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ABSTRACT

AN EXPERIMENTAL INVESTIGATION OF THE

RELATIONSHIP BETWEEN SELF-ESTEEM AND

ACADEMIC ACHIEVEMENT IN A POPULATION
OF DISADVANTAGED ADULTS

By
Ray Nisch Renbarger

This study treated two primary questions. First,
is it possible to influence the self-esteem of disadvan-
taged adult students through group guidance experiences?
Second, to what degree and in what way is the academic
achievement of these students influenced as self-esteem
is modified?

The population for this study consisted of 59
disadvantaged Negro women who were students in a cleri-
cal training program at the McNamara Skills Center in
Detroit, Michigan. A simple experimental design involv-
ing two experimental and two control groups was chosen.
A ten week group guidance experience was provided for
the experimental groups. Pre and post-test measurements
of self-esteem were obtained using the standardized Ten-
nessee Self Concept Scale and a self-esteem inventory
which was designed by the researcher. Academic achieve-
ment was measured using the language and arithmetic

achievement sub~-tests of the Iowa Test of Basic Skills.
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The project was designed to investigate experi-
mentally two principal hypotheses basic to self-concept
theory. Six secondary hypotheses which formed the basis
for the assumptions of this thesis were also tested.

The first primary hypothesis predicted that the
self-esteem of disadvantaged adult students could be
positively influenced through group guidance experiences.
Analyses of the data indicated that although the magni-
tude of change was not statistically significant at the
.05 levei, the group guidance experience appeared to
exert a negative influence on the self-esteem of the
guided group.

The second primary hypothesis predicted that
increases in academic achievement would be associated
with increases in self-esteem. A positive relationship
between self-esteem and academic achievement was identi-
fied. Students who gained in self-esteem demonstrated
similar gains in academic achievement. The negative
influence upon the self-esteem of some students was also
reflected in their lesser advance in academic achievement.

Analyses of data to test six secondary hypotheses
found a positive relationship between self-esteem and
academic achievement in the population of disadvantaged
adult students.

Dropouts from the non-guided groups were found

to have lower self-esteem than those students who remained
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in the program. The magnitude of difference was not
statistically significant. Language achievement of the
dropouts was significantly lower than the achievement
of those students who remained in the program.

Day students were found to have higher self-
esteem than evening students.

It was predicted that the population of disad-
vantaged adult students in this study would score lower
in self-esteem than a normal population. This hypothesis

was not supported.
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CHAPTER 1

PRESENTATION OF THE PROBLEM

Following an introduction, the need and the pur-
pose of this study will be described in this chapter.
Specific terms will be defined and the hypotheses, the
research design, and the significance of this study will

be very briefly introduced.

Introduction

Problems concerning differences in academic
achievement have been confronting educators for a long
time. Assuming that achievement was primarily a function
of motivation, and that motivation was largely a matter
of discipline, generations of educators have employed the
physical and psychological techniques of the hickory
stick, the reprimand and the dunce cap as solutions to
problems of'academic underachievement.

Looking beyond motivation as the solution to all
problems of achievement, educators in increasing numbers
turned their attention to the factor of intelligence.
Perhaps some students could not learn because they had
insufficient intelligence. While this proposition pro-

vided some answers to some problems of academic

1



underachievement, it failed to satisfactorily explain the
general nature of underachievement.

Educational psychologists continued to ponder
achievement problems. Using the stimulus-response theory
of learning, they demonstrated that reward and reenforce-
ment were more effective in promoting learning than were
punishment and humiliation. Much of the stimulus-response
experimentation concerning the effects of motivation on
achievement was conducted using laboratory animals. At-
tempts to confirm these research findings in classrooms
and controlled experiments with humans raised serious
doubts concerning the adequacy of S-R theory in explaining
human learning.

Inspired by Kurt Lewin, field theorists moved
beyond simple S-R explanations of learning and perceived
it as the result of interaction of the individual and his
environment. Educational research was extended and stimu-
lated by Lewin's work, and by the contributions of many
others, including Kohler's work in Gestalt learning psy-
chology, and Freud's emphasis on emotion in learning.

Beginning in the 1930s, some psychologists, influ-

enced by the earlier writings and thinking of James,l

lWilliam James, Principles of Psychology (1950 ed.;
New York: Henry Holt and Co., 1890).




Cooley,1 and Mead,2 began to postulate that individual
self-perception had a marked effect upon learning behavior
and achievement. Murray, Rogers and Snygg, among others,
generally held that psychological capacity continued to
grow, that this growth was continually being influenced
by experience, and that self-perception was a factor in-
volved in this process. Since an individual could only
see himself in terms of his experience, and in terms of
the treatment he receives from others, the perception of
self was seen to be continually evolving and directly re-
lated to the perception of experience. Self-perception
was seen to function as a limiting factor in academic
achievement. Snygg and Combs posited that a poor self-
image had a damaging effect on 1earning.3 This relation-
ship between self-perception and academic achievement is
an underlying assumption for the research described in

this thesis.

Need for this Study

There is need for research and theory development

on the adult learning process. Since learning is

1Charles H. Cooley, Human Nature and the Social
Order (1922 ed.; New York: Scribner's Sons, 1902).

2George H. Mead, Mind, Self and Society (Chicago:
University of Chicago Press, 1934).

3Donald Snygg and Arthur Combs, Individual Behavior
(New York: Harper & Row, 1949).




recognized as a continuing process throughout the entire
span of life, it is important to understand and to explain
the many aspects of adult learning.

The national concern for the education of disad-
vantaged adults provides the general background for this
study. It is widely assumed that education is one of the
major weapons in the war against poverty. In order for
education to be effectively used to combat poverty, our
understanding of the learning process of the economically,
culturally and educationally disadvantaged adult must be
greatly extended. Such extended understanding could form
the foundation of much more effective educational programs
which seek to promote academic achievement for students
who have failed to achieve, and to change the attitudes of
the poor from dependency to self-sufficiency. These pro-
grams must be directed toward the individual student and
must effectively relate to the internalized conditions
which inhibit or enhance his learning. One of these con-
ditions is assumed to be self-esteem.

Empirical research findings have been reported on
the relationship of self-esteem to academic achievement
at the primary and secondary levels of education. A spe-
cific need exists to investigate this relationship using
a population of economically and culturally disadvantaged

adult students.



Purpose of this Study

The purpose of this study is to investigate the
possibility of influencing self-esteem by the employment
of group guidance, and to examine the relationship between
self-esteem thus influenced and academic achievement. The
population includes a group of economically and culturally
disadvantaged adults involved in a clerical training pro-
gram at the McNamara Skills Center, Detroit, Michigan.

The study is designed to investigate the effect of group
guidance upon individual self-esteem, and of self-esteem
upon academic achievement of persons receiving formal in-

struction in the disciplines of English and arithmetic.

Definitions

1. Self-concept--a global image of self which

includes all relationships and attitudes which the indi-
vidual has distinguished as being fairly stable and
characteristic of himself.

2. Self-esteem--the estimate of worth which each

individual makes of himself.

a. High self-esteem means "that the individ-
1

ual respects himself, considers himself worthy."

lMorris Rosenberg, Society and the Adolescent Self-
Image (Princeton, N.J.: Princeton University Press, 1965),
po .




b. Low self-esteem "implies self-rejection,
1

self-dissatisfaction, self-contempt."”

3. Culturally disadvantaged--members of lower

socio-economic groups who have insufficient educational
background and occupational preparation to satisfactorily
compete for jobs, homes and status.

4, Economically disadvantaged--impoverished

members of lower socio-economic groups characterized by
prolonged periods of unemployment and yearly incomes
which fall below minimum income standards established by
the Office of Economic Opportunity.

5. Academic achievement--mastery of the school

disciplines, limited in this study to English and
arithmetic.

6. Tennessee Self Concept Scale--TSCS is a stand-

ardized, multi-dimensional instrument for measuring self-
concept. It was designed by William H. Fitts and published
by Counselor Recordings and Tests, Nashville, Tennessee.

It was used in this study to provide one measure of self-
esteem.

7. Concentrated Employment Project--CEP is the

name given to a thirty-three week training effort at the
McNamara Skills Center, Detroit, Michigan. It was designed

to train culturally and economically disadvantaged students

Ibid.




for entry positions in the general clerical field. Stu-
dents received instruction in typing, general office
machines, record-keeping, bookkeeping, English and arith-
metic for seven hours each day, five days each week.

8. Clerical trainees--adult students enrolled in

the CEP at the McNamara Skills Center.

9. Group Guidance--a program adapted to the CEP

in order to complete the design of this research project.
The goal of the guidance program was to promote self-
understanding and self-esteem. The program utilized both
large and small group procedures. The guidance program
included the following topics: understanding of self and
others, grooming, development of positive employment atti-

tudes, and job orientation.

Hypotheses

Several postulates of symbolic interaction theory
are basic to this study. They are:
1. The individual's self-concept is based on his
perception of the way others are responding
to him.1

2. The individual's self-concept functions to

direct his behavior.2

lJohn W. Kinch, "A Formalized Theory of the Self
Concept," The American Journal of Sociology, LXVII (May
1963), p. 482,

2

Ibid.




3. The self-concept is learned. What is learned

can be taught.l

Stated in the if-then paradigm, these postulates

form the logical basis for the development of the hypo-

theses of this study.

If

And, if

And, if

Then,

1.

the individual's self-concept functions

to influence his learning behavior,
self-esteem is an estimate of worth that
each individual makes of himself which

is drawn from the global image of self
identified as the self-concept,

the self-concept is learned and can be
influenced through educational experiences,
a significant educational experience is
afforded as one perceives the way others
are responding to him,

it should be possible to influence self-
concept and hence self-esteem and to effect
a significant change in learning behavior

by providing intensive group guidance.

The primary hypotheses of this thesis are:

H

1

The self-esteem of disadvantaged adults

can be positively influenced through in-

tensive group guidance efforts.

1

A
c

A.S.C.D. Yearbook, Perceiving, Behaving, Becoming:
New Pocus (Washington: Association for Supervision and
urriculum Development, 1962). p. 101.




Academic achievement can be influenced

through group guidance experiences which

accompany formal instruction, and which

increase individual self-esteem.

Research Design

A simple experimental design was chosen to test
the hypotheses stated above. The fifty-nine students in
the CEP program were randomly assigned to experimental and
to control groups. In addition to instruction on the
regular CEP curriculum, the experimental groups received
fifty hours of group guidance experiences designed to en-
hance self-esteem. Students in the control groups received
the regular CEP instruction without the group guidance ex-
perience. Pre and post-test measurements of self-esteem
and academic achievement were taken, and the data were
statistically analyzed using an analysis of covariance and
partial correlations.

Six secondary hypotheses were also tested.

Significance of this Study

If it can be demonstrated experimentally that an
adult student's self-esteem can be modified through group
guidance experiences and that such modification results in
changes in academic achievement, these findings will be
directly relevant for all those involved in the education

of disadvantaged adults.
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Secondly, there are implications in this study
which may be relevant to all levels of education. If it
can be demonstrated that group guidance techniques are
effective in raising self-esteem, and that the higher
self-esteem is followed by increases in academic achieve-
ment, the study might then have significance for those

concerned with the problems of the youthful underachiever.

Overview of the Thesis

Chapter I included an introduction to the problen,
the need for and the purpose of the study, and definitions
of specific terms used in the study. The hypotheses, re-
search design, and significance of the study are followed
by an overview of the thesis.

In Chapter II, literature relevant to the study
of self-concept and self-esteem is reviewed. This is
followed by a review of literature relating self-esteem
and academic achievement, a report of studies pertinent
to the learning problems of disadvantaged adults, and re-
search directed toward influencing self-esteem through
group techniques. A summary concludes the chapter.

In Chapter III the population and the setting of
the study are described.

Chapter IV details the determination of the ex-
perimental groups, the primary hypotheses and the secondary

hypotheses, the development and selection of instruments,
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the experimental procedures, and the analysis procedure.
A summation is included.

In Chapter V the data and the findings pertinent
to the hypotheses of this study are presented. A summary
of the findings and conclusions is included.

Chapter VI includes a final summarization of the

thesis, conclusions, and suggestions for further research.



CHAPTER II

REVIEW OF THE LITERATURE

Related literature is reviewed in this chapter in
four separate sections: the basic theory of self-concept
and self-esteem, research findings relating self-esteem
and academic achievement, studies pertinent to the learn-
ing problems of disadvantaged adults, and findings from
experiments directed toward influencing self-esteem through

group techniques.

Self-Concept and Self-Esteem

The work of George Mead forms the theoretical foun-
dation for this study. Meadl provided the fundamental
thinking for symbolic interaction theory which has been
stated as:

The individual's conception of himself emerges

from social interaction and, in turn, guides or in-
fluences the behavior of that individual.?2

Mead pondered the impact of society upon the mind

and the self and explained their development in terms of

lMead, op. cit.
2Kinch, op. cit., p. 481.

12
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social interaction. He reasoned that social experience is
prior to the existence of the mind and serves to shape its
development:
Mind arises through communication by a conversation of
gestures in a social process or_context of experience
not communication through mind.1

Since the process of thinking is "the internalized
conversation of gestures," Mead reasoned that man cannot
possibly internalize those systems of symbols with which
he has had no contact: hence, man's thinking is largely
determined by his experiential background. Thinking, then
is the result of ability to interact symbolically within
the range of his perception of his experience.

In discussing the development of the self, Mead
similarly states:

The self is something which has a development; it
is not initially there, at birth, but arises in the
process of social experience and activity, that is,
develops in the given individual as a result of his
relations to that process as a whole and to other
individuals within that process.

Mead speaks of the influence of society in terms
of the "generalized others." Those "generalized others"
who have the greatest influence on the development of the
self are termed "reference groups." Individuals of par-

ticular significance have been defined as "significant

others." Since all people do not have identical

1 2

Mead, op. cit., p. 50. Ibid., p. 135.
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developmental experiences, and similar generalized or sig-
nificant others, they perceive neither identical experiences
nor identical conversations in exactly the same manner.

Kinch, examining the social interaction theory,

formalized several basic postulates, two of which are
central to the subject of this investigation.

1. The individual's self-concept is based on his
perception of the way others are responding to
him.

2. The individual's self-concept functions to
direct his behavior.l

A third basic postulate can be formulated from

position papers written by Kelley, Rogers, Maslow and
Combs. They assert that:
The self is learned. What is learned can be taught.
What can be taught is fair game for the public schools.
The question is not one of whether we approve of teach-
ing for a positive self in the public schools. We
could not avoid affecting the self if we wanted to.
We may ignore the self in our teaching. We cannot,
however, escape the fact of our influence upon the self
or our ultimate responsibility with respect to whether
the effects of schooling are positive or negative.2

3. The self is learned and can be influenced

through the educational process.

The distinction between the terms self-concept and

self-esteem is not clearly distinguished in the literature.

1KinCh, OE. Cito ’ pc 481.

2A.S.C.D. Yearbook, op. cit., p. 101.
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Johnson, in a perceptive discussion of the two terms,
observes:

Self-concepts, self-images, self-pictures are per-
ceived as objects by the person's self. In and of
themselves they are not "high" or "low," "adequate" or
"inadequate" to the self until a valuation is placed
on them. The high-low, adequate-inadequate valuations
are the result of a valuing process, self-esteeming.
Self-esteeming is thus seen as an important intervening
variable between the Gestalt of an individual's back-
ground experiences and significant persons and his
self-concept.

Johnson concludes:

Self-esteem is viewed as one of the elements of the
self-configuration which results from positive or
negative self-valuing with the goals and ideals of the
person as a standard of reference.

The valuing process inherent in the concept of

self-esteem was observed by James, who defined the term

Success .“3

using the following formula: Self-esteem = Pretensions

By equating self-esteem to a relationship between individual
estimates of success and an individual sense of pride or
egotism, James precisely described this process.

Rosenberg also refers to this valuing process in
his definition of self-esteem. He defined self-esteem as

"a positive or negative attitude toward a particular object,

1Robert E. Johnson, "A Study of the Self-Esteem
and Related Background Factors of New Reformatory Inmates"
(unpublished Ph.D. dissertation, Michigan State University,
1968), p. 25.

21pid., p. 20.

3James, op. cit., pp. 310-11.
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namely the self.“l In describing the valuing process which
results in high and low self-esteem, Rosenberg states:
"High self-esteem exists when the individual respects him-
self, considers himself worthy. Low self-esteem, on the
other hand implies self-rejection, self-dissatisfaction
and self—contempt."2
Brookover also recognized the valuing process in
developing his concept of the "self-concept of academic
ability."

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

Brookover's definition of the self-concept of academic
ability is highly compatible with the definition of self-
esteem used in this thesis.

In reviewing the literature, research studies which

accept the premise of the valuing process in describing the

self will be considered as studies in self-esteem. It is

recognized that the terminology of some of these studies

lRosenberg, op. cit., p. 30.

21pid.

3Wilbur Brookover, Edsel Erickson, and Lee Joiner,
Self-Concept of Ability and School Achievement III (Coop-
erative Research Project 2831, U.S. Office of Education,
East Lansing: Michigan State University, 1967), p. 8.
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may not be entirely consistent with the precise definition

of self-esteem used here.

Self-concept and self-esteem have been defined

earlier in this thesis as:

Self-concept--a global image of self which includes

all relationships and attitudes which the individual has

distinguished as being fairly stable and characteristic of

himself.?!

Self-esteem--the estimate of worth which each individual
2

makes of himself.

Self-Esteem and Academic Achievement

One of the problems which an investigator faces
when he elects to undertake a research project involving
the self is the mass of literature in the field. Wylie,
attempting to review and order investigations in the realm
of self-concept, was greatly impressed by the "bewildering
array of hypotheses, measuring instruments and research
designs"3 which had been used to investigate the field.

Brookover similarly observes:

Perhaps the best description of a large part of
the self-concept literature is that it is verbally

lRosenberg, op. cit., p. 31.

21pbid.

3Ruth Wylie, The Self Concept (Lincoln: University
of Nebraska Press, 1961), p. 3.
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redundant or synonymous but nonreplicative. Literally
hundreds of studies have been done on self-concept and
reported in the educational, sociological, and psycho-
logical literature. Yet few of these studies can be
replicated because of either poor methodology or un-
clear conceptualization or usually both.

In reviewing the literature concerned with learning
and the self, answers to the following questions will be
sought:

1. what is generally known about the relationship

between academic achievement and self-esteem?

2. What is specifically known about the relation-

ship between the self-esteem of culturally
disadvantaged adults and their patterns of
academic achievement in adult training programs?

The most current and exhaustive examination of this
relationship was conducted by Brookover, Erickson and
Joiner using a population of junior and senior high school
students. In a six year longitudinal study of one class
as it progressed through grades seven through twelve,
Brookover isolated a "self-concept of academic ability"
which has already been explained. The project was con-
ducted in three phases. In the third phase, Brookover
hypothesized that the self-concept of academic ability was
a necessary but not sufficient condition in school achieve-

ment. The results of his research tended to confirm the

hypothesis. He also hypothesized that self-concept of

lBrookover, op. cit., p. 20.
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ability intervenes between the student's perception of the
evaluation of his ability by significant others and his
achievement in school. He concludes:

It seems quite clear from these analyses that self-
concept of ability makes a significant contribution to
the explanation of school achievement as a means
through which the evaluation of oihers are translated
into school achievement behavior.

Several other studies were either based on the

Brookover project or closely related to it.

Richard Morse investigated "the relationship between
classroom learning and self-concept of ability among Negro
and Caucasian students in a Midwestern Urban Complex."2
His findings are summarized in the following statements:

The relationship between self-concept of ability

and grade point average was significantly lower among
Negro students than among Caucasian students. The
obtained coefficients were .43 for Negroes and .65 for
Caucasians.
Despite this lower correlation, Morse found that self-
concept of ability was a more accurate predictor of academic
achievement than the intelligence scores of Negro students.

The Negro student's conception of his ability to

succeed in school and his motivation to do so apparently

provide a better basis for forecasting his school
achievement than measures of intelligence.

Ibid., p. 144.
Ibid., p. 205.
Ibid., p. 208.

> W Ny -

Ibid., p. 209.
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Kenneth L. Harding, using the same population
described in the Brookover study, focused on Caucasian
dropouts in an attempt to determine how those who dropped
out differed from those who remained in school. His find-
ings included the following:

Dropouts have significantly lower self-concepts of
academic ability than non dropouts when IQ, socio-
economic status_and grade point ability have been
partialled out.

Harding, like Morse, also concluded that self-
concept of ability is an important variable in predicting
academic behavior. Harding concluded that self-concept of
ability was a major factor in predicting whether or not
the student will drop out of school prior to graduation.

Two separate 1958 studies by Fielder et al.2

and
Turner and Vanderlape3 could identify no significant rela-
tionship between self-esteem scores and the grade point
'average of high school students. Similarly, Borislow4 did
not find a clear relationship between academic achievement

and the self-evaluation of first semester freshmen at the

University of Pennsylvania.

lipbid., p. 260.

zwylie, op. cit., pp. 224-25.

3Ibid.

4Bernard Borislow, "Self Evaluation and Academic
Achievement," The Self in Growth, Teaching, and Learnin
ed. by Hamachek (Englewood Cliffs, N.J.: Prentice Hall,
1965), p. 465.
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Coopersmith,l using a population of 102 fifth and
sixth grade students, obtained a partial correlation of
plus thirty between the Iowa Achievement Test scores and
self-esteem when sociometric status was held constant.

Boroughs examined a group of junior high school
students and found support for the hypotheses which pre-
dicted "that achieving students would report (1) self-
concepts differing in specific aspects from those reported
by underachievers, (2) greater self-esteem than under-
achievers, and (3) more positive attitudes toward environ-
ment than underachievers."2 This study utilized measures
of self-esteem obtained through an adaptation of Bills
Adjective Scale.3

Fink, assuming that low academic achievement was
related to factors other than a lack of perseverance,
asocial behavior, hostility, brain damage, poor teaching
or inadequate school facilities, found a significant posi-
tive correlation between "adequate and inadequate" self-
concepts and academic achievement. He defined self-concept

as "the attitude and feelings that a person has regarding

lWylie, op. cit., p. 224.

2Mary Clare Milligan Boroughs, "Indices of Self and
Attitudes Toward Environment in the Perception of Achieve-
ment" (unpublished Master's thesis, Michigan State Univer-
sity, 1959).

3Robert E. Bills, "An Index of Adjustment and
Values," Journal of Counseling Psychology, XV (May 1951),
pp. 257-61.
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himself."l He measured self-concept using a battery of
psychological tests and submitted the test data to a panel
of judges who identified students with "adequate" and with
"inadequate" self-concepts.

On the college level, Clarke2

found a positive
relationship between academic performance and the expec-
tancies held for the students by significant others iden-
tified from home and community environments.

Payne3 constructed and validated an instrument to
measure academic self-concept and found that under and
overachieving eleventh grade students differed significantly
in their self-concepts.

Bodwin4 found a significant relationship between
immature self-concepts and disabilities in reading and

arithmetic among elementary school children in Flint,

Michigan.

1Martin Fink, "Self-Concept as it Relates to Aca-
demic Underachievement," The Self in Growth, Teaching, and

Learning ed. by Hamachek, op. cit., p. 486.

2William Clarke, "Relationship between College
Academic Performance and Expectancies" (unpublished Doc-
toral dissertation, Michigan State University, 1960).

3David Allen Payne, "A Dimension Analysis of the
Academic Self-Concept of Eleventh Grade Under and Over-
achieving Students" (unpublished Doctoral dissertation,
Michigan State University, 1957).

4Raymond F. Bodwin, "The Relationship between
Immature Self-Concept and Certain Educational Disabilities"
(unpublished Doctoral dissertation, Michigan State Univer-
sity, 1957).
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Reederl found that children with low self-concepts
(1) have lower sociometric status, (2) achieve lower in
comparison with their potential, and (3) are more frequently
classified as having problem behavior than children with
high self-concept.

Two experimental studies examined the effects of
induced academic failure upon self-esteem. Thorne2 pre-
dicted that subjects with low self-esteem would be inclined
to lower their self-evaluation markedly as a result of a
stressful experience, whereas subjects with high self-
esteem would be less inclined to lower their self-evalua-
tion. Self-esteem was measured initially using Bills Index
of Adjustment and Values. Failure was induced, and the
Bills Index was readministered in order to determine the
effect. The prediction of differential decline in self-
evaluation was not substantiated.

Dorleys experimentally tested the following hypo-
theses:

l. Failure arbitrarily induced during the performance

of a simple verbal task will not prevent the
learning of this task by high acceptance students.

1Thelma Reeder, "A Study of Some Relationships
between the Level of Self-Concept and Academic Achievement
and Classroom Adjustment" (unpublished Doctoral disserta-
tion, North Texas State College, 1955).

2R. D. Thorne, "The Effects of Experimentally
Induced Failure on Self-Expectancies" (unpublished Doctoral
dissertation, Columbia University, 1954).
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2. Failure arbitrarily induced during the performance
of a simple verbal task will prevent the learning
of this task by low acceptance students.l

Failure was introduced to each group (differing
only in self-acceptance) as they worked on a set of an-
agrams. The findings tended to substantiate both hypotheses.
Morse observed from a preliminary report of a 1964
University of Michigan study using a Coopersmith Self-
Esteem Inventory:

The general impression one gets (from this study)
is that for the young child, school is a secure place
with regard for mental health, but as he grows older
this confidence diminished. While some items (from
the scale) tend to stay the same over the grades, many
change for the worse. Eighty-four percent of the third
graders are proud of their school work, while only
fifty-three percent of the eleventh graders are. 1In
the low grades, ninety-three percent feel they are
doing the best work they can; only thirty-seven percent
of the oldest pupils feel this way. Regardless of
their intelligence quotient and the fact that the
failures tend to drop out, the pupils who remain in
school come to feel that they are doing inadequate
work.

In general, the longer we have them, the less
favorable things seem to be. . . . The fact remains,
if we gare about the pupil's self regard we have much
to do.

The literature concerning the relationship of
academic achievement and self-esteem is neither conclusive

nor consistent in reported research findings. While there

lE. J. Dorleys, "The Effects of Experimentally
Induced Failure on Verbal Learning as a Function of Self
Acceptance" (unpublished Doctoral thesis, University of
Missouri, 1957).

%w. c. Morse, "Self-Concept Data," National Asso-
ciation of Secondary School Principals Bulletin, XLVIII
(September, 1964), pp. 23-7.
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is general agreement supporting the basic postulates of
symbolic interaction theory, the exact nature of this
relationship has not been clearly established. Brookover's
research identified self-concept of academic ability as
being an intervening variable between the perceived eval-
uation of a student and his achievement in school. Some
studies have attempted to identify a direct linear rela-
tionship between self-esteem and academic achievement, and
those findings supported the relationship. Other studies
which investigated these two variables identified a partial
relationship between self-esteem and academic achievement.

The review of literature failed to identify re-
search on the relationship between self-concept or its
component, self-esteem, and academic achievement involving
a population of culturally and economically disadvantaged

adult students.

Learning Problems of Disadvantaged Adults

This section will review research relevant to adult
learning and will focus on literature concerning the spe-
cific problem of educating disadvantaged adult students.
Attention to this phase of the literature was deemed nec-
essary because of problems peculiar to the education of
adults and because of the current interest in programs
designed to educate the culturally disadvantaged. The

following questions will serve to guide the review:
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l. Can culturally and economically disadvantaged
adults be reeducated?

2. Are current programs involved in the education
of culturally and economically disadvantaged
adults judged to be serving the educational
needs of the poor?

3. What is generally known about the self-esteem
of the disadvantaged?

Beginning in 1928 and continuing through the
present day, research in the area of adult learning has
served to demonstrate that while there are some distinct
differences between the learning processes of adults and
of children, adults are indeed capable learners.

In his review of the research of adult education,
desS. Brunnerl summarized the work of investigators who have
made significant contributions to the understanding of the
adult learning process, and whose findings apply partic-
ularly to the education of the culturally disadvantaged.

Irving Lorge, using a population of W.P.A. workers,
investigated the relationship of age to the performance of
adults on rigorously timed aptitude and achievement tests.
He found that closely timed tests tend to underestimate

adult achievement and aptitude. DeS. Brunner states:

lEdmund deS. Brunner, et al., An Overview of Adult
Education Research (Chicago: Adult Education Association,
1959), pp. 1-26.
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"Lorge sums up the findings of research in this area effec-
tively when he says: 'Whenever learning ability is measured
in terms of power ability--i.e. learning without stringent
time limits, the evidence is clear that the learning
ability does not change significantly from twenty to sixty
years.'"l

Houle's analysis of the results of 225,000 partic-
ipants in the World War II Army Educational Program is
reported.2 Houle found that disadvantaged adults who
lacked the basic tools of learning could be taught to
achieve them.

Wilkening studied the relationship between indices
of socio-economic status and the acceptance of innovation
in farm technology. 1In discussing the research findings,
deS. Brunner stated:

He also showed that some ideas failed of acceptance,
i.e. were not functionally learned, because of feelings
of economic deprivation and because they were asso-
ciated with feelings of social isolation from those who
attempted to disseminate them. It was also clear that
the stronger the cohesiveness and hence influence of
neighborhood and kinship groups, the slower was_the
acceptance of both new practices and new ideas.

Leo Johnson discussed the stimulus-response theory

of learning developed by Pavlov and supplemented by Guthrie

and Thorndike, and the field theory postulated by Lewin,

l1pid., p. 13.
21bid., p. 11.

31bid., p. 17.
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in an attempt to isolate an appropriate learning theory
for adult education. He concluded:

One of the greatest challenges an educator faces is
to be able to creatively practice a learning theory.
Adult educators are no exception. The challenge still
exists. The learning process can be seen in action in
work with adults. The learning theory which works best
for adult education is field-theory. To apply field-
theory in work with adults is a great challenge. We
can learn from adult education responses to this
challenge.l

In his chapter on Adult Learning, deS. Brunner
summarized with the following statement:
« « « In the area of adult education there is an en-
couraging amount of assumed knowledge. Adults can
learn, and given their own time can learn as effec-
tively in later maturity as in earlier adulthood unless
physically handicapped . . . While the amount of
schooling makes a difference in later learning the
educationally disadvantaged can and do learn.
Hendrickson3 reviewed the research of Lorge,
Thorndike, and Wechler and agreed that adult learning
ability declines only negligibly with advancing age.
Hendrickson cites some advantages to the learning process
that are generally characteristic of the adult learner.
They are:

l. Increased experience. This enhances wisdom

and judgment.

lLeo F. Johnson, "The Learning Process: A Challenge
and A Response," Journal of Education, CXLVIII (October,
1965), p. 45.

2

deS. Brunner, op. cit., pp. 22-3.

3Andrew Hendrickson, "Adult Learning and the Adult
Learner," Adult Leadership, XIV (February, 1966), pp. 254-
56. '
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2. Adults have fewer goals which permits a greater

concentration of activity.

3. Adults are highly motivated.

4., Adults have good work habits.

The above characteristics of the adult learner may
be characteristic of the adult learner from middle or
higher class socio-economic groups, but it is doubtful
that they represent general characteristics of the cul-
turally and educationally disadvantaged adult.

Miller agrees with this point of view:

Enough evidence is available to show why most adults
attend school, but the educationally deficient adult is
not like most adults. The problem of trainee motiva-
tion among this hard core group is one of the least
understood. This group is no monolith. They represent
many and varied motives, interests, aptitudes, and
abilities. Motives differ among age groups. Voca-
tional motives appeal more to persons between the ages
of 20-40 years than to the younger or older individual.l

Recognition is generally accorded the position that
the process of education of disadvantaged adults requires
an understanding of their backgrounds. Derbyshire stated:
"Until teachers of disadvantaged adults can view the adult
student's world and experiences through his eyes, the edu-

cator's teaching will be irrelevant."2

1Fredrick E. Miller, "There is a Need for Militancy
in Adult Basic Education," Adult Leadership, XVII (June,
1968), pp. 68-70.

2R. L. Derbyshire, "The Sociology of Exclusion:

Implications for Teaching Adult Illiterates," Adult Educa-
tion, XVII (Autumn, 1966), p. 3.
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Derbyshirel also identified the educationally dis-
advantaged as being members of a minority society which has
been culturally excluded from the mainstream of American
political and economic participation. These culturally
excluded individuals seldom taste the success of achieve-
ment which comes through education, financial success,
occupational advancement, family status and the like. They
are generally "unskilled and unschooled" and more frequently
unemployed than employed.

One implicit assumption forming the background of
this thesis is that the disadvantaged will report lower
self-esteem than other groups in our society. Jean Grambs
believes that the self-esteem of the disadvantaged Negro
is negatively influenced by both a color-caste complex and
economic and cultural deprivation. She states:

The self-concept of the Negro is contaminated by
the central fact that it is based on a color-caste
complex. The American color-caste system was evolving
at the same time that the brave concepts of the Amer-
ican and French revolutions about human equality were
also born. It was thus almost inevitable that the
racial situation would cause trouble.?2

Grambs further states:

The self-esteem of the Negro is damaged by the

overwhelming fact that the world he lives in says,
"White is right; black is bad." The impact on the

libia.

2Jean D. Grambs, "The Self-Concept: Basis for
Reeducation of Negro Youth," in Negro Self-Concept, ed. by
Franklin Patterson, et al. (New York: McGraw-Hill, 1965),
p. 13.
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Negro community is to overvalue all those traits of
appearance that are most Caucasian.l

Poverty and an unstable family life also seem to
be influential in contributing to a depreciated self-esteem
among black people. Quoting again from Grambs:

The Negro slum child is far more liable than a
white slum child to experience also an unstable home.
The self that the Negro child learns early in life is
one exposed to the most difficult of all situations for
the human being to cope with: an inadequate family
living on the edge of economic insufficiency.

Grambs also suggests that there is evidence that
damage to Negro self-esteem is more marked for boys than it
is for girls.

The damage to the child's self-esteem appears
greater for Negro boys than for girls. Though it is
debatable whether, in general, it is more or less dif-
ficult to grow up as a boy or as a girl in our culture,
it seems clear from the evidence that during early
childhood and school years, the Negro girl accommodates
better to the circumstances of existence. . . . It is
highly probable that the trauma suffered by Negro
females is passed on (in adult life) and displaced upon
the males in the situation.

Rosenberg suggests that self-esteem is related to
social status:

If a person's self-esteem is influenced by what others
think of him, then there is reason to expect those with
the highest prestige in the society--the upper classes
--to be more likely to accept themselves.

l1bid., p. 15.

21bid., p. 18.
31bid., pp. 20-21.

4Rosenberg, op. cit., p. 39.
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However, Rosenberg observes little differential in
self-esteem between Negroes and Caucasians:

Negroes, who are exposed to the most intense, humil-
iating, and crippling forms of discrimination in
virtually every institutional area, do not have par-
ticularly low self-esteem. They are, indeed, below
average, Eut not by a conspicuous margin (only 6
percent) .

Hines speaks of the effects of cultural deprivation

upon the Negro:

The social definition of inferiority and its
attendant expectations have been major factors con-
tributing to the cultural deprivation of the Negro.

He has suffered a form of partial isolation no less
real than that experienced by the unwanted and isolated
child. The rewards of our society have come to him
when he has followed the defined expectations. Psycho-
logically he has tended to be excessively cooperative,
submissive, nonverbal, noncompetitive, and withdrawing.2

Growing up outside the pale of the American middle

class value system, members of the excluded lower classes
tend to develop traits of insecurity, physical aggressive-
ness, apparent lethargy or lack of motivation, low self-
esteem, and a tendency toward concrete rather than abstract
thinking. Each of these traits creates difficult problems
for those charged with designing programs to eliminate

illiteracy in the United States.

l1bid., pp. 56-57.

2Ralph H. Hines, "Social Expectations and Cultural
Deprivation," in Basic Education for the Disadvantaged
Adult: Theory and Practice, ed. by Frank Lanning and
Wesley Many (New York: Houghton Mifflin Co., 1966),
p. 183.
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Haggstrom does not believe that current anti-
poverty programs are effective in combating either poverty
or illiteracy:

The new federally supported anti-poverty training
programs are products of good intentions, political
needs, and a great distance from the lives of the poor.
As a result, most persons in the training programs will
not have been helped by them. Those who would have
secured jobs will do so anyway. But for the most part,
trainees will find no jobs waiting for them at the end
of the training programs, or will find those jobs with
such low pay that the trainees remain poor, or will
find only "dead end" jobs which do not lead into
careers. . . . Further, there is little concern to
educate the poor, but the emphasis is_rather to secure
T — .
jobs on the underside of the economy.

Demonstration projects are beginning to innovate
techniques and programs. Passett and Parker reported on a
New Jersey project which trained "24 poor people--most of
them unemployed or on welfare--to provide educational
experience to more than 700 adults living in six urban
ghettos of New Jersey."2 The key to this program was the
identification of the needs of the poor through a community
survey--conducted as part of the training experience for
the aides--and then using the trained aides as recruiters
and as teachers in order to reach the adult poverty popula-

tion which had not been reached by the New Jersey school

system.

lWarren C. Haggstrom, "Poverty and Adult Educa-

tion," Adult Education, XV (Spring, 1965), p. 145.

2Barry Passett and Glenn M. Parker, "The Poor Bring
Adult Education to the Ghetto," Adult Leadership, XVI
(March, 1968), p. 326.
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There appears, however, to be more dissatisfaction
than gratification with present programs to educate the
disadvantaged. Derbyshire states:

In order to educate the unschooled adult, educa-
tional institutions must be responsible for the total
person, not only for the formal learning segment of his
life. Until now, each institution has declared respon-
sibility for only its segment of the functioning
organism. If success is to come where others_have
failed, exceptional innovations must develop.

Garrett defines the tasks for educators of the
culturally deprived:

There seem to be three important tasks confronting
culturally deprived adult education. First there needs
to be continuing inquiry, both scientific and phil-
osophical, into the foundations of education for the
adult poor; second, a hard core of professionally
oriented educators for deprived education needs to be
developed; and third, imaginative programs are needed.?2

Haggstrom calls for new adult education programs,
which through the involvement of the poor in social action,
will lead to their self-realization. He concludes:

If one assumes that self-realization is approached
through a process of self-responsible and self-directing
decision and action, then to draw the poor into action
in their own behalf is not merely one form of educa-
tion, it becomes a theoretically necessary requirement
for the effectiveness of educational or training
programs.

lDerbyshire, op. cit., p. 9.

2P. G. Garrett and U. Nag, "Educating Adults from
Culturally and Economically Deprived Environments: A
Challenge to Home Economics," Adult Leadership, XIV

(February, 1966), p. 261. (Emphasis supplied by author)

3Haggstrom, op. cit., p. 154.




35

In reply to the questions posed at the beginning

of this section, it seems reasonable to state in conclusion

that:

Culturally and educationally disadvantaged
adults can learn. However, their learning will
be influenced by their age and socio-economic
status and by their previous educational ex-
periences. In any group learning situation,
hence, achievement levels may vary widely.

There is general agreement that racial distinc-
tion has an effect on self-esteem. It is also
suggested that low self-esteem results from a
deprived socio-economic situation.

Adult education programs, both past and present,
are generally judged as not having met the
primary needs of the culturally and economically

disadvantaged adult.

Influencing Self-Esteem through Group Techniques

Research in group dynamics has suggested potential

for the modification of individual self-esteem. Lewin,

Cartright, Zander and others have investigated the nature

of group influence on individual judgments, commitments,

and behavior.
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Lewinl concluded that attempts to change individual
behavior were more successful if they were framed in the
context of group dynamics rather than through direct work
with the individual himself.

Levine and Butler2 concluded from their study that
the involvement of members in a discussion group opened the
way for exposure to new behavioral patterns.

Cartright and Zander3 found that group pressures
can be directed against the forces of conformity and toward
the differentiation of roles of members to encourage
creativity.

Bennett concluded:

Guidance groups can provide many opportunities to
broaden information and viewpoints and to strengthen
open mindedness, and with good leadership, can increase
respect for variation in opinion and prevent the ham-
pering of individual zudgments made in the light of
varied possibilities.

Research undertaken at Northern Arizona University

concerning the counseling of individuals undergoing cul-

tural change suggested that a variety of group processes

1Kurt Lewin, "Frontiers in Group Dynamics," Human
Relations, Vol. I (January 1947), pp. 5-42.

2Jacob Levine and John Butler, "Lecture vs. Group
Decisions," Journal of Applied Psychology, XXXVI (February,
1952), pp. 29-33.

3Dorwin Cartright and Alvin Zander, ed., Group
Dynamics: Research and Theory (New York: Harper & Row,
1960), p. 183.

4Margaret E. Bennett, Guidance and Counseling in
Groups, 2nd ed. (New York: McGraw-Hill, 1963), p. 94.
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could be employed to facilitate the desired change. These

would include:

« « « such services as classroom learning, group coun-
seling, social gatherings, recreational programs, group
work, etc. . . . All such activities must be geared to
the level of understanding of the client. They must
incorporate past learning with movement toward new
goals.
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