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ABSTRACT

AN ANALYSIS OF SELF-CONCEPT OF ACADEMIC ABILITY (S.C.A.A.)
AS RELATED TO SOCIAL-PSYCHOLOGICAL VARIABLES,
COMPRISING SCHOOL CLIMATE, IN WHITE AND BLACK

ELEMENTARY CHILDREN WITHIN DIFFERENTIAL
SCHOOL SETTINGS

By

Grace Gist Henderson

The purpose of this study was to measure the relationship
between certain social-psychological variables, comprising school
climate, and the self-concept of academic ability (S.C.A.A.) of
fourth, fifth, and sixth grade students while holding constant,
as much as possible, the school mean effects of race, socio-economic
status (S.E.S.) and achievement levels. Specifically, it wastgesigned
to ascertain if school climates had a differential effect upon the
students attending schools of similar racial and socio-economic
composition, and/or varying achievement and grade levels;} If so, which
of the social-psychological variables, comprising'school climate, most
strongly affected the S.C.A.A. of the student.

School Climate, as operationally delimited in this research,
constituted the following nine social-psychological variables:

Reported Student Press for Competition or Individual Performance (R.S.P.C.).

Reported Teacher Press for Competition or Individual Performance
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(R.T.P.C.), Importance of the Student Self-Identity or Role (I.S.S.I.),
Reported Academic Norms of Schools (NORMS), Sense of Control (SEN-CON),
Perceived PeerVkBest Friend) Expectations and Evaluations (P.F.E.E.),
Perceived Té;qher Expectations and Evaluations (P.T.E.E.), Perceived
Priggipa] Expectations and Evaluations (P.Prin.E.E.), and Perceived
Parent Expectations and Evaluations (P.P.E.E.). The above school
climate variables were utilized in this study's analysis as the
independent variables, with S.C.A.A. being the dependent variable.

Data were obtained from a non-random sample, comprised of
1,288 fourth, fifth, and sixth grade students in ten predominately
white schools; and, 1,339 of the same, in seven predominately black
schools. Schools were selected on the basis of mean student achieve-
ment and S.E.S. levels, as measured by the State of Michigan School
Assessment Test Index Scores.

Schools were defined as predominately white or predominately
black based upon a seventy percent or better majority composition of
the student body for either race. Each school was defined as either high
S.E.S. or Tow S.E.S. based upon the state assessment mean of forty-
nine; schools scoring forty-nine and above or schools scoring below forty-
nine, respectively. Achievement level was defined as high or low based
upon the state assessment mean of fifty; schools scoring fifty and above
or schools scoring below fifty, respectively. Taking into account the
mitigating circumstances, and resultant scarcity of high achieving and/or
high S.E.S. black schools, the sample selection criteria was relative

to the school population.



Grace Gist Henderson

The School Social Environment Student Questionnaire, comprised
of sub-scales designed to measure each school climate variable and
S.C.A.A., was administered to the students sampled. This analysis
was divided into two stages. The first stage of the analysis constituted
hypotheses one through six; and, determined any interaction effects
between races, achievement levels, S.E.S. levels, grade levels, and
sexes (R,A,S,G,X) manifested in S.C.A.A. (hypothesis one), and tested,
separately, the effects of R,A,S,G,X, on S.C.A.A. (hypotheses 2-6).

The second stage of the analysis constituted hypotheses seven through
eleven; and, determined what effect(s) school climate variables had
on S.C.A.A. with respect to R,A,S,G, and X.

The major statistical tools employed were a univariate analysis
of variance tests, least square estimate of effects, for significant
univariates (first stage) and least square regression analysis and least
square step-wise deletion of variables (second stage). In all of the
tests, the decision rule was to reject the null hypothesis at the .05
level, with the exception of the equal multiple correlations test (two-
tail test with rejection at the .025 1eve1).

The following speculative inferences and tenable conclusions were
derived from the interaction effects and analyses, respectively.

1. The female students had a higher S.C.A.A. than male students in
grades fourth through the sixth, and in predominately black,
and low S.E.S. schools. In predominately white and high S.E.S.
schools however, the males had a higher S.C.A.A., in the fifth
grade. Also, the females S.C.A.A. lowered at each successive
grade level in predominately white, and predominately black
schools. It varied from fourth through sixth grades in the

students in low S.E.S. and high S.E.S. schools; and, was
higher in low achieving than in high achieving schools.
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The male students' S.C.A.A. varied in all school settings.

It varied in the students in predominately white, predominately
black, and high S.E.S. schools, and fourth through sixth grades;
and, was highest, of both sexes, in the fifth grade in
predominately white and high S.E.S. schools. The male students'
S.C.A.A. was lower at each successive grade level in low S.E.S.
schools; and, was the same in both low and high achieving schools.

Students in predominately black schools, students in high S.E.S.
schools, and female students had a higher S.C.A.A. than the
students in predominately white schools, students in Tow S.E.S.
schools, and male students.

The school climate variables are significantly related to the
S.C.A.A. of all students in schools of different racial and S.E.S.
composition, of different achievement and grade levels, and of
both males and females.

The school climate variables significantly accounted for the
variance of S.C.A.A. differently in the students within:
predominately black schools, predominately white schools,
high achieving schools, and low achieving schools.

The school climate variables which most strongly affected the
S.C.A.A. of all students, in toto, and the students in schools
of high S.E.S. and low S.E.S.; fourth, fifth, and sixth grades;
and males and females, were the "significant others" variables--
perceived expectations and evaluations for peers, teachers, and
parents (P.F.E.E., P.T.E.E., and P.P.E.E.) respectively.

The school climate variables affecting the S.C.A.A., were
different for the students in predominately black (BLACKS)
than in predominately white schools (WHITES); and, for the
students in high achieving (S.H-ACH.) than in low achieving
(S.L-ACH.) schools.

a. BLACKS - P.F.E.E., P.T.E.E., and P.P.E.E.

b. WHITES - R.S.P.C., P.F.E.E., P.T.E.E., P.P.E.E., and P.Prin.E.E.
c. S.H-ACH.-» P.F.E.E., R.T.P.C., P.T.E.E., P.P.E.E., and P.Prin.E.E.

d. S.L-ACH.» P.F.E.E., P.T.E.E., and P.P.E.E.
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CHAPTER I

INTRODUCTION

Contemporary concern as to what effect the social environment
(climate) of the school has on the learner has received increasing
attention, since quality education still remains an elusive goal; and,
educators seek to identify and implement needed changes in the educational
system that would meet the personal and academic needs of all its
students.

This humanistic perspective is essential, because as research
evidence indicate, (see Chapter III), academic achievement is not
determined by intelligence alone; but, is also affected by a wide
variety of social-psychological factors, of which self-attitudes
(i.e. self-concept) are one.

Indications are that academic success or failure is significantly
influenced by the ways in which students view themselves (self-concept).
Research evidence clearly shows a persistent and significant relation-
ship between the self-concept and academic achievement; and, between the
specific self-concept--self-concept of academic ability--and academic
achievement (see Chapter III). Thus, the student's self-concept,

seemingly, plays a crucial role in shaping his achievement. The
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data give reason to assume that enhancing the self-concept is a vital
influence in improving academic performance. Meaning, those who
possess positive images of self and others, tend to develop higher
levels of school success. (Anderson and Johnson, 1971).

Up to recently, considerable research has concentrated more on
individual differences rather than the interaction between school social
environment and student behavior. Although research evidence indicate
that students who report low self-concepts rarely perform at above
average levels, as would be expected; why some students with high self-
concepts fail to succeed in school remains to be explored. Although
the data do stress a strong reciprocal relationship, research evidence
is not clear-cut as to which comes first--a positive self-concept or
scholastic success; a negative self-concept or scholastic failure. If,
however, in accordance with the research evidence, academic achievement
may be raised by changing a student's self-concept, does the self-
concept vary, or remain the same, in commensurate with achievement?

In essence, what happens to the self-concept under the impact of the

school?

Statement of the Problem

The lack of academic success among the minorities, of which the
majority is black, has resulted in the inquiry of the social-psychological
process regarding the relationship between the school social environment
(school climate) and the student's self-concept. Research investigation
into the domain of school climate, with regards to academic achievement,

has motivated great scrutiny by researchers (Coleman, et al, 1966;
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McDill, et al, 1967; Sinclair, 1970; Wilson, 1969; Brookover, et al,
1973). The above contend that school climate, irregardless of ethnic
or social class backgrounds, can provide an atmosphere that facilitates
academic achievement.

Exploration of the relationship of school social environment
(school climate) and academic achievement has indicated, that the basic
nature of the norms, values, and goals held by educational institutions
affect the nature of school climate; and, subsequently, the behavior and
attitudes of student and staff (Walz and Miller, 1969).

Recent research data (Soares and Soares, 1969; Kerensky, 1967;
Carter, 1968; Zirkel and Moses, 1971; DeBlassie and Healy, 1970;
Rosenberg and Simmons, 1971; Hara, 1972; Gaston, 1972) have yielded
results which conflict with the stereotypic view, and tend to shed doubt
upon the proposition that, ethnic minority groups report negative self-
concepts; and hence, low-achievement because of their socio-economic
circumstances.

In 1ight of what we know about the self and scholastic success,
the above findings have serious implications for the school, as well as
the student, if a child becomes convinced that school is a place where
he cannot hope to succeed. Since self-concept is related to achievement,
and, there is a relationship between school climate and achievement; it
is important to know how the school climate is related to the self-
concept of students; and, how this relationship is affected in different
types of schools.

We need to know what in the school social environment (school climate)
is related to the self-concept, so that the self-concept can be enhanced;

and, through this, possibly, achievement. With respect to achievement,
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the specific self-concept--self-concept of academic ability, hereafter,
referred to as S.C.A.A.--is, apparently, a more relevant variable in

school performance than a global or general self-concept (Paterson, 1966;
Brookover, et al, 1967). Judging from other evidence supporting the

above (see Chapter III), this writer concurs with the view that S.C.A.A.
represents a more accurate assessment of the student's perceptions of

his ability to achieve; and, is therefore, a meaningful factor in measuring
achievement for all students.

Also, we need to look at and re-examine the assumptions that
formulate the criteria used for measuring academic success or failure
(i.e. generally, but specifically, as operationalized in this study)
to determine its validity in educational environmental studies. Although
the efficacy of self-concept, as it relates to academic achievement,
seems to be well established, the instrumentation of self-concept
studies has been called into question (Greenberg, 1970; and Zirkel,
1971). This will be discussed further in Chapter II.

There is very little evidence to indicate what effect the school
social environment (school climate) has on the self-concept of the
student; and, virtually no evidence is available on the ways in which
elementary school environments affect the student's self-concept.
Research questions regarding this interaction have been indicated, in
recent studies, as an area which sorely need exploration (Morse, 1964;
Brookover, et al, 1965, 1967; Yamamoto, et al, 1969; Cooper, 1972;
Linton, 1972).

« « « Surely school curriculums and practices do affect how
children see themselves, as well as what they think of education

and school personnel . . . However, hard data in this are
lacking (Carter, 1970: 54)






The current lack of research in this area has led to the present

study.

Purpose of the Study

Specifically, the purpose of this study is designed to measure
the relationship between certain social-psychological variables,
comprising the school climate, and the S.C.A.A. of fourth, fifth, and
sixth grade students. Hopefully, this research study will ascertain
if school climates affect the S.C.A.A. of students differently, in
different types of schools, and/or at different grade levels. If so,
which of the social-psychological variables, comprising the school
climate, most strongly affect the S.C.A.A. of the student; and, hence
suggest what kind of atmosphere would encourage and reinforce education,

which would be responsive to the needs of all its students.

Variables Utilized in the Study

School climate, as previously mentioned, is a social-psychological
construct in this research. It is the interaction of the principal,
teachers, and students within the school who produce an atmosphere
that will enhance or mitigate against academic achievement. Parents
also provide input into the school climate as a significant other of the
student (Henderson, 1972: 3-4)., Meaning, that school climate, for the
purpose of this research, is in the realm of symbolic-interaction (self-
other interaction) and, is the individual's interpretation/perception of

"others"(teachers, students, principal, and parents) expectations,
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evaluations, and behavior (reference group theory) which govern his
action within the school, in his role of the student (role theory).
The variables which constitute, and will be used to measure school
climate, are as follows:

1. Reported Student Press for Competition or Individual Performance
Reported Teacher Press for Competition or Individual Performance
Importance of the Student Self-Identity or Role
Reported Academic Norms of Schools
Sense of Control
Perceived Peer Expectations and Evaluations
Perceived Teacher Expectations and Evaluations

Perceived Principal Expectations and Evaluations

W 0 N O o0 & wWw N

Perceived Parent Expectations and Evaluations

The above variables were the data collected from the students
and, utilized for this study's analysis as the independent variables.
School climate is a matter of supposition as the review of literature

will elucidate.

Justification for Research

Inquiry into the realm of elementary school climate, as it
relates to the S.C.A.A. of the student, is of utmost importance.
Determining and understanding the influence of school climates on
students at the elementary level is crucial because of the implications
and effects it would have on the learner throughout his school career.

As a child, an individual develops a conception of himself from

the reactions of other individuals toward him. In the process of
interacting with others, the individual comes to take the role of
the other, basing his beliefs, evaluations, and expectations of
himself on the beliefs, evaluations, and expectations that signifi-
cant people in his life have of him. The resulting self-attitudes
(se1f-concept) function to direct his behavior (Johnson, 1970:98).
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Given the evidence that the self-concept concerning achievement
is related to academic achievement, and that a student's perceptions of
others indirectly influences his academic achievement through their
influencing the self-concept (Brookover and Gottlieb, 1964), it would be
functional for educators to know exactly what factors affect the self-
concept and thus, academic success. Based on such knowledge, appropriate
alterations of the school environment/climate of students can be planned
and implemented, accordingly. "Different environments affect children
in different ways, and to ignore variation in school climates is to
limit our understanding of the various ways students think and feel"
(Sinclair, 1970:53). "Just as individuals undergo changes and growth, one
presumes a classroom group evolves and alters over time" (Morse, 1964:195).

Additionally, exploration in this area is also crucial because
of the paucity of research that addresses itself to elementary school
climate. It is postulated that each school has a social climate, which
in turn is made up of a whole spectrum of more-or-less recognizable
subcultures (e.g. academic and social) affecting student behavior and
performance (Knapp and Greenbaum, 1953). "Since the school climate
is a cluster of variables including factors such as school norms and
values, peer group norms and values, and the like, research on the
effects that the above have upon behavior, is applicable to the effect
of school climate on behavior" (Johnson, 1970:238); and thus, academic
achievement. However,

most studies of organizational climate have confined themselves
to the college level, a few have investigated high schools, and
practically none have dealt with elementary schools. . . . The
climates of the elementary and high schools therefore, may or may
not be congruent with the needs of the students, and perhaps

affect their behavior more than do the climates of colleges
(Johnson, 1970:231).
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There is empirical support to assume that one may raise academic
achievement by changing a student's self-concept (Johnson, 1970:94-99).
The evidence available indicates that, most of the ways in which a
student's self-concept, concerning his ability to achieve, may be
changed, is in a school setting; and, involves modifying the images and
expectations that significant others--parents, peers, and teachers--have
of the student's abilities. Again, however, one must take into account
the exact conditions under which the relationships will hold. There is
some evidence which postulates that it is only when the teacher really
believes that the child is capable of achievement, that his expectations
affect the child's self-concept (Johnson, 1970:99).

Also, with regard to research endeavors, there is nothing in the
literature to indicate what reiationship exists between school climate
and S.C.A.A. Thus, inquiry into this realm is literally virgin terri-
tory; especially, at the elementary school level. Finally, due to the
state of our society in regards to antipathy against busing, defacto
housing, and white/black backlash, total integration of the school
has not been realized, and equal educational opportunity remains an
elusive goal.

Due to the socio-economic inconsistencies within the United
States, the great majority of blacks are in the lower class; whereby,
the greater majority of whites are in the middle class. As previously
indicated, Black schools are usually classified as low S.E.S. with
conconmitant achievement level. Because of the above, educators
are prone to assume that the minority groups suffer from negative
images of the self, based on their status within society. However,

Judging from the recent research evidence, previously cited,
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it now seems hazardous to assume that black and/or poor children have
lower self-concepts than children in better environments; and hence,
low academic achievement. Therefore, strategies must be formulated
to eradicate the dysfunctionality of black and/or poor schools.
Deutsch (1963) argues that it is often in the school that
"highly charged" negative attitudes toward learning evolve; and, the
principle that, negative self-concepts should be prevented, is ignored
by many schools. Purkey (1970) sums up the above concern in the
following manner:
A1l to often, schools are places where students face failure,
rejection, and daily reminders of their limitations. Because
some schools are unable to adjust themselves to individual
differences of students, . . . . Competitive evaluations, which
ignore varying sociological backgrounds and individual differ-

ences in ability, often begin in the first grade and continue
throughout school (p. 40).

Significant Questions Underlying this Study

General

1. Do sixth graders have a higher or lower S.C.A.A. than fifth,
than fourth, graders?

2. Do males have a higher or lower S.C.A.A. than females?

3. Do various characteristics of school climate have any effect
on the student's S.C.A.A.?

4. Does school climate have a different effect on the student's
S.C.A.A. in schools with different racial and socio-economic
composition and with different levels of achievement?

5. Do the students in these schools, in grades fourth, fifth,
and sixth, perceive the learning process in the same manner?

6. Can a positive school climate be structured in any school setting?

Specific

1. What relationship exists between school climate and the student's
S.C.A.A.? Is there any difference between grade levels and sex?



10

2. Does the school climate, as perceived by the fourth, fifth, and
sixth grade students, have a different effect on the student's
S.C.A.A. in schools with different racial and socio-economic
composition, and with different levels of achievement?

3. Does the school climate affect the S.C.A.A. of the black students
differently than of the white students in schools with different
levels of S.E.S. and achievement?

4. Which of the social-psychological variables, comprising the
school climate, most strongly affect the S.C.A.A. of the student?

Statement of the Hypotheses

The hypotheses, which are the core components for analysis in
this study, are stated below as follows:

General Hypothesis I: There will be differences in the S.C.A.A.

score among race, grade level, socio-economic status level, and between
sex, in the students in schools of different achievement levels.

1. The self-concept of academic ability score (S.C.A.A.) will be
different at each grade level.

2. The S.C.A.A. score will be different among the males than among
the females.

3. The S.C.A.A. score will be different among the students in high
S.E.S. schools than among the students in low S.E.S. schools.

4. The S.C.A.A. score will be different among the students in high
achieving schools than among the students in low achieving schools.

5. The S.C.A.A. score will be different among the students in
predominantly white schools than among the students in pre-
dominantly black schools.

General Hypothesis II: The school climate variables will be

different]v related to the S.C.A.A. of fourth, fifth, and sixth grade
students in schools of different racial and socio-economic composition,

and with different levels of achievement.

6. The school climate variables will be differently related to the
S.C.A.A. of students in black schools than in white schools.

7. The school climate variables will be differently related to the
S.C.A.A. of students in low achieving schools than in high
achieving schools.

8. The school climate variables will be differently related to the
S.C.A.A. of students in low S.E.S. schools than in high S.E.S. schools.
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9. The school climate variables will be differently related to the
S.C.A.A. of students in the sixth grade than in the fifth grade,
or fourth grade.

10. The school climate variables will be differently related to the
S.C.A.A. of female students than of male students.

11. The school climate variables affecting the S.C.A.A. of white
students will be different from those affecting black students.

Significance of the Research

In view of all the research evidence available, this line of
research appears to be very crucial, as perceived by this writer. Equal
educational opportunity and/or quality, education has, and presently
remains, a complex and, seemingly, unsolvable problem within the United
States today. Much research has been done in an attempt to determine,
and to eradicate, the causes responsible for the low rate of academic
success, especially, among the minority groups, of which the majority is
black. It has been empirically established that a student carries
with him certain attitudes about himself, and his abilities which play
a primary role in how he performs in school (Purkey, 1970:25).

Hopefully, research in this area will challenge previously
held assumptions, with regards to academic success or failure; and,
will provide a systemic base to educators which would help them determine
if, through the manipulation of certain social-psychological and structural
variables, what kind of school climate would be necessary, and would be
positively responsive to the needs of all of its students. The above
will be accomplished, hopefully, by providing information in the following
Crucial areas:

1. To provide insight into a sphere which presently lacks such
knowledge--the phenomenon of the S.C.A.A. in the elementary school.
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2. To add further credence to the line of research which posits
that school climate is related to academic achievement.

3. To provide some basis for knowing what could be changed in the
school environment (school climate), in order to change the
self-concept of academic ability.

4. Lastly, but most importantly, a systematic inventory of school
climate variableswill be given; which may provide insight into
the differences of the respective student population with
regards to school climate and S.C.A.A.

Delimitations of the Study

The research design of this study was founded, in part, upon the
data obtained from the State Assessment Program of the State of Michigan,
Department of Education. A state-wide assessment program had begun in
1969-1970 for all of the elementary schools in the state of Michigan;
and, tests were administered to all of the fourth graders, measuring
achievement and S.E.S.

The sample of this study was selectively based; and thus, non-
random in that, the schools were matched, as close as the population
would allow, on similar racial and S.E.S. composition; but, significantly
different levels of achievement. Therefore, the state assessment data
made it easy for us to control for race, achievement level, and S.E.S.
level in our sample selections; and, our sample was based on these
specific characteristics. A predominately black or white school was
designated as such, based upon a seventy percent majority/composition of
the student body for either race. Achievement level and S.E.S. level
were determined by the state assessment test index scores.

Because of the sampling difficulties in matching blacks and
whites on the indices of achievement level and S.E.S. level, the sample
consists of .seventeen (17) schools; and, stratification of the sample

involves just one school in the data matrix cells, in some cases.
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Black White
High
High S.E.S. 1 3
Achievement Low
S.E.S. 3
High
Low S.E.S. 1 3
Achievement Low
S.E.S. 2 2

Figure 1.--Design of Schools Comprising the Sample

As previously mentioned, the purpose of this research is to
determine the relationship between S.C.A.A. and the social-psychological
variables, comprising school climate, in schools of different racial and
S.E.S. composition and with different levels of achievement. The analysis
of this study will be done in two stages.

The first stage of the analysis is designed to determine what
relationship(s) exists between the student's S.C.A.A., as perceived by
the students, and race, achievement level, S.E.S. level, grade level,
and sex. It is also, however, the preliminary procedure to the second,
or most crucial part, of this study's analysis. Although the literature
is replete with research findings regarding the relationship of the global
or individual self-concept to the above five categories, there is not an
abundance of knowledge relating the S.C.A.A. to the above five categories;
more specifically so, at different grade levels and between sex. Thus,
the purpose here is to provide insight into this area either in the form

of generating further research, or significant findings.
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The second stage of this analysis is designed to determine what

relationship exists between the perceived S.C.A.A. of fourth, fifth, and

sixth grade children and the social-psychological variables, comprising

school climate, in school settings of different racial and S.E.S.

composition, and with different levels of achievement.

the study is represented in Figure 2.

The design of

Grade Level and Sex

Racial Achievement Level and 4th 5th 6th
Composition S.E.S. Level M FI M FI M F
High

High SES

Achievement Low

Black SES
High

Loy SES

Achievement Low

SES
High

High SES

Achievement Low

White SES
High

Loy SES

Achievement Low

SES

Figure 2.--Research Design of Study
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The instrument,utilized in this study, was the School Social
Environment Student Questionnaire, developed by Wilbur B. Brookover and
Richard Gigliotti; and, was designed for the larger School Social Environment
study, of which this research is a part, (see Appendix A). The data were
collected during the academic school year of 1970-1971, and used the
1969-1970 state assessment information. The questionnaires were adminis-
tered to all of the fourth, fifth, and sixth grade children of the
selectively sample schools; whenever, possible. This procedure
accomplished three things: (1) a greater sample of the student population
was obtained; (2) the fifth grade children were the strata of population
of greatest interest because of the state assessment information; and
(3) the sixth grade children, having the greatest familiarity with the
school, would be most representative of the actual school climate based
on their perceptions of the school climate. Therefore, all of the
fifth grade student populace was included in the sample; and, as many
of the fourth and sixth grade children as time and finances permitted.
Administration of the questionnaire was done in the student's respective
classroom group, by one of four trained staff persons who visited each
classroom, just once.

It is with regret, however, that this investigator reports that
the school, as a socfo-cultural system, was not examined in this present
study. As Shinn (1972) posits;

Study of the school in the American society is a study of human
behavior within a socio-cultural system (not of the whole culture)
which is in context, made up of a myriad of social-interaction in
vivo, in (a) natural setting, within the larger community. The
cultural interplay between the community and the school is an

on-going event with no conspicuous demarcation where the involvement
of both begin and end in the educational process of the child (p. 364).
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Exploration in this arena would prove to be most significant; and, it is
felt to be mandatory by this investigator.

This investigator realizes that the design of the study, which
was intended to control those factors which confound comparative
investigations within school settings, coupled with the non-random
assignment of the sample, will necessitate qualifications of any results
which might emerge. However, considering the sacrifice of generaliza-
ability, there is no wish to make comparison to any population other than
with the selected sample schools. This study is more than just exploratory,
however; and, utility is still claimed because of the significance and
impetus it has for continuing research effort in this area.

This sample enabled the investigator to examine certain social-
psychological variables, comprising school climate, to maximize those
differences which may affect the S.C.A.A. of the student beyond the
effects of race, S.E.S., and achievement. In this way, it was designed
to determine which of the social-psychological variables most affect the
S.C.A.A., so that the S.C.A.A. can be enhanced; and perhaps, academic
achievement. An additional note here, with regard to generalization
and non-random sampling. As one social scientist pointed out to this
investigator; and, with whom she concurs: "The notion, that you either
do not have a strictly random sample of some population and, therefore,
cannot generalize at all; or that you have a random sample and can,
therefore, generalize at will, is rejected--the actual situation of
research is always somewhere in between."

This study makes no claim as to examining all, or even the most

significant, social-psychological variables having an effect on the
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S.C.A.A. It is hoped, however, that those variables not showing signifi-
cance will be eliminated in future research endeavors. And also, that
the research delineated from this study will attempt to have a number

of important implications for theory, future research, and implemen-
tation regarding the educational impact the elementary school environ-
ment has on the learner; and, the significance of the S.C.A.A. in this

process.

Definition of Terms Relevant to the Study

School Climate

School climate has previously been defined (pp. 5-6). As
delimited in this research, school climate is the same as school social
environment; and, can be used interchangeably.

The next nine definitions will explain the meanings of the
social-psychological variables comprising the school climate; after
which S.C.A.A., as the dependent variable in this study, will be

defined.

Reported Student Press for Competition or Individual Performance (R.S.P.C.)

This construct is defined as an atmosphere of pressure/influence
exerted on the student, by the climate of the school, to compete and/or

strive for individual performance, as perceived by the student.

Importance of Student Self-Identity or Role (I.S.S.I.)

This concept refers to the "relative degree of investment
Placed in the identity student, for self-esteem maintenance" (Gigliotti,
1969:7).  Meaning, to what extent or measure is the commitment that a
student places in his role, as a student, in relation to the maintenance

of his global or overall self-concept.
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Academic Norms of School (NORMS)

Academic norms of the school refers to the overall demand, within
the school, for academic performance, as perceived by the students. The
reporting by the students was based on their observation of fellow

students in class, in the entire school, and of their teachers.

Sense of Control (SEN-CON)

Refers to the student's feeling of control over his environment
(his destiny). Coleman, et al (1966:288) explain sense of control in
the following manner:

If a child feels that his environment is capricious, or random,

or beyond his ability to alter, then he may conclude that attempts
to affect it are not worthwhile, and stop trying. Such a response
to one's environment may be quite unconscious, but merely a general
attitude that has developed through long experience. The particular
relevance of this factor for groups that have been the subject

of discrimination is that they have objectively had much less control
of their environment (their goals or destiny) than have members of
the majority group.

Reported Teacher Press for Competition of Individual Performance

(R.T.P.C.)

This construct refers to the atmosphere of pressure/influence

exerted on the student, by the teacher, to compete and/or strive for

individual performance, as perceived by the student.

Perceived Expectations and Evaluations of Peers, Teachers, Principal,
and Parents (P.F.E.E., P.T.E.E., P.Prin.E.E., P.P.E.E.)

Perceived Expectations of the above refers to the "expectations
which an individual perceives another person holds of him, in respect
to academic tasks, as compared with others in his school class"

(Henderson, 1972:67).
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Perceived evaluations of the above refers to the"evaluating
definitions which an individual perceives another person holds of him,
in respect to his ability in academic tasks in general, as compared

with others in his school class" (Auer, 1971:53).

Self-Concept of Academic Ability (S.C.A.A.)

S.C.A.A. refers to the behavior in which one indicates to
himself his ability to achieve in academic tasks as compared to others
involved in the same tasks. S.C.A.A. is conceived of being one of a
number of self-concepts which an individual may have of himself.

There is the possibility of a different self-concept for each of the
roles which a person performs (Brookover, et al, 1967:22).

A conceptual model is in order to illustrate how the nine (9)

social-psychological variables, comprising school climate, utilized in

this research are related; and, to show what relationship school

climate may have, via symbolic-interaction (self-other interaction),

on S.C.A.A., see Figure 3.

Symbolic-Interaction

An individual using his perceptions of the evaluations,
expectations and behavior of "others" as a basis upon which he forms
beliefs, attitudes, and values about himself; and and applying it to
any particular, or set of situations with which he might come into contact

(Schneider, 1973:23). It can also be called self-other interaction.
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Significant Others

Based upon the interaction between the individual and other
persons, "significant others" are identified as being the most
important persons in the life of the individual; and, these "others"
function to direct his behavior; based upon the expectations and
evaluations that they have of the individual. Parents, teachers, peers,
are the three (3) significant others most frequently identified in the
research literature.

The above constructs, as delimited in this research, were
defined accordingly. The next set of definitions delineate some of the
more commonly used terms that are found in the literature on the self.

The following three (3) definitions explicate how these
constructs were delineated in this research. Specifically, two of the
three constructs were determined by the state assessment test
index scores, and one of them was information obtained from the state

assessment program.

Achievement Level

The mean achievement level was defined as fifty, based upon
the state assessment test index scores. The Schools scoring fifty and
above were considered average achieving and high achieving, respec-
tively; and, defined accordingly. Those schools scoring below the mean
of fifty were considered below average and defined as low-achieving.
This was true with the exception of two black schools (Schools 13 and 17),
which were designated high achieving with an index score of 49.6 and

47.2,respectively.
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Socio-Economic Status (S.E.S.) Level

The mean S.E.S. level was defined as forty-nine, based upon
the state assessment test index scores. Thus, schools scoringforty-nine
and above were defined as high S.E.S; and, schools scoring below the
mean of forty-nine were defined as low S.E.S. The sample selection
criteria of black schools were not entirely similar with that of white
schools, taking into account the mitigating circumstances, and

resultant scarcity of high achieving and/or high S.E.S. black schools.

Race

Racial composition of each school was the information obtained
from the state assessment program, and was the percentage of black and
white students in the school. Predominately black or predominately
white schools were designated by a seventy percent or better student

body majority for either race.

self
Based upon various definitions of the self, a composite
definition of the self is "a complex and dynamic system of beliefs which
an individual holds true about himself, each belief with a corresponding
value. It is the individual's basic frame of reference in which all

behavior, without exception, is dependent upon" (Purkey, 1970:7).

Self-Concept

Consisting of a complex set of elements which are organized
into a systematic relationship, the self-concept is symbolic behavior
in which the individual expresses clearly a program of action for

himself as an object in relation to others. In essence, what an
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individual believes he is. In the literature, terms frequently used to
connotate the above are "global self-concept," "self-esteem," "self-

attitude,"” and "self-image" (Brookover, 1967:8).

Self-Awareness

« « « "the self is not initially there at birth; but, arises in
the process of social experience and activity" (Mead, 1934:135). Thus,
this concept, in early infancy, depicts the infant's vague feelings of
comfort and discomfort. As he develops, he begins to make distinctions
between his own body and other objects in his environment (Kaluger and
Unkovic, 1969:152). The bodily sense remains a lifelong anchor for our
self-awareness, though it never, alone, accounts for the entire sense of
self (Allport,1968:27). Therefore, self-awareness, in its fullest sense,
is not just cognitive awareness, then. One of its fundamental charac-
teristics is an evaluative or judging attitude toward the self, in
which the self is regarded as an object of importance and preferably of

worth (Hilgard, 1968:375).

Self-Image

Self-images are initially based on the interactional relation-
ships the child has learned before the development of the self.
Ideas, signs, impressions, conveyed by parental words and gesture are
copied and imitated. In essence, the messages the parent emits,
provides the symbols, via the language, from which the "other" is
formed, and applied to the self. (Wilson, 1971:121-123). The
images people have of one another are built up through the process of
symbolic-interaction; and, is formed on the basis of perceiving how

others react to him (Cooley, 1902). The self-image is like the picture
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which the individual sees at a given moment, like the photograph that
records one's appearance at an instant of time. It may change from
moment to moment; and, there may be multiple self-images simultaneously
in effect, when the individual is aware that his behavior at a given
moment looks different to his son, his mother, and his wife.

"The distinguishing content of any individual's self-conception
is established during the interplay between the succession of self-
images and his goals and values. Values and images are thrown into
unique juxtaposition by his distinctive set of interactive experiences.

Each person's self-conception is a selective working compromise between

his ideals and the images forced upon him by his imperfect behavior

in actual situations" (Turner, 1968:94).

Self-Perceptions

The person's observation of and/or understanding about himself
(i.e. "Who am I"). In the process of interaction with other people, the
child begins to recognize that others react to him in certain ways and
he begins to react to his own actions and personal qualities as he
expects others to react. In essence, he learns to think of himself
as having characteristics and abilities that are perceived by others
(Johnson, 1970:82). This emerging capacity to take the point of view
of others and to see oneself as an object, gives rise to beliefs and

attitudes about oneself, in short, a self-concept.

Self-Attitudes

Self-attitudes is the development of a sense of self; and,

the individual's ability to react to himself. What he now calls self is
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a combination of elements which at an earlier period in his life, he
called someone else. By imitating and copying, based upon his interaction
with the social environment, he found that they applied to him too.
In essence, self-attitudes are an attitude system--a pattern of
attitudes and values that will affect the individual's personality and
behavior--based upon the attitudes held by other persons toward oneself
and toward one another (Deutsch and Krauss, 1965:145, 187-188).
Self-attitudes develop through social interaction, and as the child
interacts with oojects and persons, he comes to perceive himself as
an object, separate and distinct from other objects and persons

(Lindesmith and Strauss, 1968).

Self-Evaluation

Self-evaluation is one's esteem or appraisal or regard based
upon interaction with others who are significant to him. Cooley's
(1902) "looking-glass self" is the mechanism utilized to accomplish
this. It's the individual's opinion of what he thinks, and/or believes,
and/or judge what his worth and value is as a person; based upon his
perceptions of how others react toward him. For example:

learns + imitates » accommodates to new suggestions from
family, etc.

motivation - adaptation - self-evaluation

desire » perceived - conscience
reality
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In essence, it's a self-realization process based upon his own feelings
about himself, perceived feelings others have of him, and the evaluation
of these feelings.

A schematized outline, delineating the above concepts on the
self-concept, follows. This is done merely to illustrate how these
concepts fit into the social system of the self (Figure 4). This
figure does not, however, include the time dimensional aspect, because
it does not depict the entire sequential development of the self. The
self, however, is dynamic and continually changes in the process of
self-other interaction. Meaning, the positive or negative values which
are associated with those qualities and relationships as they are
perceived as existing in the past, present, or future.

It is important to note here that the above definitions are
derived from various resources encountered by the writer and are inter-
preted as depicted above. However, this does not mean that these
definitions are applicable to the authors' definitions whose research
will be reviewed in Chapter III. On the contrary, as Chapter II will
illustrate, the confusion surrounding the self-concept literature
makes it highly difficult for this writer to generalize and/or even
imply that those authors defined and utilized their constructs of the

self the same or similar to this writer.

The purpose here was to provide some clarification of the
self terminology be defining the most utilized constructs of the self,

as depicted in the literature, as well as the constructs delineated
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in this study; and, to provide a schematized outline illustrating and

elucidating some of the dimensional components of the self-concept

based upon their frequent usage.

Overview

This study is designed to examine the relationship of social-
psychological variables, comprising school climate, and S.C.A.A. In
Chapter II, the theoretical framework underlying this study will be
discussed, along with, a brief expose depicting the confusion surrounding
the line of research dealing with the self-concept. Chapter III will
consist of the relevant literature, and will be reviewed in four main
areas: self-concept and academic achievement, S.C.A.A. and academic
achievement, school climate and academic achievement, school climate
and self-concept. Emphasis will be on the limited research on the
latter two areas and the paucity of research directly related to this
study.

In Chapter IV, the research methodology will be explained;
design of the study, and characteristics of the sample will be presented,
the instrument will be described, data collection procedures, and the
hypotheses, to be tested, given. Also, the manner in which the analysis
will be implicated.

The results, as it applies to the hypotheses being tested in
this study, will be presented and examined in Chapter V. The findings
will be presented in Tables and graphs.

Summary, Conclusions and Recommendations will be presented in
Chapter VI. At this time, any limitations of the research and impli-

cations for further research will be illuminated.






CHAPTER II

THEORETICAL FOUNDATIONS

In depicting the theoretical framework which is the basis for
this study, it is, first, necessary to briefly discuss the self-concept
as a social-psychological phenomenon; and, it's role in the educational
process, as a backdrop, to further explain the usage and the significance
of the above. Hopefully, this will clarify any misinterpretation that

may have occurred regarding it's specific meaning in this research.

Self-Concept, S.C.A.A. and Education

This writer views self-concept as a product of the socialization
process, especially as it operates in the home, school, and neighborhood.
The source of one's self-concept is, of course, not internal; it is
socially learned. The self-concept is developed and maintained through
the many experiences of the individual. Whatever it is that impels an
individual to act or not to act, a significant role is played, in this
determination, by what the person thinks about himself (Wylie, 1961).
For whatever the interaction, the child is molded by the repeated
behavior of the significant people in his life. Thus, the main forces
which shape the self-concept are significant others. Much of a child's
behavior repertoire is believed to be acquired through identification
with the important adults (persons) in his life (Bandura and Huston,
1961:247).

29
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Thus, the self-concept is viewed as a social-psychological
phenomenon through which structural and contextual factors (i.e. those
factors usually treated as independent variables, such as S.E.S.)
affect behavior.

The terms "self-concept," and "self" have often been used; and,
in many different contexts. Because of this, it is important that it
be properly defined as used in this research. This is crucial because
the 1literature on the self-concept is vast; but, confusing. In oper-
ationalizing the theory of self-concept to research, there have been

many problems; and, in fact, the instrumentation of self-concept

studies have been called into question.

Zirkel and Moses (1971:254) note that confusion surrounds the
subject of self-concept; partly, because there is no formal set of
assumptions, and the underlying rationale, instrumentation and research
methodology vary according to the person undertaking the research.

Reasons for the inconsistencies seem to be varied and diverse.
Some of these may be attributed to differences in definitions,
instruments, research designs, age groups, regions, times, and the
individuality of human beings which defies categorization."
This is not to say, however, that the self-concept, itself is questioned.
Only the instrumentation by which one measures it, isquestioned.

Coller (1972) indicates strongly, that there is a need to
clearly determine the relationship among the many measures of self-
concept. He feels that the confusion lies in the fact that social
scientists tend to use the same term to mean different things; and,

mean the same things when they use different terms. He also feels that

it is probably not possible to produce a widely accepted literal term
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or definition of self-concept, and,that the self-concept should be
regarded as merely a technical term for a field of study.

In his research, he indicated that most contemporary theorists
define "self" either as a group of psychological processes that govern
behavior and adjustment; and/or, as an organized collection of attitudes,
beliefs, and feelings a person has about himself. He noted, however,
that difficulties occurred when attempting to define self-concept

operationally.

The testing objectives of the many instruments are so divergent

that self-concept must, in general, be defined operationally

as that construct, or set thereof, assessed by the set of

so-called self instruments" (p. 67).
An operational definition is defined by Bloom, et al (1971) as "the
operations one performs to measure the construct become the definition
of the construct." Coller further adds that:

. . . an operational definition for any particular instrument

should differ from this highly general definition . . . . it should

be more precise, for example. In practice, operational definitions

have seldom been offered by the self-concept test constructor (p. 78).

He summarizes his research by stating that, more research is

clearly needed to determine the relationship among the many measures of
self-concept; it is inappropriate to attempt to validate a self-concept
measure by simply comparing it with another self-concept measure. In
short, the self-concept area requires a "new look." The bulk of currently
available self-concept tests, he feels, are not likely to be of significant
value to the educators concerned with either the development or modifi-
cation of specific educational programs for young children. He recommends

strongly, that criterion referenced tests be developed.
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Thus, one can, seemingly, from the above discussion understand
that it is even more important to operationally define the self-concept
than it is to literally define the construct. This will become quite
obvious when the literature on self-concept is reviewed in Chapter III.
With this in mind, the writer will move on with the discussion concerning
this present study.

The current analysis is concerned with how the school social
environment (school climate) affects the self-concept of academic
ability of its students. Meaning, what happens in the school that would

affect a student's perceptions of his ability to achieve academic success?

Self-concept of acadenic ability as used in this research should
not be confused with other definitions of self-concept or self.
Mead's behavioristic use of "self-reflective," "self-attitude,"
"self-consciousness,” "self-communication," and "self-as-an object"
are most pertinent to our usage. It has not been our intention
to measure or infer a self as a subjective phenomenon as in Mead's
use of the "self as I." Self-concept is defined as symbolic
behavior in which the individual articulates a program of action
{or hi?self as an object in relation to others (Brookover, et al,
967:8).

Meaning, in the process of interaction with other people, the individual
begins to recognize that others react to him in certain ways; and, he
begins to react to his own actions and personal qualities, as he expects
others to react. He learns to think of himself as having characteris-
tics that are perceived by others.

To the extent that a person is able to take the role of others,
he can respond to himself from their perspective; and hence, become an
object to himself. In this way, the attitudes of significant people

become incorporated into the structure of the self and gives rise to
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the (global) self-concept. (i.e. beliefs and attitudes about oneself
based on taking the point of view of others and seeing oneself as an object).

Much of the research on the self-concept assumes that the self-
concept is unidimensional; that is, the person has one major self-
concept that influences his behavior. This assumption is questionable.
Most theorists now agree that the self-concept is not a unitary concep-
tion; but, consists of the symbolic representations a person has made
to himself of his various characteristics (e.g. physical, ethnical,
biological, etc.) (Deutsch and Krauss, 1965). In other words, a person
has many different self-attitudes connected with such things as his
physical and biological, etc. characteristics and his possessions and
actions. Even more simply, the self-concept is a multidimensional
construct that covers and includes the total range of one's percpetions
and evaluations of himself. We have as many self-concepts as we have
organized sets of attributes and roles.

The implications of this for the school is that an individual's
self-attitudes relating to achievement will be complex. Self-concept
of academic ability (S.C.A.A.) refers to the behavior in which one
indicates to himself (publically or privately) his ability to achieve
in academic tasks as compared to others engaged in the same tasks
(Brookover, et al, 1967:8).

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 .
(it) does not refer to some underlying mental structure such as a
phenomenological self, as defined by such theorists as Jersild or
Maslow. Rather it refers to symbolic behavior, and as such, to an
empirical event. Thus when individuals publically define their

academic ability, we may observe what we refer to as self-concept
of academic ability behavior (Brookover, et al, 1967:8-9).
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Thus, in addition to, or instead of a general conception of his academic
ability, he will have self-attitudes regarding the various subjects and
requirements of the school (e.g. good in English; but, poor in math, etc.).
Hence, S.C.A.A. is conceived of as being only one of a number of self-
concepts which an individual may have of himself. There is the

possibility of a different self-concept for each of the roles which a
person performs. Other concepts of self, however, refer to other areas

of behavior which may vary from the area of school achievement.

In relating the above to the school social environment (school
climate), David Johnson (1970) gives the most concise definition of
education from a social-psychological perspective to date.

Education, from a social psychological point of view, is carried

on in an organized social environment largely through interpersonal
processes. How a student responds in the classroom, for example,

will depend upon such factors as the organizational structure and
climate of the school, the nature of the classroom norms and procedures,
the similarity between the student's goals and the goals of his
teacher, and the reactions he thinks his peers, parents, and friends
will have to his behavior. It is primarily within the extended
teacher-student and student-student interactions in the classroom
that education takes place. Classroom interpersonal processes,
however, do not take place within a vacuum; they are affected by

the organization within which they take place. In addition,

schools . . . have positive and negative consequences for its members.
(pp. 4-5).

This briefdiscussion has sought to explain, in depth, the defini-
tions--self-concept and S.C.A.A.--as applied in this research (i.e.
from an symbolic-interaction perspective). To do this, it was also,
necessary to explicate the concern that surrounds the self-concept
literature, in terms of its confusion; especially at the operational level.

Also, in relating the above definitions to education, it was elucidated
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that the educational process is social-psychological in origin. In
relating the two together, implications are that the ways in which.a
student views himself and his world, are products of how others see him;
and, are primary forces in his academic achievement. How the perceptions
of a student's ability to achieve is affected by the school climate,

is the objective of this research.

Theoretical Framework

The major theoretical perspective underlying this present
research is that of symbolic-interaction (self-other interaction).
It is obvious, however, from the previous discussion, that role theory
and reference group theory are also coupled with symbolic-interaction;
and, that both lend themselves to that line of logic posited. Simply,
role theory encompasses behavior which deal with the interaction of the
individual and his environment. The behavior of these individuals
are influenced by the expectations, evaluations, and behavior of
“others" (reference group). However, this writer contends, in the
spirit of W. I. Thomas, John Dewey, Mead, and others, that it is the

interpretation of these expectations and acts of others, and not the

actual behavior of others, which most influences the individual's
behavior. Each of the three rubrics will be delineated as to their

explication in this research.

Symbolic-Interaction

Theoretical foundations for this research is derived from a
symbolic-interactionist theory of the self which is summarized by

David Johnson (1970) as follows:
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The actual responses of others to the individual will be
important in determining how the individual will perceive himself;
this perception will influence his self-conception which, in
turn, will guide his behavior (p. 85).

The above theory was derived from the symbolic-interactionist
theorists George Herbert Mead (1934), Charles Cooley (1902), and formalized
by J. W. Kinch (1963). They contend that it is not the actual behavior
of others which directly determine an individual's actions; but, the
individual's interpretation of the expectations and acts of others
which most influence his behavior.

Self-attitudes develop through social interaction and as the
child interacts with objects and persons he comes to perceive
himself as an object separate and distinct from other objects and
other persons (Lindesmith and Strauss, 1968).

Cooley, in noting that the individual's self-concept is deter-
mined by his perception of other people's evaluation of hi<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>