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ABSTRACT

Thi s s t Udy i nve stiga ted the r elati onships among the

affective var iables o f s e l f-c oncept and read ing attitude , and

reading a ch ieveme nt i n grade two children. Whether ge nder had

any s i gn i f ican t effect on these variables was also considered .

Strong r e lationships among these var i ab les would su gge st the

need for primary t eachers to c ons i de r the affect i ve needs of

their students in their r ead ing programs in order to promote

maxi mum reading ecn reveeent ,

s corer: obta ined from 30 r an domly c hosen g rade t wo boys

and 30 r ando mly ch osen gr ade two gi rl s on tests mea s uring

se l f -conc ept, r eading attitude and re ading co mpr e he nsio n were

correlated. As wel l , 1:- tests we r e per formed t o comp ute the

inf l u enc e of gender on s el f -con ce pt, read ing attitude and

r e ad i ng ac hievement.

Si gnificant r elationships we r e found between parent

relations ' sel f - c oncept , r eading s e lf-co ncept , general scnoof

se l f - c once pt , total academic self-concept , and total sel f

conc ept and read ing attitudes, but not f or peer re l a tions'

s e l f - c oncept and t otal nonacademi c sel f -conce pt a nd r ead ing

at t i t udes. Only the a cad emi c self-c oncepts (readi ng s e lf ­

conc ep t and t ot a l ac a d emi c self- co nc ep t) were s ig ni fi c ant ly

related t o r eading comprehens i on . Re ading attitude , however,

was not s i gni f icant ly r e l a t ed to r eading co mpreh en sion .

Gend er was found to h ave a signif i cant influen ce only on

reading s e lf - c onc ept and reading attitudes, with the boys
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ha ving less pos iti ve rat in9B in these areas .

The r esults of this study c on tirm t he relati onship

between academic sel f - c onc e pt s and reading a tt itudes Lnd iaply

the nee d Cor t eachers t o desi9n the ir programs s o that thes e

a f fective behav iours a re enhanced . Chi l dren with po s itive

pe rcepti on s o f II su bject viI I be mor e motiva ted and put more

effort i nt o that SUbject, possibly lead i ng- to i mproved

performance .

A relationship between reading selt-conc e p t and reading

c omprehension was s hown to exist . Althoug-h this s t udy d id not

de t e r mi n e c aus a l i t y between the two , the implication is there

to consider the ch ildren's self- concepts in the read inq

program. I f chi l dren' s self-co nc e pts can be enhanced while

they are be in9 t au9ht t o r ead, pe rh ap s h igher achieve ment

wou l d result . Remedia l teachers s hou l d als o co ns ider

relllediating self-concepts Wh ile r e mediatinq reading skills .

The boys i n t h i s s tudy we re fo und t o ha ve less positive

read i ng self-co ncepts and less f avourable r eadi ng att itUdes

than the g i r l s. This imp l i es t he need for t e ach ers to pay

parti cular attention to the boy s in t h e c l ass r oom when

designin9 a ct ivi tie s that promote s e lf-conc e p t and att itude

enhancement . Te achers s hou l d consider what they can do s o

that the boys find reading a more intere sting and r ewarding

experience .

In sum, th i s stUdy supports the importance of affective

behaviours in s ch olast i c performance . It suggests that
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co nsidering the affective needs of children in reading

i nstruction may promot e and sustain re adi ng aChievement .
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CHAPTER I

AN I NTRODUCTI ON TO THE STUDY

Today i t is c ommonly bel ieve d t hat s cho ols a re

re s pons i ble fo r helping all s t udents ac hieve a t their opt i mum

l eve l. One of 1:;he ge ne r al ob jec tives f or educa tion in

Newfound land schoo ls is "to ensure t hat a ll pupils master t h e

fundamental s kil ls of lear n ing t o t he lim.it of their

abilities" (Department of Education, st . John's , 1984 ) .

Perhaps t h e area of de ep es t co ncern fo r teachers is that

children learn how to read wel l because r eading per me ates all

a reas o f the curricu l um a nd skill i n read i ng is vital f or

success in many other SUbject areas . The or ies are cons tantl y

changing as to the best app roach fo r t e a ching r e ad i ng an d i n

primary c lassrooms t he g reater proportion of t he day i s spent

on reading an d language a rts activit ie:; . Neve r theless, some

children do ha ve difficulty wi t h r e a d ing a nd the ir at tempts at

l e a rn i ng to read are les s than successfu l .

What character izes t he s e ch i ldren who ha ve d i ff iculty

learni ng to r e a d? Of ten teachers wi ll r e c or d on r ep or t car ds

and a necdot a l records that t he se chi ldren demonstr ate a p oo r

attitUde to reading a nd/or a poor se l f - c o ncept . Har di n (19 80)

reported that most poo r r e aders do i ndeed , have a p oor

a t t i t ude toward r e ad i ng , poor self-esteem a nd are e a s i l y

defeated by mistakes.

AttitUdes and se t s-ccncep e are i nc l ude d i n wha t



resea rchers in education refer to as affective

Affective concerns a nd behaviours are important to the reading

process, Alexander and Filler (1976 ) stated , because they

provide the desire an d the will to r e ad . simila r ly Har d i n

(1980) suggested that l ea rn i ng t o read is 90t: attitUde and

10% skill .

others also stressed the i mportance of affective

behaviours in readi ng ecnteveeent . Wirth (1977) reported that

when children see themselves as i nadequa t e , they lose their

sense of "can- ness " and what they can do d i mini she s . She

suggested that if t hese children with poor Relf-concepts are

to achieve in read ing, they "mus t regaln t heir sensa of " I can

do it" and begin to view themselves as ecmevere , Ignoffo

(1988) stated that remedia l reading stUdents nuet; be he l pe d t o

al ter previously established attitUdes about t he ir own

potential and their sense of self-worth and that any remedial

help that dea ls so lely with co ntent and not wi th self-concept

improvement is doomed t o fail be c aus e t he students ' own " inne r

critic " wil l sabotage the efforts.

The role of affective behaviours, t he refore, shou ld not

be cver-Lcclced i n importance in the ac quisition of r eading

skills a nd in t he co ntinued use of r ead i ng fo r informational

and recreat iona l purposes. Teachers, themselve s, are aware o f

the importance of affective beha v i ors i n r e a d i ng ac h ievemen t .

Purkey (1970) s tated that fo r g en e r a t i ons wise teachers ha ve

sensed t h e signif icant and posit ive r ela tion sh i p be t veen



s t udents ' concept of t hemse lves an d the i r pertormance in

scnocj . He at h ingt on a nd Alexa nder ( 1984) found that reading

t eacher s feel t hat developing a pos i t ive at ti tude t owards

reading is s o important that they rate it h i gh er t h an o t her

activities i n a r e a ding prog ram, s uc h as t ea ch ing ph on i c s ,

sight words, wor d meaning , silent r e ad ing , s tructura l

analysis, and s tudy sk ills. Pottebaum, Ke ith and Eh ly ( 19 86)

reported a recent upnur'qe i n i nterest in self-conc ept and

achievement be c a us e of the belief t hat c hildren's fee lings

about t hemselves are key factors i n school ac h devement; , and

that children's dev e l opme ntal needs, including a positive

se l f -concept , s hould be a concern of t he educational pr oc e s s .

Desp ite the importance teache rs a nd others in the field

o f education p lace on affective be haviours, resear ch into the

variables of s elf-c;.:oncept a nd reading attitude ha s left no

c l e a r c ut answers as to t heir relationship wi th reading

achievement . Hansford an d Hatt i e ( 1982 ), in a r e view of 128

studies conducted to determi ne t he r ela t i o ns h i p be t we en self

an d a c hievement/performance me asures , found t hat the

cont radictory nature of the research findings made dr a wing

conclusions a diff ieu l t and imprecise t a s k and ca ll for

additiona l research i n t he area. Parke r and Pa radis (19 86)

noted t h at research i nto a number o f va riables t hou ght t o be

assoc ia ted with attitude to read i ng , such as ecmevement.,

special p r ograms a nd sex show conf licting f indings , while

Lohman (1983), in a s t udy of the a t tit udes t oward r eading of



d i sabled an d normal read ers , r e commend ed fu r ther research into

the r elati onsh ip between attitude to r eading and achievement,

s ex and gr ade p lacement .

Statem ent of the ProblClp

I n a c lass of t hirty child ren , the t e ac he r ha s about

thr ee minutes per day to spend on r e ad ing with ea ch ch ild

(Wei se r , 19 74) . This i s certa inly insu fficient time for the

primary cnesu room teacher to deal with able beginning readers,

let alone thos e who are ha ving dif fiCUlty i n l earning t o r e ad .

The t ea ch er must , therefore, t ak e a dv an tage of anything whi ch

may sp ur h er s t udents on t o ach ieve in r eading . Research

suggests a r elat i onship betwe en af f ective beha v i ours a nd

read i ng ecmeveeent , but a lso calls for fu rther research i nto

this area . I f a tit r ong r elati o nsh i p can be show n between

children' s se lf-concepts, attitude s t o r e ad i ng and re adi ng

e entev eeene , i t wou ld s ugg es t t he ne ed f o r t eac he r s to gathe r,

d e velop a nd use a ll ac tivi tie s a nd met hod s of i ns t r uc tion that

f oster the deve l op ment of positive s e lf-conce pt s and reading

att itudes i n their n ad i ng progra ms in the ho pe that the

reading ach i e vement of their students wi ll also be affected

positively .



Purposes of the study

The primary purpose of this study i s to investigate the

relationships among the a f fective behaviours of self-concept

and reading attitude, and readin9 achievement in a group of

grade two children . This study s hou l d shed s o me light on the

role t hese aff ect i ve behaviours play in prima ry c h i ldren 's

e f f orts in learn ing to read.

I n the inv es t igation the f ollowi ng questions will be

addressed:

1. Are reading attitude scores and self-concepts s c ores

r elated to reading achievement in grade t wo children?

2 . I s there a r e l a t i onship between reading a t t i t ude and

s e l f - co nc ep t in grade t wo children?

J . Do grade two boy s differ from grade two girls i n

read ing att itude . se l f - conce pt and reading ac h i ev eme nt?

Significance of the study

Helping all children learn to read well is a n area of

deep co nc ern for pr imary teachers . Teachers will gratefully

embrace an y s uggest ions whi ch will help their s t udent s achieve

in reading to their fullest potent i al. If strong relationships

a r e found to exist among self-concept. reading attitude and

reading a ch ievement , then the ne ed for primary teachers t o

consider the affective needs of their students i n a read ing



program geared t o prolllote maximu. r eading ach i evement is

sugges ted . Perhaps l e s s ons geared t o enhance self- conc e pts

and r e ad ing att i tudes will r e sult i n i.pr ov ed r e ad i ng

achievement of the stude nts i nvo l ved . A strong rel ati on sh ip

between sel f - co ncept, reading a t t itUde an d reading ac hievement

may s uggest the need t o che ck children ' s self-concepts a nd

r e ading a t titudo wi t h s ome standa rd i ns t rume nts e ar l y i n the ir

schoo l careers so t hat an i nt ervention progr am may be begu n

fo r those wi t h l ow ratings.

Limi t at ions o f t he Study

A nu mber of limitations a r e in herent in a s tudy of t h is

na ture .

1 . It deals o n l y with grade t wo children . Results

obta ined ma y not be generalizabl e t o other pri. ary

grad es .

2. All student s reside i n one geographica l a rea-that of

met ropo l i t an St . John's . Res ult s lIlay not be

g en eral i za b l e to othe r schoo l syst ems or d ist ricts .



CHAPTER II

REVIEW OF RELATED LITERATURE

Historis:;al Perspective OD the Self

Much of contemporary theorizing on the self can be da ted

back to the work of Henry James (1892). He proposed a g loba l

ss i r-ccncept made up of sp i r i t ua l, material and social

aspects . Mental faculties comprised the spiritual self,

material possessions t he materia l self and the esteem and

regard that one perceives others have for oneself made up the

socia l self . For James, the origins of one's overa l l s e nse of

self-esteem l a y in how one weighted one's competencies

(Harter , 1989 ) . Thus , i f one's demonstrated leve l of success

across domains was equal t o , or commensurate with , one's

aspirat ions , t hen one would have high self-esteem, whereas l ow

self-est eem resulted when one's pretensions va s t l y exceeded

one's actual leve l of s uccess . The not i on that individuals

compare their leve l of competence to the importance of success

""across numerous domains , and t he deg ree of congruence or

discrepancy that results wi ll determine t h e i r l e vel o f self­

esteem is implicit i n this model (Harter. 198 9 ) .

In contrast to James who focused on the individua l 's own

evaluat ions , Coo ley (1902) fe l t t h at t he origins o f s e lf were

social a nd formed through the attitUdes of significant others .



He c oined the phrase "Loo king -Glass Self " a nd suggested t hat

the self is a r e flecti on of wha t i ndividuals perceive ot he r s '

jUdgemen ts of them to be . This idea is similar t o t hat found

in the work of G. H. Mead (1934) who theorized t ha t infants

are b orn without a self-concept but acqu i r e one thr ou gh socia l

int e ract ion . Mead felt t hat as chi l dren re late to pe ers an d

significant others in the i r wor l d , t hey t e nd t o take on t he

attitudes these ind i v idua l s hold t owards t h em (Swa yze , 1980).

Coo l ey ' s "Look i ng Glass Se l f " resembles Mead's "ge nera l i ze d

other" - which i s the pooled or collective j Udgements of

significant ot hers t owards t he s e lf .

I dea s and theorie s c onc erning t he self a nd self-concept

have developed rapidly throughout the 1900's . Fe l ker (1974)

classified t he s e t heorists into three br oa d groups. Members

i n the first gro up, of which he saw Freud as a good example,

place a heavy empha sis on t he psychodynamic role of the

pe rsonality - that per s ona lit y systems are dy namic energy

systems operating wi thin the i ndi v i du al. Self-esteem de ve lops

t hr o ugh the inner image one has of oneself a nd on the ways one

lives up to that i ma ge .

The second group of theorists, Felker suggested , take a

more human istic point of v i ew. They feel t ha t man natura lly

strives for those things that are most conducive t o persona l

growth and self-fulfil lme nt . carl Roge rs and A. H. Mas l ow

exe mpli f y t h i s a pp r oach t o self-concept .

Fe l ke r charact e rizes t he third gr oup as thos e theorists ,



such a s J . C. Diggory, who concentrate primarily ,on the

cognitive dimens ions of self . Dig gory regards self as a type

of reflexive r e lation - the self is characterized by

re latio nsh i ps in which the individual or some part of the

i ndiv idual i s both the SUbject and the obj ect. He places

heavy empha sis on co mpetence as a n aspect of self-esteem.

Fe l ke r s umme d up the contributions made by the three

gr oups o f theorists to the und e r standing of the role which

s elf-conce pt plays i n human beha v iour in this way:

The emphas i s of the Freudian approach on the dynamic
qu a lities of se l f has pointed out the neces sity f or
looki ng at sel f - concept , not only a s a product of what
others do t o an individual, but also a s a determiner of
wha t the i nd i v i dua l does . The assumptio n o f the
human i stic t heori s t s of the possibilities for human
gro....t h and atta inment has empha sized the need for schools
a nd other organizations i n whic h ch ildr e n ope r a t e to
develop gro....th fac ilitating environments . The rigor and
experimental me t hod s of those in the cognitive group of
theor i sts hold promise for de veloping more detailed
e xplanations of the mecha ni sm by which t he s elf-concept
is de ve l oped and maintained (1 974, pp. 21-22) .

An outgrowth of these theories of s e l f and self-concept

has be en a p let hora of research s t ud i e s on s e l f - c on c e pt ­

s tud ies afr.ed at de fin ing , measu ring and/or changing the self ­

co nc ept . This has led to a lot of c on f usion i n self-concept

r e s e arch or a s Ros e nbe r g put it, " it is no e xaggeration to sa y

that \I '" are a s f ar as e ver from ag reeing on wha t i t i s , let

a l one on how t o measure i t " (1979, p.5). A cursory

examination of the research reveals a multitude of differe nt

de finit i ons, some very precise, a nd others quite broad,

general , and encompassing many f acets . In fact this was one
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of the criticisms wylie (1961) made in an e xt e ns i v e r e vr e v ot

research t o that date on self- c onc ept . She f e l t i t WllS

diff icult to generalize from. one r esearch s tudy to ano t he r

When the re s e a r che rs involved had not agre ed upon a definiti on

of the s elf- c on ce pt they were purporting to ee a a u r-e . Ot her

s tudie s eve n tail t o define self-concept at all , believing

that "everyone knows what it is" (Mars h , s mith, Bar nes and

Butler , 1983 ) . Ir, an attempt to s he d so me ligh t into th is

matter. several datin! tions o f self - c onc ept will be

c ons i de r ed.

Shavelson , Hu b n e r a n d Stanton (197 6) offered the simple

de fin i tion o f se l t - concep t as one' s perc eptions of oneself

formed t hr ou gh exp erience with one ' s e nv i r on me nt. Bean e ,

Lipka an d Lu de wig ( 1980) s ugge sted that self- concept is a

de s cription held of oneself ba s ed on the r ole s o ne pl ay s and

t h e pers onal attribute s o ne be l i eve s one po ssesse s . Mark us ,

Smi t h and Moreland (1 98 5) consider ed self-concept t o be a s et

of scheees o r cog nitive genera lizat i ons about s e l f that

organize pa st expe r i ences and are us ed to recognize and

i nt e r pr e t r elevant s timu li in the s oc ia l environment .

Shavelson, in a l ate r s t Ud y , added to his earlier def inition

of self-concept by s ugg e s ting that t he s e l f - c once pt is

influenced especia lly by r einf or c eme nt s, eva l u at i ons by

significant others , and one's attributions for one 's behaviour

(Shavelson and Bolus, 1982).

Others us e the teD self-esteem instead of self-con cept
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i n t he i r research . coopersmith (1967) stated t ha t selt-esteem

r efers t o the ev a luation indiv i duals make an d maint a i n wi t h

regard to ebeaserve s and that it e xpre s ses an attitud e of

a pprov a l or d i sapproval , i ndIca t In g the e xtent t o whi ch thos e

i nd i viduals be l i e ve thems elves t o be "ca pa ble, s igni f i c a nt,

s ucc ess fu l and worthy" ( p. S) . Branden ( 1969 ) r eferred t o

self- esteem as the ove r a ll ev a l ua t i on of oneself. He

c on tinued :

Se lf-est eem ha s t wo interrelated aspect s . It ent ai ls a
sense of person al efficac y and a sense of pers onal wor th .
It is t he i ntegrate d sum of self-confidence an d s e lf­
r es pect . I t i s t he c onvict ion t hat one is competent t o
live an d worthy of living (p. 104) .

Sa muels (197 7) , on the other hand, co nside red se l f - esteem t o

be pa r t of t he self-conc e p t - the eva l uative s ect o r, wh i c h is

a ffected by c hildr en' s int erac tion with sig nif i c an t ot h e rs and

their s uc cess a nd fa ilure e xperience s.

Battle ( 1982) a t tempt ed to co me to t erms wi th th i s

problem o f numer ous s e lf- concept definit ions by suggest in g

that a l t hough the de f inition s o f s e l f - c oncept d iffer s lightly ,

the i r simila rit ies outwe i gh their differences and the y a ll

i ndicat e tha t the sel f - concept pcaseases perc eptual and

e v a lua t ive c ompone nts . Se l f - co nce pt, t hen , i s exa ctly that ­

a concept of self - or s im p ly the way one sees and f eels about

o neself . It i s t hrough the s e lf-concept that one v i ews one' s

e x pe r iences and interp r e t s an d evaluate s them.

The t heory an d mode l of s elf-concept a r e s earcher adheres

to a l so cau s es s ome difficulty when se l f - c once p t i s to be
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mea s ured . If a researche r cons iders self - c oncept t o be a

unidimensional co ns t r uct , as does coopersmith (1967 ) . i t is

best measured on a scale where a pers o n' s seLr-eva t uat. Lo ne

made ac ross items t appi ng a r a nge of cont en t a re added

t ogether. The t ot al score of the e qua lly weighted items

ref lects t he person 's se nse of self in va rious areas of l i f e .

(Ha r ter . 1989) .

Proponents of a multidimensiona l self-concept such as

Shavelson , Hubner and stanton (1976) fe lt this uni dimens iona l

ou tlook i s too narrow because it neglect s the evalua tive

distinctions t hat people make about their competence i n

d i f f er e n t domains of their life . Measur ement devices of

mUl t idlmensionalists identify specific doma j ns o f self­

evaluation, evaluate each separat e ly a nd provide a p rofi le of

se lf-evaluations.

Still ot her researchers, suc h as Rosenbe r g ( 1'379)

emp hasized a g l obal self-esteem . Rosenberg felt that g loba l

se r e-eeeeea ( t he general regard one holds for the self as a

person) is like ly t h e product o f a combination of jUdgements ,

bu t felt , neverthe less, that it cou ld be me asured d irec t l y.

Hart er ( 1989) suggested an integra t io n of approaches due

to the n e ed t o consider t he multidimem Jiona l natur e of self­

e valuative judgements as we ll as a n i ndividua l 's overall s ense

of se lf-wor t h . Harter p r opos e d t hat when measuring s elf ­

c oncept , it i s necessary a nd poss ib le to co nstruct quest i ons

that measure domai n-specif ic j Udgements ab out co mpe tence as
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we ll as a n i ndepen d ent set of qu e s t ions t ha t tap g l oba l s e lf­

wor th d irect ly . She pointed ou t , t ho ugh , t h at t he ability t o

ma ke reliable j Udgements of g l oba l se lf-concep t i s age

related, whereas the do mai n specific judgement s about

compe tencies can be obtained f r om an ear ly 8ge.

self-concept and Academic Ach i e v e me nt

As is apparen t f r om t he preceding di s c us s i on , the realm

of self-concept r e searc h i s not an exact science . The

different theories , definitions and measurement d e v i c e s make

the reliability of ge neralizing from one research study to

anot her somewhat doubtful (S havelson and HUbner, 197 6 ;

Drummond and McIntire, 1977 j Thomas , 1 985). Also , as

Ha\1Sford and Hattie (1982) reported , the numer ou s s tudies

comp leted and the contradictory nature of t he find i ngs make

the traditional r eview of t he literature a difficult and

imprecise t ask . The thrust of this section , t hough, is to see

if resea rch findings indicate a r e l a tionshi p be tween self­

concept and academic and/or r e a d i ng achievement . This end

can be achieved with a more general d i s cuss i on of the types of

s t ud i e s undertaken and the res u l ts obtaine d .

When children begi n school t h ey a l ready have some opinion

of their s e l f - wor t h , f orme d t hr ou gh t he amo un t of intere s t,

love a nd acceptance they have r e c e i v e d from the signif icant

o the rs in the ir lives - usua lly t h e i r pa ren ts . They wi ll have
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a n array of self expectations about how t hey will do in t h e i r

cchooj, work and how others will react to thelll (Bur ns , 1 9 79) .

wa ttenberg a nd Clifford (1964) questioned whether the self­

concepts of these k indergarten ch i l d re n were predictive of

their readi ng achievement. I n t heir study , they measured

intelligence , se lf-concept , ego-strength and read ing ability

of 128 children in two s c h oo l s up on entry to kindergar t e n end

at the end of grade t wo. They found that an un favorable view

of self and poor achieve:nent a r e a lready established i n m"ny

c h ildr e n in kindergarten and t h a t me a s ur es of self-concept and

ego-strength wer e mor e predictive of r ea d i ng a bi l i t y t wo a nd

one hal.f ye a r s l ate r than werB measures of i ntelligence .

Carrero and Turner (1 965) also studied kindergarten

children and from results ob tained on a s e lf - repor t s elf ­

concept test and a stanford Early School Achievement test

concluded that self-concept s c o r es we r e s ignificant predictors

o f ac ademic success . A similar correlation be tween self­

concept and academic achievement was also obtained by Tr ent

(1986) i n a study of 3 7 wh i t e and 25 black kindergarten

c hildren .

McMichael (1977) conducted a study a imed at dete rmining

t he r e lationship between behaviour . sel f -esteem a nd readi ng

ability i n 1 98 kInderga rten age boys . Res u lts obt a i ned at the

beginning of the first year i n school i nd i cated children with

l ow self-esteem Were also less competent in the basic s kil l s

r equire d for reading . The boys were retested aEl t he end o f
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the year an d again self-concept scores were r elated t o reading

t e s t scores. McMichael determined t hat chi l dren wi th l ow

self-esteem were more likely to exhibit an t isocia l a nd

negative behaviour . She concluded that behaviour and self­

esteem p ro b lems co-exist a t school entry and that r e ad i ng

failure is likely to r e inf orce low self-esteem r at her tha n

cause it .

Strain et a1. (1983) , however , found no significant

differe nce in self-concept scores among kindergarten c hi ldren

rated by teachers as being high or low in academic and social

competence . The h i gh rated children with the high self ­

concepts were high achievers a nd more compliant while the l ow

r ated children with high se lf-concepts were more negative,

off-task and academica l ly inferior. The resea rchers

suggested, t hough, that t h is mi ght occur because low - rated

children are just not good at self-perception .

These s tudies show t hat t he self-concept is an issue in

education as soon as c hildren en ter school . Also , a

persistent positive relationship be tween self-concept and

reading ac hievement is a lso indicated by these s tudies . Doe s

such a relationsh ip exist as ch ildren proceed in s chool?

Other research studies attempted t o answer this question.

Thomson and Har tley ( 1980) found t ha t dys leXic children,

aged eight to t en , had overa l l lower levels of self -esteem

than classmates readi ng at or above g rade leve l . Vereen

(1980) reported similar find ings in he r s t Udy o f fifth grade
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boys and g i rls - those students scoring higher on reading

achievement tests also obtained h i ghe r ratings o n measures of

self-concept . Those students whose reading scores were l owe r

represented themselves as ha ving l owe r self-concepts. Bat t le

(1982) r e p orte d that reading underachievers possess l o we r

self-esteem, more h os t il i t y , more negative attitudes to school

and generally l owe r l eve l s of adjustment t h an t heir achieving

and overachieving counterparts . Rlvickl (1981 ) studied one

hundred forty-seven second-graders in order to determine the

rela tionship be tween academic achieveme nt and self-concept .

Results obt a i n ed on standardized tests indicated that reading

and math scores we r e positively associated with self-concept

a nd that the r elat i onSh i p was stro nger for reading than for

math.

Bul kowsky and willows ( 1980) undertook a n i nvestigation

t o determine specific self-perceptions that might co ntribute

to mot i v ational an d performance deficits in ch ildren with

reading difficulties . In this study, fifth grade children of

relatively good, average and poor ability were assessed on

tasks i n which s uccess and failure wer e manLpul at.ed ,

Consistent wi th their predictions , the poor r e a d er s displayed

low self-concepts a nd l earne d he lplessness . They were less

persistent and less confident than good or ave rage readers and

t hey attributed failure to pe rsonal incompetence rather t ha n

lack of effort or even bad luck . Johnson ( 199 1) found similar

resu l ts i n a study of boys, nine to twelve years old. Failing
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r e a der s he ld l ow self-concepts, attributed success to factors

outside of self . and attributed fai lure to persona l

incompetence .

Roge rs , Smith an d Coleman (1978 ) a t tempted to explain t he

relationship between a cademic aChlC':ze ment and self-concept 11'1

terms of social comparison theory - t h at people form their

se.te-ccncepes based significant others in the i r

en vironment . One hundred and f ifty - nine academic

underachievers aged s i x t o twelve from seventeen d ifferent

clas srooms were administered achievement and self -concept

tests . Results were ana lyzed in two different way s, and

s howed that o n al l sev en aspects of the sel f-concept me a s ure s ,

the high-reading achievement group ha d the h i gh e s t self­

c oncept scores and the low-reading achievement group had the

lowest self-concept scores but when results were ana lyzed

i r r es pect ive of wi t hin c lassroom standing, (that is, good ,

average and poor r eaders) , t he r e were no s i g ni f i c a nt

differences among groups in self-concept s cores. The

researchers concluded that the relationship between academic

a c h i ev eme nt and self-concept is based l argely within the

context of the s ocia l comparison group - ch ildren compare

their leve l of ac h ievement t o that of t he i r c lassmates, then

form their self-concepts based on the r e eurt ;s,

Other researchers (Peterson, 1981; Ma r c h , smith , Bar nes

and Butler, 1983; Byrne, 1986 ; and Briggs, 1987) also r eporte d

a p os itive relationship between self-concept a nd r ead ing
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achievement. These r e se ar c hers, as wel l as ot hers, have a lso

been co ncerned with the i ssue of causalit y . Does a low self­

concept c aus e poor r ea d i ng pe r formance or does poor

performance in reading negatively affect s e l f - c onc e pt ? Some

research ha s been done i n t h i s area .

Ma r klund and xanse (1984) followed a g roup of 46

underachievers from f irst to sixth grade, t es t i ng fo r self­

concept d evelopment at various i nt er va ls . Results i ndicated

that the po or readers always mainta i ned a more nega t i ve 8elf­

i mage t h a n a matched reference group . f'urthermore , those

students who had o vercome t he i r read ing problems by s ixt h

grade had de veloped a more positive s elf-image . Marklund and

xanse suggested this implies that reading performance

i n f l uenc e s self -concept . SimilarlY , Thai , in a s t udy of

Vi e t namese refugee children in southern California , f ound that

as these s tudents ' r ead i ng ab il ity increased, t h e i r sel£­

concepts improved . I n Rivicki 's (19Bl) s tudy of the set r ­

co ncept a nd achievement of second graders, he concluded, based

o n the magnitude of the r e l at i ons h ip between achievement a nd

self-concept, that ach ievement more strongly i nf l ue nced self­

concept tha n vice versa. Peterson (1981 ), i n a study of

Mexican American children l e a r n i ng to read , attributed one

reason f or their l ow a ch ievement i n reading to their poor

self-concepts .

Argume nts can be made for the ot her side of the i ssue .

studies made of kindergarten children's self-concepts
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(Wattenbe r g a nd Clifford , 196 4; Carrero a nd Turner , 1985;

McMi chae l , 1 9 77 ; a nd St rain et a1. , 1 98 3 ) a ll i n dicated t hat

the s e chi ldrens' self-concept were a l ready formed up on s choo l

entry, a nd that , t herefore , reading probl ems d o no t cause poor

self-concepts . Inste ad t h e poor self-concepts ha v e a negative

effect on r e ad i ng achievemen t .

s t ill ot her researchers repor ted different findings .

pottebaum, Keith a nd Ehly (19 86) took e ucj ecee f r om a large

project of 58,728 s tudents in a l o ngi t ud i na l study and applied

cross- logged pa ne l correlat ions t o da t a col lected on

achievement and self-concept to see i f a causa l r elat i onsh i p

cou ld be fou nd a nd the direction of the causality . The

resu l ts suggest that there is no significant causa l

relationship between self-concept and academic ac hievement,

but rat her that the observed relationshi p is the result of one

or more uncont ro lled a nd unknown variabl es - f or examp le

social class and ability may be predominant ove r ho t h ac ad emic

achievement and s elf-concept . The researchers qu al i fi e d their

study with the s ugg estions t hat self-concept a nd ac ad emic

ac hievement may c a us e ea ch ot h e r in a cyclical nature or t hat

self-concept may cause academic achievement (or vice versa)

but t ha t t he magnitude of t he e ffe ct may be t oo sma ll to be

detec ted .

I n another study undertaken t o understa nd the

implications of se lf-concept withi n t h e ac h Lev eme nt; process,

Maruyama, Ru b i n a nd Kingsbury (1981) employ e d causa l mode ling



'0
t e chniques on l ongitudinal da ta of fo ur t o f i fteen y ear o f de .

They f oc used specifically on self-esteem. The ir r e sult s

indicate so c ial c l ass and abi lity are inter relat ed a nd c ause

ac hievement a nd self-esteem end . t hat achievement and self -

esteem a r e not ca usally related t o each o t her . Byrne (1 9 8 6 )

dr ew similar con c l us i ons . She applied a s t r uc t ura l equation

model t o da ta co llected on 929 high scho ol s t ude nts t o

validate the eeje-ccncepe construct . In this ee udy , causal

p redominance between academic achievement and self-concept was

no t e sta bl i s h ed . McIntire and Dru mmo nd ( 1977) also did not

f ind a causa l relationship between achievement and ee t r-

concept . In t h e i r stUdy of 72 boys and 72 girls , th~y

concluded that personality, r a t he r than ac hievement, abi lity

or demog raphic factors tend to be predictive of self-concept ,

but a lso add ed that their stUdy sti ll could not account fo r

one h a l f of the variance .

Shavelson and Bol us (1982) s ummed up t he impasse in t hi s

area by stat i ng that most t he or i s t s agree t ha t self- concept

and achievement ar e r e l ated but t here is as ye t no agreement

on causa l ordering . For teachers , i t would pe r haps be most

l ogi c al t o a dopt t he stance o f Pur ke y (1970) who concluded

t hat t h er e is "a c ontinuous inte raction be tween t he s e lf and

academic aChievement , and that each d i r ec tly influen c e s t he

other " (p. 23) .
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Ot her factors I nflu e nc i ng Self-Concept

Socia-economic Status

Attempts have been made to sbov that socio-economic

statu s influence s s el f - c o ncep t . Coopersmith (1967) found that

the r e l a t i ons h i p between social class and selt-esteem is

positive , but weak . Data de rived f rom his study i ndicated

t hat individual s i n the high (upper-middle) so cial class are

more likely to ha ve higher s e l f -es t e em thllID individual s in the

mid dle-middle and wor k i ng clas s, but that the difference i s

not s i g n iflci!Ion t . Maruyama, Rubin a nd Kingsbury (198 1), in a

longitud in a l study of children ages 4 to 15 , found s ocial

c lass and ab ility to be interrelated and to cause s elf-esteem

and achievement. Battle (198 5) also reported a r e l a t i ons h i p

between s ocia-economic status an d self-esteem.

TrOWbridge (19 72) , on the other hand, found i n a study of

3700 children in third through seventh grade t hat lower so c io­

economi c s t at us chi ldren had higher s elf-concept scores on the

dimensions of general sel f, socia l self-peers and s choo l ­

academic on the co opersmith Self-Esteem I nve nt o r y , While t he

middle socio-econo mic children scor e d h igher on t he home­

parent dimension . Trowbridge e xp lained the findings by

suggest ing that l ower scc tc-eccncndc status s t ude nt s may have

low er aspiration levels and consequently derive greater

s a tis f ac t ion f ro m their pe r f ormances and t h at t he y may not

blame themselves fo r bad experien ce s , whi le middle socio-
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ec onomic students may vrev their shortcomings as their

fault . Amato and Ochiltree (1986) found the importance o f

s oc i a l and economi c s tat us t o be age dependent . They reported

that adolescent s e l f - e s t eem was more sensitive to the social

and economic r esources of t he fam ily t h a n was t he self-esteem

of y o u ng e r children , possibly reflect i ng a n adolescent 's

greater c onc e r n with significant other s out s i d e t he family and

pride or s ha me for one' s own family . It i s obvious t hat the

re l at i onship be tween s e lf-concep t a nd a cc Io- eccnomic status is

stil l unclear .

~

The research find i ngs with respect to the relationship

between ethnicity and s e lf- concept are a l so mi xed and

inconclus ive . Peterson (1981). in working with Mexican­

American Chi l dr e n, found that t he i r different l a nguage and the

alien environment of the school gives way to feelings of not

be longing, o f being inferior and of very low self-esteem .

s ilvernail (1985 ) examined the r e su lts o f twenty-five studies

which measured the s elf-concepts of ethnic groups (Ch i ca nos ,

Blacks a nd Puerto Ricans ) in comparison to Anglos , in

comparison to each other , and/or il"l segregated a nd

desegregated settings and c oul d not draw any conclusions as t o

the influence of ethnicity on self-concept . He suggested that

the mixed findings could be attributed to many factors , s uch

as co nfu s ion ov er def initions - many differen t operational

def initions were used i n the s tud ies and consequently
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dIfferent diaensions of the general s e lf- concept had been

me a sur e d . As well, the influence of teacher expectancies a nd

behaviours when teach ing children o f va r ying ethnic g-coup s a ay

co mpound the r esearch In the area of ethnic ity .

Another va ri a ble which may influe nce the s e l f - c once pt is

the sex o f the ch ild , hut he re ag ain r e s earch reveals

conflicting res ults. coopersmith (1967) f ou nd self-esteem to

be significant ly correlated with sex, whereas Ba t t l e ( 1985)

r e ported t hat i n h i s research no significant differences in

the various d ime nsions o f sel f - concept (general. soc ial,

s choo l , home] could be found, but he did d i scover that boy s

tend t o ga in h i ghe r se l f - e s teem scor es wi t h ma t ur i t y and that

this t r end continues i nt o the college years . It appears that

the issu e of sex-linke d self-esteem may be tied up with

cultural ex pect ations for the two genders . Mal es ar e expected

t o be mor e successfu l and their effor ts and achieveme nt t e nd

t o be va l ued more highly , r eSUl t ing i n mo re po sitive s e l f ­

c oncept rat ings for ma l es . This Illay explain Battle 's finding s

that males gain i n self- e s t e em with ma t ur i t y . Battle ( 1985)

s ug ge s t e d t hat "soc iet y . by way of the c onditioning p r oc es s .

s hapes t he behaviour of boys a nd girls s omewhat differently,

wh ich subsequent ly causes b oys and girls to pe rceive

themselves so me wha t differently" (p , 55) .

Teachers' beh aviours and expectationSl tor boys and gir l s

lIa y contribute to d i f f e r e nc e s found in the sexes wi th regard
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t o self-conc ep t, bu t once a gai n c on fl i ct in f inding s exis ts.

For example, Elaugh a nd Har l ow (197 3 ) report ed that mal es

r ec e i ve more atte'ltion t ha n temales do from teachers a nd that

when t he teacher i s female this can resu l t in l ower self -

c oncepts for females . Samuels (1 97 7 ) suggested. t hough , t ha t

fema les more than ma les perceive t heir teachers' fee lings

toward them as positive. These resul ts, although co nf lic ting ,

along wit.h the role of cu ltural ..lxpec tat lons cited earlier ,

s how the inf luence of others on the self-concept . Di f f e r ence s

in male /female sel f -concept may r e s ul t from how others

pe rce ive and treat each gender a nd how childr e n of each gender

react to such treatment.

Abilit y is another factor which one wou l d assume would

have a d irect. effect on self-concept . It seems p l ausible to

expect that the ve r y able c hild would have a high self­
I

co ncept , vnexeae a child of lesser ab ility would ha ve a more

negat i v e self-concept. The r eality . however. i s not as clear

c ut as that. Strain et e i . ( 1983) , in a study o f fifty-six

kindergarten children found no significant difference i n self­

concep t scores be twee n children rated as h i gh l y academica lly

compe tent a nd t hose given a l ow competence rating . Woodlands

a nd Wong (19 79) studied 180 chi ldren i n grades 4 through 7 and

reported t h at only a " f a i rly" accurate predict ion of a

student's academic grouping (academically gi f ted , l e arni ng

disabled or average) could be made on the basis of self-



25

c oncept ecoz-es , The gifted s t Ude nts only sur passed the

a ve r a ge s tudents on t wo aspects of the coope rsmi t h Self-Esteem

Inventor y - conve rgent th ink ing an d ac a de mic f actors .

Woodlands and Wong suggest the myth that gifted s tude nts ha ve

consistently highe r self-concepts s ho u ld be re-exa mi ne d .

similar l y, Chapman a nd Mc Alp ine (1980) f ou nd t ha t

c h ild r e n wi th h i gh academic ability scored h igh e r on t he pa r t

o f t he scale which re lated t o academic self-concept, but s uc h

high pe r cept i o ns do not necessarily tra ns f er t o other non­

academic areas. Gonzales and Hayes (1988) I i n a study of

gifted underachievers , repor t ed that t heir ac ad emic

achievement was inf l uenced by their self-concepts, attitudes

to learning, and t heir aspi rations . I t app ears that being

able does not neceF,sari ly t r a nslate into po s itive se l f­

concepts or even high achievement. Rat her, t he f actor s

discussed here, p Lua t he experiences a child ha s a nd his /he r

interpretations of t hem a ll p l ay a part in sel f-concept

f ormat i on .

Pa rent Relations

Ch i ldr en ' s perceptions of themselves a re gre a tly

i nfl uenced by t heir relations wi th significa nt o t he rs

(Brookover a nd Gottlieb, 1964 ; Purkey, 197 1; Singh, 1972) .

Fe lker (1974) noted that in t he f i rst years of l ife, the mos t

important significant o t hers are t he pa re nts. How pa r ents

help t heir ch ildren grow and hoW they react t o t he ir

exploratory e xper i ences h ave tremendous i nf l uenc e on t hem.
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(Coopersmith , 1967 : LaBenne a nd Greene, 1969; Pu r key, 19 7 0 :

Samuels 1977 ; Hammachek , 1978; Bat t le , 1982 : Silvernail ,

1 98 5 ) • Felker suggested t h a t pa r ents influence the

development of t h e ir c hi ld 's s e l f - c onc ept in t h ree ba s i c way s :

as primary models for the deve loping be haviou r of t he chi l d;

as primary feedback agents acknowledging how the ch ild's

behaviour is influencing others , and as the primary evaluator

of the behaviour of the child ( p , 44 ) .

What children be liev e a bout themselves is p ar tl y a

function of t he i r interpretation of how s ig nificant ot he rs in

their lives s e e t hem (Purkey , 1971) . Children infer t his from

these peoples ' behaviours toward them . Thu s , ch ildre n 's self

co ncept s rest in part on what t hey think others t hink of them .

Parents are the first people t o affect the d evelopment of

children's self-concepts i n this way, and they continue t o be

significant t hroughout the child ' s life (LaBenne and Greene,

1969 ). Silve rnail ( 19 85) summed up the role of parents in

t his way:

unquestiona bly , t he parental care received i n
the early years p lays an enormous role in defin ing
t he child 'S s e l f - i mage . A supportive environment ,
with many stimuli and visible love an d ca re on t he
part of parents , wil l enhance the development of a
psychologically sound and s t a bl e self-concept. An
opposite e nvironment ....i ll , in all likelihood, contribute
t o t he de ve l opme nt of children who are psychologically
crippled {p , 12) .

P.amachek (19 78) reported that parental qualities most

c learly associated with t he deve l opment of a positive se lf­

co ncept in children include war mth and caring , encouragement,








































































































































































































































	0001_Cover
	0002_Inside Cover
	0003_Blank Page
	0004_Blank Page
	0005_Title Page
	0006_Copyright Information
	0007_Abstract
	0008_Abstract iii
	0009_Abstract iv
	0010_Acknowledgements
	0011_Table of Contents
	0012_Table of Contents vii
	0013_Table of Contents viii
	0014_Table of Contents ix
	0015_List of Tables
	0016_Chapter I - Page 1
	0017_Page 2
	0018_Page 3
	0019_Page 4
	0020_Page 5
	0021_Page 6
	0022_Chapter II - Page 7
	0023_Page 8
	0024_Page 9
	0025_Page 10
	0026_Page 11
	0027_Page 12
	0028_Page 13
	0029_Page 14
	0030_Page 15
	0031_Page 16
	0032_Page 17
	0033_Page 18
	0034_Page 19
	0035_Page 20
	0036_Page 21
	0037_Page 22
	0038_Page 23
	0039_Page 24
	0040_Page 25
	0041_Page 26
	0042_Page 27
	0043_Page 28
	0044_Page 29
	0045_Page 30
	0046_Page 31
	0047_Page 32
	0048_Page 33
	0049_Page 34
	0050_Page 35
	0051_Page 36
	0052_Page 37
	0053_Page 38
	0054_Page 39
	0055_Page 40
	0056_Page 41
	0057_Page 42
	0058_Page 43
	0059_Page 44
	0060_Page 45
	0061_Page 46
	0062_Page 47
	0063_Page 48
	0064_Page 49
	0065_Page 50
	0066_Page 51
	0067_Page 52
	0068_Chapter III - Page 53
	0069_Page 54
	0070_Page 55
	0071_Page 56
	0072_Page 57
	0073_Page 58
	0074_Page 59
	0075_Page 60
	0076_Page 61
	0077_Page 62
	0078_Page 63
	0079_Page 64
	0080_Chapter IV - Page 65
	0081_Page 66
	0082_Page 67
	0083_Page 68
	0084_Page 69
	0085_Page 70
	0086_Page 71
	0087_Page 72
	0088_Page 73
	0089_Page 74
	0090_Page 75
	0091_Page 76
	0092_Page 77
	0093_Page 78
	0094_Page 79
	0095_Page 80
	0096_Page 81
	0097_Page 82
	0098_Page 83
	0099_Page 84
	0100_Page 85
	0101_Page 86
	0102_Page 87
	0103_Page 88
	0104_Page 89
	0105_Page 90
	0106_Page 91
	0107_Page 92
	0108_Page 93
	0109_Page 94
	0110_Page 95
	0111_Page 96
	0112_Page 97
	0113_Page 98
	0114_Page 99
	0115_Page 100
	0116_Page 101
	0117_Page 102
	0118_Chapter V - Page 103
	0119_Page 104
	0120_Page 105
	0121_Page 106
	0122_Page 107
	0123_Page 108
	0124_Page 109
	0125_Page 110
	0126_Page 111
	0127_Page 112
	0128_Page 113
	0129_Page 114
	0130_Page 115
	0131_Page 116
	0132_Page 117
	0133_Page 118
	0134_Page 119
	0135_Page 120
	0136_Page 121
	0137_References
	0138_Page 123
	0139_Page 124
	0140_Page 125
	0141_Page 126
	0142_Page 127
	0143_Page 128
	0144_Page 129
	0145_Page 130
	0146_Page 131
	0147_Page 132
	0148_Appendices
	0149_Appendix A
	0150_Page 135
	0151_Appendix B
	0152_Appendix C
	0153_Blank Page
	0154_Blank Page
	0155_Inside Back Cover
	0156_Back Cover

