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Abstract
;

The present research investigated the differences between graoups
* elementary school children who had been identified as having eitremeQ
 high or low academic self-concepts. Group aifferences were studiedg
, the affective and achievement variables of report card grades, self-
tpectations for academic performance, teacher and parent expectations;
irental reactions to success znd/or failure and the éhild's locus of
mtrol ih the academic setting.

The samplgs consister of.63’students in the High acadeﬁic self-con-
:pt group and 53 student in the Low academic self-concept group. Aca-

smic self-concept was assessed by means of the Student Perception of

‘ . / o ®
>ility Scale and High and Low.group =tudents’'were those who were at
zast one standard deviation aboveor below the populaticrt mean. These

igh and Low students had also been identified as demonstrating average

- above average ability in group intelligence tests. No demonstrable

-y

ifferences were evident between these groups on the,variablé% of age,
scio-economic status and general self-concept as assessed by the Piers-

irris Children's Self-Concept Scale.

A,_Iﬁstrﬁments which were used to investigate differences included the
tudent's“ferception of Ability Scale, Projected Academic Performance
children's Teacher's and Mother's versions) and the Intellectual Sub-
ale of the Parent Reaction Quéstionnaire. Report card graaes were
aken from the tudent cumulative files at the end of .ne school yeér.
The resuits revealgd that High academic self-concept children re-

eive higher report card grades, hold higher expectations of self, are

iven higher expectations by teachers and, parents and have a greater im-

Pt

iy



ternal locus of .control for success than Low academic self-concept chil-
dren, Parental reactions and locus of céntfol for academic failure did
not differentiate between these two groups. |

Some sex differences were evi&ené in that girls tend to receive
higher report card grades and experience higher parental'expecta;ions.
Boys were more dissatisfied witP school in the Low group. ‘ |

The interrelationshggs of ;Lese affective variables suggests that
for High academic self~concept children, self, teacher ana parent expec—v
tations are consistent and :drrelated with reportkcard grades at .the end
of. the year. Low academic *self-concept children's expectations indica-
ted that they may havé some difficulties'in projecting.their final repoft
card gradés for the year. Teachers and parents were morevaware of the
report card grades‘for the Low grour child although.their expéhtations
were not consisteﬁp with each other, High-Low gfqup membershiplof
academic self—conéept differenceé correlated significantly with the

> .
‘report card grades, selfvexpecfations, teacher gxpectations,.parentél
expectations and an internal locas of contral for.saccess.

Academic sélf;concepf does contlnue for a number of the children in
the extreme groups in the following school year. fhe 1978 écademic self-
concept scores were pfgdicted by academic self—congepts:and'téécher,expec-
tations to account for 36% of the variance. Aca&emic self4co;cepts ap-
pears to be less s.able in extreme gbeps than ih’the total\populatioﬁ

Findings were Qiscussed in tefhs’of the implications .that extreme

academic self-concepts have as affective entry characteristics in the

acquisition of new skills in the classrooq)
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CHAPTER 1

INTRODUCTION AND OVERVIEW

”Traln up a child in the way he should go and when he is old, he i

will not depart from it' (Proverbs 22:6). For the purposes of thls “study,™
this oft-quoted proverb could be reworded to state: Lducate a childltov

N

perceive himself in a certain way and this self-concept will affect him

throuzhout his,years.': . (
To a-tempt to define self-concept may be as elusive a task as attemp-
ting to define truth or beauty or justice. Part of the problem lies in the”

view that it is the self which has the concept of self; it is both that

which knows and that which is known; both the subjective and the onective;

~ G

both I and me (Yaramoto, 1972). The basic question is a philosophical one -
since the actual use of thf term self-concept implies that we have a con-
sciousvawareness of that which is our centrai reference‘point and that we
can come to know ourselves .(Dooyeweerd, 1977). Empirical research cannot
reméin embroiled in such philosophical musings but must at a certain point

recognize its limitations and proceed with the task at hand of defining

1

that which is éperational and accessible to research. For the~§syghologist
who is concerned with the understanding and prediction of human‘behaviour,
'the emphasis in defihing self-concept lies in the subject's cénécious per-
ception of the environment and‘the relationship of the self to that environ-
ment .
Self-concept is defined as a theoretical construct which "helps to ex- "~
plain behaviour va%iations which occur under constant external stimulation
and similarities of behaviour which occur under varying external stimula-

1

ting conditionéh'(Wylie, 1961, p.12). Most operational definitions of



.

welf-concept have been criticized as being too global and Wyliie (1961)
. te _ '
suggested that we shoulc make the construct more molecular by, tying it to-

the specific situation._ The theoretlcal construct is to be more aptly
™~

considered as a collection of intervenlng variables assumed to be 1nde—
,¢ . :
pendently operative in each situation to account for variations in beha-

viour. Thus, one may speak of an academic self-concept, an’attractive-

-~

ness self-concept, a family self-concept, a peer interaction self- concept

and numerous otHer situétion—specific cenqepts.

The more one assumes each facet of self-concept to be situation-
specific, the greater the temptation exists to make this intervening vari-
able the dependent variable which is formed as the result‘of the person's
interactions with others in a specific situation (Brown, 1957). It appears
t%at as we move from the elusive concept of self as knower and known to
the more empirical definitlon of self as embedded 'n a‘specific situation,
we mey also begin to lose a sense of self as distinct and independent from
others. - When sel’ is eonsidered to be a depeedent variable, it becomes
empirically more preqictable, modifiable and measurable. In this light,
the self is more the result of behaviour than the cause.

Since the human orgénism d. :s no cease to behave, except possibly at
death, behaviour does have a cumulative effect in that the dependent vari-
T

abie in one situation becomes the independent variable in a following‘situ-
ation. This interactive and progressive effect is not necessarily additive.
Most self—coneept measuyres consist of various sebscales which are‘additive
in a linear fashion - a presupposition which may be seriously questioned

in view of the interactive effects (Smith, 1978).

»
The suggestion to make self-concept measures more situation-specific



kg ”. -
-

. o
resulted in Shavelson, Hubner and Stanton's (l97l)Iproposed model of self-

e

\gonggpt_as comp%ised of two major areas for'SQhool—age chil&rgpg academic
self—égngept and non-academic self;concepc. This model is eSpécially use-
fﬁl for students since they are most frequently inhsituatioﬁs where the

- S . .
evaluations of others may be reflected in their self;perCeptioh of academic.
coﬁpetenc? and confide;;e. Academic self-conceﬁ? is divided into s bject
areas. Non-academic self*coﬁcgpt is qivided into social and physital<self;
concepts. Shavelson et al. (1971) argued that the md£; closely the self-
conéept.is tied to;the specific situation, the.éreater its predictive vali-

‘aity.

. ) ) Y
Brookover et a®. (1965, 1967) used this model of differentiating.the
acadeﬁic self-concept from non-academic self-concept when they conducted
) ~

extensive longitudinal studies of academic self-concepts with junior high

school students. Studies of academic self-concept with elementary school.

ichildren have frequéntly used a ﬁodifiéation of the ssg;p constructed by.
Brookover, LaPere, Hamachek, Thomas and E?icks;n in 1965. Genéral self~
concept measﬁresuused in school settings to predict or analyze aéhievement
behaviours had often resulted in émbiggous or contradictory g;ndings

. (Chapman, 1979). Low but positive correlations between the academic sub-

S

scales of the general self-concept meas;res and student achiévement (Purkey,
1970) led educational psychologists such as Boersma and‘C?apman to concen-—
trate more specifically on academic sgif-concepts as distinguished from
non-academic self—concepf.‘ Théy constructed the Studénc’s Perceﬁtion of
Ability Scale (SPAS"specificaliy for elementary school-age children

(Boergma & Chapman, 1977). The present regearch used this SPAS scale to

explofe ‘the various personality and situatjonal variables which are involved



with cﬁ}ldren who have a high academic éelf-coﬁéept asAopposed to those
who have a low academic self-concept.

Bfookover and Erickson (1975) refegred to academic self-concept aé
a "functionally ligiting'threshold variable". More specifically,v;hey
stated that "before an iﬁdividual”will attempt to carry out certain role

'Behaviours, he or she must assume some probability that he or she will be

\ L
successful to so?f;ffziggm/level" (1975, p.275). 1In Brookover et al.'s

extensive longitudinaLtresearch, it was found that students' self-concept
.of academic ability accounted for a signifiéant proportior of academic 1
acﬁievement (Brookover et al., 1967). Kifer's (l975)/reséarch confirmed
that tﬁere‘was a chmulative interaction effecx/shi;L took pléce between
academic self-concept and academic achievemept in grades 2 to'8.’ Students
Qho had histories of previous success tended to have incfeasingly higher
feeliﬁgs of compete%py\and esteeﬁ; and theif achievement corresponded accor-

| dingly.‘ Students’égb had histories of previous failures had’decreasing
feeiings of competency and esteem, and thei; achievemeﬁts vere considerabiy
lowgr.. Fur;hermgre, positive personélity characteristiés were éssociated
with success, whereas negative persdéélity chargcteristics were associated
wié% féilﬁre. Kifer's quasi-longitudinal sﬁudy of-elémentary school chil-
dren was limited in its predictivé validity by virtue of being quasi-longi-
tﬁdinal. The‘study discussgd/;ﬂ‘f“is thesi% was longitudinal in that the
in the same studéntS'parti!}pated f \ggo'conseCutive school years.

The development and maintengnce of academic self-concept in the present
study is seen to be contingent upon the percepﬁions and eQaluati;ns of sig-

hificant others and self. Ihterpersonal theory speaks out very stronglv for

the interactions of significant others. Evaluations of others are made manifest



to the child in report card grades assigned by teachers and parental reac-
tions to the child's school performance. ‘Agadejgﬁxself—cbncept, perceptions,
evaluations of self and'otheré and academic locué‘of control are called af:
ﬁgc‘~ve entry characteristics for the child in the school situation (Bloom,
1975). About 25 % of the variance in individual differences in school a-
éh19vement could be accounted for by'differenc~s in affective entry charac-
teristics. Although cogni;ive entry charactefistics as well as the quality
of instruction also éccognt for the differential achievement of students,

the present study focused. on the intefact;ve influences of the affective
,dimensions and achievement.

"The significant others appear as the basic unit and the éelf—system
becomes a concept formed as the result of the interaction of the personali-
ty with other persons significant to it" (Brown, 1957, p. 27). For the
elementary school child the significant others.in the learning environment
are teachets, parents and peers. Bloom (1975) and others see the academic

v
self-concept developing as a functio- " the feedback providéd by the child's
teachers and parents. ''No single tiing cc. tributes as much to a sense of
esteem as does a good report card" . lcing’ on & Beery, 1976, p.6). The
current study hépes to demonstrate tha. ~' .ldren with negative academic
self—concepts arelfaced with lower teacher expectatiaons and parent eXpecta—
tions of academic performance than children with positive academic self-
concepts. Lower teacher expectations are also more frequently translated

A

into lower report card evaluations.
The child who is consistently exposed to poéiﬁive and high expectations
and evaluations of others will also more likely have a high or positive

academic self-concept as expectations and self-concept are mutually reinforced.



The child who ié exposed to inconsistencies or low expectations and evalua-
tions of others will more likely have a low or negative academic se%f-con-
éept. Brookover and Erickson (1975) streséed that it is ngt so much the
actual perceptions and reaétions of significant others which modify the
academic self-concepts but‘the individual's subjective interpretation

of thesé.v The perceived views of others become internalized as a conse-
.quencé of identification and compliance with others (Brookover et él.,
1975). Thus, the academic self-concept is not only contingent upon the
peréeptions, reactions and evaluations of others, iF is also”determina-
tivé of how the child perceives these reactions and evaluations. .The
present study will investigate more closely the in“=eractive effects of

. these expectations as well as possible congruencies/incongruenéies in the
expectations.

- Although the perceptionﬁj;evaluations and reactions of self and signi-
ficant others.do have cognitive diﬁen ions and implications, for the purpo-
ses of.tﬁe study, these variables wilj>be treated'primarily as affective

vari;bles contributing to the formation of academic self-concepts. Another
affective variable which will be examined in its relationship to academic
self-concept will be the child's academic locus of control. This control
refers to what the individual believes about who is responsible and in
charge of the events which happen to self. Igmmakes no reference to what
is actually true bu£ is a reflection of the child's perceptions. These
perceptions can be "{important determiners of the<réiﬂforcing effects of
school experiences'" (Crandall, Katkofsky, & Crandall, 1965, p;93). The
individual who perceives that he lacks control over rewards and punishments

has little reason to modify the behaviour which affects his academic perfor-

mance and self-concept. Academic locus of control refers to a school-



specific control over success and failure in acauemic situations. .

A distinction is usually made between an internal and an exteri!l
locus of control. Internal control is associated with the perception of
events as being contingént upon and a conséquence of ones‘ own actions.
External control is associated with the perception of events as being
vcontrolled arbitrarily by otherg. Research indicates that there is a
tendency towards increasing internality as the child becomes older
(Moursund, 1976). Although slight significant increases do occur with
ége, self-responcibility is already established by grade 3 (Crandall et

3 ‘

al., 1965).

The research which relates to locus of control and achievement activ-
ities indicates that the "contrcl expectancies relevant to failure may
be considered separately from control experiences for success (Lefcourt,
1976, p.136). Weiner (1974) attributed differential achievement outcomes
to the bérception of ability, effort, task difficulty and luck. Whereas
ability and task difficulty are stable factors,‘cffort and luck are unsta-
ble factors which are perceived differentially (Weiner, 1974). The stu-
dent with a high academic self-concept is seen to approach tasks with
greater confidence in his ability,more willingness to put forth effort,
more capable of doing the task and less likely to attribute success or
failure to luck or an external control. The student with a low academic
self-cocnept will approach tasks with léss confidence, competence, effort
and a greater likelihood ~f aftributing success or failure to luck. The
so often repeated classroom phrase, "I cag't do 1t'", will be heard most

frequently from students with low academic self-concepts, who perceive

themselves as lacking in ability as each new task is seen as too difficult.



The phrase '"This is easy", is most frequently heard from students with high
academic self-concepts, who are confident and capable and perceive each

_task as requiring a minimum of?effort. The stqdy will investigate how dif-
ferent internality and/or externality of control for success and/or failure
fupctions in thé classroom for boys and girls with high and low academic
self-concepts.

Thus, expectations, evaiuations, feedback and perceptions of signifi—
cantvothers and self as well as locus of control are seen to contribute
in'some measure.to the development and stability of a child's academic
self-concept. A number of studies have investigacéd these variables inde-
‘pendently or simultaneously. The samples in most studies to predict a-
chiévement involved junior high or high school students. The present
study faises‘the question as to which variable is most influential in the
interactive relationship of the academic environment and self and to what
extent each of these variables contribute to academic self—concspt. Since
research seems to indi;ate that academic self—concépt is relatively stabi-
lized by grade 3, then the subsequent achievements are already indicated
at that érade level. Whether extreme positive and negative academic self-
concepts are maintained with little modifiéation will be investigated,
as well as the question of the impact made by affective variables on
repd?t card grades.

Since affective entry characteristics may also be influenced by indi-
vidual differences in 1.Q., age and socio—economic status, it was attemp-
ted to control for these variables in the samples of subjects. It was
hoped that low and high academic self-corcept differenées would more ac-

curately reflect actual differences between the groups in academic self-

concept, the expectations and interactions with others, and locus of



control. Sex differences were*invgstigated for cach of these affective
variables as well aé -eport card grades in the extreme academic self-
concepts groups comprised of ‘children in’'grades 3 to 6.

Each of the issues as~diséussed in this overview is more complex
than an initial introduction can con&ey. Volumes have been written on
" the variables involved althoug@;few studies have attempted to integrate
the affective characteristics meaningfully (Chapman, 1979). The presant
study concluded by attempting to integrate the affective and achievement
variables meaningfully as they appear to function in the lives_of ele—

mentary school children with extremely positive and negative academic self-

concepts.



CHAPTER II-
AN INTEGRATION OF LITERATURE AND RESEARCH

The task of education in the home and school is more than a trans-
mission of facts, values and‘skills. Cognition is not developed in iso-
lation of all influences. The human being is not only ‘a rational being
whose reasoning skills will overcome all obstacles. Our hates and loves,
likes and dislikes, whether directed at ourselves or at others:“;ffect -
our éerceptions of what is experienéed. That there may be innate dif--
ferences/yhich determine bur ability to reason is not to be discounted.
The object of this study is to explore the extent to which affect contri-
butes to individual differences when the presumed given of intellectual
ability (as measured by I.Q.) is the same fpr the individual: concerned.

Bloom (19%) and others spoke of the functional limits set by oﬁr
self-concepts as affective enfry characteristics in the educaticnal set-
tihg. By referring to these limits as functioﬁal, the implication is
that our feelings about ourselves and our abilities contributeAmeaning—
fully to the/bérceived individual differences. Bloom (1976) contended
very forcefully that if cognitive skills were taught more effectively
with a recognition of cognitive entry differences and if affective entry
characteristics were recognized aqdlmodified,'then individual differences
in school achievements would decrease substantially. At éresent these
functional limits become realistic limits operating for students in their
vocational choices and post-elementary placements.

Although»the importance of thg dimensions of affective development
1s generally recognized today as teachers and counsellors implement affec-

tive education programs in the schools, the hue and cry for '"back to the



basics', denounces these afggﬁgive development programs as ynnecessary
frills. Tﬁe‘dgsire for a return to the basics of reading, writing and
arithmetic, seldom acknowledges that self-perceptions and other.' per-
ceptions of the ability to perform these skills, become the limits which
determine achievement. Effective education is not a matter of either
cognitive or affective development, but it is an exploration of ghe di-
mensions of bo;h. ' |

7

Towards a Specific Self-Concept

Self-Concept

The self has.been posited as a central construct in many theories of
personality although the 1970s seem to have had a greater interest in self
tnan all thg other previoQus decades of psychological theSfizing. The pur-
pose of tnis .view is not to give a comprehensive overview of these theo-
ries sisice ~““oy have beén presented adequately by others (Hamachek, 1978;
Wells & Marw-11l. 1976; Wylie, 1974).

The liscus:ions of the self as the concept which we have of ourselves

frequeAtly categ - z= rne -eelings we have about self as positive or nega-
tive, high or low. Fositive eelings about self @ave been referred to as
self-esteem, positive se. e.rd. ego strength, mental healﬁh and "I'm OK'".
Individuals with high sei - . re frequently been found to be more
creative, confiden._, compe.” = .endent , successful and personallyv
ségisfieg. Low self-esteem, .~ »r hand, has been associated with

the more negative aspects ¢ per | ‘e ' ing . uch as dependence,
overstriving and conformirv “Co-- g LeVce, 1. 7. Matheson,

1969; Smith, 1978). The persorar.i. coor S W - are often seen

to be associated with either high ¢ 1lc. = ~vneepts ar frequently as
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much a reflection of the particular the9rist’s orientation as an empirical
realicy. |

Coopersmith (1967) s;mmarized three major difficulties }Q studying
self-esteem or self—cgncept: "distinctions as to the quality and quantity
of esteem, the valug terms applied to both high and “low esteems and the
theoretical éuperstructure generally invoked in discussing esteem'" (p.25).
Qualitative distinctions must take into éécount’whéther the self-report
is_genuine and whether it is congruent with the expressed behaviour.
Quantitative analyses of self-esteem can be mislééding in thag one does
not possess a self-concept that is as stable as the characteristics of
blue eyes or black hair. High and low esteem must take into account the
process of acquisition rather than the cumulétive index of self—estegm
(Brookover & Erickson, 1975). The perscnalitydcharacteristics frequently
asséciated wi;h positive (high) or negative (low) se%f—concepCS may also
be a reflection of the scciety's value system. Independence and competition
may become assoc_ated with positivs self-esteem in one value system while
being simultaneously denounced as indicative of negative self-esteem in
its extreme forms by the same or different socieEal standards.

The theorists who count self as the central refefence point to account
for personality and human behaviour have given insights into the study of
self-concepts, but have failed to establish precise categoriés of the self's
functioning which could further research (Wylie, 1961). The frequently em—‘
ployed definition gf the self as "an organized collection of beliefs, at-
titudes and feelings a pefson has about himself'" (U.S.HEW, 1971, p. 87),

1

1s considered to be too global to be useful for research purposes (Bandura,

%
1978; Wylie, 1961). The numerous attempts to measure self:concept often
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resulted in ambiguous or contradictory findings because ‘the definitiop
lacked operational gpecificity. The attempts to quanﬁify self-esteem
either attempted too much by aécountinglfor qualitative diffferences in
self;esteem in dfgferent situations or generalized too greatly from one
'situation's self-esteem index to all situations.

’ In 1961, Wylie reported that the ﬁrend in research to create ones

own self-concept measure had produced literally several hundred measures
of self-concept. Factors which éontributed to this vast collection of
self-report measures were the desire to be less global and more siguation—
specific in defining self—copcept, as well as the lack.of a éléarly supe-
rior measure of“self (Robinson & Shaver, 1977). These self;cbncept meas-
ures were generally compriseé of naméd subscales which differentiated the
self-concept into multi-faccted dimensions. These differeng\facegs were
in turn assumed to be acditive and interactional (Smith, 1978).

The constructed scales of self-concept measurgs differ in the empha-
sis which is placed on the general vs. the specific; the self in isolation
or in community; family relationships and values; expressions of self
through play, r-~ading, physical exercise and any other variabie which may
seem to be related to the development and stability of se1f—conceét. FeQ
of the scales have been validated beyond the specific studies for which
they were intended. Robinson and Shaver (1977) referred to the lack of
validation as 'professional irresponsibility" (p. 52). New scales should
be constructed only for purposes which can be "professionally justified
and are generative of rela;ed statistical research which will be meaning-

ful for the use of the professional” (Robinson et al., 1977, p. 50).

Despite Wylie's pleas for "mdre attention to measurement problems
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and less to measurement generation', Robinson et al. predicted that the
numbers of self-concept scales would continue to increase (1977, p.52).
Vaiidity of the scale, i.e. does the self-concept scale measure what it
claims to measure, remains a major problem with self-concept scales.

Marx and Winne (1978) attempted to establish discriminant validity
(the extent to which a scale does not measure irrelevant constructs)
for three selfZconcept measures which are situation-specific in their
subscales. They found that the named subscales of popularity, school
competence, anxiety, and physical appearance had convergent validity .
. (relating to similar measures) but no empirically differential signifi-
cance.

With respect to the nature of the construct of self- -concept,

‘the developers of self-concept inventories imply the existence

of different facets of self- ~-concept by the separation and naming

of subscales. The evidence in this study suggests that subscales

claimed by these developers to be considerably different, are

not empirically differentiable. Thus, theoreticians and educational

personnell alike should qualify the traditionally accepted differen-

" tiations of physical, social and academic self- -concept (p.108).

Self-Concept as an Affective Entry Characteristic

The ambigiq@s and contradictory findings alluded to earlier in the
discussion of self-concept research are particularly striking when studies
involve the school situation Bloom}(l976) had proposed a mo&el of school
Ilearning %n‘which three major components werg)identified as affecting
school performances. These cor. ac1ts were "cognitive entry behaviours",

"

"affective entry characteristics" and "quality of instruction". The initial

affective entry characteristics are a "complex compound of interests, at-
titudes and self-views" (Bloom, 1976, p. 75).

Affective characteristics develop in early childhood as a result of
’ oo

interactions with others, everyday experiences and school situations.

-~
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Bloom (1978) had found that most studies of affecti&e chéracteristics in
school had been of a predictive or concurrent nature and had'not sufficient-
ly explqred the causal relations between the affective entry éharacte;is—
tics and aspects of thezlearning process {(p. 77). The variance in achieve-
ment levels of students could not be attributed solely to-cognitiye entry
behaviours and quality of instruction but about one-fourth of this vari-
ance was to be attributed to differences in affective entry characterts-
tics. Changing the view of self would contribute to students'fsubseqﬁent
school achievements. Theoreticallx and conceptudlly, this assertion has
formed the basis for a number of studies. .

In 1971, Mageau investigated the possibilities of increasingzstudents
acceptance of s;lf in the hope that increased self-acceptance would even-
tually be translated into greater school achievemer . For her thesis pro-
ject, she structured group counselling sessigns with underachievers and
found that after ten weeks cof counselling there were no stagistically sig-
nificant changes in self-views and achievement. She had used the California
Test of Personality to assess changes iﬁ self—a?ceptance.

Legge (1978) '1sed the Piers-Harris Children's Self-Concept Scale to
determine pre and post-test differences in elementary school children's
self-concepts. Although she did find statistically significant differen-
ces in self-concept between chilafen who were placed in resource rooms and
"those who were kept in regular clggstooms, she did not find this self-con-
cept measure to be related to their réading achievement scofes.

Using the Céopersmith Self-Esteem Inventqu to assess self-concept,

Divine (1975) found that there is a significant positive correlation between

self-esteem and reading. Since no correlation coefficient was higher than
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[o]
.21, ,Divine failed to find statistical significance'for his stated positive
correlation between self-concept and reading.

A comprehensive study .by Chapman (1979) of learning disabled children

found that the Piers-Harris Children's Self-Concept Scale failed to dif-

ferentiate the laarning'disabled from the ''normals" on the measure of
self-esteem. If affective entry characteristigs are to be regarded as
accounting for one—foﬁrth of the variance in school achievement, it would
be expected that the learning disabled's self-concept measure should be
an indication of possibly negative affect.

The invéstigations by Mageau, Legge, Divine and Chapman serve to il-
lustrate that the general self-concept measures which have frequently been
used in research have not al&ays provided the desired confirmation of the
conceptual relationship between self-concept and achievement. The most

frequently used self-concept measures have been the Piers-Harris, the Sears

'Self-Concept Inventory and the Coopersmith Self-Concept Inventory. The

[
use of these tests as an index of general self-concept is not questioned

at this point. The ambiguous and contradictory findings in attempting to

relate general self-concept as an affective entry characteristic to the

-

schopl achievements do indicate that these measures may not be the most

N\
useful for predictive or diagnostice purposes.

1
-

The causal role.of self-conicept in academic performance may be dif-
ficult‘to determine siﬁce goét studies '"do not establish whether the self-
image is determined by prior performance or whether prior performance is
defsrmined by the self-image'" (Lavin, 1965, p. 93). The self-image is
probably acquired both in social situations’and sensitivity'tO“ptibr exper—

'

iences. Because of this sensitivity, Lavin (1965) recommends that. the use

N
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) 1
of self-image measures as predictors having a causal significance s:§sid

Y~

precede experience with academic settings. Although this recommendation

may have merit for those who wish to study affective entry characteristics
\ . .

~

which.afe not already inf luenced by school experiences, the majority of

reseajcﬁ on education -and variables which cc '%%Pte to differentialﬁlevels
~Wg39f achievement, tends to concentraﬁé 6n the child in thc fchool'situaﬁion.

Affective entryheharacteristics cghsist of the feelings a child has about

. . s .

him/herself in tHe academig situation. If self—estegm measqres cannot

be shown to Qé predictive of school achievement differences, then either -

the‘self—eéteem measure is not an adequate ind&cator\of affec;ivé’entry

characteristics which continue to affect the child's wqu, or Bloom‘s

~oncept of affective entry characteristics needs greater clarification

oo
and more specific content.

-

Academic -Self-Concept

"

Self-esteem is not only associated with 'personal s. isfaction and

effective functioning' but it is also an "appraisal of sc! in relation »
to others'" (Coopersmith, '967, p.3). The situation in which most North.

American childr%g1intéract with others, involves the home, school and play-
& <"

&

gro%id. It is in the'school setting that many are exposed to judgments,

ratihgs and interactions which may affeét their self-concepts and be.an

affective entry characteristic (Bloom, 1976; ‘Covington & Beery, 1976;
Entwisle & Hayduk, 1978; Good, Biddle & Byophy; 1975; Matheson, 1969).

Wylie's suggestion for molecular construﬁ{s which are situation-

/
i

spécific, was implemented by Shavelsdﬁ, Hubner and Stanton (1971) when

they proposed a model of self-contept which would take into ag%ount the

¢
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.differences between the schéol and home settings. Self-concept is to be
seer as composed of two major areas: academic self-concept and general
self~Ebncept. Self-concept is a hierarchical construct with situation-
specifiéﬁvariagleé at the base of thé hierarchy kChapman, 1979). Corré—
Tlations between the subscales are expected to be low but positive in that
each subscale does coﬁtribute to a general'self-conéept. Although the
facets of self-concept.are not necessarily additive, they are interactional.
For the researcher who wishes to investigate béhaviour in a specific situ-
ation, it would be>m65t useful to utilize those self-concept variables
which are at the base of the hierarchy.

Bloom (1976) found correlations be;weeﬁ non-academic and academic
self-concept measﬁfes to be .35. He believed that.as phe‘child p%ogressed
through the sch&ol grades, the academic self-concept is generalized and
increasingly influential on-self-concept formation.

.

Successful experiences in school are likely to result in posi:ive

academic self-concepts and increase the probability of a posi:rive

self-concept. Unsuccessful experiences in school are likely .o re-

sult in a negative academic self-concept and increase the likelihood

that the individual will develop a negative general self .oncept

' (Bloom, 1976, p. 157).

The initial affective entry charac-eristics ofvinterests, attitudes and
self-views are molded by school experiences to become more specific atti-
tudes towards self in relation to the learning tasks and the school envi-
ronment.; Academic self-concept is not in itself a factor determining
‘school success and /or failure, but it is a "functionally limiting factor"
in that it intervenes between the perceptions of others and subsequent
performance (Brookover, Le Pere, Hamachek, Thomas & Erickson, 1965, p. 202).

It is in the school setting thét a child's perception of adequacies or in-

{
adequacies becone tied intrinsically to a sense of self-worth (Bloom, 1976;



19

Covington et al., 1976).

Brookover et al. (1965,41966, 1967) used rhe modél of distinguishing
the academic self-concept from non-academic self-concept when they con-
duétediextensive longitudinal surveys with junior high school students.
Tgey had constructed the‘Miéhigan State Séif—Concept éf Ability Test for
this student population. This test is very specific in its operational
definition of academic self-concept in that it not only asks students to
rank themselves in relation to others, but it also has them assess their
abilities in specific school subjects. School related affect was inter-
nreted to include not only attitudes and interests but was alsc composed
of subject—related affect.’

Subsequent studies of eleméntary school children used a modification
of Brookover et al.'s scale or the academic subscales of the existing
general self-concept measures. Since Brookover et al.,'s scale is more
suitable for older students in its use of.ranking to determine students'
n~~~ejved abilities and since the general self—éoncept results were in-
Cu ive when used to predict school achievements, it was deemed essen-

‘21 _hat a st be const;ucted to assess academic self-concept in elemen-
tary school children. To meet this need, Boersma and Chapman constructed
the Self-Concept of Ability Scale (SPAS) for children in grades 3 though 6.
Low and statistically non-significant correlations between the Piers-Harris
and the SPAS in the validity studies led them to conclude that the '"SPAS
is tapp;ng something quite different from general self-concept" (Boersma,
Chapmaﬁ & Maguire, 1977, p. 16). The SPAS was found to be a better predic-

tor of school achievement and behaviour in school settings than the general

self-concept measure. As an index of affective entry characteristics ‘it

v



éppears that the SPAS is more useful than a general self--oncept measure____

(Chapman, 1979).

The Achievement Syndrome

A Definition of Academic Self-Concept

Chapman (1977) defined the construct academic self-concept as '"the
manner in which an individual describes himself as unique among others in
terms of interactions and performances on school tasks" (p. 2). Not only
is the child judged in terms of actual school performan;e in the manifest
curriculum, he is also exposed to a latent curriculum in which he is con-
stantiy judged on his @erformance in relation to his’peers by the . class-
room teacher, parents and classmates (Bloom, 1976). Thisﬂlatent and mani-
fest curriculum are the context cor the interactions which contribute to
his academic self-concept. Uniqueness here ddes not refer to an inherent
and §tatic trait in the individual, but to a view of the self which is
formed i “nteractions  with others, susceptible to change and develop-
mental.

All other thingé being the same, a bright competent child in a

classroom of equally capable children is likely to be lower in

self-esteem than a less competent child who is markedly superior

to his classmates. The absolute, objective appraisal of capacity,

performance or possession, does not have for the individual, the

' significance of the psychological appraisal made in the personal
context (Coopersmith, 1967, p. 243).

The educational controversies which were aired iq'the last.decades
often revolved around this issue of the context in which self-concept of
ability is formed. Does tracking or aSility grouping foster negative
academic ;;lf—concepts? Are soclo-economic differences perpetuated in the

classroom? Does the classroom context reflect the community at large (//

and perpctuate a segregated society?
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The Societal Emphasis on Academic Achievement

In 1968, Dreeben analyzed the task of the schools as a preparation
iiaiifpents for the values and structures in the greater society. The
values of uniqueness, achievement, universality and independence could be
interpreted as being diametrically opposed to éygﬁ other but they are the
norms which operate in our lives. Although these norms are often consid-
ered to be ideologically desirable in our society, the very ~rditions
which are conducive to their development are also conducive to undesirable
results.

...a sense of accomplishment and mastery, on the one hand, and a

sense Bf ineffectualness on the other, both represent psychological

consequences of continuously coping with tasks on an achievement
basis. Similarly with independence: a self-confidence and helpless-
aess can each derive from a person's self-imposed obligation to work
unaided and to accept individual responsibility for his actions.

Willingness to acknowledge the rightness of categorical and specific

treatmenet may indicate the capacity to adapt to a variety of socicl

situations in which only a part of one's self is invested, or it may
indicate a sense of personal alienation and isolation from human

relationships (Dreeben, 1968, p. 86).

The opponents of ability groupings and tracking programs in schools
were very aware of how the academic self-concept is operative in the lear-
ning process. They claimed that the tracking systems perpetuated the
socio~economic differences in society by stigmatizing the lower classes
and minority groups as inferior and incapable of learning (Brookover &
Erickson, 1975). The classroom categorization of students as successes
ifd/or failures contributes to the students’ internalization and accep-.
tance of self as an academic success or failure.

Few would argue that achievement needs are universal in society and

that no socio-economic differences are to be detected in the intensity

with which one strives for success. One may question to what extent the
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value of academic achievement is shared by a particular socio-economic
class on society. Coopersmith's (196°) study of the development of self—
esteem in white middle-class preadolescents found that the values of aca-
demic performance, intelligence and independence were equally important

to children regardless of their self-esteem status. For the middle-class
student it appears to be true that: "Men achieve a sense of general worth
by employing communal standards of success and status" (Coopersmith, 19¢7,
p. 30).

For the middle-class child in school, the internalization of this
societal value has certain implications for the development of academic
self-concept and its generalizability to self-esteem. The child who does
not valué.academic performanceAas an indicator of self-worth, will not be
affected as dramatically by success or failure as the child who holds
academic performance in high esteem. For the’'child whose achievement needs
are similar to others in the -~-lass, but whose academic self-concept is low,
the perceived discrepancy between neéds and ability would increase frustra-
tion and perpetuate a negative self-concept.

Academic self-concept and academic achievement appear to be interac-
tional and to speak of the causal effects of one on the other}may be an
oversimplification. Brookover and Erickson. (1975) found that, although
self-concept of ability is clearly related to achievement, it is not in
itself a sufficient factor in determining school success. Academic
achievement must be interpreted to have intrinsic as well as instrumental
va;ue. When that occurs, then the interaction of the perceived ability

with the middle-clasc student's value system clearly becomes one of the

affective entry characteristics.
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There is an interactive process between the environment and the
condition of an individual which is characterized by a monitoring
process. The consequences of this process are cogniticns as to

the value for self of any behaviour he might engagae in. Cognitions
of intrinsic value, instrumental value and ability then interact

to produce decisions which are stimuli to further decision proces-
ses (Brookover & Erickson, 1975, p. 287).

Academic Performance

Assuming that academic achievement needs are a simi.ar entry charac-
-teristic for middle-class children in elementary schools, the perceptions

of their academic performance in relation to others will contribute to
their assessment of ability. The subjective perceptions may not necessa-
rily correspond to reality. Considerable disparities may bevevident be-
tween the individual's concept of self and the group's concept of the
individuai (Brown, 1957). In the context of the classroom, it is this
self-appraisal which may very well be the major factor influencing af -
fective entry differences.

Subjective appraisals do hav< some basis in objective assessments.
Reporyg card grades, tests and verbal assessments are given fegulagly to
éhildren in the classroom;. 0f these various feedback procedures; the most
public assessment tends to be the report card grades. Bloom (1976) felt
that marks which are reported to the student by'means of public report
card grades are likely to have a greater impact on self-perceptions of
ability than the daily dosages of praise and/or punishment which are
given privately. The more public one's standing is made in relation to
others, the greater the impact of the feedback (Bloom, 1976). Chapman
(1979) suggested that this was especially true for those who have been
classified as low achlevers in school.

The progressive and interactive effects of academic self-concept
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appear to be strengthened as students pragreés through the elementary
grades. Kifer (1975) found that there was definitely a "cumulative effect
of successful or unsuccessful achievement on the personélity characteris-
tics of students' (p. 194). Kifer measured self-esteem (Coopersmith
scale), self-concept of abil;;y {(Brookover et al. scale) and intellec-
tual achievement responsibility (Crandall's IAR scale). He selected
20% of the students who had received the highest marks in school and com-
pared them with the 20% who had received the lowest marks. He found
that after grade 3, the unsuccessful students' assessments of their abi-
lities declined drastically, whereas after grade 5, the successful stu-
dents' assesments of their abilities increased significantly: >
Chapman (1979) found no grade level effects in his learning dis-
abled group on the variable of academic self-concept. He did find, how-
ever, that negative self—attitudés are already evident aftér two years of
formal schooling, and that these negative academic self—coﬁcepts appear
to remain constant through grade 6. 'Older LD children did not appear to
develop more negative academic self-concepts as a function of increasing
grade level and more negative school experiences" (Chapman, 1979, p. 100).
Success and/ or failure in academic performance provide constant feed-
back to the individual as to the accuracy of self-perceptions. The most
pessimistic prognosis is for the individual who has a low self-concept and
is certain of having poor abilities in relation to others (Covington et al.,
1976). For the child who has a low self~concept of ability, the certain-
ty of this low self-concept is reinforced as failure is experienced.
Lacking faith in self, there also appears to be a tendency’to fear success

”~

since the repetition of success is considered to be extremely unlikely.
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Success 1s then increasingly rejected as a possibility by those who have
a low academic selif-concept (Covington et al., 197§).

Students who have had more experience with failure than with success
come to expect failure as self-confidence wanes (Brookover et al., 1965, |
1967; Covington et al., 1976). It is the frequency and the consistency of
suécess and/or failure experiences which have the major effects on academic
self-concepts (Bloom, 1976). The fact that Chapman (1979) did not find
negative academic self-concepts become increasingly more negative as the
children progressed through the grades, may be an indication that for the
learning disabled and others with a negative academic self-concept, the
history of failures in the first two years of school have an impact on
the formation and maintenance of later negative academic self-concepts.

Feelings of adequacy/inadequacy which maf have originated in the
school setting and become integral to an academic self-concept, are even-
tually translated to the learning task. Tasks are no longer seen as just
difficult or easy but they also become pleasant or unpleasant. The pleas-
ant task is approached with confidence and little anxiety. The unpleasant
task is approached withvfear or eventually apathy. Few tasks can be avoided
in the classroom so that the less desirable situations are possibly approached
wifh an Attitude of "I don't care".

If the perception of failure in school is clear and consistent,

the student must move from negative attitudes which involve a

good deal of affect to apathy when he finds there is no escape
from the schc sl and its learning task (Bloom, 1976, p.92).

The Generalization of Affect

Ones academic self-concept can be considered to be a general concept

as well as being comprised of subject-specific components. The experience
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of failure in one academic subject does not guarantee similar experiern-
ces in other subjects. Chapman's study (1979) did find that with the
learning disabled students, there was a tendency to generalize the feei—
ings about specific subjects to the whole school situation. The LD chil-
dren had "developed fairly broad negative feelings about school, along
with relétively depréssed levels of academic self—confidence”'(Chapman,
1979, p. 131).

Although the correlations between affeét towards school and achieve-
ments in specific subjects are relatively low in the elementary school
grades, the correlations be. ne higher at the junior high and high school
levels. Thus, one supposes that the relationship increases with the a-
mount of school experiences and school learning (Bloom, 1976). Academic
self-concept functions at the macro-level of school attitudes andﬂthe
micro-level of specific task attitudes. As the child progresses through
the grades, the micro-level tasks are increasingly affected by macro-level
attitudes and vice-versa. Because of this generalization of affect,
Bloom maintained that "academic self-concept is likely to be the one best

index of affective entry characteristics contributing up to 25 % of the

variance in school achievement" (1976, p. 97).

Sex Differences in Academic Self-Concepts

Although Kifer (1975) hypothesized of sex differences in achievement
and differential effects of patterns of achievement, his study failed to
confirm his hypo'hésis. Main effects of an interaction between sex and
achievemeﬁt had been found in other studies but the interaction was not

significant in Kifer's work (p. 204). Stuckey's (1975) research of sex
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differences in achievement and its interaction with school-concepts and
general self-concepts, does not present a very strang case to refute
Kifer's lack of differences. She found that in the primary grades, girls
tend to have better general self-concepts and school-concepts than boys
when they projected vocabulary achievements for the future. The reverse
was true in the upper elemen;ary grades. She did conclude, that when sex
is considered alone in relation to the variables of school and self-con-
Cepts, it is not a particular advantage or disadvantage. Smith (1978)
had found sex differences in one general self-concept inventory but this
difference failed to be substantiated with other inventories.

What is not explained in these assertions of academic self-concept
and achiev-ment differences between the sexes, is the finding by Kifer
that girls who were unsuccessful did score consistently lower than unsuc-
cessful boys on the measures of academic self-concept, responsibility and
general self-esteem. Sex differences will be investigated in the present
study in their interaction with achievement, academic self-concept and other
affective variables which will be <i:cussed in subsequent sections:

Because maturational differences and achievement differences between
th; sexes do occur, one would assume that academic self-concept differen-
ces would be apparent between groups of boys and girls. Since boys are
more frequently seen as "high risk" =tudents when they enter school, the
sex membership variable is often confounded by group variables.

‘Boys vary more throughout the total school experiehce, have more

speech problems, and more reading problems, are placed in all

kinds of special classes more often and are even identified more

often as 'gifted'. Boys have about an 85% greater chance of being ™\
placed in a learning disability class...(Catterall & Gazda, 1978, p. 119).
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Girls tend to do better than boys in the primary school and it is only in
the later stages of "secondary education that they begin to fall behind"
(Banks, 1968, p.95).

The lower achievements of boys in the primary grades can be assumed
to have an influence on the development Qf negative academic.self—concepCS
in the primary gfades. Since more boys than girls tend to experience dif-
ficulties with learning in the early grades it Seems reasonable to con-
élude that more boys would have negative academic self~concepts than girlsi
The present research will investigaceisex diffei 'nces in a;ademic self-

concept extremes.

Academic ExBecta£ions

The ‘previous discuésioﬁ of the value of academic achievement in our
middle-class society touched on the need for achievement as perceived by the
child. Tt did not deal with the modification of these needs as the result
of school experiences. Jones (1977) observed that ﬁhe discrepancies which
may be experienced between aspirational levels and eventual success and/or
failure are generally resolved in "a more realistic assessment of ones
abilities or a lowering of ones aspirational levels (p-6). The issue is
somewhat confused byvthé finding that the "proverbial average adult" tends
‘to see himself/herself as slightly above average and attributes failure to
a lack of effort and/or luck rather than limited ability (Weiner, 1973).
The definition of expectancy as the antlcipation that performance of a
behaviour will be followed by a particular . outcome" (Jones, 1977, p.8),
does not take into account the development or re—alignment oflexpectan—'

cles as a resolution of the experienced dissonance between high goals and
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failure or low goals and success.
Motivational research tends to find an interactive effect between the
value of the goal, the amount of expended effort and the probability of
v .

goal attainment (Weiner, 1973). Goal value influences effort and subse-

quent success; the value of success influences goal value and subsequent

effort. ¥

k4

Self-Expectations

Pupils' self—éxpectations reflect the influence of multiple environ-
ments such as home, school and community. Pupils begin schoal with cer-
tian levels of aspirations and'pésitive appraisals of their abilities to
attain these goals. Entwisle ;nd Heyduk (1978) found that children begin
school with too great expectations of their eventual performance le&els.
After explainimg performance assessments and grades relative to others
in the firsg grade, [ntwisle et al. had thése children indirate how they
thought they would be graded on their first report card. The children's
self-assessments and expectations were consistently-too high. . By the
time thé child was in grade 3 he was more capable of predicting the marks
he would receive. Almost 60% of the children correctly anticipated their
grades in reading and arithmetic’by the time they had completed the second
grade (Entwisle et al., 1978, p. 30). The inability of children to pre-
dict marks had already begun to dispapear at the end of first grade. The
expectations were found to be somewhat subject-specific although not as
much as had originally been surmised.

For Entwisle et al., (1978) it 1s not so much the grades or the expec-
tations which become the best predictor of subsequent achievement levels
but the measure of discrepancy between the two. 2y found a significant

L
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tendeﬁcy for marks to move towards consistency with earlier ekpeétations.
Y”During 2nd. grade, children's expectations tended to move up if they had
received a better mark than expected, move down‘if they(had received a
wo;se magk than expected, and stay the same if they'received what was
expectéd” (p. 63).

» The feeaback process between marks and expectations may lead to no-
ticeable modulations in expectations as children become more familiar
with social reality. Wishful ;hinking dppears to be prevalent in first
‘grade as large d¥pward changes in expectations are more prevalent thun
large downward changes in expectations. After several years, the upward
stift appears to be modified and downward shifts are more noti;eable.

| Parsons and RUblé (1977) found that self-expectations decline aé the
child approaches middle school years. Chapman (1979) failed to find this
. .
same dézfine in the-expectations of LD and control groups?k Chapman found
that negative and positive expectations appeared to remain stable from

grades 3 to 6.

Self-Expectations és an Affective Variable

Peng (1974) also found that more older étudents had negative self-
expectations which were significantly relatéed to standardized achievement
scores 1in grades 4, 5 and 6. These self*expectations seem to be similar
to motivational traits in that they "determine pupils' efforts, interests,
persistence and performance quality" (Peng, 1974, p. 25). Further research
was deemed necessary by Peng to determine whether the "negative function

’ t
of age tovself-expectations 1s a consequence of maturation or of cumula-

tive negative school experiences' (p. 118). ~—

Self-expectations are not the same as academic self-concepts. The
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expectations one has for oneself are more accurately. the reflection of

.

standards*which are set. Thesé standards‘ha§e incorporéted the societal
values and are influenced by the concept oné holds of ones academic abili-
ty. Covi;gton et al. (1976) see the self—expeétations as the result of
a.compromiSe bet®een two opposing tendencies: ""The need to set éxpecta-
tions low enough to avoid répeated failure, yet high encugh to gain social
approval and strive for something ﬁetter" (p. 19). The:student who has
‘been exposed to cumulative failure often develops a failure—proné strategy
which either involves non-participation or irrational goal'éetting.A For
the underaéh%evérs the sizeable discreﬁancy betﬁeen actual and ideal self

often results in an internalization of self-blame and defeat, "

rather
than a modification of the inappropriate standards they have set for them-~

selves" (Covington et al., 1976, p. 41).

As an affective entry characteristic, self-expectations are integral-
. *

ly related to an academic self-concept. The modification or rigid adherence

to the standards one sets are seen to contribute importantly to the concept
\

of onesacademic ability. The present study/ﬁri% investigate to what extent
)

the expectations one has are congruent with oqsé academic self-concept.

The individual with high expectations and high academic se€lf-concept will

most likely have had more success expefiences'than failure. The individual

. .
with a low academic self-concept who has had more experiences with failure

may be labouring under unrealistically high expectations or may have modi-
fied these expectations to become mcre consistent with the academic self-
d

concept. ' - ) »

Significant Others

For *the glementary school child, the significant others in the learning

{
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environment are parents, teac' :s and peers. Although the influence of
the peers may outweigh the influence of adults in adoléscence, for the
age group of 6 to 12, the peer reactions and evaluations are direccly
influenced by adult perceptions apd evaluations (Brookover & Erickson,
1975; Mitchell, 1975). Attempts to idengify the significant others for
academic behaviour in adolescents also have fbund that some doubt could
be cast on the assertion that the peer group is the most important influ-
ence on student behaviour. It seemed reasonable for Brogkdver et al.
'(1975) to conclude that "family, neighbours and other adults may all
contribute to the criteria by which students assess their competencies
‘to learn" (p. 307). If the significant others in this adolescent environ-
ment are also parents and teachers, it seems reasonable to conclude that,
for the elemer*ary school child, parents and teachers are likely to pl;y

an even greater role in achievement expectations and self-concept forma-

tion (Lavin, 1965).

1
Ky

Teacher Expectations

Bloom (1976) sees the academic self—gonéept developing:%s a function
éf the feedback process provided by teachers‘and parents. The feedback
process does not refer only to the report card grades and reactions, but
also to the expectations which are involved in the evaluations of the
students.

Although Rosenthal and Jacobson's (1968) study of self-fulfilling
prophecies in the classroom has  %.... seriously critiqued,.there 1s 1it-
tle doubt today that report cird zrade: and teacher expect;tions are in-
extricably linked and‘consistenf #ith rach other (Elashoff & Snow, 1971;

Good, Biddle & Bropuy, iv74, Sones, 1977; Mendels & Flander, 1973).
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Teacher expectations.appear to come about n=tiralistically on the basis
of their daily interactions with students, their past experiences énd
their knowledge. of cumula. ive records (Peng, 1974). ‘Studies'which at-
tempted to induce changes “in teacher expectations for individual student
performances were not successful inﬁzstabliéhing the self-fulfilling
prophecies because the induced expectations.were not consistent with the
naturalistically formed expectations (Good et al., 1974).. Claiborn's
(1968) stuly which was based on the paradigm of Rosenthal et al.'s re-
search failed to confirm the Pygmalion effect on the I.Q. gzins of stu-
dents. The effect of teachers' expectations may not be illustrated to
affect’differences of supposed fac;ual ability” (as measured by I.Q.) but
in differences of differential pefceptions of ability by children.

<

Teacher expectations are often assumed to be transmitted to chil-

1

dren in differential reactions to 'bright" students and "slow" students.

Peng (1974) had assumed that differential expectations would be apparent

in the qualitative differences of instruction, enthusiasm in teaching and
the‘provisionfsf aésistance to students. He did not find signficant inter-
active effects between exﬁectations, quality of instruction and student
achieyements but this may have been due to the design of his study in which

L

he concentrated on class differences rather than individual student dif-
ferences;

Rubovits and Maehr (1970) did find that there wés a qualitative dif-
ference in student-teacher interactions which benefits the brighter stu-
dents in the class. Students who are perceived as being more capable than
others do receive more teacﬁer praiée and attention. Les§~capable students

are not necessarily given more criticism but they do receive less praise.
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Bloom (1976) had stated that au.ily dosages of praise did not influence
academic self-concepts as much as the public appraisal, but this was pri-
marily attributed to the student's perception of a lack of éuthenticity
or realism in the praise. Teacher expectations may be reflected in daily
interactions of praise/ no praisé/ false praise situations.

' Wang (1973) found that although there was great variability in
teachers’ informal evaluations of students' performances, their per-
ceptions of pupils in these evaluations were at least 68Y acéurate in pre-
dicting pupil performance on criterion-referenced tests. The criteria
eﬁployZd by teachers in their evaluations and expectations of student per-
formances tend to be more homogeneous than individual tgacher di}ferences
would lead us to expect (Brandis & Bernstein, 1974).

Teachers' initial expectations tend to crystallize and persist through-
out the entire school year. The next year's teacher who utilizes class
records often bases initial expectations for that year on the student's
past performances (Bloom, 1976: Entwisle et al., 1978). Although the aca-
demic criteria may be homogeneous for teachers, Bloom (1976) did find that
students tend to be judged more on their previous history of related lear-
ning than on the degree of learning within the specifics of the teacher's
course. The student who has demonstrated difficulty in the past in addition
and subtraction problems will also be expected to have difficulties in the
.Zse of multiplication and division. Sbme teachers may not use criterien~
referenced tests for specifics within the course and the report card grades
are then not only a cumulative index of student performance but also a re-
flection of teacher expecrations.

Students perceived as differing dramatically in académic ability are
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sometimes also subject to dffferences.ip grading policies. Schaffer,
Olexa and Polk (1975) found that teacher grading policies were
acknowledged to be different for high school students designated as
college prep and those who were not. Grade floors existed for tho;e
who were presumed to go to college whereaé grade ceilings existed for
‘;hosé Qho were not college-bound. College prep students seldom re-
ceived lower than "C" but non-college bound students seldom received
higher than "C". Granted that these grading differences may be attri-
buted to cognitive entry differences, the implied policy does impose an
additional burden on the lower track student who wants o succeed
(Schaffer,, Olexa & Polk, 1975). These grading'policies may be suspec-
ted as being too extreme with "C" as the floor and cei.ing but the in-
dication that grading policies may be different for students in varying
tracks does seem plausible.

Teacher expectations, could be considered to be an affective variable
whihh influences the student's academic self-concept. Whether teacher
expectations are kransmitted in repért card grades, differential reactions
to the students or perceptioné of their ability, they are part of the con-
text in which a child's academic self-concept is formed. The present -study
hopes to establish that there is a direct relatiénship between students’
academic self-concepts and teacher expectations. For the elementary school
child, the teacher is a significant adult. How this adult functions in
the development and maintenance of the child's academic self-concept fe—
mains to be seen in this study. By comparing teacher expectétions with
report card gr;des, greater clarity may also become evideqt on the issue

of whether teacher expectations are transmitted directly in the grades.

%
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Are teacher expectations good predictors of academic performance and aca-

demic self-concept or are grades more significant as predictor variables?

Parental Expectations

Much of tﬁe research assumes or demonstrates a consistency in feed-
back and expectations of significant others ip the academic expectations
of the child (Brookover et.al., 1975). Entwisle et al. (1978) found tha;
parental expectations gradually became more consistent with teacher expec-
tations and report card grades as the child progressed fgpm grade one to
two. Working-class.parents were generally found to be less accurate in
predicting their children's achievements than middle-class parents. Most
parents were found to "play it safe' by giving more conservative estimates
of children's performance in grade one, but by grade two, parents were
well aware of the academic criteria and norms usedvby teachers to assess
their children's abilities in relation to others (Entwisle et al., 1978).

Few mothers perceive’their children to be below average in intellec-
tual capaeify (Coopersmith, 1967). Parents are not likely in agreement
withbchildren who have low self-expectations. What was interesting in the
study by Entwisle et al. (1978) was that when parents and children do have
initially‘low expectations, both tend tq be inaccurate, although the chil-
dren‘were more inaccurate than their parents.

A large maiority of children Whose parents expect them to do poorly,

or who have low expectations of themselves, naturally do well, i.e.

83 %Z of the children with low hopes get As and bs whereas 67% of

the children whose parents have low hopes gets As and Bs

(Coopersmith, 1967, p. 48).
These initial expectations are modified by parents’after the fi?st reporf

cards so that by the time a child is in grade two, parents demonstrate a

persistent accuracy in forecasting year-end marks.



Discrepancies between parental expectations and pupils' performances
were interpreted by Entwisle et al. (1978) to have a causal effect on
children's subsequent performance. The causal effect was seen to wane in
the second year of school. Attributing causal effects to one variable
generally presenté problems when there does appear to be such an inter-
active effect of a number of variables. Parental expectations and per-
ceptions do appear to be more amenable to change than teacher expecta-
tions and perceptions. Ribner, Bittlingmair and Breslin (1977) studied
the,effeets of parent-teacher interactions. They suggest that although
parents do rate their childre; higher on academic traits than teachers
do, there is a tendency for parents to adjust their perceptions to be-
come'more similar to teachers' perceptions.

It does seem reasonable to assume that not all parental expectations
are going to be aligned with teacher expectations for pupil performance.
Thé consistency of parent and teacher expectations may confirm or streng-
then the academic self-concept of the child. The child who has a high
academic self-concept is not only responding to high teacher expectations
but also to high parental expectations. Sié;larly, the child with a low
academic self-concept is resﬁonding to low parental and teacher expecta-
tions. Where inco;sistencies do occur between parent and tedcher expecta-
tions, the child is exgosed to greater uncertainty and anxiety. The un-
certain child is less capable of feeling consistently good about his aca-
demic ability and may become more vulnerable to a lowered academic self-
concept. Thus it {is possible that the child with a low academic self-
concept is not only presented with lower academic expectations from parents

and teachers, but is also given inconsistencies in expectations more fre-~

quently.
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Recent studies of academic self-concept formation of grades 7 to 12
students found that parental evaluations and perceptions made a greater

impact on student self-concept formation than teachers' expectations

(Brookover, et al., 1975). 1In how far th”s can be s~*1 to be true of
elementary school age children remains to be . :xr wn “_.s stufv. The
perceptions of the significant others make an imp:.: on the : ‘h_eve-

ment of students by virtue of the influence these nerceptions have on
academic self-concept development. Brookover et al.'s (1965) hypothesis
that '"the relationship between academic self-coincept and achievement is
greater than,tbe relationship between perceived evaluations and achieve-
ment"” (p. 13) needs to be investigated further for elementary schéol chil-
dren to determine the extent ﬁo which teachers and/ or parents are signi-

ficant influences on academic self-concept and subsequent achievement.

Parental Reactions

The parent who initially has high expectations of the child is seen
to express possiéle disappointment in reacting to a low report card. The
negative reaction, as perceived by the child, will undoubteﬂly have some
influence on the concept of self as a student. Research has shown that
parents of success-oriented children tend to reward performances that
come up*to'their expectations while ignoring or remaining neutral towards
performances that fall short of their expectations. Students who avoid
failure by apathy or lowered expectations tend to have parents who punish
them when marks fall below parental expectations and who ignore the grades
or remain noncommittal when grades exceed expectations (Covington et al.,

1976).

For Coopersmith (196., the parental reactions which are the antecedents
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of high self-esteem consist of an acceptance, respect and concern for the
child, the establishment of firm clear boundaries of behaviour, and the
exercise of control with the use of rewards rather than punishments. The

parents of children with high self-esteem also tend to be more involved

o

with the school in a positive attitude (Class, 1977). Increasing the
effectiveness of parenting by training parents in listening skills,

showing increasing respect for childfen and becoming mc.e invo.ved in

the learning task was also demonstrated to increase ¢ dr-n's self-esteem,
motivation.to learn, academic attitudes and achieve =ri (Muz. 1977;

Smith & Brache, 1963).

Parental perceptions and interactions are seen as crucial elements
in both school-related affective and cognitive development (Brookover et
al.., 1975; Coopersmith, 1967; Hamachek, 1965). Chapman (1979) found that
mothers of learning disabled children had more typically negative reactions
to their children's achievement behaviours than mothers of '"normals'.

The mothers of the control group of ''normals' had more positive reactions
to their children. The moghers of the LD children were aware of their
children's negative self-perceptions but were not ablc to overcome their
negative reactions by being more supportiQe and encouraging of their chil-
dren.

Coopersmith's (1967) study of parental influences on the development
of low and high self-esteem cannot nécessarily be extrapolated to the
development of low and high academic self-concepts. It does, however,
seem reasonable to assume that since parents of low and high self-esteem
children value ac.demic achievement. their reactions to children's dif-

ferential performances will reflect this value orientation (Coopersmith, 1967).



40

For the child who perceives negative reactions as forthcoming from the
parent, it is not always true that the parents are expressly negative .n
their reactions. The neutrélity of the responses or the ignoring of
student performance m~ be perceived by the child as a possible lack of
concern - a perception which i; not only a conflict for the child who
realizes that his parents do value academic achievement but a perception
which may also serve to make the boundaries of expectations less clear
and defined.

Parental reactions form a context of psychological appraisal for
the child. Parents, as well as teachers, may take effort into account.
Report card grades are often an indeonf ability, performance and expen-
ded effort. Covington et al. (1976) assert that for very young children
the only legitimate basis for reward is success i.e. Mgh grades, and
praise for effort has a‘minimum impact. If Covington et al. are correct,
then parentél praise or pUnishment.for effort or lack thereof, has little
bearing on the child's perception of his academic competence. The authen;
ticity of the praise 1s questioned when the marks are low. Punishment
serves tc Increase anxiety or apathy. Punishment tends to reinforce avoid-
ance behaviours (Krumboltz & Krumboltz, 1972). Since achievement involves
far more than just the dispensing of grades, the avoidance behaviour may
not be interpreégé as an avoidance of low grades but a lowering of effort,
expectations,‘ achievement levels and self-assessment of academic ability.

In the context of what contributes to the child's academic self-con-
cept, the present study will also look at the relative influences of paren-

tal reactions to the academic performances of the child. The study will

investigate whether positive and/or negative parental reactions appear to
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be related to positive and/or negative academic self-concepts.

Locus of Control

The influence of signif;canc others' perceptions, expectations and
reactions, as well as the personal achievement needs and self-expectations
are to be incerpfeted in the present study as affective variables which
con-ribute to the child's perception of academic ability. Another affec;
tive variable which will be dealg with is the child's academic locus of

co?crol.

-

The construct lécus of control refers to the source of control as
perceived by the individual in academic situations.'.A distinction is
usually made between an internal and an extefnal locys of control. Iq~
ternal control is associated with the perception. of events as being
contingent upon and a éonsequence of onesown actions. As such, the in-
dividual with an internal locus of control will assume responsibility
for his own actions and see events as being under personal asutonomy.

. o
On the other hand, the person with an external locus of control feels that
control is dependent upon the arbitrary deciéions of others d is un-
related to self and actions. In the academic situation, the externallw
controlled student will perceive the teacher to be in cha}ge of dispen-
sing grades.and the student will not take personal responsibilitv for
these classroom events.

Locus of control refers to what the individual believes aboucr who is
responsible an& in charge of the events which happen to self. It does n:t

refer to what may be an actuality but it is a reflection of the child's

perceptions. These perceptions can be "important determiners of the



reinforcing effécts of the school experiences' (Crandall, Kétkofsky &
Crandall, 1965). The individual who perceives that he lacks control
over rewards.and punishﬁents, has little reason to maintain or modifv
the behaviour whiéh may affect his academic performance.

There is some disagreement as to whether or not internal control
is ‘essentially a positive characteristic. Although Rotter, with whom
the cénétruct originated, saw internality as positive and desirable,

Janzen and Beeken (1973) interpreted éxternality as having some desira-
ble aspects as well. They summarized the positive -aspects of an external
locus of control as: a more realistic appraisal éf what influences us, J
a greater tolerance of'unpredictable'situations, a less overt desire for
power, more liBerating for interpsrsonél rélationships.(Eby, 1975).

For Rotter and others, int=rnaiicy ° @ matter of self-determination;
externality is more akin to fatalism (f=f-~ vr, 1976). When the concepts
df internality and externslity a. - app,,wivtO the academic situation, it
is léss an issue of which charac~ risri: is positive and desigable, and
more a question of the attributions for success and failure. Where Rotter
interpreted external control as a belief in luck rather than self, Crandall
et al. (1965) perceived external control as a perception of the dominant
influence of significant others. 1In the academic situation the significant
other who determines whether on~ succeeds or fails is the classroom teacher.

The development of internality and/or externality have been attributed’
to parenting techﬁiques, parental reactions, teaching styles, social class
and initial school experiénces (Crandall et al., 1965; Gracey, 1975; Hess &

Shipman, 1975). 'The child's beliefs in intermal control are related to

the degree in which parents are »rotective, nurturant. arp: sing and non-
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rejecting" (Lefcourt, 1976, p. 99). Where the status of the signifi-
cant other is emphasized in child-rearing,
the environment produces a child who relates to authority rather
than rationale, who although often compliant, is not reflective
in" his behaviour, and for whom the consequences of an act are

largely considered in terms of rewards and punishment, rather
than future effects or long-range goals (Hess et al., 1975, p. 112).

i
Since the present study interprets positive, accepting and nurturing
parental reactions to be associated with the development of positive aca-
. WS
demic self-concepts, it will be of interest to observe whether these
parenting charécteristics are related to the development of internality
and/or externélity. Of greater intereft, however, will be to examine
whether the interﬁal/external continuum of control is related to positive
and/or negative academic self-concepts.

Locus of control is not a stable trait or a typology but it is a
social learning construct which refers to a process of perceptions in
specific situations. For the elementary school child, the construct re-
& .
fers to'the perceptionsof what can or cannot be done to achieve success
=~d avosg failure. Conceptually, control is closely related to the ex-
pectatian level of the :child. The chi;d who frequen-ly experiences suc-
cess will more readily attribute these successes to internal factors such
as ability or effort and will come to expect success in Fhe future. The
ci.lo who frequently experiences failure will come to expéct more failure
ln ¢t e future. Whether success and failure are attributed diffe;entially
to internal factors of ability and effort or external faccroé such .as task
difficulty and significant others re@ains to be investigated.

The attributions for success - and failure may be perceived differently.’

Weiner (1974) did not utilize the internal/external dimension for achieve-~
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-

ment outcomes but suggested a classification of stable and unstable fac-
tors. Ability and task difficulty are stagle factors whic@ cannot be |
inﬁluenced by the individual whereas effort and luck are unstable fac;
tofs which are perceived differently in the academic environment.

Causal stability influences the expectancy éf success. Causal unstability
is the locus of coﬁtrol dimension which influences the gffective respon-
ses to success and/or failure. 'Expectations are highest when success is
ascribed to stable causes and lowest when failure is ascribed fo stable
causés” (Weiner, 1974, p. 25).

The student with a high academic self-concept sees himself as aca-

demically capable and tasks are approéched ~ith increased confidence as <~\

s

success 1is experienced. It it suggested that individuals who perceive
themselves as high in ability have a past history of success (Weiner, 1974).
Success 1is thué attributed to the stability of percelved ability, ease of
the task and greater effort.. Luck or the significaﬁt other do not figure
prominently in the success attribution of the'confidenp student.

Since the attribution of failure tc perceived lack of ability is of-
ten too threatening for most individuals, ghe self—éonfident student would
te%ﬁ t& attribute failure‘to external or unstable causes (Covington et al.
1976) . Tasks were too difficult, the effort was minimal and/or tﬁe teif}éEL
was not fair. Students with a high academic self-concept tend to main- -
tain this self-concept in the event Qf‘failure by perceiving cothers as
fai}ing also (vaington et al., 1976). The problem of whether the child
:with a high acadeﬁic self~concept is primarily internally controlled is
not as clearly deiineated in failure.experiences as 1t would be for suc-

cesses. If the frequent successes are primarily explained in terms of
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ability and effort, one would suppose that the i..frequent failures would
be attributed to a lack of effort. One could assume that the attribution .
qu success to internal control would generali;e'to the-failure experien- -

~ces. On ;he other hand, one could also assume that in the event of failure,
thé self—concept of high abilitv is maintained by blaming others, i.e. an
external control. It does appear to be more likely that for the success-
ful student wifh a high acaéemic self-concept, failure experiences are
more likely to be attributed to internal factors than to external control.

Indiyiduals with a low self-concept of ébility more-fréquently have

ké past hiééory of failure than of success (Covington et al., 1976). They'
believe that others perform better than they do. Tasks are inevitably
seeﬁ as being too difficult and the lack of ;?lf—confidence réduces their
actual ouiput of effort. The phrase "learned helplessness' tends to chdrac-
terize‘the outlook of the students who a;cribe failure:to low ability .
(Weiner, 1974). Although helplessness may suggest an external control for Q)
the low concept of ability déht, it is aa ascription to an internal con-
/trol dimension in that the indiv® ual feels helpless by virtue of the per-
ceived lack in ability. It is suggested that students with a low academic
self—concept’will be similar to students with a high écademic self-concept
’in assuming rgsponsibility for faillure experiences. Chapman (l§79) found
that tﬁere Qasino significant differ%ﬁce between LD children and cont~ -l
group in;ascribing failure outcomes to internal/external loci of control.

If lé@ academicvself~concépt children assume some measure of respon-
gibility for failures, it could be argﬁed that this control will be genera-

lized to successes. To the contrary, 1t appears that there is a tendency

for these children to attribute success to external control rather than

s
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internal sources. The infrequéﬁ%yéxperiences of success are ascribed

as the result of "lucky" experiences guch as teacher favour or mood or
easy tasks, i.e. external factors. Since repeated experiences of the !
same ''lucky" 6ccﬁrrencés do tend to suggest that one may have con ol

over the outcomes, it maf‘be assumed that ti. . greater the incidence of
success, the more likely it is that the externally controlled individualé;
begins to- internalize control and ascribe success to ability {(Weiner,
1974). For the child who has a low academic self-concept and infrequent

experiences of success, there is a perception of external control for

these experiences (Chapman, 1979). For the child with a low academic
self-concept who has more frequent experiences of success, there may
be a tendency towards an acknowledgement of internal control.

The research indicates that there is a tendency towards increasing

internality as the child gfows older (Moursund, 1976). Internality in-

K

’

creases as vocabulary and language competencies increase. Self-control
of academic reinforcements may be teacher or subject specific since these

< \4

feelings of control do r always generalize to all academic situations
(Szykﬁia, 1977). ////

Some sex differences were found by Crandall ét al. (1965). Althougg\7
boys and girls are not drasticall; different in Fheir willingnéss to assume
responsibility for success and/or‘failure in the élem:ntary grades, girlsl
do appear to give significantly more internal responses for positive Qnd
,negativ;-experiencegrin the upper.higﬁ school grades. :' . .
The continuum of ingeryal/external control is seéq to be specifically

related to ones academic self~-concept when control is perceived as assuming

responsibility for intellectual achievements. - Whether control logus is




predictive of subsequent achievement  is more difficult to determine.
Crandall -r al; (1965)Ainvestigated the relationship of intellectual
aéhievemené responsibility to aechievement outcomes. They found that
children with an internal locus of céntrol do achieve higher g;ades in
reading, math, language and Iowa Test of Basic Skills subtests.

Other researchers confirmed tgat achievement outcomes are related to
higher scores in‘internality‘measures (Kifer, 1975). Crandall, Katkyfsky'
& Preston (1965) found that the assignment of responsibility to selg;wete
frequently predictive of boys' achievement behaviours but were unrelated
fo: girls.§ Messer (1976) confirmed tﬁis finding in that he calculated
the highest grades were obtained by hoys who assuméd responsibility for
success and girls who assumed responsibility for failure. Girls who Qere
internally controlled with respeét to suécess did not necessarily receive

3

4'higherwgradesv >

| gThé lotJ;Loflcontrol continuem should not be expected to account for
-the lion's share of the variad&é.inimost achievement inszances. Other in-
téracting and 5ffectivé‘§aria£lea may be of equal importance. For the pur-
péses of the present study,'the pérceived contingencies of achievement be-
haviours serve to enhance the academic self-concept or perpetuatg the feel-
. ings of helpessnessf The prognosis for academic improvement may be depen-

dent upon the perception of control. 3

/
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S 4 : Purpose of Research

The propnsed study will investigate affective variable differences
between children with a high or low academic self-concept. Academitc self-
concept is interpreted to be a better index of the affective variables
which operate in the child's school environment than a gener;l sel “-concept
measure. The context in which academic self-concept is formed and main-
tained involves report card grades,-self-expectations, teacher expecta-
tions, parental expecta:icns and reactions‘and theuperception of self-
control. Academic self-concept may affect more pervasive attitudes towards
self. These affective variables are considered eﬁtry characte%istics for
tﬁzhchild which contribﬁte directly to differential achievement levels.

Cgildren with high academic self-concepts are likely to have higher
report card grades, greater expectations of self, more positive teacher
reactions ana'higher teacher uxpectations, as well as an inner sense of
cont;ol over_ghe academic sitgation. Parenté of children with high aca-
demic self—Co;iézfsTméy havé gigher expectations of their children and
ma; be more supportive of their children's performances in school. Tbese
children also expérience success more fréquently than failure and they ex-

_pect success in the future.

On the other hand, children with low academic self-concepts are like-
ly. to have l~wer report card grades, more neéative‘or lower teagher expec-
.cqtiﬁii wtor & feeling of helplessness in}school demands. Their\self—expec—

/

tatioﬁs mav e uvreéiigtically high 6r low. Parents of these children tend

-

to have lo.... expectations although they do place demands for academic a-

[

‘chievement on‘their children. These parents are also apt to be less sup-

portive of their children in that they przise:their children infrequently.
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Accprdingly, thesg children experience ﬁ;fe failure than success and they
come to expect failure in future academic situations.

Much of the research in_self-concept development has concentrated on
differences injche classroom related to socio-economic status and intel-
ligent quotieét iﬁdicest Differences between high and low self-concept
gfoups were often attributed to factors other than affective entry charac-
teristics. Lifple research has been done with the context in which aca-
demic self-concept differences(are developed in elementary school éhil—
dren. Bloom's (1976) assertions of ”affective entry characteristics
as accoun&ing for up to about 25% of the variance in achievement levels"
(p.‘97) need to be investigated furtherl Chapman's (1979) study of lear-
ning disabled children's affective‘entry characteristics is one of the
first attempts to make a comprehensive and in-depth analysis of affec-
tive development in elementary school children.

The -emphasis in the present study will be on developing a bgtter
cgnéegfugiization of how affective entry characteristics influence chil-

dren who are designated as having very high or iow academic self—éoncepgg
but who have béen stratified so that both groups have similar average or
above average intel_igence quotients. The descriptions of children with
clear-cut differénces in academic self -concept as experiencing negative
vs. positive affect, high vs. low expectations, in;ernal ioci of cdntrol
and success vs. failure in achievement, heed to be confirmed tolbe more
than mere statements. i

This study will focus iirst on the differences which appear to be evi-

dent between children with high and low academic self-concepts in their

report card grades, expectations. reactions and locus of control. A secon-
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dary area of concern will be to see if séx differences are éippnfoqnding
or a contributing variable.

Raving established that such children do differ with respect to
these variables,-a further aspect of the research will study to what
extent the report card grades, expectations, reactions and locus of
control have‘a greater or lesser impact on academic selfxconcepts.

The concern in this area 1is thch variables contribute ‘o8t to the dis-
'paricies in academic self—concept.n A related question to this area is
whéther'the interrelationships of variables ére similar for the two
groupg or whether certain consistencies/inconéfﬁtencies batweeen the
varigbles can be observed to account for differences between the
groups,

Finally, if it can be established that some variableg are related
more gighificantly to academic self-concept than to others, the que;;
tion still remains whether._academic self-concept is a staple indgx of .
vaffectyve entry characteristics which may contribute to later school
acthVeménts. " The questions of interesé are : Which g%ﬁgc;iVe charac-
terigtics and achievement variables best "predict" the academic sgelf-
‘éonceptS'in the subsequent school year? Is academic se!f-concep: as gta-
ble - gs assumed” to be? Are thease extreme academic self-concer s
modified considerably in the next year? ’

The quegtions and assertions ma§ be formulated into three basic
;esearch hypotheses. The purposes‘of éhe proposed study aré to:

1. Describe the affective and achie&eﬁent characterigtics of = - "

children who havesﬁigh;and loﬁ academicvgelf-concepts with regpect to -

the variables of ;eport card grades, self-expectatioys, teacher
- ékﬁedtations, parental exﬁeéiétioné and teactions and locus of

v\

control. Sex differences will be investigated on these variables.
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~

2. Examine the interrelationship of the characteristics which zre
most descriptive of group differences and determine whether there
are different patterns of relationship for each group.

3. Determine whether affective and achievement variables iﬂ 1977
are related\to and predictive of academic self—concgpts_in the

N

following school year. : I

g

-



CHAPTER III

METHOD AND DESIGN

Subjects

The high and low academic self-concept samples were selected from
an Edmonton area elementary school population of about 600 students in
grades 3 to 6 who had participated in a comprehensive study of affective
variables. Two elemeﬂtary schools, located in a relatively new, middle~
class suburb-were involved. Subjects were tested during the April/May
period in 1977 on academic self-concept, self-expectations and locui of
academic control. Parent and teacher data were also collected at thét
time. Report card grades were recorded from tﬁe files in June. Com-
plete data were available for 429 of the students.

One year later, follow-up daﬁé were collected with academic self-
concept and self-expéctations. End~of-year graded were also obtained
in 1978. Because of student absence and/or transience as well as sixth
graders' promotion to different junior high schools -in the city, the
1978 population consisted of 304 students.

Criteria for selection in the two samples consisted of Student Per-
céption ofbAbility Scale (hereaftér referred to as SPAS) scores and I.Q.
measures. In 1977, studenés were identified as having high or léw aca--
demic self-concepts while having I.Q. scores which ranged from 100-125.
With the SPAS population mean of &6:37 (SD = 11.71), a high SPAS score
was defined as being one SD above the mean while the low SPAS score was
defined as being one SD below. Scores ranged from 57 to 68 and 4 to 35,
respectivelyf

The ranéé of I.Q. scores waSaselected to assure to some degree that

these students did have average or above average ability in numerical,
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verbal and nonverbal reasoning skills as measured by group intelligence
tests (Mean = 100, SD = 16). I.Q. measures were obtained from student
records. The Otis-Lennon, Form K was used in grades 3 and 4. The Lorge-
Thorndike was used in grades 5 and 6. The I.Q.>means were comparable f;r
the grades and no statistically significant differences were found be- |
tween the high and 19w group I.Q. means'(High mean =113.02; SL =6.49;

Low mean =112.34; SD = 8;07; t = .50: p= n,s. See Appendix A). '

In 1977, 63 students were selected for the high SPAS group and 53 for
the low SPAS group. These 116 students were involved in the descriptive
aspects of the present study. For the prediction hypotheses of academic
self-concept and report card gradeé in 1978, the original samples were
reduced because of inconlete data ségihat there were 50 in the high
%PAS group in 1978 and 37 in the lcw SPAS group.

The hiéh SPAS group consisted of 31 boys and 32 girls in 1977. The
low SPAS group contained 31 boys and 22 girls. The mean SPAS score
the high group was 60.587 (SD = 3.426), whereas the mean for the low
group was 27.893 (SD = 6.250). Because of the selection criteria, it
was not possible to have equal numbers of girls in the twc groups. Pos-
sible sex effects were initially investigated on SPAS total and subscale
scores.

Table 1 lists the summary of analysis data for the high and low SPAS
groups and sex effects. High and léw SéAS groups were found to be statis-
tically significantly diffegznt on Total SPAS scores (F = 1208.643; p<{ .001)
There did appear to be a sgex cffﬂct.on Total scores (F = 4.292; p { .05),

with low group girls scoring higher than low group boys ‘(Means are 29,355,

26.871, respectively). There were no 1nteractioh effects. Table 2 lists



w

54

means and standard deviations for low and high group boys and girls on

SPAS Tofal and Subscale scores.

High and low groups were significantly different on all Subscale

scores of the SPAS. The only SPAS subscale with-a sex effect was the

" School Satisfaction subscale (F = 12.739; p<: .001) with low group boys

considerably less satisfied with school than low group girls (Means
are 5.419, 7.318, respectively). There were no interaction effects on
any of the Subscales.

Since only one Subscale score lemonstrated a sex effect, it can be
assumed that it is the School Satisfaction scale which explains the rea-
son for the sex effect in the Total”SPAS scores. An examination of the
means and standard deviations of all other SPAS scores (Table 2) indi-
cates that means are comparable for the sexes in the two groups. In
spite of the lack of.over;%elm%pg‘sex differences on SPAS scores, it was
decided to investigate sex effects in subsequent hypotheses with other
variables.

In summary, the high SPAS group consisted of students in grades 3 to
6 who have a concept of their academic abi'‘ties as measured by the SPAS
as being better than average while their abilities as measured by I.Q.
tests 1s considered to be average or above. These high SPAS students can
be said to have an academic self-concept which is congruous with their
apilities. On the other hand, low SPAS students in gfades 3 to 6 have a
concept of their academic abilitries as measured by the SPAS to be below
average while their ability as measured by I.Q. tests 18 considered to be

average or above. Low SPAS students can be said to have an academic self-

cbncept which is incongruous with their abilities.
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Table 1

Data for SPAS Total and Subscales for the Extreme Groups and Sex

Scale Source df M.S. F-Ratio P
¢
General A (Group) 1 1232.340 372.642 .000*
Ability B (Sex) 1 0.073 0.021 .884
AB - 1 0.879 0.266 . 607
Errors 112 3.307
Arithmetic A (Group) 1 1182.580 257.036 .000*
B (Sex) 1 4.648 1.010 317
AB 1 0.324 0.070 .791
Errors 112 4.600 :
School A (Group) 1 337.191 83.305 . 000*
Satisfac- B (Sex) 1 51.562 12.739 . 000*
tion AB 1 8.563 2.115 . 148
Errors 112 4.048 .
Reading/ A (Group) 1 1049.030 202.205 . 000*
Spelling B (Sex) 1 0.977 0.188 .665
AB 1 0.082 0.016 . 900
Errors 112 5.188
Neatness/ A (Group) 1 947.867 234.655 .000%*
Penmanship B (Sex) 1 7.563 1.872 174
AB 1 8.188 2.027 .167
Errors 112 4.039
Confidence A (Group) 1 $25.082 245.521 .000*
B (Sex) 1 1.771 0.828 .365
AB 1 0.356 0.167 .684
Errors 112 2.139
SPAS Total A (Group) 1 30257.900 1208.643 .000*
B (Sex) 1 107.438 4.292 L041%
AB L 11.500 0.459 .499
Errors 112 25.035
significant ef&égﬁ
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Means and Standard Deviations for Low and High Group Boys and Girls on SPAS

Group Scale Mean SD
L°§0ys General Ability 4.355 2.377
Arithmetic 5.194 3.197
School Satisfaction 5.419 2.393
Reading/Spelling £323 3.156
Neatness/Penmanship 4.355 2.118
Confidence 2.226 1.287
Total 26.871 6.913
. ;
L"girls General Ability 4.227 2.193
Arithmetic 4.682 2.547
School Satisfaction 7.318 2.053
Reading/Spelling 5.455 3.115
Neatness/Penmanship 5.409 3.228
Confidence 2.364 1.025
Total 29.355 5.582
High General Ability 10.774 1.361
Boys Arjithmetic 11.548 0.711
School Satisfaction 9.419 1.896
‘Reading/Spelling 11.355 1.206
Neatness/Pemnmanship 10.677 1.202
Confidence 6.419 1.774
Total- 60.194 3.217
High General Ability 11.000 1.000
Girls Arithmetic 11.250 - 1.118
School Satisfaction 10.219 1.495
Reading/Spelling 11.594 0.655
Neatness/Penmanship 10.656 1.107
Confidence - 6.781 1.452.
Total 61.500 3.142




Preliminary Considerations

Before the present study of affective and achievement characterié—
tics of high and low academic self-concept groups was carried out, it
was decided to investigate whether there were any significant differen-
ces between the two groups on the variables of age, socio~economic status
and general self-concept ﬁeasuyes. Table 3 list the means and standard

- deviations for these variables. ...

Age was calculeted.in moig Botistically significant differen-
1 .. & 58 ‘
ces were found between the,@ig,

A
§f:hps on agés ( t = 1.00; p = n.s.):
The groups are similar in %

Blishen's scale (£§65)'wa§ qgéﬁits éece;f%ne‘socio—economic status.
Thisvscale ranksvgge father}s occupation-as a function of social desira-
bility, importance and income level. In cases where ~hers were also em-
ployed, their income level waslpart of the family glaSSification. No
statistically significant differences were found between the high and low
groups on socio~econ0mic-sﬁatus (t = .75; p =’n.s.) The two grouﬁs appear
to be similar in social and economic status- !

Generai self-concept was assessed with the Piefs»Hartis Children's
Self-Concept Scale. This 80-item gene_al self-concept scale is one of.the
':most frequentfy used self-concept measures for elementary sChOoi children.
No statistically significanc.differences were found between the Fwobgroups'
scores of general self-concept (t = .19 ; p = n.s.). An analysis of
variance design to determine possiblée group and s¢r eifects was also con-
ducted. Appgﬂdix B lists the ANOVA summary data fdr the Piers-Harris To--.
tai and Subscale scores. There were no significant group effects, sex ef-
fects or interaction effects. The la&k of statigtically significént dif-

ferences between high and low academic self-concept groups on the charac-



Means and SDs of High-Low Groups on. Variables Age, SES, Piers-Harris
. .

Table

3

58

—
N
High Group Low Group
Variable Mean SD Mean SD t p
Age 120.81 15.61 118.04 13.73 1.00 n.
SES 51.01 16.68 48.84 14.11 75  n.
\\&
Piers~Harris 56.924 14.15 56.45 12.67 .19 n.

™



teristics of general self~concépt’1ndicated that the group differences
are related more spe;ifically to academic self—concg?t than to general
self-c-ncept. General self-concept appéars to be less school-specific
and school-related than academic self-goncepg.

The %reiiminary investigation indicated Eﬁat the high and'low aca-
demic self-concept groups are ndt to be dis;inguisred'%rOm each other
on the basis Gf‘gge, socio-economic status and general self-concept.
High academic~<$elf-concept children are initialdy found to have self-
concepts of their academic abiiities which are congruent with their *
I.Q. €biliﬁies whereas low academic self—goncept children héve a-self-
concept of their academic abilities which is incoﬁgruenc with their I.d.
indication of abilities. Other giffefenceé in related affgctive and a-
chievement varigbles were investigated ip the”remaindeg of the present

study. -

Instruments

.

Acaderic Self—ConceRt‘

-

The Student's Perception of Abiliry Scale (SPAS) was constructed to

éssessigcademic self—éoncepts of elementaTy school-age children. It was
developed by Boersma and Chapman in 1977. The SPAS contains 70 forced-
;choice "yes-no'" items relating to feelings and attitudesyabout competen-
cles in five basic areas (reading:'spelling, language arts,larithmetic

and penmanship) and to school in general. Factor analysis was used te”

delineate six factors which were labelled: Perception of General Ability,

(.

Perception of Arithmetic Ability, General School Satisfaction, Perception

of Reading ?PQ Spelline Ability, Perception of Penmanéhio and Neatness and



‘Confidence in Academic:;hility KBoersma,‘Chapman & Maguire, 1979). The
firsc five factors contain lZ'items, ohereas the sixth (Confidence) con-
tains 10 items. Response acquiescence was controlled for by wording ’
half the items negatively and the other half positively. Even though
it is not mandatory,'SPAS items were read i+oud to the 116 children in
the present study. RS 4 4

Technical data on the SPAS (Boersma, Chapman & h%ghire, 1978) pre-
sent a sur ited mean for grades 3 to 7 of 46.24 (SD = 11.71). Subscaie )
intercorrelation® were quite low 1.68 to .387) whereav Fuil Scale corre- .
. lations'weraﬁconsiderably higher (.541 to f770)' /,;::gurprisingly, in

_ view of the research which has demonstrated that reading is a prime in-

‘ dicator of a child’s academic performance (Matthews, 1974) the Reading/
jSpelling subscale had the highest correlation with the Full Scale Low

' Subscale intercorrelations and" significantly higher Fullscale/Subscale

~wf"COrrelat13?s suggest that each Subscale is relatively homogeneous while

Cronbach's alpha for the Full Scale was .915,

‘Scapqg,?*douain
: ' ding/Spelling and Penmanship/Neatness recorded

/855 General. ability alpha waQ/.785 School Satis-

”'iv~abfaCt§pn wa 7@1 and Confidence was,.686 Internal consistency was there-
. e .ue,n"f . ) e
o ;ere _Jcted ﬁL be of a. high calibre in th SPAS.

LT J”“ S Ea

AV'%f24' ‘ dgiﬂtctabtvreliability over a four to six week period was .843 for
,iah'jf.

f' ‘Lhc.gﬁii Scale, whereas Subscale stability coefficients ranged from .714

‘*ﬁ fffb-.EZé The statistical data suggest that the SPAS is a rblatively re-
e . o _§ ) .
}13 1igh£§}and stable instrument over .time. -

i~ v'v ! N_"“«'A .
o Tvo recent s udiea suggest that the SPAS has good experimental vali—

‘and Chaonan (1978) found that the SPAS clearly ‘distinguished . ,//,
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between grade 3 learning disabled and normallggéchirving students who had
, . Tyl
similar mean Full Scalé WISC-R scores. In another study, it was found -

that SPAS score d%fferences were evident hetween Epecial class ‘elemen-

N 9,

tary students and normally achieving students (Boersma, Chapman & Battle,
. e !
1979). 1In both studies, the reporced academic self-concepts of special

(-
class and learning disabled children were considerably lower than the

FLEN
€
academic self-concepts of normally achieving : students.

The 'SPAS has also béen found :o?gorrelate negatively and/or nonsigni-
- ficantly with Piérs—Harris Child;én's'Self Concept Scale. Intercor-

" relations between SPAg,and Piers—Harris-Full and Subscale ores varie&
from -.029 to .078 (Boersma & Chapman, 1978). SPAS scofes xeré fouﬁa to -
be correlated'moderatgly with zeport card grades (r ; :A8$¥ ”whiie the
Piers-larris éhowed lictle, if aqy?greiationship with séhool ggades”
(Boersma & Chapma=n, 1978, p. 827);

Boersma, Chapman andkMaguire‘§D(1979) research indicates that there
is a homogeneéfyiof'Qar&fsz/jn ‘§%AS scores as weL?sas a normal dis-
tribution of the trait, self-perception of academic ability. Although
.the SPAS d;és have a ceiling effect and the range éf distributi;n for
thdsé abovt the mean is'less than those below thé mgean, no student‘in'

o

wf tben hi h or low group in the present study scored 70 or 0. To rgg rict
| 18 rees

,the1épmﬁies to a similar range, i.e. from 57 - 70 and 35 - 22 would have

.-.(

- limitved ;he sample sizes severely in the low SPAS group. It was deemed
more‘f%%ortant CQ keep sample sizes as similar as possible than to- keep

the range of scoves stringently similar.



General Self-Concept

General self—concept, as distinct from academic self-concept, was

a

a .measured by using the . Piers-Harris Children s Seif~Concept Sce 1+ The 80~

Sratus

'-&fgm "yes no" scale cﬁnsists dﬁ.six subgcales derived through factor ana-

fffl d%

,’?

lysis The six subsqaies&are labei&ed Physical Apg&grance, Behaviour,
T -

P0pularity, Anxiety, Happinkss and Satisfaction, Intéllectual and S-~hool

psychologieeﬁ referral in educational contexts.

The teat w&i normed on a population of 6th. graders in- Pennsylvania.

The scores may range from 0 (low self-concept) to 80 (high self- concept).

The normative mean is 51.84 (SD = lo 87) Cronbach's alpha for the Full
Scale in six studies ranged from .78 to .93. Test-retest reli=bility over
a two-to-four month period was .77. Robinson and Shaver (1973) coneluded"
that the Piers—Harris is a useful measure for research purposes. o

The Piers—Hirris ismone " the most frequently used self-concept

I.

measures for elementary school children Marx and Winne (1978) found
that. the Piers-Harris yielded higher mean subscale scores than other self-

concept measures and they attributed ‘this difference to response format.

‘ “f‘. ,i‘a
Children tend to have a bias to respond favorably on a "yes-no" format

when they view themselvts ag average. 'Attempts to establish discriminant

validity for the Piers-H r

Bca

s subscales resulted in the finding that there
may be hierarchial structuresof the g@lfrepneept construct. The physical
facet 1s "stringly confounded with social subscales" and there is a lack

of* "differentiation evident between the academic and social subtest"

»(Marx et al., 1978, pp. 10& 107). The Piers-Harris means for high-low

51 %}

K

hroups‘were uot bignifica tIy different ad general self-concept was inter-

preted not to be descriptive of group differences in the present study.

?
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Intelligence Tests

According to the Otis-Lennon tes” cons:i~ ucfors, it is unfortunate

that the t ¢ "intelligence" has freq. ~ ~ ‘“een equated with "innate

capacity" (Otis & Lennon,.1969). Performance on the“Ot;s-Lennon sample
tasks '"reflect a cemplex interaction of genetic and enVifonnentalbfac—
tors"(Ofis et al., 1969, p. 7). Their I.Q. tests measure the ability

to deal with the abstract manipulation of the ”verBal; numerical and
figural symbol systems of our culture" (p. 75. These tasks are necessary
.‘fer school learning in our culture and it is fherefore flot possible to !
measure in bon far this abstract abil{ty is formed-in“the sehool seteing
and te what extent it is idéé%endent of the school-related activities.—

-

The Otis-Lennon Mental Ability Test Form K was administered to third

and fourth. grades in the two elementary schools by the classroom teachers.

> - ’
.

‘Tﬁe‘80 items of the test are designed to measure verbal comprehension,

)

® 4
verbal reasoni-e, figural reasoning and quantitative req&gning abilities.

Time limits a:  used in item completion and there are differences as to.

©

the interpretation of the éffects of timing on test performénﬁé Tlming

%

-

affects low ability students adversely but average &bility students have

little diff;cultyJin‘chnleting testg8 in the specified time limits kOtis

A.’ :

¥ b
et al., 1069; Smith, 1970). Working speed is thus an ability index. .

Standardization procedures involved about 12,000 pupils per grade

4

in U.S. populafions drawn at random from representative school systems.

H

Public school means ranged.afound 97 for grades 3 and 4 (SD = 15). Otis—
Lennon scores are generally expressed as deviation scores with a mean of

100 (SD = 16). Alterqate form reliability, split- -~half and Kuder-Richard-

son estimates weresused to estimate precision; stability and reliability.
' ';v — s %‘v«
Seied : . 7 %
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These correlation values range from .89 to .92 (SE ranges from 3.9 to 7.0).
The Otis-Lennon gives ample evidence of predicting scholastic success
although some questions have been raised as to its validity in its assump-

tion of ﬁeasuring learned or developed abilities in a broader sense than

school-related tasks. Correlations between Otis-Lennon and Lorge-Thorndike

-

(as quoted in the manuals) rangé from .59 to .87 %or the categéries of ve:bal

and nonrverbal abilities. Correlationg are lowest 4n the lower grades - i  ""*

Buros articles tend-tp gavor the Lorge-Thorndike as superior cor;he ,f";

Otis-Lennon (Buros, 1965, 1966). Lorge and Thorndike view intelligeﬂqgﬁés;;
05 SR
"the abi;ity to deal with ideas and relationships among ideas" (p.2). , i
The tests are ﬁéasures of general intelligence thch is expr?ssed in wer-
. : ~
bal, picforial, diagrémmatic and numerical symbols. Like the Otié-Lennon,
it does have items which measure hechanical,‘§oc1al or practical intelligence.
The Verbal battery is comprised of 6 subtests and the nonveré&i>batter§ isl
qade up of 3 subtests. These tests are also timed-and COmpleéii§bith0Ut too
much difficulty by children of average ability.
Tﬁe Lorge-Thorndike tests have been normed on samples of Canadian stu-
i
dents as well aéUU.S. students. At the time of the present research, the
Edmonton schools used the Canadian norms with déviation I.Q.s8 adjusted for
Canadian samples. The means are set at 100 (SD = l6).d Reliability esti-
mates range from..93 to .94 with odd-even and Kuder-Richardson estimates.
Correlations\as reported by Wright, Thorndike and Hagen (1972) between the
Otis-Lennon and Lorge-Thorndike are considerabl@ higher for grade 5 than
for grade 3 (r = .82 for grade 5; r = .52 for grade 3). Predicf;ve vali-

N , :
dity measures are higher for the Verbal tests than for the Nonsverbal tests

(r's = .586 to .879). The correlations between school marks, achievement'

.



tests and Lorge-Thorndike are eskentially in.the .60s. Construct validi-
ty was determined in the comparisons with the Otie—Lennon and Stanford-
Binet, but .as with the Otis—Lennon constfﬁet*Validity measures, th{re;gre‘
sampling difficulties and problems in determining to what extent the:

Lorge-Thorndike measures ''general intelligence" apart from school-related

activities. T

X o AN N .
Sy \.;v"
Although the two tests are not identical~and correlations between the

two measures do vary considerably, the constructs which they do appear to

-

be measuring are related to school abilities. In giving an index of this
4

ability we do have an estimate of a cognitive entry characteristic for the
students in the grades 3 to 6 groups,, which is not necessarily related

to the affective entry characteristics of the student and the school sita-

ation.

A

7y

Expectations . : .

Self-Expectations were measured with the Projected Academic Perfor-
mance Scale (PAPS) developed by Chapman and Boersma in the years 1977—'79

The 42- item multiple ~choice items contribute to six subscales which are

‘x. -

\
subject-speeific (Spellihg, Reading, ‘Language. Arts, Math, Social Studies

and Sciencek .The items agk students to 'predict their performance in the
,immediate, aéét anﬁ far future. ‘Full Scaleﬁscopes may renge from 42 (low
. ; .
expectations) t§ 168 (high&axﬁéatations) The four—cnoiee responses are
N
weighted on! e{mr—)’oint metric aa,ijt:h a weigh/: of 4 being assigned to the
highest {tem expectation - {“

Technical data gompiled by Chﬁfmﬂﬁ Boersma and Maguire (1979) indi-

‘--. o~ J

cate a’Full 8cale mean over grades 3 to 6 of l2l.4i (S%)- 17.37). Inter-

rﬁ§



nal cqpsietepcy was ébod. Cronbach's alpha was .901 and the test-retest
stability coefficient for a foat-to-six week period was .801. The PAPS
has ; moderate correlation wi:d end-of-the-year grades ( r = .40) and it
' moderately predicts grades for the next school year ( r = .38). Chapman
et al.v(l979) also reported thet with regaz?s to external.validityY the
PAPS clearly differentiated between grade 3 LD and normally achieving
students. LD students reported significantly lower expectations. The -

PAPS is'a relatively new instrument which was developed at about the same

o7

time_ae the SPAS and the normative data was compiled on many of the same .

subjects.

Hether and Teacher Expectations were gauged with a modified version

of the PAPS. In a 12-item, multiple-choice questionnaire, mothers predic-

ted child perforﬁances in Spelliné; Reading,) Langyage Arts, Math, Social

 Studies and Science for the next year apd when tﬁ.gﬁhild is "older'". The
?APé teacher's version consisted of claes'lists with subjects 1in coluqng;{lﬁ
where teachers were asked to ra§e each child on a foueroint scale aejtd g
. : . ,

- projected performance,ip the next year and when the child is'"olderf

At the time of assessing the PAPS~fteather a;d parent version the
parents and teachers were also asked td‘rate each child on an additional
category of "being surprised if the child would ever be good " in a sub-
ject. Thia,category was l#ter removed from the PAPS -teacher and parent
versions since it did not differentiate gignificantly between groups.
At the time of the preaent study,‘ihis additional category was included.
Since the normative data wasg’ gAaeu 2& a PAPS —teacher and parent version

without this category, a comparison of means and standard deviations would

be misleading for the samples in the present study.
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The correlation between teachers' ex ctations and grade-point

averages of the students was high (r = .77). There was a moderate rela-

tionship =~ ~ween mothers' expectations and student grade-point averages.

(r = .59)

Parental Reactions

The Intellectual Subscale of the Parent Reaction Questionnaire (PRQ)_
constructed by Crandall, Katkofsky and Preston in 1964 was used té asses§
mothers' reiﬁgions to their childrén's achievements ig school. This sub-
scale contaizs 12 items describing situations in w@ich a child demon-
strates successful or unsuccessful academic behaviour designéa to elicit a
parental. reaction. The parent is askeﬂfﬁo choose the most typical reac-
tion from the five orfsix statements Ghich'follow the ifém deéﬁription. éﬁ
The alternatives ipglude positive statements (praise, affection,regcog-
nition, en&%uragement, reassurance), negative statements (criticism, an-
noy;‘t;, and correction) and a neutral reaction.

- The scores which range from O to 12 yield separate measures of posi-
tive (IAR +) and negative reactions (IAR -). In the present study, parents
were asked to gate one reactibn per item. The number of positiQe and
negative ;%act;oﬁs were not 1nclude;‘in the total positive and/ or nega;ive

B

reactions. R

| In a study of learning disabled children in elementary schools, Chapmaq ,‘
(1979) did find posi;ive and neg;tive parental reaction differences between:
the groups oﬁ»Leégniné\disabled andj%bntrol children. Normative data is not
available on the Parent kéaction Questionnaire at presént‘aithough the PRQ
has been used also in relatiﬁg?gositive parental reactions to the develop-

ment of internal locus of control by the test constructors (Katkcfsky,

Preston & Crandall, 1964).
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Locus of Control

THe short form of the Intellectual Achievement Responsibility
Questionnaire (IAR) was used to assess academic locus of control

(Cranda), 1968). The IAR short form consists of 20 items which are
designed to measure a ;hiléVQ belief in responsibility for achievement

outeomes. The items focus on the perception of control in situations
which involve significant others such as teachers and parents, as well

as peers. .Half of the items pertain to responsibility for s{fsess ex-

periences; the other half relate to failure experience responsibility.

#

Scores in each subscale range from 0 to 10 (most external to internal,
respeétively).a'The short form is recommended for use with elementary

school children.

Spearman-BrowS split—half reliabilities are reported as .54 for

succéss (I+) and .57 for failures (I-). The short form correlates a-

bout;,90 with the longer form (Crandall, Katkofsky & Crandall,_l%&ﬁ).
Test-retest reliabilities are in the range of .Ai to .66 for théf1+ scale
and .69 to .74 for the I- scale (Robinson & Shaver, 1973). Convergent
validity ;ith report card grades is moderate (g = .30 to .50) and dis-
criminant validity between IAR scales and I.Q. scores appears evident in
low correlations (r's = .14 to .26).

i

The IAR is a carefully developed scale which has proven to be useful

-

. for measuring perceived control of school events in children. A number

of studies have used the IAR and there are indications that it can be

used as a meaningful predictor of school achievements;(Robinson et al.,

1973) .- As-reqommended;_the scale was administered orally to all chil-

Wrlb o
Ry

dren in gradest3 to 6 in the ﬁtesent study;
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Procedure

The Student's Perception of Ability Scale (SPAS) and Projected Aca-
Aepic Performance Scale (PAPS) were administered during the first testing
session in the elementary schools. Two days later, thg students were
given the Intellectual Achievement Responsibility Questionnaire (IAR)
and the Piers-Harris Children's Self-Concept Scale. The same experi-
menter ‘administered all instruments and informed the children that these
were questionnaires with no specific right or wrong answer but were de-
signed to find out how children felt about themselveggand their school.
Children were told that their answers were confidential and that no -
teachers or parents would see their questionmaires.

Teacﬁers were not present during the children's testing sessions.
While their students were working with the experimenter, teachers were
asked 5@Scomplete the Projécted Academic Performance Scale (PAPS- teacher
version)‘for thelr classes.

Parent questionnaiges;were collected by mail. Parents were asked

to complete the Projectéd”Academic Performance Scale (PAPS -parent version)

jfﬁfénd Parent Reaction Questionnaire (PRQ+ and PRQ -). The parents involved

were mothers. Confidentiality was also stressed with their questionnaires.
Report card grades were collected for all children ;n June of 1977
to assess students' achievaments.. A five-point scale was used for each
subject so that the range of grades could be from 0 to 30.
Students in the 1977 groups were contacted in 1978 when they were in
grades 4 to 7 and were given the SPAS and PAPS questiongaires tb complete

. ‘;ﬁ_"' =
in school. The same female experimenter was present for this data collection
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{4 both 1977 and 1978. Locating the 7th. graders was difficult in many

instances since the children had moved to different schools in the city.

Hzpotheses {

Affective and Aci:ievement Variable Group Differences

The main purpose of this aspect of the proposed study is to investi-
gate whether high and low academic self-concepts are accompanied by dif-
ferences in reg?rt card grades, self-expectations, expectations of the
teachers and pérénts, reactions to achievement by paients and academic
locus of confrol. If academic self-concept may be presumed to‘be a good
index of the affedtive entry characteristics in schoél, then high and

low academic self-concept children should be differentiated on these vari-

P

ables.

For children Qho have an extremely positive appraisal of their aca-
demic abilit& it may be expected that this attitudelwill be reflected in
higher end-of-year report card grades and higher expectations for %uture
academic performance as measufé@?@y the PAPS. Children with low academic
self~concepts, on the other hand, 7~e expected to reflect this pecsimis-
‘tic ;ttitude in lower report card g zdes and self-expectations. Report
card grades .and self-expectations as measured by the PAPS are expected to
be demoustrably different get&een the two groﬁps.

Teacher expegtations tend to beﬁﬂased on thelr perception of abilities
and performances in the-classroom. Expectations are transmittgd.to stu-

dents in differential reactions. High academic self-concept children are

expected (o exper: higher teacher expectations of future performance

Y PAPS (teacher version) than studgnts with low academic

7y
{%

" as measured by thy
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self-concepts.

For the eleeentary school child, parental expectations and reactions
are also seen to be influential in the development of academic self-con-
cept. Parental exeectations are aligned relatively early with teacher
expectations and report card grades. It is predicted th.ur nparents will
have higher expectations of their children if‘the} hqﬁe‘high report card
grades and positive academic self-concepts. Conversely, children who
have negative academic self-concepts and low grades will tend to have
parents who %ﬁpect less of their school performance. Parental expecta;
tions are measured by the §APS.(parent version).

Parental reaction to their children's performanc. = :.e contihgenfi_

.

i : . @

upon parental expectatidns and as such, they may also affect academic.

self-concept development.‘ Positive and negative parental reactions tend

to contribute to a child's4feeling of seif-worth. In the sehool situa-
tioh, self-worth is translaﬁed into a perception of worth as aeademician.
“fositlve reactions contribute to positive assessments of ability while
negative reactions COntribute to negative assessments of ability Al-
though cne would expect that parents with low expectations of their chil-
dreh also perceive their children as heving poor academic self-concepts,*
and thus would not reacqt negatively to their children' school performances,
it does appear that these parents have difficulty reacting positively to
their children. Therefore, children with high academic self~concepts are
expected to have more poeitive parental reactions, as measured by the PRQ+
while children with low academic self-concepts are expected to experience
morevnegative parental reactions as measuied by the PRQ-.

The experience and the perception of self as, academically capable

e Uv\j Q
> P .—\A‘
w v
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¢
should also contribute to an increased assumption of responsibility for
success. Thus, students with high academic self-coicents should be more -
internally‘controlled for success experiences, where locus of control is
assessed with the IAR+ scale. Since taking responsibility for success
does not necessarily imply that the ;tudent also assumes responsibility
for failures, there is some ambiguity with respect to an internal con-
trol for failures. For the High academic self~conc¢pt studenz, the in-
frequent failure experiences may be attributed to a lack ur abi. y T
effort (internal'control) or it may be blamed on ta:« iiffi;ulpv and
the teacher role (external control). .

Although assuming responsibility for failur {. often seen as too
threatening f -~ students, the iow academic self-concept child's more
frequent failures may be attributed to 1ntefnal sources such as a lack
of ability or effort. Canversely, the infrequent successes may more

]
readily be attributed to external factors such as task ease and/or mood
of the teacher. On the internal/external cpntinuum of locus of control,

<

it is expected that children with low academic self-concepts may be inter-
L

nally controlled fog failure events (IAR-). Whether high academic se!Z=
concept- children are externally controlled with failure and low academic
self-concept chil&ren externally céntrolled with success, reméins an am-
biguous area which may Be Flarified in this study.

The sex differences as they werg indicated in Table_l'analysiskof

a2

I
variance with SPAS groups and ex, also needs to be investigated further.
L}

The only SPAS subscale which indicated that boys were §ignificantly dif-
ferent from girls in academic self-concept was the School Satisfaction

subscale. Boys appeared gignificantly iess satisfied with school than

.

M N



girls. Whether this difference is reflected in other areas, remains to
be investigated in this szudy. Negative charagteristics may have been -

developed in boys mére readily and earlier than in girls since bov. are

more often identified as having learning problems. These negaciv® "~~~
titudes towards school and self could be expected to resul 1 lower

feport card grades, self-expectations, teacher expectations and parent
~ expectations. Sex differences as indicatec by the research on locus of

control continuum will alsd be investigated further. Parental reactlons
Py .
¥

. Tt
are expected to indicate mete group chan sex differences.
In summary, the following hypotheses were proposed:

1.1 Bigh-Low academic self- concept groups will be 51gn1f1cantly
v'fferent in their ac:demic performance as measured by report card
es, their self-expectations, teacher expectations and parent
."ectations with High SPAS students consistently doing better,

1.2 Whereas children with high academic self-concepts will experience

more positive parental reactions and a-greater internal responsibility
for sumcess, children with low academic self-concepts will experience

more negative parental reactions and a greater internal responsibility
for failure. !

1.3 Sex differences may be present in report card grades, expectations,
parental reactions and locus of control.

ffective and Achievement Variable Interrelationships

High and Low'academic'self—concept children are at the extremes of
the continuum of .academic self-concept measures in the total school popu-
1ation. The interplay of characteristics which Chapman (1979) reported
for report card‘grédes, self-expectations, teacher expectations 'and parent
expectations iq the total school population of 429 students onIg be expec-
ted to be present simiflarly in the extreme groups. A differenqe would be

exbected 14 the High and Low academic self-concepte«groups which couldthelp

“4

wadl
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te g&in insignt;into the possible reasons for the extreme SPAS scores.

V’The lack of meaningful relatienships between parental reactions and

[

: !
:locus of control and academic self-concept in the total population &

(Chapman, 1979) need not necessarily be duplicated in the extreme groups
- Of greater interest would be to stu&y’whether the 1nterrelationships of
_variables are different for the High SPAS group than fon‘the Low SPAS .
e , | = o ,
group. Py . 4
| Academic self—concept is intrinsically related to the school situ- _
“ ation, and as such, the variables which would be.- expected to be most in- -
afluential in this self-conCEpt\formation would be those which are most
school—spECific.' Hhethe: Teport card.grades, self—expectations and the
»teachet expecta;ions are more school-specific'than parental expectations,
reactions and locus of control remains towbe seen in their relative ef-
fectameﬁ’academic self—concept{ Intertelatienships with academic self-
:cbnceﬁt would be highly significant in the High-Low groups since the<use
: *f;of extreme grouping tends to reduce correlation coefficients substantial-
?iy (Neale & Liebert, 1973). | .
‘ High and. Low academic self—concept grouns were essentially created
jartificially on the basis of their SPAS. score deviations. For SPAS scores
-, e - to be a valid index of the affective entry chatacteristics, it would have |
, '-:_;to be duonatrated thnt theee gtoups are also differen.t as groups when

,h .

3.»f.q‘penic leff-conoept ie not/iucluded as a vatieble.

In:connection uith the intetrelntioaahips of vuriables which differen-'

b m'mbm SPAS gtoupe, the follwin; hypotbnes were ptoposed' o

— lcpott._eetd ;redu. ulf*enpectatione and, tuclur expec etions‘
wil,l M t!leted ‘more significantly in extreme High-Low group
J ‘im. reactim eud locue of conttol. :



2.2 High-Low groups will also be High-Low groups on.the variables
of report card grades, self-expectations, teacher empectations,
parental expectations and reactions and locug of’ control but
these variables will be interrelated dlfferently for High and Low
'SPAS SCUdents.v

—

Interrelated and Predictive Variables of Academic Self Concepts iqg§§]8

N

The research ‘indicates that academic self~concept is relatively

_’( -
stable over time and continues to account for up to about 25% of the

.

variance on gchool achievement (Bloom,-l976iﬂﬂamachek, 1978). The extreme
High and Low academic self—concepts in the groups of the presenrt study are

originally seen to be inconsistent with their potential or ab.. ty -~ -
. ' I’ v
academic achievement as measured in I1.Q. scores. Whether this Cam

-
2

v'a, : - . .- 2
teacher,'school EiaSS~stratiﬁications,,report card feedbadk In Juyne, "

sisténcy remains stable in the next §'chool year'wheh the :conditiohs Offg' .

re—alignmentiof self—expectations with académic performance and other
o
. possible changes have occurred i§ a- E\EEﬁipn which should ‘be investi-
. W T
gated._ Are these academic self-concepts expected to be the same in the

i

next sciiool year? If SPAS scores remain stable for the extreme groupa

ahd continue to be affected by the grades, expectations‘ahd reactions of
' significant others, then the future locks bleak for the students with

extfemely low academic self-concepts. .

L

Specifically, the. research hypothesis .can be stated thus.

- 3. Determine whether academic self-concepts, report card grades,
self-expectations, teacher expectations, parental expectations .
and reactions and locus of control@ariables in 1977 contribute
significantly to the prediction of academic self-concepts in

1978. The 1977 academic self-concepts will be the best predictors
of the 1978 academic gelf-concepts in the High-Low groups.

[}
.

2

< ’ N . . E -
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'expectations. teacher,and patent expectgtio

' presented as a disgram 'ral

- locus of control. with scadenic self-concepts. (SPAS)
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ATwy
o

o . Design - ' '
, & e < . e
The hypotheigf #§ich hav 2 been presented here vere tested by
LN "7

2 zlical designs The first hypotheses ‘which were .

mdnﬂtJQOfde{ermine'ggyup differences on. the variables of report tsrd
grades;'self expectations, teacher expectacions,,parent&lwexpecta—‘

éj oo
tions and red¥gtdns, and locus of controL"were tested with a2Xx?2

- 8- e
analYéts-of variance design. The reﬁpective levels were grOup (High-
: w @ ; R S -
'LOV) and sex. - zﬁﬂf"ﬁ’ coem T TR LB
S I ‘ ' D e S S
: [ 3 e, 3 g
% The second gypotheses were tested with the usamof pdin;—biserial

€y

i

- . . #
correlations which are product-moment correlatious. Ihge:réfattonships / 1

a st -

"'of variables .are presente& for the High-L groups as correlation co-’
2

L i.

efficients. A discriminant function analysis was used on.;H!‘bﬁ%is of

- s
«n analysis of variance andtcorrelatﬂbn GOefficients to determine
, .

gwhether\group differences.on the variablesgggéreport card grades &elf—

D k(\! tibw

o

"locus of control are also as extreme asvt\e High-Law SPAS groups. ‘The

7)
diggriminant analysis is, in a sense, a duplication of the%%ther

stat}stical analyses utilized previously in the study and it will be

of analysis of variance andl » relational results.i " ;;

N B

Pnﬂduct-monent cotrelation cé@fficients were: also calculgted for

13

: the vartables of aeadenic lelirconcept,report “card grades, self—expec-

- L4

' tations, teacher expe:tstions. psrental expectations snd reactiona and

These

, vti,pmoduct-n-snt corrslatidns vire part of thesbasis of thc multiple

»in—\

Afi,fltnssn rctrossion nnllynis uh‘ h was - cqndncted to‘detsrgine_whsthsr .

| parental reactions and
»

than statistically with‘the rspetition
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-

academic self-concept 13 scablsefor the extreme Higﬁ‘and Low’ groups.

Since gultiple regression. should 1deally be used with larger samples
. - 8" +
than were present in this s;u&ygzthe‘emphasiS'in;the.analyses will be}

on” the correlation m;trixfiaﬁhef‘ghan the'multiple‘regression results.

- .

&

&
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s ' CHAPTER 1V

RESULTS.

In preser .ng the results, the analysis of variance summaries
% : - &

will be given to decermine group and sex differences on the variaples

of report card grades, self-expectations, teacher ‘and parent expecta—

-
tions, parental reactions and locus of control. These variables will

involve the 1947 data and will-be preSented in the order‘étated

e

To determine which variables are aost directly relateﬁ with each

kX

“° other and with'academic self- concept (SPAS),_yqint biserial product

&
" - VA N L
»  moment correlagion coefficients areqpresented as rices for the e égk.
’extreme‘groups-combined and separately. Thfﬂ aspect of the second e

¥ B E
) -~ s:, ;
hypotheses ﬁpcussed on the’ differences*in the significant variable in-~

- .

terrelationships betw’pn the two groups in 1977. Discriminant function

</(/' diagramsﬁﬁre presented to highlight the differences between the two

groups when SPAS is not included as a variable.
»

»ot

K & :
The variableé which are correlated most significantly with academic

self-concept in 1978 are identifiednin a correlation mattix of the mul-
. . v - . . : . X
tiple regression analy#sis. The multiple regression analysis involved
\ v
. the 1977 variablee qg report card grades, academic self-concept, expec-
/ . & & -,
tations,. reactfons and locus of control to p 1ct the" criterian'of “t
SPAS scores in 1978. o s _ LR
‘ . ' ‘ . Y 3 ¢ P}
» ) SR ) R .

M
. >

e L Do AnnLy;is bf Var;}hce Desig_ . ',vd i

Coot
To facilitate 1n the luboequent discussiona, the 2X2 analysin of

: viriance design reuultc‘are presented in Iablea 4, 5,6, 7 and 8. Each

table preaents the ANOVA snnnary for tbe reapecrive variables of report
: e . n

D%

’
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card grades, self-expectations, teacher qexpectations,— parent expeeta-
tions, parental reactions and locus of control. Table 9 lists the rele- ‘ H

vant means and standa:. deviations for all these variables unless repor-

L4
a

ted otherwise. Group' membership.and sex were the levels used in - these

analyses. All -'Ilo_i:al Scale scores are réported'- but Subscale analyses
are given only ‘3 @n sex and/or interaction effectsl were determined to
be present &

% Table 4 presents the ANOVA summary daté for report card/ grades in o
*;197‘7. .High-Low .group differen’ces were observed in total grades (F =

58 L2255 “Pp< OOl) Sex differences were a&o observed in report card T
. vantt.-?‘-;‘?)‘ ' N m. ,‘ .
totﬂ% piEges (F = 6 579; p < .05). ’I&hex;; vere naq significant inter-

g

. °"‘1~" ‘,.0.3)

action’ eifects (F = 731 p ( 06 Fr“hi’sf‘a-nahsis it can be ob- .
v N ‘ A N «‘.'“
served that High academi; self- ~concept studenté‘z;récei'g significantl;y S ﬁ

higha: rreport card grades thin the Low academic’ self- conceﬁt students.

R @

High SPAS students had highe}r mean grades in all subjectsr.of the report

cerd grades thar the Low SPAS students. Girls in the High SPAS group
[ ()
~recorded the h;éhest mear: whereasoboys in the Low SPAS group had the
bk
lowest mean scc\re (24 813 and 18 806 respectively) TatSle 9 lists the:

mear?s and standard deviations. | .o

Althqugh High-tow gtoup‘ diff'ereu?:es arekstati‘st;fcally'sig@if\icant
for all fsubjects of the report card grades, sex differences are evident “’-v
primarily in thé’ subjects of Arithmetic Language and Soctal Studies (F'g=

‘9‘.317" 5. m‘?{mmﬁapetﬁvely)..a No vﬁm:q.;cﬁ;ba effects were observed }
to be statistically sigpdficant on the specific subjects \

Ve
¢

Contrary to pppular misconceptiona, girls recorded.higher grades in

Arithnetic for the High and Low gtoups as well as in Social Studies,

- .
. -,
o . iJ . >

R o . . — . .
. . . - o,
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. ‘Table 4
3 y
) _ . % : IR
5 | ANSVA Summary a for Report Card Grgqes -d’;?;}:
for 1877 W
. Y, S
.Scale * Source df M.S. F-Ratio q:--'jt Cp
Report Cards ' | >
Reading: A (Groupyy 1 16,193 30,079 . l.e00%
B.(Sax) . % 1 .. 1.258 2338 129
1 ° 8,911 * 1.693 .196
Errora 112 0,538 .
Language A (Group) - , 1, " 21.314 - Q32.741&’ .000%
s, & T B (SexP 1. FFR. 3,438 g8t . .023*
S AB Coosd, ©0.285 - f ‘ o 43g: - .509
ik ¢ Errors 142 T 0.851. : ‘>_ L )
Spelling | A (Group)  1.% '1a.sez'l§4" © 36.965 ' .000%
‘ S B (Sex) 1" 0.116 0.232 v .83 -.
AB B 1.387 2.778 .099 %
Errors 112 0.503 ‘
‘Arithmetic . A (Group) _ 1. 12,706 27.508 .000%
B (Sex) 1 4.303 9.317 ., .003%
AB 1 0.368 - 0.669 " .45
| Errors. 112 0.462 o
Soci#1 ‘A (Group) 1 . 13.600. 26.483 | ;000%
Studies B (Sex) = 1. . 5,146 10.014 .002*
: ! ) M ] b 1 0.000 y O- 015 . '902
Errors = - 112 -~ 8.505 - e ’
Science A (Group) 1 13.913 27.547 .000*
~ _ B (Sex) - 1 0.141 0,279 .58
.. AB. 1 - - 0,409 10.279 I 7
_ . Etrofu 112 o 505 , - :
[ " ) " . j; . »‘ ay’ 5 > .. . o
'Tagg;‘,ﬁ' %ﬁmtsraup) I R ,572 64&&? voo'58,442 -0 . ,000*
.Grades B (Sex) 4. 84,4840 T 6.578 =~ ™ «012%
co 'M SR - 7.784 S L0734 . L3904
Errors , 12 8.802 - .
Y R 4 o
‘ o . . ‘_ ?”‘ . :" .o 1Y o
D S I T
significent effedt . L
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and Language. High group girls' means for Language, Arithmetic and

Social Studies were 4.313, 4.156 and 4 31 .08 = .583, .617, andh.636
reSpec;ively) whereas High group boys' means were 4.965, 3.781 and 3. 903

(SDs = 59, .751 4nd .777) for the same subjects { Similarly, Low. group
P -
girls outranked the boys in these same subjects (Low:Girls' . means: 3.545,

1

SD = .722; 3§°§1 SD = .577; 3.636, §b'= .643; Low boys' means: 3.097,

0‘.‘

D =a"l 072 3.099, SD = .689 “3. 194 SD = .737)1in Language, Arithmetic and
Social Studles. Boys appeared to do better in Science but this difference

nificant statistically at the .05 level of probability ' >

e L

giris tended to. have consistently highebean Subscale scores,

L3

' ¥ ..
ference in Chg‘TOtal sgores are indicative of ‘more differences

" than those recorded on the three subjects of Lapguage, Arithmeticvand Social-

Studies. Girls consistentgy doﬂbetter than boys in the High SPAS group and

<

.’;‘3’5 DTN E3
usually in the Low SPAS group. : sy
Table 5 lists the ANOVA sumT::: data for“self—expectationg"in 1977 _M'ﬂ
f . v e . L 0 S e : o5 .f
8 on the.bgsis of the Projected.Aca ic. Performance Scale (PAPS). No sub43p'”

\;r

“scale analyses are presented since there were no sex effects or interaction

s
<

-e?fects on any of these 8ubscales. High-~ Low group differences are statis~

tically significant on self-expectations for future academic performance
(F = 81.655; p{_ 001) Mean-differences betweﬁn the groups appear to be

substantial especially in light of the. normative mean of 121 41 (SD = 17 37)

- 88 quotéd on page 65 of the presentnstudy. Means and standard deviations for

this scale are al7L presented on Table 5. Although girls appear to have

since High, boys had scores’\,conparable_to-lligh girls and tow girls were -

K4

.

higher self-expectations than‘:Pysﬂ(High girls' mean = 136.000 vs.“Loq

boys' mean =-109.387) sex.differences were.statistically not significant

1ouer'§h.nn'the.boy;.in' their Low group (Lowvg'irls' mean = .).05.72Q,.,.

P ]
[
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ANOVA

Table 5

" - . '»‘-'$‘~..f
b @ ¥ '
. 82
> ‘V s
. v

. A'vivff' . 4.

Summary Data for Self-Expectations in 1977

- .- Scale Source T M.S. F-Ratio P
g ' .-
Total A (Group) 1 21963.000 81.655 .000%
Expectations P (Sex) 1 44,000 0.164 .687
' AB 1 167.000 0.621 442
Errors 112 268.973 0.621
. 3

ol

Means and SDs for Subscale and ISE@I‘Self;Expectations Scale in 1977

i

.[3; e
. * High Group Low éroup- o
~1 ' l
Boys (31)  Girls (32) | Boys (31) Girls (22)
¥ ’ — ' i
variable Mean SD Meant .  SD Mean ' SD Mean SD
_ . | . N _
Reading B8,677 3.335  22.625 3.398| 17.032 4.447- 16.273  3:544
Speliing 22.645 3.848 23.531 ° 3.122| 18.516 4.885 M®8.775  2.827
Arlchmetic 120.839 3.836 .406° 4.053 | 17.323 4.638 16.909 g-288
§ . Language®  24.129° 3.580 23.219 4.059 | 18.742 6,096 17.182 4.185
‘Social St., 22419 3.452 221656 3.788 | 18.74@ 5.639 -18.500  3.538
_ \ Science 123.097 °4.067 21.563 3,741 19.032 4.842 18.091 4.122 -
~ Totals ' . 134.806 16.007 136.000 18.243 |109.387 15.595 105.727- 13.471 _

oot
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. s
Group differences on self-expectations clearly indicate that High

SPAS group children also have ﬁighéffgelf—expectacions than Low SPAS
group children. | -

Table 6 presengéggpe ANOVA summary for tea her expectations. Since no
sex or interaction effects were observed to be significant for teacher To-
tal ekﬁectations and-Subscale expectagions, only Total analysig,of vari-
ance results are presented along wi;h'tﬁe means and standard deviations _
of to;;l‘teacher expectation scores.and subscale scores.

5 ‘High?Low group differences are e;ident in teacher expecgétions (F =

¥ * g
32.3173 p< .001). No sex and interactibn effects were observed to be sta-

Iy 53

?;%gticéily signif ftant. High SPAS group students experience higher teacher

.'.‘ - ~ . . n’
‘dents. This is also evident in a survey of the means. Higﬁagroup girls and

exﬁectations of thefr future academic performance than Low sﬁﬁs group stu-
. & - 5 .

and boys' means were 57.03I (SD = 9.544) and 56.323 (SD = 10.350) as com-

pared to Low group girls 'and boys' means of 47.773 (SD = 9.371) and 44.389

"(SD = 8.785).

<

Table 7 lists the ANOVA sumﬁary data ﬁoﬁ;ﬁééyntal expectatidns as re-
! N .

corded in the Projected Academic Perfogééhée (EAPS - parent_vefsion).

High-Low group differences were significanf'on parental expectations (F =
26.517; p <r.001). Sex differences were élsO'significant for Total parent
éxpectations (F = 6.427; » { 105). Interactioh effécts were not signifi-

cant. It appears that mothers of High SPAS grdup children also have higher

‘expectations of their children's performance than Low SPAS group children's

~ )
mothers. '
- L L 2
Mothers expect daughters to do bettér than boys regardless of the

~group to which they appear to be belong.. Total mother expectations for

i ,‘ : . | \(
LI AN ’ ' ‘ . v _ o :

“@)



. ey

Table 6

i
K
=

4

Py
&

ANOVA Summary Data for Teacher Expectations in 77

84

.

oy .
Scale Source df M.S. - F-Ratio p
‘Teacher A (Group) 1 3047.000 32.317 .000% " f
Expec~ e
DXPSC” B (sex). . 1 94.000 0.997 - .320 .
Totals: AB Sl 34.938 0.371 544
Errors 112 94.285

*significant effect

Y

Meéns'and Sps for Teacher

“
¢ o

Total in 1977

 Totals  56.323 10.350 57.031 9.54&,4,-44\Qii . 8.785 47.373

*

R
High Group Low Group
Boys(31) Girls(32) Boys (31) Girls (22)
Variable Mean  SD Mean  SD Mean . SD Mean .SD .
v LL{y ?§‘¢?§§' N o I
Reading 9.710° 1.900 9.594  1.885 7.484 1.811. 8.409 1.825
Spelling- . 9.290 2.051 9.59  1.617 7.097 . 1.94% 7.818 1878
‘Arithmetic® 9.774 2.011 9.469 1.677  7.355 _1.927 7.682 2.323
Language' . 9.196 1f@2 9.500 1.854  7.742~ 1.703 . 7-5;5»,1~$$} ;
Social St. .8.903‘J:l.g%éi$\9.563: 1,413 7.742° 1.703 awias"l,sis"é‘
Science  9.452 1.583 9.313 1.588 P19 13476 7.773 1,6?3%.Q
v . : 9;3717

.ﬂ \

(2
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Errors

Table 7
° Parental Expectations for the High<Low groups in '77
ScaleC}‘ ‘Source df M.S. F-Ratio p
Reading A (Group) 1 65.828 20.872 .000*
B (Sex) 1 26.750 8.481 .004*
AB’ 1 1.339 0.425 .516
Errors 112 3.154 -
Speliing A (Group) 1 69.902 26.233
B (Sex) 1 34.570 12.974
AB . 1 1. 570 0.589
"Errqrs 112 2.664
,Arithmetic A (Group) I 26.055 . 12.533
B (Sex)- 1 25.422 %  12.229
AB 1 1.559 , 0.749
Errors 112 2.0729-
Language A .(Group) 1 49.121 14.868
‘ B {Bex) 1 1.605 0.486
AB*. g 1 1.516 0.458
Errors .~ 112 0 3.304
Social A (Group) 1 16.909 6.569 .O12%
Stadies- - B (Sex) 1 2.152 0.833 4. -363 _
, AB 1 0.027 0.010 918 -
Ertors 112 . .. 2:583
L Q. .
Science A (Group) 1 21.117 8.072 By .005%
‘ B (Sex) 1 0.223 0.085 @ 771 ,
- AB 1 4.410 ' 1.685 ° | 1196 ,
’ Errors: 112 2.616 -
Totals A (Group) 1 - 1391.440 26.517 .000%
-5 B (Sex) . 1w 337.250 6.427.« o .013*
- " AB A :51.250 0.977 325+«
112 52.472 : Q‘

¢

*
\significant effect

y .
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boys in the Low SPAS group appeet to oe considerably lower than for the
girls in the Low group (Boys' mean = 49, 387 vs, Girls' mean = 54.182).
Dif ferences between boys and-girls in the High group were not. as striking
(Boys' mean = 57.752 vs.*Girlsf;mean = 59.844).

Although Higherw‘group differences were significant for paréntal X~ .
. L \‘\

pectations in all specific school subjects, the sex differentes were not.

2

as consistent. No interaction effects were observed on-.any of the sub-
o . : ‘ :
tests. High group students are expected to,do better than Low group stu-

° »

dents in all subjects. . o = .

4 » oo ";v

Parents usually expect the’ girls to do bektet than the boy's in all

LA

school Subjects Differences in their éxpectations were not statistically
o "1: : .

< 4

significant for all subjucts Sex differences yhich were statisticaliy

: significant were i the subjects.of Reading, Spelling, Arithmetic. 1In

these subjects mothers consistently expected the,daughtets to de bettef
than the sons regardlegs of gradup membership. High SPAS girls were ex-
‘pected to do better than High SPAS boys in Arithmet*? Reading and Spel~ |

ling and Low SPAS girls were expected to do better than Low SPAS boys

~

in the same subjects. ‘Meafis®and standard deviations are presented in I

’

Table 9. The only subject in which any subgroup~of boys scored higher ;

‘" mean expectations than girle was in Science for High group boys but this
difference wae not statistically significant.:} - ?” o \2- ¢

.

Table 8 preaents the ANOVA summary data for parental reactions and

‘iw

stud.ents loeus of control 'Meaml and scandard deviat_:_ions for these

' .__.;rar‘iables' are also prﬂesen,ted in Table 9.

s

Paren,tal ae.tions. whether they be positive or negative did not

: differenticte significantly between yroups. - No‘,}iigh-La% gqup ;lifferéncea

- . S § . o s+ .
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,:;?hm
- Table v8' 7
ANGVA Summary Data for Parent Reaction (PRQ+, PRQ-)
) and Locus of Control (IAR+, IAR-)
J

1 . . - ’ "

Scale . Source \/df‘ ] Hi : F-Ratic - p

S — B —.ﬁ‘ . - . ‘-“:' : : K B -

gj% ) - T “ . - Com E . o
PRG+ . - . A (Group) 1w 6.881° s ¢ 1.698 Sr T La7s
cx T L B (SexIV 4 T 8,251 .. ta89. - . - .282
chgh a8 1 w2845 -, . 0.802. %0 .372
iy Errors 112 - T3.835 - T . Ly _
3,794 2.882 - 082
6.008 1.767 N R
2.814 0.828 . 4.365
3.399

A&

44—

108.750 33.552 - .000* -
0.223 . " 0.068 .795
11.765 3.597 , 060
3.271 < » o

4+

L .. 28,313 2.984 .088
3 4p.609 ' * . 1.548. ¥ .2

At(Grodp) 1
B (Sex) 1 ‘ .
A . 1 T, 0000 . . 0.000 . 21,000

oy ‘ Errors - 11 6.854 .

Ao ..
sigmdficant effect
| R
i s e N
> L3 13
. ! 15ﬁ ¥
! S -
€ / W R 1 —a——— :
hd . r Ad b 0
v,
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- ®
! .
were evident in the peactions of their parents (mothers) to their acade-
mic successes and/or failures. Motheri/QGM ~t appear to be more' positive

towardg High SPAS students nor more negative in their reactions to the

Low SPAS students. XNo sex effects were evident in parental reactions.

. -
<

No inte;ggtion effects were ?ndicated.

On the loéus of control continuum, High—Low’group<diffefences are
evident ip locus of control for successes. Vo sex or interé?fion ef -,
fects were evidenﬁ.on the IAR+ scale. It‘appearé that High éPAS students -
do assume greater responsibility for academic success tpan Low SPAS stu-
dents (High means are 7.688 and 8.419 vs. Low means of 6.364 and 5.856$.

No statistically significant diffgrences were fgund betwéen the High-
Low groups on the locus ofvcontrol for failure'continuum. No sex and

[

interaction effects were evident. It does not appear to be true that

A\

Low gcédemic self-~conrept students would more readily attribute théir'

" failures to internal reasons than High academic self-concept students.

To summarize, it can be staped'that the first hypbthesis (1.1) ap-
pears to be confirmed. Children with high academic se}f—concepts do
have higher feport card grades, higher self—expectatio;;, teacﬁer éx—-
pectations and pérentaljexpectations than children with low academic self-
toncepgs.schildren with high academic self-concepts also -experience more
internal cbntrol (Hypoﬁhésis 1.2) than children%uith low academic gg;f—
 concepts. Hfigh academic self-concept children do not, however, experience
ﬁore positive pé}entai reactions nor do low academic self-co: -ept ¢hild-

) ’

dren receive more negative parental reactions and assume more responsibi-

lity'for failures (1.2).

’
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~ Table 9
Means and SDs for High-Low Boys'and Girls' Rq;ort'Cérd Grades, Parental -
- Expectations, Reactions (PRQ+, PRQ-) and Control (IAR+,IAR-)
- J ) . - ‘ ) B
. ' 1
High Group ' ‘Low Group .
. . . -
. _Boys (31) - Girls (32) . Boys(31) Girls (22)
L - - '
' Variable Mean SD Mean SD | Mean  SD Mean SD
¢ Report Card:
Reading - 4.000 672 . 4.031 .809 3.065 .759 3.455 .582
Language 4.065 .759 4.313 . .583 3.097 1.027 3.545 .722
 Spelling 4.065 .715 3.906 .678 3.032 .695 3.318 .699
Arithmetic 3.871 .751 4.156 ..617 3.097 .689 3.591 .577
Social.St. 3.903 ¢ .777 4.313 .634 3.194 .737 3.636 .643
Science . 3.903 .734 4.094 .678 3.323.  .779 3.273 .538
Totals 23.806 3.247 24.81§ 3.056 18.806 3.257 20.818 2.552
Parenﬁ
Expectations:
Reading 9.874 1.896 10.625 1.340 8.129 2.012  9.318 1.634
Spelljng 10.194 1.839 11.063 1.223 8.387 1.754 9.727 1.513
Arithmetic 9.194 1.654 9.906 1.465 - .8.000 1.107 9.182 1.369
. Laﬁguage 9.806 1.594 9.813 1.844 8.258 1.900 8.727 1.788
Social St. 9.226 1.896 9.469., 1.870 8.419 1.338 8.727 .686
Science 9.452 1.828 8.969 1.667 8.194 1.446 8.500 1.270
Totals ' 57.742 8.281 23,844 7.071 49.387 7.110 54.182 5.149
PRQ+ _5.871 2.059 5.938 1.713 5.065 1.664 5.773 2.087
PRQ- 5.64%  1.893  5.500 1.677 6.458 1.603 - 5.773 2.130
IAR+ : 8.419 1.386 7.688 1.775 5.806 2 116 6.364 1.746
TARE 5.677 P o8l 2.864 | 6.516 2.061  7.136 2.282
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Sex differences are indicated between the High-Low groufs in that
girls generaL}y rece‘ve higﬂer report card grades thap-boys who hoid siml-
lar. academic self-concepts. Parents hore often expect gi _s to dc¢ well
ana-the parents of low dcademié self—coﬁcept boys Have e 2 qpec-
tations of their children's future performances in schoc Sax r.fferén—

ces were not pre- ut as stated in-the other variables of hypothesis 1.3,

Correlational Data

To investigéte‘the interrelationships betweén the achievement and the
1ffective‘variables in this study, product-moment correlations were cal-
c -lated fgr the two extremé groués. The use of extreme groups invcorrela—
ﬁic;_l-data teﬁds to restrict the possibility of finding significant vari-
ables 1nce correlation coeffi-ients are generally lower when extreme
grou-8 ‘e involved (Neale & Liebert, 1973). Differences in variable in-
terr ationships do become evident in stgdying the variablies which are
signiricantly igtérrelated i one group but not in anothef. Since éEAS
scores are by.définition of the groupé restricted in range, few, if any
statist® -~ally significant correlation coefficients would be expected in
Che SPAS interrelationships»with other variables in the present High- |
ow groups. SPAS was-included as a Qariable since previous st;dies had
indicated that SPAS correlated moderately with Total school population
variables of repo;t éard grades, sgelf-expectations, teacher and parént
expectations.

A criterion level of statistical significance was set at .30 for

coefficients at the .00l probability level. Although it could be ar-

gued that a coefficient of less than .30 is also psychologically sig-



nificant, the present study's sfope was intended to delineate variables
which were statistically as well agfﬁsychologically significant. It-was

decided that coefficient differences of at least .275 were necessary to

7y

justify a discussion of’those varféb;e differences between the two
- groups as being psychologically significant.

Total écgle scores were used iﬁ the correlétion matrix fér SPAS -~
'scores, self-expectations, teaéher expectations,,ﬁarent eipectations and
report card grades. Including subscale scores would havé confused the
' issues in tffff_gfﬂxgriable similarities énd.commonalities. Table 10:
ligts the éroduct-moment correlations for the two groups. The usual.
order éf listed Variébles‘haé been chaﬁged so that report card grade'
‘correlation coefficienté can be delineated more clearly.‘

In the low academic self-concept group, few coefficients reached the

criterion level of .30. Teacher expectations and par€n£al expectations
correléted sﬁbstantially with the report card -grades k;§3 = .510 and .468,
respectively) indicating that in the Low SPAS gfoup the two variables
whicb inteaﬁeiatg most meaﬁingf;liy with\a studePF's academic perfor-
mance are those which involve the expectations of performance By the
teachers and parents. Parents and teachers are considerably better pre-
dictors of report card grédgs than the student‘him/herself wg; is in the
Low group.f Self-expectations did not come near the criterion level but
indicated a negagive‘coprelation if tﬁere was one at all (r = —.0765.
Parental reactions and locus of control variables failed to reach
the criterion level in all the correlation coefficients of interrelation-

ships. Positive parental reactions seemed to indicate a possible signi-

ficaﬁt relationshin with parental exnectations iﬁ the Low group but this<



Table 10

[,,Product—Momént Correlations for the Affective Variables and -

Report Card Grades in the High and Low SPAS groups

" Low Groﬁﬁ (N=53)

. - «Q ' m
| I = [=]
L] [ [ [o]
— o o P
U 9] 4 &
wv o Q 3} o
. a. + ES]
[SR] ‘ﬁ 9] (9] (9 4
T 8 § §§a wa
5 [ [ L2 (=]
T © W B S T $, ] +
© ~ i <
J U 8 m ’ =4 e %
< 72] £~ =% (=7 =™ -
1 2 3 4 5 6 7
1 - .108 224 .230  -.197 -.179  .147° .
2 .09 - .043 -.141 T-.033. -.020  .157
3 .098  .304% - .057-  .013 -.030. .14l
4 .080  .361% _ .360% - . .256 -.215  .044
5 .233  .052 -.052  .131 - .939% -.084
Group
6 -.186 -.045 ~-.017 -.134 -.934 - .129
(N=63) "7 216 .170 -.003  .136 -.034 .06l -
8 -.093 -.046  .212  .191  .023 -.041  .158
9 .142 .275 .683%  .519* .068 . -.146  .146

IAR-

-.170

© o -.192

.008

an,

.078

\

-.256
.183

.246

.288

e,

Report Card '77

. 264

-.076

.510*

- . 468%

-098
-.095

075

N

..200

*gignificant correlation coefficient .

\
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coeffieient did not meet the criteyion level (r = .ZSé). Parental

reactions and locus of control.for Successéé or failures do not appear

to contribu£e significantly to any of the other varia}les involved.
Not surprisingly, SPAS scores did not reach the ;riterion level.

’

This.failufe would be contributed substanti&lly to the lack of norma;
distribution in Fhe SPAS écores of the Low group. S?AS‘scoreg in‘thé'
Low\éroup did cérrelate third highest if one were to rank correlation '
,dﬁefficients in térmS'bf siie ‘r =..264)k The indications are presenggs
that académic'se;f—concept is félated to repprt'card grades, teacher -
and parent expectations but thesé relationshipé are nbt statistically
significant in the Low academic self-concept grogp.

In the‘Hiéh SPAs groub,'there are ; greater number of statistiéally
significént iﬁtérfglationships. Hiéh academic self-concept children ap- A
pear to hola expecfations fo; self which are cprrelatéd ﬁeaningfully yith
teacher and parent éipectations [r's = .304 and .361). The teécheré and
parents have expectations which are more. congruent for High S?AS'étudénts"
" than Low SPAS studeﬁté (r's = .360 vs. .057). Teacher and barént expécf
tations appeét to contgibuteqvery highly toﬁreport-card grades in l97f
(r's = .683 and .519) also and are good.indiCagors of.thé_sﬁudents* ?
acadeﬁic pgrformghce in the High SPAS groupa‘ i g )

Self—expecﬁations fai;ed'to reach Fhe correlation coefficient cri>:
terion level iq the Higﬁisgég’g%0up altﬁough thg& dere more indicative of
academic performance théng;geféPAS scores in the High group (F's =..i75 vs.
" .142). Parental reactions andllocuslof control ;ariables did ﬁot reach %

the criterion level. The IAR- continuum did approach the criterion of

.30 in 1its interrelationship with report card grades (r = ,288) and this

-/
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suggests that posfiply High SPAS students' academic perf@rmadﬁeAis related
: ' 4
to their ability to accept responsibility for their failures. Failing to

N

reach the criterion, level, howeﬁet, does caution one against jumbing to

thoéé conclusions. at present. ' T L '
SPAS score;{ correlations with other variables also did nqtiréach.“
the criterion level on any of fﬁe coefficients. 1In the High;grbup, SPAS
s-ores do not appear to be.good indicators of pr;sent academié perfor—;
mance. The highest SPAS correlation coefficient was with parental re-
actions‘but Ehis coefficienp did not reach the criterion level (r = ;233).

¥
High-Low SPAS group differences as measured by a correlation coef-

ficient difference of .275 with one of the coefficients reaching a cri-

-terion level, indicates thathigh SPAS students experience a greater

congfuency of expectatiops of self with teacher and parent expectations.
The oniy significant'coefficiént'differencé, according to‘the decided dif-
féfeé%e of ;275, bet&eeq High énd Lowlgtoups was evident in the discre:
‘pancy between teacher‘and pafent'expectations for the two groups.  High-
group stude;;s' teachers and parents held expectations ef their perfor-
mance thch correlated gignificgntly (r =.360) whereas Low'group‘sgudents'
experienced no similar congruency of exgsétations from significant oth?rs.

~ «

Although the differences in coefficients failed to.reach ﬁhe_cri—
¢
terion of .275, the self-expectations for the High group reached considera-
?bly higher éoéffiéfents of correlation with teagher and'parent,expecta—ﬁ
tions when compared to the Low group. q;gh SPAS,students',correiations
of self—éxpecﬁatiohs with teacher énd parent wére .304 and .361 ﬁhgréas

Low group students' correlation coefficients did not even come close to

the criterion level on;those variables (r's = L1463 gnd [i&l for self- 1

N -
N .
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expectations with teacher and barent expectations, respectively).
. . A‘,’ P . -,

I ary, the interrelationships of variables are significant-

~ »

ly different for children with high asadémic self—cbncepts'as ;Qmpared

to»cﬁildrén Qith low.acédemi;—eelf-éon;épts:'“ﬁigﬁ gr§up éhildfen ab-
fpear_tﬁ-indiégfewa simiIarit§"of expecté;ioﬁ -ofyself;#teachérs aﬁd‘
:éé;eﬁts Vith rebort'éafq‘gradgs. ';QQ gfbup-é d;eﬁis téachers.aﬁd

'i pafegté;éf?’télati§é1y ;c§ﬁrate‘in7a;seééiﬁg“the children's performance

in séhodl but these children's self:expectations are not consistent wiht

. »

their performance nor with the teacher and pafent expectations. Althoﬁgh‘

teachers and parents indicate an awareness of the low SPAS child's aca-
.demic performance, they also do ngt seem to have the same kinds of expec-

>

tations for the child (r = .057).

A further clarificatior of\ the variables which are correlated most

v

,signifiéantly with High-Low group differjences is a point-biserial corre-

lation matrix in Table 11. These corrglations are not'necessarily lower
because‘pf a restricted range since/both groups are included in this ana-
lysis. The most useful correlation} in this matrix for our present pur-

foup membership. This matrix

: poses are those which involve High—Lo
can be considered a good summary of the'variabies which distinguish be-
tweenhfhese groups on the variables of academic seif—concepté, sélf-
$xpectations, teacher expectations, parental expectations, parental re ac-
tions,v;ocugiéf con;rol and report card grades.

High—L;; group qgmbership é;r}elates‘significantly with academic
: sélf—concept, self-expectations, teacher expectations, parentél expecta-

tions, locus.of control for success and report card grades. The extremely
- ’ l

high correlation with SPAS is to be expected sincé»the groups are based
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© on SPAS extremes to define the groﬁp meﬁbeﬁ§hip. Self-expectations are

highly~;otrelaced’w1th the groups (r = .647) whereas teachers® and parent

expecfatioﬁé'ére correlated moderately with High-Low groups (r's = ,483

and .451, respectively). Group membership also correlated moderately

-

with locus of control for succéss (.485) and highly with the.report

card grades (.592)
*  When the groups are combined in this matrif it is clear that the
academic self-concept 1s related to self—eipect tions, teacher and parent

~expectations, locus of control for stccess and rep

d g;ades.
Academic self-concept Qas highly corfelated with self-expectations and
report card grades (r’sl= ,643 and .615, respecti&ely)i Teacher and
parent egpectations and locus of control for'success.cbrrélated moderate-
ly Qirh academic self¥concept (r's = .504, .472, and .506). No other

variables were found to correlate significantly with academic self-con-

i

cept.
Seif—expectations in the High-Low groupé correlated mode{ﬁtely with
teacher expectations, parent expectations, locLs of control for success
and report éa;d gfades (r's = .454, .410, .409, and .467, respectively)
Teacher expeétations were correlated moderately with pareéent expectationé
(r = .404) and very highly with repoft card grades (r = .715).. Parent
expectations correlated highly with report card grades (r = .624). .
Locus of control fog success correlated moderate;y with report card
grades (r = .364). |
Tn view of the matrices of Table 10 in which the variabie inter=
relationships‘were investigated, the point-biserial correlations are
not surprising. The high correlations of the variables with report *

R
L4



Table 11

'?oint—Biserial Correlation Matrix of 1977 Variables of High-Low Croups
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| High-Low Group Membership
Academic Self-Concept (SPAS)
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Self-Expectations
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.647%
.643%

Teacher Expectations

Ens

.483%
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.175

.218

.135

. 105

.227

.938%

TAR+

.485%
.506%
AL
.285
.289
.018

-.002

IAR-

\O

-.150
~.179
-.194
1046
.065
~.104
.073

.092

Report Card Grades '77

.592%
L615%
JB6T*
.715%
-624%
.1%0
201
.364%

.112

* - .
significant effect



card grades were already evident when the correlation coefficients were
: - b

, analyzed for the groups separately The moderate correl&tiﬁn coefficients
of the expectations are a reflection of the. moderate cdr;elat}ons in the
High group and the insignificant correlatlods in the Loy;group,

>Academic selffconeept does appear to be a significaot-affeotlve
variable in thé correlation matrix. The variables with which it seems
to have the greatest common variance are self-expectations and the re-
port card grades. It seems likely that in these extreme grouoe §PAS may
be considered a good indicator of the academic performaoee add the self:

expectations which often influence the effort towards that. perfgrmance.

‘Teacher expectations do not appear to deviate greatly from the re-

~

port card gradesswhich are given a few months later. Parents are able to
assess report card grades quite accurately a few months before they are
given. Children in the extreme groups appear to be able to 1issess their
report card.grades'less well than their teachers and parents. In view of
the inability of the Loﬁ group children to predict their grades, this
moderate correlation of ;467 for selffexpeetations aﬁ@-report card grades
ls:not surprising. |

'Id summary, although the variables of report card grades, academic
.selfheoncept,-self—expectatione, teacher expectations and parental expeC<.
tations as well as locus of control for success do distinguish do indicate
a relationship with High-Low group membership, these variables arevinter—
related differently for the two groups. A more detailed analysis of the

variableS\yhich differentiate betweed these two groups will be presented

in the following discriminant function analysie.'
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Discriminant., Function Analysis

Discriminant. function analysis is a rather sophisticated mathematical
analysis which is in;requently used in educational/psychological research
because its weighting ®f variables tends to mislead rather than enlighten
the statistically inexperienced researcher. 1In the present study,,discri—
minant analysis was not used to determine the respective‘yeights of the '

" variables but to confirm or deny that separate groups result as a function
of the variables of the 1977 grades, expectations, reactions and locus of
control when SPAS is not included as a variable (Hypothese 2. 2) : Total
"scores were used in the analysis for report card grades, self-expectations,
teacher expectations and parental ekpectations of the 1977 datat

Discriminant scores are the resultvof-an analysis in which the variables
have‘been examined ih a correlation natrix ¢ " the groups and an analysis
of ‘variance has tested the significance of the differences between the
groups. The discrininant:analysis as presented here is used_onlyiin the
descriptive sense of determining thatAthere are,group differences which can
‘be—depicted as separating there groups on the_basis of their discriminant

. N A .

’scores‘ Since analyses ¢ ~ variance and correlation matrices have been pre-

sented aud discussed previously, they will not be presented in the present
discriminant analysis discussion.

In discriminant'analysis, scores are.assigned which have‘takenpinto
account the indiyidual's performance on all the variables after these are
: assigned normalized weights to take testkitem number into account and standard
‘weights which .have accounted for standard deViations in the variable.distri—
butions. The resulting discrininant scores were plotted in Figure 1. .

‘The Low group mean for the variables without SPAS was 18.37 (SD = 2.57)

and the High group mean was 25.05 (SD = 3.05).
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. Because the actual i?stributioﬁs of the two groups' discrimiant scores

A L : ,
illustrate peaked curVves (Figure 2), some caution must be exercised in <:}\\

, _ 7 K : :
making too many assumptions and conclusions on the basis of these scores.

The range of discriminant scores is relatively restricted (11 to 32)

1

for 116 subjects and few scores are ét the extremes of either group.

Although the two gfodps are not as drastically different on the

N

variables of report card grades, expeqtafions, reactions and locus of
control as they are on the variable of SPAS scores, it does appéar to
b‘be true that we have two distinct groubs-on the basi§>of theseibariables.
The area of overlap between the t&o groups is plbtted in Figure 2. 1If
opé:ass;mes a normal distribution of/g:;ré; for each grbup, then less
thgn.lSZ-of the High groép had a discriminantvscore whigh approximated
the mean of the Low group and less than 15% of the Low group had a score
whicE;;gbr;ximated the mean of the ﬁigh group.

vThe variables which were found to discriminate signifidantly between
" these ;wo groups were the variables of report cgt&lg;;ags, self:éxpecta— .

: ' )

' tions, teacher expectations;.pafent expectationg\and‘%ﬁéuS'of control
for success. parental reaezlons and locus of con;;ol for failure vari-
“abieé were includéd in the discriminant scores but they did nof differen-
tiate between the’ two groups. It.appears that the identification of stu-
dean as haviné”high or low academic self-concépts as measured bg fhe'SPAS
does give an_indication oF a student wﬁo_also has high or low self-expec-
tgtions, high or low teacherJexpecta&ions,vhigh or low parent expectations

and the ability or inability to take responsibility for academic success.

The discriminant scores confirm that when SPAS is not included as a

. variable, group differences are present which maintain separate group

. ®
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Low Group High Group

35 ===

Low Group yean (X) '8 3/ High Group Mean (3(_) = 25 1§

\

SD = 2.57 % | , SD = 3.05
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identities. Hypotheses 2.l_and-2.2 which dealt with the interrelation-
ships 02 significant variables and groﬁp diffgrences on the variables

when SPAS ﬁaé not included, have been investigated. The two hypotheses
were closely linked and the presentation of the results could ha?e been

reversed to correspond more closely to the different aspects of the hypo—'

theses. . _ .

Analysis of SPAS 1978

Product-moment correlations were calculated for the relative impact
of the variables of academic self-concept, report card grades, self-expec-

tations, teacher expectations, parenta! expectations and reactions and

locus of control on the academic self-concepts of the extreme groups in

1978. 'These corrélations were calculacéd to answer thg question of thé'
stability of "eitreme" academic self-concepts over time. The criterion
levél of .30 was again considered to have statistical and psychologicgl
significance (p{ .05). jSe groups were combined for these correlations
in Table 12. A cdmparison of the point—biseriai correlation coefficients
in Tablé 11 and these correlation coefficient$ iq Table 12 indicates

that the coefficient differencés are minimal. Point-biserial correlations
are also product~-moment correlation coefficients.

A multi?le regression ahalysis which was based on these product-mo-
ment correl;tions and an analysis of variancé was condurted to determin=
which of the correlations Qeré most predictive of academic self-concept
in the foliowing year. Since multiple regression analysis should be

based on mych larger samples than were used in the pregent study, the

Vs

)
[

results are to be conmsidered as giving no more than an indication of pre-~
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Product-Moment Correlations for SPAS High-Low Scores,Report Card Grades,

Expectations, Reactions, and Locus of control in '77 and SPAS Scores '78.
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SPAS Scores

. S546*
L451%
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.337%
.033
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~

*
significant effect
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diction. The product-moment correlation matrix will be the basis for

N
most of the discusgion of '78 SPAS scores. ‘
| \

There were 87{students included in this aspect of the study. of

the original High group, £h re were 50 students available in 1978 and

.

gfoup, there were 37 students available. A number of 6th.

graders had moved to”junior high. schools and were not readily available
for the 1978 study. '

"Table 12 ind}éates that the vafiables which correlated most‘highly
with SP§$ '78 scéres were the SPAS '77 scores (r = .546;;><.001) and
tﬁe report card érades (r = .519;,p < .bOl). Self-expectations and
teacher expectations correlated quer;tely with SPAS '78 scores (r's =
.451; p .00l and .487; .p <.OOl). Locus pf control also correlated
moderatély (r = .337; p( .001). The s;me variables which were found to
differentiate these groups in the discriminant fuhction analysis and
‘the analysis of variance designs, also are correlated pcggtiveLy with
the academic self—coﬁﬁepts in the followiné.yeaf. Parental expectations
failed to reach the crilerion level far SPAS '78 scores and parental re-~
action did not ésntribute at all.

It appears from these correlations that academic self-concept ex-
tremes are relatively stable in that high academic self-concept and low
academic self-concept children tend to continue to hold these positive
and .negative viewé of their academic ability in the next year. Whether
report card grades make a greater contribution than acadg;ic self-con-
cepts or other affective‘variables from one year to the next in the main-

tenance of acad#mic self-concepts, cannot be determined from these corre-

lations. . The relationships’ appear to be reciprocal in.that the correla-

-~



<

tions are all relatively similar. No one correlatior coefficient is-
strikingly wmore similar than the others.
To determine which variables are mest predictive of SPAS '78, an

examination of the Table 13 muitiple regression analysis indicates

1

that the variables of SPAS '77 and teacher expectations contribute
most to the stability of academic self-concepts. The amount of vari-
ance accounted for by these variables 1is 35.869%. SPAS‘f77 accounted
‘for 29.8% of the variance and teacher expectétioq? contributed an ad-
ditional 6.028% in prediction poSsibilitieSs No éthér variables con-
tributed at the designated significanée level of .05 to the prediction
possibilities for SPAS in thé‘next school year. If the regression
analysis can be said to have any vdlidity for the;e extreme groups,
then it appears_that academic self-concept extremes do have a greater
inf luence on the perbgtuation of academic self-concepts than report
card grades. When all the common variaﬁées are accounted for, the SPAS
'77 and teacher expectations appear zg'ipdicate greater predictability.
It should akso be noted ;t this point that SPAS '77 failed to ac-
count for 70% of the SPAS '78 scores. The stability qf extremes in
SPAS scores may therefore be cghsidered to be somewhat questionable.
| The last of the hy;ptheses have been investigéted. Numerous
analyses have in essence established the same results. The multiple
regression analysis has contributed to these results by establishing
that academic self-concept is relatively stable for about 30% of ﬁhe.

children in the extreme groups and that teacher expectations appear to

 contribute to this academic self-concept stability also.

105
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Table 13
Regression Analysis: Best Predictors of SPAS '78

L

Criterion: SPAS '78

Predictors: SPAS'77, Report Card Grades '77, Teacher Expectations
Parental Expectations, Self-Expectations, IAR+, TAR-, PRQ+, PRQ-

Variable Variance Accounted For p

1. SPAS '77 - 29.841 . 000*

2. Teacher Expectations i , - 35.869 .000*
N | ’ ' - ‘

xdesignated significance level was .05 but no other variable contributed

at the p <\.05 level to the regression equation.



CHAPTER V .
DISCUSSION AND IMPLICATIONS OF RESUt;%

This secgion will integrate the findings in the previous chapter
vwith the'research and descriptions of the differences between children
with extreme academic self-concepts. After an initial discussion of
the differences between the groups of children with‘high and low aca-
demic self-concept différences, the variables ofhréport card grades,
self-expectations, teécher expectations, parent expectations, parent
reactions and locgs 6f control will be discussed separately. Thé disf
cussions of these variables will focus on their relative merits and
impact on academic self-concept extremes.

in examining f@e implications of tie results, the discussion will
concentrate on thé legitimacy of academic self-concepts and/or other
affective variables as affective entry characteristics which have an

lnflurnce on academic performance differences in the classroom.

[

Extreme Academic Self-Concept Groups

The origina. » -pose of the present study was to investigate the
affective variabie di: - ~s hetween children with a high and low
.academic self-concer. atext in which academic self-concept was
stated to be formed an~ . ‘ned involved report card grades, self-
expectations, teach '~ exjy -t ne ., p2 ent expectations, parental
reactions and the child' - !“ru = -tol for successes and failures
in the acédemic sitaation. e variah_zs we. onsidered to be entry
characteristics for the ele;encary - hocl ¢hild wnich contribute signifi-

cantly to differential achievement i..c¢ls anc .cademic seif-concept

107
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differences.

Children with high academic self-concepts were initially seen to be
very positively oriepted towards thgir abilities ixf all school subjects
and more pervasive attitudes towards school. _€Children with low’academic
self—ggncepts were seen to be considerably léﬁs 6ptimistic about their
abilities in school subjects and seemed to be generally more negative
towards school: Low académic self—conceét boys were ‘thought to be the
most dissatisfied with‘schbol. Bloom (1976) spoke of the generalization
of affect in school attitudes for those who have a low concept of their
academic abilities. Chapman (1979) also found that negative attitudes
towards school and eones academic abilities aré already established by
grade 3. The present research confirms Chapman's findings and Bloom's
assertions. Positive and negative dcademic self-concepts are school-
specific although tﬁey do affect more pervasive attitudes towards school
and there are definite extremes in positive and negative academic self-
con;epts by the time childfen are in grade 3.

The conteft in which academic self—concepg is formed does not ap-
pear to include a general self-concept. Bloom had spoken of the academic
affect ...coming generalized to feelings of an exaggerated ot diminished
self-worth(1976). High and Low academic self-concept groups were not
significantly different on the general self-concept scale. Differencec
’mmweenﬂthe two groups also did not involve differences in I.Q., age, or -
socio—economic.status.

The differences between the two gr;ups primarily inyolved the variables

of the report card grades, self-expectations, tigcher expectations, parent

expectations, and locus of control for success in school. High academic
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self-concept childEEn recelve consistently higher repoft card gra@es

than low academic self-<concept children. Low academic self-corncept

boys were_generally the lowest in report card grades. Gifls\ip both ..~
- high and low academic self-concept groups generally had higher report
card grades than the boys in their respective groups but were signifi:\
‘cantly higher in the subjects of Language, Arithmetic and Social Studies.
These findiqgs‘ére consistent ;ith the research that girls tend to do '
better than boys in the elementary school (Banks, 1968).

The more frequent identificétion of boys as experiencing learning
problems. tends :to be copfirmed with the low academic s« lf-concept boys
receive lowest grades. It is suspected that a number of these low aca-
demic/self—concept boys are exﬁeriencing‘some specific school~related
problems which form the context of their low academic self-concepts aﬁd
their dissatisfaction in school. A later investigation of the 31 boys
in the Low academic self-concept group indicated that 11 were in a re-
source room at the time of the . resent study. Only 3 of the 22 Low
academic self-concept girls were in the resource room ‘at that time.
Although there were a few students from the High academic -self-concept
group in the resource room for various problems, the number was consi-
derably less (3). What is interesting to note here is that not more of
the Low acadent seif—concept children were placed in resource rooms for
remediation. These children had been assumed to have average or above
average ability- so that they would have been expected to be able to han-
dle the school work. Their low academic self-concepts, however, indicate’

that something is awry in\their adaptation to school and the specific sub-

jects. Yet, their absence in tue resource room possibly indicates that
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they have not been diagnosed as in need of addjitional assistance in the
form of resource room placement. ;Their lower report card grades may not
be low enough to justify remeciation.

The affective'characteristics which differentiat2¢ the extreme
groups most Clearly were the expec;ations of self, teachers and parents.

14

High_écademic self-concept children experienced consistently higher ex-
pectations of their acedemic possipilities from self, teachers and the

parents. 7te psychological apbraisal of the school context favors the

qigh academic self-concept child (Coqpersmith, 1967). The.chiid not only

expeéts té/do well in the classroom, bu; the teacher and parents expect

the same kind of high standards of performance from the child. The 6gi///\f\\
jective appraisal of the report card grades serve to be consistent with.\~/”//

~

the'éxpectations.

. Low academic éelf—concept children have consistently lower expecta-
tions of themselves, as do their teachers and cheir-pafents of them.
Teachers' and pafénts' expectétions are congruent with the low academic
self—conqépt qhild's academic performance but they are not correlated sig-
nificanti§ with each other or with the sélf—expe;tations.l These children/
do not appear to be able to discern the cueé fromvteachers and parents

which will enable them to assess their academic performance more accurate-

ly at the time of the - _dentification as low academic self-concept chil-

-
-

dren.( Parental expectations tended to pe lowest for the low group boys.
The consistent feedback of which Bloom (1976) spoke appe;rs to be

a process which works for the benefit of the high academic self-concept

child out is a less consistent aﬁd congruent féedback process for the

. ; X
low academic self-concept child. Thus, although the low group child -
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does experience lower expectations of self, teache}s and parents,-his/
her perception of these expecﬁations may have somé variatioﬁs and incon-
siéténcies which also serve té affect the perceptions of the Capabiii—
ties the child has. The child who perceives that the teacher has low
expectations which afe not necessarily matched with low parental expec-
tations, ‘has difficulty deciding what to expect of self. o

Another affective characteristicvﬁhich differentiated ;ignificantly

between the two groups was the locus of control for academic success.

High academic self-concept children were more able to accept respons}—

. \.
bility for their .success in school than low academic self-concept chil-

dren. No doubt, the more frequent experience of academic successeé has
enabled these children to expect success ore frequently in the future
and to believe that his/her'perfof;éncevi; better than~oth¢rs (Weiner,
1974). The identification of high academic self—conc;pt children as
having very positive attitudes towards their academic abilities also
serves to confirm the notion.thac these children are more predisposed
to‘fake responsibiLity for their academic performances than' those who
have a low assessment of their abilities'(Chapman & Boersma, 1979).

A .

Whether control for success contributes to high academic self-concepts
or is.the outcome of positive appraisals could ;dt be answered in the
present study nor was that thé intent of the study.

High and low academic self-concept children were not found to be
distinguishably different in their asility to‘accept responsibility for
failure in academic gerfo;mances. Contrary to the research by Covingtoﬁ

et al.(1976) low,acadeﬁic self-concept child}en who do experience failures

more frequently are not more external than high academic self-concept

.~
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self—conceéi children in attributing'theirvfailures to teacher mood, "task '
difficulty or bad luck. They also do not attribute their more frequent

failures to the internal causes of a lack of ability or effbrt.. It had

" been expected that the latfter would be true byfvirtue'of the low academic

self-concepts these children admittedly had.

Contrary té the hypothesized differénces in, parental reacti ﬁs ﬁo the
cﬁildren'sﬂ;cademic performances, high and low,aéademic self;conc t chil-
dren did not éxperienée more of less positive and/or negative parental re-
actions. Chapman.(l979) uéed similar instruments and variables with tﬂe
learning discabled and "normal" school children and he.aid find that the
mothers of the learning dis;bled were more negative in their reactions.
The difference bétween Chapman's samples and the two extreme groups used
in the ﬁresent study may be attributed to the ob;ervation'that the low
academic self-concept group was achieving at an average level and most

#ikely these children's performances do not elicit explicitly negétivg

parental reactions. The report card grades may be quite satisfactory PR
b

fot the parents, especially since the parents of low acadé}ic self-concept
children did have lower expectatioéns.

In summary, each group is dist‘nct in terms of the variables of the
xeport card grades, self—;;pectations, teaéﬁér and pafeﬁt expectations
and locus of c;ntroi*for acadeﬁic success. High academic self—céncept chil-
dren, in comparison to low academic self-concept children, are giyen con- -
sistently higher report card grades, teacher expectétions and parental
expectations and hold higher ekpectations for them;elves as well as feeling
Azre responsible for their successes. .iow académic self-concept children.

have lower report, card grades and expectations and attribute their successes

more geadily to luck than to ability and/or effort.

-v
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High'academic self-concept children experience a greater consis-

tency of report card grades, expectations and control than low_acagemic
. v

Py
5

self—congept children. Low academic self~concept children's'académic 4

epectations failed to correlate significantly with report card grades

‘although the expectations of their caacherg}and parents were correlated

significantly with their achievements. Stati.:ically nonsignifican; cor-

relations between teachers' and parents’ expectations also suggest that
& i - -~

these low academic self—concept children are not receiving the same per—
formance demands from their significant others. The messages which they
are receiving from parents and teachers about their academic performances

are more dissimilar for low academic se‘f-cencept children than high aca-

demic self-conccpt phi%dren.

Affective and Achievement Characteristics

Academic performance, as measured in report card grades at the end of

the school year, was shown tobe significently di.ferent for students in the
extreme groups. High academic self-concept chiid: .u received consistent~-
ly higher grades in all subjects than low academic self-concept children:
In both high and low groups, glrls tended to do better tHan boys on Lan&%gge
Arts, Agiehmetic and Social Studies.

Report cards generally represent an index of the level of academic

-~

performance of the student in relation to others. Bloom (1976) had indica-
d .

. . Lo
ted that these public assessments of ones standing 1n relation to others do

: \
more to build up/break down self-perceptiyns of ability than daily classroom
7 . | - - o

interactions of praise and/or puhiShment. "Although the cumulatiVe ihpact

-

was not assessed in the present -study, there are indications .this may be

true for the low group child. Report card grades weighed more heavily than

-the afﬁgifive variables with academic self-concept for low_group childrsp :

\
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(r"= .264), even though it failed to reach the criterion level. When the

"two groups were cembined'in the point-biserial correlation matrix, academic

Selffconcept correlated quite highly with the report card,grades'(r = .615,

ﬁﬂﬁ .001) although noc,highef than the affective variables of teacher and

I

. parent expectations.

As cognitive entry chéracteristics, report card grades may be a3 good

indication of "real" differences in ability between these groups ‘of students,

regardless of their previously assessed'sipilaricies in verbal, non-verbal
and.numeficél*reasoning abilities (as measufei in I.Q. scores). The use
of full scale scores of the I.Q. tests obscured any verbal/non-verbal dif-

L4

ferences which may have been prevalent in these groups. As an assessment

of "generai 1ntelligence“, the Otis-Lennon and Lorge-Thorndike are not

as sensitive to the varieties of abilities which may he cefiected in Ehe-
teachers' grades. Since few of the children in the low group were placed
in the resource room for remediation; it may be assumed, however, that
the possible range of differences.in,school—related abilit c¢s between the
groups wece not extreme enough t indicate the need'fo* remediation for
low group children.

The cwo vafiablesvof academic performance assessments and report card
grades do prdiide consistent feedback for the individual. The student who
comes to expect success, exneciences‘euccess and cont@nues to expect it.
The s}ncent'who cones to expect failure, experiences failure more fre-

quently and sees self as lacking in ability to succeed (Brookover et al., 1967).

Lacking the self-confidence and the perception of ability to possibly succeed

_ the* school tasks which must be completed are experienced as increasingly

unple%sant, A dissatisfaction with school results when low academic self-

concepc ys also perform less well academically. The apparent vicious

‘cycle is not necessarily continued in the next school year. Changes in the
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teacher, class, school and taéks may work inrthe favour of tﬁe low academic
self-concept childrem. With only 307% of the ;ariance in SPAS '78 scores
accounted for by previous extreme SPAS scores, it seems reasonable to as-
sume that 70% of the High-Low group students do not maintain their pogitive
or negative acédemié self—concepgs in the following school year.

The present study‘does confirm the sex differences which Kifer had hoped
to establdsh (1975). Contrary to the stereotypical image, girls received
higher grades in Language Arts, Social Studies and Arithmetic.. No discernible
pattern is present in those subjects which would explain the.éex differences
in terms oflverbal fluency. The explanation also'éanno£ be found in terms

of consistencies in subject performances with academic self-concepts for -

T~

specific subjects or self—expectations, teacher and parent expectations.

Sex effects were not evident in the self and teacher expectations which
would explain report card differences for.boys and girls. Parental expecta-
tions were generally higher for déughters than sons, but these expectations
were not consistent with performances. Parents expected their daughters to
do better in Language Arts, Arithmetic.and Social Studies.

| ?ubje;t,sex differences in parental expéctations may be lesé subject
specific than sex specific. In recent interviews with parents on their
expectations for sons and daughters in grade three which were conducted by
the preéent researcher, it became clear than many mothers did not fqlly
understand what was inqu%gd in the subjects of Language, Science and Social

Ca
Studies.e When in doubt,iﬁgrents assumed the daughters would do better.
The present study indiéates that high aca&emic self—conceét children do

better in school than low academic self-concept childrem. There are also

indications that boys tend to do less than girls generally. Further study

is necessary to determine whether and/ or how extreme academic self-
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- concepts with the aécompanying "extreme' academic performances, affect
the academic performance in the following year. The present study did
not pursue the.high and low academic self-concept children's academic

performances in the following school year.

Academic Expectations |3

Although high and low academic self-concept chilfren were erved

to be distinct groups in terms of higher and lower self-expectations,

these self-expectations were not necessarily consistent with their aca-

5

demic self-concept and the expectations of teachers and parents.

Self-expectations ére a gauge of the féedback processes _between the
child and the environment: Cooper (1979) clearly illustrated how self
and teacher expectations become consistent through differential reac-
tions, interactions,‘perception of teacher control, praise for effort
vs. praise for external controls, and teacher enjoyment. Acéording to
Cooper (1979) teachers perceive students to be high or low performers
" thecﬁgsis of ability and,’or backgrounq and/or initial effoft. Stu-
dent achieQement.levels come to be influenced by these differer ia. per-
ceptions. Tha\High and Low academic self-concept students, however,
were originally selected to‘come from the same socio-economic backgre nds
and abili'ty levels (as measured in I.Q.). Student self-expectations are
correlated highly with acadeﬁic self—concep;ﬁgroups but within each group
there do appear some diffefences. The low academic self-concept child does
not have self-expectations which correlate sigﬁificantly with teacher ex-
pectations(9r parental expectations. The lower control which Cooper

(1979) perceived to be evident in the low student-teacher interac ions
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may be rdlated to the pﬁblic/private situations in which academic self-
concepts and self-expectations are forﬁed. Cooper(1979) reported that
teachers felt they had less control over the public inferac;ions of the
low students but gréater control overﬁiﬁe priQate "tutoring" type.situ—
ations with these students. 1In the pﬁblic exchanges, it may be that the
low academic self-concept child feels that he /she i. able to do things
whergas in the private exchanges the teacher is the source of success.
The moré public the child expresses self the less he/she feels that the
expectations of self should be lowered or raised. The more assistance
the teacher gives the child, the lower thé perceptions of ability may be-
come as the child ;ealizes assistance 1s required frequently.

For the low academic self-concept child, the inability to predict
report card grades accurately for the end-of-the-year (r = .264) and the
inability to perceive the ieachers"expectations accurately ( r = .043) as

well as parental expectations ( r =-.141) may result in a confﬁsioﬁ
which confirms the expectations of others in more frequent failures and
less effort.' The expectations they have set for themselves are not
neceséarily affected. " ... An internalization of self-blame and defeat,
rather than a modification of tﬁe inapproprtiate standards they ha&e set
ror themselves (Covington et,aiﬁ, 1976, p.41) may result.

Since the expectations were, however, significantly lower for Low
‘group tﬁan the High academic self-concept group, it is more likely that
these children have not set inappropriately high standards for themselves,
but that they have modified their standards to be unduly pessimistic in

terms of the assessments of theif abilities. The greater amount of

teacher—controlled private‘intefactions may have caused them to lower
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their expectations for sﬁccess too pessimistically. For the combined
groupi;in the point-biseriai correlation matrix, self-expectations cor-
rélated lower than teacher and parent expectations with report card
grades.

The iack of apparent congruency in teachers' aﬁd parents' expecta-
ions for low academic self-concept children illustrates that the feedback

process between these children and their environment may be rather faul-

\]

ty and not constructive for the child. Teacher ' and parents' were mode-

rétely consistent with each other on the total group matrix and the
high grgup correlations but they were not correlated for the low group
children. Parents were generally more optimistic than teachers.

For the low academic self-concept child, the differences in teachers'
and parents' expectations may mean that he/she is receiving different cues
as to performance levels from ;he teacher and the parent. The child who
is criticised in the classroom for his/her work and praised in some meas-
ure by the parents for the classroom work, may be confused as to knowiﬁg
what to expect in future performances. Few mothers perceive their chil-
d;en to be below average and they are not likely -in agreement with’their
children's expectations or the teachers' assessment of’the child. The
parents are aware of teacher expectations as transmitted via report card
grades but those expectations may be seen as limited to the particular
teacher so that in the future, parents may have different expectations
for their children (Coopersmith, 1967; Entwisle et al. 1978). Thus,

when parents are asked to assess their children's performances in the

! ~

“

following school year '"when they are older" their expectations may) be
: /

¥

less consistent with the teachers' and children's expeccacions.(f

o
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Teachers' expectations are considered to be more consistent with the
child's present performance. It seems reasonable to assume that few tea-
chers would expect to find "late bloomers" in the classroom.

The greater correlation of self-expectations with teachers' and
parents'’ expectations in the high academic self-concept group lends some
credibility to the notion that these children are experiencing a congruen-
cy.of expectdtions which encﬁurages their academic output. The lack of
significant correlations of self-expectations with teacher and parent ex-
peétations in the'low academic self-concept group, suggests that these
children experience less consistency as well as lower incentives-for academic
perforﬁance from the significant others since they were subsect to lower ex-
pectations. Chapman (1979) suggested_that the weak relationships between
self-expectations and the expectations of significant others were to be at-
tributed to the learning u.sabled' inability to express themselves verbally.
Chapman's suggestion is not necessarily applicable to the low group children
since they were not predominantly learning disabled as a group. It is pos-
sible that these children do communicate less with the significant others,
especially since they appear to be somewhat more dissatisfied with school.

Io summarize, it is evident that low academic self-concept children do
not estimate their report card grades accurately. Teachers and parents 6f
low academic self-concept chilaren are able to assess the child's performance
in a given school year quite accurately but their expectations are only mini-
mally related to each other and the child's expectations. Parents' éxpecta—
tions of low group girls were lower than their expectations of high group
children when boys and girls were combined but were actually quite similar
to the expectations of parents for high group boys. Low group boys experienced
considerably lower parental expectations. Teachers' expectations .were

o

shown to be different for the boys and girls but they were lower than parental
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expectations for the groups. '
Teachers' expectations are, not surprisingly, highly correlated with
report card grades‘at the end-of-the year and parents are also more

keenly aware of the teacher criteria for grades thanm all the children.

Parental Reactions

The inability to confirm thaf a meaningful relatioqship exigts between
parental reactions and affective and achievemeht characteristics, need not
necessarily indicate that parents do not react differently to thegr chil-
dren's successes and failufes. It does indicate that the samples of High .
and Low academic self-concept groups are different from the samples of
learning disabled in Chapman's (1979) study. -He found that the parents of
learning disabled children were generally more negative in their reactions
" and parents of the control group were more positive in their reactions.

The lack of confirmatipn of differences between groups may indicate
that the fallures which we have assumed ghe low academic self-concept
children experience are only failures relative to the high academic self-
concept children. On the five-point metric scale which was used for each
subject, the low academic self-concept children did receive a minimum
average of 3 for each subject. Thesé low academic self-concept children
are fecéiving average grades whereas the high academic children with a
mean of 4, received superior grades.

Average grades are not necessarily failing grades unless expectations
are unrealistically high; Since parental expectations were lower for the
low group children, it may be assumed that the parents would not react as
negatively to average performances as they would react to those learning

disabled who are not performing at average levels in the subjects for which
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they receive resource room instructioﬁ. Chapman (1979) repqrted lower
specific subject meéns for the LD students in grades 3 to 6 than for

the students in the present study of High and Low academic self-concept
groups. Control group means in Chapman's study were also generally N

lower than the High academic self-concept group's means.

Locus of Control

The high academic»self-concept child's ability to accept responsi-
biliﬂy for academic successes is to be ingerpreted as a positive incen-
tive in the child's academic career. Perceiving that he/she has control
over the rewards received, gives additional reason to maintain the beha-
viour which affects academic performance (Crandall, Katkofsky & Crandall.
1965). In view of the higher academic performance, more constructive
self-appraisals of ability, higher self—expectations,.teacher and parent
expectations, the internal control for success iﬁ the high group éhild
is to be viewed as a positive characeristic. For these children, success
breeds success and the behaviour which tends to repeat sucess. Succesé
which is ascribed to self is attributed to a stablé cause which tends to
continue to builld up self-expectations and those Qf others (Weiner, 1974).

Contrary to the stated expectations that low academic self-concept
children would be internal with respect to failures, no differences were
found between these two groups on this continuum. Even though these chil-
dren do have lower academic self-concepts and lower self-expectations,it
i1s not necessarily true that they expgrience failures. They may expef—
ience less recognition for being the best in the class but this 1is not
attributed to their own lack of ability or effort than the high group

children. These low academic self-concept children cannot be typified
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as exhibiting "learned helplessness" in terms of Weiner's descrip-
tion of those who atribute failure to low ability. The findings in
the present study support Chapman's research in that he also found no
signficant difference between LD and control children on the internal/

external dimension of control for academic failures.

Implications of Results

The present study was initially conducted in response to the question
why students are sometimes so inaccurate in predicting their end-of-the
year report card grades.‘ The student who shyly approaches the teacher
in June to ask if he/she has passed when all grades indicated no reason
to expect failure remains somewhat of an enigma, fhough less so than be-
fore this study was undertaken.

Acaaemic self-concept which is " the manner in which an individual
describes him/herself.as unique among others in terms of interactions
and performances on school tasks' (Chapman,l1977) tends to be formed iﬁ
response to the latent'cufriculum in the classtoom of self and teacher
expectations and the expression of paréntal expectations at home. The
academic self-concepts tend to be school-specific and not generalized
to feelings of self-worth as in a general self-concept. Embedded in the
school situation,_they do, however, influence and affect school per-
formances as to the actual grades the children recgive, the expectations
they come fo hold for themselves, and the expectations which they expe-
rience from the teachers and parents. Aéadegic self~-concepts, which
tena to be formed in the first two years of school continue to develop

and also affect the school learning %5 an affective entry characteristic.
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The present study indicated that in groups of children who hold ex-
tremely positive or negative academic self-concepts, these self-concepts
are related signficantly to academic performance in that they are able
to predict report card grades almo§t as well as teacher and parent expec-
tations. Whether academic self-concept (as measured by SPAS) is a bet-
ter indicater of the affective entry characteristics than other ffective
variables was notfdetermined in the present study.

In the extreme groups, academic self-concept is less stable t
the total gc?ool population. SPAS '77 correlated moderately with Sp. S'7R%
in the extreme groups whereas it correlated highly 1. the population of .Y
(r =..546 vs. .755). .The child with é high academic self¥concept does
not necessarily have as optimistic a view of self in the next year.

~

The change in peers, class structures, teacher expectations and self-
expelrations may modify these extremely optimistic views. Teachers do
react differently to various students and report card grades do give

the child f%edback as go the accuracy of his/her optimism. New students
in the class do change pror relations and new schools bring expectations
also.

Similarly, the child with a low academic self-concept does not ne-
cessarily have as extreme a negative view of self in the next year. The
inconsistencies which the child may/may not have experienced may be more
aligned with reality. The negative view may not be supported or continued
in teacheré' and parents' expectations in the next year. With increasing
maturity, the inability to accept responsibility for success may stimu-

' .
late a greater belief in personal control over public and private exchanges

in the classroom.

In attempting to control for the variables of 1.Q., age, soclo-economic

.
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status and general self-concept, the number of variables which “could
be contributing to possible group differences was by pc means exhaus-
ted. Different schools were involved in the selection of students-
schools which have beenvdescribed as consisting of very differgnf ap-
proaches on the authority/structure continuum. A number of ciasses
were involved with different teachers and a few classtooms seemed to
contain a disporportionately large number of children with extreme
views.

The issue of what contributes most meaningfully to.academic self-
concept differences is by no means closed. Questions as to the contin—
uing influence of academi self-concept extremes on academic achieve-
ment still neea to be researched further. A study by Chapman, Cullen
and Boersma(1979) indicates academic self-concepts contribute signifi-
cantly to report card grades in subsequent school years. One could
assumé that similar results would be obtained fog these extreme groups
unless the conditions which perpetuate the academic self-concept ex-
tremes are removed.

For the teacher and parent who is aware in a given school year that
extremely negative academic self-concepts are maintained by séme who
have an apparent ability to do all right in school, the'implications f
these results céll for a greater awareness of these extreme views. The
conditions which appear to promote these extremes in academic self-
concepts involve the expectations by self for failures/ successes rela-
tive to others, the high/low teacher expectations for the child's academic
performances and the high/low parental exfectations. Thé emphasis in *he
discussion wili be on those with extremely negative academic self-concepts

since'they are the ones with the greatest discrepancy between ability .
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and self—concept and performance.

If academic self;concepts can be raised by increased ponitive teacher-
student interactions, teacher expeccations parental expectations, and, a
less public displav of indicating where children stand in relation. to
their peers, then the child's academic performances may very well illus-
trate the effects of these increases. The emphasis today in the schools
on affective education to increase a child's sense of self-worth through
programs like DUSO, Magic Circle and other affective‘education programs
will not necessarily affect the child's functioning in the classroom situ--
ation of effort and pérformance in specific school subjects. To incréqse
the child's effectivenéss in the classroom it may be necessary to raise
the levels of academic self-concepts and expectations. Through the use of
SPAS the ext~emes do become apparent. The question today should not be
whether to return to the basics of réading, Qriting, and arithmetic,'but
how to increase a child's awareness of abilities in those subjects to in-
crease performance levels. \-7

.Bloom's assertions may be considered to be too extreme when he states:

-under ideal conditioms, the combinations of all three variables,
i e. cognitive entry characckristics, affective entry characterigtics
and quality of instruction, could account for as much as 90% of the
variation of a group of learners when under the most favourable con-
ditions, should show only 10% of the variation of a group under less
favourable conditions (p.174).
For some, thé school is belleved to be the best societal vehicle for the
perpetuation of a stratified society (Dreeben, 1968). Bloom's (1976) mas-
tery learning techniques are attemnts to discontinue the stratificétions in
the nlassi?Qns of those who can vs. those who cannot. Whether or noﬁ one
believes that there are always going to be those who cannot learn in a

classr¥oom who will then perpetuate the useful lower strata in society, it

seems unremittingly harsh to accept the status quo of clasdsroom societies and
%.
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to have children in elementary schools’ already experiencing such self-
views which are not constructive or helpful in their séhool tasks but
make every new task a burden rather than a pleasure.

Any "functionally limiting threshold vari;ble” (Brookover et al.,
1975) thch is a barrier for the child to bégin to gauge his/her pogen—
ti;i more accurately should be removed f?om the classroom situation.
For‘tﬁe children with extreme academic self-concepts, this affective
entry cﬁaracteristic does appear to account for up to about 25% of the

variaq;%'iﬁ repoytJéard grades. That kind of variance in-academic per-

formance does mean that the child's cognitive entry characteristics in

-

the following yeér have been limited by these affective entr& characteris-

Q%cs. Feeling incompetent in arithmetic and coh%eqﬁently hating arith-

—~

e metic tasﬁs would limit the skill ‘competency the child acquires in that
year. The child's right to an educa;ion shogld be the right to a develop~-
ment of potential without the artificial barriers of teacher expectations,
parental e;pectations and 1naécurate self-perceptions. If parents and
teachers could be made more aware of how their differential perceptions

lﬁre’ﬁ;ansmitted in their reactions, then these expectations will no

longer pe obstacles for the low academic self-concept child but they may '

become more genginely realistic asseéssments of the child's abilit:.s.

Limitations and Suggestions

1

Academic self—éoncept has bgen shown to be an afféctive entry charac-~
teristic for children who hold extremely high or low academic self-con-~

cepts. Althoughextremes in academic self-concepts have been shown to be

-
1

accompanied by similar extremes in self-expectations, teacher expectations,
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“parental expectations and responsibility for success,in_scﬁool,4the ot

present study did not determine the long-range effects of academic ‘
\ ¥

self-concep?s on academic achievement. Further research is necessary

with tRese extreme views to determine how/whether academic self-con-

PR

cept extremes continue to function in setting the limits of perfor-

“mance. , ' o w

The maintenance of academic self~concept extremes was demdnstrqced

to some extent in the present study. Whether academic self-concept is
* . . ' .

forméd?as a result of the interactions of affective variables and report
card grédes was not established{‘ The regearch concentrated on thpose
:children in graées 3 to 6 who already had extremes .in academic self--
concepts. Research with younger children as'Entwislg and Hayduk (1978) -,
kn Qé?d would have to be conducted yith aCademicjéélf—concept devélopment; \
‘Boersma and Chapman have already begun some g;*ZRﬁﬁ research. \

The scope of the present study may_have begﬁ too éxpan31Ve°in thé
use of numerous variables and topics. ;;:\ﬁsg,of new inétruments such
as the SPAS‘and the PAPS in the,same study‘complicated some of the fin-
dings in that the total populatiop from which theséjexﬁreme groups were
drawn also formqg part of tﬁé.basis for the SPAS and ?APS validity and
reliabil&ty studies.' An aﬁhlygis of these vériables on groups which.
are independent of the normative sample would be rECommended:{.

The choice of gxtr'me groups was based on'the SPAS thcﬁ was also
use;.to substantiate cﬁ: claiﬁs of th; development agé méintene;nce of
academic self-concept. Some cyclical research appears. to be indicated
heré. Extreme groups are a valid method to study gr§Upidig}erencés in

s

a longitudinal study but when the extremes are based on the SPAS to de- S,

& . : .
termi?b the relationship of SPAS to correlated variables, the use of &
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extreme groups may ue questioned. As a post facto reée@rch,'the de#igns
wefe‘ofgen ipstituted to confirm that which was known."
s Questions were not answered definitely as to the legitimacy of Biﬁum's
"céncept of affective entry chafacté;istics as a relatively stable charac-.
o - N
teriétic which affects the subsequent performances and is perpetuated in‘
the classroom cpntext to become a personal characteristic. Bléom has been
the pivotal fo?ce in most of the preseht research and in a sense, the
relevance of the present study falls or stands with Bloom.
| . The questions which have been left unanswered revolve around the

Qariaﬁce which could not be accounted for in the reportlcard grades b&
the analysis of the affective ch;récteristics. Were theére ''real" dif-
derencés in ability which were not accounted for by the I.Q. scores?
Werc these children as homogeneous as they.appeared in age, socio-~economic
status and general self-concept measures? With only motheré reporting
the relevant data, were fathers! roles to be discéunted and possibly
élouding the issues? Nothing was known at the tiﬁe of the children's
respective roles in the family constellation - information that may “be.
crucial in determining group differences.

The present study has illustrated that nothing is as simple as it
may Qeem at first glance. .The complexities of the ingeractions, percep-
tions, expectations, and reactions have been assessed to some dégree but
with a growi;g awareness of the inability of any one study to answer all
questions comprehensively

A numbér of extensive statistical testé weré conducted to the extent

that one could argue that the data was over-analyzed. Statistical tests

can be tools which provide us with indicators and as long as we are aware
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of the limitations of these inci. s:ors in the extreme groups with the
correlationd.dapa and the limited number of subjects for the multiple -
regression anaiysis, they can continue to serve us. It is.difficult
to find "hard" evidence for most of the assertions which have been
made in the present study. anceptually,many of the aséertions are
coherent and the statistical designs indicate where we may be on the
right track. ‘ : : &
In conclusiom, it appears that academic self-concept can be meas -
ured meaning fully with the SPAS. Little overlar ?s evident between
the SPAS and general self-concept measures sucﬁ as the Piers- Harr:
Utilization of the SPAS in the classroom/ counselling situation could
help to locate specific difficulties the child may have in school with
the subjects, general school attitudes, teacher relationships, parental
expectafiéns and self-expectations. Where the SPAS Qo;ld indicate in-
consistencies with academic;;elf—concept and academic’ performance, the
tgagher/cdunsellor should probe as to what ;he expectations are of the
ét&éent, the teacher and/or the parent. Where the SPAS indicates consis-
tencies wi?h acédemic performances and the student appears to be func-
‘tioning below ability, intervention techniques should consist of raising

the child's academic self-concept.
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Appendix A

»

. Means and SDs of the High and Low Groups Qn'Otis—Lennon, Lorgé‘Thorndike I.q.

»
) ’ High Group - Low Group
Variable
-~ Mean SD ~ Mean ~ SD e p
~I.Q. ' - 113.02 6.49 112.34 . 8.07 .50 n.s.
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e Appendix B
]

ANOVA Summary Data for Piers-Harris Subscales for High-Low Groups and Sex

-0

Scale v Sourée - df M.S. F-Ratio Probability
- Behaviour A (Group) 1 < 1.102 0.084 0.772
B (Sex) 1 3.617 0.276 . 0.601
AB 1 0.242 0.018 0.892
~ Errors 111 13.125
Intellectual ~ A (Group) 1 - 5.328 0.396 v.531
and School B (Sex) 1 © - 1.668 0.124 0.726
Status AB v 3.875 ,. 0.288 0.592
Errors 11 13.469 T,
Physical A (Group) 1 1.429 - 0.154 Y 0.695
Appearance B (Sex) 1 2.359 0.254 0.615
- AB 1 8.433 0.909 0.342
Errors 111 9.276 '
Anxiety A (Group) 1 0.750 0.097 .. 0.756
B (Sex) 1 0.125 0.016 * 0.899
AB 1 2.894 0.374 0.542
Errors 111 7.735 N
- Popularity A (Group) 1 1.801 0.189 0.665
B (Sex) 1 7.648 0.800° 0.373
AB - 1 3.644 0.382 0.538
Errors - 111 9.552 )
" Happiness A (Group) 1 10.290 0.938 0.335
. B (Sex) 1 ¢ g.711 0.794 0.374
AB 1 12.000 1.092 - 0.298
Exrors 111 10.966
Total . A (Group) 1 5.750 0.031 0.860
Scale . . B (Sex) 1 18.188 0.099 0.754
' o AB 1 66.188 0.358 0.551
Errors 111 184.596 ' :




