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CHAPTER 1 

Statement of the Problem

Introduction

The focus of adult education has changed since its inception in 1872 

(Columbus, 1978). Originally, adult education, in the state of Michigan, was 

designed to accommodate the people who, because of circumstances beyond their 

control, were unable to attend regular day school. Most of these students worked to 

help support their families during the day. With adult education available in the 

evening, they were able to continue their education or receive vocational training.

At first, adult education attracted the new immigrants who needed to learn 

English in order to make a living and adjust socially to a new environment. As adult 

education evolved, its goals were broadened to include various aspects of self and 

educational development. At the time of the study, classes for adults included a 

variety of programs from arts and crafts to auto mechanics; the main emphasis, 

however, was still on completion of high school requirements.

The majority of people enrolled in the Detroit Public Schools Adult 

Education programs were students in various stages of high school completion. They 

were in the adult education programs as a result of either poor attendance, multiple 

failure, or other circumstances which prevented them from continuing their education 

in a regular day school situation.

The purpose of this dissertation was to determine if the levels of anxiety 

experienced by individuals enrolled in adult education differed from the levels of



anxiety experienced by students enrolled in a regular day school and to make 

recommendations relative to student support services in adult education. Some of 

these student support services were available for students enrolled in the regular day 

school education program. The only student support service available to adult 

education students was counseling which included job placement in certain selected 

centers. The number of adult education students enrolled in the extended day 

programs totalled approximately 4,468 at the time of the study.

Theoretical Base: Spence Learning Theory

The Spence Learning Theory (1956) contended that some level of anxiety was

quite essential in that it served as a drive relative to an individual’s arousal state.

Behavior would become too variable and unreliable if the anxiety level 
was high because great effort would be expended on reducing the 
unpleasant state. If, however, the anxiety was minimized but 
maintained at a low pitch, a small amount of arousal would aid in the 
performance. (Frankel, 1982, p. 5)

Spence, Farber, and McFann (1956) were "interested in designing a learning 

situation in which it would be possible to manipulate in some better known manner 

the strengths of both the correct and the competing, incorrect Stimulus-Response 

tendencies" (p. 297). They hypothesized that minimization of the competing, 

incorrect stimulus-response tendencies would supply a condition in which subjects 

with high drive level would be expected to perform better than the subjects with low 

drive; whereas, with maximization of the relative strengths and number of competing, 

incorrect stimulus-response tendencies, the opposite should result (1956). Two such 

learning situations were described in their study of separate experiments.

The situation Spence et al. (1956) selected for both experiments was paired- 

associates learning. In a learning situation of this nature, the subject is instructed to



learn to respond to a stimulus word or nonsense syllable by anticipating a paired 

response syllable or word. "By using different orders of presentation of the paired 

words, the development of remote associations, so prominent in serial learning, is 

minimized" (p. 298).

The first experiment was concerned with testing the contention that a non

competitive verbal learning condition would result in a superior performance of high- 

anxious subjects. It involved a "paired-associates list in which there was a minimum 

of competition among the paired words and in which the associative connections 

between the paired words were initially high" (p. 299).

"In contrast to Experiment I, a portion of the list of paired associates used in 

Experiment II involved learning in which competing response tendencies initially 

stronger than the correct responses were present" (p. 301). Their theory 

hypothesized that the high-anxious subjects would perform more poorly than the low- 

anxious subjects on the paired associates with stronger competitive responses.

As theorized, the performance of the high-anxious subjects in Experiment I 

was superior to that of the low-anxious subjects; whereas, the performance of the 

low-anxious subjects in Experiment II was superior to that of the high-anxious 

subjects.

Discussion of the Problem

The complexities of a rapidly growing and technologically oriented society 

place ever increasing demands on those members who must compete for and hold on 

to jobs. Scarcity of jobs and stricter educational requirements in the job market 

necessitate constant upgrading of educational levels. Many people return to school 

because their employers require them to do so, while others return voluntarily;
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whatever the reason, the ultimate goal is to earn a high school diploma. Adult 

education provides such opportunities for students in each category.

Once enrolled, the adult education students must be able to adjust to varied 

situations that may contribute to anxiety. These situations include: classroom 

confinement, younger classmates, economic survival, ability to recall forgotten facts, 

development of effective study skills, adjusting to instructors who are much younger 

than the students, time management skills, ability to compete with other students as 

well as the self, and fear of failure.

While Detroit Public Schools Adult Education provides academic preparation 

for high school completion, there are no student support services available to help 

cope with the anxiety experienced by many enrollees. According to Susan Klooz 

(1972), adult high school completion programs should be encouraged to provide 

adequate student services. If, in fact, the process of education largely considers the 

development of the total person - social, mental, and physical - then student support 

services become a fundamental part of the educational process. This research 

proposed to compare levels of anxiety between regular day high school students and 

adult education students to determine if there is a need for these student support 

services in the adult education program. A study was completed comparing the 

anxiety levels of high school students in a regular day school program with adult 

education students enrolled in high school completion courses.

Hypotheses

There is a need for student support services for students enrolled in adult 

education programs leading to high school completion of either academic or 

vocational requirements. This research attempted to answer the following



5

hypotheses:

H0:

II.

III.

Ht:

H„

H t:

H0:

Hi:

The level of anxiety experienced by regular high school 

students is the same as the level of anxiety experienced 

by adult education students.

The level of anxiety experienced by regular high school 

students is different from the level of anxiety 

experienced by adult education students.

The level of anxiety experienced by males enrolled in 

adult education is the same as the level of anxiety 

experienced by females enrolled in adult education.

The level of anxiety experienced by males enrolled in 

adult education is different from the level of anxiety 

experienced by females enrolled in adult education. 

There is no significant interaction effect between sex and 

education for anxiety.

There is a significant interaction effect between sex and 

education for anxiety.

Importance of the Study

Adult education programs are an important part of our educational system. 

They allow individuals the opportunity to work towards high school completion 

outside the confines of a regular day school program. Students enrolled in adult 

education programs are usually employed either full or part time, or face other 

constraints that prevent them from attending regular day high school programs.

While much has been written regarding adult education programs in general,



several ERIC searches have indicated no literature on the comparison of levels of 

anxiety experienced by regular day school students with adult education students 

enrolled in high school completion programs. Research on anxiety levels of these 

students was important in order to determine if there is a need for student support 

services in adult education programs in the Detroit Public Schools System. Prior to 

this study, there had been no research in this area.

With the rapid growth of adult education, there is a need to plan for a 

comprehensive program that includes social support programs as well as academic 

coursework. Schools with adult education programs will be able to utilize the results 

of this study to determine if they should institute student support services as an 

integral part of their adult education programs.

Limitations

This study did not attempt to predict success or achievement of individuals in 

either regular day high school or adult education programs. Further, this study did 

not evaluate an individual adult education program and did not attempt to make 

recommendations for any restructuring of existing programs except as delineated in 

the statement of the problem. This research was limited to the Detroit Public Schools 

where the study was conducted.

Definition of Terms

For the purpose of this research, the following terms were operationally 

defined to clarify the investigator’s intent:

Extended Dav School: A school that meets from 8:00 a.m. - 3:15 p.m., 

Monday - Friday for regular day school classes, and from 3:15 - 10:00 p.m., 

Monday - Thursday for adult education classes.



Regular Dav School: A high school with grades 9 - 12 which meets from 8:00 

a.m. - 3:15 p.m., Monday - Friday.

G.E.D.: An acronym for General Education Development (a test given to 

earn a high school equivalency certificate).

Multiple Failure: Three or more courses failed by an individual in one school 

term or semester. Students are required to take six classes; therefore, three 

courses failed indicate a failure rate of 50%.

Anxiety: An apprehension, tension, or uneasiness stemming from the 

anticipation of imminent or impending danger, in which the source is largely 

unknown or unrecognized.

High School Dav Students: Students who are 16 years old and over for this 

study only.

Adult Education: All public educational programs, outside the realms of 

regular day school, leading towards completion of either vocational 

requirements, requirements for a high school diploma, or a G.E.D. certificate. 

Student Support Services: Any consultant type services provided for students 

with special needs, i.e., counseling, psychological, social work, psychiatric, and 

tutorial services. Some of these support services are available to regular day 

school students as an integral part of the total program.

Counseling Strategies: Any techniques, activities, or plans to assist students 

with social and personal adjustment, vocational and/or educational needs or 

interests.

Adult Education Students: Anyone who qualifies for enrollment in adult 

education programs (chronological age of 16 and over) for high school 

completion.



16 PF: 16 measures of levels of assertiveness, emotional maturity, shrewdness, 

self-sufficiency, tension, and other primary traits used on the IPAT to 

determine anxiety scales.



CHAPTER 2 

Review of Related Literature

IPAT Anxiety Scale

The IPAT Anxiety Scale (ASQ) by Raymond B. Cattell and Ivan H. Scheier is

designed to measure anxiety level. The 40 item scale was first published in 1957 as

an immediate outgrowth of a series of 14 replicated researches with the longer IPAT

PF test (Cohen, 1965). The best 40 anxiety items from the several thousand

personality items examined were included in the original scale (Cattell, 1973). "The

number of items per anxiety component was approximately proportional to that

component’s importance in the anxiety pattern" (Krug, Scheier, and Cattell, 1976, p.

5). The items were further divided to indicate covert and overt anxiety for which

separate scores may be derived. "Research findings indicate the ratio of overt to

covert anxiety has proved predictive in a variety of situations" (p. 5).

In a 1976 revision, minor changes were made in the wording of thirty- 
three of the items in order to adjust for language changes which had 
occurred in the interval since initial publication. Also, a slight 
modification was made in the answering format on the test blank. 
(McReynolds, 1978, p. 582)

The changes were made specifically to keep the scale up to date and to improve

clarity of wording. Extreme caution was taken to avoid drastic changes that would

create a new scale "under the guise of the old one" (p. 582). The authors of the

IPAT ASQ indicated that several" experimental comparisons of old and new formats

were carried out to ensure that the changes had no impact on the existing norm

tables" (Krug et al., 1976, p. 6). Table 1 reflects the results of a comparison of the
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1957 Edition with the 1976 Edition.

Table 1

Comparison of Mean Scores on 
1957 and 1976 Editions

1957 Edition 1976 Edition

Covert 13.99 13.69

Overt 14.28 14.27

Total 28.27 27.96
Data from 176 college men and women 
Note. From the Handbook for the IPAT Anxiety Scale. Copyright ® 1963, 1976 
(p. 21) by the Institute for Personality and Ability Testing, Inc. Reproduced by 
permission.

In addition to the main overall anxiety score, the test yields several other 

supplementary scores. First, separate scores can be obtained for covert anxiety from 

the first twenty items on the scale, and for overt anxiety from the second twenty 

items. Also, the ratio of overt to covert anxiety of the difference between them can 

be considered. Finally, five special anxiety component scores that can be obtained 

from the ASQ are: apprehension, tension, low self-control, emotional instability, and 

suspicion (McReynolds, 1978). The authors suggest that the total anxiety score is the 

most important one and will be the one depended upon in most cases.

Two types of reliability estimates are reported in Table 2.

The test-retest reliability coefficients for total anxiety range from .82 after four 

weeks retest to .93 after one week retest, and split-half reliability coefficients for 

internal consistency range from .78 to .92. "These reliability estimates compare 

favorably with those for other available inventories" (Kelly, 1959, p. 139).

In terms of validity, three sources are approached. The first source is "how well the 

test score correlates with the pure anxiety factor it was designed to measure (Krug et



al., 1976, p. 27). The results of five independent factor analyses are reported in 

Table 3.

In each case,

...the ASQ score was correlated with a number of variables, measures 
of anxiety as well as traits unrelated to anxiety. The correlations were 
then factor analyzed. In each case, one factor was identified as 
anxiety, representing, as it did, the elements common to all the anxiety 
measures studied. The correlation of the ASQ total score with this 
pure expression of anxiety averages .90 across samples differing with 
respect to age, sex, education, and culture, (p. 28)



Table 2
Reliability of the ASQ Total Scale Score 

Test-Retest Reliability

Value Method Sample Description

.93 Retest after one week 87 adults, males and females, Levitt & Persky (1962 plus 
additional, previously unpublished data.

.87 Retest after two weeks 277 Japanese university students, males and females

.86 Retest after two weeks 345 South African high school students, males and females. 
Cattell, Scheier & Madge (1962)

.82 Retest after four weeks 94 university students, males and females. Unpublished data 
provided by Professor John R. Nessel, Pennsylvania State 
University

Internal Consistency Reliability

Value Method Sample Description

.92 Split-half corrected to fullest length 27 adults, males and females

.91 Split-half, corrected 120 adults, males and females, normals and hospitalized neurotics.

.89 Split-half, corrected 400 Indian university students, males and females. Hundat, 
Sudahar, & Sidhu (1972).

.87 Split-half, corrected 340 Japanese university students, males and females



Table 2 (Continued)

Internal Consistency Reliability

Value Method Sample Description

.86 Split-half, corrected 200 Indian graduate students, males. 
Hundal, Singh, and Singh (1970).

.85 Split-half,corrected 305 German university students and adult clinic cases, males and 
females. Beyme & Fahrenberg (1968).

.84 Split-half, corrected 240 adults, males and females.

.80 Kuder-Richardson Formula 20 1247 South African high students, males and females. Cattell et 
et al. (1968).

.78 Split-half, corrected 789 South African high school students, males and females. 
Cattell et al. (1968).

Note. From the t andbook for the IPAT Anxiety Scale. Copyright ^ 1963. 1976 (pp. 24-25) by the Institute for Personality and
Ability Testing, Inc. Reproduced by permission.
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Table 3

ASQ Validity - Correlations of Scale Scores
With Pure Anxiety Factor

Size Description Correlation 
with Anxiety 

Factor

Source

182 128 Neurotic and 54 normal 
adults of both sexes, generally 
middle and lower class

.94 Rickels and 
Cattell (1965)

163 Male college students from 
South Africa

.91 Templer (1972)

53 Adult males, aged 25 to 50 
years, in industrial supervisory 
positions

.90 Kahn, et al. 
(1964)

105 Male and female college 
students from South Africa

.88 Templer (1971)

223 Male and female college 
students

.84 Barratt (1965)

728 Total Sample Size .90 Average validity

(p. 27) by the Institute for Personality and Ability Testing, Inc. Reproduced by 
permission.

Another source to test validity is how well the test score corresponds with 

clinical judgment regarding anxiety level. Table 4 summarizes four studies of 

agreement between test and diagnosis. "Across the four determinations, the average 

correlation between judge and test score is .49" (p. 28.). However, "clinical judgment 

is not free of error" (p. 28), so when the average test-diagnosis validity coefficient of 

.49 was adjusted for the imperfect reliability of clinical judgment by partial 

correlation, removing the effects of inter clinician reliability, the corrected value 

approached .90 (1976).
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Table 4

ASQ Validity - Correlation of Scale Scores
With Clinical Ratings of Anxiety

Size Description Correlations with 
Clinical Ratings

Source

14 Male and female thyrotoxic 
patients from England

.95 Geer et al. (1973)

17 Male and female anxiety state 
patients from England

.73 Geer et al. (1973)

86 Male college undergraduates .40 Scheier & Cattell 
(1958)

39 Male and female anxiety 
neurotics

.17 Robinson et al. 
(1965)

156 Total Sample Size .49 Average Validity
Note: From the Handbook for the IPAT Anxiety Scale. Copyright ” 1963. 1976 
(p. 29) by the Institute for Personality and Ability Testing, Inc. Reproduced by 
permission.

The third approach to test validity is how well the test score relates to other 

questionnaire measures o f anxiety. Table 5 reflects the results of several studies 

which have related ASQ scores to  other questionnaire measures of anxiety. When 

averaged across the various tests and studies, "the ASQ has an average correlation of 

.70 with other well-known measures of anxiety (p. 29). Operating under the 

assumption "that the average reliability of the other scales is not much below that of 

the ASQ and adjusting the obtained value of .70 for the imperfect reliability of these 

other scales" (p. 29), the approximate obtained corrected validity coefficient is .90.
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Table 5

ASQ Validity - Correlations With Other
Questionnaire Measures of Anxiety

Test: Taylor Manifest Anxiety Scale

Size Description Correlation Source

85 Male and female British 
undergraduates

.82 Bull &
Strongman
(1971)

163 Male South African undergraduates .79 Templer
(1972)

105 Male and female South African 
undergraduates

.78 Templer
(1972)

200 Male and female graduate and 
undergraduate students

.75 Bendig
(1959a)

400 Male and female Indian 
undergraduates

.69 Hundal et al. 
(1972)

200 Male Indian undergraduates .60 Hundal et al. 
(1970)

64 Male and female elementary school 
teachers

.52 Wohl &
Hyman
(1959)

1217 Total Average .70
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Table 5 (Continued)

Test: Maudsley Personality Inventory (N Scale)

Size Description Correlation Source

200 Male and female undergraduates .77 Bendig
(1959a)

105 Male and female South African 
undergraduates

.67 Templer
(1971)

200 Male Indian undergraduates .66 Hundal et al. 
(1970)

400 Male and female Indian 
undergraduate students

.65 Hundal et al 
(1972)

905 Total Average .68

Test: Eysenck Personality Inventory (N Scale)

Size Description Correlation Source

163 Male South African undergraduates .82 Templer
(1972)

39 Male and female anxiety neurotics .76 Robinson et 
al (1965)

85 Male and female British 
undergraduates

.75 Bull &
Strongman
(1971)

287 Total Average .79

Test: State-Trait Anxiety Inventory (Trait Anxiety)

Size Description Correlation Source

272 206 male and female undergraduates 
and 66 neuropsychiatric patients

.76 Spiel-
berger et al 
(1970)
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Table 5 (Continued)

Test S - R Anxiety Test

Size Description Correlation Source

163 Male South African undergraduates .54 Templer
(1972)

Note. From the Handbook for the IPAT Anxiety Scale. Copyright 1963. 1976
(pp. 30-31) by the Institute for Personality and Ability Testing, Inc. Reproduced by 
permission.

In terms of sex bias, the authors of the ASQ carefully selected items that were 

equally valid for both men and women. Although women tend to score consistently 

higher than men as reflected in Table 6, the differences are quite small - only about 3 

raw score points out of 80 possible points (1976).

Table 6

Sex Differences in Anxiety Components

High School Norm Population 
College

General Adult

Anxiety
Component

Male Female Male Female Male Female

Apprehension 24.3 27.1 20.1 23.2 17.6 23.2

Tension 27.1 29.8 25.8 28.3 20.6 26.0

Low Self-Control 18.8 19.0 17.4 17.8 14.8 17.1

Emotional
Instability

23.8 25.1 20.6 20.8 17.3 21.3

Suspicion 19.4 18.2 17.8 15.5 14.8 14.1

males, 1182 females. General adult norms based on 1242 males, 468 females. 
Note. From the Handbook for the IPAT Anxiety Scale. Copyright ® 1963, 1976 
(p. 33) by the Institute for Personality and Ability Testing, Inc. Reproduced by 
permission.
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"Structural studies have repeatedly demonstrated the central role of low self-

confidence in the general anxiety pattern" (p. 45). Wheeler (1965), using the Anxiety

Scale Questionnaire and another measure of self-concept with 481 male and female

high school students, concluded that individuals who experience higher levels of

anxiety tend to have low and/or less favorable opinions of themselves. Using

Shostrom’s Personal Orientation Inventory (a test in which Maslow’s conception of

self-actualization is operationalized by scales assessing independence, positive self-

regard, self-acceptance, and realism) to study dropout proneness in adolescent boys.

Chedekel (1971) found significant negative relations between anxiety scores and

degree of self-actualization (Krug et al., 1976). Strassberg (1973), using Rotter’s

scale and scoring it in a direction indicating greater external locus of control, found

Anxiety Scale Questionnaire scores to correlate significantly with locus of control.

Amerio (1968) reports the that anxious individual has aspirations that 
are not proportional to his potential and is insecure. This lowered self- 
confidence in the anxious individual seriously interferes with the 
development of satisfying affective relationships. The work of Wohl 
and Hyman (1959) confirms this relationship. They report a 
correlation of .45 between anxiety scores and a scale to measure degree 
of emotional constriction, (p. 47)

Krug et al. (1976) contend that the interactive relationship between self

esteem and anxiety demonstrates that individuals with high anxiety scores have low 

self-esteem. On the other hand, individuals with low anxiety scores have high self

esteem.

In terms of learning,

...there is continuing evidence that anxiety scores do not relate to  the 
criterion in a simple increasing or decreasing fashion, but that, instead, 
high and low extremes of anxiety operate in a similar manner. Thus,
Fein (1963) found both extremes of anxiety associated with relative 
failure in nursing school training. Nelson and Langer (1965) found the
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same thing in the coach-rated performance of varsity football players.
Men with intermediate levels of anxiety consistently played better than 
those with extremely high or extremely low levels. Using the ASQ to 
identify high- and low-anxious subjects, Schwab and Iverson (1964) 
found that high anxiety appeared to interfere with perceptual flexibility. 
Chedekel (1971) found that the highly anxious among a group of ninth- 
grade boys were more prone to drop out of school than others. Derrick 
(1971), working with a group of 107 male British undergraduates, 
reports a similar finding with respect to low-anxious subjects. Levitt,
Lubin, and DeWitt (1971) found that nursing students who were 
relatively higher on overt rather than covert anxiety were more likely to 
drop out of school, (p. 62)

Many studies that have connected Anxiety Scale Questionnaire scores to 

achievement usually ascribe to the notion that a moderate level of anxiety probably 

arouses the level of psychological functioning; however, there in no evidence to 

support that such theory is a given. According to Krug et al., (1976) the opposite 

appears to be the case for successful commercial airline pilots and airline hostesses 

who typically score at a sten of 2 or 3 on anxiety scales. A sten of 2 or 3 indicates 

veiy low anxiety.

Insufficient evidence prevents the drawing of conclusions relative to success in

teaching and anxiety in that most of the studies are based on teachers in training.

The Cattell et al. (1970) review of the more extensive 16PF studies in 
the area reaches the conclusion that more consistency on criteria is 
needed here and that personality correlates including the anxiety 
components will be different across student ages and kinds of teaching.
(p. 64)

For research purposes, the IPAT ASQ is an adequate instrument for a quick 

measure of anxiety levels in individuals. The instrument can be administered in 

approximately ten minutes to  either a single individual or to a group of low to 

average reading skills.
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Anxiety in Adults and Adolescents

Weare (1984) surveyed 134 subjects enrolled in adult education programs for

credit. The respondents were asked to identify the most preferred to the least

preferred types of test items. They were also asked to explain which type of test

items contributed to their anxiety. Many of the respondents felt that the actual essay

items along with studying for the essay examination created anxiety for them.

Difficulty in recalling information, supplying ideas, and organizing in a 
timed situation contributed to  the student’s nervousness that the 
expected information may not be given. Difficulty in budgeting time, 
lack of confidence, and poor test construction combine to create 
problems for the adult learner. This, coupled with poor scoring and 
grading practices, causes anxiety, (p. 3)

When a student reads too much into a question and is confused about the 

learning, the true/false test tends to contribute to anxiety. The multiple choice items 

that are designed to  have a best answer also tend to contribute to the student’s 

anxiety. While matching items did not contribute to student’s anxiety, fill-in-the 

blank items, on the other hand, with the pressure for specific word recall within a 

designated time, did.

Pretest anxiety experienced by the adult learner is often compounded by one 

or more of the following conditions: lapse in thought patterns; want of more study 

time; lack of concentration; and increase of distractions resulting in day-dreaming, 

drawing, and doodling (1984).

In a paper presented at the meeting of the Western College Reading 

Association in San Diego, California, Frankel (1982) contended that adults returning 

to education after a prolonged period of time share the characteristic of high levels 

of anxiety. He felt that the primary reason for the high anxiety is the perception of 

competition - competition with the younger student as well as with past performance.
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Many adults’ anxiety levels are increased with the threat of adequate function of 

study skills and the absorption of new and specific information.

Alexander (1963) and Whittrock (1982) attributed much of the anxiety of the 

adult learner to uncertainty. Improper counseling compounds the adult learner’s 

anxiety. Additionally, adults have expressed anxiety in content area courses when 

there is a lack of essential skills (Frankel, 1982).

Frankel (1982) suggested an interdisciplinary, team approach involving a 

variety of support services and a joint effort on the part of faculty, peers, and tutors 

as an effective tool in reducing the anxiety o f adults who are returning to  education. 

Some of those support services include: the student and the instructor sharing 

together the responsibility for structuring the course; Big Brother/Big Sister programs
r

or peer-tutoring programs consisting of students who have encountered and overcome 

the same problems as the adult learner; and informal gatherings between faculty and 

adult learners. While these are not all inclusive, they do aid in alleviating much of 

the anxiety shared by many adult learners who are returning to education after a 

prolonged absence.

The Spence learning theory (1956) contended that some level of anxiety was

quite essential because it served as a drive relative to  an individual’s arousal state.

Behavior would become too variable and unreliable if the anxiety level 
was high because great effqrt would be expended on reducing the 
unpleasant state. If, however, the anxiety was minimized but 
maintained at a low pitch, a small amount of arousal would aid in the 
performance. (Frankel, p. 5)

Spence, Farber, and McFann (1956) were "interested in designing a learning 

situation in which it would be possible to manipulate in some better known manner 

the strengths of both the correct and the competing, incorrect Stimulus-Response 

tendencies" (p. 297). They hypothesized that minimization of the competing, incorrect
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stimulus-response tendencies would provide a situation in which subjects with high 

drive levels would be expected to  perform better than the subjects with low drive; 

whereas, with maximization of the relative strengths and number of competing, 

incorrect stimulus-response tendencies, the opposite should result (1956). Two such 

learning situations were described in their study of separate experiments.

The situation Spence, et al. (1956) selected for both experiments was paired- 

associates learning. In a learning situation of this nature, the subject is instructed to 

learn to respond to a stimulus word or nonsense syllable by anticipating a paired 

response syllable or word. "By using different orders of presentation of the paired 

words the development of remote associations, so prominent in serial learning, is 

minimized (p. 298).

The first experiment was concerned with testing the premise that a non

competitive verbal learning condition would produce a superior performance of high- 

anxious subjects. It involved a "paired-associates list in which there was a minimum 

of competition among the paired words and in which the associative connections 

between the paired words were initially high" (p. 299).

"In contrast to Experiment I, a portion of the list of paired associates used in 

Experiment II involved learning in which competing response tendencies initially 

stronger than the correct responses were present" (p. 301). Their theory 

hypothesized that the high-anxious subjects would perform more poorly than the low- 

anxious subjects on the paired associates with stronger competitive responses.

As theorized, the performance of the high-anxious subjects in Experiment I 

was superior to that of the low-anxious subjects; whereas, the performance of the 

low-anxious subjects in Experiment II was superior to that of the high-anxious 

subjects.
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Taylor and Spence (1952) studied the

...effects on performance of differences in drive strength, defined in 
terms of level of scores on a test of manifest anxiety, in a learning 
situation that involved the presence of strong competing responses.
The learning problem was a serial-learning situation involving the 
presentation of a sequence of choices between two responses left and 
right, (p. 62)

The researchers used a Hull-type memory drum with a 2-second rate of 

presentation that allowed for the control of response time by the subjects, thereby 

reducing the possibility of hesitation and verbal practice.

"The subjects were selected from an introductory psychology course on the 

basis of extreme scores obtained on a modified form of Taylor’s (1951) manifest 

anxiety" (p. 62). The subjects were not aware of why they were selected. The 

anxious (high drive) group was composed of 20 subjects whose scores on the scale 

were in the upper 15% of the class distribution while the nonanxious (low drive) 

group consisted of 20 subjects with scores in the lower 15% (1952). The raw scores 

ranged from 3 - 1 1  and from 25 - 37 for the low drive and the high drive groups 

respectively.

Both groups were run in a serial learning situation involving the 
presentation of a series o f 20 choices between two verbal responses, 
saying "left" or "right" at each point of choice in the memoiy drum 
setup. The criterion of learning was two successive trials in which 
subjects successfully anticipated the correct response at each choice 
point, (p. 64)

In terms of trials and errors to  the criterion of mastery, the nonanxious 

subjects were superior to the anxious.

Coolidge (1979) and Rubinstein (1980) contend that there are school phobic 

students whose emotional problems include and often revolve overwhelmingly around 

the school setting. Their resistance to  school attendance has been especially 

characterized by a debilitating form of anxiety. Additionally, these students
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demonstrate great difficulty in separating from an adult who is thought to be the safe 

person in their lives; i.e., the one whose presence lessens the anxiety and pain they 

experience. Delano, 1982 and Diamond, 1983, explained that the school phobic 

children are more likely to "fade into the woodwork" (p. 125) or even quietly 

disappear from school because they are often overlooked by the staff.

Diamond, Director of Mill Creek School and Director of Education for the 

Institute of Pennsylvania Hospital in Philadelphia, set up a treatment program for 

students who were categorized as school phobic adolescents. Each student in the 

program had an individual therapist outside of school and a counselor in school. 

School phobic students’ enormous need for attention and support is difficult to satisfy 

even in as intimate and attentive milieu as had been created, so the peer support 

group was formed organically through independent counseling of several of the 

youngsters (1983).

Students were encouraged to  share their common feelings about their 

experiences with fears. Although the group meetings were nondirective and 

nontherapeutic in design, they resulted in less anxious students who were more 

relaxed with their peers and who were more comfortable with school. They also 

created an opportunity for sharing. The students expressed the importance of a 

group to which they could turn to share anxieties and to seek support from others 

who shared their experiences and who were sensitive to their problems.

Panucci (1977) investigated "anxiety, self-concept, and creativity variables, 

especially as affected by sex and ethnicity, among 204 students representing the intact 

populations of six Los Angeles City continuation high schools" (p. 1).

According to  Panucci, the findings indicated

...significant differences in anxiety associated with both sex and
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ethnicity: females measured more anxious than males, blacks more 
anxious than whites. Significant differences in self-concept were found 
between males and females, favoring females on two measures. It was 
impossible to  evaluate whether differences in self-concept or ethnicity 
were more than would be expected by chance, since the comparisons 
were not independent. Significant differences in creativity were found 
between the sexes, favoring females, and among ethnic groups, 
favoringwhites over blacks and Mexican Americans. Sex differences in 
anxiety and creativity and almost all differences in self-concept were 
similar for all three ethnic groups. There were significant correlations 
among self-concept, creativity, and anxiety variables for both sex and 
ethnic groups, (p. 6)

Ascher and Flaxman (1985) found that urban schools are faced with many 

social problems. Among them are: desegregation mandates, new non-English 

speaking immigrants, family mobility and dissolution, teenage pregnancy, and the 

effects of poverty.

Urban superintendents endorse the notion and strongly suggest that the 

implementation of support services remain a crucial factor for academic achievement. 

They further contend that "students who succeed against pessimistic predictions do so 

because they have had a large number of school-based or school related social 

services available to  them" (p. 4).

One of the recommendations from the Urban Superintendents Network is 

"Higher academic standards and graduation requirements must be accompanied by 

appropriate support services, as well as supplemental enrichment courses, for those 

students who need them" (p. 5).

Van Dougherty, Richard deLone and Allen Odden (1988) examined six urban 

secondary schools’ programs for at risk students. O f several guiding hypotheses 

necessary for schools to work effectively with these students, the researchers listed 

one as "Strategies include curriculum, pedagogical and supportive services specifically 

tailored to  the particular needs of the school’s clientele" (p. 3). According to



27

. Dougherty, deLone and Odden (1988), all six schools that were studied generally

"...assumed that psychological supports will help students in their academic endeavors

and therefore provided a wide array of social and personal support services to

address the personal problems faced by many of their students" (p. 4).

In terms of individual school philosophies, the Los Angeles philosophy and

goal emphasized the need of psychological and social support services for academic

achievement. While at risk students were identified, the major thrust of Los Angeles’

program included all students in the regular academic program and held high

academic expectations for all. Miami’s primary goal was to "help students through

various social supports and to improve school climate" (p. 5). In an effort to fill the

void of the students’ lives outside of the school, extensive counseling and mentoring

were used to foster a sense of caring within the school.

Students, in general, and specifically at risk students benefit from social and

personal support services; therefore, most of the schools involved stressed such

strategies. Staff indicated that it was difficult to  focus on academics because so many

students bring long lists of personal needs to school with them (1988). They felt that

in order for students to  achieve academically, they had to first become comfortable

with attending school, so the schools created programs that provided a variety and an

intensity of personal and support services for their students (1988). Los Angeles

provided the most intensive personal supports that included psychological and college

counseling and family therapy.

Peer counselors and faculty mentors provided an atmosphere of 
support within the school. Outreach counselors made home visits, 
helped students link up with community social-service agencies, 
provided tutoring and complemented these activities with monitoring of 
grades, attendance and behavior problems, (p. 8)

Ascher (1985) reported that "Hispanics are the youngest and fastest growing
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population in the nation" (p. 1). While the number of Hispanics enrolled in high 

school increased, the numbers completing high school decreased to the lowest of any 

other group. Figures indicated dropout rates for Hispanics as: "80 percent in New 

York, 70 percent in Chicago, 50 percent in Los Angeles, 32 percent in Miami and 23 

percent in San Antonio" (p. 1).

Ascher cited a lack of social supports and school-community ties as one of the 

reasons for the dropout rates and underachievement of Hispanics. The author 

further reported that the National Commission on Secondary Education for Hispanics 

visited schools across the country and found that the most successful schools for 

Hispanics were:

...those that had strong enduring links to the community they served 
and that encouraged - indeed required - that parents become partners 
in teaching and learning. These schools had strong, dedicated principals 
who created an atmosphere of high expectations for teachers and 
students. These were the schools that also had a number of Hispanic 
teachers and larger numbers of Hispanic adults in guidance, 
monitoring, and supervisory roles. They had close connections with the 
social service , health and recreational programs that serve their 
students and their families, (p. 2)

Outlined below are recommendations related to social supports and school- 

community ties for improving high school education for Hispanics as delineated by 

Ascher.

1. The number of in-school guidance counselors should be 
increased to  provide more sustained personal attention 
to students and their parents.

2. High school counselors should establish links with 
elementary and middle schools so that Hispanic students 
and their parents are made aware of career options and 
the academic requirements that relate to them before 
the students enter high school.

3. The organization of schools should be more flexible to 
increase students’ sense o f belonging and the opportunity 
to learn.
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4. Increasing the numbers of Hispanic teachers, 
administrators, and counselors should be a priority.

5. Hispanics from the community should be brought into 
the schools: to teach mini-courses and give lectures; to 
act as "grandparent monitors" in the halls; and 
throughprograms that serve both parents and students.

6. In inner-city schools where a large concentration of 
families confront an array of social and economic crises, 
the attendance-taking function of the homeroom teacher 
should be expanded to include monitoring the well-being 
of homeroom students and their parents.

7. Hispanic parents must be made to  feel welcome in the 
schools, and the schools must take responsibility for 
communicating with them, in Spanish if necessary, (p. 2)

Adult Education in the State of Michigan: An Historical Overview

In 1872, the Michigan Public School System began an organized evening 

school program. The classes were instituted in Grand Rapids and were designed to 

accommodate students who were unable to attend school during the normally 

prescribed hours of a regular school day from 8:00 a.m. - 3.00 p.m. (Columbus, 1978). 

This was the beginning of the Michigan Adult Education Program.

As the concept grew and became more of a reality in meeting the educational 

needs of students who experienced difficulty attending regular day school, the 

program expanded to several locations throughout the state.

The first adult education program in Detroit was established in 1875. Adult 

evening classes were set up as an experimental endeavor on November 1,1875, at the 

Trowbridge School Building (1978). Because the first endeavor proved to be very 

successful, another school was opened a few weeks later in the Abbott Street 

Building. "These schools were opened with the support of George W. Balch, 

President of the Board of Education, to aid young men and women who were
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constrained to work at an early age" (p. 6). In the Superintendent’s annual report on

evening schools for the 1875 school year, he wrote:

The two evening schools recently put in operation by the Board of 
Education have achieved a most gratifying success. They are meeting a 
want long and seriously felt by young persons who are unable to give 
any portion of the day to  school work. No students in the city are 
more manageable, earnest and industrious than those who assemble 
nightly at the Trowbridge and Abbott Street schools, and in no other 
schools is the progress of pupils more steady and satisfactory. The 
attendance also has been far more regular than was expected before 
the experiment was made. It is to  be hoped that the Board will have 
at its disposal next year the means for greatly enlarging an enterprise 
which promises so much to  a class eager for educational advantages.
(p. 6)

Table 7 summarizes attendance and enrollment for the Trowbridge and Abbot 

Street schools adult education evening classes.

Table 7

Evening Schools 
Enrollment and Attendance to  December 31,1875

Name of 
School

Whole
Number
Enrolled

Average
Number
Enrolled

Average
Attend
ance

Percent of 
Attend
ance

Number 
Belonging U 
Dec. 31,
1875

Trow
bridge
School

156 94 82 87 93

Abbott
Street
School

122 105 93 88 116

Total 278 199 175 88 209
Note. From C:olumbus, 1978, p. 6.

The Trowbridge School offered reading, writing, and arithmetic, and the cost 

per student was one dollar and forty-one cents. In 1882, a free system was instituted 

through which each student deposited one dollar as evidence of good intentions. 

Upon certification of good attendance, the dollar was returned to the student
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(Moehlman, 1974).

Trowbridge and Abbott Street Evening Schools were so successful and in such 

demand, that by 1895 nine schools offered evening programs with 49 teachers and 

710 students in attendance. The next ten years, because of economic pressures, saw 

no increase in evening school programs. The number of evening schools remained at 

nine, but the attendance decreased slightly. The number of students in attendance 

dropped to 689 (Columbus).

The Board of Education, in 1906, consolidated the night schools, public 

playgrounds, and ungraded schools in one department under the aegis of one 

director. By 1912, the number of schools offering evening programs had grown to 

thirteen with an enrollment of 4,372 (Columbus). Much of the increase in 

attendance of evening school can be attributed to the Alien Education Law enacted 

in 1906 by the Michigan Legislature which authorized "the Superintendent of Public 

Instruction along with the cooperation of the boards of school districts, to  provide for 

the education of aliens and native illiterates over the age of eighteen years" (p. 7), 

thus creating Americanization schools.

In April, 1913, Frank Cody became General Supervisor of Adult Education 

for the Detroit Public School System. He outlined the goals of adult education as:

1. To help the immigrant in the best possible manner to 
make his or her own adjustment to life in the United 
States;

2. To provide an opportunity to those whose education was 
interrupted for one reason or another to continue their 
studies;

3. To aid those who wish to advance in their chosen work 
or to make a change in their vocation;

4. To help those who wish to expand their cultural and
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time. (pp. 26-27)

Evening school programs continued to grow at a more rapid rate than ever before, 

indicated in Tables 8, 9, and 10.

Table 8

Enrollment of High Schools from 1914 - 1917

School 1914-15 1915-16 1916-17

Cass Technical 1,380 1,868 3,050

Central 1,710 1,357 2,238

Eastern 836 884 1,390

Northwestern 181 300 794

Western 603 505 747

Northeastern 645

Nordstrum 200

Total 4,710 4,914 9,064
Note. From Columbus. 1978. p. 8. 
% increase over 1914 -1 5  -- 92.2% 
% increase over 1915 -1 6  — 88.9%



Table 9

Enrollment Americanization Schools

School 1914-15 1915-16 1916-17 % increase over 
1914-15

% increase over 
1915-16

Bishop 683 526 371 -84.3 -40.9

Campbell 190 407 233 22.6 -74.6

Capron 154 180 250 62.3 38.8

Chaney 62 228 267.1

Dwyer 693 491 -41.1

Everett 318 493 332 4.4 -48.4

Ferry 261 225 -16.0

George 417 349 -19.4

Grensel 699 957 230 -203.9 ' -316.0

Logan 95 165 73.6

McMillan 310 597 307 -.9 -94.4

Majeske 712 270 -163.7

Newberry 429 738 208 -106.2 -254.8

Schipps 321 470 161 -99.3 -191.9

Sill 198 74 -167.5

Trowbridge 344 741 266 -29.3 -178.5

Franklin
Street
Settlement

61 350 108 77.0 -224.0

Totals 3309 7897 4268 21.6 -85.0
Note. From Columbus. 1978. p. 9.
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Table 10

Enrollment New Americanization Schools 1916-17

School Enrollment

Bellevue 108

Duffield 130

Ellis 183

Garfield 275

Lillibridge 315

McKinstry 184

Morley 193

Northeastern 148

Parke 162

Ross 76

The President of the Board of Education of Detroit, in his annual report for

the 1915 school year, stated:

During the past season we have maintained evening classes in fifteen 
elementary and five high schools for one hundred nights at an 
approximate cost of $73,000, and I am sure we could have operated 
them for two hundred nights, that is, for the entire year at a great 
advantage to the students and the city at large, if it had been 
financially possible. Seven more evening elementary schools and one 
more evening high school were opened this year than the previous 
year. The attendance in the evening elementary schools in September,
1915 was 6,778, an increase of 4,609 over the same period in 1914.
The attendance in the evening high schools in September, 1915 was 
much larger than the attendance in 1914 at the same time. (p. 28)

The major increase in evening school was attributed to the classes in

Americanization. Through the efforts of mass campaigning and publicity, vast

numbers of immigrants who were employed during the day were attracted to the

evening Americanization classes. In an attempt to improve instruction in the adult

education program, Frank Cody outlined several curricula and administrative
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innovations in his report on the evening schools for the 1915-16 year. His plan called

for changes and improvements that ranged from instruction to socialization, and thus

laid the cornerstone for the construction and paved the way toward what is known as

adult education in Michigan (1978).

Officially, community education had its beginning in 1935 in Flint,

...when C. S. Mott, a pioneer industrialist and philanthropist motivated 
by ideas of Frank J. Manley, head of the athletic department of 
Central High School, donated $6,000.00 to the Flint Board of 
Education to open programs at five elementary schools for after school 
and Saturday activities, (p. 31)

Manley felt that the educational system failed to be receptive to the pressing needs of

society in general, and more specifically, to the needs of the community. His

concerns were the use of the schools on a much wider basis than just daytime

instruction, the use of playgrounds on Saturdays and Sundays, and the use of the

schools by adults of all age groups for various instructional purposes.

Columbus stated,

Under Frank Manley’s direction and with the support of C.S. Mott, 
beginning with a demand for blueprint reading courses there was 
organized the beginning of what was to be one of the largest adult 
education programs in the United States with 64 classes offered in 
1940. (p. 31)

The Mott Adult Education Program was to realize a record enrollment of 

approximately 4,000 persons some ten years later, and by 1971, there were 

approximately 1,400 course offerings to approximately 90,000 adults.

The forties proved to be unique, and because of the war, adult education was 

affected in many ways. The demand was even greater than ever, and the services 

provided by adult education through the public schools were extended. During this 

time, several committees and/or councils were organized and several laws and/or bills 

were passed for the benefit of adult education.



"In 1941, a night high school credit program was put into operation which by

1971, had 10,414 adults registered and which also administered the General

Educational Development test for high school completion" (Beavers, 1972, p. 28). In

addition to that, in 1941, the Michigan Council on Adult Education was formed in an

advisory capacity for the purpose of aiding each community in developing programs

to adequately meet its own needs. The State Advisory Council on Citizenship

Education was formed as a subcommittee of the Michigan Council on Adult

Education to stimulate leadership at the state level in providing basic education

through the public schools for aliens preparing for naturalization. There were local

advisory citizenship committees that worked within each community. In 1945, the

Michigan Association for Public Adult and Community Education was founded.

Perhaps most important to the fate of adult education was the passage of

Section 9a of Public Act 175 (the basic law for adult education) in 1943. This act

authorized the boards of education of all school districts, except primary school

districts, to provide instruction for all adults, employ necessary teachers, and provide

necessary equipment. This law is presently identified as "Section 1293 of Public Act

451 of the New School Code of 1976" (Columbus, 1976, p. 41). This enactment was

the first of its kind giving boards of education legal authority to expand funds for

adult education. Prior to the passage of Section 9a of Public Act 175, the alien

education law of 1906 was the only other enactment related to adult education ever

passed by the state legislature.

In the Superintendent’s ninety-seventh report for the biennium 1941 - 
1943, his notes reflect the growing availability of secondary school 
classes for adults who had not been able to complete their high school 
courses thus offering educational opportunities to adults beyond the 
basic education curriculum offered in the past as part of the 
Americanization, naturalization and literacy programs, (p. 41)
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In January, 1944, the Michigan legislature held an extra session and 

appropriated $250,000.00 specifically for providing an experimental program in adult 

education, thus the Michigan Experimental Program in Adult Education may be 

described as:

Section 1. There is hereby appropriated from the general fund for the 
fiscal year ending June 30, 1945, the sum of $250,000.00 for the 
purpose of providing an experimental program in adult education.
Said appropriation shall be under the supervision of the superintendent 
of public instruction, by and with the consent of the governor and of 
an educational advisory committee of not more than 15 members to be 
appointed by the governor. The members of said advisory committee 
shall serve without compensation, but shall be entitled to actual and 
necessary expenses incurred in the performance of official duties.
(Elliot, 1944, p. 7)

The program was said to have three purposes which were:

1. To encourage and extend in communities, programs of adult education

through local boards of education;

2. To develop lay leadership for community service;

3. To analyze the methods used and evaluate the results obtained for the

derivation of guides for future program development.

Both youth and adults who were not enrolled as full-time regular day students 

in any schools were encouraged to participate in the program. There were five areas 

of life that were to be included in the program:

1. Social - Civic Education

2. Home and Family Living Education

3. Avocational and Cultural Education

4. Vocational and Occupational Education

5. Foundational Education.

A Director for each adult education program was essential to the execution of this
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experimental program. The program was very successful in that it proved to be a 

significant base from which community school programs in adult education began to 

develop throughout the state, and, therefore, it received funds for another two years. 

Additionally, in 1946, Sections 1019 -1021, Act 18 of the General School Laws were 

enacted, granting county boards of education permission to operate adult education 

programs under the auspices of the county Superintendent of Schools, contingent 

upon approval of the Superintendent of Public Instruction (Columbus).

In 1948, the first State Advisory Committee on Adult Education was 

established in Flint. This committee was to advise the Superintendent on the 

coordination of activities, set standards for the proper evaluation of programs, and 

provide guidance to groups wishing to contribute significantly to the formation of a 

permanent state program in adult education (1976). Also, in 1948, Frank Manley was 

appointed assistant superintendent of Flint schools, and with W. Fred Totten (Totten 

and Manley, 1970), they noted the following goals of a community program:

1. Make all learning experience relevant.

2. Help people realize their own potential for solving problems.

3. Help people establish self-confidence - - for many, this means to 

replace resignation with hope.

4. Harmonize the contributions to learning of all individuals and 

agencies in the community for total community education.

5. Enable each school facility to serve as a human development 

laboratory.

6. Create a home — school — community relationship and program which 

will enable each individual to have the best possible chance to (1) 

develop an adequate self-image, (2) establish appropriate life goals,
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and (3) build his personal traits and abilities to the highest possible 

degree.

7. Eliminate such barriers to social progress as selfishness, bigotry, 

prejudice, intolerance and indifference.

8. Raise the literacy level of people in the community.

The passage of the State Aid Act of 1948 was to have a great impact on adult 

education. The Act provided for "(1) a rate of reimbursement on the basis of 

equated full-time membership to those pupils over 21, and (2) no restrictions on the 

areas of learning" (Columbus, p. 52). Funds were allocated for a period of four years 

for the purpose of assisting public schools in maintaining adult education classes.

For the school year 1948 - 1949, 105 districts received funds; for 1949 - 1950, 135; 

for 1950 - 1951, 148; and for 1951 - 1952, 167 received funds. Tables 11 (Thurston, 

1949) and 12 (Thurston, 1952) outline the results of the program for the 1948 - 1949 

and 1951 - 1952 school years.
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Table 11

Results of the Program for the Academic Year 1948 - 1949

Area of Learning Number 
of Schools

Number of 
Parti

cipants

Area 1: Snecial Services: Examples: Adult 
counseling, community survey, program planners 
institutes, speakers bureau, services to lay groups, etc.

25 4,758

Area 2: Community Affairs: Examples: Intereroup 
understanding, civic improvement, school district 
reorganization, stream pollution, UNESCO, zoning, 
etc.

29 14,614

Area 3: Leadership Training: Examples: Discussion 
leadership, group dynamics, training lay leaders, in- 
service education of adult leaders, group process, etc.

26 2,469

Area 4: General Education: Examples: High school 
noncredit subjects, public speaking, economics, 
geography, literature, chemistry, history, civics, etc.

54 24,413

Area 5: Home and Familv Life: Examples: Marriage 
problems, child development, sex education, adolescent 
behavior, home management, consumer buying, 
yamcraft, millinery, etc.

70 34,727

Area 6: Music. Drama, and Fine Arts: Examples: 
Choral music, community band, radio script writing, 
creative design, sculpturing, music, art appreciation, 
opera, etc.

54 10,543
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Table 11 (Continued)

Area of Learning Number 
of Schools

Number of 
Parti

cipants

Area 7: Crafts and Avocations: Examples: Ceramics, 
plastics, photography, woodcraft, weaving, jewelry 
making, radio repair, hobby shop, fix-it-yourself, 
typewriting, etc.

92 37,735

Area 8: Recreational and Leisure Time: Examples: 
Folk Dancing, boxing, archery, bridge, flytying, 
swimming, etc.

23 6,852

Area 9: Workers Education: Examples: Historv of 
labor, economics, cooperatives, labor law, insurance, 
personnel management, collective bargaining, etc.

4 130

Area 10: Citizenship and Americanization: Examples: 
Preparation for citizenship, letterwriting, American 
history, civics, English, spelling, reading, penmanship, 
etc.

20 10,621

Totals 146,862
Note. From "To Add to the Stature of Mens* Minds'* by L.M, Thurston, 1949, 
Bulletin No. 3064, p. 7.



Table 12

Results of the Program for the Academic Year 1951-1952

Content Area No. of Courses 
Offered

Ck. Hrs. of Instruction Enrollment Sum of Actual 
Attendance Hours

Total Ave. Total Ave. Total Rank

Crafts and Avocations 1,232 39,574 32.1 27,081 21.9 644,051 1

High School Subjects 1,312 51,910 39.5 22,659 17.3 494,534 2

Elementary Subjects 478 19,369 40.3 11,214 23.5 358,611 3

Music,Drama, Fine Arts 554 14,670 26.4 13,266 17.2 228,173 4

Homecrafts 654 18,038 27.9 10,067 15.6 174,356 5

Recreation and Leisure Time 495 6,364 12.8 11,400 23.2 163,542 6

Americanization and Citizenship 134 5,717 42.6 3,193 23.8 83,513 7

Adult Driver Training 634 15,250 24.0 4,728 7.4 77,930 8

Workers Education Classes 210 6,154 29.3 4,030 19.2 75,408 9

Parent and Family Education 152 2,112 13.8 7.968 52.4 55,113 so
Leadership Training 146 2,817 19.3 2,994 20.5 39,274 11

National Defense 108 1,457 13.5 2,156 19.8 28,999 12



Table 12 (Continued)

Content Area No. of 
Courses 
Offered

Ck. Hrs. of Instruction Enrollment Sum of Actual 
Attendance Hours

Total Ave. Total Ave. Total Rank

Programs, Displaced Persons 48 1,847 38.4 1,124 23.4 28,872 13

Community Problems 65 977 15.0 2,584 39.7 22,668 14

International Affairs 23 258 11.2 1,163 50.5 11,592 15

State and National Affairs 20 353 17.6 3,195 159.7 11,173 16

Programs for the Aging 17 400 23.5 520 30.6 8,723 17

Adult Cbunseling Services 19 337 17.7 1,029 54.2 8,624 18

Older Youth Programs 9 272 30.2 217 24.1 5,301 19

Totals 6,301 187,876 29.8 130,588 20.7 2,520,458

^ote. From Thurston, (p. 4). 1952.
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A comparison of the two results indicated a decrease of 16,274 in total 

enrollment from 146,862 for the first year 1948-49 to 130,588 for the fourth year 

1951-52. In spite of the overall decrease, several content areas indicated an increase 

as well as a shift in interest and participation. Insufficient information regarding 

certain variables, such as sex, prevents the possibility of accurately or statistically 

explaining the shift.

In an article, Trends in Adult Education, published in Michigan Education 

Journal in 1942, during the war years, five areas of emphasis in adult education 

connected with war needs were presented as:

1. Adult elementary, for those with serious education lack or for 
aliens;

2. Vocational, for training of war workers;

3. Public affairs or socio-civic forums, for aid in properly 
understanding war aims;

4. Relational or family life education, to help families meet the terrific 
emotional strains wartime imposes; and

5. The avocational or recreational areas, to help the citizen ’escape’ 
even momentarily from war reality and thus stabilize him to a 
degree, (p. 154)

It, then, is apparent that adult education programs proved to be very 

significant to the people of Michigan during World War I and World War II, in that 

they found in the programs a practical response to what they thought was necessary 

to their lives.

The focus of adult education began to change in the fifties. New 

breakthroughs in medicine increased the average life span, and the number of people 

between the ages 40 - 50 rose sharply. Still another increase in the number of 60 - 65 

year olds retiring prompted the Superintendent, in his report for the biennium, 1954 -
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1956, to call for changes in adult education to meet the needs of these particular age 

groups.

Although adult education continued to grow in the fifties and sixties, the state 

legislature reduced its state aid from $300,000 annually to $200,000 for the years 

1957 - 1959 and finally completely eliminated the state aid for the year 1959 - 1960 

(Columbus). Upon the reduction and finally elimination of state aid, a committee on 

post-twelfth grade education was appointed to study the need for state support of 

adult education and to make recommendations. Six of those recommendations which 

were to be acted upon and to become realities in the next decade were:

1. Adult education in these times is so important that every 
community school district should provide comprehensive and 
diversified educational services for adults.

2. Adult education should be an integral part of the total community 
school educational program.

3. Every community school district board of education should provide 
a budget for adult education.

4. Public school adult education should receive the same ratio of 
financial support through state sources, based upon cost, as is 
provided for other phases of public education.

5. The long-range plans for financing adult education should 
anticipate, the day when the time-honored concept of equal 
educational opportunity will apply to adult education as it does to 
other phases of public school education.

6. State support should, in so far as is practical, include such 
equalizing factors as are applied to other educational services of the 
public schools, (p.61)

In 1954, the Michigan Council on Adult Education, organized in 1941, was dissolved

and the Adult Education Association of Michigan was established.

Columbus outlined several major accomplishments in adult education:
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A. State Board Responsibility for Adult Education

The Michigan Constitution of 1963 (Article VIII, Section 3) delegated the 
responsibility for the leadership and supervision of adult education to the 
State Board of Education. The effective date of this action was January 1, 
1964.

B. High School Completion

It was in 1964 when the Michigan State Legislature passed Public Act No. 
285, a landmark in the history of adult education in Michigan since this 
legislation in effect removed the age limitation for purposes of counting 
membership in the public schools for those adults working toward a high 
school diploma.

Public Act No. 285 stated: All pupils to be counted in membership shall 
be at least 5 years of age on December 1 and under 20 years of age on 
September 1 of the school year except that all pupils regularly enrolled 
and working toward a high school diploma may be counted in membership 
regardless of age.

The effect of this legislation was that for the first time in the history of the 
public schools in Michigan, those adults who were working toward a high 
school diploma through the public schools would be counted in the same 
manner as any other school pupil for the purposes of state aid to public 
school districts.

C. Adult Basic Education

It was in 1965 that the Michigan Department of Public Instruction first 
received federal funds for adult basic education under the Economic 
Opportunity Act of 1964.

In 1966 the adult education program was integrated into the elementary 
and secondary amendments of Sec. 306 of the Adult Education Act (Public 
Law 91-230 111).

A  state plan which was approved by the State Board of Education in 1966 
contains the operational policies and procedures for programs of adult 
basic education which are conducted by local and other educational 
agencies.

D. The G.E.D.

In 1968 the State Board of Education adopted the policy for issuance of 
high school diplomas and high school equivalency certificates based on the 
results of the G.E.D. (General Education Development) tests by local high 
schools and by the Michigan Department of Education and for the 
accrediting of educational experiences in the armed forces toward a
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diploma by local high schools. The effective date for the implementation 
of this policy was January 1, 1969. (pp. 62 - 63)

Table 13 summarizes total enrollment in defined subject areas by academic year for

the years 1951 - 1969, with the exception of the academic year of 1964 - 1965.



Table 13

A-20 Year Statistical Survey of Adult Education in Michigan

Subject Area
1951-1952* 1952-1953b 1953-1954° 1954-1955d

No. of 
Courses 
Offered

Total
Enroll
ment

No. of 
Courses 
Taught

Total
Enroll
ment

Total
Enrollment

No. of 
Schools 

Reporting

Total
Enroll
ment

Elementary Subjects for Adults 478 11,214 114 3,424 12 2,334

High School Subjects for Adults 1,312 22,659 1,610 31,241 29,882 148 36,979

Crafts and Avocations 1,232 27,081 1,219 20,618 39,393 147 40,648

Music, Drama & Fine Arts 554 13,266 583 11,907 12,739 80 14,281

Parent & Family Life Education 152 7,968 478 16,768 13,914 87 20,041

Community, State, National & 
International Affairs

108 6,942 155 10,673 12,606 44 13,836

Recreation Skills 495 11,400 209 10,374 48 13,717

Americanization & Citizenship 134 3,193 519 12,984 11,255 33 11,628



Table 13 (continued)

Subject Area 1951-1952“ 1952-1953b 1953-1954c 1954-1955d

No. of 
Courses 
Offered

Total
Enroll
ment

No. of 
Courses 
Taught

Total
Enroll
ment

Total
Enrollment

No. of 
Schools 

Reporting

Total
Enroll
ment

Health, Safety and Driver Education 634 4,728 719 5,675 7,488 127 7.644

Business and Commerical Education

Classical Education

Personal Development & Group 
Relationships including Leadership 
Training

165 4,023 226 6,026 4,985 65 6,173

Special Education
Note" From Michigan Public School General Adult Education 1951-52 (p. 41 
by Department of Public Instruction, 1952, Lansing, MI: Author.

b Note. From Educational Services for all Michigan Adults (p. 24) by C. L. Taylor, 1954, 
Lansing, MI: Department of Public Instruction.

c Note. From Michigan Department of Public Instruction 1953-1954 (p. 4), 1954.

d Note. From 1954-1955 (p. 4), 1955.



Table 13 (Continued)

Subject Area 1955-1956" 1956-1957£ 1957-1958® 1958-1959*’

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enroll
ment

Elementary Subjects for 
Adults

41 14,308 51 16,825 50 13,684 51 12,188

High School Subjects for 
Adults

71 20,396 76 28,688 91 28,641 94 31,510

Crafts and Avocations 164 32,430 182 30,414 163 35,577 151 41,690

Music, Drama & Fine Arts 92 86,515 94 22,648 89 15,685 93 17,982

Parent & Family Life 
Education

41 9,533 77 23,943 82 24,398 78 47,595

Community, State,
National & Intrntnl Affairs

30 10,523 53 18,982 39 9,813 41 14,964

Recreation Skills 67 15,820 84 18,550 86 19,571 90 23,689

Americanization & 
Citizenship



Table 13 continued)

Subject Area 1955-1956® 1956-1957f 1957-1958® 1958-1959"

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reportng

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enroll
ment

Health, Safety and Driver 
Education

175 17,910 151 15,099 157 18,259 132 12,978

Business and Commercial 
Education

161 24,798 185 31,276 183 29,541 152 32,428

Classical Education 20 1,225 31 1,726 27 1,286 30 2,412

Personal Development & 
Group Relationships incld 
Ldrshp Trng

57 6,589 20 2,157 23 1,456 19 3,400

Special Education 28 1,572 31 5,392 21 977 21 949
Note. From 1955-1956 (p. 4). 1956.

f Note. From 1956-1957 (p. 6), 1957. 

g Note. From 1957-1958 (p. 11), 1958. 

h Note. From 1958-1959 (p. 7), 1959.



Table 13 (Continued)

Subject Area 1959-1960' 1960-196F 1961-1962k 1962-19631

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enroll
ment

Elementary Subjects for 
Adults

36 9,265 39 10,253 20 5,966 22 4,440

High School Subjects 
for Adults

87 32,102 77 32,975 64 34,219 58 32,625

Crafts and Avocations 122 38,196 122 32,165 107 28,410 113 29,115

Music, Drama & Fine 
Arts

84 16,979 86 15,894 85 16,582 79 16,217

Parent & Family Life 
Education

63 48,289 68 52,526 74 58,501 67 61,179

Community, State, 
National & Intrntnl 
Affairs

31 8,076 33 10,339 30 9,489 28 9,151

Recreation Skills 87 23,430 92 28,608 97 28,051 91 28,250

Americanization & 
Citizenship

30 2,931 36 4,502

uto



Table 13 (Continued)

Subject Area 1959-1960' 1960-1961’ 1961-1962k 1962-1963'

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enrollment

No. of
Districts
Reporting

Total
Enroll
ment

Health, Safety and 
Driver Education

105 12,286 112 13,677 102 13,930 96 12,226

Business and 
Commercial Education

128 29,854 121 31,900 123 33,088 130 30,228

Classical Education 32 2,245 36 3,104 42 4,202 43 5,183

Personal Development 
& Group 
Relationships incld 
Ldrshp Trng

21 1,475 28 4,467 50 4,032 45 8,070

Special Education 22 795 24 2,416 19 1,332 18 1,181
1 N ote. From 1959-1960 (p. 51. I960.

’ Note. From 1960-1961 (p. 7), 1961. 

k Note. From 1961-1962 (p. 7), 1962. 

1 Note. From 1962-1963 (p. 7), 1963.



Table 13 (Continued)

Subject Area 1963-1964““ 1965-1966" 1966-1967° 1967-1968p

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

Elementary Subjects 
for Adults

24 5,188 31 5,961 57 15,260 70 15,468

High School Subjects 
for Adults

63 31,888 73 32,974 102 82,054 131 102,857

Crafts and Avocations 107 25,904 104 22,128 125 23,377 146 24,395

Music, Drama & Fine 
Arts

76 14,485 79 15,526 110 14,442 102 16,458

Parent & Family Life 
Education

70 51,615 71 19,655 97 32,514 44 14,310

Community, State, 
National & Intrntnl 
Affairs

17 13,149 28 11,756 42 31,178 57 25,435

Recreation Skills 83 24,934 80 18,794 113 32,127 114 30,190

Americanization & 
Citizenship

30 3,091 29 2,445 29 2,572 36 3,176



Table 13 (Continued)

Subject Area 1963-1964™ 1965-1966” 1966-1967° 1967-1968P

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

No. of
Districts
Reporting

Total
Enroll
ment

Health, Safety and Driver 
Education

88 11,153 84 9,726 112 10,149 127 18,182

Business and Commercial 
Education

117 27,318 126 27,277 142 31,989 185 36,764

Classical Education 37 3,995 33 2,086 46 4,732 51 6,343

Personal Development & 
Group Relationships 
incld Ldrshp Trng

44 5,970 43 6,166 51 8,912 56 7,909

Special Education
t?_ r/ra m rr~!—

16 1,178 9 1,053 13 763 21 728

1 Note. From 1965-1966 (p. 4), 1966. 

k Note. From 1966-1967 (p. 4), 1967. 

1 Note. From 1967-1968 (p. 4), 1968.

tvi
U l



Table 13 (Continued)

Subject Area 1968-1969“

No. of 
Districts 

Reporting

Total
Enrollment

Elementary Subjects for 
Adults

70 13,211 Includes Americanization: (1955 - 1956 through 1960-1961)

High School Subjects for 
Adults

136 101,363

Crafts and Avocations 164 22,318

Music, Drama & Fine Arts 94 14,404

Parent & Family Life 
Education

42 30,634

Community, State,
National & Intrntnl Affairs

59 12,892

Recreation Skills • 110 27,638

Americanization & 
Citizenship

40 2,764 Includes ESL: (1961 - 1962 through 1968 - 1969)



Table 13 (Continued)

Subject Area 1968-1969q

No. of 
Districts 

Reporting

Total
Enrollment

Health, Safety and Driver 
Education

112 16,378

Business and Commercial 
Education

171 32,921 (1955 - 1956 through 1968 - 1969 only)

Classical Education 51 8,207 (1955- 1956 through 1968 - 1969 only)

Personal Development & 
Group Relationships incld 
Ldrshp Trng

69 5,662

Special Education 14 2,010 (1955 - 1956 through 1968 - 1969 only)
q Note. From 1968-1969 (p. 41, 1969.
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For the 1970 - 1971 academic year, 18,671 persons were enrolled in adult basic 

education throughout the state. Of the above figure, 2,216 were completing grades 1 

- 3; 2,592 were completing grades 4 - 6 ,  and 2,276 were completing grades 7 - 8 .  

Throughout the state, there were 1,115 adult basic education classes (Columbus).

Special Projects funded by the Michigan Department of Education for 1970 - 

1971 were:

1. Special activities of project READ in Detroit including a special 
survey to determine the class dropout rate. Recruitment activities 
involving the use of television, local radio interviews and video 
taping. The development of an award-winning newspaper produced 
by ABE students.

2. ABE activities conducted as part of the Urban Adult Education 
Institute.

3. Special ABE activities which involved use of teaching methods built 
around individual technical activities such as diesel mechanics and 
sewing.

4. An ABE Center established through the medium of a community 
council.

5. Specific activities associated with a teacher training project called 
ENABLE which were carried out cooperatively with Michigan State 
University, (p. 81)

This same year, "5,187 high school equivalency certificates were issued to 

those who had qualified by passing the G.E.D. tests with scores equal to or exceeding 

those adopted by the State Board of Education" (p. 81).

The Adult Education Annual Report for March, 1972; August, 1974; and 

May, 1975 made the following observations:

1971 - 1972: There were 35,618 students enrolled in adult basic education of 

which 2,723 completed grades 1 - 4 ;  5,328 completed grades 5 - 8 ,  and 7,898 

completed grades 9 - 12. There were 1,248 daytime classes and 5,896 evening classes



59

in adult education. A total of 7,784 high school equivalency certificates were issued 

(1976).

1972 - 1973: A total of 42,990 students were enrolled throughout the state; 

4,041 students completed grades 1 - 4 ;  8,631 completed grades 5 - 8 ;  and 9,699 

completed grades 9 -12. There were 974 daytime classes and 2,993 evening classes. 

The number of G.E.D. certificates reached 8,673 (1976).

1973 - 1974: O f some 49,439 enrollees, 14,351 completed grades 1 - 4 ;  5,675 

completed grades 5 - 8 ;  and 4,124 completed grades 9 - 12. 1,728 daytime classes and 

3,034 evening classes were offered, with 10,350 high school equivalency certificates 

for the academic year. Several in-service training programs were held throughout the 

state with the following objectives:

(1) To develop proficiency in cultural pluralism;

(2) To strengthen the principles of individualized instruction;

(3) To improve courses taught by non-certified teachers;

(4) To emphasize team participation in all phases of planning and 

programming; and

(5) To train paraprofessionals to assist in the ABE programs.

1974 - 1975: Some 54,816 students were enrolled in adult basic education and 

high school completion classes, with 7,683 completing grades 1 - 4; 6,379 completed 

grades 5 - 8 ;  and 13,355 completed grades 9- 12 .  A total of 2,809 daytime classes 

and 9,879 evening classes were offered, and 15,000 students were issued high school 

equivalency certificates, through the G.E.D. program. Some accomplishments for this 

period include:

1. An effort to bring together local education agencies, social service 
agencies and employment agencies in order to identify and recruit 
adults in need of basic educational training;
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2. A special emphasis placed on providing opportunities to local 
education agencies to work with industry and social service 
organizations in locating persons who can benefit from basic 
training;

3. Technical assistance to local programs in order to provide an 
improved system of teaching basic skills to adults; and

4. A continued effort to provide evaluational service and the necessary 
guidance and counseling services to adults in ABE programs.
(p. 83)

1975 - 1976: The total number of students enrolled throughout the state for 

the academic year was a record 82,980. Of these, 6,102 completed grades 1 - 4 ;  9,112 

completed grades 5 - 8; and 19,736 completed grades 9 - 12. The number of daytime 

classes reached 3,726 and evening classes totaled 12,506, resulting in a record number 

16,232 classes offered for the academic year. Ten thousand high school equivalency 

certificates were issued to students who qualified by successfully passing the G.E.D. 

test.

The Michigan Department of Education (1971) continued its efforts in 

evaluation, planning, development of and technical assistance to adult basic and high 

school certification programs throughout the state (1978).

From the late seventies up to the present, adult education continued to 

expand at a phenomenal rate. Today, there is an even greater need for vocational 

training and retraining and for improved academic skills, thus forcing the Detroit 

Public Schools to provide more adult education programs. The Detroit Board of 

Education now boasts of hundreds of locations for adult education classes and 

programs throughout the city. It is interesting to note the following statistics 

published by the Detroit Public Schools in its Status Report on Adult Education in 

the Detroit Public Schools on January 20, 1981:

1. One out of every eleven teachers in the system is employed by the



Department of Adult Education.

2. One out of every six students in the system is a participant in 
programs offered by the Department of Adult Education.

3. One out of every three secondary credentials offered by the system 
is ultimately earned through a program offered by the Department 
of Adult Education.

4. The Department of Adult Education now offers more classes 
during the day and afternoon than in the evening.

5. The Department of Adult Education houses students in more 
locations throughout the city than the regular program for children 
and youth.

Presently, Detroit Public Schools Adult Education Department operates:

1. Six Adult Day Centers which provide academic courses in Adult 
Basic Education (ABE), General Education Development (GED),
High School Completion (HSC), and a variety of other programs;

2. Over 350 Outreach locations which provide General Education 
Development (GED) preparation and Self-Improvement courses;

3. Fifteen late Afternoon/Evening Career Centers which offer 
academic courses for high school completion as well as the 
following areas: general skills, technical, self-improvement, and 
service field training, business, construction field, and medical field; 
and

4. Four Vocational Technical Centers which offer career training 
courses in conjunction with other basic education programs offered 
at other sights for high school completion.

Many of the locations offer free babysitting services for children from ages 

3 - 1 1  years.

It is indeed interesting to note the development and progress of adult 

education programs. As society’s needs changed, so did adult education, and it has 

certainly served to provide educational training and retraining to the many students 

who might not otherwise have received such an opportunity for advancement.



CHAPTER 3 

Methodology

Design of the Study

This study used a non-experimental research design. No treatment was 

provided to the subjects. Random sampling of individual subjects was not used for 

this study because the researcher was using intact classrooms from both adult 

education programs and regular day school programs. Only two schools agreed to 

participate in the study; therefore, schools were not randomly selected.

Internal and external validity have usually been a threat to a research project. 

In this nonexperimental design, the threats to internal validity were minimized and 

were of little concern to the researcher. External validity was not a problem because 

no generalizations were made.

Students in adult education were compared with students in regular day 

school programs. To ensure consistency within the research, the classrooms selected 

were identical in course description and grade level. The course was also a core class 

required for high school completion.

Population

The population was composed of students enrolled in Detroit Public Schools. 

Both schools had the extended day program. Extended day programs have both 

regular day school classes which meet from 8:00 a.m. - 3:15 p.m. Monday - Friday, 

and adult education high school completion classes which meet from 3:15 - 10:00 p.m.
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Monday - Thursday. Detroit Public Schools received a written request for permission 

to use students from each program within the schools.

The subjects in this research were at least in the eleventh grade in the regular 

day school program. Those in the adult education program were taking an eleventh 

grade equivalent class, but there was no minimum grade requirement for them.

Sample

The schools used in this study were not selected at random because only two 

schools agreed to participate, and therefore, did not represent a sampling of each 

geographical region of the large urban area. City-wide course descriptions were 

examined to ensure consistency of content and grade level. Schedules at each school 

were reviewed to determine that the selected course was being offered in both 

programs. When more than one class within the school was being offered, one 

classroom was selected at random. There was no random selection of subjects within 

the classrooms in that participation in this research by individuals was voluntary.

Instruments

Three instruments were used in this study: the IP AT Anxiety Scale 

Questionnaire which measured anxiety; a demographic/support services questionnaire 

that assessed students’ knowledge of support services and a need/use questionnaire 

established to identify students’ need for and/or use of support services.

IP AT Anxiety Scale Questionnaire

The IPAT Anxiety Scale Questionnaire (Cattell, Scheier, and IPAT Staff) was 

chosen for the following reasons: (1) it is appropriate for either group or individual 

administration; (2) it includes 16PF factors of anxiety; (3) it takes approximately 

10 minutes to administer; (4) it requires only a seventh grade level in reading; (5)
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it has a reliability coefficient of .86 and a validity coefficient of .90; and (6) it is 

appropriate for the sample selected for this research.

Demographic/Support Services Awareness Questionnaire

This questionnaire included questions about sex, age, marital status, and grade 

level for purposes of identifying the sample. Additional questions were asked 

regarding the students’ awareness of support services available in their individual 

schools. The adult education students were asked why they were enrolled in the 

adult education program. Their responses were used for information purposes.

Support Services Need/Use Questionnaire

This questionnaire was used to establish students’ need for and/or use of 

student support services. The Demographic/Support Services Awareness and 

Need/Use Questionnaires were not tested for validity and reliability. A 

questionnaire pertaining to demographic variables with a support service awareness 

assessment was administered to each class at the same time as the IPAT Anxiety 

Scale Questionnaire (ASQ). This questionnaire was a short, objective instrument. It 

did not require formal validity and reliability testing.

A third instrument was administered to determine past, present and possible 

future need for and/or use of student support services. This instrument was used to 

determine if a need for student support services existed in the adult education 

program.

All three instruments were administered during the week of February 4, 1991, 

which was the third week of the second semester of classes. The total time needed 

to complete the questionnaires did not exceed twenty minutes. The researcher 

collected the instruments after completion by students.
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Hypotheses

There is a need for student support services for students enrolled in adult 

education programs leading to high school completion of either academic or 

vocational requirements. This research attempted to answer the following 

hypotheses:

I. H0: The level of anxiety experienced by regular high school students

is the same as the level of anxiety experienced by adult 

education students.

H,: The level of anxiety experienced by regular high school students

is different from the level of anxiety experienced by adult 

education students.

II. HQ: The level of anxiety experienced by males enrolled in adult

education is the same as the level of anxiety experienced by 

females enrolled in adult education.

Ht: The level of anxiety experienced by males enrolled in adult

education is different from the level of anxiety experienced by 

females enrolled in adult education.

III. H0: There is no significant interaction effect between sex and

education for anxiety.

H t: There is a significant interaction effect between sex and

education for anxiety.

Variables

The variables that were analyzed in this study were the scores on the Anxiety 

Scale Questionnaire (ASQ) and the results from the demographic questionnaire and
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the need/use questionnaire. The scores on the ASQ were dependent and the 

demographics were independent.

Data Collection

Following is a summaiy of the activities followed in collecting the research 

data. A letter requesting permission to conduct the study was sent to Detroit Public 

Schools. Permission was granted by only two extended day school programs for the 

study. These schools did not represent all of the geographic areas in the Detroit 

Public Schools. Anonymity of subjects in this study was assured by the researcher 

through the use of coding. All information presented in the findings were in 

aggregate form. No information on individuals was used. Participation in this study 

was voluntary. All proper releases were obtained from the students prior to testing.

All research instruments were administered during the third week of classes of 

the second semester. The classroom instructor was asked to administer the 

instruments on the same day. The researcher met with the instructors and provided 

directions to ensure consistency in providing instructions and overseeing completion 

of the instruments. The researcher collected the instruments following their 

completion.

All data were coded by program and school. SPSS, PC+, ver 4.0 was used to 

analyze the data.

Data Analysis

Analysis of the data included frequency tables, both overall and by selected 

groups on demographic variables, to describe samples and to show that they were 

representative of the population. To test the hypotheses, t-tests and analysis of 

variance (ANOVA) were performed with the anxiety measure as the dependent
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variable and selected demographic variables as the independent. Multiple regression 

analysis was performed to develop a predictive equation to help target students with 

high anxiety levels and to refer them to appropriate student support services.



Chapter 4 

Results of Data Analyses

Findings

Findings resulting from the statistical analyses performed on data collected 

from adult education students enrolled in high school completion courses and regular 

day school students are presented in this chapter. The first part presents the results 

of the descriptive statistical analysis, while part two presents results of the inferential 

statistical analysis relative to the hypotheses.

Descriptive Analysis

Contingency tables are used to record the demographic variables reported by 

the participants. The respondents are separated in the tables based on the type of 

educational program in which they were enrolled at the time of the research. Each 

table represents a separate set of variables. Some variables are unique to the adult 

education respondents as reported in the appropriate tables.

Table 14 presents the groups by sex. Each respondent was asked to indicate 

his/her sex.

68
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Table 14

Sex by Regular Education and
Adult Education Participants

Sex Res Ed Percent Ad Ed Percent Total Percent

Male 24 20.0 46 30.7 70 25.9

Female 96 80.0 104 69.3 200 74.1

Total 120 100.0 150 100.0 270 100.0

The results indicated that more female than male students in the study were 

enrolled in each program. From the data gathered on the participants, the males in 

the adult education program outnumber the males in the regular education program 

by approximately 2 to 1.

Table 15 presents the marital status of the sample.

Table 15

Marital Status of Regular Education and 
Adult Education Participants

Mar Status Res Ed Percent Ad Ed Percent Total Percent

Single 119 99.2 95 63.3 214 89.5

Married 1 .8 24 16.0 25 10.5

Total 120 100.0 119 79.3 239 100.0

Of the sample, a total of 10% of the students from both programs was 

married. Thirty-one of the participants enrolled in the adult education program did 

not respond to the question regarding marital status.

The students were asked to indicate the number of children they had. The 

results are recorded in Table 16.
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Table 16

Number of Children For Regular Education
And Adult Education Participants

Number of 
Children

Regular
Ed

Percent Adult
Ed

Percent Total Percent

0 94 78.3 96 64.0 190 70.4

1 20 16.7 20 13.3 40 14.8

2 6 5.0 19 12.7 25 9.3

3 0 0.0 5 3.3 5 1.9

4 0 0.0 10 6.7 10 3.7

Total 120 100.0 150 100.0 270 100.0

More than 16% of the participants in the regular education day school 

program and 13% of the adult education participants reported they had only one 

child, while 78% of the regular education and 64% of the adult education students 

indicated they had no children. Three percent of the adult education students had 

three children, while more than 6% had four children.

Students were then asked to indicate if they were employed. Table 17 

presents the responses.
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Table 17

Employment Status of Regular Education
and Adult Education Participants

Employment Regular
Ed

Percent Adult
Ed

Percent Total Percent

Yes 62 51.7 81 54.0 143 54.0

No 58 48.3 64 42.7 122 46.0

Total 120 100.0 145 96.7 265 100.0

Relative to employment status, 54% of the adult education students indicated 

yes for employment, and 51% of the regular education day school students indicated 

yes. Forty-eight percent of the regular education day school students and 43% of the 

adult education students were unemployed. Five of the adult education students did 

not respond to the question.

There were several variables unique to the adult education sample. This 

group was asked to respond to items that pertained specifically to the adult education 

program. The first of these analyses included reasons for dropping out of school 

and/or why they were enrolled in adult education. The results are presented in Table 

18. Each reason is reported independently.
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Table 18

Reasons The Students Were Enrolled in the 
Adult Education Program

Reason Enrolled 
In Adult Education

Adult Education Students Percent

Dropped out of School 65 43.3

Poor Attendance 64 42.7

Financial Problems 11 7.3

Job Training 20 13.3

Poor Grades 85 56.7

Family Problems 36 24.0

Self Improvement 63 42.0

Social Interaction 10 6.7

Other 19 12.7

Participants were asked to respond to the statement, "I am enrolled in

adult education because I..." The majority of the adult education students (57%) 

indicated they were enrolled in the adult education program because they had poor 

grades in regular day school, followed by dropped out of high school (43%), poor 

attendance (43%), and self improvement (42%). Financial problems and social 

interaction were not priority reasons for enrolling in adult education as indicated by 

the low percentage (7%) for each. The participants were allowed to provide more 

than one answer which explains why the total number of responses exceeds the 

number of participants.

The next set of variables is related to the respondents’ awareness of student 

support services offered in their individual educational programs. All participants 

were asked if their school offered specific student support services. The results are 

reported in Table 19.



Table 19

Students’ Awareness of Student Support Services

Regular Education Adult Education
Type of Service Yes % N % Unknown % Yes % No % Unknown %

Psychologist 80 66.7 20 16.7 20 16.7 - - — 40 26.7 110 73.3

Social
Worker

8 5.0 25 20.8 87 72.5 — — 35 23.3 115 76.7

Counselor 120 100.0 „ — — — 74 49.3 — — 76 50.7

Speech/Hear
ing
Consultant

37 30.8 12 10.0 71 59.2 " — 42 28.0 108 72.0

Learning
Disabilities
Consultant

71 59.2 8 5.0 41 34.2 — 44 29.3 106 70.7

Nurse 45 37.5 20 16.7 55 45.8 1 0.7 40 26.7 109 72.7

Reading
Specialist

75 62.5 2 1.7 43 35.8 1 0.7 34 22.7 115 76.7

Math
Specialist

78 65.0 2 1.7 40 33.4 — — 39 26.0 m 74.0

Tutorial
Services

116 96.7 — — 4 3.3 — — 39 26.0 111 74.0
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The response to students’ awareness of counseling services was either yes or 

unknown. Forty-nine percent of the adult education students indicated yes, while 

51% indicated unknown; 100% of the regular education day school students indicated 

yes.

For all of the variables except three, counselor (49%), nurse (.7%), and 

reading specialist (.7%), the adult education students responded either no or 

unknown. Regular education day school students indicated some awareness of every 

support service, with the highest percentage (100%) for counselor and the lowest 

(5%) for social worker. All of the students were most aware of counseling services.

In all cases, the majority response for adult education students was unknown.

All of the participants were asked to respond to the statement,"I now need, 

have needed in the past, or I might need in the future...” The results of the 

responses are reported in Table 20.



Table 20

Students’ Need of Student Support Services

Regular Education Adult Education
Type of Service Yes % No % Yes % No %

Psychologist 30 25.0 90 75.0 32 21.3 118 78.7

Social Worker 78 65.0 42 35.0 90 60.0 60 40.0

Counselor 100 83.3 20 16.7 125 83.3 25 16.7

Speech/Hearing
Consultant

10 8.3 110 91.7 21 14.0 129 86.0

Learning
Disabilities
Consultant

6 5.0 114 95.0 25 16.7 125 83.3

Nurse 34 28.3 86 71.7 50 33.3 100 66.7

Reading
Specialist

32 26.7 88 73.3 88 58.7 62 41.3

Math Specialist 50 41.7 70 58.3 98 65.3 52 34.7

Tutorial
Services

66 55.0 54 45.0 93 62.0 57 38.0
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All of the participants indicated some need for each support service. The 

regular education day school students reported counselor as the greatest need (83%), 

followed by social worker (65%), tutorial services (55%), and math specialist (42%). 

The remaining support services, though needed, were not ranked as high priority.

As with the regular education day school students, the adult education 

students also indicated some need for each support service. They reported counselor 

as their greatest need (83%), followed by math specialist (65%), tutorial services 

(62%), social worker (60%), and reading specialist (59%). Of the remaining support 

services, the adult education students indicated their need for nurse (33%), 

psychologist (21%), learning disabilities consultant (17%), and speech/hearing 

consultant (14%).

Results of the last set of variables to which students were asked to respond 

are reported in Table 21. They were all requested to respond to the statement, "I 

have used the following support services..."



Table 21

Students’ Use of Student Support Services

Regular Education Adult Education
Type of Service Yes % No % Yes % No %

Psychologist 5 4.2 115 95.8 — — 150 100.0

Social Worker 69 57.5 51 42.5 — — 150 100.0

Counselor 105 87.5 15 12.5 37 24.7 113 75.3

Speech/Hearing
Consultant

11 9.2 109 90.8 — — 150 100.0

Learning
Disabilities
Consultant

3 2.5 117 97.5 — — 150 100.0

Nurse 35 29.2 85 70.8 - - — 150 100.0

Reading
Specialist

27 22.5 93 77.5 — — 150 100.0

Math Specialist 35 29.2 85 70.8 — — 150 100.0

Tutorial Services 63 52.5 57 47.5 — — 150 100.0
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As reported in Table 21, the adult education students indicated no use of any 

of the student support services except one. Relative to counseling services, 87% of 

the regular education day school students and 25% of the adult education students 

indicated use of a counselor, while 12% of the regular education students and 75% of 

the adult education students reported no use of counseling services. Responses of 

regular education day school students varied from 2% to 57% for yes and from 12% 

to 97% for no in reference to the remaining variables.

Table 22 presents the mean age of the students.

Table 22

Mean Age O f Students

Group Mean Age Standard Deviation

Regular Students 17.11 .71

Adult Education 25.55 1.77

Entire Population 21.80 9.06

Both groups were asked to indicate their ages. At the time of the study, the 

mean age of the regular education participants was 17.11 and 25.54 for adult 

education students. The mean age for the entire population was 21.78 as reflected in 

Table 22.

Table 23 reports the frequencies by grade of participants in both groups.



Table 23 

Frequencies by Grade

Regular Adult
Group Education Percent Education Percent Total Percent

9 — — 40 26.7 40 14.8

10 — — 30 20.0 30 11.1

11 70 58.3 25 16.7 95 35.2

12 50 41.7 55 36.7 105 38.9

- j
vO
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The majority of the regular education day school students (58%) indicated 

they were in the eleventh grade, while the majority of the adult education students 

(36%) indicated they were in the twelfth grade.

Table 24 presents the mean years between high school and adult education for 

the adult education participants in the study.

Table 24

Mean Years Between High School and Adult Education

Group________________ Mean_________ Standard Deviation

Adult Education________7.51___________ 10.34___________

Years between high school and adult education was unique to the adult 

education population only. The mean for years between high school and adult 

education was 7.51.

The second component of Chapter 4 presents the results of the inferential tests 

used to make decisions on the hypotheses. Each hypothesis is addressed 

independently.

Hypothesis One.

The level of anxiety experienced by regular high school students is the same as 

the level of anxiety experienced by adult education students. This hypothesis was 

tested using a t-test for two independent samples. The groups tested were the 

regular high school students and adult education students. The dependent measures 

used for this hypothesis were the scores on the composite and two subscales of the 

IPAT Anxiety Scale. Raw scores were used to measure this variable. The results of 

the t-test are shown in Table 25.
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Table 25

t-Test for Two Independent Samples 
for the Anxiety Scales by Group Membership

Group Membership

Anxiety
Scale

Regular Education 
n x s

Adult Education 
n x s DF

t
value

Prob 
of t

Covert 120 9.50 4.01 150 15.03 1.48 268 -15.68 *

Overt 120 9.93 4.21 150 15.27 2.33 268 -13.20 *

Composite 120 19.43 7.88 150 30.33 2.77 268 -15.72 *

*P<.05

The results of the t-test for the two independent samples for the composite score 

and the two subscales provided statistically significant results. The covert subscale 

achieved a t-value of -15.68 which was statistically significant at an alpha level of .05 

with 268 degrees of freedom. The mean for the regular high school students was 9.50 

with a standard deviation of 4.01 which compared to the mean score of 15.03 

(s=1.48) for the adult education students. The overt subscale provided a t-value of 

-13.20 which was also statistically significant at an alpha level of .05 with 268 degrees 

of freedom. The mean of the regular high school students was 9.93 (s=4.21) while 

the mean of the adult education students was 15.27 (s=2.33). The t-test for the 

composite score provided similar results with a t-value of -15.72 which was statistically 

significant at an alpha level of .05 with 268 degrees of freedom. The mean for the 

regular education high school students of 19.43 (s=7.88) was lower than the mean for 

the adult education students of 30.33 (s=2.77). These results indicated that the two 

groups had significantly different levels of both covert and overt anxiety. These 

findings lead to the rejection of the null hypothesis.
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Hypothesis Two.

The level of anxiety experienced by males enrolled in adult education is the 

same as the level of anxiety experienced by females enrolled in adult education. This 

hypothesis was tested by using a t-test for two independent samples. The adult 

education students were divided into two groups by gender and their scores on the 

composite and covert and overt subscales of the IP AT Anxiety Scale were used to 

determine if differences existed between the males and females. The results of this 

analysis are presented in Table 26.

Table 26

t-Test for Gender 
on the Anxiety Scale

Adult Education

Anxiety
Scale n

Males
X s

Females 
n  x s DF

t
value

Prob 
of t

Covert 46 14.85 1.67 104 15.12 1.38 148 -1.02

Overt 46 15.76 2.10 104 15.05 2.40 148 1.74

Composite 46 30.61 3.32 104 30.16 2.49 148 0.91

The results of the analysis using the t-test for two independent samples with 

adult education students by gender failed to achieve any statistically significant 

differences on either of the two subscales or the composite of the IPAT Anxiety 

Scale. These results indicate that the males and females in adult education did not 

differ in levels of anxiety. As a result of these findings, the null hypothesis of no 

difference between the males and females is retained.

Hypothesis Three.

There is no significant interaction between gender and type of educational 

program for anxiety. In order to test this hypothesis, a 2 X 2 factorial analysis of
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variance procedure was performed Gender and Type of Educational Program were

the two independent variables and scores on the composite and each of the two

subscales of the IPAT Anxiety Scale were used as the dependent variables. The

results of the analysis for the covert subscale are shown in Table 27.

Table 27

Analysis of Variance of 
Covert Subscale of IPAT Anxiety Scale by 

Type of Educational Program and Gender of Student

Source of 
Variation

Sum of 
Squares

Degrees of 
Freedom

Mean
Square

F
Ratio

Prob 
of F

Main Effects 
Program 2034.97 1 2034.97 242.74 *

Gender 4.72 1 4.72 .56

Interaction 
Program X 
Gender .11 1 .11 .01

Residual 2230.00 266 8.38

Total 4276.02 269
* p <.05

The F ratio of 242.74 for the Type of Program yielded a statistically significant 

result at an alpha level of .05 with 1 and 266 degrees of freedom. The F ratio for 

Gender of .56 was not statistically significant which indicated that males and females, 

regardless of the program, did not experience significantly different levels of anxiety. 

The Interaction Between Type of Program and Gender of the student yielded an F 

ratio of .01 which was not statistically significant at an alpha level of .05 with 1 and 

266 degrees of freedom. This result indicated that scores on the covert subscaie of 

the IPAT Anxiety Scale did not differ based on the Gender or Type of Program of 

the student.

The overt subscale was tested in a similar manner. The Gender and 

Educational Program of the student were used as independent variables and the
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scores on the overt subscale of the IPAT Anxiety Scale were used as the dependent

variable. The results of this analysis are shown in Table 28.

Table 28

Analysis of Variance of 
Overt Subscale of IPAT Anxiety Scale by 

Type of Educational Program and Gender of Student

Source of 
Variation

Sum of 
Squares

Degrees
of
Freedom

Mean
Square

F
Ratio

Prob
of

Main
Effects

Program 1854.93 1 1854.93 170.66 *
Gender 1.71 1 1.71 .16

Interaction 
Program X 
Gender 23.85 1 23.85 2.19

Residual 2891.24 266 10.87

Total 4813.10 269
*p<..05

The analysis of variance for the overt subscale of the IPAT Anxiety subscale 

provided similar findings as that of the covert subscale. The F ratio of 170.66 for 

type of program was statistically significant at an alpha level of .05 with 1 and 266 

degrees of freedom. The F ratio of .16 for Gender was not statistically significant at 

an alpha level of .05 with 1 and 266 degrees of freedom. The Interaction Between 

Program and Gender yielded an F ratio of 2.19 which was not statistically significant 

at an alpha level of .05 with 1 and 266 degrees of freedom. These results indicated 

that there was a statistically significant difference between the Type of Program but 

no difference for Gender of student or the Interaction Between the Type of Program 

and the Gender of the student.

The composite scores on the IPAT Anxiety Scale were used as the dependent
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variable with the Type of Program and Gender of the students as the independent 

variables in the analysis of variance statistical procedure. The results of this analysis 

are shown in Table 29.

Table 29

Analysis of Variance of 
Composite Scores of IPAT Anxiety Scale by 

Type of Educational Program and Gender of Student

Source of 
Variation

Sum of 
Squares

Degrees
of
Freedom

Mean
Square

F
Ratio

Prob
of

Main
Effects

Program
Gender

7775.63
.75

1
1

7775.63
.75

243.02
.02

*

Interaction
Program

X
Gender

27.25 1 27.25 .85

Residual 8510.97 266 32.00

Total 16411.26 269
*p<.05-----------------------------------------------------------------------------------------------------

The F ratio of 243.82 for Type of Program was statistically significant at an 

alpha level of .05 with 1 and 266 degrees of freedom. The F ratio of .02 for Gender 

was not statistically significant at an alpha level of .05 with 1 and 266 degrees of 

freedom. The F ratio of .85 for the Interaction Between Type of Program and 

Gender was also not statistically significant at an alpha level of .05 with 1 and 266 

degrees of freedom. This result indicated that scores on the IPAT Anxiety Scale 

differed by the Type of Program but not for either Gender or for the Interaction 

Between Gender and Type of Program.

As a result of the nonsignificant findings for the composite and subscales of



the IPAT Anxiety Scale, the hypothesis of no Interaction Between Type of Program 

and Gender of student is retained. While the level of anxiety was different for the 

Type of Program, there was no difference between the Type of Program and Gender 

of the student.

Other Findings

In order to determine if a regression equation could be developed to predict 

which students in the adult education programs would be likely to experience high 

levels of anxiety and should be referred for support services, a multiple linear 

regression statistical analysis was performed. Each subscale of anxiety, covert and 

overt, was used as a dependent variable in a separate analysis. The independent 

variables used for this study included Gender, Marital Status, Number of Children, 

Years Since High School, Employment Status, and Reasons for not Completing High 

School. All categorical variables were recoded using dummy coding for use in the 

regression analyses. A stepwise method was used in the analyses. The results for 

covert anxiety are presented in Table 30.
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Table 30

Multiple Regression Analysis 
Covert Anxiety

Independent
Variable

b
Weight

Beta
Weight

t
Value

Sig of 
t

Self Improvement .50 .18 2.11 *

Number of Children -1.10 -.94 -8.49 *

Years Between High School 
and Adult Education .07 .57 6.93 *

Poor Grades 1.99 .70 7.11 *

Family Problems 1.38 .45 5.14 *

Dropped Out of School .36 .12 1.73

Gender of Student .74 .23 3.13 *

Employment Status -1.02 -.35 -4.54 *

Financial Problems -1.59 -.31 -3.53 *

Poor Attendance -1.26 -.44 -3.92 *

Social Interaction -1.29 -.25 -3.32 *

Job Training .70 .18 2.19 *

Other i 00 to -.19 -2.05 *

F Ratio 14.79* DF = 13/105 Multiple R = .80 R2 = .65

*p<.05

The regression analysis indicated that several variables were accounting for a 

significant amount of variation in covert anxiety. The multiple R of .80 demonstrated 

a high correlation between the dependent and independent variables. The R2 of .65 

indicated that 65% of the variation in covert anxiety was explained by the 

independent variables. The variables shown in the table are considered predictors of 

covert anxiety. All of these variables were statistically significant with the exception



88

of Dropped Out of School as a Reasons for Being Enrolled in Adult Education.

The variables that seemed to be contributing most to the significant result were the 

Number of Children (Beta=-.94), Poor Grades as a Reason for Being Enrolled in 

Adult Education (Beta=.70), Number of Years Between High School and Adult 

Education (Beta=.57), Family Problems as a Reason for Being Enrolled in Adult 

Education (Beta=.45), Poor Attendance as a Reason for Being Enrolled in Adult 

Education (Beta=-.44), and Employment Status (Beta=-.35). The other Beta weights 

were significant but were not contributing as much to the significance of the findings. 

The predictive equation should include all thirteen variables that were determined to 

be significant predictors of covert anxiety in adult education students. The students 

with a high predicted score on the covert scale of the IPAT Anxiety Scale should be 

considered for referral to support services.

The same type of analysis was performed to determine if a predictive equation 

could be developed for the overt subscale. The results of this analysis are included in 

Table 31.

Table 31 
Multiple Regression Analysis 

Overt Anxiety

Independent
Variable

b
Weight

Beta
Weight

t
Value

Sig of 
t

Self Improvement 1.10 .25 3.08 *

Years Between High School 
and Adult Education .07 .33 4.48 *

Dropped Out of School 1.04 .24 3.12 *

Social Interaction 1.80 .23 2.94 *

F Ratio 17.70* DF = 4/114 Multiple R = .62 R2 = .38

*p<.05



The results of the multiple regression analysis showed four of the independent 

variables collectively achieved statistical significance as predictors of overt anxiety. 

These variables had a multiple R of .62 which was a moderate amount of correlation 

among the predictors. The R2 of .38 indicated that 38% of the variation in overt 

anxiety was explained by the four independent variables that achieved statistical 

significance. These variables, Years Between High School and Adult Education 

(Beta=.33), Self Improvement as a Reason for Being Enrolled in Adult Education 

(Beta=.25), Dropped Out of School as a Reason for Being Enrolled in Adult 

Education (Beta=.24), and Social Interaction as a Reason for Being Enrolled in 

Adult Education (Beta=.23) provide the basis for predicting which adult education 

students should be considered for referral for support services in an attempt to 

maximize the educational experience for these students.



CHAPTER 5 

Summary, Conclusions, and Recommendations 

Adult education is a viable option for those students in the Detroit Public 

Schools who are unable to complete their requirements for graduation in a regular 

day school program and for adults who return after a prolonged absence for 

academic and/or vocational reasons. Adult education students enrolled for high 

school completion differ from regular day school students and may have a tendency 

to experience higher levels of anxiety.

The purpose of this dissertation was to determine if the level of anxiety 

experienced by individuals enrolled in adult education differed from the level of 

anxiety experienced by students enrolled in a regular day school. Some of these 

student support services were available for students enrolled in regular day school 

education programs. The only support service available to adult education students 

was counseling which included job placement in certain selected centers.

The Spence learning theory (1956), used as the theoretical base, contended 

that some level of anxiety was highly essential in that it served as a drive relative to 

an individual’s arousal state. On the other hand, if the anxiety level was high, 

"behavior would become too variable and unreliable because great effort would be 

expended on reducing the unpleasant state" (Frankel, 1982, p. 5). Students with high 

anxiety tend to exhibit unstable behavior patterns, so efforts should be made to limit 

the level of anxiety to achieve optimal learning (Frankel, 1982).

Chapter One of this research proposed to compare the level of anxiety

90
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between regular day high school students and adult education students to determine 

if a need for student support services exhisted in the adult education program. A 

study was completed comparing the anxiety level of high school students in a regular 

day school program with adult education students enrolled in high school completion 

courses.

The researcher theorized that there is a need for student support sendees for 

students enrolled in adult education programs leading to high school completion of 

either academic or vocational requirements. This research attempted to answer the 

following hypotheses:

I. H„: The level of anxiety experienced by regular high school students

is the same as the level of anxiety experienced by adult 

education students.

Hx: The level of anxiety experienced by regular high school students

is different from the level of anxiety experienced by adult 

education students.

II. H0: The level of anxiety experienced by males enrolled in adult

education is the same as the level of anxiety experienced by 

females enrolled in adult education.

H l: The level of anxiety experienced by males enrolled in adult

education is different from the level of anxiety experienced by 

females enrolled in adult education.

III. H0: There is no significant interaction effect between sex and

education for anxiety.

Ht: There is a significant interaction effect between sex and

education for anxiety.
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This study was important in order to determine the need for student support 

services in the adult education program. Prior to this, no such research had been 

done in the Detroit Public Schools System. Additionally, with the rapid growth of 

adult education, there is a need to plan for a comprehensive program that includes 

social support programs as well as academic coursework.

This research was limited to the Detroit Public Schools where the study was 

conducted. Further, it did not attempt to predict success or achievement of 

individuals enrolled in either program; also, it did not attempt to evaluate an 

individual adult education program and make recommendations for any restructuring 

of existing programs except as delineated in the statement of the problem.

Chapter Two presented a review of related literature. Cattell and Scheier’s 

IPAT Anxiety Scale (1976) was used to measure the anxiety level of the sample in 

both groups. The 40-item scale, first published in 1957, was revised in 1976 to keep 

up to date and improve clarity of wording; however, extreme caution was taken to 

avoid drastic changes that would create a new scale "under the guise of an old one" 

(McReynolds, 1978, p. 582). Additionally, the authors made "experimental 

comparisons of old and new formats" (Krug, et al., 1956, p. 6) of the scale to ensure 

that the "changes had no impact on the existing norm tables" (p. 6). The IPAT 

Anxiety Scale has a reliability coefficient of .86 and a validity coefficient of .90. 

According to Krug, et al. (1976), "research findings indicate the ratio of overt to 

covert anxiety has proved predictive in a variety of situations" (p. 5).

Schwab and Iverson (1964), using the Anxiety Scale Questionnaire to 

determine high-and-low anxious subjects, found that high anxiety seemed to obstruct 

an individual’s ability to integrate cognitive skills. Chedekel (1971) conducted a study 

using a group of ninth-grade boys and concluded that, compared to the low anxious,
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the highly anxious ones were more likly to become drop outs. Derrick’s findings

(1971) from his work with a group of 107 male British undergraduates, with respect

to low-anxious subjects support Chedekel’s contention. "Levitt, Lubin, and DeWitt

(1971) found that nursing students who were relatively higher on overt rather than

covert anxiety were more likely to drop out of school" (Krug, et al., 1976, p. 62).

Research indicated that adult education students enrolled in courses for credit

tended to experience anxiety. According to Weare (1984), anxiety in students

enrolled in adult education programs was caused by "recalling information, supplying

ideas, budgeting time, lack of confidence, poor scoring, and grading practices" (p. 3).

Frankel (1982) contended that adults who return to school after a prolonged period

of time share the characteristic of a high level of anxiety initiated and elevated by the

perception of competition with younger students as well as with past performance,

and with the threat of adequate function of study skills and the absorption of new

and specific information. Other researchers attributed much of the anxiety

experienced by adult education students to uncertainty. Frankel (1982) suggested an

interdisciplinary, team approach involving a variety of support services as an effective

tool in reducing the anxiety of the adult education student.

Spence, Farber, and McFann (1956) hypothesized that some level of anxiety

was appropriate as it served as a motivator and aided in performance; on the other

hand, high levels of anxiety prevented students from achieving optimal performance.

Taylor and Spence (1952) studied

...the effects on performance of differences in drive strength, defined 
in terms of level of scores on a test of manifest anxiety, in a learning 
situation that involved the presence of strong competing responses. As 
hypothesized, the results concluded that the nonanxious subjects were 
superior to the anxious, (p. 62)

Diamond (1983), director of Mill Creek School and director of education for
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the Institute of Pennsylvania Hospital in Philadelphia, set up a treatment program for 

students who were categorized as school phobic adolescents. He set up a peer 

support group that resulted in less anxious and more relaxed students. Ascher and 

Flaxman (1985) found that urban schools are faced with many social problems. They 

reported that urban superintendents endorsed the notion and strongly suggested that 

the implementation of support services remain a crucial factor in academic 

achievement. They further reported that one of the recommendations from the 

Urban Superintendents Network was "Higher academic standards and graduation 

requirements must be accompanied by appropriate support services, as well as 

supplemental enrichment courses for those students who need them" (p. 5).

The last section of Chapter Two presented an historical overview of adult 

education in the state of Michigan, which began in 1872 in Grand Rapids, Michigan, 

as an organized evening school program. The majority of students were the new 

immigrants who wished to learn English. The evening school program, originally 

designed to accommodate those students who were unable to attend during the 

regular day school hours from 8:00 a.m. to 3:00 p.m., expanded to include several 

locations throughout the state. Community education, which began in the thirties, 

operated on the premise that the schools should be accessible for use by the broader 

community. Consequently, the schools extended the weekend use of their facilities to 

children and adults. Another breakthrough in adult education in the thirties was the 

retraining of victims of unemployment as a result of the Depression.

The forties proved to be unique, and because of the war, adult education was 

affected in many ways. The demand was even greater, and the services provided by 

adult education through the public schools were extended. During this time, several 

committees and/or bills were passed for the benefit of adult education. One of the
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major developments was the high school completion component of the adult 

education program.

The focus of adult education began to change in the fifties and sixties. 

Advancing medical technology increased the average life span, and the number of 

people between ages 40-50 rose sharply. Also, an increase in the number of 60-65 

year olds demanded even more changes in adult education.

From the seventies on to the present, adult education expanded at a 

phenomenal rate. Today, there is an even greater need for vocational training and 

retraining and for improved academic skills, thus forcing the Detroit Public Schools 

to provide more adult education programs. As society’s needs changed, so did adult 

education. The program expanded to include and provide educational training and 

retraining to the many students who might not otherwise have received such an 

opportunity for advancement.

Chapter Three outlined the methodology of this research. This study was a 

non-experimental research design that provided no treatment to the subjects.

Random sampling of individual subjects was not used because the researcher used 

intact classrooms from both adult education and regular day school programs. Only 

two schools agreed to participate in the study; therefore, schools were not randomly 

selected. Students in adult education were compared with students in regular day 

school programs. To ensure consistency within the research, the classrooms selected 

were identical in course description and grade level. The population consisted of 

students enrolled in two Detroit Public Schools. Both schools had the extended day 

program with regular classes that meet from 8:00 a.m. to 3:15 p.m., and adult 

education high school completion classes that meet from 3:15 p.m. to 10:00 p.m. The 

subjects in this research were at least in the eleventh grade in the regular day schc ol
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program. Those in the adult education program were taking an eleventh grade 

equivalent class, but there was no minimum grade requirement for them.

The schools used in this study were not selected at random because only two 

schools agreed to participate, and therefore, did not represent a sampling of each 

geographical region of the large urban area. City wide course descriptions were 

examined to ensure consistency of content and grade level. Schedules at each 

participating school were reviewed to determine that the selected course was offered 

in both programs. There was no random selection of subjects within the classrooms, 

but participation in this research by individuals was voluntary.

Participants in this study responded to three instruments: The IPAT Anxiety 

Scale Questionnaire measured anxiety; a demographic support seivices questionnaire 

assessed students’ knowledge of support services available in their individual schools; 

and a support services need/use questionnaire established students’ need for and/or 

use of support services. The variables analyzed in this study were the scores on the 

ASQ and the results from the demographic questionnaire and the need/use 

questionnaire. The scores on the ASQ were dependent and the demographics were 

independent.

All research instruments were administered during the third week of classes of 

the second semester. Data were coded by program and school and input, and 

analyses were performed using SPSSX. Analyses of data included frequency tables, 

both overall and by selected groups on demographic variables, to describe samples 

and to show that they were representatives of the population. To test the 

hypotheses, t-tests and analysis of variance (ANOVA) were performed with the 

anxiety measure as the dependent variable and selected demographic variables as the 

independent. Multiple regression analysis was performed to develop a predictive
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equation to help target adult education students with high anxiety level and to refer 

them to appropriate student support services.

The sample for the study consisted of 120 regular education students from 

two high schools and 150 adult education students enrolled in two extended day 

centers. Both the regular education students and the adult education students were 

housed in the same buildings.

There were 70 males, 24 in regular education and 46 in the adult education 

programs, and 200 females, 96 in regular education and 104 in adult education. The 

mean age of the regular education students was 17.11 (s=.71) while the adult 

education students’ mean age was 25.55 (s= 10.77). All but one of the regular 

education students and 95 of the 150 adult education students were single. Twenty- 

two percent of the regular education students had children compared to 36% of 

those in the adult education program.

Fifty-four percent of the adult education students indicated they were 

employed compared to 51% of the regular education students. Most of the adult 

education students were in the twelfth grade while most of the regular education day 

school students were in the eleventh grade.

The students in the adult education program had been out of school for an 

average of 7.51 years (s= 10.33). They were asked to indicate what reasons prompted 

them to enroll in adult education. Eight reasons were provided along with an "other" 

category with a fill-in for further explanation. The adult education students were 

asked to indicate all reasons that applied to their particular circumstances. The 

greatest number (57%) indicated they were attending because they had poor grades 

in their regular education program. The other most frequently reported reasons for 

enrollment in the adult education program were dropped out of regular day school
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(43%), followed by poor attendance in regular education (42%) and self 

improvement (42%). The remaining reasons drew smaller numbers of responses.

The students in both programs were asked to indicate their awareness of 

support services available to them as part of their educational program. Most of the 

regular education students were aware of student support service programs such as 

psychologist, social worker, counselor, speech and hearing consultant, learning 

disabilities consultant, nurse, reading and math specialist, or tutors. In contrast, adult 

education students were only aware of the services of a counselor.

The participants in the study were also asked to indicate their past, present, 

and possible future need of any of the support services offered by their educational 

programs. Some of the day school students needed all of the services with most 

(83%) needing counselor services and the fewest (5%) needing the services of 

learning disabilities consultant. The adult education students also indicated the 

greatest need (83%) for counselor followed by math specialist (65%), tutorial services 

(62%), social worker (60%), and reading specialist (58%). The other services were 

selected, but by fewer of the adult education students.

The students were asked if they had ever used the student support services 

that were available in their educational program. More than 87% of the students in 

the regular education program indicated they had used all of the support services, 

while 25% of the adult education students indicated they had only used the services 

of a counselor. The other support services were not used in the adult education 

program although the participants had indicated a need for ail of them.

Each research question was answered independently. The presentation of the 

findings will also include discussions reached by the researcher based on these 

findings and relevant literature on the subject.
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Research Hypothesis One. The level of anxiety experienced by regular high 

school students is the same as the level of anxiety experienced by adult education 

students. A  t-test for two independent variables was used on each of the subscales of 

the IPAT Anxiety Scale as well as the composite scale. The results showed that 

students in the adult education program had statistically significant higher levels of 

anxiety than did those students in the regular education program on the two 

subscales and the composite scale. These findings led to the decision to reject the 

null hypothesis.

The adult education students face differing stresses than do the regular 

education students. Some of the reasons supported by the literaure suggest that 

many adult learners in the adult education program realized the importance of 

education as it related to their ability to get and maintain a job that would provide 

them a living. These people were more concerned about grades and skill 

development than were the regular education students. Traditionally, students in the 

adult education programs were more inclined to be present for classes and complete 

home work assignments causing additional anxiety when pressures outside the 

educational arena became burdensome.

Research Hypothesis Two. The level of anxiety experienced by males enrolled 

in adult education is the same as the level of anxiety experienced by females enrolled 

in adult education. A t-test for two independent samples using the gender of the 

student as the independent variable was performed for each of the subscales and the 

composite scores on the IPAT Anxiety Scale. The results of these t-tests were not 

statistically significant at an alpha level of .05 indicating males and females do not 

experience differing levels of anxiety. As a result, the null hypothesis was retained.

The students in adult education all face the same types of stressors that can
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add to their anxiety level. These stressors such as family responsibilities and job 

requirements do not differ by gender. These students appear to be more committed 

to their educational programs, and gender does not account for any additional 

anxiety.

Research Hypothesis Three. There is no significant interaction between 

gender and type of educational program for anxiety. A 2 X 2 factorial analysis of 

variance was used to test this hypothesis. The independent variables were type of 

educational program and gender. The interaction was not statistically significant at 

an alpha level of .05. This result led to the retention of the null hypothesis.

The males and females in this study did not experience differing levels of 

anxiety as a result of their educational program. The stressors of today appear to be 

universal rather than limited to one or the other of the genders. As previously 

shown, the type of educational program produced differing levels of anxiety, but this 

appeared to be unrelated to the gender of the participant.

Other Findings. A multiple linear regression analysis was used to determine if 

there were significant independent variables that could be used to determine the 

amounts of covert and overt anxiety for the adult education students. The categorical 

variables were dummy coded to allow for analyses. The stepwise regression found 

several variables that were statistically significant including many of the Reasons for 

Attending Adult Education Programs, Number of Children, Years Between High 

School and Adult Education, Gender, and Employment Status. Thirteen 

independent variables were responsible for accounting for 65% of the explained 

variation in the covert anxiety.

This regression analysis showed that some of the outside stressors including 

Number of Children, Employment Status, and the Number of Years Between High
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School and Adult Education influenced the amount of anxiety a student felt. The 

other significant independent variables were the reasons people returned to an adult 

education program after dropping out of high school.

This equation could be used to determine which of the students would benefit 

from support services to decrease their level of anxiety. It would also allow them to 

continue their education with assistance from the types of professionals providing 

support services to the day school students.

The same type of regression analysis was performed using overt anxiety as the 

dependent variable. The same independent variables were used in this stepwise 

regression analysis. Four of these variables achieved statistical significance indicating 

they were significant predictors of overt anxiety. These variables included three of 

the Reasons for Attending Adult Education and the Number of Years Between High 

School and Adult Education. This regression equation explained 38% of the 

variation in overt anxiety.

Overt anxiety, anxiety which is easily observed, has less predictors than covert, 

which is concealed. People have a tendency to want to appear to be in control of 

their situations. They are not willing to share their anxieties with others in their 

classes because the relationships formed are often superficial. It is difficult to share 

concerns regarding a return to the educational system that may have been left 

abruptly with people who are perceived to be in control.

Discussion

This study investigated the need for student support services for adult 

education students. Currently, with the exception of counseling, support services are 

not readily available for students in adult education programs. The level of anxiety
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for adult education students was much higher than the level of anxiety for regular 

education students. The need for these support services was demonstrated by some 

adult education students indicating yes to the need for these services, but no to the 

availability of such services with the exception of a counselor.

Research literature has supported the importance of these support services for 

academic success and the findings of this study indicated both the higher anxiety level 

of the adult education students and their need for these services. The conclusion is 

that the schools offering adult education programs for high school completion should 

give thought to either providing these support services or maintaining a referral base 

of experts for the students to use if they feel the need.

Recommendations For Further Study

This research has addressed the hypotheses, but at the same time has raised 

issues that require additional research. Some of these include:

1. Replicate the study to verify the findings. Include more schools to 

achieve a broader sample that would be representative of the 

population of adult learners.

2. Expand the present study to include both urban and suburban school 

districts to determine if geographic region has an influence on the 

need for support services.

3. Provide student support services on a pilot test basis. Evaluate the 

effectiveness by testing the anxiety level of the group with services 

available against students in schools not offering similar services.

Other Recommendations for Adult Education Programs

1. Use the results of this study to institute student support services as an



integral part of the adult education program.

Use the results of this study to target students with high anxiety levels 

for referral to appropriate agencies.
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Detroi t Michigan 48235
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Grant- in -Aid  Form
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I agree to  provide  the Research and Evaluation Department with a summary 
o f  the  r e s u l t s  o f  t h i s  study and in format ion  as to jwhere  the  completed 
study may be found.

gna tu re  of  Researcher

Signatu re  
P r o j e c t  D i r e c t o r ,  
Approving Study

of  Advisor 
o r  Committee

Telephone Number SOO

Note: Send one copy o f  each ins trument to be used ( t e s t s ,  q u e s t i o n n a i r e s ,
e t c . )  with  t h i s  form to :

Doris J .  Hodge •
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Tit le  of Study: a comparative analysis of anxiety levels ex pe ri enc edBY ADULT EDUCATION STUDENTS AND REGULAR EDUCATION 
STUDENTS IN SELECTED DETROIT PUBLIC EXTENDED DAY 
SCHOOLS

Pu rp ose:
The purpose of this research study is to determine if the 
levels of anxiety experienced by individuals enrolled in 
adult education differ from the levels of anxiety 
experienced by students enrolled in a regular day school 
and to make recommendations relative to student support 
services in adult education.

Procedures:
1. 4 extended day schools representing east, west, north, and south 

will be selected for this study.
2. 8 classes from the entire defined population of an extended day

school program will be randomly selected.
3. A demographic data sheet will be provided for information on each 

subject.
4. Questionnaires will be used to determine the students' awareness

of and need and/or use of support services.
5. The IPAT Anxiety Scale will be administered to all subjects

during the week of September 11, 1989.
6. Recommendations regarding support services as an integral part 

of the adult education program will be made.

Schools ,  Teachers ,  an d /o r  Pupil s  Involved:

The schools I would like to use in this study are: 
Cody, Denby, Redford, and Western.
I would like to use classes that are required for 
graduation from high school.

Staring Cate FPhrnarv A . . 1991 _ Completion Qate February 8, 1991
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Dear Students.
I need your help. I am conducting a research project in the Detroit 

Public Schools. The findings from this research will, help us to document 
the need for student support services vhich will help you in making your 
educational experiences more rewarding and beneficial. YOUR RESPONSES 
will be confidential, and your name will not be used.

While your participation is voluntary, it is very important that you 
respond to each itemj however, please omit any item(s) with which you are 
not comfortable.

Thank you for your cooperation and participation.
rely.

fen 9. Loundmon, Researcher
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demographic/support services awareness questionnaire t l 0

DIRECTIONS: Please answer each question below.
1 . Age:   2. Sex:  Male;  Female
3. Marital Status:  Married;  Single;.  Divorced

Separated
4. Number of Children: _____
5. Grade Level:  9;  10;  11;  12
6. Years between high school and first adult education 

class:_________
7. Are you employed? _____Yes;_______No
8. I am enrolled in adult education because I:

 dropped out of school.  had poor grades.
 had poor attendance.______ ____had family problems.
 had money problems._______ ____wanted self improvement.
 needed job training.______ ____want social interaction.
 Other (Explain).

9. My adult education center offers the following services:
_________ SERVICE___________________ YES_____ NO______ UNKNOWN
Psychologist ___ ___ ___
Social Worker ___ ___ ___
Counselor ___ ___ ___
Speech/Hearing Consultant ___ ___ ___
Learning Disabilities Consultant ___ ___ ___
Nurse ___ ___ ___
Reading Specialist ___ ___ ___
Math Specialist ___ ___ ___
Tutorial Services
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DEMOGRAPHIC/SPPPORT SERVICES AWARENESS QUESTIONNAIRE

DIRECTIONS: Please answer each question below.
1. Age: _____
2. Sex:  Male;  Female
3. Marital Status:  Married;  Single;  Divorced

Separated
4. Number of Children: _____
5. Grade Level:  9;  10; _____11;  ;2
6. Are you employed? ______Yes;  No
7. My school offers the following support services:
_________ SERVICE______________________YES NO UNKNOWN
Social Worker 
Psychologist 
Counselor
Speech/Hearing Consultant 
Learning Disabilities Consultant 
Nurse
Reading Specialist 
Math Specialist 
Tutorial Services
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SUPPORT SERVICES NEED/USE QUESTIONNAIRE .114

DIRECTIONS: Please place an X in the space that best completes
the two sentences below. Please make an X for each 
service listed below.

_________ SERVICE____________________________YES________ NO______
I now need/ have needed in the past, or I might need in the future
Psychologist___________________________________ ___
Social Worker__________________________________ ___
Counselor ___ ___
Speech/Hearing Consultant__________________ ___ ___
Nurse_______________________________________ ___ ___
Reading Specialist_____________________________ ___
Math Specialist________________________________________ ___
Tutorial Services______________________________ ___
Learning Disabilities Consultant___________ ___ ___

I have used the following support services:
Psychologist___________________________________ ___
Social Worker__________________________________ ___
Counselor___________________________________ ___ ___
Speech/Hearing Consultant__________________ ___ ___
Nurse ___ ___
Reading Specialist_____________________________ ___
Math Specialist ___ ___
Tutorial Services __ ___
Learning Disabilities Consultant ___ ___
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ABSTRACT

A COMPARATIVE ANALYSIS OF ANXIETY LEVELS EXPERIENCED BY 
ADULT EDUCATION STUDENTS AND REGULAR EDUCATION STUDENTS 

IN SELECTED DETROIT PUBLIC EXTENDED DAY SCHOOLS

by

QUEEN BRAME LOUNDMON 

December, 1992

Adviser: Donald Marcotte, Ph.D.

Major: Evaluation and Research

Degree: Doctor of Philosophy

The purpose of this research was to determine if the level of anxiety
9

experienced by individuals enrolled in adult education differed from that experienced 

by students enrolled in a regular day school. An assumption basic to this study was 

that some level of anxiety was desirable in that it served as a motivator in 

performance; however, too high a level of anxiety prevented optimal learning. The 

objective of this study, therefore, was to compare levels of anxiety between regular 

day high school students and adult education students to determine if there was a 

need for student support services in the adult education program.

The study used a nonexperimental research design. t-Tests and ANOVA were 

performed to test the hypotheses. Multiple regression analysis was performed to 

develop a predictive equation to help target students with high anxiety levels and to 

refer them for appropriate student support services.

Major conclusions include: (1) There was a significant difference in levels of 

anxiety between adult education and regular education students. (2) There is a need 

for student support services for students enrolled in adult education programs leading

126



toward high school completion. (3) Males enrolled in adult education did not differ 

significantly from females enrolled in adult education in terms of level of anxiety. (4) 

The majority of adult education students indicated need for student support services. 

(5) There was no interaction between sex and education for anxiety.
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SUPPORT SERVICES NEED/USE QUESTIONNAIRE .114

DIRECTIONS: Please place an X in the space that best completes
the two sentences below. Please make an X for each 
service listed below.

_________ SERVICE____________________________ YES________ NO______
I now need, have needed in the past, or I might need in the future
Psychologist________________________________ ___ ___
Social Worker_______________________________ ___ ___
Counselor___________________________________ ___ ___
Speech/Hearing Consultant__________________ ___ ___
Nurse_______________________________________ ___ ___
Reading Specialist_____________________________ ___
Math Specialist_____________________________ ___ ___
Tutorial Services______________________________ ___
Learning Disabilities Consultant___________ ___ ___

I have used the following support services:
Psychologist________________________________ ___ ___
Social Worker    ^
Counselor___________________________________ ___ ___
Speech/Hearing Consultant__________________ ___ ___
Nurse_______________________________________ ___ ___
Reading Specialist_____________________________ ___
Math Specialist_____________________________ ___  ___
Tutorial Services __ ___
Learning Disabilities Consultant___________ ___ ___
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ABSTRACT

A COMPARATIVE ANALYSIS OF ANXIETY LEVELS EXPERIENCED BY 
ADULT EDUCATION STUDENTS AND REGULAR EDUCATION STUDENTS 

IN SELECTED DETROIT PUBLIC EXTENDED DAY SCHOOLS

by
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Degree: Doctor of Philosophy

The purpose of this research was to determine if the level of anxiety 

experienced by individuals enrolled in adult education differed from that experienced 

by students enrolled in a regular day school. An assumption basic to this study was 

that some level of anxiety was desirable in that it served as a motivator in 

performance; however, too high a level of anxiety prevented optimal learning. The 

objective of this study, therefore, was to compare levels of anxiety between regular 

day high school students and adult education students to determine if there was a 

need for student support services in the adult education program.

The study used a nonexperimental research design. t-Tests and ANOVA were 

performed to test the hypotheses. Multiple regression analysis was performed to 

develop a predictive equation to help target students with high anxiety levels and to 

refer them for appropriate student support services.

Major conclusions include: (1) There was a significant difference in levels of 

anxiety between adult education and regular education students. (2) There is a need 

for student support services for students enrolled in adult education programs leading

1 26



toward high school completion. (3) Males enrolled in adult education did not differ 

significantly from females enrolled in adult education in terms of level of anxiety. (4) 

The majority of adult education students indicated need for student support services. 

(5) There was no interaction between sex and education for anxiety.
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