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PREFACE

This is the third in a series of reports from the self-
concept of academic ability research program at Michigan State
University., Support for the research has been providdd jointly
by the Cooperative Research Program of the U. S. Office of Edu-
cation and Michigan State University. The former support is pro-
vided in Projects 845, 1636 and 2831. Reports of the first and
second projects were previously produced uéér the title, "Self-

Concept of Ability and Scheol Achievement” and~!Self-Concept of

Ability and School Achievement II." The thiree projects represent

continuous phases of a six year study of the relation of self-
concept ef academic ability to school achievement among students
in one school class while in the 7th through the 12th grades. The
rirst report covered the preliminary phases of the study and a cross-
sectional study of the 7th grade. The second included the results
of three experiments designed to enhance self-concept of ability
and the longitudinal analysis of stability and change in the
major variables from the 7th to 10th grade.

This research is based on the theoretical framework
commonly identified aes the symbolic irteractional theory of be-
havior. The basic postulate is that academic behavior or school
learning 1s limited by the student's self-concept of his.abilicy
in -these .areds.: We further postulate that self~concept results from
the expectations and evaluation held by siguificant others as
perceived by the student. The research pregram was designed to
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test hypotheses decrived from this theoretical framework.
The primary focus of Part I of this volume is the testing

of several hypotheses basic to a symbolic interactionist theory

VAT J

of school achievement. The longitudinal data provided an unusual

oppcertunity to test the relation of the major variables over time.
Part II of this volume contains summaries of eleven studies

based on the larger project or closely related to it. Each of

these developed from the basic theory and contribute to its
=
e

illumination., These studies were caigied out by students who

were affiliated with the project in various ways. Several were

DL, IR Ratd N - N - N
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dissertations.

The authors wish it were possible to give full credit to
all whe assigsted in this research. The large number invelved and
the commitment not to identify the schools or individual students

makes this impossible, We wish to express publicly our thanks to

PR YU S, U Y. S R L

X the hundreds of students who have made this research possible by
responding to our questions each year during their junior and senior
high school careers. The cooperation of the school administration,
the data processing staff, and teachers in the several schools has
been wholehearted and generous. We appreciate the many inconveniences
which we have caused, and thank them for making this research possible.
We cannot identify all the Michigan State University staff
and students who have assisted this research program in many ways
becauseé there were so many. No project of this magnitude, extending
over several years, could be carvied out without the help of large
nunbers of people performing uumerous varied tasks. We extend our
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thanks to all.

Several ostaff members made major contributioms in earlier
phases of the project and were identified as authors of a previous
report. They are Drs. Jean LePere, Don Hamachek, Ann Paterson and
Skailer Thomas. This third phase of the research would not have
been possible without their prior contributions.

The dgy-to-day and month-to-month performance of data
gathering, processing, and analysis has been facilitated by the
dedicated work of Mrs. Natalie Sproull and Corey Krugh. Our
thanks does not give adequute credit for their continued interest,
creative suggestions and untiring efforts to keep the project
running smoothly, |

Although not employed on the project, Dr. Richard Towme
contributed much to both the ideas and routine tasks essential to
a research project,

Much of the arduous work of processing data and typing has
been done by Helen Klein, Lynn Tischler, Margaret Waddell, Ethel
Williams and Merrilyn Vaughn. We gratefully express our appreciation
for their dedicated service to this research project.

Roslyn Blum and Marilyn Hayes have assisted in editing various
versions of the authors' prose. Unfortunately only the authors can
appreciate fully the value of such assistance.

The dedicated efforts of Mrs. Josephine Wharton, the senior
author's secretary throughout the period of this research, has
facilitated the work in innumerable ways. It is a pleasure to express
our thanks to her and all who have assisted in this project over the
years.
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PART I

RELATION OF SELF-CONCEPT OF ABILITY
T0 ACHIEVEMENT IN HIGH SCHOOL
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CHAPTEP. I

THEORY AND OBJECTIVES

During the several decades that behavioral scientists and
educators have investigated the education process, the primary focus
has been on the individual 1earner; Variations in learﬁing have
been explained by such psychological and physiological concepts as
intelligence, aspiration level, aptitudes, sensory impairment, and
similar variables. Some attention has also been given to identi-
fying the stimulus properties of various types of teaching method
and school atmosphere. In meither type of research, however, has
there been any major attention given to the processes of inter-
action between the learner and his social environment.

Educational researchers, pafticularly those in comparative
education, have recognized the iafluence of gross cultural dif-
ferences in learning for many years. Thus, children in India and
the United States learn to behave differently because of the dif-
ferences in social-cultural environment. In recent years the
influence of sub-cultural differences, such as social class, on
the behavior learned in a given society has also been recognized.

The research in this context has been primarily focused on
identifying the differences among the children of different social

1
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strata or ethnic groups. Although grosx differences in children
of different stratm’are well established, it is also clear that
many lower-class or minority ethnic group children learn the
school curricuium quite as well as the dominate middle-class
children. The processes whereby differences in social-cuvltural
environments affect the learning of students has, however, .t been
extensivelw investigated.

Fducators have become iuncreasingly aware that '"cultural
differences' among the disadvantaged may be as great a source of
poor academic performance as intelligence or teaching method.
Prcoaninent psychologists have also challenged the utility of current
psychological theories of learning for analyzing the school
teaching-learning process“1 These and other developments have
causet¢ many to question the common belief that the most important
gsources of variance in school performance is human ability. Con-
sequently, American educational practices based on this belief have
been criticized.

The need for highly educated personnel and the demand that
the disadvantaged be provided high quality education require a new
concept of school learning. The common conception of fixed intelli-
gence does not provide an adequate basis for educating studeﬁts
identified as slow learners.

There has been much evidence which raises serious questions

-

lsee Ernest R. ﬁilgard, "A Perspective on the Relationship
Between Learning Theory and Educational Practices," in Theories cof
Learning and Instruction, Ernest R. Hilgard (ed.). {(Chicago: The
National Society for The Study of Education, 1964).
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about the concept of fixed intelligence as comuionly assessed, but

apparently that evidence has been generally rejected because it
did not fit beliefs about organically fixed and inherited abilities
and the current testing, classifying, and tracking practices in
education.2 Although such fixed learning ability may exist we have
no way of identifying the limits of most students' learning poten-
tial at this time. The individual difference in learning among

students may result from many social and psychological factors.

-

This research postulates that much of the variation in learning
\‘ among students results from differences in the interaction with
: others in the social-cultural environment.,3
Social-psychological propositions have therefore been for-
; mulated, hypotheses and exploratory questicns derived, and a series
of studies conducted to analyze and explain variations in school
performance among students. These propositions stress the inter-

action between the learner and his social environment as perceived

by him.

! Overview of Objectives

Each of the studies presented in this report share a common

23, McV. Hunt, Intelligence and Experience, New York: Har-
court, Brace & World, 962,

- 3This model for learning should not be interpreted to mean
’ that organic differences, be they the result of genetic, or physical
impairment, play no role in academi.. performance. A basic thesis
of this study, which will be developed in greater detail, is that
within the limits set by the physiological and neurological struc-
tures of the organism, variations in behavior are influenced by
- variations in socialization. To the extent that we develop prin-

‘ ciples of socialization, we may better understand individual
- learning.
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theoretical objective, namely, to determine the antecedents and
consequences of self-concept of academic ébility among adolescents,
and to determine the theoretical and empirical utility of a set

of basic propositions in a social psychology of learning.a

The major portion of this report is addressed to the develop-
ment of self-concept of academic ability and its impact on academic
performance among the same students from the seventh through
rwelfth grade.

The long-range effects of three experimental treatments
degsigned to enhance self-concept of academic ability and through
this, school achievement are examined also.5

In Part II several related studies made possible by the
primary investigation are summarized. These involve different
aspects of behavior and include studies of dropouts, college
aspirations, deaf children, educable mentally retarded children,
reliability and validity of instruments, and the academic norms

students perceive in their relationships with parents and friends.

%Wilbur B. Bronkover, '"A Social Psychological Conception of
Classroom Learning,'" School and Society, LXXXVII (1959), 84-87

SBoth the longitudinal investigation and the follow-up of
experimental subjects, continues research reported in: Wilbur B.
Brookover, Ann Paterson, and Shailer Thomas, "Self-Concept of
Ability and School Achievement,” U. S, Office of Education Coopera-
tive Research Project No. 845, (East Lansing: Office of Research
and Publications, Michigan State University, 1962); and Wilbur B.
Brookover, Jean M. LePere, Don E. Hamachek, Shailer Thomas, and Edsel
L. Erickson, "Self-Concept of Ability and School Achievement, II, "
U. . 8. Office of Education Cooperative Research Project “o. 1636,
(East Lansing: Bureau of Educational Research Seivices, Michigan
State University, 1965).
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Theoretical perspectives mosat pertinent to this study appear

in the literature under the rubrics of role analysis6

, reference
group theory7, and symbolic interactionism.8 These works stress
the influence of others in role decisions. From this point of
view, students are influenced in their behavior by the expectations
and approval of others. We contend, however, in the tradition of
W, I. Thomas, John Dewey, Gzorge Herbert Mead, Alfred N. White-
head, and others, that it is not the actual behavier of others
which directly determines an individual’s actions. Rather, it is
the individual's interpretation of the expectations and acts of
others which most influences his behavior. The individual'e defi-
nition of self-other relationships is therefore the focus of this
s tudy.

We perceive this as a contribution to the development of a

social-psychological theory of learning. Such a theory is not

however a contradiction of psychologicei or sociological theory.

bRobert X. Merton, Social Thecry and &+cial Structure,
(Glencce, 111: The Free Press, 1957); Neal Gross, Ward Ma~on and
Alexander W. McEachern, Explorations in Role Analysis: Studies
in the School Superintendency Role (New York: John Wiley ard
Sons, Inc., 1958).

"Herbert Hyman, "The Psychology of Status,'" Archives of
Psychology, No. 269 (1942).

83ee John ¥. Kinch, "A Formalized Theory of the Self-
Concept," The American Jourmal of Sociology, LXVIII (1963),
481-486; Exookover, (1959), op. cit.; Arnold M. Rose, "A Syste-
matic Summary of Symbolic Interaction Theory,' Human Behavior and
Social Procesueg (:oston: Houghton-Mifflin, 1962), pp. 3-19,
and Wilbur B. Brookover and David Gottlieb, Sociology of Educationm,
(New York: American Book Company, 1964) Chapter 16.

-
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Rather, it supplements and bridges the contributions of both to
further an urderstanding of school learning.
Knowledge of the principles and processes of self-other

interaction will, we believe, contribute to an elaboration of such

psychological theories and constructs as reinforcement, stimulus
deprivation, and phenomenological self. Such knowledge should also
help to explain how the sociological variables of social éiass

and social-cultural norms affect learning. This theoretical orien-
tation merely ghifts the research emphasis to the self-other coatext
in which psychological and sociological variables interact.

Some theoretical traditions in psychology appear to be more
consistant with the social behaviorism presented here than others.
Reinforcement theories, particularly those stressing ''voluntary'
behaviors, and phenomernological theories? which stress the impor-
tance of the individual's perception in the learning process have
much in common with this approach to human behavior.

The primary source of the frame of reference within which
this research has developed is the symbolic-interactionist '"theory"

10

of George Hexrbert Mead. Aithough our usage has been influenced

9Perhaps the most compatible of the phenomenological theories
is presented by Arthur W. Combs and Donald Srygg, Individual Behavior
(2nd Edition, New York: Harpers, 1959); Much of Pieget's work em-
phasizing the impact of socialization outside of formal schooling
is in accord with our position. See J. Piaget '"The Development of
Time Concepts In the Child," in P. H. Hock and J. Zubin (eds.)
Psychqpathology of Childhood (New York: Grume and Stratton, 1955).

1OGeorge H. Mead, Mind, Self and Society, (Chicago: Univer-
sity of Chicago Press, 1934). The authors have also been strongly
influenced by the theoretical work of the following scholiars: John
W. Kinch, op. cit.; Harry S. Sullivan, Conceptions of Modern Psy-~
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by many sourcee, the social behaviorism that Mead developed in the
logical positivism tradition has been most relevant. Our theo-
retical formvlatiors, however, vary somewhat from Mead's original
usage and from others who have contributed to this field. We have
therefore provided an exposition of the theory and methods by which
we: have tested it in a subsequent section of this report,

The basic terms of our studies are used in other theo-
retical orientations with somewhat different meanings. The concept
self particularily has been used in several different ways depend-
ing upon the differing theories of human behavior from which they
were derived. 1In view of this we will define our usage as
accurately as we can. The basic propositions, objectives, and

the hypotheses tested in this research will follow. *

Self-Concepts A Behavioral Processg

Self-concept of academic ability as used in this research
should not be confused with other definitions of self-concept or
self. Mead's behavioristic use of "self-reflective," "self-atti-
tude," "self~-consciousness," “gelf~-communication," and "self-as
an object" are most pertinent to our usage.!l It has not been our

\

intention to measure or infer a self as a subjective phenomenon as

chiatry (Washington, D. C.: William Alanson White Psychiatric
Foundation, 1947); Ralph Linton, The Study of Man (New York:
Appleton-Century-Crofts, Inc., 1936); Neal Gross, Ward S. Mason,
and Alexander W. McEachern, op. cit., and Arthur Combs and Donald
Snygg, op. cit,

11Mead, op. cit.

I
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in Mead's use of the "self as I."}2 Self-concept is defined as

symbolic behavior in which the individual articulates a program of

acticn for himself as an object in relation to others.

Self-concept of academic ability refers to behavior £n
which one indicates to himself (publicly or privately) his ability
to achieve in academic tasks as compared with others engaged in
the same task., We perceive of self-concept of academic ability
as only one of many concepts of self. Other concepts of self
refer to other areas of behavior which may vary from that involving
school performance.

A person may also hold more than one self-concept of aca-
demic ability. These may vary with the persen or persons to whom
he is referring himself. A blind child may hold a high self-
concept of academic ability when he refers himself to his blind
classmates and a low self-concept of academic ability when he
refers himself to sighted students. Although self-concepts of
academic ability may vary from one situation to another and from
one time to another individuals tend to be relatively stable in
their self-concept responses. The observation that individuals tend
to define themselves in the same way under similar stimulus situa-
tions should not be interpreted, however, to mean that self-concept
of ability is a trait, or entity, or that it has an existence
apart from behavior.

Self-concept of academic abtility does not refer to some

127bid.
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underlying mental structure such as a phenomenological self, as
defined by such theorists as Jersildl3 or Maslow.14 Rather it
refers to symbolic behavior, and as such, to an empirical event,
Thus when individuals publicly define their academic ability,

we may observe what we refer to as self-concept of academic ability

.

behavior.

Since the process ¢f definition frem our theoretical view-
point is a language process, defining oneself is also public in
that it employs a shared symboulic system. Self-concept of academic
ability is the individual's assessment of his ability as expressed
in the language of the community. We do not refer to some unidenti-
fied unit which may be presumed to be more "real" than the language
used by the person in assessing his ability. The definitions of
self-concepts of ability are determined by the public standard of
the language shared by the community involved.

Language behaviors which refer to one's ability in academic -
tasks are therefore classified as self-cozcept of academic ability ‘
behavior. Conversely, statements which do not publicly and literal-
ly refer to one's ability to carry out academic tasks with reference
to others, such as statements of one's worthiness, desire, and

aspiration are excluded.

We should also note that a person may think he is capable

L3Arthur Jersild, In fearch of Self (New York: Bureau of
Publications, Teachers College, Columbia University, 1952).

l4p, m, Maslow, "Self-Actualizing People: A Study of

Psychological Health," Personality, Symposium No. 1 (1950),
11-34,

.




e . s - . N n . o ‘:t . . : ’ '
" ‘ L B ). . Y A, R . . ‘. S e, . . \ . . .

10

of carrying out a task, but prefer to avoid that task. A verson
may prefer not to achieve a mathematical skill even though he
thinks he is quite capable in mathematics. Similarly, another

person may prefer to achieve in mathematics but not define him-

T

self as capable. Therefore, preference or desire statements are
also excluded from our definition. Observations of self-concept
of academic ability arz based only on those public statements a
person makes about his academic ability. Inferences about self-
concept cf academic ability behavior based on some other behavior,

such as responses to a projective test, or questions auvout how the

N - — Su — M * ;__'_;_

student likes school, or definitions of other self-concept behaviors
are not implied in this research.

The scales which we have developed are designed to elicit
behaviors which may be observed and classiiied according to
ranked categories of self-concept of academic ability. Ouxr chief
concern is to detennine if thess behaviors are related tc other
behaviors in and out of school as indicated in the research hypo-

theses.

The associations we observe between self-concept of aca-

demic ability and other school behaviors are not intended as evi-
dence of the impact of some ''real” selves or of other conceptions
of some internal phenomenological states of existence. We do not

propose that we can infer from our observations any phenomenological

- A - > Ty A= | |
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existence. When we use ‘''self behaviors' it is not irtended to

refer to anything other than such behavior.
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The above considerations are not meant to provide us an

escape from important theoretical and methodological issues faced
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by all scientists observing and interpreting events. Rather we only
wish to make clear what we observe, infer, and asgume. This is
necessary because of the existence of differing theories and
research studies involving self, self-concept, and self-image.

These terms have recently become almost magic in intellectual dis-
cugsions of the educational process. We hope, therefore, to avoid

misunderstanding of what our research is about.

Self-Concept: An Intervening Variable and a Threshold Variable

As suggested earlier our use of self-concept is largely
derived from the symbolic interactionist theory of human behavior;
within this frame of reference self-concept is an intervening vari-
able. This is used as . . . "any intervering construct with a

maximum amount of operational validity, or direct empirical

reference."15

"In this context, the self is the intervening variable
between the normative patterns of the social group or
the role expectations held by significant others, on
one hand, and the learning of the individual, on the
cther, We hypothesize that, for the expectations of
others to be functional in a particular individual's
behavior, they must be internalized and become part

of the person's conception of himself. Although we
recognize the relevance of self in all aspects of

human behavior, our interest at this point ig in a
particular aspect of self as it functions in the school
learning situation. We postulate that the child ac-
quires, by taking the role of the other, a perception
of his own ability as a learner of the various types

of skills and subjects which constitute the school
curriculum. If the child perceives that he is unable
to learn mathematics or some other area of behavior,
this self-concept of his ability becomes the functionally
limiting factor of his school achievement. 'Functional

1Melvin H. Marx, "Intervening Variable or Hypotheti-
cal Construct,” The Psychological Review, LVIII (1951), 236.
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limit' is the term used to emphasize that we are speaking
not of genetic organic limits on learning but rather of
those perceptions of what is appropriate, desirable, and
possible for the individual to learn. We postulate the
latter as the limits that actually operate, within broader
organic limits, in determining the nature or extent of
the particular behavior learned.''16

Implicit in the proposition that self-concept of academic
ability is an intervening variable is the further asgsumption that
a student's perceptions of others only indirectly influences his
academic achievement. Perceived evaluations of others are related
to achievement through their impact on self-concept.

Another implicit assumption is that a change in a student's
perception of the evaluations of his academic ability made by others
1s a sufficient condition to elicit a change in his self-concept of
academic ability., The relationship of self-concept of academic
ability to achievement, on the other hand, is considered to be
necessary but not a sufficient condition. Self-concept of ability
is a "threshold concept."17 Witkin the academic limits imposed on
a student by his self-concept of academic sbility, language develop-
ment and other factors such as self-identities wiiich specify appro-
priate role behavior are assumed to determine the level of academic
accomplishment attempted. Self-concept of ability functions to
limit the learnings attempted; it does not account for variations

in achievement within those iimits. Therefore, correlational pro-

cedures which test linear relationships are not completely satis-

16grookover and Gottlieb, op. cit., p. 469.

17David E. Lavin, The Prediction of Academic Performance
(New York: Russell Sage Foundation, 1965) Chapter III.
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factory for describing the relationships among these variables even
though there are conditions under which self-concept of acadewic
ability will exhibit high linear correlational associations with
achievement, 18

Self-concept of ability will have its highest linear levels
of association with achievement when students attempt to achieve
the highest grades of which they think they are capable, To the
extent that a society is increasingly characterized by students who
have learned that they all ought to acquire high levels of academic
skill, but that only a few of them are so capable, an incr-asing
association may be observed between academic achievement and self-
concept of academic ability.

The assumption is that the more that a society is characteri-
zed by this normative dilemma, the more that students are heing
impeded in theilr academic achievement. Therefore, the magnitude to
which self-concept of academic ability is predictive of academic
achievement suggests both the extent to which students are impeded
in their academic performance and the extent to which their social
systems reflect a disparity between academic achievement norms and

perceived evaluations of academic ability.

Student Roie~Relgtionships

As previously stated, neither a student's self-concept of

18y, conceptualize self-concept of ability as a threshold
variable in its relationship to academic achievement while having
a linear relationship with perceived evaluations presents methodo-
logical problems not commonly treated. The usuval correlational
procedures are inadequate. '

e e, T
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academic ability nor th  perceptions he has of others' evaluations of
his abilities are to be considered prescriptive or normative.19 A
student may learn from his parents, or others, that he is capable
of achieving "A's" in mathematics while at the same time learning
from them that achieving '"A's" in mathematics is not important and
that his achievement in mathematics will have little effect upon
the social relationships he presently values or aspires to attain.

A further assumption is that the student must expect of

himself, or perceive that others expect, high achievement by him

. in mathematics if he is to attempt high achievement. Because }
.others may influence a student's behavior in this way, we are inter- J
ested in determining those categories of others who provide the W
students with their academic self-conceptions. Such person or
groups we refer to as significant others.

2f particular interest toc us are the perceived evaluations

20

and expectations of parents, friends and teachers. The theoreti-

19vgxpectation” and "prescription' are used synonymously
and have reference to the particular behaviors that an individual
perceives others in his social system expect of him because he
occupies a particular position (e.g. friend or child) in reference
to them. Except as to the addition of the term "preceived" this
use of "expectations" is similar to that of Linton, op. cit.;
Merton, (1957) op. cit., p. 369. For a discussion of the relevancy
of "appropriate" behavior see: Brookover (1959), op. cit.

201Re ference group theory" which stresses the influence

dégpite its apparent relevance. it is assumed that parents and
friends make up both membership and reference groups for the
adolescent. One task is tc determine which "others'" are most rele-
vant to the student as he performs academically. See: H. H.
Hyman, op. cit.; T. H. Newcomb, Sociai Psycholegy (New York:
tarpers, 1958); R. K. Merton and A. S, Kitt, "Contributions to the
Theory of Reference Group Behavior" in R. K. Merton and P. F.

of generalized groups is geners ' ' ignored in this investigation l
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cal rationale for employing student-parent, student-friend, and

werk of Raiph Linton and the recent writings of Robert K. Merton,
concerning "status role" and "role-set."?l As the student moves
ameng relatir, ships with his parents, teachers, or friends, he may
maintain a common set of role expectancies centering upon his being
defined as a "student." This is not to be confused with the play-
R ing of multiple roles such as: boy, son, student, and friend.22

A student may learn that he is obliged by certain others to
N achieve at a particular level in mathematics or else jeopardize his

23

relationship with them.

student-teacher constructs of relationship is drawn from the early |
When such a relationship occurs it is 4

when an individual ", . . enacts a social role which is defined with
reference to another (reciprocal) role, as in the relationship be-

tween patient and doctor . . .;"24 or of father and son. Thus, as

Lazarsfeld, (eds.) Continuities in Social Research (Glencos: Free
Press, 1950); and H. H. Kelly, "Attitudes and Judgments as Influ-
enced by Reference Groups,' in Guy Swanson (ed.) Readings in Social
Psychology (New Yocrk: Henry Holt and Co,, 1952).

21Ralph Linton, op. cit., pp. 113-114; Robert K. Merton,
(1957) op. cit. The theoretical importance of stressing research
upon ''student role" is more extensively developed in Chapter XVI
in Brookover and Goctleib, op. cit.

22Robert K. Merton, (1957) op. cit., p. 369; Ralph Linton
(1936) op. cit., p. 113; and Carl Cough and John Murray, "Signifi-
cant Others and Evaluatione,' Sociometry XXII (1964) p. 502.

23herpert C. Kelman, '"Processes of Opinion Change,'" Public
Opinion Quarterly, Yol. XXV (Spring, 1961), p. 64.

. termed a '"reciprocal-role relationship' in that it is based on a
: reciprocity of actions, A reciprocal-role relationship exists
’ 24}1)1(1. ’ po 640
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Kelman further notes, ". . . if an individual finds a particular rela-
tionship satisfying, he will tend to behave in such a way as to meet

the expectations of the other,"2>

He behaves in terms of his percep-
tions of the obligations and rights of that relationship.

From this frame-of-reference, it is pertinent to determine
those reciprocal-role relationships an adclescent has which influence
his academic behavior through the specification of academic achieve-
ment obligations.

The relevancy of determining those reciprocal-role relation-
ships of students, which include academic achievement expectations,
also rests upon another assumption, namely, that a student, in
organizing his behavior, recognizes that others are taking him into
account as a student. Lindesmith and Strauss expressed this view

and also alluded to the notion of "'surveillance" by stating ". . .

he regulates his behavior in terms of these supposed opinions and

attitudes of others. He imagines what 'people' would say 'if they

know' or what they will say 'when they know."2® Under conditions of

perceived surveillance it is believed that parents, friends, and
teachers will have their greatest influence over the academic behavior
of the student.

One implication of this position is that students take into

account in their decisions those who they think are concerned about

2>1bid. , p. 64.

2651 fred R. Lindesmith and Anselm L. Strauss, Social Psy-
chology, revs. ed. (New York: The Dryden Press, 1956) p. 394.
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their behavior as students.27 When a role-reiationship is valued by
& student and he perceives that others in that relationship are con-
cerned about how he (the student) behaves in school, a reciprocal

relationship exists.28

Therefore, information about who students
think of as bzing important in their lives along with information
about who students tend tc view as being coacerned with their aca-

demic behavior is pertinent to this investigation.

Review of Literature

The following reprecents a critical review of selected
gtudies of self-concept which have appeared since April 1963. A

review of the literature on gself-concept prior to that date is con-

tained in Self-Concept of Ability and School Achievement, II of the

present series. Although two major critiques of "self-concept"
studies and methodology have recently appearedzg the following state-~
ment is different in that the review and criticism were written from
the standpoint of the theory behind the research project namely,
Meadian social behaviorism or its refinement--symbolic interactionism.

This critique focuses upon the way ''self-concept' as a theoretical

27yse of the construct "role-taking'' of ''significant” and
"relevant-others" is appropriate. As C. Wright Mills argued, "in-
dividuals respond only in terms of significant other persons rather
than all others in the situation." C. Wright Mills, "Language,
Logic, and Culture," 'American Sociological Review, IV (1939), 671.

28or a further discussion see: Merton and Kitt (1950),
op. cit.

29. D. Crowne and M. W, Stephens, 'Self-Acceptance and Self-
Evaluative Behavior: A Critique of Methodology,' Psychological Bulle-
Lin, LVIII (1961) 104-121; Ruth Wylie, The Self-Concept: A Critical
Survey of Pertinent Research Literature (Lincoln: University of
Nebraska Press, 1961).
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construct is used and defined by researciiers.

Introduction

Studies in the ''sociology of learning' recently reviewed by
Boocock30 reflect an emerging concern for collecting information on
the social context within which the student learns rather than the
characteristics or traits of the student himself as has been the case
in educational psychology. Fathers' occupational level, and other
socio-economic status characteristics are the most sought-after of
the social background variables. More and more, however, cther types
of social background data are being gathered such as the number of
science courses taken during the teacher‘s college training, parents®
educational level, size of school, neighborhcod. amount of income,
etc. Somewhat more sophisticated attempts at understunding the
influence of the social context have dealt with such conditions as
teacher/student ratios, rating of eclassrcom structure, grouping
procedures, competitive vs. ccoperative atmosphsres, and other rela-
ted variables. Seldom, however, is attention given to the de-relop=-
ment of propositicns about how these social background factors become
translated into differential actions in the classroom. Warnings
against interpreting associations between variables on the order of
socio~economic status characteristics and school behavior as genuine
independent-dependent causal type relationships are frequent., Yet

researchers have generally not been guided by these warnings.

Sarine S. Boocock, "Toward A Sociology of Learning: A
Selective Review of Exis*ing Research,' Sociology of Education,
XXXIX (Winter, 1965). 1-45.
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It is true that some theoreticians have long attempted to
éccount for how individuala learn from others. In fact, there are
many social-psychologies of learning. The idea commonly advocated
by sociologists and social-psychologists that the actor organizes
his behavior according to his definitions of the social context is
one such theoretical attempt. But the tre' lation of social-psy-
chological asgumptions intc theoretical propositions and educa=-
tional research, however, is virtually absent. This is particularly
paradoxical for sociologists who have accorded lip-service to sym=-

bolic interactionism for the pat thirty years.

Definitions of Self-Concept

Loose definitions of self-concept and instruments which are
multi-factor by definition have led some ressarchers to discard ''self-
concept' as a relevant variable in understanding such behavior as
achievement or dropping out of school.31 Perhaps this is a reasonable
contention because often the term 'self~concept' in the title of the
sc;iq or study is the only identifying feature which might lead one
to think of the study as a self-concept study. In such cases, were
the title absent, it could be reasonably argued that conformity,
ambition, adjustment, physical ability, phyeical appearance, or
social virtues were the subject of investigation. Given this, it is
not surpribing that somewhat more carefully defined and homogeneous
variables (such as previous academic achievement, IG, and SES) yield

better research results.

3lRoberta E. Beaird, "Self-Concept as Related to Adolescent
School Drop Outs,'" Dissertation Abstracts, XXV, 10 {April, 1965) 5724.
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Perhaps the best description of a large part of the self-
concept literature is that it is verbally redundant or synonymcus
but nonreplicative. Litefally hundreds of studies have been done
on self-concept and reported in the educational, sociologicaf’and
psychological literature. Yet few of these studies can be replica-
ted because of either poor methodolegy or unclear conceptualization,
or usually both. Confirmation or disconfirmation of others' findings
is, therefore, impossible. Hence it is inaccurate to speak of con-
flicting results., For example, an examination of the research on
whether there are sex differences in self-concept discloses what
appear to be contradictory findings. However, a finding of no
difference in one study does not allow us to say that a finding of
differences in another study is disconfirmed. Depending on the
measure used, girls have been reported to have both higher and lower
self-concepts than boys. When the self-concept inmstrument taps
conforming social behavior32, a higher level of self-concept
for females is noted as would be predicated from studies of social
conformity, but when the instrument taps specific self-definitions
of academic ability, lower scores are observed for girls than for
say that contradictory findings exist would be meaning-
lees since these studies share little beyond the label of self-

concept research.

2paniel o. Bowman, 'A Longitudinal Study of Selected Facets

of Children's Self Concepts as Related to Achievement, Intelligence,
and Interests," Dissertation Abstracts, XXIV, 11 (May, 1964) 4536-4537.

B1p14.
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Self~-Concept: Global or Specific

Ruth Wylie34 states 'most of the hundreds of researches aimed
at studying self-regard are apparently-based on the assumption that
individual differences exist in an over-all or global self-evaluative
attitude . . . . Even if a 'd factor were to be demonstrated and a
variety of instruments used, it seems clear that such a factor can
account for only a small part of the variance in the instruments."
Accordingly, Wylie explores a more restricted aspect of self-evalua-
tion, "children's estimates of their ability to do school-work,"
which she assesses in a manner comparable to the way in which we assess
self-concept of academic ability.

A more typical research approach, the use of sociometric
techniques to assess self-concepts of the deaf, is made by Helen
Craig..35 Although the theoretical orientation of her study is
consistent with the present one (i.e. a Meadian emphasis on the role
of language in the development of self-concept) Craig's measurement
of self-concept using sociometric procedures presents several diffi-
culties.

As is true with many measures of self-concept, the socio-
metric method as commonly used supposedly assesses a general,
affective self-concept where preference for certain people is the

major subject. For Craig, the question was not how one evaluates

34Ruth Wylie, The Self-Concept: A Critical Survey of Per~
tinent Research Literature, op. cit.

35Helen B. Craig, "A Sociometric Investigation of the Self-
Concept of the Deaf Child,'" American Annals of the Deaf, CX, 4 (1965),
456-4780
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himself, but rather whether one sees others as preferring to share
his company or interact with him. And although this inter-personal
attraction--aversion dimension may reflect the notion of gelf evalua=
tion and comparison, little specific information is gained regarding {
the characteristics, qualities, or abllities, that the person defines |
himself as possessing or lacking which led him to predict his own 4
sociometric standing. In fact, it is quite possible that as a person
moves from one social situation to another he may view his immediate
others as disliking what he thinks to be his strong points.
Relevant to the question of general vs. specific measures of
self-concept are the findings reported by Piers and Harris3® on the
reliability and construct validity uof a 140 item multiple-factor
self-concept scale. Moderate Kuder-Richardson formula 21 reliability !
coefficients of .78 and .88 were obtained for the 10th grade girls
and boys. In addition, a general downward trend in these reliability
measures was noted from the tenth, to sixth, to third grades for
both girls and boys. Validity estimates for third and sixth graders
(correlations between self-concept scores and IQ) were .17 and .25
respectively. Correlations between self-concept and academic achieve-
ment for third and sixth graders were .19 and .32 respectively,
Despite the correlations (whichk are relatively low) between
self-concept, IQ and achievement, the question of the theoretical

utility of these multi-factor self-concept scales remains. 1It is

36E11en V. Piers and Dale B. Harris, "Age and Other Corre-
lates of Self-Concept in Children," Journsl of Educational Psychology,
| LV, 2 (1964), 91-95.




difficult to understand why a person's IQ and 5Lademic performance
should be similarly related to a measure that has been shown to include
separate tactors guch as social status, academic status, physical
appearance, anxiety, popularity, and happineas. Perhaps the observed
low correlations between scores on such multi-factor self-concept
scales and IQ achievement, as noted by Piers and Harris, are a con-
sequence of the assumpticn that 'low'" self-concept is reflected in
lower scores throughout these categories. Such an assumption is not
in accord, however, with our position or observations. For example,
it would not be an incongruous situation for a person to define him-
self as very handsome, well-beﬁaved, popular, happy, aad stupid in
physics. 1In this kind of situation, no correlatior would be expected
between self-concept scores involving these dimensions and physics
achievement or IQ. On logical grounds, items which assess specific
academic self-conceptions ought to be superior to general self-
perception items when school achievement is to be prédicted.

In another study of general self-corncept in relation to school
performance, one researchers/ developed a set of 100 items which
included three dimensions of self-perceptionc assumed to be important:
the importance of peer relationships (a social value), non-conformity,
and satisfaction with self. Interestingly, the items which were
found to be best in differentiating between high and low achievers

were those dealing with the student's perception of the quality of

37Ra1ph J. Nash, "A Study of Particular Self-Perceptions as
Related to Scholastic Achievement of Junior High School Age Pupils
in a Middle Class Community,' Dissertation Abstracts, XXIV, 9,
(1964), 3837-3838.
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his performance of school work, e.g. "My grades are good," and "I am
accurate in my school work." 1Indeed, Piers and Harris38 also confirmed
the existence of an academic factor in a varimax analysis of 140
self-concept items based on Jersild's grouping of statements children
make about themselves. Further support for this speculation, especially
with reference to high school students, is the finding that the aca-
demic dimension of total self-definition tends to become more salient
as the child grows older.39

In summary, it seems reasonable to conclude that the small
observed associations commonly found between general self-perceptions
and cchool achievement are primarily the result of the association
Letween academic self-perceptions (known to be highly correlated
with achievement) and general self-perceptions. In fact, as it is
hypothesized in this study, if one controlled for the academic

dimension of self-concept the association between general measures

of self-concept and GPA will drop to zero.

Self-Concept: A Noun or a Verb

1lustrative of the vast majority of educational writings
which begin with the idea that self-concept is an inner, intra-
personal trait '"which an individual brings to the education setting,"

is a recent study by Tuel and Wursten. 49 And, not surprisingly,

38Piers and Harris, op. cit.

39 anet M. Wickersham, ""Self-Perceptions, in Relation to
Grades and Report Cards, of Third and Sixth Grade Children from
Above-Average Socioeconomic Backgrounds in Richmond and Wayne Town-
ship, Indiana," Dissertation Abstracts, XXVI, 6 (December, 1965)
3i116-3117.

4030hn K. Tuel, and Rosemary Wursten, "The Influence of
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there has been an accompanying concern expressed for whether sgelf-
concept instruﬁents "really" measure the "real" or phenomenal self.“l
From our Meadian perspective, howcver, self is a process rather than
a thing, a vert rather than a noun, and by no means a fixzed trait
lugged around by the "learner." Self is conceptualized as a label
referring to certain symbolic behaviors in which individuals engage.
Within our theoretical perspective, there is no "real" self 'fi‘

entity apart from behavior, But this self-defining process is real
in the sense that it is symbolic behavior, and in this sense, "ideal"
selves or "aspirations" are real behaviors. When a persen says "I
am. . ." or "I would like to be. . .," these are "real" behavioral

events no leas worthy of study than any other behavioral event. As

stated in the theoretical development, we are n~t concerned with
the measurement of an inner phenomenological self-concept. We are

concerned with self-concept as a process.

Self-Concept: Accuracy and Discrepancy

Frequently encountered in the self-concept literature is a

concern for incongruities or discrepancies between an inferred ''real

self," a stated "real self," and/or a stated "ideal seif."#2 4

Intra-Personal Variables on Academic Achievement," California Journal
of Educational Research, XVI, 16 (March, 1965), 58-64.

41Piers &nd Harris, op. cit.

423, E, Williams, "Changes in Self and Other Percepticiic
Following Brief Educational-Vocational Counseeling," Journal of
Counseling Psvchology, IX (1962) 18-30; Clifford D. Miller, "An
Exploratory Investigation of Self-Concepts of High Achieving,
Average Achieving, and Low Achievi..; Groups of Junior High Pupils
as Perceived by the Pupils ani Their feachers," Dissertation
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similar concern is shown for incongruities between self-expectations
and the perceptions of others' expectations.43 The generally prevalent
explanation for the need to study discrepancies between what is thought
to be real ard what is thought to be ideal is that large discrepancies
m.y be harmful. All that can be empirically defended, at this point,
is that these studies examine discreparncies between interpretations of
stated "real" and stated "ideal' selves. Perhaps some of these dis-
crepanQ}es are disfunctional to a person. Perhaps some are not.

At any rate, the research literature is less than clear on how these
discrepancies cause the harm that is assumed to result from them.

In spite of the long tradition of research on this subject, no one

has demonstrated conclusively that poorer school achievement, poorer

mental health, or poorer anything else is a consequence or even a con-

comitant of a discrepancy between stated "real" and stated "ideal"

self-concepts.

According to the theoretical orientation of the present
study, both "ideal” self and "real" sel{ are behaviors which emerge
in social discourse with self and others, A comprehensive description
of the sources of "ideal" self, if we were to use the term, would in-
clude the normative perscriptions perceived by the actor as occuring

within his primary and secondary groups. Hence, "ideal' self as well as

Abstracts, XXVI, 3 (September, 1965) 1483-1484; Mildred T. Richardson,
"Discrepancy Measurements Relating Student Self Concept of Mental
Ability with Mental Health Stability, and Empirical Study of Ninth
Graders," Dissertation Abstracts, XXVI, 5 (November, 1965), 2592,

43Mary C. Davis, 'Vocational Choice and Self-Others‘ Expec-
tations Congruence as a Function of Ego Identity,'’ Dissertation Abstracts,
XXVI, 2 (1965), 1168; Mildred 1. Richardson, op. cit.
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"real' self would likely ccrrespond witb cultural boundaries. And
although some variation in what individuals consider "ideal' self may
be observed, there will be a large degree of commonality among the
"ideal" perspectives of members of the same society.aa On the other
hand, societies which have completely different norms would show
differences in definitions of "ideal" self when the perspectives of
members of each society are compared.

If the assumption is true that self-concepts emerge through
a process of language interaction in which the person takes into
account how he is defined by others, and if all others in the life

of a person provided similar definitions of a person, we would antici-

pate low discrepancy between ‘'real' and "ideal" self. How often,

though, ought there be complete agreement in the definitions others
hold of a persor? Because a person typically interacts with multiple
others (usually representing varying cultural perspectives) and because
of variations in role and action context, different evaluations and
definitions are communicated. Again it is pertinent to note that no
one so far has shown that the discrepancy level in self concept affects
school achievement. Other questions raised by the typical study of
discrepancy between real and ideal, become more apparent when we recog-
nize that statements of a preference for characteristics, values, or

personal attributes, may reflect what the respondent has learned to be

bhMerville C. Shaw, and Gerald J. Alves, "Guidance in Prac=-
tice; The Self-Concept of Bright Academic Underachievers," Personnel
and Guidance Journal, XXXXII, 4 (1964}, 401-403; Densley Harley Palmer,

"A Cormparison of the Consistency of the Self-Judgments of Physically
Disabled and Non-Disabled Male College Students,'" Dissertation
Abstracts, XXVI, 8 (February, i1966), 4456.
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a 'general good." He may believe it is gemerally right for all people
to drive carefully, including himself, but yet prefer that he drive
in an exceptional way. Apparently the assumption behind the "rezl-
ideal"” comparison is that a person's general statement of the '"ideal"
has a very important influence upon his behavior. But as Krathwohl,
Bloom, and Masia have indicated‘“s,the acceptance of a value, pre-
ference for a value, and commitment to a value are separate dimensions.
A perscn may learn what is appropriate (i.e. being athletic), and accept
and prefer this condition, but not engage in this behavior because he
is not committed to it (that is, not having stated to others that he
will) or because others important to him do not expect this commitment.
Possibly, articulation of an ideal state is of little utility in the
study of individuals within a society.

On the other hand, self-predictions of how one will behave
in the future, razther than wishes or ideals, have been found to be
quite useful as predictors of subsequent achievement, even in compari-

46 Mot

son with previous school performance and standardized tests.
only were self-predictions better predictors of college achievement

than were high school grades and American College Test scores, but they
lost less predictive accuracy after the freshman year than did the more

traditional measures. And of equal significance, whether a person

liked himself or not did not affect the accuracy of self-predictions.

45David R. Krathwoll, Benjamin'S. Bloom, and Bertram B.
Masia, A Taxonomy of Educational Objectives: Handbook II: The
Affective Domain., (New York: DNavid McKay, 1964), Appendix A.

46Karl Elton Keefer, ''Seli-Frediction of Academic Achieve-

ment by College Students," Dissertation Absiracts, XXVI, 8 (February,
1966), 4337,
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Most theorists who study a '"real' self are interested in the
"accuracy of self-evaluations."47 Our position is that self-concept

of academic ability is of critical importance to the extent that it

N T~

limits what a person will attempt to do. If the person is inaccurate
or accurate, assuming a "'real" self, the effect on the individual's
decisions is the same. We do not reject the notion that, in terms

of skille, affective states, and resources, there may be a 'reality"
in what can be accomplished by anyone in any given condition. We do
reject, however, the notionthat accurate self-appraisals ought tc be
based upon IQ with all of its measurement problems or on the éssump-
tion that one's ability to learn is fixed for the future on the basis
of his current performance. Too often such terms as "underachiever,"
"overachiever" or "psuedo-retardate'" are coined to excuse faulty
theory and poor measurement.

48

In one study™® on the accuracy with which teachers were able

to describe students' '"real selves," where accuracy of description
was defined as the agreement between a student's self reports (by
Q" sort methods) and a teacher's description of student's self
reports using the same technique, it was concluded that teachers
were able to infer high-achievers' descriptions of real self with
greater accuracy than they could for low achieving students. This

finding becomes understandable when coupled with the observed ten-

47E. L. Cowen and P. N. Tongas, "The Sorial Desirability of

Trait Descriptive Terms: Application to a Self-Concept Inventory,"
Journal of Consulting Psychology, XXTII, (1954), 357-360,

48¢c1ifford D. Miller, op. cit.
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dency of some teachers to ignore ''stupid'" students. Moss and his
assocjates found that students defined as less able were not being

49
taught, thus adding to their educational retardation.

Ha11°0

» in an interesting study, concluded that the self-
conceptions of 14-16 year old working-claes delinquents differ

from those of non-delinquents. However, while Hall defined self-
conception as identities and values, dimensions commonly used in
real vs. ideal self studies, he observed that delinquents and
non-delinquents were alike in that delinquents strongly committed
to the delinquent sub-culture showed as high levels of self-evalua-
tion as did non-delinquents committed to the dominant culture.

The importance of this finding is that without information con-
cerning the subjects' specific reference groups one may prematurely
conclude that individuals are alike or different. Considered out-
side of the social context, such compariscns of self-concept are
meaningless.

Research on discrepancies has usually not considered the
normative source of self and the social interactional antecedents
of self., 1In so doing, questions have been designed to assess real
selves as traits independent of social conditions, which apparently

should be useful for understanding persons, in their varied roles.

There is little evidence, however, that any self construct has a

49James Moss, Comments at Conference on Research on Excep-
tional Children at Michigan State University, 1965.

50peter M. Hall, "The Self-Conception of Juvenile Delin-
quents: A Symbolic Interactionist Approach,' Dissertation Abstracts,
XXV, 4 (October, 1964), 2650.
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common influence from one situation to another. Definitions of
self such as "I am noisy,”" "I am fat," or "I am not talented," may
be respectively predictive of how a boy will behave when his
teacher leaves the room, the snugness of the clothing he will
select, or whether he will take music lessons, but when added to-

gether into o global 'real self" may be of little value in predic-

ting his school attendance pattern. Not surprisingly, as previously

discussed, global scales attempting to measure self-concept have
had little observed association with behavior. They fail to
idchtify the relevant self-concepts, those which are important
factors in a particular social gituation and those which are not.
In contrast with our position that a student who conceives
of himself as being a person with limited academic capabilities is
limiting the range within which his academic achievement can vary,
educational practice stresses the necessity for getting students

14

to accept "objective" data concerning their academic capabilities.

This is a major goal for many couuselors where, in essence, a
counselor attempts to find efficient meth6ds {perhaps hy becoming

- a credible other) for convincing a low scoring student that he
ought to view himself as unable to learn certain academic subjects.
And given this condition of limited ability, many '"worthwhile’
vocational and social alternatives are cited as still available
which the counselee ought to accept as satisfactory for him. The
"acceptance” of a limiting self-definition of academic ability is
deemed essential for the "adjustment'” or "mental health” of those

students labeled less able by the clinician.
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,; A counseling failure, under this ideology, might be the

\ student who scores 90 en an IQ test but insists that he has the

ability to go to graduate school. He will supposedly be better

N adjusted if he defines his chances cf going to graduate school as

. "somewhat unlikely." Yet in a recent study, it was found that good

and poor adjustment groups do not differ in their self-assessments
with reepect to objective test data.51 If this study is repeated

with the same results, perhaps a2 change of theoretical stance is

in order. In any event, as previously cited, whether a person

likes himself or not was found to be a poor predictor of academic
| achievement. Academic self predictions,on the other hand, were
much better predictors of behaviors in school than were adjustment

"inventories."

Self-Concept: Others

rl ~
s e — —

Many researchers seem to assume that others influence the

development of self conceptions, but show little awareness of how
they exert that influence. Attitudes toward subjects are commonly

collected along with self-concept data, but seldom are hypotheses

tested concerning the influence of others. Theoretical development
is frequently a BQQE hoc enterprise.

An illustration of how the dimension of "others" has slipped
into the research on self-concept without wuch concern for testing

hypotheses derived from theoretical propositions concerning the

Slpobert E. Brown, '"Acceptance of Scholastic Ability Data
and Personal Adjustment,' Vocational Guidance Quarterly, XIV, 2
(Winter, 1965-66), 111-114,
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influence of others is illustrated in a study of '"bright academic
underachievers."52 "Underachievers' reported more negative self-
concepts than did the achievers. Female '"underachievers' were more
negative, however, than male ''underachievers' in their perception
of how they were perceived by others. This difference is then.
attributed to a sexual difference in a 'general perceptual mode"
in which . . . "the negative perceptual attitudes of male under-
achievers &sppeared to revolve primarily around themselves while the
negative attitudes cf female underachievers appeared to be cen-
tered on their perceptions of others of themselves.'" It is
difficult to determine what this post hoc theorizing means, how-
ever,

One study53, examining the discrepancy betweer. a student's
self estimate of ability and a teacher's estimates of the student's
ability, concluded that '"the student may form the self-concept of
his intelligence by mirror image of the teacher's estimate of him."
At the same time, the study concluded that the stability of a
student's mental health is also related to the teacher's estimate
of his academic ability. The teacher rated the "mentally unstable"
student below his measured academic ability, while the "mentally

stable student was estimated as more academically capable than

indicated by his test scores.

>2Merville G. Shaw and Gerald J. Alves, op. cit.

33Mildred T. Richardson, op. cit.
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One st:udy54 designed to "explore some of Mead's treatments
of the origin of s~lf" examined the relationship between self-con-
cept, and expectations and characteristics of four significant

others, and "found no relationship," as measured by correspondence,

betweer '"Who am I" responses and descriptions of "significant

others."

While the researcher explains his negative findings on
the basis of low instrument reliability and other methodological
problems, a more compelling explanation, coupled with the poor
methodology, is that the derived hypothesis was false. From our
perspective, also influenced by Meadian work, self-concept need
not correspond with characteristics of significant others. Indi-
viduals may be influenced by others quite different from themselves,
In a study of changes in self-concept (as influenced by
teacherz and peers) over a six-month period among sixth graders,
it was hypothesized that childrens' self-definition in schoel work )
areas (work habits, mental abilities) would move toward initial
teacher ratings while self-definitions in physical and social
activities would move toward agreement with peer nominations.55
Self-concepts remained so stable over the seven-month period, how-
ever, that an adequate test was not provided.

Using sociometric techniques to assess social adjustment,

investigators have found some support for the idea that successful

S4Theodore Kemper, '"The Relationship Between Self-Concept
and the Characteristics and Expectations of Significant Others,"

Dissertation Abstracts, XXV, 1 (July, 1964), 665.

55Leeha C. Zion, "Body Concept as I: Relates to Self-

Concept," The Research Quarterly, XXXVI, 4 (1965), 490-495,




a common technique for determining social adjustment--and academic

achievement presents theoretical and methodological problems which
- are commonly neglected.
I1f high academic performance of a student is viewed as
directly dependent upon his acceptance by his classmates, then the
obvious implication is that high academic achievement for him is

generally valued by these classmates--that they prefer that he

/ achieve at high levels. But, educational researchers have cast

doubts on such an implication. Coleman56

35
relationships with peers occur in conjunction with academic success.
Such observations, however, of an association between peer choice--
in his classic study, J
concluded that the high school peer culture in the United States
. is more likely to accord honor and social acceptance on the basis
~of dating and sports than on the basis of high achievement. Erick-
son presents evidence that high school students do not tend to make
academic achievement a basis for friendship. Many students apparently
can perform at high levels without being rejected by their friends.
(See Ericksop in Part II, Chapter IX)
One explanation for the observed association between peer
choice and academic standing is that some of the sociometric items
assess the peers' evaluations of the academic ability of the student

being rated. Prior research by the present authors confirm an in-

56James Coleman, The Adolescent Society (New York: The
Free Press, 1961). Coleman even contends that high achievement
is likely to be a source of rejection by peers. While not in
accord with this last contention, we recognize that peers may
be significant others to high school studerts; See Chapter III
of this report.
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direct relationship between perceived peer evaluations and academic
achievement, but self-concept of ability functions as an intervening
variable. Therefore, if the sociometric test taps evaluations of
academic ability, a small but statistically significant association
is expected between peer choice and academic performance. However,
when self-concept of academic ability is controlled, this relation-
ship should reduce to near zero.

The inclusion of questions which possibly tap the school
ability dimension in some self-cencept scales can be observed in

Muma's instrument.57

Out of 10 items, 3 may assess evaluations of
ability by asking with whom the peer would most and least like to
be in a class project, on a committee, and in a school club or
group., WUntil the effect of iteme like these are removed from
sociometric studies of peer acceptance, it will remain difficult

to determine whether the relationship between peer acceptance and

academic achievement is caused by an evaluation of academic perfor-

mance by peers, some other reason, or the confounding effect of

evaluations of academic ability i tems.

Self-Concept: An Intervening Variable

Vaughan58 observed a greater relationship between perceived

evaluation of others and self-concept than between actual evaluations

5750hn R. Muma, "Peer Evaluation and Academic Performance,'
Pergsonnel and Guidance Journal, XXXXIV, &4 (1965), 504-<509.

58Teddy R. Vaughan, '"Group Determinants of Self-Conception:
An Empirical Assessment of Symbolic Interaction Theory,'" Dissertation

Abstracts, XXV, 11 (May, 1965), 6813,
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of others and self-concept. But his citation, without interpreta-
tion of tne finding that perceived evaluations were positively
assccic ted with academic performance, provides no clue as to how
these perceived evaluations become translated into action., Cer-
tainly it does not suggest that self-concept intervenes. Had self-
concept of scholarly ability beeu controlled, the association
might have been reduced, perhaps to zero.

Recognizing the importance of the student's perception

of his parent's support of school (i.e., affective active help,
emphasis on academic achievement), and the reciprocal nezture of
the parent-child role where early school successes or failures may
serve to modify the parent's conception of the child, Luszki and

Schmuck59

studied 727 pupils drawn from 18 clzmentary, 4 junior
high, and 5 senior high schools. Self-definitions were studied
under the rubric of "esteem'" but were not conceptualized as inter-
vening between the evaluations of others and action. Rather the
impression given is that perceptions of parental support were
necessary and sufficient conditions for eliciting better. school
performance. The powerful influence of parental evaluations on
the child and the necessity of working with parents was well

) illustrated. But the basic idea of the present research, that

evaluations of others are only translated into action to the extent

that they result in a parallel self-conception, ie lacking.

59Margaret Luszki, and Richard Schmuck, '"Pupil Perceptions
of Parental Attitudes Toward School,' Mental Hygiene, II, 2
(1965) , 296-307.




4 - 38
Some of the interesting findings of the Luszki and Schmuck

-
study were: 1) 'Despite the clear association between a pupil's

Hperception of his parent's interest in school and that parent's

é' - educational level,.no statistically significant relaticaship was

found between the father's nccupational status and the pupil's

perception of parent's intereat in school;'" 2) 'Age was related to
perceived parent's support, with younger pupils perceiving their
parents as supporting academic striving more than older pupils;"

3) "Boys perceived more parental academic achievement pressure

PRSI N7 SN PROE o s S 3 T
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than girls; 4) "Boys in the working and lower-middle classes

SR,

perceived more parental’ achicvement pressure than boys in ‘the

-

upper-middle class.'" (Again, these findings contradict the opinion

M * 7

that low social economic status variables operate directly to
minimize the importance of schooling) 5) "Fupils who perceived
their parents as holding supportive attitudes toward school life

g utilized their abilities more completely than pupils who perceived

less parental support." -

Self-Concept: Inducing Change

When self-concept is treated as a dependent varizble to be

modified, examination of the literature discloses that several

PvRs’ " N

different strategies have been divised to elicit change and to

determine whether or not specific conditions exert differing

s

influences. Clark6o for example attempted to use the enactment

T -

%0car1 T. Clarke, ''Changes in Self-Concept as a Function
of Dissonant Role-Playing,' Dissertation Abstracts, XXVI, 3
(September, 1965), 1771.
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or saying of enhancing self-statements to induce improved self=-
concepts over a one wegk perioq, MI; was hybotheqized that those
subjects who had l§w pretest self-concepts would show an increase
when-acting out roles involving the articulation nf high self-
concept statements provided by the experimenters. From the

" social interéction‘point of view the disconfirmation of his
hypothesis is not surprising. If self definitibns are influenced
by the actor's perceptions of how éertain others whc have credi-
bility do view him the mere articulation of high self-concept
statements alone is not likely to be sufficient fo create z new
definitional response to self,

Despite being otherwise aware of many ¢f the deficiencies

of self-concept research, Wylie61

attempted to determine if sex,
race, and socio-economic level resulted in different self-con-
cepts levels, undw: the overall hypotheses that differences in
cultural learning opportunities result in differences in self-con-
cept. Just what those cultural differences in learning opportuni-
ties are, how they are related to Wylie's major variables, or how
they become translated into self-conceptions are not clearly
treated, '

Neither providing a subject with information in the form

of objective test scoreeﬁz, nor providing evaluations of skill by

61Ruth Wylie, "Childrens Estimates of Their School-work
Ability, As a Function of Sex, Race and Socio-economic Level,"
Journal of Personality, XXXI, 2, 1963, 203-224.

4

62p.vid A. Hills, and John E. Williams, "Effects of Test
Trnfuimation Upon Self-Evaluation in Brief Educational-Vocational ,
Counseling," Journal of Counseling Psychology, XII, 3 (1965), 275~ |
281- ' 1
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63 64

experts ~, nor providing group interpretation” of test scoraé, nor
individual.cpunsglingﬁs.were foupq to be effective in eliqiting
change for more than a few.days. Tﬁese studies are difficult to
interpret. »

Some researcheres have been careful to point out’that self-~
evaluation may depénd‘on ability as reflected in task achievement
but that the evaluation of the task achievement is carried out by
others.66 From this general premise, it was ﬂypothesized that
when students are told by a competent authority that chey have
high ability in an qnfgmiliar task they will as a_result choose
to perform at higher difficulty levels. And-thé sélf-evalu#tions
of ability of those informed that they are able will be higher
than those who are told that they are average or low in abillity.

The results of this last experiment were in accord with
the hypothesis that an authority's "arbitrary evaluation" was

effective in Influencing the level of task difficulty chosen by

subjects., Yet mno differences were geunerated in self-evaluation

63F10rence Denmark, Dorothy Murgatroyd, and Albert Pepitone,
"Effect of Differential Valuation on Group Level of Aspiration,
Decision Time, and Productivity,'" Journal of Social Psychology,
LXVII, 2 (1965), 201-209.

6%4Joneil H. Folds, '"A Comparison of the Recall of Test
Scores and Changee in Self-Concept of College Students Following
Three Methods of Test Interpretation,' Dissertation Abstracts,
XXV1, 4 (October, 1965), 2073-2074; David A, Hills, and John E,
Williams, op. cit.

65Robert E. Brown, op. cit.; David A. Hills and John E.
Williams, op. cit.

66Florence Denmark, Dorothy Murgatroyd, and Albert
Pepitone, op. cit.
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;f ability. Searching for an explanation, it was proposed that the
positive valence of success in this culture postulated by Escalona
~éﬁd'Festingét':’.s dﬁﬁidireétibngl-dfiv; ﬁo e&aiuate aﬁilifiés upwér&
in a Western culture' may have acted as a buffer or counter agent
for the iow'evaluations expresgded by an authority. But another
alternative, basged on the ;heqretical o;ientation of the present
study and confirmed in past research, is that short-term evalua-
tiohs by an expert are inefficient in manipulating self-evalu-
ations of subjects. A nrcessary condition for the exertion of a
.poﬁerful influence by particular others is that they be continually
taken into account by the actor. How can "experts" obtain such
importance in the 1lives ;f most students after only limited contact
with them?

Another research67 found that greater frequency, intensity,
and duration of interaction yielded higher associations between
self-concep”ion and perception of others’ evaluations. Further
support for the contention that the evaluators must be important
"others" to the subject or that the group to which these "others"
belong is ore in which the subject desires membership is found
in a study of a sorority rush by Fontana.®® Fontana concluded
that "subjects who were accepted ae members in a sorority showed

a steady rise in self-evaluation from the beginning to the end of

67Teddy R. Vaughan, op. cit.

68p1an F. Fontana, '"The Effects of Acceptance and Rejection
by Desired Membership Groups on Self-Evaluation,' Dissertation
Abstracts, XXV, 6 (December, 1964), 3675.
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rush. Subjects rejected at the end of rusn increased in self-
evaluation during rush uhile they.Were-being accepted for further
consi&eratisn.aﬁd then decreased iﬁ éélf;evéluation at éhe end of
rush when they learned they had been rejected."

Another strategy for changing self;céncepts includes the
use of "others™ in the treatment program. 1In a study of the
effects of an experimentally-induced milieu on the self-accep-
tance of severely physically disab” d patients between 50 and 75
years cf age, Rolnick69 found patients exposed to the experimental
tre;tment showed more increase in self-concépt over time than sub-
jects in two control groups., It is inferesting to note that
family members were included in the overall treatment program for
the experimental group, and lower echelon staff who interacted
with the patients everyday were used as ancillary therapists.

Wiesen70

tested the hypothesis that self-concept -~s a
learner varies in relation to the organizational clinate of the
classrooh. .Despite ﬁhe 1imiting.fact that 40% of his subjects had
IQ's of 120 and above, he concluded that "self-concept as a learner

had a direct relationship with organizational climate in the class-

room that was independent of intellectual capacity."

69Esther S. Rolnick, "The Effect of Environmental Therapy
on Changes in Self Concept,' Dissertation Abstracts, XXVI, 7 (1966),
40¢6-4067.

/OHenry H. Wiesen, "An Investigation of Relationships
Among Intelligence, Organizational Climate in the Classroom and
Self-Concept as a Learner Among Ten-and Eleven-Year-Olds," Dis-
sertation Abstracts, XXVI, 11 (1966), 6520-6521.
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Summaty of Literature Review,--A major deficiency which mauy

se}f«concept studiés‘share is a shotgun app;oach to research where
a yést arfay of variablés aré anaiy;edAwithoit éﬁoﬁéﬁ'atéention
being pald to .the theoreticallnetwork in which these variables

are emhedded. 1Instead of clearly articulating the underlying
theory from which the research stems and deriving hypothesés which
will test it, variables are selected from past research on the
basis of what often appears to be the fancy of the fesearcher.

For example, one resedrch report begins by alluding to family
characteristics and living styles as important determinants cf
school adjustmént and arrives at the following generallstatement:
"General affective support of the child and his role as a pupil,
7hen these positive attitudes are perceived by the child, help
him to develop both a high level of personal esteem and positive
attitudes toward school which in turn facilitate the child to
utilizing his abilities at high level, and his better performance
in school further enhances his self-evaluation and feelings about
school,"’!

But instesd of developing concisze, testable hypotheses
including well-defined, relevant constructs, the researchers
embark upon the measurement of parental education, interpersomal
affective peer relations, utilization of abilities, self-esteen,
family snocial-class, and school adjustment, And instead of a test
of the general hypothesis (or more aptly hypotheses), the result is

a variety of non-integrated findings.

71Margaret Barron Luszki, and Richard Schmuck, op. cit.
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‘Major Propositional Statements

Two undérlying‘assumptions of the Qiscuséion tbus far
are: one, neither the process nof theiorganié mechanisms
necessary for learning culturally-required:behavior are diff-
erent from the processes and mechanisms for learning the types
of behavior taught in the c¢lassroom; and two, a student learns
to behave in the classroom in ways which he considers appropriate
to-himself {(the definitioriz of self as an object). The propo-
sitions focused upon in this study, however, are:

Proposition 1. A functional limit on a student's

ability to legrn in school is.set
by hisz '"self-concept of academic
‘ability;"

Froposition 2., A gtudent's self-concept of academic

. ability is acquired in interaction

‘ ' _ with his significant others through

“4 | | his perception of their "evaluations

i of his academic ability;"

‘ Proposition 3. A student's self-concept of academic
ability is an "intervening variable"
between his perceptions of others
and his attempts to learn in school.

Each of the above propositions are slighlly modified versions

72

of theoretical statements made earlier by the senior author. From

72Brookover, (1959), op. cit.
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these propositic: :, general research objectives and hypotheses were

formulated for the previously reported research and the studies

.rebbrted here., These studies share a similar concern for the same =

~ basic propositionéland hypotheses. The primarg‘concern of this

research was to test the basic hypothesis over time with the same
population of students. The results of this longitudinal study are
repérted in Chapter iVa In conjunction with the longitudinal
researgh we did a follow-up of the experimental studies carried
out under Cooperative Research Project Number 1636. This is
reported in Chapter V. Thrqughout the research program we have -
sought to identify the persons who function as significant others
for the secondary school students in this population. The results
of this analysis are réported in Chapter III. Concommitant with
the major research program reported in these chapters of Part I, a
number of related studies have been carried on by students asso-
ciated with the major project. 7These are summarized in Part IX.

The specific objective of these stuldies follow.

Objectives and Hypotheses

The major objective of the longitudinal research was pre-~
dicated upon the proposition that students' self-concept of academic
ability results from their perceptions of the 2valuations signifi-
cant others hold of their ability. The students'’ self-concept of
ability in turn functions to limit the level of academic achieve-
ment attempted.

As previously discussed, the relationship of perceived

evaluations of significant others to self-concept is conceptuali-~
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zed as a necessary ard sufficient condition, i.e,, if the student's
significant others change in their evalvations of the student'’s
ability,kfhis éﬁaﬁgé will be reflectedvin the studéht“s self-
evaluation of abilify. A chenge in the {ormer will be reflected

in a change in the latter, The relationship of self-concept of
ability Fo‘achievement, on the other hand, was defined as being

a necessary but not a sufficient condition for “he occurrence

nf a particular academic performance.
The study of the development and impact of self-concept

of academic ability as both a "limiting variable," and as an

"intervening variable' presents several meth>ydological problems

-
-

not commonly dealt with in research. As ncted in the review of
literature, the majority of investigations concerned with the
emergence and consequences of self-concept have employed the
usual correlation and chi-square procedures for determining
associations.

Use of these techniques in static analyses$ are based upon
a linear or functional definition of the relationship rather than
"necessary but not sufficient.'" Moreover, since changes in
sﬁbjects are notlpbserved, it can be argued that despite an
apparent shering of distributions, these variables do not chaﬁge
concomitantly with one another as would be necessary before
inferring any imdependeptadependéﬁt relationship, Prediction,
in the former cases, merely means the sharing of common regressionr

lines and is quite different from the prediction of change in a

dependent variable based upon change in the independent one.
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Far too often single cross-sectional surveys have been
attempted withvthe.stated objective of answering questions about
developmental ﬁﬁenomenaxdithbui the benefit of devélopmental '
d;ta. Seldom are subjécts folloﬁed o?er time to determipe if
changes in'the hyﬁotﬁesized independent vériablea are éccompaﬁied
by changes in-the hypothesized dependent variables.

A contribution of this study to the understanding of the
function of self-concept of academic ability is that each subject
was observed at grade levels, grades seveﬁ chrough *welve, making

it possible to test hypothesized associations with change data.

Major Hypotheses

Self-concept of acsdemic ability is viewed as being pri-
marily dependent upon, in a linear way, the perceptionslgf
others - namely, the higher the perceived evaluations of others
the higher the self-concept. Self concept of academic ability
also has a relationship to academic achievement which is that of
a tﬁreshold condition, - namely, a necersary but not sufficient
conditicen.

of theoretical and empirical relevance, therefore, are

the following hypotheses:

Hj: Student perceptions of the evaluations of their
academic ability by others (parents, friends,
and teachers) are associated with self-concept
of academic ability at each grade level,

Hp: Changes in the perceived evaluations of their
academic ability by others are associated with
parallel changes over time in self-concept of
zxademic ability.

Hy: Self-concept of academic ability is associated
with academic achievement at each grade level.
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Hy: Changes in self-concept of academic ability are
associated with parallel changes in academic
achievement.

Hg: Self-concept of academic ability is a recessary .
but not a sufficient condition for the occurrence
of high academic achievement.

Hypotheses #1 and #3 have been confirmed at various grade
levels in previous research73 by the authors and cther investiga-
tors (see Part II Related Studies). Hypotheses two and four
represent a more unique contribution because of their dependeuce
for test upon gequential data. Limited analysis of such data from
grades seven through ten was reported earlier, but these hypo-

theses can now be tested by data from the same students in grades

seven through twelve.

An Intervening Variable

Predicated on the assumption that self-concept of aca~
demic ability is cdependent upon perceived evaluations of signi-
ficant others and that academic achievement is related to these
perceptions only indirectly through the association of those
perceptions to self-concept and other factors, it is hypothesized
that:

Hg: The magnitudes of the associations between

73Wilbur B. Brookover, Ann Paterson, and Shailer Thomas,
Self-Concept of Ability and School Achievement¢, U. S. Office of
Education, Cooperative Research Projecct #845, East Lansing:
Office of Research and Publication, Michigan State University,
1962; Wilbur 3. Brookover, Jean M. LePere, Don E. Hamachek,
Shaiier Thomas, and Edsel L. Erickson, Self=-Concept of Ability
and School Achievement II, U, S. Office of Education Cooperative
Research Project #1636, East Lansing: Bureau of Educational
Research Services, Michigan State University, 1965.




perceived evaluations and self-concept of
academic ability are greater than the associa-
tions between self-concept of academic ability
and achievement.

I1f self-concept of ability "intervenes! between academic
behavior and the past perceived evaluations of others, then it can

also be hypothesized that:

Hy: The associations between self-concept of
academic ability and achievement are greater
than the associations between perceived evalu-
ations and achievement.

Additional confirmations for the view that self-ccncept
of academic ability intervenes between the perception of others
and achievement may be gaimed by testing the derived. hypothcses: that:

Hg: The association of changes in perceived evalu-
ations with changes in self-concept of academic
ability is greater than is the association of
changes in the perceived evaluations with changes
in achievement.

and:

H9: The association of changes in self-concept of
academic ability with changes in achievement
is greater than is the association of changes
in the perceived evaluations with changes in
achievement.

Exploratory Questions

In addition to the above hypotheses several questions and
hypotheses were advanced concerning competing explanatory variables:

1. To what extent dces variation or change in socio-
economic status, measured intelligence, and general
self-esteem account for variations or change in
the associations between self-concept of academic
ability and academic achievement?

2. Are changes in achievement level associated with ‘ é
changes in socio-economic status and measured in-
telligence?

i
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3. To what extent do variations in socio-economic
status and measured intelligence account for
associations between perceived evaluations and
self-concept of academic ability?

4. Are changes in perceived evaluations associated
with changes in socio-economic status or measured
intelligence?

5. Do changes in seli-concept of academic ability
occur more often among students according to
socio~-economic status level, measured intelli-
gence level, or school attended?

Follow-Up of Experiments to Change Self-Concept
and Achievement -

During the ninth grade, low-achieving students in the same
class as our longitudinal subjects formed a pool from which subjects
were drawn to conduct three separate experimental programs. Each
erxperiment was designed to test a specific strategy for enhancing
self-concept of ability and thereby increasing academic achieve=-
ment. These experiments under the direction of the senior author

‘| are reported in detail in a final report U. S. Office of Education

Cooperative Research Project No,. 1636.74

The three experimental strategies to enhance the self-
concepts of academic ability and academic expectations of students
were designed to: (1) enhance the academic expectations and evalua-
tions parents held of their children's ability; (2) introduce an
"expert" from a university who communicated to students, directly
and formally, information designed to enhance their self-concept of

academic ability; and (3) counteract the effect of interaction with

74Brookover, LePere, et. al., 1965, op. cit.
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parents who have low expectations for their children through inter-
action bztween students and a counselor who held positive images and
high expectations for the student,

These experiments were important in several ways. Perhaps
the most important factor was that the only experiment which was
successful involved working through parents in a manner consistant
with the behavioristic theory of this study--symbolic interactionism.
These studies also provided experimental evidence that the self-
concept of ability behavior can be changed with resuiting con-
comitant changes in achievement behavior.

It is quite possible, however, that the hoped-for effects

"counselor" experiments would be missed in a

of the "expert'" and
study which did not follow the subjects over a long period of
time after the treatment. Perhaps there were¢ delayed reactions.
Similarly, the impact of the ''parent' experiment may not be fully
understood. Perhaps the increased achievement of the students in
the parent experiment would fall off when the treatment was discon-
tinued. Certainly reinforcement theories along with symbolic-
interactionism would suggest that if subjects are not continuously
reinforced in their higher self-concepts behavior their self-concepts
will tend to lower, particularily when the low self-concept be-
havior has.been repeated, for many years and may still be reinforced
by many others.

Therefore, the general objective. of the follow-up of

experimental subjects is to examine, Inh the eleventh and the

twelfth gredes, the persistence of the effects of treatment con-
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ducted on ninth graders to enhance self-concepte of ability.
The specific hypotheses which were tested and for which

75

further confirmation or rejection are sought are’~” stated in Chapter

v.

Related Studies

Each of the related studies summarized in Part II of this
report utilized data or instruments of the mazjor research program
or was stimulated by it. These studies have varying degrees of
relevance for the major objective of this research but all contri-
bute to the social psychological conception of student behzaviocr out
of which this research developed.

In Chapter VII Ann Paterson summarized a thorough analysis
of the reliability and validity of the self-concept of ability scale.
The following chapter summarizes Joiner's reliability-validity
analysis of the modification of this instrument for deaf children.
This is a pilot study for another project studying the use of such
scales for assessing handicapped students.76
In the design of this project we proposed to analyze the

relation of self-concept of ability to the persistance of students

in school. The study by Kenneth Harding summarized in Chapter XIII

">For a more thorough description of the experiments
see Brookover, LaPere et. al. (1965), op. cit.

76gdsal 7., Erickeon, Lee M. Joiner, Vivian Stevenson, and
Lou Alonzo, Scales and Procedures for Assessing Hearing-impaired

and Visually Impaired Students, U.S,0.E. Cooperative Research Project

No, 6~8727, (Western Michigan University, Kalamazoo, Michigan, com-

pletion date, September 1967).
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included a comparison of the self-concepts of students who drop-out

and students with compcrable IQs and grades who stayed in school.

ISR S PR

This study therefore fulfills one of the original objectives of

P

this research.

The other studies in this series are extemsions or
refinements of the major research reported previously and in Part
J. Each therefore contributes to the geuneral objectives of this

study. The specific objective of eacn are provided in summaries

reported,
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CHAPTER II

THE RESEARCH METHODOLOGY

This chapter is divided into four main sections. The
first secticn discusses and describes the longitudinal, cross-
sectional, and experimental populations and samples, and the
sites c¢f the research. The second section operationally defines
each of the major variables. In this section, the reliability
findings are also presented -- along with data on the stability
of student responses for each of the major variables over the
period of this study. The third section discusses data collec~
tion procedures. The fourth section deals with the analytical

procedures used in this study.

Populations, Samples, and Sites of Research

All of the students in each of the populations were
originaliy in the seventh-grade class Juring the 1960-1961
academic year in the four junior-high schools of a midwestern
city{(called Oldtown in the report) with a population of approxi-
mately 110,000. The total seventh-grade population numbered
approximately 2,000 students. From this class, three popu~
lations were identified and are described below,

55
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Longitudinal Subjects

For the longitudinal study, all students who met the
following criteria were included in the population studied.

1. Questionnaire data was available from the seventh
through the twelfth grades.

2. Academic Achievement Information {(GPA) was available
from the seventh through the twelfth grades,

3. Caucasian.

4, All subjects were promoted regularly from grades
four through twelve. Students who repeated grades
or who withdrew and re-entered were excluded.

5. All were participants in the regular school program.
All who were in special education programs (such as
thoge for the retarded) and all who were in experi-
ments designed to enhance self-concept of academic
ability during the ninth grade were excluded.

Approximately 100 Negro students were not included
because prior research with theee students suggests some dif-

-
ferences in self-concept and related variables.7

o,

The total N of longitudinal subjects equalled 562 including

307 females and Z55 males.

Cross-Sectional Subjects

This category included all students in the schcool system
at the grade level being tested except Negro students, special
education students and persons of unknown race. Since information

on Tace was not availsble subsequent to the 10th grade, some sub-

77R1ichard J. Morse, "Self-Concept of Ability, Significant
Others and School Achievement of Eighth Grade Students: A Compara-
tive Investigation of Negro & Caucasian Students,' (Unpublished
M.A, Thesis, Michigen State University, 1963).
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jects who had moved into the school system were excluded from the
cross-gectional analysis. There is, therefore, a8 likelihood that
the 1llth and 12th grade cross-secticnal deta will be more like
the longitudinal data. The N's for each grade level were: Grade
7 = 1050, Grade 8 = 1448, Grade 9 = 1507, Grade 10 = 1363, Grade 11
= 932, Grade 12 = 676. The seventh grade cross sectional sample
included only those students fcr whom complete prior school

records were available.

Experimental Subjects

In 1962-1963, when the class was in‘the ninth grade three
experiments were conducted in three junior-high schools with
students drawn as random samples from those Caucasian students
who had achieved below *he mean grade-point average of the clages
in their respective schools for the two previous semesters. The
grade point averages were computed on the four subjeéts cf math,
English, social studies and science. These low achieving students
are hereafter referred tc as '"low achievers.'" FEach of the three
experiments was designed to evaluate a different method of enhancing
the self-concepts of low-achieving students and thereby increasing
academic achievement. One experiment, hereafter referred to as
the "Parents Experiment” involved specific strategies for helping
parents raise their childrens' self-conception of academic ability
without their children becoming aware that they were the objects
of any special attention. From the population of low achievers

in one junior-high school, three samples were randomly drawn.

ne sample was designated the experimental group; the second, the
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placebo group (to test for Hawthorne effects), and the third, the

control group. However, since this particular experiment depended

on the cooperation of parents, a few exchanges of subjects between- -
control and experimental groups were made in order to secure enough
subjects in the experimental group. Thus, although the attempt
was made to maintain randomness within eachﬂgroup, it was not
comnpletely possible to do so.

The second experiment, which was conducted in another
junior-high school and hercafter referred to as the "Expert

Experiment,"

concerned the effects of formal presentations by a
person defined as an "expert' from 'The University'" on low-
achieving students. From the low achievers in this school three

samples were randomly drawn and again designated as experimental

group, placebo group, and control group.

The third experiment, which was conducted in still another
junior-high school and which is hereafter referred tec as the
"Counselor Experiment," was concerred with the effects of counseling
on the self-concepts of academic ¢bility vf low-achieving students.
In addition to being below the mean for their class on grade-point
average, these low achievers had to score below the mean on self-
concept of ability and have parents who were perceived by the stu-
dents as holding low (below the mean) images of the students'
ability. Of the low achievers who met these requirements, 30
were randomly assigned to an experimental group for individual

counseling attempts to raise their self-concepts and 30 were assig-

ned to a control group. No placebo group was used in the ccunselor
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experiment due to the nature of the counseling treatment.

Major Variables and Instrumentation

In the two previous phases of this study, Cooperative
Research Projects No. 8%5 and No. 1636, the following constructs

and scales were developed.

Self-Concept

General self-concept of academic ability refers to the

evaluating definitions which an individual holds of himself in
respect to his ability to achieve in academic tasks in general
as compared with others in his school class. This definition of
gelf-concept is in accord with Mead's definition of the self as
involving awareness and articulation of programs of action for
self as a social object.78

General self-concept of ability ”s operationally I~fined

as the sum of scored responses of a subject to the Michiga.: Scate

General Self-Concept of Ability Scale, hereafter referred to as

"SCA." (See Appendix A) This scale of elght multiple choice

items was developed under U,S,0,E., Coopcrative Research Project No.
845.79 Each item is scored from 5 to 1 with the higher self-concept
alternatives receiving the higher values. 1In keeping with our
definition of general self-concept of academic ability, each item

asks the student to compare himself with others in his social system

78See Chapter I for a more complete statement.

79Brookover, Paterson, and Thomas, op. cit,
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on the dimension of academic competency.

Reliability of the SCA Scale80. -- The reliabilicy co-

efficients listed in Table 2.1 are higher than those typically
reported for attitude tests. It should be emphasized, however,
that the instrument is used and designed for the study of groups
and not for the drawing of individual comparisons.
TABLE 2.1
HOYT'S ANALYSIS OF VARIANCE RELIABILITY COEFFICIENTS

FOR GENERAL SELF-CONCEPT OF ACADEMIC ABILITY SCALE;
GRADES 7-12 LONGITUDINAL STUDY a

[y Y —

Femaléﬂww- T Cnﬁﬁined

.820 N=513 . 770 N=537 - - N=1050
. 856 N=255 . 872 N=306 .865 N=561
.872 N=-255 .843 N=306 .860 N=561
. 868 N=255 .833 N=306 .853 N=561
.871 N=255 .822 N=306 .852 N=561

. 880 N=255 .849 N=306 .864 N=561

Student Perceptions of the Evaluation of Others

In order to analyze the self-other relationship, i.:., to
determine the effects of a student's perceptions of the evaluations
of his academic ability by others on his self-concept of scademic

ability, three scales were constructed (Appendix B), Each was

805ee Part II Related Studies Chapter VII by Ann Paterson,
and Chapter VIII, by Lee Jciner for further assessments of the
reliability and validity of SCA.
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composed of multiple choice items and are referred to as:

1. Perceived Parental Evaluations of Ability (PPEV)

2. Perceived Friends' Evaluations of Ability (PFEV)

3. Perceived-Teacbers’_Evaluqfinn of Ability (PTEV)

Reliability of the PPEV, PFEV, and PTEV Scales, -- Hoyt's

Analysis of Variance reliability coefficients are presented in

Table 2.2, The reliabilities are highest for PTEV (ranging from

-912 to .927) and about equal for the PPEV and PFEV scales (ranging
from .755 to .880). These are adequate for group comparisnns and

are higher than those typically reported for attitude measures.

TABLE 2.2
HOYT'S ANALYSIS OF VARIANCE RELIABILITY COEFFICIENTS
FOR PERCEIVED EVALUATIONS OF ACADEMIC ABILITY SCALES, .

GRADES 8-12 LONGITUDINAL STUDY

Grade PPEV , PFEV il PTEV
8 .838 . 755 .918
° . 846 .. 880 . 927
10 .782 . 869 .921
11 . 828 ' .859 .921
12 . 8495 .871 . 912
N = 561 combined males and females

Academic Achievement

Academic achievement was defined as the grade point average
(A=4,B =3, ., .) of four academic subject grades. English, mathe-

matics, social studies, and science were used in the 7th, 8th, and

9th grades. Other academic subjects were used in the later years,




62

if the stuldent was not enrolled in all of the above subjects,
Physical education, music, art, and driver education grades were
never included.

The reliability df gfade poinf averagé fof four subjects,

computed by Hoyt's analysis of variance was .91 for males and .93

for females in the seventh grade; .93 for males and .93 for females
in the eigbhth grade. These were calculated on a random sample
of 35 males and 35 females,

» January grades were used for the analysis. It is important

. to note that the grades were obtained two to three months ‘later

than the questionnaire data since a time sequence order of influ-

ences was hypothesized.

One Year Stability of Major Variables

Pearson Product Moment Correlations on test-retest data
were highest for SCA (.688 - .727) and GPA (.668 - .,755), In
Table 2.3 it can be seen that the lowest stability coefficients
occurred for the PTEV scores. Because of the coming and going
of teaching personnel within the school and because students
change teachers or sets of.teachers from year to year, lower
stability coefficients would be anticipated. The students' per-
ception of his teacher's evaluation differs from the 8£h‘to.the
9th grade. Greater stability in response to this scale is shown,

however, by the time the student reaches the 12th grade.



TABLE 2.3
TEST-RETEST COEFFICIENTIS OF STABILITY
FOR THE SCA, PPEV, PFEV, AND PTEV SCALES
OVER A 1 YEAR PERIOD LONGITUDINAL STUDY
- MALES AND FEMALES COMBINED

Period SCA PPEV — PFEV PTEV GPA
8-9 724 .640 .518 JGbi . 755
9-10 .713 .696 .587 .453 .679

10-11 .727 .748 .635 571 .684
11'12 0688 * 762 0628 0601 n668

Stabilitv of Responses on Major Variables and

Characteristics of the Distributions

The means, standard deviations, skewness, and kurtosis

values for each of the variables (grades 7-12) are located in

Appendix D, Tables 2 through 6. Some observations based“on the

data in these Tables are as follows:

1'

The means for SCA, PPEV, PFEV and PTEV are stable
over time. No large shifts or systematic changes
are apparent. This is true for both longitudinal
and cross-seétional populations.

A slight downward trend in GPA for males in the
longitudinal sample is noted. Femaies and males

in the cross-sectional populations do not follow
this pattern.

At every grade level, both male and female longitu-
dinal populations show higher mean grade point

averages than cross-sectional populations.
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4. The longitudinal population shows higher mean SCA
scores than the cross-sectional population at every
year for both males and females.

5. Generally, skewnésé and kurtosis values for SCA and
GPA indicate normal distributions.

6. Perceived evaluation nmean scores are slightly though
cons.stently higher for the longitudinal than for
the cross-sectional populations. Means on PPEV
and PFEV remain stable over time while longitudinal
é;udeﬂts shOW‘higher means on PTEV in Ehé 8th, 9th,
and 10th grades, falling to about the level of ;he
cross-sectional population in grades 11 and 12..
“This change is more apparent with males than with
females.

7. While not skewed, distributions PFEV and PTEV are

extremely leptokurtic.

Significant Others

A list of general significant others and academically
significént others was obtained by asking two open-ended questions:
"There are many people who are important in our lives. In the
space below, list the names of the pecple whom you feel are im-
portant in your life. Please indicate who each person is,” and
"There are many people who are concernad about how well young
people do in schoel. In the space below, list the names of the

people you feel are concerned about how well you do in school.

Please indicate who each person is." (See Appendix C)
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For the purposes of this report responses were coded according
to the following categories:
Parent(s)

Age Level Relativeé

Adult Relatives
Friends, Same Sex
Friends, Opposite ng
Local Adults )

| Teachers in General
Other Academic Persons

Unclasgified

Socio-Economic Status

1

|

I

|

i

|

! + Socio-economic status was determined by using the Duncan
|

} Scale where the occupation of the student's father (or whoever

i

| supports the family) was assigned a value ranging from 1 (lowest)

to 100 (highest). The characteristics of this scale have been

treated elsewhere.81

Intelligence

Group intelligence test scores were obtained for a major
portion of the students in the 4th, 6th, 9th and 11lth grades. Only
‘ the scores for the latter two testings are treafed in this report.

The California Test of Mental Maturity was used for this purpose.

8lgee A. Reiss, Occupation and Social Status (Glencoe,
Ill: Free Press, 1961).
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Data Collection Procedures

In the Fall of 1960, the first questionnaire was adminis~
tered to the seventh grade students in four Qldtown juniuvr-high
schools, During the fall of each succzeding year {1961, 1962,
1963, 1964, and 1965) the questicmnaire was administered to the
same class, The questicnpnaires were administered to the students
in this class in each of the schools under the direction of the
senior author and research assistants.

School grades were obtained in January of those years.
The grades were given by the teachers from 2 to 3 months after
the mass testing took place.

Idiosyncratic data was obtained for the experimental
groups in addition to the material mentioned in this report.

These data were treated in an earlier report.82

Dats Analysis Procedures

Although many different kinds of analyses were conducted
as part of the related studies only those methods used with the
major longitudinal study will be mentioned here. Briefly:
1. Data were coded and punched on IBM cards, sub-
sequent analyses being performed mainly by’the
CDC 3600 computer at the Michigan State University
Computer Center.

2, Correlation coefficients, means, standard deviations,

skewness, kurtosis, and monotonic trend patterns were

82Brookover, LePere, et. al., (1965),.0p. cit.
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calculated using the CDC 36G0. The introduction of
new programs permitting analysis of subjects on whom
some data might be missing provided an opportunity
to include many subjects who would normally have
been climinated from the analysis. As a result, there
was & slight variation in the total number in the
several analyses. A table of N's i8 provided in
Appendix D, Table 1.

3. Correlations are based on raw scores.

4., Chi-square analysges were performed using stanine scores.

Association of Changes Over One and Two Year Periods

Chi-square analysis was conducted to determine whether
changes on a variable (1) were associated with changes on another
variable (2). Because of regression, concomitant changes of sccres
toward the high and low ends of the distribution are likely to
occur. While in an earlier report all subjects were included in
the change analysis, here only those who scored on the middle
three stanines (4,5,6) on both variables for the base year from
which the change was calculated were included. This procedure
was an attempt to reduce the likelihood of type I error arising
from regression effects. For examplie on the SCA-GPA analysis for
association of changes from 8th to 10th grade, only those subjects
who showed stanine scores of 4,5, and 6 in both variables in 8th
grade were analyzed. These scores were so close to the center of
the distribution that they were both relatively free to vary.

A change of one stanine was considered a change. Plus,
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zero, and minus changes were then cross-tabulated for the two vari-
ables. Chi-square values for the association of changes were calcu-

lated, as well as contingency coefficients.

Testing for Monotonic Trends Over Three Year Pegiods

By searching the data, the computer identified those subjects
whose raw scores on variables of interest increased over three
years, e.g., 7<8<9 or decreased 7>829. The non-parametric
"L" test was used to determine whether the ranks on a hypothesized
dependent variable conformed with the hypothesized ranking based
on the empirical observation of changes in scores.83' For example,
all subjects whose SCA raw scores skowed the following pattern:
71<8<9 were identified. Then they were broken into random groups
and the means for 7, 3, and 9 for each of their random groups on
GPA were ranked. The test determined whether these overall rankings
in GPA agreed with the SCA ranking; whether they were both syste-
matically increasing or decreasing.

In a power comparison between the omnibus F test and the
non-parametric L, the L proved more powerful when a.prior hypo-

thesis suggests an ordered relationship, 4

83E11is B. Page, ''Ordered Hypotheses for Multiple Treat-
ment: A Significance Test for Linear Ranks,’ Journal of the
American Statistical Association, LVIII (March, 1963), 216-230,

84prederick Boersma, James DeJonge and Walter Stellwagen,
"A Power Comparison of the F and L Tests," Psychological Review,
LXXI (June, 1964), 503-513.
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CHAPTER III1

SIGNIFICANT OTHERS

The identification of the others with whom the actor
associates in a significant manner is a relevant question in éany
social psychological analysis of human behavior. This is of parti-
cuiar consequence in the interaction theory which provides the
frame of reference for this research. In order to test the hypothe-
sized relation between self-concept of ability and the perceived
evaluation of others, it is desirable to have something more than
an a prior assumption concerning the identification of relevant
others in the social interaction of the subjects of cur research,
Much of the sociological and educational literature in-
volving adolescents assumes that the peers become the primary
reference group®® at this age level. Although it is seldom made
explicit, Coleman and others imply that parents declice as a rele-
vant point of reference as adolescents move into the high school
system. It is important thereiore to know whether or not such

changes do in fact occur before we analyze the impact of the per-

855ames Coleman, The Adolescent Society, Glencce, Ill.,
The Free Presg, 1961.
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ceived evaluation of relevant others on self concept of ability.
Data which give some evidence on the identification of what we
label "significant others' were attained for each year, grades 7
through 12. These data were not cbtained from all students in the
7th grade and therefore not available for all the longitudinal
population. The analysis which follows is based on the res-
ponses given by the same students to two questions each year from
8th grade through the 12th grade.

Two questions were designed in such a manner that res-
ponses wculd provide identifications of persons who were signifi-"
cant referents for respondents.

Responses to these questions are labeled 'General
Significant Others' {(GSO) and 'Academic Significant Others (AsO) ,"
respectively.

"There were many people who are important in our lives.
In the space below, list the NAMES of the people who
you feel are important in YOUR life. Please irdicate
who each 1s."

and:

"There are many people who are concerned about how well
young people do in school. In the space below, list the

Names of the people you feel are concerned about how well
you do in school. Please indicate who each person is."

The data obtained from responses to these two questions
over the five year period of the study provide the basis for
testing several hypothesis and for answering certain specific
questions about the significant others . = adolescents. Although
it was not the primary focueg of our .=search, the importance of

knowledge about the referents of young people and the assumptions

-
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made about adolescent Society makes this analysis a major contri-
bution of ocur research., It should be recognized, however, that
the responses to the questiouns only identify the "‘others" who

are "impoftant" to the student and those "concerned" about their
work in'school; In neither instance did we ask for a ranking

of relative importance or concerr.

Objectives of the Analysis

Our previous reports86 revealed the distribution of
responses to the significant other questions in grades seven
througH ten. It was clear that parents were named in response to
both questions by almost all students. The persistance or change
in this and other patterns of significant others identification
through the high school years is the first purpose of this
analysig. The literature concerning adolescents suggests the
hypotheses:

3.1 The proportion of students naming parents as

important in their lives and concerned awvout
how well they do in school will decline as
the students progress through the high schocl
years.

3.2 The propurtion of students naming peers ae the

"significant others'" will increase as the
students progress through high schcol,
In addition to examining the changes in the persons- identified

as significant others, we also inquired if some of these changes

are related to changes in the self-concept of ability, school

86Brookover, Paterson & Thomas, (1962) op. cit., and
Brookover, LaPere, Hamachek, Thomas & Erickson (1965), op. cit.
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achievement, and aspirations of the students. Since parents were
consistantly named at each grade level by nearly all students, it
was not possible to determine if changes in the identification

of parents were related to changes in these variables. Similarly,
changes in the identification of féiends were 80 féw that such an
analysis was impossible. There were, however, sufficient changes
from one grade level to another amung students who mentioned
teachers, to permit us to explore the relation between these

changes and self-concept, achievement, and educational aspira-

tions.

Findings
The proportions of males and females in the longitudinal
population who identified various categories of others as '"impor-
tant in their lives" and as '"'concerned about how well they (the
students) did in school" at each grade level are shown in
Table 3.1 and 3.2. The findings concerning.several categories

are summarized below.

Parents

1. Parents were consistently named by 93% tn 97% of
the boys and 96% to 99% of the girls during grades
8 through 12, in response to the question asking
"who are important in your life."

2, Similarly, parents were consistantly named by 95%
to 977 of the boys and 97% of the girls at each

grade level, 8 through 12, in response to the
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question asking students to identify who i3

"concerned about how well you do in school."”
It is clear from these data that there was no significant change
in the proportion of either male or female students identifying
one or both parents in response to either of the significant
other questions. Furthermore, nearly all students named a
parent or parents each year in response to both questions and
parents were usually named first. Hypothesis 3.1 therefore is

rejected,

Friends
1. There was a small increase in the proportion of

boys who identified friends of the opposite sex

as important in their lives during the five year
period from 8th to 12th grade. The proportion of
these boys who named friends of the same sex in
response to this question declined from a high
of 48% in the 9th grade to 277 in the 12th grade.

2. A consistantly higher proportion of the females
than the males named friends of both the same and
opposite scx as important in their lives. There
ie, however, no consistant trerd in the propor-
tion of girls naming either category of friends
es important over the five year period.

3. The proportion of these boys who identified friends
of the same and opposite sex as concerned about

how well the bcye did in school increased from

e AT
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the 8th to the 12th grade. The highest combined
proportion naming friends, however, is only 33%
occuring in the 12th grade.

4, The propcrtion of females identifying girl friends
as academically significant others is consistantly
higher than the proportion of males naming boy
friends in respmonse to this question.

5. The proportion of females naming boy and girl
friends as being concerned about how well they
do in school increases over the five years, but
the trend is not consistant in either category.

The highest combined proportion of boy and girl
friends, 61%, is named in the 1l.th grade.
The evidence available from this population of adolescent students
indicates that girls are more likely than boys to identify
friends as significant others, but the diZference in proportion
is neither large nor consistant over the five years.

The findings also give some support for the hypothesized
increase (hypothesis 3.2) in the proportion of students idrntify-
ing peers as significant others. A greater proportion of both
males and females name friends of one or both sexes as impor-
tant in their lives than name friends of either or both sexes
a3 concerned about how well they do in school. This suggests
that the peer group may be more relevant in areas of behavicr
other than school performance. Although the proportion who name

peers &as academically significant others increases somewhat

it S s e
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over the years, it is never as high as the proporticn identifying
peers as general significant others. The consistantly higher
proportion naming parents than peers as academically significant
others indicates that parents are more likely to be relevant
others in the area of academic behavior than are peers. Among
those students for whom peers are academically significant
others, many may be influenced by peers as much or more than by

parents,

Teachers and Other Academic Personnel

1. There was a sharp decrease in proportion of both
males and females who indicated teachers as aca-
demically significant others. The proportion of
females declined from 63% to 29%, and the propor-=
tion of males naming teachers declined from €0%
to 26% during the five year period.

2. There war ,imilar decrease in proportion of
males and females who identified teachers as
general significant others. This proportion
declined from 38% to 18% for males, and 34% to
167 for females over the five year perind.

3. At each grade level a slightly larger proportion
of males than females identified at ieast cne
teachor important in their lives (general signifi-
cant other).

4., There was no consistant difference in the propor-

tions of males and females who identified one or

(L
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more teachers as concerned about how well they
did in school’ (academically significant other),

5. Generally, a elightly larger proportion of males
than females :dentified other academic pergonnel
(counselors, coaches, principals, etc) as impor-
tant in their lives, but the proportion is 15% or
less for each year.

6. The proportion of students both males and females,
who name other academic personnel as concerned
with how well they do in school is consistantly
greater than the proportion who name such persons
as important in their lives.

7. There are no consistant trends in the proportion
naming other academic personnel as general or
academically significant others over the five
years,

These data indicate that teachers and other academic personnel
are more likely to be identified as significant in the area of
school performance than in the more general area considered when
responding to the question 'who is important in your life.'" The
proportion of boys naming school personnel of both categories in
response to the latter question is slightly higher than the
proportion of girls doing so. Although there is only slight
variation in the proportion naming other écademic personnel, the

sharp decline in the proportion naming teachers in response to

both questions suggest that the probability that school personnel
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will be significant to students decreases during the secondary

school years. At no time are they significant to as high a pro-

portion of students as parents are, but again it must be recog-

nized that teachers may be very significant for some students,

particularly in the academic area of behavior.

Other Relatives

1.

3.

Approximately one-third of the boys and one-half
of the girls named one or more adult relative
(excluding parents) as important in their lives.
These proportions varied somewhat from year to
year, but there was no consistant trend among
either the boys or the girls.

Approximately one-half of the boys and three-
fourths of the girls named relatives of their own
age level as important in their lives. These
proportions vary slightly, but show no consistant
trend.

Adul* relatives are identified as academically
significant others by a slightly larger propor-
tion of the girls (31-55%) than the boys (27-37%),
but there is no consistant pattern of change among
either the boys or the girls.

Relatives of the same age level are also identified
as academically significant others by a larger
proportion of the girls (24-45%) than the boys

(19-29%), and boy proportions increase over the
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five year period.
When the evidence indicating that other relatives are signifi-
cant others for large proportions of secondary school students
is combined with the almost universal identification of parents
as significant others, the importance of family members in aca-
demic behavior as well as other aress of behavior is clearly indi-
cated. Although others may be significant to these students,
the probability that two or more members of the family are impor-

tant to any one of them is certainly high.

Local Adults

A gignificant proportion of the students (15-32%)
mentioned some adult not previously classified as important in
their lives and a smaller proportion (4-19%) identified such a
person as concerned about how well the student does in school.
These adults have varied relationships with the students. In-
cluded among these adults are neighbors, ministers, scout
leaders, choir directors, and various other persons. No one

type accounts for a large proportion.

Relation of Changes in Sigaificant Others and Academic Variables

Although no theoretical basis was developed for hypothe-

sizing that changes in the persons iderntified as significant others
would be related to changes in sélf-concept of ability, grade

point average, or educational aspiration, we proposed to explore
this possibility when we undertook the longitudinal study. More

relevant than the persons identified as significant is the perceived

- g




81
evaluations and expectations held by whoever is significant.
It has been suggested that students for whom teachers
become significant when they previously were not may chauge their

school-related behavicr. This suggestion assumes that teachers

have particular relevance for acudemic achievement and related
. behavior. We ! ve therefore analyzed the data to determine if
students who named teachers as significant others after pre-
viously not doing so change concomitantly in self-concept of
ability, grade point average, and level of educational aspira-
tion. The poesibility of reverse changes was also examined.
Our previous analysis and that reported in Chapter IV
indicate that changes in perceived evaluations were more likely
to produce changes in self-concept of ability over a two year
period than over a one year period. For this reason, changes
over a two year perlod, 8th to 10th, 9th to 11th, and 10th to
i2th grades, were used. In order to determine if changes in
SCA, GPA, and level of educational aspiration were associated

with changes in the naming of teachers as significant others over

mention to mention was coded plus and change from mention to not

mention was coded minus. Cross-tabulated against this classifi-

cation were pius, zero, and minus changes of one stanine or more

on SCA, GPA, and educational aspirations. Chi-square values were

calculated for each variable, grades 8-10, 9-11, and 10-12, for

a total of nine analyses. T

I 2 year periods a chi-square procedure was used. - Change from not
| In none of the analyses were changes in the identification

i ‘.',‘,c.!EM' —g-;!p._ _A.M»-«\J‘,j.‘ AT e 2 S o
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of teachers as significant others related to changes in self-
concept of ability, school achievement, or level of educational
aspiration. Therefore, students who nameda teacher as significant
'in the 8th grade but did not in the 10th grade were nc more

likely to have raised or lowered their grades during this period
then students who had not named teachers in the 8th grade but did
so in the 10th grade. The same conciusions hold for self-concept
and educational aspiration as well as grade point average.

And the same results were found for each two year period.

We had intended to examine whethecr or not students who
ceased to name their parents as significant others changed in
academic performance, aspirations, and self-concept, but so few
students omitted parents as significant others that it was im-

possible tc explore this question.

Summary

Parents, morz than any other dategory of persona, were
identified on open-ended questions administered in a school
setting as both "important im their lives' and "concerned about
how well they (the students) do in school.” Although we have no
data on the relative influence of particular significant others,
the consistant naming of parents b& nearly all the students gives
no support to the hypothesis that parents' influence deciines in
the adolescent years. Rather, our evidence suggests that parents
continue to have great influer.ce on their childrens' academic
behavior. Further evidence on this question is presented in

Chapter IV and Chapter IX.




Tie proportion of students identifying friends as aca-

demically significant others increases in the later school years.
. L™

| 1
. 83 l
' This trend indicates that peers are more likely to be significant i
referents in school behavior as the students advance in high )
school. w
/|
The proportion of students who named teachers as general

or academically significant others decreased somewhat over the
years. Although some students named teachers in later years who

did net do so earlier, such changes in the identification of

self-concept of ability, grade point average, or level of educa-

tioncl aspirations. w
The almost universal identification of parents and the

high proportions of students naming other relatives as signifi-

cant others emphasizes the importance of the family as a reference

group for both school performance and other areas of behavior., A

. teachers as significant others were not related to chauges in
However, it should not be concluded from our data that non-

family members are unimportant. Among those for whom teachers, s
\
l as great or greater influence than parents or other family

friends or other persons are significant, such persons may have I
1

| members,
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CHAPTER 1V

PERCEIVED EVALUATIONS, SELF-CG*.CEPT AND ACHIEVEMENT

Throughout the period of the research reported in this and
previous reports we have bzen concerned with testing hypothe- ..
relevant to the social-psychological theory of - L.uol learning
stated in chapter cne. The major hypo.neses tested and the
results of our analysis are presented in .“is chapter. The first
section deals with the relationship between goneral self-concept of
academic ability and achievement (GPA); the second section concerns
perceived evaluation of others (parents, friends, and teachers)
as a source of self-conceptions and the relationships amcng these
veriables; and finally self-concept of academic ability as a
variable intervening between the perceived evaluations of others

and academic achievement (GPA).

The Major Hypotheses

1. Self-concept of academic ability is associated with

academic achievement at each grade level.

2., Changes in self-concept of academic ability are
associated with parallel change in academic

achievement.

e aA
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3. Self-concept of academic ability is a necessary but X

not sufficient condition for the occurance.of aca-

-

demic schievement.

-
I

4, Student perceptiong of the evaluations of their

academic ability by others (parents, friends, and

2.
N

teachers) are associated with self-concept of

academic ability at each grade level.

s7

5. Chaﬁges in the perceived evaluations of the

students' academic ability by others (parents,

N s

friends, and teachers) are associated with 8

parallel changes in self-concept of academic ability.

Y
("1

On the assumption that self-concept of ability is an
intervening variabie between students' perceptions of the evalua-
tions of their scademic ability by others and academic achievement,

the following hypotheses are also to be tested:

6. The associations between perceived evaluations by |
others and seli-concept of academic ability are
greate: than the associations between self-concept cf I
academic ability and achievement. {
7. The associations between self-concept of academic ‘
ability and achievement are greater than the asso- ‘
ciations betwe~ perceived-evaluations and achievement.

8. The association of changes in perceived evaluations

with changes in self-doncept of academic ability is

greater than the association of perceived evaluation

with changes in achievement.

13
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9. The association of changes in self-concept of
academic ability with changes in achievement is
greater than the association of changes in per-
«eived evaluations with changes in achievement.

Also, several questions are posed involving competing variables:

l. To what extent does variation or change in
socio-economic status, measured intelligence or
general self-esteem account for associations

‘ between SCA and GPA?

2, Are changes in achievement level associated with
chzanges in sdcio-economic status and measured
intelligence?

ﬁ 3. To what extent does variation in socio-economic
status and measured intelligence account for
associations Eetween perceived eval_:-ations and
self-concept of academic ability?

4. Do socio-economic status level, measured intelli-
gence level, or school attended affect changes in
self-concept of academic ability?

5. Are changes in self-concept of ability associated with
changes in socio-economic status and measurea incelli-

gence?

Relation of Self-Concept of Academic Ability to Achievement

Basic to the theory whicn we have sought to test are the
three hypotheses concerned with the relation of self-concept of

ability and school achievement., The results of the analysis rele-

T TV
A

i
i
BEda

¥
A

T e e A R T AL T R L




88

vant to these hypotheses are presented in order.

Hypothesis One: Self-concept of academic ability is associated
with academic achievement at each grade level.

The correlations shown in table 4.1 are all positive and
statistically significant beyond the .0l level. In grades 7, 8, 9,
10, and 11 the correlations for males appear larger than those for
females. While a drop in correlation from the 1lith to i2th grade
of .57 to .49 is noted in the combined data, and correlations for
males d:ops from .61 to .48, females show little change between
those years. One can only speculate concerning this differential
shiftv. In general, the relationship between SCA and GPA as summari-
zed in correlational results shows consistency over the high school
yeaxs. And in 5 out of 6 instances the relationship is stronger
among males.

TABLE 4.1
PEARSON PRODUCT MOMENT CORRELATIONS
BETWEEN SELF-CONCEPT OF ACADEMIC ABILITY
AND GRADE POINT AVERAGE
AMONG MALES AND FEMALES

IN THE LONGITUDINAL POPULATION
GRADES 7-12

Grade Combined Males Females
N = Approx. 562 N = Approx. 255 N = Approx. 307
7th .58 .62 .55
8th »55 .63 .52
9th .56 .62 «55
10th .93 : .62 .53
11th .57 .61 .59
12th .49 .48 .58

All r's are significant beyond .01 level.
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Hypothesis Two:

89

Change in self-concept of academic ability is
associated with parallel change in academic
achievement.

In order to test the above hypothesis changes were tabu-

lated for SCA and GPA over one and two year periods,

As indicated

in Chapter II this analysis is based on students in the middle

three stanines on both variables in the first year in order to

control for regression effects.

Tables 4.2 and 4.3 illustrate

the direction, magnitude, and cell-distributions of these change

analyses summarized in Table 4.4,

TABLE 4.2

CHANGES IN SELF-CONCEPT OF ACADEMIC ABILITY

BY CHANGES IN GRADE POINT AVERAGE

FROM GRADE 8 TO 9
AMONG MALE AND FEMALE STUDENTS
IN MIDDLE ‘STANINES GRADE 8

Changes

Changes in GPA
8th and 9th grade

- 0 + Totals
+ 38 A 16 B 29 C 83
(41.92) (17.41) (23.16)
Changes in ¢ 37 D 12 E 23 F 72
Self-Concept (36.81) (14.85) (20. 34)
8th to 9th
grade - 39 19 H 111 69
(35.27) (14.23) (19.49)
Totals 114 47 63 224

Expected frequences in parenthesis

x4 = 8,64

.1C>p=>.05

TR AN DG e
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TABLE 4.3
CHANGES IN SELF~CONCEPFT OF ACADEMIC ABILITY
BY CHANGES IN GRADE POINT AVERAGE
BETWEEN GRADES 8 AND 10
AMONG MALE AND FEMALE STUDENTS
IN'MIDDLE. STANINERUGBADE: &
Changes Changes in GPA
8th to 10th grade
- 0 + Totals
+ 3 A 22 B 45 C 62
(41.93) (25.25) (33.82)
Changes
in Self- O 24 D 18 E 19 F 61
Concept (25.33) (15.25) {20.42)
8th to
10th - 356 16 H 11 1 101
grade (25.74) (15.50) 20, 76) _—
Totals 93 56 75 224

Expected frequences in parenthesis
X2 = 14,21 p <01

The observed frequencies in cells C and G of these tables
should exceed the expected frequencies and the observed frequencies
in cellis A and I should be less than the expected frequencies if
the hypotheses of associated changes is supported.

The findings summarized in Table 4.4 support the general
hypothesis that changes in self-concept of academic ability are
associated with chianges in GPA. Although the deviations of obser-
ved from expected frequenciec are generally in the hypothesized
direction, in three instances change cver one year periods were
not significant at the .05 level. However, in every ins’ ance of

the test concomitant changes exceeded expected frequencies and
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TABLE 4.4
SUMMARY OF ASSOCIATIONS BETWEEN CHANGES IN SELF-CONCEPT OF ABILITY
AND GRADE POINT AVERAGE OVER ONE AND TWO YEAR PERIOD
DURING 8TH TO 12TH GRADES
AMONG STUDENTS IN MIDDLE STANINES
OF BOTH VARIABLES IN FIRST YEAR

Change Probability Direction of

Period x2 N less than Relation
8-9 8.64 224 .10 Positive
8-10 14,21 224 .05 "
9-10 7.98 167 .10 "o,
g-11 22.57 167 .05 w o

i0-11 21,82 175 .05 "

10-12 29.95 175 .05 "

11-12 5.86 168 .25 -

contrary changes appeared less often than would be expected by
chance alone. Associated changes in SCA and GPA are stronger over
the 2 year periods than over ! year periods. Apparently time is a
factor in the degree of concomitant change shown by these two
variables.

Another test of the hypothesis that changes in SCA are
accompanied by similar changes in GPA was undertaken using trends
over three year periods. In order to accomplish this, data on all
longitudinal subjects were examined for three year monotonic trends
on SCA. Any subject whose raw score in SCA showed a constant
increase or decrease over a three year period was identified, and

hie GPA's noted. These subjects were pooled and divided into ran-

dom groups of four., Then GPA's were averaged withiu each rindom




92

group and ranked over the three years. It was hypothesized that a
decreasing SCA score-pattern from grade 7 through grade 9, for
example, should show a corresponding trend in ranked GPA':z over
the random groups. Data in Table.4.5 summarizes these results

for increasing and decreasing SCA scores over all three year

periods (7-9, 8-10, 9-11, 10-12).

TABLE 4.5
SUMMARY OF "L" TEST RESULTS FOR GPA
WHEN SCA SCORES SHOW ASCENDING OR DESCENDING MONOTONICITY
OVER 3 YEAR PERIODS

Basis for Assumed No. of Critical Observég—
Hypothesized Hypothesized Dependent Random Value of L
Rankings Ranking Variable Groups L p .05 Value
1<<8<¢ SCA Ascending GPA 20 - 251 252
8=<9<T10 SCA Ascending GPA 14 178: 163 NS
I<10X1L SCA Ascending GPA 10 125 139
101112 SCA Ascending GPA 14 178 180
7>8>9 SCA Descending GPA 10 128 128
8>9>10 SCA Descending GPA 20 251 263
9>10~11 SCA Descending GPA 24 300 328
10>11>12 SCA Descending GPA 29 361 242 NS

In 3 out of 4 tests, an ascending trend in SCA was paralleled
(p < 05) by an ascending trend in GPA's. This technique makes no
test of the magnitude of thesé trends nor size of interval between
ranks. Only the likelihood of a hypothesized systematic ordering
as opposed to a random ordering is tested. Similarly, in 3 out of

4 tests a GPA ranking fits a hypothesize¢ descending monotonic trend
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based on SCA score patterns. On the basis of this analysis there

in fall SCA scores as far as the likelihood of their being matched
by similar trends in winter GPA's.

These analyses provide substantial support for the hypo-
thesis that changes in SCA are associated with parallel changes in

GPA. Although only one out of four of the one year tests of asso-

appears to be no difference between increasing or decreasing trends |
ciation of changes in SCA and GPA were significant at the .05 level

or less (Table 4.4) examination of the data indicates that the

direction of the deviation of observed from expected frequencies

was consistent with the hYpothesis. Over 2 years, a similar

analysis yielded significant associations at the .05 probability i
level (Table 4.4) between changes in SCA and GPA in 3 out of 3

tests. Eight tests for trends in GPA over 3 years paralleling

ascending and descending monotonic trends in SCA yielded 6 tests

significant at the .05 level, and one test with a probability

beyond the .10 level. These findings clearly support hypothesis

two.

Hypothesis three: Self-concept of academic ability is a necessary
but not a sufficient condition for the occurance 'l

of academic achievement.

The basic theory presented in Chapter I postulates that }
an adc¢ Jjuate self=-concept of ability is anecessary but not suffi- |
|
|

cient condition for high school achievement. In order to test

in two categories of high and low self=-concept and two categories

this the students in the longitudinal population were classified
| of high and low grade point average.
!
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The cutting point for SCA was empirically determined using
the eighth grade data. This criteria, stanines l-4 vs. stanines
5-9, wao “hen used throughout the analysis for later years. 1f a :
1-3 stanine cutting point had been used, there would have been

1 zero subjects scoring low on SCA and high on GPA.

Table 4.6 shows the tabulations of high and low SCA by

|
|
: high and low GPA. At each grade level high SCA scores (stanines
5-9) appear in conjunction with both high (stanines 7-9) and low
(stanines 1-6) GPA's. Low GPA's are nearly equally distributed
among those with high or low self concepts. However, less than /
7% of the students who exhibited low SCA's (stanines 1-4) at any
grade level attained subsequent high grade-peint averages (stanines
7-9).

In summary, only rarely did a student have a low self
concept of academic ability in the fall and high academic grades "

i at the end of the semester. On the other hand, a large proportion

of students who scored high on SCA had comparatively low GPA. The

fore supported by this analysis.

Competing Variables Accounting for Achievement

Both social-econcmic status and measured intelligence

are long noted corrzlates of grade-point average. We have there-

on the relation between self-concept of ability and grade point
average. Similar aralysis has been made to determine the effect

necessary but not sufficient relationship of SCA to GPA is ther:-
of controlling for self-concept of ability on the correlation between
b

fore examined the effect of comntrolling for each of these variables

irdiemt L
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each of these competing variables and grade point average.

Socio~Economic Status

First we examine the effect of controlling for socio-
economic status on the correlation between self-concept of ability
and grade point average and the control of SCA on the correlaticn
between SES and GPA.

Table 4.7 presents first-order partial correlations
controlling for SES in the SCA-GPA relationship and controlling
for SCA in the SES-GPA relationship. Control for variation in
SES reduced the correlation between SCA and GPA from .55 to ,52
in the 8th grade; .56 to .53 in the 9th grade; .53 to .52 in
the 10th grade; .57 to .55 in the 11th grade; and .49 to .47 in
the 12th grade. These very small reductions indicate that
variation in SES accounts for very little, if any, of the SCA-GPA
relationship.

Interestingly enough, control for variation in SCA sub-
stantially reduces the SES-GPA relationship. By controlling for
SCA the SES-GPA relationship is reduced from .25 to .14 in the 8t£
grade; .26 to .15 in the 9th grade; .17 to .07 in the 10th grade;
and .18 to .09 in the 1lth grade; and .17 to .07 in the 12th grade.

As a further test of the effect of SES on the grade point
average we have examined whether or not changes in academic achieve-
ment (GPA) are assnciated with changes in socio-economic status.
The results of the first analysis directed toward this question
are summarized in Table 4.8, page 98. Since none of the chi-

square values are significant at the .05 level we cannot justify

Sainin A - ————
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TABLE 4.7
CORRELATIONS BETWEEN SELF-CONCEPT
OF ACADEMIC ABILITY GRADE POINT AVERAGE

AND SCCIO-ECONOMIC STATUS
IN GRADES 8 THROUGH 12

AMONG THE LONGITUDINAL POPULATION

Variables

1. Self-Concept of Ability (Fall)

2. Grade Point Average (Winter)
3. Socio-economic Status (Fall) N = 562 Males and

Females Combined

Zero Order First Order
8th Grade 12 = .55 r12,3 = ,52

r13 = .26

r23 =.,25 r23.1 = .14
9th Grade 12 = ,56 ri2.3 = ,53

r13 = .23

¥23 = .26 r2z3.1 = ,15
10th CGrade ri2 = ,53 r12.3 = .52

r13 = .21

23 = .18 r23.1 = ,07
11th Grade r12 = ,57 ri2 3 = ,55

r13 = .,23

r23 = ,18 r23.1 = ,09
12th Grade 12 = .49 r12.3 = 47

r13 = .19

r23 = ,17 r23.1 = ,07
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any contention of a direct relationship between these variables.

TABLE 4.8 N
SUMMARY OF CHI-SQUARE ANALYSIS OF CHANGES IN SOCIO-ECONOMIC STATUS '
AND GRADE POINT AVERAGE OVER ONE AND TWO YEAR PERIODS _
AMONG STUDENTS IN MIDDLE STANINES o
ON BOTH VARIABLES IN FIRST YEAR <
Change
Period x2 N Probability
8-9 .77 125 NS
8-10 3.44 | 125 NS _ '
9-10 4,97 113 NS '
9-11 3.13 113 NS :
10-11 .06 104 NS
10-12 1.23 104 NS
11-12 4.98 93 NS

A test for parallel trends on SES and GPA over varying
time periods is summarized in Table 4.9. The method of this
analysis is the same as that used with SCA and GPA trends. Sub-
jects who showed ascendinr and descending monotonic trends in SES
over 3 year periods were identified. Ascending or descending
monotonicity was determined by ranking raw scores for random
groups on SES without regard to magnitude of difrerence. Subjects
who showed three consecutive years where SESyx1>>SESy2>3SES,3 or
SES1TSES;2<<SESy3 were considered to show a trend on SES. This
pool of subjects was then broken into random groups whose GPA's
were calculated for the 3 years and ranked. The L test was used
to determine whether_overallvéPA rankings fit the hypothesized

ranking. Table 4.9 shows that in none of six tests of three

consecutive year trends in SES is there a consect ive 3 year trend

in GPA. r‘ﬁT
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Similarly Table 4.9 shows that SES trends, when defined
with scores separated by one year, (Grades 8, 10, and 12) were

not accompanied by paralleled trends in GPA.

TABLE 4.9
SUMMARY TABLE OF L TEST RESULTS FOR GPA
WHEN SES SCORES SHOW
ASCENDING OR DESCENDING MONOTONICITY
OVER 3 YEAR PERIODS

Basis for
Rankings Observad
Grade Level Dependent No. Random Critical L L

Trends in SES Variable Application Value p.05 Value

8<<9<710 GPA 10 125 108 NS
9<<10<<11 GPA 6 79 76 NS
10=11<<12 GPA 6 79 68 NS
8>.9==10 GPA 8 104 93 NS
9==10>11 GPA 8 104 87 NS
101112 GPA 16 202 199_NS
8<10<12 GPA - 9 116 122 NS
810512 GPA “ 11 141 123 NS

The evidence from these analyses of the relation of
reported change in socio-economic status and grade point average

Goes not justify any conclusion of relationship.

Measured Intelligence

Since measuved intelligence has been found to Le asgsociated

with both grade point average and self-concept of ability, partial
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correlations were calculated to control for the effect of IQ
variation on the SCA-GPA relationship. This has been done at
grade levels where intelligence test scores were available (9
and 11). As shown in Table 4.10, controlling for IQ results in
a2 decrease in the SCA-GPA relationship in grade 9 from .57 to .41.
However, an even more substantial reduction from .50 to .31 is
noted when we control for variation in SCA in the I1Q-GPA relation-
ship. In the 11lth grade control for IQ in the SCA-GPA relation-
ship yields a .57 to .39 decrease, but control for SCA in the IQ-
GPA relationship results in a .52 to .28 decrease., 1In general,
control for IQ in the SCA-GPA relationship suggests that IQ has
less influence on the SCA-GPA relationship than SCA does on the
IQ-GPA relationship.
TABLE 4,10 T
CORRELATION BETWEEN SELF-CONCEPT OF ACADEMIC ABILITY,

GRADE POINT 'AVERAGE AND MEASURED INTELLIGENCE
GRADES 9 AND 11

——— -
a——

{

Variable

1. Self-concept ability (Fall)
2, Grade point average (Winter)
3. Measured intelligence (Fall)

Zero First order
Grade 9 ri2 = .57 r12.3 = .41
N = 421
ry13 = ,53
r23 = ,50 r23,1 = ,31
Grade 11 ¥12 = ,57 riz2.,3 = ,39
N = 325
ri3 = ,60

23 = .52 r23,1 = .28




101
Since I1Q measures for two grade levels were available for
some subjects, a change analysis was conducted using IQ and GPA
data with a fluctuation of one stanine or more being defined as
change. The data in Table 4.11 show that while deviations of
cbserved from expected frequencies are generaliy in the direction
supportive of a hyovothesis of concomitant change in these varia-
bles, the overall chi-square value is not statistically signifi-
cant at the .05 level.
TABLE 4.11
CHI -SQUARE ANALYSIS OF ASSOCIATION
BETWEEN CHANGES IN MEASURED INTELLIGENCZ AND GRADE POINT AVERAGE

FROM GRADES 9 TO 11,
AMONG MALE AND FEMALE STUDENTS

IN THREE MIDDLE STANINE
ON BOTH VARIABLES IN 9TH GRADE

- Changes in GPA
Changes 9th to 1lth Grades
- 0 + Totals
Changes + 7 3 11 21
in IQ
9th to 0 7 3 10 20
ilth
- i3 11 ' 6 30
27 17 27 71

%% = 8.37 P=.05 NS

Since we have noted above that change in self-concept of ability
is associated with change in grade po.nt average over a two year
period, it appears that self-concept may be more functional in

affecting grade point average than measured intelligence.
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General Self-Concept

As indicated in Chapter I we have assumed that a speci-
fic aspect of self-concept involved in academic ability was more
related to academic achievement than more global self-concepts.
We have from time to time tested this assumption using other
self-concept measures. In the fall of the 12th grade we used
Rosenberg'887 séif-esteem scale as the multifactor or general
self-concept measure.

Correlations between Rcsenberg's measure of ''self-

esteem,’ self-concept of academic ability and grade point average

are shown in Table 4.12. An already low correlation (.20) between

TABLE 4.12
CORRELATION BETWEEN SELF-ESTEEM SELF-CONCEPT
OF ACADEMIC ABILITY GRADE POINT AVERAGE
AMONG LONGITUDINAL POPULATION

IN GRADE 12
Variable N = 534
1. 12th Grade SCA (Fall) v
2. 12th Grade GPA (Winter) Males & Females
3. 12th Grade Measure of ''Self Esteem" Combined
(Fall)
Zero order First order
12 = ,49 12.3 = .46
'3 = .31
23 = .20 T'13.2 = .06

87Morris Rosénberg, Society and The Adolescent Self-Image,

Princeton, N,J., Princeton University Press, 1965.
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gelf-esteem and GPA is reduced to near zero (.06) when variation
in SCA is controlled while only a small reduction in correlation
(.49 to .46) appears when variaticn in the "self-esteem'' measure
is controlled in the SCA-GPA relationship. It is clear from this
analysis that self-concept of ability is more highly correlated
with achievement than general self-esteem. In fact the latter

shares little variation with GPA when SCA is controlled.

Summary

1. The use of partial correlation as a means of
statistically controlling for variations in SES in the SCA-GPA
relationship yields very slight reductions at each grade level.

2. Utilization of same method, but controlling for
variation in SCA, reduces the SES-GPA relationship to near zero
at zach grade level.

| 3. Control for variation in "sel%-esteem" has little
effect upon the SCA-GPA correlation while control for SCA in the
"go]f-esteem" GPA relationship yields a negligible correlation
of .06.

4. Control for variation in SCA resulted in larger
reductions in the relationship between IQ and GPA than did
control for IQ in the SCA-GPA relationship.

5. Changes in SES are unrelated to changes in GPA over
ore, two, three, or five year periocds.

6. Changes in IQ between the 9th and llth grades are

not associated with changes in GPA between those grades.
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Relation of Perceived Evaluations
Yo Self-Concept of Academic Ability

Basic to the social psychological theory underlying
this research is the relation between the evaluations of others
and self-concept of ability. We have therefore tested the major
hypothesis involved and examirned the effect of other variables on

this relationship.

Hypothesis Four: Student's perceptions nf the evaluations of
ctheir academic ability by others (parents,
friends, and teachers) are associated with
self-concepts of academic ability at each
grade level.

Data in Table 4.13 show that for the combined group the
yearly correlations between perceived parental evaluations and SCA
range from .58 to .76; for the males from .64 to ;73; and for
females from .76 to .79. All of these correlations are statis-
tically significant b;yond the .05 level. The correlations are
of a consistent magnitude through grades 8, 9, 10, 11 and 12.
And at each grade level the correlations are slightly higher
for females than for males,

TABLE 4.13
PEARSON PRODUCT MOMENT CORRELATIONS
BETWEEN PERCEIVED PARENTAL EVALUATIONS

AND SELF-CONCEPT OF ACADEMIC ABILITY
GRADES 8-12 FUR LONGITUDINAL POPULATION

Total Males Females
Grade N=Approx. 562 N=Approx. 255 N=Approx. 307
8th .71 .64 .76
9th .76 .73 .79
10tn .73 .70 .76
11th .73 ..69 .76
12th .58 .69 .76

All r's significant beyond .05 level




105

In Table 4.14 it can be seen that the correlations
between perceived friends' evaluations and SCA increased gradually
and systematically from 8 through grade 12 for both boys and girls,
As was the case for perceived parental evaluations, the females
show a higher correlation between perceived friends' evaluations
and SCA at each grade level, All correlation coefficients were
statistically significant (.05 level).

TABLE 4,14
PEARSON PRODUCT MOMENT CORRELATIONS
BETWEEN PERCEIVED FRIENDS' EVALUATIONS

AND SELF-CONCEPT OF ABILITY
GRADES 8-12 FOR LONCITUDINAL POPULATION

Total Males Females
Grade N=Approx. 562 N=Approx. 255 N-Approx. 307
8th .50 .36 .65
9th .61 .58 .66
10th .68 .56 .70
11th .72 .70 .76
12th .77 .71 .76

All r's significant beyond .05 level

No systematic increase or decrease in ccrrelatipns
between perceived teachers' evaluations and self-concept of

ability was noted over the 5 years (Table 4.15). Unlike the

TABLE 4.15
PEARSON PRODUCT-MOMENT CORRELATIONS
BETWEEN PERCEIVED TEACHERS' EVALUATIONS
AND SELF-CONCEPT OF ACADEMIC ABILITY
GRADES 8-12 FOR LONGITUDINAL POPULATION

o T
Total Males Females

Grade N=Approx. 562 N=Approx. 255 N=Approx. 307
8th .59 .50 .70

Gth .59 .55 .63

10th .66 .69 .63

11th .61 .65 .57

12th .63 . 64 .63

All r's significant beyond .05 level
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results for parents and friends, females did not show consistently
higher correiations than males for teacher evaluations and self-
concept. All coefficients are statistically significant beyond the
.05 level.

Comparison of the correlation of perceived evaluations
of parents,; friends, and teachefs'with'SCA over the longitudinal
period indicate that correlations with parents evaluations remained
relatively consﬁant, while those with friends evaluations increased
until at grade 12 they were slightly higher than the correlations
between perceived parental evaluations and self-concept of ability.
The correlations between perceived teachers evaluations and SCA
were slightly lower than the others except in the 8th grade.

Interrelation of Others' Evaluations. -- Since the items

measuring perceived evaluations of parents, friends and teachers are
of similar wording and format, one might suspect that they are all
measuring the same thing. For this reason we have sought to deter-
mine the extent to which they are independent variables and the
extent to which they independently affect self-concept of ability.
The correlation matrix in the appendix illustrates a high associa-
tion between the perceived evaluations of academic ability of

parents, friends, and teachers, with correlations ranging as follows:

PPEVxPFEV .54 to .68
PPEVxPTEV .55 to .63
PTEVxPFEV .21 to .64

Although these correlations are moderately high, more
than 50% of the variation in PPEV is not shared with FFEV even under

the condition of highest correlation (.68). The same holds true for
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the correlations between the other evaluation wvariables.

We noted in Chapter IIL thct parents are identified as
significant others by nearly all studentsat all grade levels but
there was variation in the proportion who named friends and
teachers. Because of the persistance in the identification of
parents we have examined the affect of controlling the perceived
evaluation of teachers and friends on the correlation between
perceived parental evaluation and seli-concept of ability. As
noted in Table 4.16 the first order correlation in each case
remains .45 or above except in the senior year. 1In the latter
year, however, the correlations between PPEV and SCA for males
and females - ' irately are decidedly higher than for the combined

TABLE 4.16
CORRELATIONS BETWEEN PERCEIVED PARENTAL EVALUATION
AND SELF-CONCEPT OF ABILITY

WITH PERCEIVED FRIENDS AND TEACHERS EVALUATIONS
PARTIALLED OUT FOR GRADES 8 THROUGH 12

1 = PPEV
2 = SCA
3 = PFEV Control Variable
4 = PTEV PFEV PTEVY
Zero Order 1st Order lst Order
Grade r12 r1i2.3 r12.4
8 .71 .60 .57
9 .76 .62 .63
10 73 49 .54
11 .72 45 .53
12 .58 .25 .32

groups. Table 4,17 shows the correlations between both perceived
friends and teachers evaluations and self-concept of ability with

perceived parents evaluations partialled out. In general the
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effect of variations in perceived friends and teachers evaluations
on SCA are substantially reduced by controlling perceived parents
evaluation. But it will be noted that partialling cut the effeczt
of variation in PFEV tends to reduce the PPEV-SCA correlation
somewhat more in later years. Conversely, when variation in PPEV
is partialled out of the PFEV-SCA relationship, less effect is
evident as grade level increases.
TABLE 4.17
CCRRELATION BETWEEN PERCEIVED FRIENDS EVALUATION AND
SELF-CONCEPT OF ABILITY
AND BETWEEN PERCEIVED TEACHERS EVALUATION AND
SELF -CONCEPT OF ABILITY

WITH PERCEIVED PARENT EVALUATTON PARTIALLED OUT
FOR GRADES 8 THROUGH 12

PFEV-SCA PTEV-SCA
Grade ri2 r12,3 r1z r12.3
8 .50 .19 .08 . 34
9 .61 .30 .59 .32
10 .68 .35 .66 .37
11 .72 o 45 .61 .29
12 .77 .61 .63 Y

Thus, the imperfect sharing of variation among .ne
perceived evaluation scales and the differential effects of
partialling do not confirm the view that these measuvres are one
and the same, A change in the magnitude of influence on SCA by
parents and friends, with friends gaining in the later high school

years 1s also apparent.
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Hypothesis Five: Change in students' perceptions of the evalua-
tions of their academic ability by others
(parents, friends, and teachers) are assoclated
with parallel changes in self-concepts of ability.

Testing this hypothesis involved using the same tech-
nique of cross-tabulating plus, zero, and minus changes on the
variables as was shown under Hypothesis two. Procedures used in
defining change are discussed in the methodology section. 1In
each of the 21 tests appearing in Table 4.18 confirmation of
Hypothesis five is evident. Over both one and two year periods
changes in students' perceptions of the evaluations of their
academic ability by parents, friends, and teachers are associated
with like changes in self-~concept of academic ability. The co-
efficients of contingency rauge from approximately .30 to over .50.
The variations in magnitude of association for the three sets of
perceived evaluations are not systematic enough to warrant any
conclusicn concerning the relative influence of parents, teachers,
or friends over the high school years. Neither is there any
apparent trend in megnitude of associations over the 5 years.
assoclation of changes over two year periods are not consistently
stronger than over one year as was the case for the SCA-GPA rela-
tionship described earlier.

Separate analysis of change in perceived evaluations
and SCA for males and females indicated only one significant dif-

ference by sex from the findings for the combined population.-

L L T e R L



TABLE 4.18
SUMMARY OF ANALYSIS FOR ASSOCIATION
. _..BETWEEN CBANGES IN PPEV, FFEV, AND PTEV
| | AN. CHANGES IN SELF-CONCEPT CF ACADEMIC ABILITY
i OVER 1 AND 2 YEAR PERIODS
- AMONG STUDENTS IN MIDDLE THREE STANINES
ON EACH VARIABLE IN FIRST YEAR

Change Probability
, Period X2 N less than
y Perceived Parental Evaluation x SCA
1 8-9 59.26 265 .05
T 8-10 . 39, 36 210 ,05
2 9-10 37.38 218 .05
3 9-11 21.54 154 .05
2 10-11 27.37 206 : .05
) 1 10-12 47.81 144 .05
3 3 11-12 . 34,81 : 212 .05 -
i Perceivcd Friends' Evaluations x SCA
2 8-9 34.30 268 .05
2 8-10 35.11 210 .05
3 9-10 27.58 226 .05
: 1 9-11 40, 04 154 .05
' 3 10-11 26.37 229 .05
3 10-12 34,95 144 .05
2 11-12 55.85 241 .05
Perceived Teachers' Evaluations x SCA
3 8-9 : 21.07 272 : .05
3 8-~10 32,55 210 .05
1 9-10 43,24 236 .05
2 9-11 28.20 154 .05
1 10-11 33.13 222 .05
2 10-12 35.44 144 .05
1 11-12 62.71 265 .05
f
i Summary

1. The hypothesis that students' perceptions of the
evaluations of their academic ability by others (parents, friends,
and teachers) are associated with self-concepts of academic ability

1
-

was confirmed in 15 tests,

k)
i

T ere————y BT D - -

N W - —

b



111

2. The correlations between percéived parental evaluation
and.SQAlwexeﬁgbove.,70 fdg ghg combined group except in the 12th .
grade. There the separate éorrelatiohs for males.and fémales:were
esﬁécially as high as other years bui the comBined correlation was
substantially lower. The correlations for females were slightly
higher than for males at each grade level,

3. The correlation between perceived friends' evaluations

and SCA increased gradually but systematically: from grades 8-12

(.50 to .77) with females again showing higher correlations than

males.

A.l While tﬁe PPEV-SCA éorrelatioﬁ is'large; than the
PFEV-SCA correlation in the eight and ninth grades, the reverse
begins to show in the later jears.

5. The imperfect sharing of variation between the three
perceived evaluations scales and the differential effects of
partial correlation methods using PFEV, PTEV, or PPEV as control
variables suggests that these are somewhat distinct from one
another.

6. The hypothesis that change in perceived evaluations
»f ability is associated with like change in SCA was confirmed in

each of 21 tests.

Competing Variables Accounting for Variation in Self-Concept

1t is clear from the foregoing analysis that self~-concept
of ability is consistently related to the perceived evaluations
of others and that changes in the two variables are likely to

occur together. Since socio-economic status and measured intelli-

I, Ce- A CCR IO CTERG R R e
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gence are also known to be correlated with self-concept, we have
aralyzed the extent to which the correlations between the per-
céived eValuétions of others.féa;eﬁés,.frién&g, and-teéchér;)
and SCA are reduced by controlling for variation in SES and IG.-
Table 4.19 summarizes the results of partialling out the.
effect of variation in SES on the FPEVxSCA, PFEVxSCA, and PTEVxSCA
correlations. 1In all 15 instances inconsequential reductions
occur, s0 there is clear evidenre that perceived evaluations are
related to self-concept indepnndently of socic-economic status.
Correlations between pefceivéd evaluétions and self-
conceﬁf.of ability in 9th'énd.1ith grade are shown in Table 4.20.
TABLE 4.20
CORRELATION BETWEEN PERCEIVED EVALUATIONS
OF PARENTS, FRIENDS AND TEACHERS
AND SELF-CONCEPT OF ABILITY

WITH MEASURED INTELLIGENCE PARTIALLED OUT
IN 9TH AND 11TH GRADE

Variables

1p - Percelived Parents Evaluation 2. Self-Concept

lf - Perceived Friends Evaluation of Ability

o~ 1t - Perceived Teachers Evaluation 3. Measured

Intelligence

‘ Grade ' Zero Order - 1st Order
9th Parents r1p2 = ,73 r1p2.3 = ,69
Friends fi.2 = .61 ¥1£2.3 = .54
Teachers 1,2 = ,59 ry].2.3 = .51
11th Parents r1p2 = ,73 Tlp2.3 = .56
Friends 1-1f2 = ,72 T1¢2.3 = .58

Teachers 142 = ,61 Fl¢2.3 = .48
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The zero order correlation which range from .73 to .59 are reduced
to .69 to .48 by partialling out the effect of variation in
méaéﬁred infalligéngeo Eié;éﬂtﬁ grade éé%relations show gfeatér
first order reductions than do thiose for ninth grade. 1In all
instances the first order correlations between perceived evalua-
tions and SCA remain statistically significant and -above .48 in
magnitude. -

The correlations between measured intelligence and self-

concept of ability were .51 in the 9thL grade and .59 in che 1llth.

As shown in Table 4.21 these correlations are reduced less by
partialling out perceived teachers evaluations than by partialliné

out perceived parents and friends evaluations., When variation in

TABLE &4.21
CORRELATIONS BETWEEN MEASURED INTELLIGENCE
AND SELF-CONCEPT OF ABILITY
WITH THE EFFECT OF VARIATION
IN PERCEIVED EVALUATIONS CONTROLLED

9th .51 .29 .40 .40

11th .59 .36 .30 .45

PPEV is partialled out of the 9th grade IQ-SCA relationship, it ié
reduced from .51 to .29 and the llth grade correlation declines
from .59 to .36. These analyses indicate that self-concept of
ability is more highly related to perceived evaluations than it

is to measured intelligence. This holds when the third variable

e S e

e

First Order IQ x SCA :
Zero Order PPEV PFEV PTEV
Grade IQ x SCA Controlled Controlled Controlled
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is controlled as well as in the zero order correlations.

Cha'ges in Sel f=Concept in Rgiuti&n—ta Socjo=-Ecopomic Statu . ==

In additiOL to the analysis of the effect of SOLio-economic status
o1 .ne relation between peréeived evaluations of others and self-
concept of dbillty we examined whether or not level of SES or
chang/':8 in SES were related to changes in Self-ccncept of ability
Chi-square analyses of the distribution of changes in
édlf-concept of ability over two year periods, 8th to 10th,.9th
to 11th, and 10th .to 12th, by socio-economic status level at the .
beginniﬁg of each period revealgd no evidence of any relatignshig.
None of the chi-square values indicated‘that level of socio-
economic status of the students family differentially affected
chai.ges in the self-concept of ability. Similar results were
obtained in analysis cf the relation of changes in self-concept
of ability to changes in srn~io-economic status over one and two
year periods. None of the seven chi-square tests of changes for
subjects scoring in the three middle stanine of these variables

showed a significant relationship (see Table 4.22,.page 116).

Changes in Self-Concept of Ability in Relation to Measured

Intelligence. -- The relation of changes in self-concept of

ability to both the level of measured intelligence and changes

in IQ from the ninth to eleventh grade was investigated. 1In the
former, the relation of 9th grade IQ level to SCA changes from 8th
to 10th grades and 11th grade 1IQ level to SCA changes from 10th to

12th grade were examined. In neither case was there any evidence that self-

concept change varied with intelligence level. Neither was there any evidence
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TABLE 4,22
SUMMARY OF CHI-SQUARE ANALY3IS FOR ASSOCIATION
BETWEEN CHANGES IN SOCIO-ECONOMIC STATUS AND SELF-CONCEPT OF ABILITY
. AMONG STUDENTS IN “FHE MIDDLE - STANINES
ON BOTH VARIABLES IN FIRST YEAR

Changz period : X2 : : N : P
8=9 4,37 132 NS
8-10 - 5,66 - - 132 - - NS
9-10 6.60 123 NS
9-11 - 1.52 : 123 . NS

10-11 2.92 112 NS
10-12- .92 112 NS
11-12 .87 131 NS

that changes in self-concept of ability was associated with changes
in IQ during the two year period 9th to lilth grade. These findings
are further evidence that self-concept of ability is largely

independent of measured intelligence.

Relation of Changes in Self-Concept to School Attended

and to Subject Matter Orientation. -~ In addition to socio-

economic status and intelligence, changes in self-concept of
ability might be accounted for by the school social norms or by
the type of curriculum in which students are enrolled.

Changes in self-concept from 9¢h to 1lth grade, and from
1¢ch to 12th érade did not vary accarding to high schools attended
among those students with SCA scores inﬁ?@e middle stanines.
Earlier changes in self-concept of abiliéy, grade 8 to grade 10,
varied somewhat among the schools attended in the 8th grade.

Hypothesizing that students oriented to the natural

sciences and math would show change on self-concept of ability
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more often than the non-science oriented, the subjects were
clasgified on the bu.is of their high school courses and a chi-
‘square ah£1ysis conducted., There ﬁaé no evidence to support this
hypothesis. Science or non-science orientation as reflecteq in..
courses enrolled in made no difference as far as frequencies or

direction of change in self-concept of ability.

Summary
1. Ia 15 tests 6n1y slight reductions in the correla-
tion between perceived evaluations and self-concept of gbility
occurred when variation in SES was controlled. |
a 2. Statistical control for variation in meaéﬁred .

intelligence did not reduce the perceived evaluation-gelf-

concept of ability correlations to below the .50 level in 6 tests.

3. Control for perceived evaluations of others reduces
the correlation between measured intelligence and self-concept
of ability significantly at both the 9th and 1llth grade.

4, In seven tests, changeé in socio-economic status were
not associated with changes ‘in self-concept of ability.
¥ 5. Changes in measured intelligence from 9th to 1llth

grade were not associated with changes in self-concept of ability

; ) for those years.

6. Direction and rate of changes in self-concept of
ability were generally not associated with socio-economic status,
measured intelligence, school attended, or subject matter orien-

tation.
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Self-Concept as an Intervening Variable

-

In the theory stated in Chapter I we hypothesized that

self-concept behaviors intervene between perceptions of others'

evaluations of a student's academic ability and his academic
achievement. Four research hypotheses were fermulated to test

this. general hypcthesis.

Hypothesis Six: The magnitude of the correlation between the
perceived evaluations of academic ability by
others (1) and self-concept of academic ability
(2) is greater than the correlation between
self-concept of ability and academic achieve-
ment (3) '

H: F12>7123
This hypothesis is derived in part from the postulate,
demonstrated previously that self-concept of ability is a necessary
but not sufficient factor in school achievement. In this con-

text wa hypothesize that some students who are evaluated by

. others as able to ackieve and who believe that they are able to

do so may not chose to perform in accord with either the perceived
evaluations of others or their self-concept of ability. The
correlation between SCA and GPA are therefore hypotlesized to be
lower than the perceived evaluation and SCA correlations.

As indicated in Table 4,23, pége 119, perceived evaluations
cof academic ability by others are more highly correlated with
self-concept of academic ability than self-concept of academic
ability is with achiewement. In 14 out of 15 comparisons, the
coefficients reflect this difference in magnitude of asscciation.

The one (deviant) instance occurs at the eighth grade level where
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the association between perceived friends' evaluations and self-
~concept of ability ylelds a smaller correlation coefficient (.50) .
than theﬁassociation between SCA and achievement (L55'. A previous

[

|

|

i. e

%; analysis of the ‘longitudinal population for grades seven through
b ‘ -

éﬁ. ten showed a PFEVXSCA correlation of .60 and a SCAxXGPA correla-
ﬁ tion of .60
;

: TABLE 4.23

- CORRELATIONS BETWEEN PERCEIVED EVALUATIONS

o BY PARENTS, FRIENDS AND TEACHERS -

2 AND SELF-CONCEPT OF ACADEMIC ABILITY,

5 AND BETWEEN SELF-CONCEPT OF ACADEMIC ABILITY

¥ AND ACHIEVEMENT

R FOR THE LONGITUDINAL POPULATION

F

P‘ Grade PPEVxSCA PFEVxSCA PTEVxSCA SCAxGPA

| 8 71 .50 .59 .55

|ﬂ 9 .76 .61 .59 .56

. 10 .73 .68 .66 .53
11 .72 .72 .61 .57
12 .58 .77 .63 .49

J

l

: - : | -

| Hypothegis Seven: The magnitude of the correlation between self~-
! concept of academic ability (2) and academic

Y achievement (3) is greater than the correlation
" between perceived evaluations of academic

k‘ | atility (1) and achievement (3).

. , ~ H: T23>T13

B

. Hypothesis seven is derived from the assumption that

any variable intervening between independent and dependent varia-
bles should be more highly correlated with the dependent variable
than the independent variable is with the dependent one. The

l
|
}‘ relevant correlations are presented in Table 4.24 on the following
l
i page.

|

l

|
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TABLE 4.24
CORRELATIONS BETWEEN SELF-CONCEPT
OF ACADEMIC ABILITY AND ACHIEVEMENT,
AND PERCEIVED EVALUATION AND ACHIEVEMENT
LONGITUDINAL POPULATION
MALES AND FEMALES COMBINED
Grade SCAXGPA PPEVxGPA PFEVxGPA PTEVxGPA
8 .55 47 .32 41
9 .56 .52 A6 A
10 .53 .46 .45 4l
11 .57 .49 .46 YA
12 .49 .40 A .49

Confirmation of hypothesis seven is suggested by the con-
sistent direction of the difference in 14 out of 15 comparisons
between the self-concept of ability-grade point average and per-
ceived evaluation-grade point average correlations in Table &4.24.
The divergent result fc- 12th grade where PTEVxXGPA is equal to
SCAxXGPA is a function of sex differences. Table 4.1 shows that
the SCAxGPA correlation for males (.48) was smaller than for
females (.58) in the 12th grade., When males and females are
coqsidered separately, the hypothesized difference holds (see
Appendié E). |

A more refined test of hypothesis seven is based on a
comparison of the first order correlations in which variation
in the perceived evaluations of others are partialled out the
correlatioa between SCA and GPA, and Self-Concept of Ability
is partialled out of the correlations between percéived evalua-
tions of others and GPA. It was hypothesized that the resulting

first order correlations would differ in the same directicn as the

B e T PO—
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z»ro order correlations. 1t was further hypothesized that the
correlationsibeCWeen the intervening variable, SCA and the Jdepen-
dent variable, GPA, would be reduced less by controlling the inde-
pendent variable, perceived evaluation, than would the correlations
between the independent and dependent variables by controlling
for the intervening variable.

As indicated on page 122 in Table 4.25 the evidence
supports hypothesis seven. Thirzeen vut of fourteen of the
first order correlations between perceived evaluations and GPA
when controlling for SCA were smaller than thle correlations
between SCA and GPA controlling for perceived evaluation. In
this one exception they were equal. Furthermore, it will be
noted that first order correlations between Self-Concept of
Ability and grade-point average range from .25 to ,48. On the
average thege correlations are only .19 less than the comparable
zero order correlations, On the¢ other hand the first order
correlations between percelved evaluations and grade point
average range from .06 to .25 and they average .30 below the
comparable zero order correlations. The correlation between
GPA and SCA are not only larger than those between GPA «nc
Perceived Evaluations but arc reduced less by controlling for
the perceived evaluation than are the latter correlations by
controlling for self-concept. This analysis therefore supports
the hypothesis that Self-Concept of Ability is an intervening
variable between Perceived Evaluations and grade-point average.

The final test of the general hypothesis that self-

e e A e N ST T
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TABLE 4,25 '
THE FIRST ORDER CORRELATIONS* BETWEEN GRADE POINT AVERAGE (GPA)
AND SELF-CONCEPT OF ABILITY (SCA)
COMPARED WITH CORRELATION BETWEEN GPA
AND PERCEIVED EVALUATIONS OF
PARENTS (PPL.,), FRIENDS (PFEV), AND TEACHERS (PTEV),
FOR LONGITUDINAL POPULATION
IN GRADES 8 THROUGH 12

———— e e e e s ] e —————
Variables: 1. SCA
2. GPA
3. PPEV
4. PFEV
5. PTEV
. First Order Correlation
Grade With SCA or Perceived Evaluations Controlled
8 ri2.3 = ,32 T12.4 = .48 r12.5 = .42
r23.1 = ,14 24,1 = ,06 r25,1 = .12
9 riz,3 = ,32 r12.4 = .41 ri2.5 = ,41
r23,1 = ,19 r24.1 = ,19 r25.1 = .16
10 r12,3 = .33 r12.4 = .34 r12.5 = .39
r23,1 = ,21 r24,1 = ,11 r25.1 = .09
11 r12.3 = ,36 r12.4 = .40 r12.5 = ,42
r23,1 = ,16 r24,1 = ,09 r2s5.1 = ,16
12 r12.3 = .34 ¥12.4 = ,25 r12.5 = .25
I23.1 = ,14 r24.1 = .15 r25.1 = ,25

*From Wm. J. Paisley, Tables of Multiple and Partial
Correlation Coefficients for Three Variable Problems. Stanford-

Stanford University Press, 1964.

concept is an intervening variable is based on the patterns of
chanze in the three variables. If it dces intervene between
perceived evaluations ¢f others and achievement, change in self-
concept should be more highly associated with change in each of
the other variables than are changes in the other two Variables.
Hypotheses eight and nine therefcre were formylated tc test the

general change hypothesis.
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Hypothesis Eight: Association of changes in perceived evalu-
ations of academic ability by others (1)
and ¢nanges in self-concept (2) is greater
than rhe association of changes in perceived
evaluations (1) of academic ability and changes
in achievement (3).

H: Association of changes 1 with 2>1 with 3
The results in Table 4.76 confirim this hypothesis. 1In
every instance the associntion between changes in perceived evalu-
ations and changes in self-concept of ability was stronger (using
C coefficients for comparisons) than the association between

changes in perceived evaluations and changes in achievement.

TARLE 4.26
CHI-SQUARE VALUES FOR ASSOCIATICN OF CHANGES
IN PERCEIVED EVALUATION (PPEV, PFEV, PTEV)
AND CHANGES IN SELF-CONCEPT OF ABILITY
COMPARED WITH ASSOCIATION OF CHANGES
IN PERCEIVED EVALUATION AND GRADE POINT AVERAGE
AMONG THE MIDDLE STANINES
FOR ONE AND TWO YEAR PERIODS

e e e ]
Changes in

Change PPEV PFEV PTEV
Period PPEVxSCA PPEVxGPA PFEVxCCA PFEVxGPA PTEVxSCA PTEVxGPA

b= e, —

8-9 56.26% 4.94 34.30% © 12,18%# 21.07%* 5.954

8-10 39. 36% 1.56 35.11% 3.11 32,55% 6.94#

9-10 37,38% 10.91#  27.58% 2.97 43.24% 21.92%

9-11 21, 54% 1.60 40.04% 3.30 28.20% 20, 00%
10-11 27.37% 7.78#  26.37% 7.894# 33.13* 15.33*%
10-12 47.81% 3.66 34.94% 17.23% 35.44% 12.59%}
11-12 34.81% 4.61#  55,85% 2,93 62.71% 1. 344

Critical Value for Chi~square, at .05 level = 9.5
. % = Statistically significant X2value
# = direction of deviation of observed £ from expected f
i contrary to the hypothesis of concomitant change
In only four of the twenty-one tests did chi-square values and

direction of deviation of observed from expected frequencies

show a statistically significant association between changes in
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perceived evaluations and changes in achievement.

Hypothesis Nine: The association of changes in self-concept

(2) with changes in achievement (3) is greater
than the association of changes in perceived
evaluations of academic ability (1) and
changes in achievement (3).

H: Association of changes 2 with 3>1 with 3
The analysis for hypothesis nine is summarized in Table
4.27. It will be noted that change in self-concept of ability
and change in grade point sverage are significantly related at
the .05 level of probability in four of the seven tests. All
three tests on two year periods are significant, Of the four
tests of association of change over one year periods, one proba~

bility is less than .05 and two are less than .10. In all tests

TABLE 4.27
CHI-SQUARE VALUES FOR ASSOCIATION OF
CHANGES IN SELF-CONCEPT OF ABILITY
AND CHANGES IN GRADE POINT AVERAGE
COMPARED WITH THE ASSOCIATION OF
CHANGES IN PERCEIVED EVALUATIONS
(PPEV, PFEV, PTEV)
AND CHANGES IN GRADE POINT AVERAGE
AMONG MIDDLE STANINES
FOR ONE AND TWG YEAR PERIODS

MW&W

Change Changes in

Period SCAxGPA PPEVXGPA PFEVXGPA I TEVXGPA
8-9 8.64 p.10 4,94 12, 18%# 5.95#
8-10 14,21% 1.56 3.11% 6.944
9-10 7.98 p.10 10. 9144 2.97 21.92%
9-1 22,57* 1.60 3.30 20. 00*
10-11 21,.82% 7.784%# 7.894# 15.33*
10-12 29,95% 3.66 17.23% 12, 59%
11-12 5.86 p.25 4,614 2.93 1. 34#

Critical Value for Chi-Square, with four degree of freedom, .05 = 9.5
* Statistically significant X2 value at .05 level
# Direction of deviations of observed frequency from expected
frequency in critical cells is counter to hypothesis of con-
comitant change.
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the cells contributing to the chi-square a2re in those hypothesized
for concommitant change. Change in Self-Concept of ability is
therefore clearly associated with change in grade point average
over two years periods and may be for shorter periods.

On the other hand, changes in perceived parental evaluations
were not once, associated concomitantly with Grade-point average
changes even at the .10 level of probability. The same may be
observed in six out of seven tests for ccncomitant changes in
perceived friends evaluation and GPA. Changes in perceived
teachers' Evaluations and GPA, were associated In the appropriate
direction beyond the .05 level in three of the seven tests. These
all occured 1in the ninth to 1l1th grade period. A reverse relation-
ship was found in the 10th-12th grade period.

Certainly we can conclude,with little counter-evidence from
tnis study, that changes in the perceived evaluations of parents,
friends, and teachers are less likely to be associated with
concomitant changes in grade point average, than are changes in
self-concept of ability. But the SCA-GPA association is not to
be treated as a direct linear relationship for as we have seen
in a previous section, self-concept is & necessary but not suffi-

cient condition for achievement.

Summagx

The analysis of four hypotheses designed to test whether

or not self-concept of ability is an intervening varisble pro-~
vide support for this position. Until contrary evidence is

produced it seems safe to conclude from our five year study that
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perceived evaluation by others are less likeiy to affect achieve-
ment directly than when they function through self-concept of

ability behavior.




CHAPTER V

EXPERIMENTS IN SELF-CONCEPT AND ACHIEVEMENT CHANGE - A FOLLOW-UP

Our analysis of self-concept of ability in the previous
chapter demonstrates that this variable is subject to change
and that such change is related to change in gchool achievement.
We had previously hypothesized the possibility of change from
the theory elaborated in Chapter I. One of the studies in this
series, therefore, was designed to enhance self-concept of
ability and through this school achievement. The treatments
were designed to modify the expectations and evaluations of
significant others ar introduce significart others who expreesed
higher expectations and evaluations of the students. Three experi-
ments were conducted during the ninth grade. The results of
this study have been fully reported through the 10th graﬂe.a8
Subsequent patterns of self-concept and achievement in the
11th and 12th grades are analyzed in this report to determine

whether or not significant changes have occurred for these

subjects in post experiment years.

88Brookover, et. al, Self-Concept of Abiliity and Schocl
Achievement II, Project 1636, 1965, op. cit.
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Three different experiments were designed to (1) modify
the images and expectations which the parents held for their
child, thereby enhancing the child's self-concept of ability and
achievement: (2) increase the self-concepts of academic ability
of low-achieving students through interaction with an "exper*"
from a university who formally communicated basic information
which the students might "internalize" to enhance their self-

X

concepts of ability; and (3) counteract the effect of inter-
action with parents who held low expectatiors for their children
through interaction between students and a counselor who held
positive images and high expectations for the students.

The results of these experiments as reported earlier

were:

1. The self-concept of ability of low achieving students
was enhanced by treatment procedures utilizing pareuts,
and this improvement in self-concept was reflected
in improved academic performance. The positive
academic performance, however, did not maintain it-
self when the treatment was discontinued.

2. An expert presenting material designed to enhance
self-concept of ability in a formal manner is not
an efficient strategy for increasing either self-

concept of ability or school performance among
low-achieving ninth grade students. %0

3. No predicted changes in self-concept or g:ade point
average occurred in the Counselor Experiment, either
within or between the experimental and control groups.
In fact, the experimental group tended, though not
significantly, toward lower GPA than the control at
the end of the treatment; the experimental group also
regarded grades as less importaunt, perceived teachers'

891pid., p. 100.

901bid., p. 124.
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evaluations of them as lower, and became generally
more 1naecure.91

Fven though significant changes were not observed as a conse-
quence of the "Counselor" and Expert experiments, we have exa-
mined the studenta' self-corncept of ability and grade point
averages in the eleventh and twelith grades for possible delayed
reactions to the treaiment programs. The hypotheses tested in

the original experiments were stated as follows:

Parent: Experiment

Hypothesis 1. Systematically developed increases in
perceived academic evaluations and
expectations which parents (as signi-
ficant others) hold of low=-achieving
students will result in significant
‘increases in their self-concepts of
ability.

Hypothesis 2. Systematically developed increases in
self-concepts of ability (as induced
in hypothesis #1) will result in sig-
nificant increases in the level of
school achievement.

Expert Experiment

Hypothesis 3. The self-concepts of low achieving stu-
dents can be signifi-antly raised by
having a person who is presented as an
expert give these students evidence that
they are more able than they perceived
themselves to be, and that a higher level
of achievement is expected of them. Such
increases will be significantly greater
on the part of those students who sub-
sequently indicate the expert as a signi-
o ficant other than for those who do not

so perceive him.
Hypothesis 4. Increases in the self-concepts of ability

(as induced in Hypothesis 3) will result

911pid., p. 160.
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in significant increases in the level of
school achievement.

Counselor Experiment

Hypothesis 5. The selfmconcépts of low achievirg stu-
dents who perceive that their parents
(as significant others) hold low expecta-
tions of them can be increased by a
counselor whe systematically provides
a counteracting set of high expectations.
Hypothesis 6. The increases in self-concept of ability
{(as induced in Hypothesis 5) will result
in significant increases in level of
school achievement.

We had hoped to make a definitive test of th~se hypotheses
by following the students involved in each experimental design
through high school, This has not been feasible because a large
proportion of the atudents did not remain in the school system
throughout the high school years. As shown in Table 5.1, page 131,
a tctal of 193 students were in the various experimental, placebo,
and control groups at the end of the trentment in the ninth grade.
This number declined to 180 in the 10th and 128 in the 1llta grade.
1. the 12th grade, 128 were in school but complete data for four
years were not available for 20 of these students. This left a
total of 108 students for whom ali data were available over the
four year period. Twenty-five students dropped out of school
during the period. The remainder transferred to other schools.

Since complete data are available for only 56 percent of
the sample involved in the three experiments, it is not feasible
to make tests of differences among the experimental, placebo, and

control groups or of changes in the groups over the four year

period, We have, however, calculated the mean self-concept of
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TABLE .1
NUMBER OF STUDENTS IN VARIOUS EXPERIMENTS
BY GROUP DURING TREATMENT
AND TN SUBSEQUENT HIGH SCHOOL YEARS

During Fall Fall Fall Compiete
9th 10th 11th 12th Data
Group Grade Grade Grade Grade All Years

Parente Experiment

Experimental 19 19 13 16 12
Placebo 17 14 12 14 11
Control 22 20 14 14 13

Expert Experiment

Experimental 32 32 20 17 15
Placebo 28 25 18 17 14
Control 26 23 20 18 17

Counselor Experiment

Experimental 24 23 15 13 11
Control 25 24 16 19 15
Total 193 180 128 128 108

ability and grade point averages for those students for whom
complete data are available to determine whether or not there were

any observable trends. These data are shown in Tables 5.2 and 5. 3.

The Parents Experiment

The ninth grade mean self-concept of ability of each group

in the parents experiment is close to the mean of the original

sample groups at that time. This suggests that the students on whom

AT 6] b
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TABLE 5.2
MEAN SELF-~CONCEPT OF ABILITY SCORES OF VARIOUS GROUPS
IN THREE EXPERIMENTS BASED ON STUDENTS
FOR WHOM CUMPLETE DATA ARE AVAILABLE
- FOR FOUR YEARS, 9TH THROUGH 12TH GRADE
Mean Self-~Concept of Ability %
Fall Fall Fall Fall B
9th 10th 11lth 12th |
Group N. Grade Grade Grade Grade |
Parents Experiment
Experimental 12 26,08 27.17 26.08 26.17 i
Placebo 11 27.73 27.27 26.09 26.00
Control 13 24,23 23.38 24,38 25.53
Expert Experiment
Experimental 15 24,93 25,47 26.06 24,40
Placebo 14 25,00 24.64 24,29 23,64
Control 17 25.53 26,47 27.71 26.59 f
Counselor Experiment
Experimental 11 25,90 25,09 25.27 25.18
Control 15 25,40 24,47 25.47 24,67

we'have complete data may be representativé of the sample. An
examination of the self-concept of ability of these students in
.subsequent years provides some indication of what happened following\
the experiﬁental treatment in the ninth grade, As noted above,

the experimental group made significant gains in self-concept

during the period of treatment. The 12 students in the group

that we have 5een able to follow-up showed a similar pattern of

increase and declined as the total treatment group did from the
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Fall of the 10th grade to the Fall of the 1llth giade, Table 5.2.
There was no chenge in the mean self-concept of the 12 students
in the experimental group from the llth to the 12th grade. Although

this is not a.randdm sample of the.experimental group in the ninth

.grade, it suggests that the impact of treatment during the ninth

grade did not continue in subsequent years, and that there was
no delayed reaction resulting in change in self-concept of ability.

After the Fall of the 10th grade, the mean self-concept
of ability of those students in the placebo group for whom com-
plete data are available was very close to that of the'experimental
group. This group had declined in mean self-concept during the
experimental period and continued to decline in the 16th grade.
There was no change in the 12th grade.

The control group in the parents experiment had a slightly
lower mean self-concept at the beginning of the experiment than
the other groups. Like the total control group, the 13 students
available for follow up analysis declined in mean self-concept of
ability during the 9th to 10th grade year. This mean increased
in the 11th grade but declined again in the 12th grade.

These available data on the students from the parents
experiment provide no support for the hypothesis that the enhanced
evaluations and expectations of parents during the ninth grade
experimental period produced an increase in the subject students'
self-concept of ability after the treatment ceased.

The mean grade point average of the experimental group

increased significantly during the period of treatment but dropped
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TABLE 5.3
THE MEAN GRADE POINT AVERAGE OF VARIOUS GROUPS
IN THREE EXPERIMENTS BASED ON STUDENTS
FOR WHOM COMPLETE DATA ARE AVAILABLE
OVER THE FOUR YEARS
9TH THROUGH 12TH GRADE

Mean G,P.A.
Group N. 9th 10th 11th 12th

Parents Experiment

Experimental 12 1.56 1.56 1.56 1.83
Placebo 11 1.50 1.30 1.62 2.09
Control 13 1.56 1.81 1.81 1.69

Expert Experiment

Experimental 15 1.42 1.73 1.95 1.91
Placebo 14 1.50 1.92 1.84 2.00
Control 17 1.35 1.77 1.66 1.74

Counselor Experiment
Experimental 11 1.90 1.55 2.05 1.67

Control 15 1,80 1.65 1.68 1,84

from the end of the treatment to the end of the 10th grade. The 12
students for whom we have complete longitudinal data were apparently
‘not representatives of the total because there was no change in

the G.P.A. from the 9th to 10th grade, Table 5.3 The original
placebo group increased slightly in G.P.A. during the 9th grade,
but declined in the 10th grade. Those members of the placebo

group for whom we have complete data showed a similar pattern.

The original control group increased only very slightly in mean
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G.P.A, from the 9th to the 10th but the 13 for whom we have data
made a considerable increase in G.P.A. during this period. This
examination indicates that the students for whom we have complete
data in the parents experiment are not representative of the ori-
ginal groups. There is, therefore, no sound basis foryconcludions
regarding any delayed impact of the treatment on G.P.A,
/ Among the students -for whom complete data are available,
it may be noted, Table 5.3, that the mean G.P.A, of both the
experimental and placebo groups increased in the 12th grade while
the control group mean declined after having been higher in the
10th and 11th grades. The changes in mean G,B.A. of these students
provide no support for the hypothesis that systematically developed
increases in self-concept ~f ability r;sult in increases in school

achievement during periods after the treatment has been discontinued.

- NN
- - L] y -

Expert and Counselor Experiments

92

As reported earlier there was no evidence that either
the expert or counselor treatments had a significant effect on
the self concept of ability. Thus, neither hypothesis 3 or 5
stated above was supported. Since there were no significant
changes in self-concept, no increage in grade point average was
expected and none was found. Although there was no short range
impact of these treatments, the possibility of a delayed impact

was worthy of examination. Since there was a slight, but not

significant, decline in mean self-concept of ability among the

921bid. and earlier in this chapter.
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counselor experimental group, we were particularly interested in
the possibility of subsequent reversal of this trend.

Ag in the parents experiment we were handicapped by the
decrease in the number of students for whom completé data are
available. As noted in Table 5.1 only about one-half of the
students in the several groups were available to provide data
in each of the four years. We have examined the self-concept
and grade point averages for each group, however, to see 1f any
delayed effects are suggested.

It will be noted thét the mean self-concept of ability
in the "Expert" experimental group increased in the 1lth grade
while the placebo group mean decreased. The control group mean
self-concept rose even more than the experimental group mean,
however. The means of all three groups declined in the senior
year. There is, therefore, no evidence of a significant delayed
impact of the expert treatment on self-concept of ability.

Tie "Counselor" experimental group's mean self-concept
of ability declined during the treatment, and the same is true
of those students for whom we have complete data. Although there
is a slight increase in the mean of this group in the 11lth grade,
it is not significant and declines slightly in the 12th grade.
Among the control group students for whom data are available
the pattern of mean self-concept is essentially the same 28 in

the experimental group. There is, therefore, no evidence that

the counselor treatment had any delayed impact on the self-concep

of ability.
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Since there was no significant change in self-concept
in these two experiments, we did not anticipate chonges in grade
point average for either the experimental, control or placebo
grouﬁs.93 The mean G,P,A. of students for whom data were available
are provided for each group, Table 5.3. Although there is some
fluctuation in the means, there are no significant or consistent
differences among the groups that would suggest a delayed impact

on achievement.

Summary

Although the data available are inadequate to determine
whether or not the hypotheses tested in three experiments were

supported in post-treatment years, we have examined the data for

the students available in all years. There i8 no evidence that
the hypothesized effects occurred after the termination cf the

experiments reported earlier.

93There was no placebo group in the "Counselor" experiment.
The design of a placebo counselor contact did not seem feasible,
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CHAPTER V1

SUMMARY

The research reported in the previous chapters ie the

third of a seriesga

designed to test several hypotheses and
explore a number of questions relevant to a social psychological
theory of school achievement. These studies have been based

on data obtained from a single secondary school clasa in a mid-
western city each year during the 7th through 12th grade. The
basic theory, elaborated on in Chapter I, postulates that human
behavior is a function of the expectations and evaluations of
others who are significant to the actor as perceived by him and
as internalized in & self-conception of what is appropriate and
proper for him to do and what he is able to do. In this research
the primary focus has been on the individual's self-concept of
academic ability. Self-concept of academic ability refers to
the evaluating definitions an individual holds of his ability

to achieve in academic tasks as compared with others in his

school class.

94Previous reports were Brookover, Paterson and Thomas,
Self-Concept of Ability and School Achievement, op. cit., and
Brookover, LePere, Hamachek and Thomas, Self~Concept t of Abiligg
and School Achievement IT, op. .cit.
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The basic propositions of thie theory assert that a
student's self-concept of academic ability results from his
perceptions of the evaluations significant others hold of his
ability. The student's self-concept of academic ability in turn

functionz to 1imit the level of academic achievement attempted.

Self-concept of academic ability ia therefore hypothesized as an
intervening variable between the expectations and evalusztions
ofieignificant others and school achievement. The relationship
of perceived evaluations of significant others 1s conceptualized
as & necessary and sufficient condition, i.e., a change in the
perceived evaluations of others will be reflected in a change in
self-concept. The relationship of self-concept of academic

. ability to academic achievement, on the other hand, is hypothesized

as a necessary but not a sufficient condition for the occurrence
of a particular level of academic performance.

Sclf-concept of academic ability as used in this
research should not be confused with other definitions of self
or self-concept. It has not been our intention to measure Or
infer a self as a subjective phenomenon. Rather, self-concept of
academic ability refers to a category of symbolic behaviors, and

as such, to empirical events.

Significant Others

Since it is postulated that not all others with whom an i
individual interacts are equally relevant or important to a person
{n the definition of his behavior, it was necessary to identify those

b . persons who were important or significant to the students. The data
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obtained for this purpose over the six year period reveals that
parents are identified by neerly all students each year. Contrzacy
to assumptions frequently made, this evidence indicates that parents
and other family members are more likely than any other category to
be "significant others" fdr adolescents during the junior and
senior high school years.

Although the proportion of the students naming their
friends as significant others is much lower than that naming
parents, it increases somewhat during the six year period.
Furthermore, analysis of the impact of others' evaluations on
students' self-concept of ability indicates that the influence
of friends increases somewhat in later years.

Less than half of the students identify teachers and
other school personnel as sigrificant others in the iunior high
school years, and this proportion declines during the later
years. Although teachers may exert considerable influence on some
students, there is no evidence from this study that teachers
are important others for the major portion of the secondary

school group.

Relation of Perceived Evaluation by Others
to Self-Concept of Ability

The evaluations which students perceive parents, friends
and teachers hold for them are consistantly correiated with
gself-concept of academic ability. The correlations range from
.50 to .77 over the period of this study. lthough all three

perceived evaluations ave significantly correlated with self-
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concept of ability, partial correlation analysis reveals that
perceived parents' evaluation is more likely to affect self-
concept than the evaluations of the peers or teachers. As noted,
however, the impact of friends' evaluations on self-concept of
atbility increases in later &eérs.

Changes in perceived evaluations ares significantly
related to changes in self-concept of abiltty over one and two
year periods. This relationship between changes in the two
variables an¢ the reasonably high correlation between them
supports the hypothesis that perceived evaluations of others
are necessary and sufficient conditions for"explaining variation

in self-concept of ability.

Relation of Self-Concept of Ability to Achievement

The correlation between self-concept of ability and grade
point average ranges from .48 to .63 over the six years. It falls
below .50 only among the boys in the 12th grade. Such evidence
supports the basic theory involved in this research. In additionm,
the Ligher correlation between perceived evaluations and self-
coﬁcepts tends to support the theory that perceived evaluations
are a necessary and sufficient condition for self-concept of
ability but self-concept of ability is only a necessary but not
sufficient condition for achievement. The lutter is fu:rther
supported by the analysis of the achievement of students with high
and low self-concept of ability. This re : ed that although a
significant proportion of students wit’ high self-concepts of

ability achieved at a relatively lower level, practically none of
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the students with lower self-concepts of ability achieved at a
high level.

Change in self-concept of ability over two year periods
is significantly related to parallel cﬁangé in:grade point average.
Although changes over one year“tend in the same &i%ection, the
relationship is not significant at the five percent level of

probability. Since self-concept of ability is hypothesized as

a necessary but not sufficient condition ia school achievement,
)

a high association between changes in the two variables was not

anticipated. The results, therefore, tend to confirm the hypo-

thesized relationship.

' Self-Concept of Ability as an Intervening Variable

The hypothesis that self-concept of ability intervenes
between the independent variable, perceived evaluations, and the ‘
depen&ent one, schocl achievement, was generally supported by the
analysis. The correlation between perceived evaluation and grade
point average is generally less than the correlations between each
of these variables and self-concept of ability. The partial cor-

relations also substantiate the intervening variable proposition.
In this the correlations between perceived evaluations and grade
point average are significantly reduced by partialling out the
effect of self-concept of ability; the correlation between self-
concept of ability and grade point average is not, however,
significantly reduced by partiailing out the effect of variation

in perceived evaluations. Furthermore, changes in perceived

evaluations are not directly associated with changes in grade
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point average over various periods; but changes in self-concept
of ability are associated with both changes in perceived evalua-
tions and changes in grade point average over two year periods.

It seems quite clear from these aqalyses that self-
concept 6f ability makes a significant contribution to the
explanation of school achievement as a means through which the
evaluations of others are translated into school achievement
behavior.

Tffect of 1.Q. and Socio~economic Status

on the Relationrs among
Perceived Evaluations, Self-Concept, and Achievement

Both iundividuzl and social environment Ilactors are
related to the socjal psychological factors which are the pri-
mary focus of this research. Measured intelligence and gocio-
economic status, among other variables of both types, are known
to be related to grade point average. Our research revealed that
these variables are also correlated with self-concept of ability.
It was, therefore, essential to determine whether or not either
of these, measured intelligence or socio-economic status, accounted
for the relationship among perceived evaluations, self-concept
of ability, and grade point average. Neither does.

The correlations between perceived evaluations and self-
concept of ability are only slightly reduced by partialling out
the effect of variation in either measured intelligence or socio-
economic status. Similarly, control for either of these variables
reduces the correlation be:ween self-concept of ability and grade

point average to only a limited extent. In contrast, however, the
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correlations between measured intelligence and grade point average
and that between socio-economic status and grades are both greatly
reduced by partialling out the effect of variation in self-concept
of ability.

The relationshipe¢ supporting the social psychological
theory of school learning presented here are not therefore greatly
affected by variation in either measur:d intelligence or socio-
economic scatus. Rather, the evidence indicates that much of the
corrzlation between these variables and school achievement is

accounted for by variation in self-concept of ability.

Relation of Self-Concept of Ability to Other Conceptions of Self

Much recent research has sought to increase our under-
standing of various conceptions of self and the relation of self
to the performance of school children. A number of thesc studies
are based on a general or unitary conception of self which may
encompass several dimensions or aspects. Siﬁce self~concept of
ability, as used here, is more narrowly defined as the students
concept of his academic ability, we examined its relation to a
more general self scale and the correlation of each with school
achievement, 92

The correlation between the general self-esteem scale and
self-concept of ability was .31. Although the more general index

is significantly correlated with school achievement nearly sll of

9The self-estcem scale developed by Morris Rosenberg
was used as the criterion for a general self-concept. See Morris
Rosenberg, Society and the Adolescent Self-Image, 1965, op. cit.
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this is accounted for by variation in self-concept of academic
;bility. The latter is therefore apparently‘a more relevant
variable in school performance.

Experiments Designed to Enhance Self-Concept
of Ability and Achievement

In order to assess possible delayed reaction to experiments
designed to enhance self-concept of ability and through this school
achievement, a follow-up study of available students was carried
out. Unfortunately, transfers and drop-outs reduced the number
of students who had been involved in the experimental, placebo
and control groups during the ninth grade so much that it was
not feasible to make a definitive analysis of the impact of ex-
perimental treatments during the llth and 12th grades. There is,
however, no evidence of any sigrificant delayed reaction to the

experiments.,

Conclusion

It seems safe to conclude from this longitudinal study
and the related research that there is substantial support for
the basic hypotheses derived from the more general social psycho-~
logical theory of school learning. Although the evidence is not
always as definitive as one would like to base a theory upon, this
extensive research program has not provided any basis for rejecting
the theory. Rather, substantial support has been produced.

Much remains to be done before the general theory is
substantiated satisfactorily. For example, we have contributed

little to our knowledge about how the social norms or the expecta-
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tions of significant others affect school achievement. Our
research indicates that others' evaluations affect the student's
conception of his academic ability and thus sets 1imits on his
school achievement, but many students who have high self-concepts
of ability do not have commensurate achievement. The analysis of
the social psychological process by which those who conceive of
themselves as able to learn are motivated or stimulated to do so
remaings to be investigated.

Although one treatment in the earlier experiments showed

96, we have little knowledge about what

some promise of success
social eavironments will produce either changes in self-concept of
ability or the motivation to behave in accord with the maximum

limits of that ability. The creation of social environments which

will result in maximum levels of learning is a major challenge to

contemporary educators and behavioral scientists,

965ce Brookover, et. al. Self-Concept of Ability and School
Achievement II, 1965, op. cit. for results of the experiments in
9th and 10th grades.
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INTRODUCTION TO RELATED STUDIES

During the more than seven years that this research has
been in progrecs a number of people have been involved to varying
degrees. Several of these people have carried out specific research
projects relevant to the general purposes of this research program.
Some of these are based entirely on data from the larger project
while others have obtained additional data to test hypothesis
relevant to the general theory. Rather than review these studies
in Part I of this report, we have asked each of our collepgues to
provide summaries of their research for publication in this report.
The chapters which follow are, therefore, summaries of these
related studies.

The studies reported here have varying relevance to the
major project, but all contribute to our knowledge in the general
area of this research. The first by Ann Paterson ;ummarizes a
careful study of the validity and reliability of the self-concept
of ability scale which has beén used as the measure of a major vari-
able in this research program. A less elaborate analysis was
reported in the first report in this series, but Chapter VII
summarizes the results of the various analyses of validity and
reliability.
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In Chapter VII Lee Joiner summarizes the analyeis of the
validity and reliability of a self-concept of ability scale adapted
for hearing impaired students. Although this is not directly con-
cerned with the research reported in Part_;, it grew out of the
major project and provider a basis for similar research with handi-
capped students. A similar scale is being used by Dr. Edsel Erick-
son in a study of blind students' self-concept of ability.

In Chapter IX Dr. Erickson summarizes his analysis of the
influence of parents' and friends' expectation on self-concept of
ability and achievement of the students in this study. He intro-
duced the concept of surveilance as an additional factcr in the
forces influencing student behavior and further developed the
theoretical framework for the research in this study.

Dr. Richard Morse analyzed self-concept and achievement
data obtained from the Negro students in the school class studied
during the eighth grade and compared this with the white students.
This is summarized in Chapter X. The fotlowing chapter by Dr.

Morse is also based on data obtained in the larger atudy. 1In this
the contribution of self-concept of ability and other social-
psychological variables to the relation between socio-economic status
and school performance is examined.

The three studies reported in Chapter; XII, XIII and X1V
were stimulated by the major project but make contributions that
were not anticipated in the design. The first of these by David
Haarer replicates the first of this series of studies for delinquent

boys and compares them with a non-delinquent sample from the popula-
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tion for the major project. The second by Kenneth Harding investi-
gates whether or not the self-concepts of ability of those students
who dropped out of school differed from the self-concepts of a
comparable samﬁlé of their classmates who remained in school. 1In
Chapter XIV Dr. Carl Sandeen analyzes the educational aspirations
of the boys in our longitudinal sample and the relation of self- ~
concept of ability to their aspirationms.

Dr. Richard Towne examined the effect of placement of
educable mentally retarded students in special classes or their
self-concept of ability and other social-psychological variables.
Although this study was not directly concerned with the major
project, it has relevance for understanding the school context
withia which self-concept of ability ﬁay be changed.

In Chapter XVI Natalie Sproull, who served the project
in various ¥oles, reports on the development of a scale to measure
the self-concept of teaching ability. This is not a part of the
major project but developed out of Mrs. Sproull's asscciation
with it,

The final chapter by associates on this project analyzes
the relation of the educational plans of students in the larger
study to the educational expectations which they perceive others
hold for them. It provides further evidence of the relevance of

the social-psychological theory tested in this research program.
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' " CHAPTER VII
RELIABILITY AND VALIDITY OF SELF-CONCEPT OF ABILITY SCALE*
Ann Paterson

University of West Virginia

Introduction

In 1961 Ruth C. Wylie's book The Self Concept: A Critical

Survey of Pertinent Research Literature was pu.blished.1 After

collecting much of the research literature on self -concept and
evaluating the methodology of the various studies, the author
concludes that "the total accumulation of substantive findings is
disappointing, especially in proportion to the great amount of

effort which obviously has been expended."2 She offers four

reasons for this situation:3

1) the lack of proper scientific characteristics of
the theories themselves;

ARruth c. Wylie, The Self Concept: A Critical Survey of
Pertinent Research Literature (Lincoln: University of Nebraska
Press, 1961).

21pid., p. 317.

31bid., p. 323.

%From Ann Paterson, An Evaluation of an Instrument Desi ned

an_Instrument DesSignec
to Measure the Construct, Self-Concept of Academic Ability, Ph.D.
Dissertation, Michigan State University, 1966.
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2) the inevitable difficulties encountered in formulating

relevent, well-controlled research in a new area;

3) the understandable fact that individual researches in

a new area are not part of a planned research program
and therefore cannct be easily synthesized; and

4) avoidable methodological flaws.

One of the suggeections made by Wylie for implementing more
interpretable research is that limited theoretical self constructs
be studied by means of more limited and well-analyzed measuring
instruments which are shown to have behavioral correlates. Wylie
argues that it is only by the careful collection of data at the
molecular level that we can have an adequate base for drawing con-
clusions about the more global self constructs.

The present research is an attempt tc analyze a self
construct which is presumed to avoid some of the limitations noted
by Wylie. The construct, ''self-concept of ability," was theore-
tically derived from the symbolic interactionist framework of G. H.
Mead and C. H. Cooley. A self-report instrument, the Self-Concept
of Ability Scale, was devised.and conventional reliability and
validity checks were also made on the instrument. The relevent
behavioral correlate to the ''self-concept of ability" construct
was academic achievem:nt as indexed by grade point average#. The
relationship of the construct to the behavioral criterion was
examined in some detail.

That past and present achievement, I.Q. scores, and self-
concept of ability scores are positively correlated follows from
the assumption that self-conceptions are dynamic, and thus will

have behavioral correlates. However, this is not to say that the

three constructs are reducible to one. The partialling out of the

!11_4,_‘_1_,;_,4__4 e
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effects of I,Q. or past achlevement should not reduce the correla-
tion of present achievement and self-concept of ability to zero.
More important, where there is a discrepancy between past perfor-
mance or I.Q. scores and present achievement, it is hypothesized
that the self-concept of ability construct can explain the dif-

ference. Viewing self-concept of ability as a functionally limi-

ting factor in achievement does not obviate the importance of paset
experience, nor invalidate the traditional relationship of 1.Q.
to achievement. Rather, the self-concept of ability construct
helps explain why the traditional 1.Q.-GPA relationship holds in

/ general, and, furthermore, why it does not hold in some gituatiouns.
The theoretical base for understanding intelligence and achieve-

ment is tbus broadered.,

Methodology

Because the literature revealed no existing instrument
designed to tap self-concept as a learner, it was necessary that
the research staff of Project #845 construct its own scale. The
staff and panel of consultants considered the conceptualization of
the self dirension to bé tapped, and submitted whatever items they
believed would be consistent with the theory. The resulting list

- of items was adminisiered in the Spring of 1959 to a classrcom of
seventh-grade students in a neighboring town for whom grades were
}, available. The items were examined to determine whether they
actually differentiated students on achievement. Modifications
in content and format were rendered as a result of this preliminary

testing, and a list of 16 items was selected for a formal pretest.

4
9
B!
T

- s s e S W
T T




158

)

The pretest of the SCA Scale was a part of an interview
conducted with a sample of 49 students who showed differential
achievement patterns relative to ability. The base population from
which these 49 students were selected comsisted of one-third ran-
dom sample (N=425) of the 1959-60 seventh-grade students in Old-
town. School records provided IQ, achievement, and social class
data. Stuﬂénts £a1ling within one standard error of measurement
on either side of the mean IQ (two nonverbal scores averaged) and
GPA (4th, 5th, and 6th grades averaged) were eliminated from the
population. The 49 students interviewed came from four achievement
groups ("6ver-achievers," "under -achievers," "high-achievers,' and
"low-achievers™) and each group represented a particular social
class level. There were 16 "over-achievers" (nine females and seven
males); 15 "under-achievers" (six females and nine males); five
"high-achievers" of each sex, and four "low-achievers” of each sex.

The interviews,ofcthese students, each approximately 1%
hours, were conducted at Michigan State University, and covered a
variety of subjects relevant to Project #843. At the beginning of
the interview, the subjects were asked to complete the written pre-
test of the SCA Scale consisting of 16 items.

Analysis of the pretest items consisted of item analysis
and Guttman scaling., Items with less than .50 point biserial cor-
relation with the total score were eliminated., The resulting
items were subjected to Guttman scalogram analysis following the
procedures outlined in Goode and Hatt.4 Some items in the scale

were found to operate in virtually the same manner as other items

49i1liam J. Goode and Paul K. Hatt, Methods in Social
Research. (New York: McGraw Hill, 1952), Chapter 17.
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when scaled. Such duplications were eliminated, using item con-
tent as the primary criterion tor elimination. The remaining
eight items formed a Guttman Scale with a .91 coefficient of
reproducibility. In these analytes the responses of males and
females were combined.

It should be noted that for the pretest, the average of
two nonverbal IQ scores was used ir the classification of students.
This was done on the assumption that the nonverbal scores would
be more culture-free. However, correlation analysis of the 4th
and 6th nonverbal and the 4th and 6th total IQ scores indiceted that
the test-retest reliability was significantly higher for the total
scores than for the nonverbal. For this reason the toteal scores
were used in the final study for selection purposes.

The pretest results reasaured the research staff of the

feasdbility of tapping self-concept as a learmer with a paper

and pencil test. Subsequently, a full-scale administration of the
Scale to all of the seventh graders in the Oldtown public school
system was accomplished in the Fall of 1960. The 7th grade level
was selected because the students were presumed to be mature enough
to understand the questions, and yet naive enough to answer them
honestly. Junior high school students also have different teachers
for different subjects and thus would be exprcted to make the
specific subject distinctions which were important for getting at
specific subject self-concepts.

Of the 1930 7th graders in Oldtown, data from 1050 were

selected for testing the major hypotheses. The 1050 represented all
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non~negro students (the approximately 100 Negroes were separately
studied at 2 later time) who had been in the school system at
least two years and for whom there was complete background data,
particularly, two IQ tests and some social class data. Unless
otherwise indicated, all data reported here came from tne 1050
students consisting of 513 males and 537 females.”

Analysis of the SCA items for the Fall 1960 testing again
consisted of Guttman scalogram analysis which yielded reproducibi-
lity coefficients of .95 and .96 for the 513 males and 537 females
respectively. The response categories for the eight items composing

the Guttman sczale were dichotomized.

Guttman scaling provides scores called scale types which

correspond to the number of items "right" (in this case, item
responses in the top half of the dichotomy). The scale type
score range is equal to the number of items, in this case eight.
Because a larger score range was desired, Guttman scale type
scores were compared with scores obtaines by conventional summing
procedures. Values from 5 to 1 were assigned to response cate-

gories "a'" through "e"

and the resulting values were summed. The
potential score range in this procedure is 40 points. For compari-
son, the two sets of score were each correlated with GPA, the

dependent variable in the study. As the correlations were almost

identical, use of the more c¢ :nient summative scores appeared

JEditors Note: The analysis in this chapter are based
on data obtained from the students in the larger study when they
were in the seventh grade. Portions of the analysis have been
repeated in subsequent years.
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warranted. GCuttman scale scores were not used in any subsequent

analysis.

Tn addition to the SCA scale, there were four self-conccpt N

of ability scales used in Project #845. Each of these scales had

g

a specific subject reference and thus is referred to as the Specific

-
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Self-Concept of Ability Scale. These scales are not theoretically

derived, but were intentionally parallel versions of the SCA Scale.
The Specific SCA Scales were checked to determine if the

{items would scale in a fashion parallel to the general SCA Soale.

The items did scale in parallel fashion except at the extremes

—— i
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where the two sets of extreme items could not be differentiated.

Only one specific subject scale (Arithmetic) was actually analyped

Dy ——

for a reproducibility coefficient and it was above the required
level of .90. As the specific subject scales correlated with
specific subject achievement in the anticipated fashion, no further
analysis of these scales was undertaken. Although there is

i reason to believe that the specific subject scales are directly
parallel to the SCA Scale, it would be unwarranted to assume that
the establishment of validity and reliability for the SCA Scale

will generalize to the specific subject scales.

Findings

1. The SCA Scale scores are positively and significantly
: correlated with grade achievement. (¥12 = .57) This is true even
»hen If) {as measured by test scores) ie held constant.

, L 2. Scores on the SCA Scale are not reducible to I1Q scores

~r to grade achievement scores.
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3. Scores on the SCA Scale are significantly and positi-
vely correlated with grade achievement under conditions of a
known negative correlation between 1Q scores and grade achievement.

4. TFor both males and females a combination of high
achievement and low SCA Scale scores is significantly less likely
to occur than is the combination of high SCA Scale scores and low
achievement. This is taken as evidence that a high self-concept
of ability is a necessary but not sufficient basis for high
achievement. This conclusion is dependent, however, upon the cut-
off points used in designating "high" and "low" groups on each
variable.

5. Evidence suggests that SCA Scale scores for this age
level are geared to achievemert relative to a sex group rather
than to an absolute (particular grade point index) lével of
achievement,

6. The more extreme the cut-off points used on the SCA
Scale and GPA, the more closely the number of cases of low GPA and
high SCA or high GPA and low SCA approaches zero. This is taken
as evidence to support tiie general positive relationship of self-
concept of ability and grade achievement.

7. The specific SCA Scales are positively and significantly
correlated with achievement in parallel subjects. This is true
even when IQ (as measured by test scores) is held constant. This
is taken as evidence that the Specific SCA Scales are related to
achievement in a manner analagous to the relation of SCA Scale

scores with gemeral GPA.
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8. The general SCA mean scores are higher than any of
the Specific SCA scores but the general score is clogest to the
specific score in that subject in which the student has his
highest achievement. This suggests that general SCA is more
heavily influenced by areas of strength than by areas of weakness.

9. Girls are significantly more likely to be "uniform"
achievers than "nonuniform" achievers as these terms are defined
in the research. Males tend to be equally "uniform'" or 'non-
uniform'" achievers. This suggests different cultural expectations
for achievemeant by sex.

10. Among "non-uniform' achievers of both sexes, the
Specific SCA Scales were, with ome exception, significantly
better predictors of achievement in the parallel subject than
was the general SCA Scale. This tendency, however, was much more
conspicuous for females than for males.

11. Among female "uniform' achievers, the general SCA
Scale is a significantly better predictor of specific grade
achievement than are the Specific SCA Scales in all subjects
except social studies. Except in English this is not true for
males. This suggests that sex differences are operating.

12. Females who are ''mon-uniform'" achievers have signifi-
cantly lower mean SCA and GPA scores than do female "uniform"
achievers. There are no such differences observable for male

"uniform" and "nonuniform" achievers. Again sex differences appear

to be operating.

13. A theory is proposed to account for the sex differences
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observed. Namely, nonuniform achievement is generally culturally
defined as negative for females while '"non-uniform" achievement is,
in fact, encouraged for males.

14. The general SCA Scale is a better predictor of achieve-
ment in a specific subject than is any Specific SCA Scale other
than the one in the parallel subject. In 17 of the 24 comparisons,
the differences are significant; in all cases, findings are in the
predicted direction.

15. The general SCA Scale is a better predictor of general
achievement than is any Specific SCA Scale. 1In five of the eight

comparisons, the differences are significaat; in all cases findings

arc in the predicted direction. This finding, together with Conclu-
sion 14 is evidence that the general SCA Scale is not reducible
to any of the Specific SCA Scales.

16. All of the intercorrelations among the Specific SCA
Scales scores are higher for males than for females, but the inter-
cor