

10th highest in terms of minority enrollment. Two thousand 

two hundred twenty nine of our students come from homes in 

which English is not the primary language. Moreover, 

minorities are the fastest growing population in our state 

(Hayden, 1989). 

Dr. Kathy Hayden (1989), of the Arizona Department of 

Education, goes on to discuss how Arizona's legislature 

enacted legislation to address the problem of assisting 

school districts in Arizona to develop intervention programs 

for "at risk students". This particular legislation was 

targeted for K-3 at-risk stUdents. The factors utilized to 

determine the students-at-risk even at this level were: 

absenteeism, mobility, low socioeconomic status, limited 

proficiency in English, and a high percentage of students 

scoring below the 25th percentile on the Iowa Test of Basic 

Skills. 

All Arizona school districts were examined and ranked 

according to those districts that had the most students 

meeting the at-risk criteria. Those schools were then 

eligible to apply for monies that had been provided for a 

------------ ------ --- - ----- -------- ------



34 

four-year pilot project grant for those districts having a 

large percentage of K-3 at-risk students. Each school 

applying had to submit proposals that detailed procedures 

for identifying at-risk students, procedures for involving 

parents in their intervention programs, and the academic 

components that would ensure the success of the students in 

the program. 

An Arizona middle level school survey (Clark & Clark, 

in press) indicated that Arizona schools are also focusing 

on developing programs for "at-risk students" at the 7-9 

grade levels. The summary of the Clark and Clark survey of 

middle level at-risk programs reports that at least 70% of 

the schools surveyed had programs in place for their at-risk 

stUdents. The report indicates that educators at this level 

have a general concern about drop-outs occurring during the 

transition from junior high to high school. Consequently, 

"at risk programs serve as an excellent vehicle for meeting 

the concern" (Clark & Clark, in press). 

It is important to note that this survey helped to 

point out that the schools reported various types of 

progra,ms developed specifically to meet the needs of their 

particular population of students. The summary listed the 

most frequently reported programs: 

Special counseling (group counseling sessions, teacher 

and counselors working together) 

-- --------------- ---------------- -



Teacher aides assisting regular classroom teachers 

Teaming arrangements 

Self-contained classes 

After school tutoring and Saturday programs 

Extensive parental contact and parent classes 

Success programs (Yes, Quest, Elks, self concept 

emphasis, etc.) 

Skills programs (study skills, coping skills, 

communication skills) 

Teacher advocacy programs (adopt-a-student, teacher, 

mentors, teacher advocates) 

While this survey centered around three issues: 

whetper at-risk programs were in place, criteria for 

identification of at-risk students, and types of 

intervention programs in place, data analyzing the affects 

of the various programs and their success would be another 

issue to analyze for those intervention programs in place. 
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James P. Comer (1987), discusses the current affects of 

a community based prog'ram in New Haven, Connecticut started 

in 1969. The New Haven Schools project started in two 

elementary schools with the goal of improving the learning 

for children at-risk. This process model is a model that 

insists on the collaboration of administrators, parents, 

teachers, and support staff through the development of a 
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governance and management group, a mental health or support 

staff group, and a parents I group. 

The goal is to create a social climate that helps 

to close the student development gap, to create an 

academic program based on achievement data, and to 

carry out a staff development program based on 

social and academic goals established at the 

building level (p. 15). 

In 1969, the level of achievement of the fourth grade 

students in the two schools ranked 32nd and 33rd in the 

city. students ranked as low as 18 and 19 months below the 

national achievement level on standardized tests. 

Attendance was among the lowest in the city, as well as the 

presence of severe behavior problems in both schools. In 

1986, one of the original project schools tied for third in 

achievement out of 26 elementary schools. The stUdents 

ranked a year above grade level by the fourth grade on the 

Iowa Test of Basic Skills and this school has ranked among 

the top five schools in attendance over the past seven 

years. In addition, there have been no serious behavior 

problems in well over ten years. 

This intervention model is now being used in all the 

low-income elementary schools in New Haven, now known as 

Project Excell. Preparation is now being done to expand its 

application to all New Haven middle schools. Dr. Comer 
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states that the success of this program shows that educators 

can motivate "high-risk" students to achieve at a higher 

level both academically and socially. However, preservice 

training and learning to adapt to different requirements and 

practices are necessary. 

The Middle Level Student: A Student At Risk 

The Carnegie Council on Adolescent Development (1989) 

states the following in its repqrt: . 

A volatile mismatch exists between the 

organization and curriculum of middle grade 

schools and the intellectual and emotional needs 

of young adolescents. Caught in a vortex of 

changing demands, the engagement of many youth in 

learning diminishes, and their rates of 

alienation, substance abuse, absenteeism, and 

dropping out of school begins to rise (p. 8). 

While the symptoms or characteristics of at-risk 

students are present and noticeable in the early grades, it 

is felt by various scholars that it is the middle school 

level where schools fail to meet the needs of their students 

the most. It is at this level that at-risk symptoms begin 

or are compounded by the insensitivity of our schools to the 

developmental needs of the preadolescent or middle level 

student. Atwell (1986) discusses her concerns regarding the 

nature of instruction adolescents receive in, what she 
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terms, U. S. junior high schools: " ••• our classroom 

ambience, instructional approaches, and ability groupings do 

not meet adolescents' needs; and how this is no accident. 

Our junior high schools are structured to deny, or at least 

delay the satisfaction of our junior high students' needs, 

physical, intellectual and social" (p. 36). Lipsitz (1984) 

states "The imperatives of early adolescent development are 

too compelling to be overlooked or denied." She discusses 

the fact that young adolescents are attempting to explore 

challenges of developmental tasks such as forming a sense of 

identity, commitment to group ideals, personal autonomy, and 

increasing intimate relationships (p. 7). 

M. Hayes Mizell (1986) discusses nine possible target 

groups that can become the focus for intervention programs. 

within the nine targeted groups, she discusses the at-risk 

youth in grade 6, which she includes as a middle school 

student: 

• "hen these students enter middle school 

their problems are greatly aggravated by the 

pressures of a large school, greater expectations 

for academic performance, and teachers who seem to 

have less time for indiv~dual students and who may 

appear to be less patient and caring. Even 

students who have experienced no particular 

difficulties in elementary school will often begin 

..... _ .. _--_._._-----



to manifest problems in middle school. The sixth 

grade is potentially a discrete point to focus 

special intervention efforts because of the 

dramatic change in the transition from elementary 

school, and the need to help students learn how to 

cope with the new realities they encounter in 

middle school (p. 23). 
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She goes on to discuss the at-risk youth in grades 7-8. She 

elaborates, as does Lipsitz (1984), on the fact that if our 

middle age youngsters do not start out well in middle 

school, their problems tend to become more complicated due 

to early adolescent development (physical, emotional, and 

social( and their changing relationships with adults 

(parents, teachers, administrators) and their perceived 

authority (Mizell, 1986). 

At the middle school level, students begin to develop a 

profile that cites them as potential dropout stUdents. This 

profile includes: (1) a record of poor school attendance; 

(2) exhibit behavior problems; (3) make grades of D or F 

when they can do better; (4) refuse to participate in school 

activities. 

If our schools fail to develop programs that are 

specifically designed to ensure the success of students at 

this level, then most assuredly the middle level student 



will join the high percentage of d~opout rates we are now 

seeing at the high school level. 
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As the studies have shown, students tend to become "at

risk" of dropping out of school for various reasons. Some 

of those reasons include various factors where educators and 

school environments have little control, such as family 

influence, peer pressures, and economically caused 

deprivations. However, there are some variables that 

teachers and school environments can control or, at the 

least, influence in a positive way. Finding ways to make 

the school environment a pleasant place to be and developing 

strategies to improve self-concept and lessen the anxiety of 

academic participation are variables that can be controlled 

by the school setting. Devine (1981) asserts that among 

other factors such as Intelligence Quotients and family 

background, at least three other factors influence school 

achievement: 

1. The student's desire to learn 

2. The student's self-image of himself or herself as 

a learner. 

3. The student's ability to manage certain key 

competencies necessary for school learning. 

Teachers have little control over intellectual ability, 

ethnic background and social class, influences that may 

cause students to experience factors that tend to take away 

--------------.. - .. -- .-----.-.... - --------
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the motivation to achieve and strongly affect the 

development of positive self-images of themselves. However, 

they can control and ensure the success of each of their 

students academically in the classroom. Devine (1981) 

attests that teaching students strategies for learning will 

assist them in regularly experiencing some successes 'in 

learning. He states that teaching study skills to all 

students may be the "single most valuable contribution of 

teachers and schools," in helping students to have 

successful experience in learning thereby increasing their 

desire for success and higher aspiration (p. 3). 

Georgiades, Hilde, and Macauley (1977) talk about a 

prescribed course of activity to help students over.come 

deficiencies and to help in the growth experiences. The 

discussion is used in conjunction with defending the use of 

continuous progress education as a way to meet individual 

needs of stUdents. It centers around evaluation of student 

needs and developing a program to meet those needs. These 

authors write about ~etting up learning opportunities for 

the student. Building a course of study around the 

evaluation of student needs, settings, behavioral 

objectives, "and implementing a program to meet those needs 

would seem to be appropriate. 

The students in this study that received the Academic 

study Skills Program were evaluated and determined to need 



certain academic skills for learning and processing 

information. An academic study skills program was built 

specifically around those perceived needs. 

Summary 
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This chapter has discussed the characteristics and 

developmental 'needs of the middle level student. The middle 

level student varies from one district to another but 

generally has a configuration range from the 5th school year 

through the 9th school year as those known as the "middle 

school years." The middle level school serves the 

preadolescent child either as a middle school. or a junior 

high school. Scholars differ on an exact beginning age of 

the preadolescent but generally agree on ages ranging from 

nine to fourteen. The preadolescent years are those years 

when youngsters approach puberty and experience rapid 

physical growth, emotional and social development, and 

experience change from formal cognitive operations to more 

abstract cognitive abilities. 

A discussion of preadolescent characteristics was 

deemed to be important to the study because the rapid 

changes and problems that develop for the student at this 

age could have a major impact on how well this student 

performs in school. Students that do not perform well in 

school run the risk of becoming potential "at risk" students 

for dropping out of school. 
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While school districts allover are concerned with the 

number of students that leave school before graduation 

requirements are completed, many are struggling with trying 

to define how to recognize a potential dropout or at risk 

student before the student actually leaves the system. Many 

educators believe that if intervention programs can be put 

into place for those students that are "potential" dropouts, 

the nation's school systems could do a better job of keeping 

students in our nation's schools and ensuring their success 

of meeting graduation requirements. 

This chapter has discussed some of the studies that 

illustrate the complexity of trying to find a working 

definition of a potential at risk student for all districts. 

The studies indicate that students drop out of school for a 

variety of reasons. Those reasons differ from population

to-population, geographical areas, and overall cultural and 

family attitudinal backgrounds. The studies discussed tend 

to indicate that intervention programs would need to be 

developed in accordance with the population of students on 

an individual district to district, school to school basis. 

Intervention programs were cited from different 

geographical areas. While the general focus was on 

intervention programs in Arizona, one successful 

intervention program in New Haven, Connecticut, that has 

been in place for several years was discussed. 
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Finally, the discussion in this chapter ends with the 

concern that the middle level child is a prime target for 

becoming a potential dropout. Many educators are concerned 

that our schools are not doing enough to meet the 

developmental needs of this age group. As the carnegie 

report indicates, many middle level educators agree that the 

preadolescent child needs a specialized educational program 

that will attend to the special needs of the middle level 

child: 

Most young adolescents attend massive, impersonal 

schools, learn from unconnected and seemingly 

irrelevant curricula, know well and trust few 

adults in school, and lack access to health care 

and counseling (p. l3). 

According to the middle level school survey done by 

Clark and Clark (l989, in press) Arizona schools have 

programs in place for the at-risk student. Skills programs 

(study skills, coping skills, communication skills), are one 

t~~e of intervention plan reported being used. Some 

scholars believe study skill strategies to be a viable tool 

for helping students develop a more positive attitude about 

school. This study attempts to collect some quantitative 

data to support this theory. 
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CHAPTER 3 

METHODOLOGY 

Introduction 

This chapter will present the design of the research. 
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The major parts are: Description of the Academic study 

Skills Program (ASSP), the sample of student participants, 

the Instrumentation, the administration procedures, and the 

research design and data analysis. The variables of the 

study will be presented in Table 1. 

Academic Study Skills 

The Academic Study Skills Program (ASSP) plan consists 

of six components: organization skills, Test taking skills, 

Listening skills, Time management skills, Note taking 

skills, and Following directions. 

The program was administered as a nine week study 

skills class and was taught by two teachers who helped to 

develop the lessons. Each teacher followed the same lesson 

plans on a daily basis. The following is a brief summary of 

some of the activities that were used to implement the 

program. 

At the beginning of each study skills class period a 

timed passage was read by the teacher. Students listened 

and wrote the passage in the specified time period. 



Table 1. List of variables. 

1. Independent Variables 

a. Group Membership (Academic study Skills Program 

students and Non-Academic Study Skills Program 

students) 

b. Gender (males, females) 

2. Dependent Variables 

a. Grade Point Average, (GPA) (Language Arts, Math, 

and Science) 

b. Academic Aspirations 

c. Academic Anxiety 

d. Academic Self-Concept/Self-Esteem 

... _---_.-_._ .... _._---------------
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This was done on a daily basis and was not checked for a 

grade but reviewed by each student to assess his or her 

improvement on writing the passage correctly. 
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students were taught to organize a master notebook that 

included a section for each of their subject areas for each 

class period of the day. A special calendar was developed 

specifically for homework assignments and due dates for 

class assignments and special projects. The notebook was 

monitored by the ASSP teachers on a daily basis. Teachers 

in the subject area classrooms were alerted to expect to see 

the students using their notebooks as well as to encourage 

their use in their respective classes. 

During the study skills class period the students were 

actively involved in writing essays and discussing the 

components of preparing to write an essay. Visits to the 

school library were made quite frequently to learn how to 

use library resources and how to choose essay topics. 

students were also exposed to the different nuances of 

test taking skills. They were taught how to identify the 

questions being asked. Such things as reading the entire 

question before formulating an answer, or in the case of 

multiple choice, reading through all choices before deciding 

the answer, were practiced. Students were taught how to 

write essays, how to answer essay questions, and how to 

answer multiple choice questions. 



The ASSP activities were developed based on what 

teachers and counselors perceived to be the basic needs of 

the present seventh grade students to improve academic 

success. Some activities were developed by the teachers 

involved, others were pulled from a variety of resources. 

Sample 
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The sample for this study consisted of 79 seventh grade 

students enrolled in a middle school in the Tucson Unified 

School District (TUSD) in the Spring of 1989. A total of 41 

males and 38 females were in the study. There were 32 

students in the ASSP group and 47 students in the non-ASSP 

group. See Table 2 for a breakdown of the students in the 

study by group and gender. See Table 3 for a breakdown of 

the students in this study by gender and ethnicity. Most of 

the students were Hispanic-Mexican American and Anglo-

caucasian American. 

Table 2. Sample design of students by group and gender. 

Gender 
Groups Males Femalps 

ASSP 19 13 

Non-ASSP 22 25 

Total 41 38 

Note: ASSP = Group of students that received the 
Academic Study Skills Program. 

Total 

32 

47 

79 



Table 3. Groups by gender and ethnicity. 

Male 

Female 

Total 

Non-ASSP 

Male 

Female 

Total 

Black 
African
Amer:ican 

1 

3 

4 

o 

o 

o 

Hispanic 
Mexican
American 

9 

4 

13 

7 

12 

19 

Anglo Asian 
Caucasian American 
Alnerican 

8 

5 

13 

15 

11 

26 

1 

1 

2 

o 

2 

2 
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Total 

19 

13 

32 

22 

25 

47 
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Instrumentation 

1. Academic and Social Environment Scale (ASES), 

developed by the Tucson Unified School District (TUSD) 

Research and Evaluation Department (Chris Crowder, personal 

communication, January 1989) was administered. Each student 

in the study was asked to complete this questionnaire. The 

ASES consists of 42 multiple choice items. These items are 

grouped into seven subscales: Academic Self-Concept (ASC), 

Academic Aspiration (AA), Academic Participation (AP), 

Academic Anxiety (AAX), Peer Affiliation (PA), Teacher 

Academic Expectation (TAC), and Peer Academic expectation 

(PAC). Each subscale contains six items. only three 

subscales were used in this study: The Academic Self

Concept Scale, the Academic Aspirations Scale, and the 

Academic Anxiety Scale (see Appendix A). 

The ASES was originally developed for the evaluation of 

desegregation programs being implemented in the district in 

schools designated as part of a court ordered desegregation 

plan. originally it was used to evaluate the s~cial climate 

in some iUSD schools. The instrument has been revised over 

a period of years (1980 through 1984) to its present form 

(Mike Wagner, TUSD Research Department, personal 

communication, 1989). Test-retest has not been done on the 

ASES instrument. As part of this study, the reliability of 

the ASES will be examined. The factorial validity of the 
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ASES instrument was examined by the TUSD Research and 

Evaluation Department. A factor analysis showed clear 

evidence that the subs cales represented the different 

factors which they were designed to measure (Chris Crowder, 

Personal communication, November 16, 1989). 

2. Academic Grade Point Average (GPA) will be an 

average of Math, Language Arts, and Science grades (A = 4.0, 

B = 3.0, C = 2.0, D = 1.0, F = 0.0). 

Administration 

The Academic and Social Environment Scale was 

administered to the ASSP and the Non-ASSP groups at the end 

of January 1989 as a pretest measure. The academic GPA's 

for each student were also obtained at this time as a 

pretest measure. 

Nine weeks later, after the ASSP intervention had been 

completed, the same measures were obtained. Thus, the 

pretest and posttest measures were obtained before and 

immediately after the treatment. 

Research Design 

The research design could be classified as a quasi

experimental design because students were not randomly 

assigned to the treatment group (Academic Study Skills 

Program) and the comparison group (Non-Academic Study Skills 

Program). Such a quasi-experimental design has more 

limitations than a true experimental design (i.e., with 



random assignment or subjects), but in the middle school 

setting random assignment is not possible. 
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The major concern of this design is that the two groups 

may not be equivalent at the pretest time. For example, the 

two groups may not be similar in their academic achievement 

and/or self-esteem at the time of the pre-test. Because of 

this concern, analysis of covariance (ANCOVA) was used to 

analyze the data. The application of ANCOVA adjusts for any 

differences among the two groups at the pre-test time. 

since each of the four research questions concerns the 

comparison of two groups whi~h have pretests and posttests, 

the ANCOVA has a similar application to each question. 

Research Question 1. ANCOVA was used to compare the 

ASSP group compared with the Non-ASSP group on their Self

concept posttest after adjusting for differences on the 

Self-Concept pretest. The same analysis was used with 

Academic Aspiration and Academic Anxiety. 

Research Question 2. ANCOVA was used to compare males 

and females in the ASSP group in their Self-concept posttest 

after adjusting for differences on the Self-Concept pretest. 

The same analysis was used with Academic Aspiration and 

Academic Anxiety. 

Research Question 3. ANCOVA was used to compare ASSP 

and non-ASSP groups on their post-GPA after adjusting for 

differences on their pre-GPA. 

'. 
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Research Question 4. ANCOVA was used to compare males 

and females in the ASSP group on their post-GPA after 

adjustment for differences on their pre-GPA. 

When making a comparison study of two groups, the t

test is sometimes used for data analysis and was considered 

for this study. However, the t-test does not adjust groups 

on the posttest for differences that may have existed on the 

pretest. The t-tests only compares the means of the two 

groups. 

Analysis of Variance (ANOVA) is also a statistical 

method used with two or more groups in a comparison study. 

However, when only two groups are used in the study, such as 

this one, the ANOVA (referred to as one-way ANOVA) is 

identical to the t-test in that it does not adjust groups on 

the posttest for differences that may have existed during 

the pretest time. 

A statistical test determines if the adjusted posttest 

means of the two groups are statistically different. The 

alpha level of .05 was used. If the two groups are 

significantly different, then it will be concluded that the 

posttest means differences are not due to chance. One 

factor that may cause the difference could be the ASSP 

intervention program. 

---- - -- ------ ----------------
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Data Analysis 

The data were entered into the computer and a data file 

was created. The data were then analyzed with the 

statistical Package for the Social Sciences (SPSS) computer 

program at the University of Arizona. 

--------------------_._---_. 



CHAPTER 4 

RESULTS 
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The purpose of this study was to examine the merits of 

using the ASSP program to influence some of the variables 

that could facilitate a student to stay in school longer. 

Hopefully, the number of school dropouts would be reduced. 

The research questions for the study were: 

1. Is there a significant difference between the ASSP 

and non-ASSP groups in their self-concept, 

academic aspiration, and academic anxiety? 

2. Is there a significant difference between males 

and females in the ASSP group in their self

concept, academic aspiration and academic anxiety 

at the 7th grade level? 

3. Is there a significant difference in Academic 

Grade Point Average (GPA between the ASSP and non

ASSP groups? 

4. Is there a significant difference in Academic GPA 

between males and females in the ASSP group? 

The independent variables are those of group membership (one 

group was part of an intervention program, another group was 

not) and gender (effects of the intervention program on 

males and females. 
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The dependent variables in this study were the grade 

point averages (GPA) of Language Arts, Math and Science, and 

the measure of Academic Self-Concept, Academic Aspiration 

and Academic Anxiety as measured by the Academic and Social 

Environmental Scale (ASES) used in this study as a measure 

for collecting quantitative data. 

The intervention program in this study was designed as 

an academic study skills program, hence the titl~ of the 

program, Acad~mic Study Skills Program (ASSP). The ASSP 

intervention treatment was a nine week class which focused 

on improving organizational skills, test-taking skills, 

listening skills, time management skills, notetaking skills, 

and following printed and oral directions. The treatment 

was administered over a nine week period with data collected 

before and after the treatment. 

This chapter will present the findings of the data 

analysis while addressing the research questions as they 

were discussed in Chapter 3. 

Preliminary analyses were conducted to ensure that the 

instrument selected for the study, Academic Social 

Environment Scale (ASES), yielded the same psychometric 

properties as reported. See Chapter 3 and refer to Table 4 

regarding its validity and reliability. 

Specifically, when scores were analyzed, the different 

items of each of the sub-scales appeared to be consistent, 

----------------- ---- ~--------- ---- -
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indicating favorable reliability, and that a factorial 

analysis, previously conducted by the Research and 

Evaluation Department of Tucson Unified School District 

(TOSD), showed evidence that the subscales appropriately 

represented the different factors they were designed to 

measure (Chris Crowder, personal communication, November 16, 

1989). 

For this study, Cronbach Reliability C~efficient Alphas 

(1951) were generated to look at internal consistency in 

each of the subscales of the ASES used in this study 

(Academic Self-Concept, Academic Aspiration, and Academic 

Anxiety) from Time One to Time Two (test-retest) with a 

nine-week time interval. 

Table 4 presents the findings of this preliminary 

analysis. The Crombach Alpha Coefficients are moderately 

high for both Time 1 and Time 2 indicating above average 

reliability. Although the reliaDility for Time 1 and Time 2 

of Self-Concept are .74 and .68, respectively, the measures 

are moderately consistent from Time 1 to Time 2. 

It is also interesting to note the correlations between 

scales. For example, Aspiration at Time 1 yielded a 

negative correlation with Anxiety at Time 1 (-.13). There 

was also a negative correlation between Aspiration and 

Anxiety at Time 2 (-.17). However, these are 



Table 4. Reliability coefficients and interscale 

correlations. 

1 2 3 4 5 6 7 

Time 1 

self-concept ( .74) .43 .26 .49 .52 .26 .12 

Aspirations ( .78) -.13 .25 .30 .43 .02 

Anxiety (.80) .11 -.05 -.19 .29 

GPA .52 .43 .11 

Time 2 

Self-concept ( • 68) .35 .15 

Aspirations (.78 ) -.17 

8 

.46 

.24 

.12 

.76 

.51 

.29 

Anxiety (.67).19 

GPA 

58 
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nonsignificant. GPA correlated strongly with itself from 

Time 1 to Time 2. Self-concept correlated highly with GPA 

for both Time 1 and Time 2. Negative correlations at Time 1 

between scales were also negative correlations at Time 2 

between the same scales. positive correlations at Time 1 

between scales were also positive correlations at Time 2 

between scales, indicating that the measures are also 

reliable over time between scales. 

In terms of validity, Table 4 would indicate a small 

percentage of convergent validity between scales. For 

example, variability with the self-concept measure is shared 

with aspiration, however the correlation score, when 

squared, shows only 16 percent convergent validity. 

Aspiration at Time 1 and Anxiety at Time 2 has very little 

correlation (.02). These observations are two indicators 

that the measures are measuring ~istinct and different 

properties. 

A close analysis of Table 4 presents measures that are 

deemed to be acceptable to support favorable reliability and 

validity of the instrumentation selected to answer the 

research questior.ts of this study. 



Research Questions 

Research Ouestion One 
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Is there a significant difference between the ASSP and 

non-ASSP groups in their self-concept, academic aspiration, 

and academic anxiety? 

ANCOVA was used to compare the ASSP group with the non

ASSP group on their Self-Concept posttest after adjusting 

for differences on the Self-Concept pretest. The same 

analysis was used for Academic Aspiration and Academic 

Anxiety. Tables 5, 6, and 7 present the raw data of the 

ANCOVA for this research question. The ASSP and non-ASSP 

groups were compared on their Self-Concept, shown in Table 

5. The Self-Concept pretest was a statistically significant 

covariate (p = .001). This indicates the pretest was 

correlated with the posttest. Using ANCOVA would seem to be 

justified because ANCOVA removes the correlation. The 

difference on Self-Concept between the ASSP and non-ASSP 

groups on the posttest was not statistically significant, 

F(1,73) = .27, P = .604. 

The ASSP and non-ASSP groups were compared on their 

Aspiration, shown in Table 6. The Aspiration pretest was a 

statistically significant covariate (p = .001). T~is 

indicates the pretest was correlated with the posttest. 



Table 5. ANCOVA comparing ASSP with non-ASSP groups on 

Self-Concept. 

Source SS OF MS F P 
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-----------------------------------------------------------
Covariate 239.74 1 239.74 27.36 .001 
(Pretest) 

Group 2.37 1 2.37 .27 .604 

Residual 639.57 73 8.76 

Total 881. 68 75 11.76 

Table 6. ANCOVA comparing ASSP with non-ASSP groups on 
Aspiration. 

Source 

Covariate 

Group 

Residual 

Total 

SS 

211.96 

7.23 

906.85 

1126.04 

OF 

1 

1 

73 

75 

MS F p 

211.96 17.06 .001 

7.23 .58 .448 

12.42 

15.01 
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Table 7. ANCOVA comparing ASSP groups with non-ASSP groups 
on Anxiety. . 

Source 

covariates 

Group 

Residual 

Total 

SS 

136.66 

21.92 

1432.53 

1591.11 

DF MS F 

1 136.66 6.96 

1 21.92 1.12 

73 19.62 

75 21.22 

Using ANCOVA would appear to be justified because ANCOVA 

removes the correlation. The difference on Academic 

p 

.010 

.294 

Aspiration between the ASSP and the non-ASSP group on the 

posttest was not statistically significant, Fel,73) = .58, P 

= .448, as shown in Table 6. 

The ASSP and non-ASSP groups were compared on their 

Academic Anxiety. The ANCOVA comparing the two groups on 

Academic Anxiety is shown in Table 7. The Anxiety pretest 

was a statistically significant covariate (p=.010). This 

indicates the pretest was correlated with the posttest. 

Using ANCOVA would appear to be justified because ANCOVA 

removes the correlation. The difference on Academic Anxiety 

between the two groups on the posttest was not statistically 

significant, Fel,73) = 1.12, P = .294. 

Table 8 presents the findings of the posttest means and 

adjusted posttest means of the ASSP and non-ASSP groups for 

----------_.- -----------
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the variables of Self-Concept, Academic Aspiration and 

Academic Anxiety. The adjusted mean of the ASSP group on 

their Self-concept eX = 20.86) ~nd the adjusted mean on the 

non-ASSP group on their Self-concept eX = 20.49) showed 

little statistical significant difference (p = .604). These 

findings suggest that the ASSP may not have had a large 

impact on the self-concept of the ASSP group. The adjusted 

mean of the ASSP group on their Academic Aspiration (X = 

26.30) and the adjusted mean of the non-ASSP group on their 

Academic Aspirations eX = 26.95) also suggests that the 

treatment of the ASSP most probably did not have a 

significant impact on the Academic Aspiration of the ASSP 

group because the adjusted means showed little statistical 

significant difference (p = .448). The adjusted mean of the 

ASSP group on their Academic Anxiety (X = 22.35) and the 

adjusted mean of the non-ASSP groups on their Academic 

Anxiety (X = 21.24) shows little statistical ,significant 

difference (p = .294), suggesting the ASSP treatment may not 

have effected the ASSP group to any great extent. 

It was expected that the two groups (ASSP group and the 

non-ASSP group) would differ on Self-Concept, Academic 

Aspiration, and Academic Anxiety 'because the program 

students were getting extra strategies for academic success. 

They were receiving one full class period each day just for 
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Table 8. Means, adjusted means, and analysis of covariance 
results depicting the relationship between concept 
aspiration and anxiety for ASSP and non-ASSP 
groups. 

Self-Concept 

Aspiration 

Anxiety 

ASSP 
X Xa 

20.62 20.86 

25.97 26.30 

22.52 22.35 

Non-ASSP 
X Xa F 

20.64 20.49 .27 

27.15 26.95 .58 

21.13 21.24 1.12 

instruction and practice of specific skills that their 

teachers had identified as skillg that would increase their 

academic success. Through this program the ASSP group was 

provided more time and opportunity to practice specific 

skills 'and encouraged and monitored while using them in 

other classes. The non-ASSP group received no extra time or 

instruction other than their regular schedule of classes. 

It was expected that if the student's skills improved in 

specific areas he/she would achieve more academic success 

thereby enhancing self-concept, greater determination to 

remain in school and less anxiety about academic 

performance. The nonsignificant difference in the findings 

for Question One did not meet this expectation. 



Research Question Two 

Is there a significant difference between males and 

females in the ASSP group in their Self-Concept, Academic 

Aspiration, and Academic Anxiety at the 7th grade level? 
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ANCOVA was used to compare differences between males 

and females in the ASSP group on Self-Concept, Academic 

Aspiration, and Academic Anxiety. Tables 9, 10, 11, and 12 

present the results of Research Question Two. The males and 

females of the ASSP group were compared on their Self

Concept, shown in Table 9. The Self-Concept pretest was 

statistically significant (p = .001). The differences on 

Self-Concept between males and females in the ASSP group on 

the posttest was not statistically significant, F(1,26) = 

.00, P = .965. 

Test results of the males and females in the ,ASSP 

group were compared on their Academic Aspiration, shown in 

Table 10. The Academic Aspiration pretest was a 

statistically significant covariate (p=.041). This 

justified the use of ANCOVA. The differences in the test 

results on Academic Aspiration between males and females in 

the ASSP group on the posttest were statistically 

significant (Fl,84) = 4.82, p=.037. This would suggest that 

the females in the ASSP group had higher Academic 

Aspirations than the males in the ASSP group. 
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Table 9. 'ANCOVA comparing males and females of the ASSP 

Source 

Covariates 

Group 

Residual 

Total 

group on self-concept. 

SS DF 

118.80 1 

.01 1 

146.02 26 

264.83 28 

MS F p 

118.80 21.15 .001 

.01 .00 .965 

5.62 

9.46 

Table 10. ANCOVA comparing males and females of the ASSP 
group on aspiration. 

Source 

covariates 

Group 

Residual 

Total 

SS DF MS 

81.26 1 81.26 

84.36 1 84.36 

455.35 26 17.52 

620.97 28 22.18 

------------_._----

F p 

4.64 .041 

4.82 .037 
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Table 11. ANCOVA comparing males and females of the ASSP 
group on anxiety. 

Source 

Covariates 

Group 

Residual 

Total 

SS 

63.21 

61.90 

394.14 

519.24 

OF 

1 

1 

26 

28 

MS F p 

63.21 4.17 .051 

61.90 4.08 .054 

15.16 

18.54 

Table 12. Pretest means, posttest adjusted means, and 
analysis of covariance results depicting the 
relationship between self-concept, aspiration and 
anxiety for males and females in ASSP. 

concept* 

Aspiration* 

Anxiety* 

*p<.05 

Male Female 
X Xa X Xa F 

20.88 20.64 20.31 20.60 .00 

24.69 24.41 27.54 27.89 4.82 

23.88 23.84 20.85 20.90 4.08 

----------------- --------------- -------- -
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The test results of the males and females of the ASSP 

group were compared on their Academic Anxiety. The ANCOVA 

for this comparison is shown in Table 11. The Academic 

Anxiety pretest was a statistically significant covariate 

(p=.051). This justifies the use of ANCOVA. The 

differences on Academic Anxiety between males and females is 

not technically statistically significant F(1,62)=4.08, 

p=.054. However, these results do indicate some substantial 

difference between males and females on Academic Anxiety in 

the ASSP group. 

The adjusted mean of the test results for males and 

females in the ASSP group comparing Self-concept, Academic 

Aspiration, and Academic Anxiety is presented in Table 12. 

The adjusted mean score of males Self-Concept (20.64) and 

the adjusted mean score of females Self-Concept (20.60) did 

not indicate that the treatment program caused any 

significant change between males and females in their Self

Concept. The difference in the adjusted mean of males 

(24.41) and the adjusted mean of females (27.89) on their 

Academic Aspiration does tend to indicate that the females 

in the ASSP group had higher Academic Aspiration than the 

males in the ASSP group after ·the treatment program. The 

adjusted mean of the males (23.24) and the adjusted mean for 

the females (20.90) somewhat suggests males have more 

Academic Anxiety than females. 
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Question two was designed to explore the possibility 

that differences in Self-Concept, Academic Aspiration and 

Academic Anxiety may exist between males and females at the 

7th grade level. Research indicates that females tend to 

mature physically, cognitively, socially, and emotionally a 

few months ahead of males. It would be expected that 

females at this level may have developed a more positive 

self-concept and may have a more positive feeling about 

school than males at this age. The findings did not meet 

this expectation in the area of Self-Concept. However, some 

differences did appear in the areas of Academic Aspiration, 

suggesting that females may aspire to higher academics, and 

that males may experience a little more anxiety about their 

academic performance than females at the 7th grade level. 

Research Question Three 

Is there a significant difference in Academic Grade 

Point Average (GPA) between the ASSP and non-ASSP group? 

ANCQVA was used to compare ASSP and non-ASSP groups on 

their post-GPA after adjustment for differences on their 

pre-GPA. These findings are presented in Table 13. The 

pre-GPA was statistically significant covariate (p = .001) 

which justifies the use of ANCQVA. The differences in GPA 

between the ASSP group and the non-ASSP group on the 

posttest were not statistically significant, F(1,18) = .47, 

P = .496. 

- --~----.------



Table 13. ANCOVA comparing ASSP and non-ASSP on GPA. 

Source 

covariates 

Group 

Residual 

Total 

SS 

39.30 

.179 

27.94 

67.42 

OF 

1 

1 

73 

75 

MS F 

39.30 102.65 

.18 .47 

.38 

.90 

70 

p 

.001 

.496 

The adjusted mean of the ASSP group GPA (2.19) and the 

adjusted mean of the non-ASSP group GPA (2.09) is shown in 

Table 14. 

Table 14. Mean and adjusted mean of ASSP and non-ASSP 
groups. 

ASSP non-ASSP 
x x X X F 

GPA 2.13 2.19 2.13 2.09 .47 

Note: GPA scale is 4.0 = A, 3.0 = B, 2.0 = C, 1.0 = 0, 
o = F 



71 

This would suggest that the treatment program did not cause 

significant differences in GPA between the ASSP group and 

the non-ASSP group. 

Research Question Four 

Is there a significant difference in Academic GPA 

between males and females in the ASSP group? 

ANCOVA was used to compare males and females in the 

ASSP group on their post-GPA after adjustment for 

differences on their pre-GPA. These findings are presented 

in Table 15. The pre-GPA was a statistically significant 

(p = .001) covariate. This justified the use of ANCQVA. 

The differences in GPA between boys and girls in the ASSP 

group on the posttest were not statistically significant, 

F(1,18) = .50, p = .487. The adjusted mean of the males in 

the ASSP group (2.06) and the adjusted mean of the females 

in the ASSP group (2.22) are shown in Table 16. These 

findings suggest little impact of the ASSP treatment on the 

GPA between males and females. 
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Table 15. ANCOVA comparing males and females of the ASSP 
group on GPA. 

Source 

covariates 

Group 

Residual 

Total 

SS 

7.47 

.18 

9.41 

17.05 

DF 

1 

1 

26 

28 

MS F p 

7.47 20.64 .001 

.18 .50 .487 

.36 

.61 

Males: Pretest mean = 2.01; Adjusted posttest mean = 2.06 
Females: Pretest mean - 2.28; Adjusted posttest mean = 2.22 

Table 16. Pretest mean and adjusted posttest mean for males 
and females. 

Males Females 
X X X X F 

GPA 2.01 2.06 2.28 2.22 .50 
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Summary 

The Cronbach Alpha Coefficients, generated to look at 

internal consistency of the Academic and Social Environment 

Scale (ASES), were moderately high for both Time 1 and Time 

2 indicating adequate reliability. Correlation between 

scales was consistent from Time 1 to time 2 indicating that 

the measures were also reliable. There was a small 

percentage of convergent validity between scales, suggesting 

that the measures were measuring distinct and different 

properties. 

The findings for Research Question One did not yield 

significant differences between groups on their Se1f

Concept, Academic Aspiration, or Academic Anxiety. The 

findings for Research Question Two did not indicate 

differences on Academic Self-Concept but did show 

significant results that suggested differences between males 

and females on Academic Aspiration and Academic Anxiety. 

Analysis of the findings for Research Question Three did not 

show significant differences in GPA between the ASSP group 

and the non-ASSP group. Analysis of the findings for 

Research Question Four did not show significant differences 

of GPA between males and females in the ASSP group. 



IJ __ 

CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Purpose 
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The purpose of this study was to examine the effects of 

the Academic study Skills Program on 7th grade students' 

self-concept, academic aspiration, academic anxiety, and 

grade point average. This study was used to compare the 

differences on self-concept, academic aspiration, academic 

anxiety, and grade point averages of 7th grade students who 

received the Academic Study Skills Program with 7th grade 

students that did not receive any special treatment. This 

study also examined the effects of sex differences on the 

self-concept, academic aspiration, academic anxiety, and 

grade point averages of students receiving the Academic 

Study Skills Program. 

Procedure 

Two groups of seventh grade students participated in 

the study. One group of students received the Academic 

Study Skills Program an~ the second group did not receive 

this program. The second group was a comparison group and 

did not receive any special study skills other than that 

which would be given during the regular course curriculum in 

the required subject areas. Students in both groups 
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completed the Academic and Social Environment Scale (ASES) 

with sub-scales designed specifically to measure self

concept, academic aspiration and academic anxiety. Grade 

point averages were computed for each student in the study. 

The ASES was completed and GPA's were computed at the 

beginning of the 3rd quarter nine week period (before the 

ASSP program) and at the end of the 3rd quarter nine week 

period (after the ASSP program). 

Sample 

The sample consisted of 79 seventh grade students in 

four different classrooms at a middle school in the Tucson 

Unified School District. A total of 41 males and 38 females 

participated in the s1;:udy. The sample consisted 32 Mexican 

Americans, 39 Caucasian Americans, four African Americans, 

and 4 Asian Americans. 

Data 

Cronbach reliability coefficient alphas were generated 

to examine the reliability of the self-concept, academic 

aspiration, and academic anxiety subscales of the ASES. 

In order to ensure that the ASSP and non-ASSP groups 

were equivalent in the variables to be examined, Analysis of 

Covariance (ANCOVA) was used to analyze the data for each of 

the research questions. 

---------------_. __ ._--------------------
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Findings 

Research Question One was concerned with the 

differences between the group that received the ASSP plan 

and the group that did not receive the ASSP plan on their 

self-concept, academic aspiration and academic anxiety. The 

findings did not show any significant differences between 

groups on their self-concept" academic aspiration or 

academic anxiety. Research Question Two examined 

differences between males and females who received the ASSP 

treatment in their self-concept, academic aspiration and 

academic anxiety. Significant findings suggested that 

differences did occur in the areas of academic aspiration 

and academic anxiety between males and females in the ASSP 

group. However, there were no significant differences 

indicated on self-concept between males and ~emales in the 

ASSP group. Research Question Three examined mean GPA's 

betwee~ the two groups. The findings did not indicate a 

significant difference in mean GPA's between the ASSP group 

and the non-ASSP group. Research Question Four considered 

differences of mean GPA's of the males and females within 

the ASSP group. The findings did not indicate statistically 

significant differences in mean GPA's of males and females 

in the ASSP group. 
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Conclusions 

Research Question One, the main research question of 

this study, asked if the Academic study Skills Program would 

cause an impact on 7th grade students on their self-concept, 

academic aspiration, and academic anxiety. It was expected 

that the ASSP program would cause significant improvement on 

student's self-concept, academic aspiration and academic 

anxiety. The evidence in this study did not support such an 

expectation. 

Research Question Two looked at differences between 

males and females in the ASSP group in their self-concept, 

academic aspiration and academic anxiety. The adjusted mean 

for males indicated little difference between the adjusted 

mean for females, in the area of self-concept, suggesting 

very little change in self-concept between males and females 

in the ASSP group at the end of the nine week program. The 

adjusted mean for males in academic aspiration was somewhat 

lower than the adjusted mean for females. This clearly 

suggested that females' academic aspiration was greater than 

the academic aspiration of males in the ASSP group. Females 

tended to want to stay in school longer than males. It is 

also interesting to note that males' aspiration went down 

while in the program, while female aspiration went up while 

in the program. Academic anxiety decreased for males in the 

ASSP group but tended to remain nearly the same for females 



78 

in the ASSP group. Males in the ASSP group appeared to be 

much mo~e anxious about school than the females in the ASSP 

group. 

Research Question Three asks if there is a difference 

in GPA between the ASSP group and the non-ASSP group after 

the nine week period. The results ,did not show any evidence 

of change in GPA between the two groups. In fact, GPA 

tended to remain the same for both groups after the nine 

week period. There were no great strides in grade 

improvement for either group. 

Research Question Four asked if there was a difference 

in GPA between males and females in the ASSP group at the 

end of the nine week program. GPA for males and females 

within the ASSP group did not vary to any great extent. 

Female GPA's were slightly higher than male GPA's but 

neither showed any significant gains after the study skills 

program. 

Implications for Practitioners 

While there was no statistically significant impact on 

GPA's and self-concept of those students in. the ASSP groups 

there appeared to be some evidence to suggest that a study 

skills program could be beneficial to students.. Academic 

aspiration increased and academic anxiety levels decreased 

for females while in the program. This study also implied 

that males tend to be more anxious about school at this 
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level than females. This could imply that special emphasis 

should be applied to assist males to feel more comfortable 

in the academic setting. 

Recommendations for Further study 

In examining the findi.ngs of this study, the following 

recommendations come to mind. While some minor changes did 

occur with the groups in the study skills program few 

significant chances could be seen. It is recommended that a 

longer treatment period would be worth investigating. This 

was a nine week study. Perhaps a twelve week study or a 

semester study might produce more evidence supporting the 

idea of a concentrated period of study skills. 

The overall impact of this treatment program may not be 

apparent at this time. Aspiration levels improved. 

Students in the treatment program, especially females, 

desired to stay in school longer after the study skills 

program. Anxiety levels also decreased. This may have an 

influence on their desire to learn thereby increasing 

motivation to do better in school. The GPA's of a treatment 

group such as this could be followed to see if GPA's do 

improve over a long range period of time. 

It is further recommended that, if this study is 

duplicated, a larger sample might produce more data to 

analyze thereby producing more results that may be easier 

generalized to the answers to the research questio~s. with 



a larger sample, the question of ethnicity and linguistic 

differences might be examined as a variable that could 

influence self-concept, academic aspiration, and academic 

anxiety. 
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Although there is little conclusive quantitative 

evidence found in this study, there is growing speculation 

among educators that when students are given strategies for 

learning they would tend to be more comfortable with school 

and might aspire to higher education. Attempts to collect 

quantitative data to expand on this speculation should 

continue. 
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APPENDIX A 

ACADEMIC AND SOCIAL 

ENVIRONMENT SCALE 

----------------
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Dear Student: 

ACADEMIC AND SOCIAL 
ENVIRONMENT SCALE 

~ responses to the questions and statements in this 
booklet will help us find out how ~ feel about several 
things in your school. It will be important that you give 
the first answer that comes to your mind. Please don't 
spend too much time on anyone item. 

This is not a test and will not affect your grades in 
school. There are no right or wrong answers. 

Please be careful to answer every item. If there is 
something you do not understand please ask for help. 

YOUR TEACHERS HAVE AGREED NOT TO LOOK AT XQYB 
RESPONSES. 

CIRCLE the number for the response which best describes 
how you feel about each question or statement. 

Example: Do you go to this school? 

1 Yes 

2 No 

Name Date __________ __ 

School_______________________ Grade________ Class 
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PLEASE DO NOT WRITE ABOVE THIS LINE 

1. Compared to the other students in class, how good are 
you at schoolwork? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

2. Compared to the other students in class, how good are 
you at reading? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

3. Compared to the other students in class, how good are 
you at arithmetic? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 

---- - ------- -------------
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4. Compared to the other 
you at writing? 

student in class, how good are 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

5. Compared to the other students in class, how well do 
you do on tests? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

6. Compared to the other students in class, how well do 
Yf)U learn new things? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 



7. Mark the highest level you expect to finish in school. 

1 Elementary School 

2 Junior High School 

3 High School 

4 2-Year College (e.g., Pima College) 

54-Year College (e.g., University of Arizona) 

6 Graduate School (5+ Years College) 

8. Mark the highest level you ~ to finish in school. 

1 Elementary School 

2 Junior High School 

3 High School 

4 2-Year College (e.g., Pima College) 

54-Year College (e.g., University of Arizona) 

6 Graduate School (5+ Years College) 

9. Mark the highest level your teachers think you will 
finish in school. 

1 Elementary School 

2 Junior High School 

3 High School 

4 2-Year College (e.g., Pima College) 

54-year College (e.g., University of Arizona) 

6 Graduate School (5+ Years College) 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 
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10. Mark the highest level your friends think you will 
finish in school. 

1 Elementary School 

2 Junior High School 

3 High School 

4 2-Year College (e.g., Pima College) 

54-Year College (e.g., University of Arizona) 

6 Graduate School (5+ Years College) 

11. Mark the highest level your parents think you will 
finish in school. 

1 Elementary School 

2 Junior High School 

3 High School 

4 2-Year College (e.g, Pima College) 

54-Year College (e.g., University of Arizona) 

6 Graduate School (5+ Years College) 

12. Mark the highest level you ~ to finish in school to 
be what you want to be. 

1 Elementary School 

2 Junior High School 

3 High School 

4 2-Year College (e.g., Pima College) 

54-Year College (e.g., University of Arizona) 

6 Graduate School (5+ Years College) 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 
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The following statements represent situations you experience 
in sohool. Circle the number which represents how often 
each situation occurs in your school. 

1 Very Often 4 Not Often 
2 Often 5 Never 
3 sometimes 

13. I participate during class 
discussion. 1 2 3 4 5 

14. I participate in small 
group discussions. 1 2 3 4 5 

15. I ask questions in class when 
I don't understand something. 1 2 3 4 5 

16. I am called upon to participate 
when I raise my hand in class. 1 2 3 4 5 

17. Other students listen to what 
I have to say when I 
participate in class. 1 2 3 4 5 

18. I will tell the class about 
interesting things. 1 2 3 4 5 

19. Doing scbool ~orK makes me feel 
anxious and nervous. 1 2 3 4 5 

20. Reading makes me feel anxious 
and nervous. 1 2 3 4 5 

21- Working on math makes me feel 
anxious and nervous. 1 2 3 4 5 

22. writing makes me feel anxious 
and nervous. 1 2 3 4 5 

23. Taking a test makes me feel 
anxious and nervous. 1 2 3 4 5 

24. Learning new tbings makes me 
feel anxious and nervous. 1 2 3 4 5 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 
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1 Very Often 4 Not Often 
2 Often 5 Never 
3 sometimes 

25. Students in my classes get 
along well together. 1" 2 3 4 5 

26. Friendships have been 
made in my classes. 1 2 3 4 5 

27. Students enjoy working 
together on assignments 
in my classes. 1 2 3 4 5 

28. Students in my classes 
enjoy helping each other 
with homework. 1 2 3 4 5 

29. Students at my school 
get along well together. 1 2 3 4 5 

30. It is easy to get to know 
other students in my 
school. 1 2 3 4 5 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 



31. compared to the other students in olass, how good do 
your teachers think you are at schoolwork? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

32. Compared to the other students in class, how good do 
your teachers think you are at reading? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

33. Compared to the other students in class, how good do 
_.-.E.ur teachers think you are at arithmetic? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 

-_ .... _-_._-----

89 



34. Compared to the other students in class, how good do 
your teachers think you are at writing? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

35. Compared to the other students in class, how well do 
your teachers think you do on tests? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

36. Compared to the other students in class, how well do 
your teachers think you learn new things? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 

----------------. -----_.--------_ .. 
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37. Compared to the other students in class, how good do 
vour friends think you are at schoolwork? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

38. compared to the other students in class, how good do 
your friends think you are at reading? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

39. Compared to other students in class, how good do your 
friends think you are at arithmetic? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 
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40. Compared to the other students in class, 
your friends think you are at writing? 

how good do 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the lIliddle 

5 Hear the bottom 

41- Compared to the other stUdents in class, how well do 
your friends think you do on tests? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Hear the bottom 

42. Compared to the other students in class, how well do 
your friends think you learn new things? 

1 One of the best 

2 Above the middle 

3 In the middle 

4 Below the middle 

5 Near the bottom 

DO NOT WRITE BELOW THIS LINE 

1 2 3 4 5 6 
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APPENDIX B 

ASES SUB-SCALE TITLES AND ITEM NUMBERS 



ASES SUB-SCALE TITLES AND ITEM NUMBERS 

Title Item Number 

1. Academic Self-Concept 1-6 

2. Academic Aspiration 7-12 

3. Academic Participation 13-18 

4~ Academic Anxiety 19-24 

5. Peer Affiliation 25-30 

6. Teacher Academic Expectation 31-36 

7. Peer Academic Expectation 37-42 

Note: For further questions regarding the ASES or its use, 
contact Dr. Chris Crowder, Assistant Director of Research 
and Evaluation, Tucson Unified School District, Tucson, 
Arizona. 
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