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structure variables. These variables as postulated by both educators 

and the relevant research include: (a) birth order of the test-taking 

student, (b) the number of siblings of the test-taking student and 

(c) the closeness in the age of siblings in the immediate family 

constellation of the test-taking student (Breland, 1974). 

School-Related Issues 

Class-size. In their extensive documentation of achievement 

test score declines Harnischfeger and Wiley (1975) have suggested that 

one possible area negatively associated with achievement test scores 

is large academic class size. There is some evidence available that 

attempts to associate class size with achievement (McKenna and Olson, 

1975). In a recent review of literature relating to this issue 

McKenna and Olson (1975) state quite emphatically that "fewer is 

unquestionably better" (p. 29). The authors make a number of general­

izations all of which have some relevance to the question of association 

to achievem ent test scores. First, elementary and secondary teachers 

are potentially more productive with specific learning strategies 

and methods when there are fewer students in a classroom. Secondly, 

individualized instruction is more available to the student. Thirdly, 

there is more opportunity for creative work on the part of students. 

Next, more subject content can be mastered as there is greater class­

room discipline, more positive student-teacher attitudes and generally 

better morale. 

However, the research on this issue is far from conclusive. In 

a study by Plinker (1972) he found that larger class size actually 
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had a more substantial effect on testing results than did the smaller 

class groups among seventh graders. He concludes that the theory 

that smaller class size means an increase in the likelihood of 

individualized instruction is theoretically based and "unfortunately" 

not a practically based notion. 

In a review of literature in this area Shane (1961) reported that 

no significant generalizations can be made regarding the effects of 

class size on academic achievement. However, Mitchell (1969) asserts 

that small class sizes are necessary if teachers want to implement 

either innovative teaching methods and practices and individualize 

the instructional content of the course to any extent. 

In a more recent study (Moody, Bausell, and Jenkins, 1973) it 

was found that there is a si gnificant relationship between small class 

size and achievement among fourth-grade children in a mathematics 

class. Small class groups performed significantly better when 

compared by analysis of covariance on posttest scores using pretest 

scores as the covariate. While there were certain weaknesses in 

this study, i.e., three different teachers were used and the treat­

ment (differing class sizes) took place over only a three-day period, 

the authors conclude, "Why should students learn better in small 

groups than in large groups when the curriculum and the instructional 

time is held constant? The obvious answer is that instruction is 

increased by individualization" (Moody, Bausell, and Jenkins, 1973, p. 174). 

There are other components that are associated with achievement 

other than the recall of knowledge. One such component is academic 



motivation. Bolander (1973) found that the smaller the class on a 

college level the greater the motivation of the students. This was 

true for intragroup lateral and yertical motivation as well as 

individual motivation. Information concerning motivational level 

was collected from questionnaires and personal interviews. 

In another study on affective (ordering and restructuring of 

attitudes and values) and cognitive (recall of knowledge) learning 

among college freshmen (Hoover, Bauman, and Shafer, 1970), absences 

of significant differences were found for class-size variations. 

In summary then, it would appear that while most teachers and 

educators would be in general agreement that smaller class sizes are 

more conducive to ahievement, the research literature is far from 

conclusive. 

Quantity of schooling and achievement. Harnischfeger and 

Wiley (1975) reported that students enrolled in secondary schools 

received the greatest amount of education in 1966. It is also 

reported here that the nation's length of the school yearly term 

while being relatively stable (approximately 180 day per school term) 

has had instructional losses due to teacher strikes, budget cutbacks 

resulting in shorter school years and a decreased quantity of 

schooling for a large number of students. While it must be acknow­

ledged that such factors as student retention and drop out rates and 

absenteeism affect the quantity of schooling received by that student, 

average trends in the quantity of instruction offered to students in 


