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"Let people realise clearly that every time
they threaten someone or humiliate or hurt
unnecessarily or dominate or reject another
human being, they beconme forces for the
creation of psychopathology, even if these
be small forces. Let them recognise that
every man who is kind, helpful, decent,
psychelogically democratic, affectionate
and warm, is a psychotherapeutic force even
though a snall one."

Abrahan H. Maslow

Motivation and Personality.
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SELF CONCEPT AND SCHOIASTIC ACHIEVEMENT:
A comparison of the self concepts
of normal achievers and underachievers
and an evaluation of the efficacy
of a group counselling program on the
self concepts and achievement of
underachievers.

Peter Brirnley Harper.

The self concepts of academic underachievers
and normal achievers were compared. These
two academic types differed significantly on
various dimensions of self concept on both
an intra and an interpersonal level. In all
cases underachievers perceived themselves in
a significantly less favourable light than
did normal achievers. Underachievers were
then divided into control and experimental
groups. The experimental group was involved
in a group counselling program designed for
exploration of the self, over approximately
gix months. One control group did their
homework in the presence of the experimenter
for an eguivalent period of time. The second
control group received no treatment. Psycho-
metric assessment of self concept and level
of achievement following the program did not
show any significant change. Explanations
for this are offered and suggestions are made
that more subtle changes took place.



Introduction

The quest to understand the inner functioning of
man can be traced to the seventeenth century

where philousophers such as Descartes, Leibnitz

and Spinoza were using the terms 'self' and
‘psyche' in their consideration of the nonphysical
aspects of man., Whereas philcsophers regarded the
self to be the knower with an executive function,
William James (1890) in intreducing self to the
realm of psychology considered it to be the object
of that which is known. Cooley (1902) introduced
the verm 'looking glass gself' to incorporate the
influence of the individual's perception of others!
opinions of himself. Freud's concept of the ego
is casily comfused with the concept of the self.
However, self should be seen as the object as the
individual exzperiences himself. The ego is seen
to include aspects of the individual's life of
which the individual is unaware. McDougall (1908)
and icad (192%4) stressed the imporbance of social
interaction in the development of sell concept

and introduced the concept of the 'generalised
other'. Tor Lecky (1945) self concept was the
nucleus of personality and was motivated by a need
to maintain a comsistency of values between the
view the individual held of himself and the manner
in which he experienced his environment.

Snygg and Combs (1949) saw the self concept as

being constituted by those parts of the phenomenal
field which the individual had differentiated as
definite characteristics of himself. The zelf is
thus a unique set of perceptions of one's character—
istics and operates to maintain inner consistency; |
to determine how experiences are interpreted and

to provide a set of ewpectancies for the individual.
It is "the individual's basic frame of reference,
the central core around which the remainder of the
perceptual field is organised." (Snygg and Combs,

1949, page 146G).



The individualfs self concept is not an instinctual
'tgiven'. It develops with the accumulation of ex-
perience and is the product of a social interaction,
being forged through the accumulation of experience
and through adjustment in accordance with the ex-
ternal pressures imposed on the individual.

Considerable influence on self concept is provided

by significant adults in the environment of the
developing child. The behaviour of the developing
child is considered to derive directly from his per-
cention of himself; and the people who ara important
to him influence his perception of himself. It is
during the early childhood years then that the child's
conception of himself develops, and, for good or for
i1l, the child is moulded by the repeated behaviour
of those in his environment who are significant to
him. The role of parents in the shaping of self
concept is crucial and should not be underestimated.
Its influence extends beyond adolescence and into
adulthood. Ultimately the self is constituted of aun
abstraction of the attributes, objects and activities
which the individual possesses and pursues. The
symbol 'me' is that abstraction which represents the
person's idea of himself, and the appearsnce of
language in the child gives him the ability to dis-
tinguish between 'me! and 'not me! in his symbolisat-
ion and understanding of his experiences.

It is in the context of family living that the child's
earliest and most permanent self definitions are
forged; and by the time he enters school he has a
clear idea about himself and his abilities. Graduation
to school regquires a revision of self conception to
incorporate a far wider social sphere. During this
vhase of development the child is howsever assisted by
the expansion of his cognitive capacities. A final
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phase in the development of self concept is that
of adolescence. It is during this phase that
the self becomes oriented toward future planning
and longer term goalse.

Self concept has been an area of concern in
psychology for a number of years. However, it

is a concept which often confuses many who con-
gider it to be elusive and lacking in precision.
There are few (if any) really effective measuring
devices which are able to measure self concept
directly. In order vhat the problem might be
circunmvented, it has been necessary to infer the
nature of self concept from the behaviour of the
individual. What the individual has to say about
hinself is one useful basis from which such in-
ferences can be made.

The field of underachievement, like that of the
self concept, seems to be beset by much controversy.
Some theorists maintain that the concept of under-
achievement is a pseudo concept for if cne is able
to underachieve, one should logically also be able
to over achieve. Followers of this notiou maintain
that it is not possible for any individual to per-
form at a level which is above the level of his
capacity. However, it should be noted that there
is no means by which a direct measurement of human
capacity can take place. Intelligence and aptitude
tests are capable only of making predictions sboud
the performance of the individual. It is in terms
of the predicted level of learning made by these
instruments that it is possible to under and over
achieve.

In predicting level of learning it is important that
personslity characteristics and envirommental factors




should be taken into account. The fact that
underachievers coften obtain average and better
scores on intelligence tests would appear to
indicate that there are factors in addition to
that of intelligence which are important in the
determination of underachievement. Various
authors have had different explanations for the
causation of underachievement. Gough (1953)
considers underachievement to be an a-social act.
Other studies have related underachievement to
such factors as emotional disturbances, organic
brain damsze, a poor home background, low sccio
econonic level and inadequate schooling facilities.
These explarnations are considered to be super-
ficial and fragmented. The problem seems rather
to be one of a primary operating force rather than
a peripheral factor. The conceptualisation which
appears to best satisfy the requirements of a
molar mobtivating force behind underachievement is
that of the self concept.

Roth and Meyersburg (1963) postulate a vicious
circle of underachievement in which

Qpcor academic achievement resulis from
poor preparation, which grows out of
gprevious choices which are deeply rooted in self concept.

A developuental model of self concept takes account of
the role of the family and significant adults in the
development of the self concept and provides a more
complete picture of the underachiever. This model
could be concepbualised as follows

poor peer and

social relations.
School: wunderachievementi e poor self concept

Home : family < > determination of self concept



Though most research has centred around secondary
school and college populations the findings of
studies linking self concept and scholastic
achievement appear to be consistent for all levels
of academic endeavour, from the kindergarten and
elementary levels through to the college level.
The notion that academic success is contingent
upon ambition, cooperativeness, a sense of re-
sponsibility and seriousness, has been largely
abandoned in favour of the more considerable
evidence suggesting & relationship between self
concept 2nd academic achievement. Holder (1962),
Bledsoe (1957), Roth and Puri (1967), Sears (1970)
and Caplin (1969) have all reported a positive
correlational relationship between self concept
and academic achievement.

Several authors (Zimmerman and Allebrand 1965,
Roberts, 1962, Morgan 1952, Shaw Edson and Bell,
1960 and Shaw and Alves, 1963) have noted that
underachicvers perceive themselves in a considepr-
ably less favourable light than do normal achievers.
In summary they are isolated, lonely, sensitive to
criticism, easily frustrated, have poor family and
peer relationships, and employ constricted and fear-
ful approaches in their problem sclving attempts.

Hammachek (1971) noted that an improvement in the
individualfs belief of himself as a scholar was
accompanied by a change in the level of his per-
formance in the same directiocn as his view of himself
had changed.

In accordance with the self theory of Carl Rogers

in which adjustment is seen in part to be a functicn
of the self concept and self acceptance, efforts to
alter self concept so as to improve adjustwment have
taken place in the coatext of counselling and psycho-
- therapy.



Studies on the counselling of underachievers rest
ou the assunptions of variability in capacity for
scholastic achievement; the assumption that group
intelligence tests will differentiate levels of
mental ability for different individuals, and on
an assumption that school marks will give some
measure of actual level of achievement.

Bednar and Weinberg (1970) relate the following
conditions to successful intervention in the sphere
of underachievement .

i) the duration of the counselling contact -
studies with more then 10 hours of
counselling conbact showed a greater
improvenent;

ii) the level of therapeutic conditions
ffered by the couasellor - increased
success was found in approaches which
were client centred, and

iii) client motivation to improve his own
underachieving condition.

There has been very little research in the field of
underachievenent in South African schools, where it
is considered that upward of 10% of pupils are
underachievers. The accumulation of a sound body

on knowledge about the underachiever will make it
possible to direct intervention in the vicious

circle of underachievement and hopefully to con-
tribute to its amelioration. This study is in-
tended to provide the initial steps in this direction.

Hypotheses:

i) Ha: There is a significant difference
between the self concepts (and
characteristics) of normalachicvers
and underachievers as assessed by
various psychometric scales.



ii) Ha: There will be a significant
difference before and aftenr
a group counselling program
on the self concepts and level
of scholastic achievement of
a group of underachievers.

g@ﬁhod:

1.

Subjects:

The subjects in this study were selected from

a population of 167 White Standard 4oand 5
pupils attending two middle class male
preparatory schoole in the Cape Peninsula.
The subjects were of an average age of 12
years snd English speakinge.

Subjects who were termed underachievers were
those whose I.Q. stanine scores were two or
more points higher then their gtanine scores
on & scholastic achievenent test. Normal-
achievers were those pupils whose scores did
not show a similar discrepancye.

Apparatus:

i) New South African Group Tes?¥ (W3AGT).
This is a group intelligence test
which has been standardised on the
White population of South African
children. This test was used to
predict level of potential.

ii) Scholastic Achievement Test in
Arithmetic.
This is a group test of scholastic
achievement standardised on a
population comparable to that of
the NSAGT, and used in conjunction
with the HNSAGY in the identification
of underachieverse.

xii
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iii) Junior Scholastic Proficiency Battery:
A test used in Standard 5, 6 snd 7
populations which measures the effective-
ness with which a pupil has utilised his
learning opportunities in obtaining pro-
ficiency in the scholastic field.

iv) Piers-Harris Childrens'! Self Concept
Scale :
This is a self report instrument used
in determination of self concept.

V) California TMest of Personality
This is a personality test which purports
to measure a number of the components of
personal and social adjustment.

vi) The Self Development Program :
This twelve unit program was designed to
give pupils the opportunity to expand
the boundaries of their awareness and
to give them a means of insight into
their personality structures and the
way in which they cope with the diverse
intra and inter personal situations of
life. Areas of exploration included :
"My Feelings about Myself® ;
"My Basic Needs" ; "Dealing with
Reality" 3 "My Emotions" ; "My Body"
"My Self Image" ; "Relating to Others" etc.

Procedure :

The method of selecting subjects participating
in the study has already been enumerated. The -
two groups constituted consisted of 30 under-
achievers and 49 normalachievers. The Piers-
Harris Childrens' Self Concept Scale and the
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California Test of Personality were
then administered to all subjects.
Delineation of the various components
of self concept then made it possible
to compare these two academic types.

Following this comparison, the group

of %30 underachievers were randomly
divided into three groups of 10 subjects
each. The experimentsl group participat-
ed in the Self Development program (a
group counselling program) enunerated
previously, over a period of approx-
imately six months. One control group

- the Homework control group - did their
honmeworlk (end where necessary received
assistance from the experimenter) over
the same time period as the experimental
group. The second control group received
no treatment at all.

The self concept tests were then re-
administered. An assessment of scholastic
achievenent was also made.

Results :
Hotelling's T2 test was appropriate in
analysis of the significance cf the
differences of the scores obtained by
underachievers and normalachievers on
the various self concept measures.
Significant differences were found to
exist between the two groups' scores
on the following dimensions :
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Piers-Harris Childrens' Self (Concept Scale:

Behaviour (Tg = 68,44 p
Intellectual and School Status (T2 = 72,13 p
Physical Appearance and Attributes (P~ = 26,75 p
Anxieby (T° = 44,67 p
Popularity | (TE = 54,45 p
Happiness and Satisfaction (T2 = 234,85 p
California Test of Personality:
Self Reliance . (T2 = 28,40 p
Sense of Personal Worth (72 =241,57 p
Sense of Personal Freedom (T2 = 44 .94 p
Teeling of Belonging (T2 = 97,31 p
Freedom from Withdrawing Tendencies (Fg = 86,54 p
Freedom from Nervous Tendencies (Tg = GO0,64 p
Social Standards (T° = 31,97 p
Social Skills (Ti = 25,04 p
Freedom from Anbti-Social Tendencies (1% =104,%4 p
Family Relations (72 = 58,88 p
School Relations (T2 = 84,37 p
Community Relabions. (t° = 37,28 p

No sbtatistically significant changes were found in the
gelf Concepbts of individuals involved in the self de-
velopmental programe.

Discussion and Conclusions:

The present study has been an attempt to clarify some
of the confusion found in the literature concerniug
itsclf with self concept and academic achievement,
end to isolate those aspects of the self concept of
the underachiever which differ from the self concept
of the achieving pupil. Since positive self con-
ception is central To optimal scholastic performance,
end since high academic achievenent and positive self
conception are positively correlated (Caplin, 1969)

a program of group counselling wes used in an attempt
to improve the self concept and ulbtimately the level
of achievement of underachievers.
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The resulls of this study show conclusively that
rormal achievers and underachievers differ sig-
nificantly in terms of the inter and intra-
personal perceptions of themselves. The under-
achiever feels that he is personally inferior in
nearly all aspects of his life, from his social
relationships through to his personzl appearance.
As a result he is likely to be defensive,bthreatened
and retiring in life. The underachiever is not
competitive and since he is often the anxicus,
guilty and frustrated individual, he is capable
only of poor acadenic work. Clearly, if this
corndition is to be ameliorated, some form of direct
intervention is necessary.

hAgsessment, following the implementation of the self

development program used in this study did not re-
veal any statistically significant change of self
concept or improvement in academic achievement as
measured by the psychometric instruments employed.
However, it is purported that more subtle changes
in the undersachievers involved in the progranm took
place. Their teachers reported that there was an
jmprovement in classroom behaviour, greater socia~
bility and a more accepting attitude of authority.

Several factors may have contributed to the lack of
significance of change of self perception following
the self development program. In terms of the
evidence of Chodorkoff (1954) subjects completing
self agsessnents before involvement in a treatment
progran tend to defensively inflate self estimates
prior to treabment and to lower such assessments
following treatment. This, and an attitude of
flippancy on the part of many subjects during
assessment may well have been confounding variables.

xvi



In termg of confounding varisbles of design,
situational factors should be considered. Being
conducted on a Friday after school hours, group
members may well have resented the program, and
perceived it as punishment for underachieving.
Ciearly the program should be part of the school
curriculune

gince theoretically it has been shown that self
concept is not a surface phenomenon but a com-
plex structure in the life of the individual, a
change cunnot be expected to be revealed on
psychometric instruments after so short a space
of time. A program of longer duration should
preclude this as en interfering variable.

Criticisms of the relatively small number of
subjects involved in the study, though valid, do
not consider the whele picture. The inclusion

of greater numbers of underachievers would necessi-
tate using a larger pool of schools, and in so
doing, confounding variesbles such as varying socilo-
econonic status are implicated.

Pinally, regarding future research,‘it is con-
sidered important that the parents of underachievers
should be implicated in research by way of offering
them a resource for the counselling for which they
are so obviously cagere.

xvii
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161 SELF CONCERPT : AN HISTORICAL OVERVIEY,

113 CHARACTERISTICS AND ITS DEVELOPRMENT.

Man is born neither devil nor
saint. He merely reflects in
his behaviour the nature of
relationships he has had since
the time of his birth, with
pecple who were important to
him.

Xaren Horney.

1e171 An EHistorical Overview -

Though one can envisage wman's more primitive
encestors gathered around the cave fire pondering
about themselves,; it is only formally possible to date
men's thinking aboul his nonphysical self to the
written records of the philosophers of the Middle
Agese. During the seventeenth century Descartes,
Leibnitz and Spinoza all used terms such as “self®,
"psyche", "mind", and "soul" interchangeably wvhen
considering man's psychological self. It was only
during the late nineteenth century that the concept
of the self entered the realm of psychology. The
concerted effort to understand the inner functioning
of man can be dated from this period.

The writings of William James (1890) reflect the
considereble interest in the self shown in the early
histery of American psychelogy. Whereas pailosophy

had regarded the self as "the knower with an execubive

function," James considered the self to be "the object
of what is known." James' view that man's awarencss

of himself was created via his interaction with his
environuent was founded in Plato's notion that aware-
ness of the physical ernvironment was a nscessary
precusor to the development of se2lf awareness. The
self, as viewed by James, consisted of those elemente



which the individual viewed as belonging to himself.
Encompassed in the self were material, social and
spiritual elements. Others' views of the individual
constituted the social self, whilst the emotions and
desires of the individual constituted the spiritusl
self. For James, aspirations and values held by the
individueal were important in determining self regard,
and the larger the discrepancy between aspiraticns

and actual achievements, the lower the individual's
self regard. Vhere thig occurs in areas on which

the individual places a high value, the individual's
self regard is further depressed. James also regarded
material possessions, family and children as important
determinants of self regard.

Historically, Cooley (1902) succeeded James in advance
ing theories of the self, and defined the self in

terms of the referrents of the first person singular
proncun "I", "me", "myself"., Those facets of the
individual's life which he labelled as "self" were
considered to be capable of evoking stronger emotions
than those considered to be beyond the realm of the
self. It is the subjective element which is so import-
ant to the labelling of "self". Cooley introduced the
concept of "looking glass self" to reflect that phenomenon
by which the individuwal perceives himself as others per-
ceive him.

The early twentieth century saw the advent of Treud's
voluminous writings. He emphasised the ego and its
development rather than giving an explicit formulation
of a self construct. Self concept and ego are easily
confused. However it should be noted that "ego" refers
to an aspect of the individual's personality structur
from which impersonal generalisations can be made.
The ego includes such non-self mechanisns of self--
t

preservation as repression and defences, i.e. the ego

-



includes aspects of the individual's psychic life
of which the self is unaware. As opposed to "ego",
"self" refers to the object as the individual ex-~
periences himself.

The advent of behaviourism in the 1920's, with its
enphasis on observable stimuli and responses, pre-—
cluded the inclusion of the phenomenological
construct of the self and its adjuncts of awareness
and consciouvsness, from the sphere of psychological
investigation. An aura of mysticisnm svrrounded the
self concept as far as the behaviourist was concerned,
for he could neither see nor touch a self concephe
For this reaso

y»'

1 the self could not be experimentally
verified by *the behaviourist.

There were, however, exceptions to this general neglect
of the self concept. Thinkers such as MeDougall (1908)
and ifead (19%4) stressed the importance of social
interaction in the development of self-awareness. In
the socizlisation process, lMead believed that the ine-
dividual internalises the idess and attitudes expressed
by key figures in his 1life and expresses them as his
own. The reilected appraisal of others is thus import-
ant in the determination of self-regard, and the
individual anticipates the reactions of others by
perceiving the world as they ("the generalised other")
perceive the world. The individual is thereby eble to
experiment with different beheviours and to observe
the effects of these manipulations on the reactions
of others. (Goffman, 1959). Hence Mead wrote: “The
sellf, as that which can be an object to itself, is
essentially a social structure, and it arises in
social experience....it is impossible to conceive of
a self arising outside of social experience." (lead,
16%4, page 140 More simply, the individual gets
0 know himself by first knowing others and then
differentiating himself from the "mass" in which he

a

was initially immerscd.



Whereas Levin (1935) considered the self to be an
inner, relatively permanent structure which gave
consistency to the personality, Alfred Adler (4927)
wag nore concerned with low self esteem and its
causes, rather than self concept per se. Adler
saw the self as continually striving for social
superiority. The impetus and direction of the
continual "upward drive" of the self concept was
seen as being provided by the individual's per-
ception of his own inferiority. For Adler, the
mother-child relationship and the acceptance,
support and encouragement of family and peers was
scen to be crucial to healthy development and high
sell regard. -

Karen Horney (1945, 1950) believes that anxiety is

o

increased and self regard lowered by pareantal and
peer indifference, erratic beshavicur, lack of
respect for the child's individual needs, lack of
real guidance and disparagement. Horney maintains
that the individual protects himself {ron feelings
of enxiety and self-derogation by formulating an
"idealised image" of his goals and cepacities.
Fromm'®s (1947) view that failure to fulfil one's
potential leads to lifelong bitterness and anxiety,
is founded upon this nobion.

Sullivan (1953) expanded on Horney's formulabtion and
stressed the inmportance of significant others, par-
ticularly the mother figure in the social interaction

dsal®
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of the child. BHe used the term "reflecied appre
to suggest that the way in which an ipdividuel is
treated or judged by obthers will influence to =
considereble degree that individual's view of hinself.
The self, for Sullivan, was constituted by a system

of ewperience which was necesgitated by the nced to
avoid or to minimise svnxiety. Aiming for satisfaction,
the ¢hild thus dnternalises the values and probhibitions

which will serve as o means towards satis



“iyhen I talk about the self-system, I want it clearly
understood that I am talking about a dynamism which
comes to be enormously important in understanding
interpersonal relaticns. This dynamism is an explana-
tory conception, it is not a thing, a region or what
nct, such as superegos, egos ids, and so on."
(sullivan, 1953 in Epstein, 1073, page 404).

Lecky (1945) considered the self concept to be the
nucleus of personality and saw the metivating force
behind human benavicur as being the need so maintein
a consistency of values. UNew experiences would thus
be assimilated, rejected or modified by the self
system which was continually striving for unification.
"eoeothe self is both an cutcome of education, and,
cnce 1t has develcped, a condition for subsequentd

learning."™ (Staines, 1958, page 93).

Snygg and Combs (1949) defined the self concept in
terms of the “"parts of the phenomenal field which

- the individual has differentiated as definite and
fairly stable characteristics of himself." Snyvgg and
Combs, 1849, page 112). This, the individual's
basic frame of reference, constitutes a central core
around which the individuval's perceptual field is
organised. The self concept is a dynamic force of
humen life - it both produces, and ig a product of
experience.

Allport (1955) preferred the term proprium te self.
The proprium incorporated the aspects of the individ-
ual which were of central importance to him. This
inner core enabled man to establish his asspirations
and to set a purposeful and rational road for ;uturp
developnent in the broader conbtext of life.



The theories of Maslow (1954) and Rogers (1951, 1961)
followed on from Lecky's conception. They expanded
the view thal man's behaviour is always meaningful

and understandable in terms of his phenomenal per-
ception of the world. Though this understanding

can never be complete, a knowledge of the individual's
self concept contributes towards a more complete
understanding, and, by implication, advances the
reliability of predictions about behaviour.

1.1.2 The Characteristics of the Selfl Concept
T

The sell concept can be discussed from a number of
different theoretical viewpoints. Phenomenclogically,
the self concept is central to the adjustment and
behaviour of the individusl and is fundamental te the
nondirective therapy of Carl Rogers (1951). The
self structure is perceived of as "an organised con-
figuraticn ¢f perceptions of the self which are
admissible to awareness. It is composed of such

L

elements as the perceptions of one's characteristics

—

Lade
fend

i

<t

and & ies, the percepts and concepts of the self
the

3
ities which are perceived as asscciated

s
»d

in relation to obthers and to the environment
value ¢ual

with ewperiences and objects; and goals and e
7hich &re perceived as having positive or negative
valence.® (Rogers, 1951, page 136).

from the structural point of view the sell is to be
ecen in terms of the set of concepts from which the

2]

individual is able to define himself. The self is
a unique setv of perceptions and a powerful deter-
ninant of behaviour. It

.

) operates as a mechanism for meirntaining

-t

inner consisgtency;

ii) determines now experiences are inter-—
preted, and

iii) provides e set of expectancies for %the

individual,
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The parts of the self concept interact freely yet
cohesively with each other and are blended together
into & unified and dynamic whole. The self may be
seen as a learned perceptual system, built on many
perceptual experiences (internal and external to

the individual) and then transformed by the individual
to becomne conceptuval.

The individual's self concept is a theory of self

held by the individual. This theory is constructed
by the indiwvidual as be ipteracts with his environment
and is & process which is neither conscious nor in-
tentional., The theory held by the individual is part
of the broader view that the individual has of a1l his
significnant experience. (Epstein, 1973).

The =self may also be seen in terms of psychological
constructsy; it is a conceptual tool which opsrabtes
continually To bring the pleasure~pain continuum in
the life of the individual into equalibrium.
this way the self concept overates o maintain the
self esteem of the individual, it organises the ex-
perience of the individual so that he can cope with
his experience.

Epstein (1973) regards the self concept as a dynamic
organisation of internally consistent, hierarchical
systems which strive for growth and which change with
experience, particularly experience ariging out of

the social interaction with significant others.
Further, the self concept organiscs data from the
environment such that sequences of action and reo-
action are predictable. This enables the facilitation
of need-fulfilment and the simultaneous avoidance of
disapproval and anxiety.



Rogers (1951) postulates that the self concept
arises as &a ult of experience in an interaction
with Tthe anvironment@ ixperiences are either
symbolised and essimilated into the self, ignored
(where there is no perceived relationship to the
self); or denied or distorted if they are too
discrepant from the self perception. BRehaviours
adopted are usually those consistent with concept-
ion of self. Those not consistent with the self
organisation are usually perceived as threatening.
Where threats are increased, the organisation of
the sell structure becomes rigid in a bid for
survival.

Fitts et al (1971) comsider three principal elements
to the selfl
i) The Identity self;
\
ii) The Behavioural self;  and

iii) The Judging self.

The Identity self or self-as-object coincides with
the views expounded by James (1890), but in

is constituted from those symbols used by the in-
dividual to describe his identity. Throughout life
but particulerly in infancy, behaviour precedes
identity. Young children often are their behaviour,
and before the development of self~description the
¢hild is what he is doing or feeling. He does not
make any role part of his identity without als
making it a part of his behaviour. The Behavioural
sell operates in response to internal and external

e
stinuli. The consequences of responscs determine

o

whether the behaviours continue, and become incor-

porated into the behavioural repertoire and identity

of the individual, or whether they are discarded.

The Judging self operates as an evalua 1ting mediator |
between the Behavioural self and the Identit ty self, |

‘s

and thereby provides the sustenance for self-esteem.

The self perceptions of the Judging self focus onl
[&]
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on the characterigtics of the Identity self and the
actions of the Behavicural self which are contribut-
ing to the current enhancement of the self. Past
attributes become unimportant if they do not make
any contribution to current self esteem. Thus, it
is the Judging self which determines the extent to
which the individusl is satisfied with himself.
Fitts et al note that "low self-satisfaction tends
to generate acute self consciousness, poor self
esteem and perhaps basic mistrust of the self..cee
High seclfl satisfaction, if based upon realistic

self awareness, enables one to forget about the
self, to focus one's attenticn and energies oubtward
and to Iree the self to function in more constructive
vays." (Fitts et al, 1971, page 20).

117 The Development of the Self Concept :

Although theories of self conceplt development vary
considerably, there seems to be general agreement
that the self concept develops as a result of exper-
ience duving the life span of the individual and that
1t is not an insvinctive construct which is "given®
or inherent. Ividence supports the view that the
self concept is forged through the accunulation of
inner experience and through an adjustment (of the
self) in accordance with the external pressure
inposed by the individual's interaction within his
phenomenal field.

"Every human is vitally influenced by those around
him. The people who are importvant to him influence
what he Tthinks of himself. The ecxperiences which zn
individual has every day indicate to him that he is
competent or incompetent, good or bad, worthy or un-
worthy." (Felker, 1974, page 6). Generally the
individual is attracted to people offering him

.



positive evaluation, and he tends to dislike those
who appraise him negatively. (Fromm, 1939 and
Gergen, 1971).

Significant others are crucial in the formation of
the self concept, and "for good or ill, the child
is moulded by bthe repeated behaviour of the sig-
nificant people in his environment." (Purkey, 1970,
page 31). It is the early childhood years which
are particularly important in the develcpuent of
the child's self concept. The crucial role played

,—?—

by parents exltends through to the adolescent years.
Self conceplt, then, as a precept, is not present

at birth. It develops gradually as the perceptive
powers of the individual develop. Ultimately the
self is constituted of an abstraction of the attri-
butes, objects and activities which the individual
possesses and pursues. The symbol "me" is the
abstraction representing the person's idea of

himsell.

seemingly the recognition of others who are familiar

to the young child precedes the development of a
notion of the self as a separate individusl. It

.5 assumed that many cues in the environment of the
child supoort the development of his body-self.
Direct training is one wnethod, though the more in-

direct methods for fermulating the concept may also
provide strong reinforcement. Jocizl approval and

disapproval constitutes one such nmeans. Indirect
reinforcement is also obtained by being able to
distinguish between self and nonself as such a
distinction allows for the organisation of the
environment into u stable and predictable systben,

ot

hereby allowing for nore effective control of the
environent.

1k
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Taylor (195%) considered the age of & -~ 7 months

to mark the beginnings of self definition, and
proposed that self delineation arose from ex—
ploratory activity and the individual's experience
of his own body. During this early stage, self
perceptions were thought to be egocentrically
based, and that later they expanded Lo include

the values acquired from interaction with others.
Thereafter,; the development of self concept was
believed to be largely social in nature and to
involve identification with others and iatrojection
of aspects of significant others as the circle of
ego involvements expanded.

Purkey (1970) is of the opinion that self definition
in the form of mental organisation develops via the
senses soon after birth when the infent learns much
about the world and himself in physical terms.

Jersild (1960) considers the process of the infant's
differentiation from his mother to be slow in
initial pericd when the infant is dependent. Uith
the testing of limits and capacities the infant
begins the process of self differentiaticn - & sense
of worth begins to develop as soon as the infant is
able to discriminate between "me" and "not me', and
this process is accelerated by the appearance of
language. Language gives the child the ability to
"meke a shuorp distinction. between himself and the

world; to symbolise and to undersbtand his exper-

a
iences." (Pitts et al, 1971, page 29). Ths
importance of language from the second year of life
is stressed by Allport (1937). He also notes the
importance of the child's name and the way in which
his views about his name influnence his views aboutb
himself. The use of the proaouns “"I%, "me" and
"you" at aboubt two years of age heightens %the child's
avereness of his individuality and provides evidence

1
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of the differentiation of the self intoe self as
receiver and self as doer.

Horney (1945), Freud (1950), Sullivan (1953%)

Rogers (1,01) and Coopersmith (1967) have dll
commented on the development of personality and

a sense of self through interpersonal relation-
ships and the responses of others. The earliest

of such interpersonal relationships usually in-
volves the members of the individual's immediate
family. This is emphasised by Combs and Snygg
(1559, pages 194/135) when they wrcote : "No
experience in the development of the child's
concepts of self is quite so important or far-
reaching as his earliest experience in his family.
It is the fawily which introduces a child to life,
which provides him with his earliest and most per-
manent self-definitions. Here it is that he first
discovers thosse basic concepts of self which will
guide his hehaviour for the rest of his life.”

It is thus within the context cf the family that

the individuel dnitially feels adequate or in-
adequate, accepbed or rejected. The family provides
a bagse for "identification" and the estoblishbment of
goals, values and behaviour, particularly during vhe
early childbood pericd of two to six yecars. The
child thus has very concrete ideas about himsell and
his abilities by the time he envers school.

Erikson (1959) considers the first two years of life
to be cruciel, for it is from the experiences during
this period that the irndividual's attitude toward
himself, stems. He considers the child's "sense of
autonomy" to be a function of parental self concevt
ich is seen to exert a powerful influence over the
self concept of the child.
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There are far reaching implications for the self
concept of the child in his transiticn from home
to school, though he enters school with his sense

of worth and his ability to cope succesefully with
his environuent, already formed. TUnfortunately

the child, even at this early age, may held an
adverse opinioca of himselfl.

Intering school requires a revision of self concept,
as the child is exposed to new pressures in & wider
sphere of soclal interaction. Whereas he custonarily
experienced unconditional acceptance by his parents,
in enbering school, he has to earn the acceptance of
his peerz. The revision of self concepb as the child
gets older is further aided by an increased cognitive
cepacity and a greater ability for abstraction from
the inmediate environment.

During later childhood the child becomes aware of

his sex role and of sex differences. Fis self concept
is further affected by an awvareness of his religious,
racial end sociasl group.

Adolescence is crucial in the overall developnen®s of
self concept. The physical changes of puberty and
the increasecd social and cultural expectaticns fac
the adolcescent have important implications Tor his
sell concept. Where he dces not live up to expectat-
ions, the adolescent is likely to encounte
criticisnm of his parents and teachers and often
experiences an associated decline in self confidence.
However, Hogers (1961), Maslow (1959} and Allport
(1261) consider wan to be strougly no

N

improve his social acceptance (and thereby his se
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conceplt). It is during. ad
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becones oriented toward future goals and long term

I
ha self is characterised

planning. For Allivort th

by "propriate striving' during adolescence.



Gradvally then, as the adolescent abandons the
teenage subculture and adopts the roles and values
of the adult world, & more recalistic view of self
EMersLes .

Recent work in the field of educational bsychology
has noted ar associabion between poor self concept
and academic underachievement. Thig association
is reviewed in the present study.



Tel THE CONCEFT OF UNDERACHIRVIIMIIT.

a level of ability

A
[ extent of under--
achievementy.

level of achievementl

v

The field of underachievement is one beset by much
ptable to both psy-
chologists and educationalists are a rare occurrence.

controversy. Definitions accept
By some an arpumcent of logic is used: if it is
possible to underachieve, 1t rmust also be possible
to overachicve. However, supporbters of bthis faction
query whether a child can achieve more than he is
capable of achieving. By way of analogy they main-
tain that a pint bottle cannot hold more then one
pint.

These criticisms are valid if underachievenent is
related to capacity and capability directly. How-
ever, there is no means by which the direct measur
ment of huwan capacity or intellectual capability

2

can take place. Instruments such ss inbelligence

1§

and aptitude tests are capable only of making
predictions about the performance of the individual,
It is in terms of the predicted level of learning
(facilitated by Dsybhometrlc instruments) that it

is possible {o under and over-achieve.

e

review of related literature reveals that the
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tification of underachievers has foliowed three

majow paths -

e

i

Ede

i)

i)

Shaw and Brown (1957) and Shaw and MeCuen
(1660) used variations of the technique

of central tendency or quadrant split. An
underachiever was defined in terms of an
achievement test score which Tell bhelow
the median, or in the lower guarter of

the spread of all scores and an associoted
intelligence test score falling above the
medien or in the upper quadrant of the
poprulaticn's scores on the intelligence
test. Calhoun (1956) identified under-
achievers in terms of the dic sparity in
nonths between the individual's mental

age and his achievement age. The individual
whose disparity was greater than that of
the overell mean disparity, was classified
as an underachiever.

The "relative discrepancy" method was enploy-
ed by Diener (1959). Here the average mark
obtained in academic tests, and aptitude
predictors are ranked independently. Under
and over-achievers are then determined by

an eznalysis of the discrepancy between the
two rankings. This method is similar to

that employed in obtaining Wilcoxon T scores.

The third and statistically more sophisticated

technique which makes use of the regression

equation was empleyed by Gerbereich (1941)

and involves 'smoobthing' a scatbergram of

achievenent scores predicted from apbitude

measures. Underdchievers are then dcefined

ag those individuals whose gcor how a

least one standard deviat-
cted level of achievement,

o+

discrepancy of a
he

cf

ion between i
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and their sctual level of achieve-
ment. (Jackson, 1959). The problen
of measurement error, which, according
to Thorndike (1963) has rendered many
underachievement studies invalid, is
accounted for by using the standard
error of estinate.

A number of studies have used grades assigned by
the teacher as an indication of level of achieve-~
nent rather then enploying standardised scholastic
chievement tests. Grades assigned by teachers are
notoriously unrelizble for they reflect much more
than the actual achievements of the child. (Class-
room behaviour and the teacher's cpinion of the
child as a person are often reflected in the grade
assigned to the child's work. Ignoring this "hsio
effect" casts doubt on the findings of many re-

searchers.

The estimated extent of underachievement in the
literature varies between figures of 10% and 259
of the American and British school populations.
No statistics are available for the South African
school populations, though it is thought that the
white population could be coimpared with their
British and American counterparts.

In predicting an individualis level of learning
both personality characteristics and environnental
factors should be vaken into account. The fact
that acadenic underachievers often obtain average
or better scores on intelligence teste would appear
to indicate that the brimary operanit factor in
academic achievement is not intelligence alone.

c
The present study relates the individual's concept-
ion of biwself to his acadcnmic achievement.

18
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There ig no definitive explanation for the
foregoing stabtement. Gough (1953) considers
underachievenent to be an a-social act;
whereas Green (1955) sees the underachiever
to be a person caught in a conflict between
submission and aggressivensss. In separate
studies, underachievement has also been re-
lated to such factors as emobional distneb-
tnces, organic brain damage, poor home
background, low socio-economic level, and
inadequate schooling facilities. However,
these exnlonations are seemingly superficial
and fragmentary. "It is suggested therefore
that the problem is a ceatral one rather

than a peripheral wotivating force, and
further, that this force is esgentially melar
rather than molecular.” (Fink, 1965, page 73) .

The conceptualisatiocn which appears best to
satisfy the requirements of a molar motivat-
ing force behind underachicevement is rossibly
To be found in the concept of the self. This
study is based on the relationship between
acadenic achievement and self concepte

Roth and lMeyersburg (1963) rostulate a vicious
circle of underachievement in which

poor acadenic achievement
éresults from
pcor preparation
which grows out of
(previous choices
which ere deeply rooted in seclf concept.

A developrental model of self concept takes azccount
c¢f the role of the family and significant adults in

2

the development of the self concept and provides a
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nore complete picture of the underachiever, !
nodel could be conceptualised ag foliows .

Poor meer angd
z///& social relations.

School: underachisvementéaypoor self concept
[+

BT N—

T,

Homne; Tormily ¢—- > determination of self conceps

The characteristics of the underachieving Pupil are
often not readil L1y noticable. Phig igs especially so
71th regard to his ability. The underachiever ig
often not identificad because in school he make

ttisfactory" bProgress and thus does not draw atten-
ion

i

6]
IS

toward himself, 411 oo often i% has been the

.

CJ-
=

3]
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Low student who receives special attention when he
fails to moet the acadenmic level reguired by "the
Systems" The student With superior capacity, cven
though he nay be poorly adjusted, oftoen nanages to
maintain g ”Qut¢5fuhu0ry" scholastic rating, and
thereby of'ten continuecs through school rele 2tively
unnoticed, for he is "no problem" in the classirconm.

There has been very little research in the field of
underachicvoment in South African schoole. The
accumuliation of a seund body of knowledge about the
underachiever will nake it possible 1o direct inter-
vention in the vicious circle of under rachievement,

24 hopefully o ameliorate it., Tt jig hoped that

yoa

R

e

this study will provide the initial stepe in this
direction.



Te? SELY CONCEPT, ACADEMIC ACHIE VEMENT, AND
THE CHARACTERISTICS OF NCRMAL ACHIEVERS
AND UNDERACHIEVERS.

"A person who doubts himself is
like a man who would enlist in
the renks of his encenmies and
b,hr arms againgst himself. He

iekes his failure certain by
hl&u@lf being the first person
to be conv1nccd of it.n

Alexendre Dumas.

The area of measurement of sgelf concept is a highly
popular yet controversial and confused area in the
field of psychological research. Unfortunately o
conconitant of this confusion has been that the
theoreticel conceptions have outstripped the tools
of measurenent. Research data is therefore often
conflicting snd ambiguous.

L-j

‘hough most research has centred predominantly

CD

round secondary school pupils, the findir 1gs have
some consistency for all levels of academic
Wattenberg and Clifford (1964) noted that a rel
ship between self concept and academic achievement
existed not only in the case of the extremes, but
for all elementary school pupils. Their findings
showed that "measures of self concept and of ego
strength teken at kindergarten level were predicti Lve

of reading achievement two-and--a-half years later.™
(Wattenverg and Clifford, 19584 page 466). cidering
the imporvance of reading in school perforwance it

is not surpris -g to note that reading is an import-
ent factor in relation to the self comcept. Lam
(1965) in Turkey (1970) in invesbtigebting the relation-

-

ship in kindergarten children found that the child's



percepuicn of himself provided later reading pre-
dictions which were of equivalent success &8 were
intelligence tests. The child's view of himself
was considered to be a csusal factor in his fubure

reading achievement.

The notion that academic success is contingent
upon auwbition, cooperativencss, a sense of re-
sponsibility and seriousness has been largely
ebandoned. Precedence has been given to the now
substantial evidence suggesting a relationship
between se0lf concept and acaden v

(Harwmis, 1950). A positive correlational ro-~
ationship of ;58 (significant at the ,001 level)

betwecn positive self concept and high academic

achievement was reported by Caplin (1959). Similar

findings, particvlarly in the case of males, have
been reported by Helder (1962), Bledsoe (196 7Y,
Roth and Puri (1967) and Scars (1970).

CD
,,1

This positive CO“PCL&LLOA&I relationship has also
been denmonstrated in primary schenl pupils by
Williaxws and Cole (1968) end for high school pupils
by Hhaw snd Alves (1963); and Caplin (1969) noted
the existence of the described relationship in both
black and white populations in America.

Theoretically, Rogers (1951) defined self evaluabion

in terrs of the discrepancy between self poerception

and the conceplt of the icdeal self. Subseqguent authors
(Borizlow, 1962; Brookover and Thomas, 1964) note that
the gfeater thia discrepancy, the greater the degree of
personality maladjustnent. If we accept underachicve
ment as a form of maladjustment then it is expected

that potential underachievers would stoart their

acadewic careers with lover self concepts than potential

achicvers, It is tentatively suggested thot under-

o

ecirievenent, in addition to resuiting frow a poor self
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concept, also produces one; and the child who con-
tinuelly feils in hies academic work is in danger of
considering himself a failure. In this light,
Stagner (1923) found that unstebdble and waladjusted

students did less well in proportion t¢ their in-

6]
<t

teiligence than dc steble persons; and Griffiths

(1945) reported that unfavourable scores in exotion—
ality and self sufficiency are sssociated with lower
achievement than would have been predicted from ine—
telligence alonme. Gerberich's (1941) notion that
peor study techniques and a poor expenditure of time

are importont factors in poor scholagtic achievement,

o~

has lost Ffavour as it does not take account of whatl
is considered to be the "whole picture." It is,
however, suggested by Entwistle and Welsh (1968) that
non~intellectual factors play an increasingly import-
ant part in determining scademic success heyond a
certain intellectual level. Further§ in suggesting
2 positivo cgsoclation between stability and academic
achievement Rushton (1966) considered well adjusted
children to not be distracted to the same extent by
their pereonal problems as maledjusted children. It
ic likely that such problems are likely to be inben-
sified with ege ag the individual is subjected to
highor expec:x;ations3 in all spheres of life. Ilaun
(1965) thovgh is emphatic in his consideration that
the greater the degree of Y“pathology" the poorer the
perfornance of the student.
The positive relationship between self concept and
r<pcﬂtcd by Caplin (1196

cted resultv., Individuals with high wcademic

B P i A0 PP,
ecademic performance &s re

s the e

bt
)

schievement know this fact, and similarly, 4h

records of low scadenic achievenent are aware ¢f

Fad

level of +their periovmance

I

The high achievers should
cherefore nave the confidence which iz the regult of
n

s e T e e 03 e Ty PR S Aoty ) I »
succecding. Those ranking in the lower echslons of
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acad@mic ievement do not have as nmuch self cone
he

ach
and therefore may not rank themselves guite
ly° It is expected that the individual with
low ability who continually meets failure is in
danger of developing a negative self concept.

Roth and lMeyersburg (1963) suggest that
dynamic organisation of the perscnality rela
neladaptive achievement behaviour involves selfl
boundaries which are particularly susceptible to
disparagement. When the self is abtacked it
compensates and the individual experiences anxiety
and distress, snowballing uvntil functiond ng is iige
paired, on both an academic and an interpersonal
level. The inward direction of thie hostility is
supported by reports that the underachiever is
characterised by gelf derogation and ne gative selfl
attitudes, Kimball, 1953; Xirk, 1952 znd Mitche
1959) and o feeling of vorthlessness. (Barrett, 1957,
Kurts and Swenson, 1951 ). AS a result he views hipe
e

sclf as less accepted and less adequate than his friends

(Malloy, 1954), and this leads to the adoption of those
values which prevent him from utilisi ing his potential.

(Roth and Puri, 1967) .

-

Dizney (1963) showed that neither the

6]

ize of school

>..3o

nor the amount of morey available for instruction

had eny significant effect on achievement.

Borislow (1962) contended that where the s striving
fer good warks was the prine goal, where the in-

dividuzl's student self ¢ ncepv is good and where

he does attain a high standerd, his overall
sell concept is more [ Borislow found

that the underachiever POSBsCsSses a more

negative view of himself than the achiever, bolh

prior Lo and subscouent to acadenic performance,
pesitive conception of oneself was thus seen as a

¢entral factor in sUriving to set shea 2d; din enthusiasn,
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for study and in "optimal scholastic performance.®

An iwportant source of children considering them-
selves unsble to do acadenic work, may be that they
have learned to consider thenselves as being unable
to achieve academically. Hammachek (4971), The
individual's percepiion of his ntelligence plays

a greater role than his tested Jnuml7Lberﬂe
Individuals ere assumed to *act like' the sopt of
pcwsna they perceive themselves %o be, living &s
consistently as possible within the framework of
their belicfs about themselves. Such beliefs par-
ticnlarly in the case of the nonachieving student
ere upheld in academic assessments. Since he avoids

~

study, and he finds numerous excuses to do so, the
nonachiever receives a lower assessment than the
predicted level by virtue of his capability. His

school report then "proves" that he is less able

El

Such "objective proof" takes the focus away from
the individuval considering that the source of his
lack of achievement lies in his subjective evaluat—
ion of himself,

Expilanations of the self concept - academic achieve-
nent relationskip in the literabture have assuned
contradictory positions: selfl concept has been
postulated as standing in @ cesusal relationship with
performance and vice versz. The circular argunent

hes also been used. (Feiker, 1974) : low self concept
na2y produce lower performance, which in turn feeds
baclk to lower the self concept which in turn produces
lower perfoermonce.

The selfl concept-academic achievement welationshiz
has 50 been explained in terms of & low self con-—

cept inhibiting the individual's participatiocn in

KR . T TP A SR SR T I R A0 379 ¥
signilicent lesrning tesks. NMNaw and Maw (1970) found



‘~<‘
&)
=
et
.
e
~~
'~
[
")

igh curiosity to have higher self concepts
than low curiosity boys - the explanations of this
are to he found in torms of the findings of Mahone
(1960) in which individuals whose self concents
were low, showed strong m@tivation to avoid failure
by not exhibiting curiosity. Alternatively, Maw
and Maw (1970) have advanced the thesis that in fail-
ing to interzct with the environment, low curiosity
boys feil to gain experiences leading to the develop-
ment of high self esteemn.

Felker (1974) agrees that individuzls with low self
concepts in failing bto reach or seek out btesks fail
to encouniter new learning experiences,

The adsge "nothing succeeds like success" holds good

Iy:o)

in the field of scademic achievement where increased
confidence end increased academic performance igs
contingent vpon success. Un dcubtmolv man has a need
to maintain consistently in his self structure.
(Lecky, 1945). The student who has a poor conception
of himself has an associazte choTQS.Hc record which
is poor. However, Hammache% (1971) noted that an
improversnt in the individual's belief of himself

s & echolar was acconmpanied by & change in perform-
ance in the direction of being consistent with the
charnge in self view.

Hemmachek (1971) and Purkey (1970) see self concept
and learping experience as matually reinforcing -
they are seen as being in a "two way atreet" type

of communication. A positive change in the one is
thus scen to facilitate a positive change in the
other. That is "“when learning of the kind that mokes
& real difference, fron the learner's point of view,
has taken place, there is self involvement. The
experience makes a difference to the Lobal psychology

- A o Py

of the individual." (Hamnschek, 1971, page 139).

26



An importent dimension to a person's perception
-

end feelings sbout himself hag its source in the
inbrojection of those qualities which he perceives

3
n

others to

~

wsign to him, The individual's general-
ised feelings towards others then predisposes hinm
te reacting specifically to their valuation of hin.

.

He then interprets, accepts, resists or rejects

d
what he meets in the schcol in the light of bkis self
concept (Jersild, 1960). A4t school the individual
encountvers academic material in terms of ‘the wvay he
perceives himself generally, and as a student
specifically. Thompson (1974) reports a difference
in the self concept and in the influence of signifi-
cant others on schocl children vhose teachers jelch o
ceive them as either adjusted or maladjusted and
delinquent.

lrrespective of whether thers ig an initial causal
relationghip, academic performance influences, both
subtly and obviously, the student's conception of

thig

himself. The school plays an important role in
developnent of the self concepy for it dispenses
praige, reproachment, acceptance or rejection on a
wide scale. TFuorthermore, the arch critics of society
are to be found in the school environment: one's

1

peers and one's teachers. BRBoth continua 1y remind

4

the individual of either his succegs or his short-

€

1

comings. Wattenberg and Clifford (1964) have shown
that a negative selfl concept retards veading achieves
ment s eurly as the kindergarten years. Shaw and
McCuen (11980) contend that the predisposition to
underachievemnent incresses steadily as the child
progresses through school.

Axline (1947) postulatbes that an inconsistency in the

¥

.
s
child's attitudinral systen, or difficulty in resolv-

]

ing 2 conflict between celf as o roor reader versus

!

¢

?
~
3

@

.
sell as a good reader may cause poor reading.

¢



fn short, therve are many factors to which the self

concept and academic performance are related -

these include : attitudes towards school, teachers
1 peers; +{the assumption of responsibility for

Learnlng; sotivation, goals, morale, class partici-

pation and behavicur etc. "Perhaps a fair summary

of all these studies could be stated like th

isg
en incividuaol's general image of himself as a person
ca

will usually show some relatio onship to his academic
] h

achievenent. If he has an optimal szelf concept, he
iz ept to use his intellechual resources more effice

.

tently, and this may be a critical factor in his
achievenent 1f his intellectual resources or educaiio
bc(kgrouni are borderline. Otherwise his self concept
will probably be closely related to the noncognitive
aspects of his behaviour within the acsadenic setting.®
(Bitts, 1972, vage 43%),

The imwlications of the more stable and predictable
relationship in meles suggests that achicvement is

& more iumporbant self concept factor for boys, or
that girls receive their positive feedbsck from other
acets of life. Adeguate achievement ssems to be a
universal feminine characteristic.

Ghaw and Alves (1962) note that the individual with =
low selfl coacept is often the individual who ig the
unoerachiever. Negative self perceptions have bheen

-

shown by Homnmachelr (1974) to be characteristic of +the
unicerachiever whe typically lacks scademic invelvement
end whose nobivation is misdirected.

Kirk (1952) noted that support for the "inward direct.-
ion of hostility" thesis is provided by reports that
the underachiever is characterised by negative self
atbitudes and selfl dex oéationa In terns of his self
the underachie

o T o P PR r - N
er feels worthless, and he

v

- o T e g oy A - ) .
£ as less adequabe snd les
e

views himsel 1 S
~ oy o - S % iy A 4.
than his peers. As a result he adopts

28
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those stratepics which prevent hin from ubilising
his potential. Combs (196%4) found underachievers
te be more defensive and to use rebellion znd

“oppositional bLehaviour" more than achieving

0
pupils who accepted limits more readily.
The uvnderachiever then, seems unable to give vent
to his snger by way of outward expression. He is
it

intropunitive, as opposed Lo the echiever who

tends to be extropunitive, expressing his anger
a3

e
overtly. Shaw end McCuen (1950) shoved differences
betwecn achievers and underachievers o exist in
the early school years. Coupled with the evidence
of Wattenberg and Clifford (19564) it seems azonable
to asssume that underachievement is not a surface
phenomenon to be treated flippantly.

Walsh (1956) in Hamrachek (1971) noted that low
achievers differed reliebly from high achievers in

i) feelings of being criticised, rejected
or isolated;

ii) acting defensively through compliance,
evasion or negativism; and

iii) being unable to express themselves

Zimmerman and Allebrand (19€5) in studying children
eferred for remedial reading found that their (
poor readers') emotional maladjustment was reflected
in a ncgative appreach teo learning. The inabili
of retarded readers to acknowledge or accept blame
bility to search for sclubtions to their
conflicts (Spache, 1957) can only be viewed as

compounding the maladjustment of the underachieving
readcr, ‘e nonwacceptance of rules by underachicve

iug readers wes noted by Granzow (1954). The evidence

4 .

presented ig decisive in its conclusion that the
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i enobtilonally maladjusted

nem to bo imsabture, emotionally un-~
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threms (19535) elaborated on the characteristics
4

of the underac! inding him to be shrouded

Lj DJ
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5
k3
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bond of in

e
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eonﬂltv and instability which
became manifest in an inability to adjust both
at home and at school. The goals of the under-
achiever appear to be immediabte : +the avcecidance

of achievenent fesburing high on the 1

cphemersl goals. In spite of asserting "I don't

care whether I fail or not," failure does breed

a "failurce~feeling" in the underachieving individusl.
(Borislow, 1962).

vimderman and Allebrand (1965) found that good

rcaders differed significantly from poor readers
i areas of personal, rather than social adjustment.

Poor readers vere nore aware of their nervoug symplbong,
felt isolaled, evverienced limited perscnal freedom
and felt they had minimal social gkills and standards

Their achieving counterparts on the other hand described

themselves favourably, stressing their feelings of

“3

personal werth; an absence of withdrawing tendencies;
of

a feeling belongingness, good schocl relations, &

,

fceling Gof self reliance and an absence of nervous
} ')tc),hu., ®

Roberts (1962) in investigabing the source of under-
hypo ed that it (the source) was to

he found in the student's feelings aboubt himsell and

his envirvonment. He noted differences between achievers

¢nd underaechievers in the following sreas

i) the cognitive area: h;re Roberts confirmed
Granzow's (1954) cont orn that the uander-
achicver dces not take account of detall or

rules in school work. 4 significant differ-

ence (at the ,01 level ol

fourd to ewist in time spent viewing U

vision. (Whercas high achievers spent 4,

hours watching television each week, the
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underachievers speat 9, 95 hours in thig

passive form of entertainment each week).

p

In the sphere of physical health the fact
that the absentee rate of the underachiev-
ing group was twice as high as that of the
achieving group might be errconcously taken
to indicate better health on the part of
the achiever. Further ivestigating of
health does not support this assumption.
Instead it is purported that there is a
divergence in the value placed upon school
and academic matters by the achiever and
the underachiever.

Vhere personality differences were con-
cerned, the findings of Zimmermen and

41lebrand (1965) have confirmed the character—

istics described by Roberts. In terms of
Gough's scale of socislisation, Roberts
(1952) found that, as opposed to low
achievers,; high achievers were honest,
serious, industrious, modest, cobliging,
sincere, steady rather than defensive,
demanding, resentful, stubbarnﬁ bheadstrong

able. The under-

p;

rebellious and undep
achiever alco appears to be self centred,

impulsive and to show little concern fou
others, as opposed to the echiever who is
recocensible, conscientious, cooperative and
ai 11gent, In short, the underachiever is
PO

»ly dj sted to the school, yet a@nother
1z

nonife tion of his low self conceplions
Differences in the need for self esteem in
addition o being Tected by the total per-

ception ol the selfl may bpe

ily by succeass or fajilure. Failure tends
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to lover sell csteem and thereby to in-
crease the need for self confidence.

entioned, unfulfilled esteen

o
0

already nm

needs make for the increased importance
of the agproval cf others - this deficit
serves @s a motivating mechanism to

achieve such approval.

Morgan (1952) listed as the characteristics of the

1

high achiever maturity, seriousness, swareness of
and concern for others, a sense of responsibility,
dorinance, persuasiveness, self-confidence, and

P

motivaesion to achicve.

sychomebtrically he found
achieving students to reflect ascendancy in social
relationships, and this was associated with optin-
ism, persuvasiveness and a pon)1b111 Gy indicetive
of dependability. integrity and seriousness.

Intellectually the achiever is more efficient, self
conrident and realistic 28 well 28 more insishtiul
than the uvnderechiever, Nonachievers showed such
characteristics as callousnesss socisl insensitivity
irresponsibility and self cenbtredness. The signifi-
canice of this sbtudy is that provably for the first
ime, non-~intellectual factors and personality
variables were shown to relate positively tc acadenic
achicvenent.

Shaw, Ldson and Bell (19560) present descripti
which concur with the descriptions of ¥
(1952). They note that underachievers differ from
achicvers in terms of the following adjecliive

stable

Ja. o 2 2.

realistic, optimistic, eathusiastic, reliegble,
and intelligent. Underechievers arec
seen to differ from achievers in terms of the follow-
ing adjectives ¢ immodest, reckless, relaxed,

s N - . s fm gyary A gy ey e " sy ey oy b Y ¢ . f
migchievous, arpgunentative and reetless.  In, suDPOry



of Barwett (1957) it is thus postulated that the

male underachiever lecks a feeline of worth as an

individosl, whercas the achiever feecls more posit-
ively about hiwmself. Shaw and Alves (19563) con-~

r

firm these opinions.

Gough (1949) is amongst the authors who have noted
the negativiesn towards school shown by the under-—
achiever. The underachiever appears to be less
interested in reading and to withdrow from competit-
ion. They feail to expend thelr time and energy |
awprovrzatelv- set either no goals or goals of an i
impossible extreme; and to lack interest in then- ‘
selves, their endeavours and in their social pilieu.
They are anything but enthusiastic and activity-
oriented in their view of life. (Wellington and
Vellinaton, 1965). He further adds that under—

achievers were iummaturce and disinclined teo sdmit

personal problens.

Teigland et al (1966) found achievers to s
significantly higher on all scales of %
Test of FYersonality, and postulated that undera
ment involved the global personslity of the pupil,
and that it could not be considered to simply be a
surface phencmenon.

The high achiever perceives hiwmself as nonconformist,
but accepts authority and sees anwiety, frustrabion
and guilt as being alier to himself. (Everett, 1971).
for the low or underachiever, examinations and authopr-
ity have connotations of enwiety, frustration and
gullt. 411 of these are assoclated with the keeping

of divwregular heurs and pleying truent.

Rosenbury (1965) in Thompson (1974) found adolescents



th low esteem to exhibil the following character—

&) the displaying of & number of psycheszomabic

symptoms
b) The necessity to present a false front;
c) a feeling of disolation and loneliness;
a) a sensitivity to criticism and atback
difficulty in making friends;
) little feith in people, and

) o chyness and unwillingness to initiebe

conversations.

Ceopersnith (1967) found similar cha:

x
ten~yeor-0ld boys who were low in selfl esteem,.

In comparing echieving and underachieving boys, Fink
(1965) found the latter to be alienated fron society

and Trom thelr fawilies, and thubt thev do net hold

) LD

the came values and goals as their counterparts.
4~

The underachiever, though pleagure-oriented, often

]

lacks the ability to achieve his goals, and instezd
comslaing ol hieg relative powerlesaness. Achiev

i
on the other hand, displayed a basic accepbance of

thenselves.

Where the underachiever ac Mitehell

(1659) sugzests that goals for
e
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hinsell and achiey
needs ore Ifulfilled in obher svherecs of his 1
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order to attedn the goals sel,

little concura about it.
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In the case of the underachiever who is self re-
Jectant, there is very little motivation at all.
The emistence of such an individual, academically
speaking, is an effort. Ye lacks com:fﬁn.,.*anon.i
does not try hard and gives up very easily. The
optimicn of the self rejectant underachiever is
reflected in the goals vhich he sets for himself.
He sets a gozl which is higher then his eupected
level of attainment. "However there ensues a
precipitous drop in goal - obviously related to
lack of motivation as well as initiel over-

£

estiration. Perhaps 1t is because of his un-
realistic goal-saiting behaviour, his lack of
motivation and his chronic non-attainment that
the self rejectanﬁ underachiever feels at tines
that he is ‘not good at all'. One suspects that
the self rejectent underachiever expends ruch
psychic cnergy in defence manceuvres of one kind
or another - a psychic life characterised by

e

trong repressive tendencies and defensive re-

6]

actions results in manifest anxiety and equally
nanifest underachicvenment. (Mitchell, 1959,
pages 102/10%,)

In the external environment of underachievers,
Horman and Daley (1959) found areas of aifficulby
to cluster around :

i poc family interection

ii) rejection by others

iii) being frustrated by others

iv) conflictes about other-dominance
V) environmental deprivation

The wore invernally expressed needs of retarded

readers vwers scoen te be centred around

i) aggression vovards others
1i Inpulsivivy in acticn
iid) rejection by othors
iv) inferiority feelings
It is seemingly Jogical, in view of the above, that



scaloes of the California Test of Personale

foll

ity ¢

Sense of Personal Worth
Hervous Sympbons

Fanlily Relations

School Relation

et al (1966) however noted that sn achiev-
scored significantly higher or towards

on all the scales of the test. Thi

i
conclusive evidoence points stroagly to the notion

that uwadcvechievement invelwves more then a temporary
surface phenomencn. The definite perscnal problenms

cf the vnderachicver ge ;o conflict with Lis

attempt to atbain a satisfactory Leox

in the clessroom. (learly the pred

acadenic underachicvenent is present when the under-

chicver enters schooly and from the point of wview

£

ol preventicn and remnediation., the underachiever

should ba vndoratood :

e - o yn e e "8
thie personsl

charactor him, for his condition
represents an adaptation by the underachiever to his
unique expericnce of

N

Combs (1984 ) provides o very comprchensive summary

e
\
—~—

3

In sceing hiwvself as inadequate, the underachicver is

unable o handle the problems occurring in the school

.

situation. Problems are approached fearfully, with

the initial premise that he does wvob have the ability

-
]

to cvercome them. Lack of initiative and helpless-

A K : -3 — w RN
of crisis ond when decis

,4‘ o e Ty oy wmeems e o vy cn et
Urong charscterist

wunderachlaver
2, The undemre

o e ey v, e A v ey e T
acceovbance and warmth

uvnderachicver scems to be obsesge:

Y
3
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shown vy his achieviung counterpart, and in the
o PPN R P T oy e Brps e B .
piace of understanding and sympathy the underp-

achiever is fearful znd thieatened. In feeling
threatened by adults the underachiever does not
accept adults generally, and guestions his moti-

vabtions toe the extent that he avoils act

with edults. Techniques of rebellion and deforn-
ivenegss consume nuch of the enert' of the un

de
chiever, whose emotions are bHlocked and manifest

m

p,a

o341 . ey o ey P - vy -
5 apathy, cuzaggeration and fear,

mplicebion (of sll the

Lte

"eoeo the mogt obviocus
inforwation offered in the literature) ¢.. is the
need for the early identification of the under-

achiever ... for while co unseliing v
achievers wmay prove successful ab all levels, i%
requires less time with younger students. (Shaw

and MeCuen, 1660, page 107).

Teizlond et sl (1966) notes thabt for the under-
achiever te be given the opportunity to gain the
nis exposure to the educational svsten

13

mandinmum Lrom

it is necessavy to have descriptive informati
ebout him. Too often underachievers are lunped
together and generalisations made about then.
The individuality of each person must never be
fovpotten in the atteunpt tc create a meaningful

to his problems and the factors surround-
he individuel must not be viewed in iso=-
the most cawpvohcnnﬁvn view of the under-

A Tt @ oy e de L. L ! R =
and his functioning is to Le obtained

is viewved in conjuwnction with his poor

AN e oo e Yoy ey h 50 3 G Yo
Moo by now it ie that Loth the couse
oy T o ST senoloatic N ove 3 e
and alleviation ol scholostic underschievenent



involve sler variebles and wnust be dealt with
accordingly .o The scarch for fuctors relate
to gcholastic schievement or the lack of ity
have revealed That meotal ebility is by no neans
the exclusive determinant of acadenmic success. !

(Calboun, 1956, page %12

Undeniably, underachievenent is the symptom of
underliying emotional maledjustment, and one of the
aims of counselling is the reduction of the mal -
adjustments which give rise to bobh under and over-
achievemente It may be useful to gel the under-
achiever to think about himself, his desires and
needs, such that in this self examination he mignt
come to understand snd accept himself. Felker (116745
offers five postulates for the development of POSL G-
ive selfl concents

i) Adults, praise yourselves.

ii) Help children to evaeluate realistically.
iid) Teach children to set reasonab 1s
iv) Teach children teo praise themselves.

v) Meach children to praise others.

s¢ principles ex:apﬂulato the learning approasch to

concept erhancemen

3
jn)
D
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and are based on the nobtion

©
]
|
H

T
children leara by imitvetion in addition to learn—

(<2
fe?
[
Q
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ing frem direct teaching.

K question which must continually be kept in wmin by

-

the resenrcher investigating the field of under-

achicevenent is, is not the ac?‘ er merely a vocal
propoenent of 'middle class wmorality' ? Uithout a
doubt the individual who may he considered
displays a grasp of {the concepts of adjustment ond

motivation prized by teachers and paych

he presents himsell in this 13

have lcated into the achiever in contrash

to the underaschiever "who williugly sduwits to foe!



of discouragenent, inadequacy, and nervousness, and

ed goals are often ephemeral or immed-

iate - especially in avoidine achievement

(Girmerman and Allebrand, 1965, page %0).  The
estion ¢f whether the achiever or the under-—

er is the more honest in his existence, has,
¢l been zmswered in the review of literature

sented sbove.

The teacher often applies pressure to the individual
in sn atbuompt to get the desired scholastic outprut
Trom hime. ¥or the underachicver such siress only
serves to reduce his feelings of personal adeqQuacy.
The adequate achiever can and does benefit from such
pressure Dyom teochers, and thus, when it is applied

end the succeeder succeeds and the underachiever doeg
not, the gen betvween the two ig v widened, and the
underachiover withdrews into hincelf even further

"Ihe undecrachiever fails to achieve because he lacks

a feeling of personsl adequacy. He lacks the feel-

ing thet he is accepted either by his peers or by the
adults with whom he deals. Because he feels un-~

he cannot invest in others or run Hhe risk
of feiluwe,® (Combs, 1964, page 50). Being ‘threaten-

erachiever OVd]ddo“S in a subjective de-
valuaticn frone of mind with the result that he csnnot

either ad or incorporate ard use the personal data

with which he is in contact. DBasgic acceptance of the
underachicving individual, in the contexi of & Lrust-

ing relationship iz, it seems, the nost likely re-

¢
letvionship which will penebrate the dcefensive blogks

.

bulldt up over the years, and aid the individusl ©o

secept hinself and to perceive of himself as sn ine-

o ~ - @A e vy - 'l ¥ S, S Tl ¢ = o 2 /"Jr',*
L wnest ie presentoed by Hurtz and Swenson (1951)
[ oo oy ool e RS S U P . vn s~ . P -~ ol
on the "iile conditions” of achieving snd wndcr-
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| EZighth-Grade Boys Tenth-Grade Girls
Area '
Plus Minus Plus Minus |
Achiever Achiever Achiever Achiever ‘
i
-t i
Academic | Keen inter- Tries at Lvidence Attends
inclinat- | est in class | times butk lacking, school under
ion activity; ends up excepts Drotwu U
eager to disliking hbaltbv more interes-|
parsvicipate scheol; in- regpoct ted in sociall
constantly tereszted in |for good life - in
and follows working with! school dates and in
all discuss~ | han u. hunt— record and |popula rlby
ions. ing and marked att-|with boys.
fishing. entiveness
in cless.
hAspirat- Desires ot expect- |Desires and|No reasonshic
ions and college edu- | ed to expects aim apparent
prospects | cation bub finish high |high-school|wants 6o worl
for the uncertain of | school; graquavion;ion a river
future being able spscifies htnks of toat (2 girl)
to attend; a2l mining |bsconing 2 reauy to guitl
wishes to or driving secretary; chool now; 4
be an engin- | a steam tescher uﬁﬁunC” D& e
eer or ath- shovel ag recoumends |cause mothar
letic coach; | vocational college insists,
general edu- | aim; scheol-| attendance.
cation value | ing seen in
also apprec-— | terms of
iated. Jjob value
only.
(Kurtz and Swenson, 1951, page 477).
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T4 FAMILY AND PEIR RELATIONSHIPS AND

ACADEMIC ACHIEVEMENT.

The importance of the influence of the family and
peers on self concept, and by association, on |
academic achievement has been cursorily mentioned. 1
The influence of these relationships should not be
underestimated. They are therefore reviewed in
greater depth below.

The intimate interaction within the home significantly
influences the personalities of %he children of the f
home. A primery source of achievement motivation is
assumed to flow from the kind of relationship thatb

has been established between parent and child. The
importance of thisg relationship is seen by Christopher
(1967) to extend beyond childhood and inso adolesc nce.
That is, family values with regard to achicvement: per—
sist as referents in spite of the trend to sever
familial ties in adolescence. There are two extreme
viewpoints regarding the Hype of family atmosphere

most conducive to achievement motivetion. Sone psyche-
analysts argue that in the more authoritarisn restrict-
ive home environment the frustration resuvlting from
parental restriction is likely to increase the child's
anxiety and to result in impaired intellectual effic-—
iency. Others argue that total freedom does not
faciliteole the acquisition of ) knowledge and the symbols
of society, as the child operates only according to

the pleasure principle. A more moderate viewpeint

~~

Christopher 1967) argues that academic ac hievement
functicnally related to the perceived strength of

ck e
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parent-child relationship and perceived vparental

des toward achievenent,
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Drews and Teahan (1957) found that high achievers
tended to be children whose home environment was

a rigidly defined one which the child was expected
to accept docilely. In this light, there is small
wonder as to Gough's (1953) discovery that success-
ful students were conforming, orderly, docile, con-
ventional people from families in which the adult
value of knowing what is best for the child was
seldom questioned. Prom the pcint of view of the
teacher it is not difficult to see how the ideal
pupil is that one who readily accepts the aduls
dictums initially made by his parentis.

Teahan (1965) and Christopher (1967) both found
sex to be a significant variable in the parent-
child relationship described above. In males it
was the father's attitudes which seemed to play a
most sigwnificant role in determining academic
achievement. Where msles were high achievers in
the "superior® category, the mother was also found
to be "child-~oriented." Fathers of high achieving
sons were generally not too busy to answer their
son's questions; and further, they allowed their
gons to participate in their adult conversations.
The fathers of low-achieving sons felt that their
sons shouid make only minor personal decisions;
and that complete parental control was important.
Their sons, however, differed significantly from
Their fathers on both thess issnes. In most areas
there was no similar disparity between high achiev~
ing males and their fathers.

Parents of high achieving children were found to
allow their children more freedonm in that they were
not expected to play only in the immediate surround-
irngs of the home as low/ﬁnderachieving children

were expected Yo, The wmore domineering and over-

restrictive parents of underachievers were reported

.
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by Kimball (1955) to either baby their youngsters

* to push then excessively and to use more
severe and frequent punishment. Such control was
found to be less effectual than the modes employed
by the parents of achievers. Generally, with high-
achieving children there is a feeling of closeness
and fanily "belongingness" between parent and child.
Such parents were found to give their children more
praise and approval, and to show more interest in
them. Underachievers often reported feeling
"materiaily deprived® in their families. (Shaw and
Brown, 1957; lorrow and Wilson, 1951). It is there-
fore oLwvious why there is more tension and more
parental disagreements about the standards of behav
icur expected in the home of underachieving children

Availeble data therefore "supporis the hypothesis
that supportive family relations foster academic
achievement via promoting positive attitudes toward
teechers, school and intellectual activit ties, as
symbols of the adult world of parents.” (lMorrow and
Wilson, 1961, page 508).
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'65) considers the term "underachiever"
eyond the area of academic endeavour o
all areas of the child's life. Such a child is
ctent to help at home and often ignores
the demands of his parents. In trying to establish
himsell as a separate person, the underachiever
usually rebels against his parents in a passive vay;
o

by not achieving. In saying "I can't" rather than
being actively ageressive and saying "I won't® the

(&)
derachiever fails to recognise his anger and will
not talze responsibility in exprassing it directly.
Serenc (195%) however felt thab the I nts of under-
fa

achievers

\;

atled to exercise adeouate control ove

g

{
<
I

i

Their children, and that they seldom if ever, sa
3

down and dlSCUSS@d problems with their children.
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The underachiever often finds himself in a dileuns:
when he accepts the criticism of his parents and
teachers that he could perform at a higher level
and then does in fact achieve success he is told
that "we knew you could do it", or "I told you so".
The child then has little incentive to continue
doing well, for further success will only prove
that he did not try previously, and he will re-
ceive no credit himself. The adults are thus
alvays triumphent and vindicated while the under--
achieving child remains the guilty one. The
situation in which the child is subject tc criticisnm
no natter how he reacts, is similar to the "double
bind" hypothesis of Bateson et al (1958).

With respect to peer relaticns, Kurtz and Swenson
(19515, Barrett (1957) and Teigland et al (1965)
all found that underachievers were selected sig-—
nificantly less often by their peers than were
achievers. This attitude on the part of achievers
extends further than simply choosing not to work
with the underachievers: they also often choose
not to play with the underachiever. The cocn-
sequence oi underachievers all having to work
together may intensify their academic difficulty
and 1s hypothesised to further increase their
relating with peers.

Thompson (1972) draws attention %o the close
association hetween a deviant self concept and
deviant interpersonal behavioUT:i..ces...."good
interpersonal communication ig associated with a
well-integrated self concepte.....individuals with
healthy selfl concepts are more active in behaviours

wiich involve expressing affection, inclusion and

control vowards others than they are in sseking
these behaviours from others.” (”How’son, 1972,

page 80).



47

Shaw and Alves (1963) found students who view them-
selves positively to be emotionally well adjusted;
to have a higher conception of themselves and to
enjoy higher social status amcag their peers than
did low self concept students.



1.5 COUNSELLING THE UNDERACHIEVER.,

"The human individual, given a
chance, tends to develop his
particular human potentialities."

Karen Horney.

"True learning, learning that is
vrermanent and useful, that leads
to intelligent dCulOn and further
learning - can arise only out of
the experience, interests and
concerns oi the learner.”

John Holt.

Russell's (1958) definition of the underachiever gives
an almost direct reference to the impatience and anger
that the underachiever can arouse in those who atbteupt
to work with him. He comments : "In a very general
sense the underachiever is the persoan who performs
markedly below hig capacities to learn, to make appli-
cations of learning, and to complete tasks. Speaking
figuratively, he is the person whe sits on his potent-
ial, resisting various motivational procedures to get
hin of{ his poteatial and possibly needing an adroitly
directed kick in that same potential."™ (Russell, 1953,
page 65).

Problens regarding the accuracy of prediction of
academic underachievement have already been mentioned.
Difficulties in this area as well as the depth and
seriousness or duration of the noan-intellective
problems of the underachiever play an importent role
in the success of gpecial prograwns for individual
students and should play a role in the kind of help
sny specific student will receive.

43
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In ossessing the effectiveness of counselling the
underachiever there are certain assunptions which
are implicit and which should be noted ;-

i) there is a variation amongst
individuals in their capacity
for scholastic achievement;

[
e
R

group intelligence tests are
capable of differentiating the
individual's capacity for aca-
demic activity; and

standardised achievement batteries

e
(W8
o)

~

and school marks will give some
measure of the actual level of
achievement.

The underachiever, according to Xirk (1972 is un-
aware of the reasons for his underachievement and

is characteristically uncommunicative in counsell-
ing or therapy. The unrealistic, superficial and
largely implausible rabtionalisations they give in
defence of their prerfornance, make them difficult

to work with. Goldberg (1965) contends that by high-
school age many students are beyond profiting fron
any direct help from the school counsellor. Others
disagree.

The individual counselling method used by Calhoun
(1956) was a set of three interviews. In the first
interview the underachiever was shown an "undep—
achievement card" which gave a graphical represcntat-
icn of his ability, achievement and the disparity
between the two in terms of mental age. 1In indicatl

a desire to eliminate this discrepancy the next step

of compiling a data sheet was vndertaken and infermation
¢f the pupil's home and fanmily situation, school history,

.

educat:

et

.onal and vocationsl plans and study habits, were
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obtained. In doing this the student's expression

of his attitudes and opinions was facilitated, and
the pupil was, for possibly the first time, given
the opportunity to investigate without coersive
pressure, the possible sources of his underachieve-
ment. Plans were then made in terms of the data
obtained. DPupils themselves were instrumental in
the compilation of plans of action to alleviate
their underachieving condition. Emphasis was placed
on being "non prescriptive" in planning courses of
action. The counsellor at no time imposed his views
upon the student. Results, though not statistically
significant, showed a definite improvement in school
marks.

Serene (1953) preceded Calhoun and paid special
attention to the pupil's understanding of how to study
and his motivation for study. In attempting to con~
duct a "conversation between equals" Serene confronte
the underachiever with the clear-cut reality of his
situation, and discovered that few underachievers had
any consistent study schedule, and though aware of
their responsibility in the natter, the underachievers
freely admitted that they were unable to discipline
themselves to study. The success of this precgram (not
statistically verified) was attributed to Serene's
treatment of the underachiever on equal terms; in
confronting him with reality and then in being able

to offer concrete, tangible means for overcoming the
problem at hend.

Hill and Gricneeks (1966) note that an inmportant
feature in the counselling of the underachiever is
that they should spontaneously seek counselling for

'Q

c'?‘

the improvement of their conditiocn. 7Thi ney Justify

]
in terms of client motivation for counselli ng a nd



improvement. These authors are sceptical about
counselling success with underachievers saintaining
that "....underachievers improved no mere than
matched underachieving controls, but their improve-
ment was significantly greater than the decrement
in grade point average of matched overachieving
controls.... Turther analysis showed that the
greater gain for underachievers could be attributed

to a greater regression effect rather than a beneficial

effect of counselling.” (Hill and Grieneeks, 1966,
page 225).

Drasgow (1965) supports Kirk (1952) in her dynamic
explanation that underachievement satisfies an un-
conscious hostility motive usually directed toward a
father who demands success. Drasgow perceives the
role of the counsellor as being one of aiding the
underachiever who has encountered failure, %o change
from an alien curriculum which has invariably been
selected by parents. 1In helping the underachiever
discover an appropriate curriculum, his parents nay
also require counselling. This author feels that
the feeling of failure may be a counselling pre-
requisite for both underachiever. and parent.
Drasgow maintains that the underachiever cannot, in
short term educational or vocational counselling,
reach the insight of identifying the person who is
the tearget of his "passive-aggressive" behaviour.
This, he feels, is the function of psychotherapy,
and not of counselling.

This latter point is hotly disputed by Motto (1965)
who found that underachievers were able to benefit
from therupeutic counselling: "Phey seemed to be

U

4

0y
making it possible for them to avail themselves of

looking for somecne to tell them to save face

help without having to adwit that they needed help,."
(fotto, 1965, page 638). Ineffectual counselling

51
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was geen to be the result of the assunption that

it was possible to deal with the complex phenomenon

of underachievenent in any short verm manner. Some
degree of insight into why the individual's intellect-
ual potential wes suppressed was seen as necessary if
the underachiever was to break free from his continual
*failure'. Simple repeated warnings from virtually
anyone are noboriously unsuccessful in improving the
achievement of the underachiever. As has already
been noted, underachicvement is = behavioural nani-
festation of personality inconsistencies as well ag
the consequent paralysing effects of anxiety: It
seems naive to relate underachievement simply to an
incongruent curriculum choice. Underachievenent may
well be the symptom, but it is rarely the problem.

In counselling parents, Halperin (4¢ 065) reels that
parents should communicate to their underac hie
child that it is he, the child, who will either
suffer from failure or who can reap the pleasures

of achievement. "This does not mean an attibtude

of uncaring indifference. The underachiever, as all
children, needs parental concern, guidance, and
affection. But if he is helped to feel the separate
ness of his own life, it should rcstore his lost
natural desires to do well by that life.n (Halperin,
1965, page 584).

Pascsow (1958) and Golcberg (1965) noted two necessary
elcments in the classroom if the underachiever's
status was to be improved: firetly, a consisteatly

ve teacher who was interested in and who gave
n to each pupil as an individual, and secondly

('{)OP'

the necessity Lo offer assistance in the learning of
skills netv acquired abt an earliepr point. It was
considered adviszble that schosls should separate
their feaching and guidance functions such that the
aduly who wes closely involved with ossi L.ating the

underachiever was not the person who evaluated his vork,



Passow also noted that underachievers when grouped
together in & classroom would give each other

-~

negative support which was difficult to change in

the classroom context.

Geldburgh and Penney (1965) are in favour of
narrowing the goal of treatment in dealing with

the underachiever. They are in favour of "sector
counselling" rather than in the reorgenisation of
the total personality, and feel it necessary for

the counsellor to ally himself only with that part
of the pupil's ego which wants to succsed academic-—
ally. TFocuzs on a study plan for the individual is
important; "After some insight into the significant
psychodynamic factors has been achieved, a realistic,
carefully considered decision of the student to
change school or progran, even though suggested
tentatively by the counsellor, can be a useful step
in the rehabilitation of many underachievers."
(Goldburgh and Penney, 1965, page 563%).

The studies mentioned above all involve individual
counselling. Though some of the aims of individual
and group counselling are similsr, there are some
importent differences, In terms of their similarities
both aim for the resolution of personal probvlems and
an adjustment to a more satisfactory mode of living;
in both methods the sbructuring and maintenance of a
therapeutic relationship allows frcedom for the
exploraticn of attitudes, a clarification of conflict
areas and the opportunity to explore pos
to their problens. '

In the group centext the individual has the opportunity

of workinzg at problems of personal relationships in vivo,
alistically. The understanding and

e
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accepbance of several ©eo Die, @8 18 DOSS1IOLe 1n groups

a

is considered to be mere vobvent than being understcod

by one tbherspist. Turtherwmore, the group situation

’
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facilitates the expression of several viewpoints
which might never have been explored, it allows
vhe client the opportunity to give and to receive
help; it allows the individual to check out his
own observations of himself with the impressions
of others; in offering membership the group
promotes & sense of belongingness; and it offers
the cpportunity to hear others talk about the same
difficulties as one experiences oneself.

Groups however are only partial, and it is con-

sidered that individual therapy is necessary for

the exploration cf problems with deep uncounscious
causes. Groups can be extremely anxiety-provoking

and inhibiting for some individuals. They lack the
security of the warm "“face to face" relationship of
individual therapy; end alsc lack the singleness of
purpoge which is characteristic of individual counsell-
ing. Groups are however economical in terus of
"therapeutic-man~hours."

Clinical observaticns demonstrate the general eff

Tfec
iveness oil group btherapy, though there appears to be
a relative dearth of objective verification. Where
there have been studies, these have been largely in

The realm of the nondirective school of thought.

Sheldon and Landsman (1950) showed that the grade
point average (GPA) of underachieving college sbtudents
wvas reised in a nondirective group. Baymur and
Patterson (1965) however considered it better to leave
underachievers slone, rabher than peinting cut their

lack of adequate achievement and exhorting them to
do something about it. VWinborn and Schmidt (1965) felt
though, that short teram (six - one hour) group counseil-~

ing had effect on the academic achievement

¢ uvnderachioving college freshmen.



The study of Winkler et al (1965) showed that boys
involved in group counselling did significantly

(in terms of overall GPA) bether than girls in-
volved in a similar experience. Howard and
Zimpfer (1972) quote many authors (Crow, 1971,
Lodate, Sokoloff and Schwertz, 1964) as effective
in changing numerous adjustment varisgbles (attitude
to school, learning, peers, teachers attendance,
and self concept) by use of the traditional group
counselling approach. '

Investigations of the efficacy of group versus
individual counselling are equally ambivalent in
their findings. Bilovsky et al (195%) showed an
equality in terms of "realistic vocaisional choiceg®
nade by participants in group and individuzal therapy.
Hoyt (1955), also in the sphere of vocational guid-—
ance, found both metvhods Lo be preferable to no

counselling at all, but fournd no significant

difference between the two methods. These studies
are however in a rather "cognitive" area and it is
consideced that & fference may be shown in DIrob-

di
lems of & more affective nsture.

(1970) in reviewing the literat-
S rged from above :  the
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ctory and ambiguous, as positive and
negative results have Lobth been obtained. In some
cases, "therapeutic" intervention therefore appears

noxious. Bednar and Weinbe rg attempt to extrapolate

the dimensions of treatment prograns associsted with
VB

improved acadenmice performanc They relate the

following variasbles to improved acadenic achicve-

ment ;e

(=3

) quralion of "Greatment" (counselling

contact )y



ii) stiucture and group vs. individual
counselling;

iii) the level of therapeutic conditions
offered by the counsellor (empathy,
warnth and genuineness);

iv) ciient motivation.

The treatment program in which the Quration of
counselling contact exceeded 10 hours reported effect-
ive raising of grade point average in 75% of the

cases reviewed. Where this contact was less “hen 10
hours, 2770 of the studies reported positive incresses.
The structuring variable which was isolated was found
te be a potent variable in deternining the success of
the treatment program. A success rabe of more than
60% is reported for structured trecatment rrograms.
Structured progrsms are those which are directive,
acadenic, prescriptive and/or auvhoritarian, whercsos
unstructured programs are those which are nondirective
client-centred; non-prescriptive and affectively
orientated.

In terws of the level of therapeutic conditions offered,
Dickenson and Truax (195%) found that the higher the
level of conditions offered to the underachieving
student, the nore the improvement - i.e. the greater
was the increase in the studentls GPA. Sinmply offer~
ing instruction in scademic slkill without accompanying
counselling relationship conditions has been found Lo

be incffective in improving the ccademic achievenent

of the underachiever. Greabest success is 1o be found
in cases in which remediation a2ad the cecunselling rew
lationship are both subsets of the treatment prograr.

Mitcehell end Piatkowska (1974) however offer the cone
o i

<,
clucion that successiul ¢ wnselling of the underachiev



Bednar and Weinberg (1970) in noting that duration
of treatment is an important aspect of the Progran.
Possibly the most striking finding is that "grade
gains do not consistently accompany improvements
in any of the behavicurs established as treatment
targets." (Mitchell and Piatkowska, 1974 page
500). In other words, though the self concept of
the individual may show desirable improvement, this
may not lead directly to better academic achievement.
Greater precision is required in for mulating the ain
cr target of counselling.

Undoubbtedly theugh, self concept and academic under-
achievenent are complex phenomena, involving the
total person. he resolution of underachievement
because of its complexity calls for all the depth,
skill and psycholcogical understand ng that the

N

i
coungellor can bring to bear on the situation.
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Though there is still some coptroversy in the field,
euthors generally spree that self concept and
academic achievement are pos sitively related.
(Borislew, 1962; Brookover and Thom: as, 1964 ;
Ceplin, 1969; Evercitt, 1971; Xurtz snd Swens on,
1951 ané Roth and Hever sburg, 1963). It would appear
to be logical that those qualities the individual
attributes to himself will influence his behaviour.
These qualities sttributed to himself are derived
from family and socizl interactions ir which others:
percepticns of the individual influence his PEI
ception of himself; eand by exbtension influence his
behaviour. Academic behaviour, being & subsystem

of &ll behaviour, is thus influenced by the individ-
ual's self percepticn. Where self percepiion is
low, acaderic achievement is also 1ilk rely to be low.

The prescent study aimed at enunerating the charactere

istics of melf of individuale whose academic perform-
ependently of their measured level of
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I an era in which optimum performance is demanded
18

en
for success (and its payoffs), an individusl who,
frow an early zge, iz wnable to gpply 2ll his re-
sources vo the full, is likely to centinually confirm
hig view of himself as a2 “"failure'. TFor such an in-
dividuel (the und ierachiever), life itself might well

becone & aeffors.

African context there hss been very

Ny vy, b e 1 AR B - - 3 1 e e} -
earsn An the fie¢ld of underachievement.

The accurnulation of & sound body of knowledse about
the un&eraf,aavor will malke it possible to consbtruct
E3app moons of interventicn into the vicious
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cirele of underachiavem@nt, and hopefully to

ameliorate ite inmediate and 1o ong term effects.
This study ic
for such a sound body of knowledge. In come

intended to previde a foundation

5]

varing underachievers and normal achievers in
terms of the way they perceive themselves boib
inter and intrspersonally it is hoped that
cducationalists will become aware of the fact
that all is not necessarily well if pupils are
verforming "satisfa actorily" in the teacher's
eyes. Underachievers are often rersonally dis-
satisfied, but unable to im mplemen’ the necesgary

~

a
steps to remediate their condition, on their own.

Purthernmore, in identifying the characteristics

of self in which the underachiever is experiencing
difficulty, it becones possible %o devise a pro-
gram which would offer the underachievers the
opportunity to explore the inter and intrapersonal
difficulties he experiences, and then to act on

the insight thus obhtained. Such a program might
well be included in the frame of “personality
guidance" in the Guidance Syllabus currently in use
in Cape Schools.

Since it isg departmental opinion that remedial
cducation after the age of 10 o 11 years lacks
significeznce in changing academic achievement, an
alternative method of intervention in the vicious
circle of underachievement is vitally necessary.

Y

Farthermore, it should be noted that remedial

7

5l

cducation is a fory of intervention directed at
the sympbtom viz., poor academic achievement, rather

than the source. A self development prograwm of
the nature envisased in this study is aimed at

e Ap e 3 A, 2 S degn oy ] Aoy,
primary prevention i.e. it directs itself at the
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conception. In thes erng the conseguences

should be far recaching.

This study also attempts, within the bounderies
of Guidance syllabus of the Cape Education
Department, to offer a means of iutervention
which is economical, and hopefully effective.
Calhoun (1956) has reported success in individe-
ual counselling of underachievers. However,
reaiistically the more economical group method
of interventicn is more practical in an educat-
ionel system in which the reality of pressure of
tine is a constant prehlen,

A group counselliang program implemented over six
months has thus veen used in an atltenpt to inter-
vene in the vicious circle of underaschievement.
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p
ing remedial education, further remediction after
six months is fruitless. For this r c

O]

e.

(o)
.
3

six month period was wu

It is hoped to present an overview of how the
sell perceptions of pupils who Yachieve" and
those who do not, differ independently of their
leveldl of potential; and secondly to evaluate
the efficacy of a group counselling progran
designed to alter the self concept of a group
of underachievers, and hopefully to improve the
level of their achievement.

[

)



,'297

Section 'At Comparison of normal and underachievers.
1.7.71 Ho ¢ There is no significant dif ference

between the secif concepts (i.e.

inter and intrapersonal berceptions)
of normelachievers and underachie evers,
as assessed by the California Test of
Personality and The Piers-Harris
Childrens' Self Concept Scale.

Ha : There is a significani difference
between the self concepts (i.e, inter
and intra personal bercepvicns) of
normalachievers and underschievers,
as asgessed by the California Test

of Personality and The Piers—Harris
Childrens' Self Conce 2Pt Scaie.

Section 'Rt The effect of a group ccuncselling
program on the self concepts and
level of achievement of = group
of underachievers.

1672 #0 : There is no significant difference,
before and after a group counselling
progrca on the self concepts (i.¢e.

inter and intraversonal perceptions)
and level of achievement of a group
of underachievers.

-

There is a significant difference
t

before and after a group counsclling
progren on the self concer

ncepts (d.e.
1

5"2
Ios

irn

[N

er and intraversonal
and level of achievements of a groun

undeprachicvers.

)

)]

L8]
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The subjects in this study were selected from a
population of 167 White standard four and five
nale pupils attending two middle class boys

preparatl schools in the same suburbs of the

Cepe FPeninsula, The subjects were of an
aversge age of 12 years and only pupils who
spolke Inglish es first languzge were included.
Home-zituation was nolt a varisble which was

from varying back-
grounds snd had parents occupying various
ional levels. All the subjects fell into
the average or abeve average ranges of intellii-
gence as asseusged on the New Socuth African Group
Teste.

Since this study concerns itself with the self

conce

4]

w3
d—

o
H
b

biie school pupil it was decided to
use subjecls of an average a2go of 12 years such
that the "{traumatic adolescent® p@“lod in which

a

H:

is likely

the individual's conception of himse

4

<]

to be confuscd, was effectively avoided. It was
further assuned that if a poor self concept
proved te e on instrunental factor in the deterw

nination ¢f wcadenic underachievenent, the earlier

in the child's school career this %}'ulome was
isolated end eliminated, the nore beneficial it
vould prove in the child's academic and personal
life.

g selccted as subjects in this study were
sceliccted on the following buzis

<} - ) -

obential was nade by adni
LI SN ey T oy e e
\./k‘ {U'f J-'F A0S J‘“hu B GRS R Y]

e Tt > “
T Y Y A=Yy ey by TUONY LT TR
SCOres whus ootarioa waere
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categories on a standard nine point scale (sta-
nine). An indication of the pupils actual level
of achicvement was gained from their performance
on the Human Sciences Research Council Scholastic

Achievement Test in Mathematics appropriate to the

U

pupil's standard. These scores were also clasgi-
fied into stanines.

Underachievers were then determined by comparison
of the two stanine scores described
Probable underachievement {(at the 5% 1
nificence) can be determined by using the NIAGT
and SAT ia conjunction. A differcnce of two
stanines between the stanines with the SAT stanine
eing the lesser one, was the criterion employed
for determination of +the thirty vnderachievers.
achievers were those individuals whose I.Q.
¢ achievement stanines coincided.
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2.3.7 few South African Group Test (NSAGT).

This is a group intelligence test with three levels
] 4

Junioxr ... (ages 8 - 11 years 11 wonths)
Intermediate «eo (ages 10 - 14 years 41 months)
Senior «eo (ages 13 - 17 years 11 months)

k%)
.o

tT)
1o

In this study the subjects had been tested in the:
Stondard % year at school when +Qey were at an aver-
age age of 10 years. The Junior level of the test
was uged in this case., The Intermediate level of
the test was used to testy subjects who were approxi-
mately 12 years of aze and in Standard 5 a2t the time

HNonVerbal Verbal

Test 1 Nuwber Scries Test 2

Test 2 Figure ‘nalogies Test 4 Verbal Recsoning

v

Test 5 Tattern Completion mTest & Analogies of ords

.
Fal

There are 30 itews in each test, the first five of
which serve as practice examples. The itens are all

0 T e Y oy e L oy bl : v A 4 - . H <

ol the iultiple cholce type, the testee beins pe-
2 ) N . 43~ . ey e v \ - N e -+ Fa

quired to choose the correct answer from a set of

N I ) W ey s - T v i syl o Al et n S

five posnitle onswers. Verbal,MNonverbal and total

AT Ccompuv Ged.

66
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standardising the test a sample was chocen to

[
(o]
et
i
C¥

all White pupils in South Africa. The

H R
c
Qo o

wing controls were applied :-

[
~

a control for the ratioc of Afrikaans
speaking to English speaking pupils.

2 ¢+ 1)

ii) Geographical location: taking account
of the size of scheol populabions,
pupils in VWhite schools (provincial,
private snd provincial-azided) in all
four provinces and South West Africa
were used in the sanple.

iii) Urban-rural distribution was controlled.
iv) Physically end mentally handicapped

children were omitted.

V) Random sampling of ten pupils for each
age group in each school was instituted.

The s=mpliec was constituted by 2923 Afrikaans speak-
ing end 1525 Imglich ¢ epeaking pupils at the Junior
S Afrikaans speaklng and 1870 English

>
level, and 284
pils at the Intermediate level.

speaking pu
Norms for the two groups were independently calculated.

The validity of

ir predicting schocel success
&1

exhibited by a correlation of ,86 and fer the

is .

Junior serics verbal and nonverbal correlation with

a Sllent Reading Test Sinilarly correlations of $ &7
and (88 are shown bo exist in the case of the Tnber-

nediate Series.,

ed by neans of




siwilorly, the range of correlstion co~efficients forp
e

ernediatie series is (88 to ,96.

The standard error of measurement which is an index
of the variation of the I.9. score due to factors
of chance, is quoted to be 2,5 I.0. points fcr the
Junior series, and 3,0 I.Q. points for the Inter—
mediate series.

Scores obbtained on the NUAGT mey be expressed as

percentviles, deviation I.Q's, or in terms of mental
age. lHowever, it should be noted that I.Q. is not
calculated by the A

CA

10C method.

The requirement of the test that the child must be
akle to read before he can complete the test n= 8y
result in a confounding of reading ability and verbal

@

intelligence.

In the present study the author did not admi nister

N

811 the New South African Group Tests. Some hagd
been routinely administered by a school psychologist
Random responding and peculiar response patterns on
the answer sheet are factors controlled in adminis-
traticn of the bvest, though the former factor mnay
be conziderced to be a limitation in that classes of

-

apprcximately t0 pupils were tested bty one tester.

The total I.3. scores obtained from this test were
cenverted into sbanines and these stanines comparad
with the stanine ¢f the scholastic acnlevement test
used in order to determine those pupils who were
chievers and those who were underachievers. (A
difference of two or wore stanines with the scholastic
achicvenent stenine being the lesser debermines a

Ay By oy T - -
probeble underschiever).



69

23,2 Scholaptic Achievement Test in Arithmetic.

This 1s & group achievement test with six ievels
frem Sudb A to Standard 4 and aims to obtain a
reliable, objective indication of pupils! achieve-
ment in arithmetic.

Each seriecs of the test consists of three tests
covering mechanical caleculations, comprehension
of subject matter and the application of concepts
and calculetions.

Bach test has 23 itvems, the first three of which
amples. The items of the Standard
5 and 4 ferms of the test are of the multiple

are practice ex

choice type; the testee being required to choose
the correct enswer from a set of five possible
angvers.

A%t the beginning of the school year the Standard

o]

5 test was applied to Standard 4 pupils; and
the Standard & test Yo Standard 5 pupils. (This
is in accordance with test instructions and the

9
o

determinztion of test norms). TFrom test answers
it is possible to compute stanines for each
separate test and for the total score.

The stanine scele is a nine-point scale, according
str

to which the ribution of raw scores is divided

a
into nine parts. 7The stanines indicste the DOSLL -
ion in which a pupil is placed on the nine-point

scale in terms of the strenmth of his achievements.

e 5 T
Stendordisation

= PR - 3 -~ - 3 4
After u nuwmber of preliminary applications the test



ali the Yrovinces in the Republic of South Afvica
and South West Africa in Cctober, 1971, The
final form was applizd to a sipilar vopulation in
October, 1972 with the purpcse of calculating
norms. For the standardisation of the Standard )

form of the test, 418 pupils were used. In the

stendardiczation of the Standard 4 form of the test,
415 pupils were used., These norn groups were drawn

proportionately, on a random basis, from the urban
semi~-urban and rural strata of each Province and of

?
Sa\"e’e-ﬁ-o

The reliability of the tes st, calculated by means of
the K-r 20 and XK=R 21 formulae (which usually under-
stinate test-retest reliability) is given as ,92

e
for the Standard 3 total score; and as ,91 for the

-

Standard o total score.

Standard Lrror of Meas surenent :
(i.e. variation of scores due to chance factors),

is guoted at 3,55 for the tot score of the
Stendard 2 form of the #euo, and at 3,58 for the

total gcore of the Standard 4 ferm of the tesy.

o)
@
[as
0
(o3
,.—J

S ighment of the content val*dlty of
Scholastic Achievenment Test in arithmetic (i.e
ability of the test to measure the dis Tinctive know-
ledge of understanding and application of arithmetic
subject-matter by the pupil) was ensureld by the
following procedure : the syllabuses and conteonts

4
a commitice of subject specis

analys ] dered

.. rl ~ 3 - b . =

vhen finally constracting the test.

- -} Sy a e oy Ty Y o G p N L - s o e
In the »egearch prosented npere the Standard 4 and 5

form of

@

cia s Gy =Y Lo PO P P SR N~ SOV - - oy 4
subjects vere all tesbted on hthe Lppro ate
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the test in order to constitube a "belfore measure!
of level of achievement. Since the experinental

program ran into the second half of the yesr it

i
was now poss*ble to re-test on the same test (fo

reasonsg garding standardisation procedure
mentioned previously). Thus Stendard 4 pupils
wvere tested on the Standard & forik of the Lest

teo constitute an Yafter-measure. Fer Standard 5

pupils it was necessary to use a comparable measure

of level of scholastic achievement - The Mathematics
subtest of the Junior Scholastic rroficiency Battery
was therefore used.

2.3.3 The Junior Scholastic Proficiency Ba ttery.
(JSPB).

This scholastic proficiency battery is ess sentially
used as an aid in the placenment of pupils
Standards 5, 6 and 7 in variocus fields of gtudy
end proficiency groups. It measurcs the effecti
ness with vhich & pupil has utilized his aptitudes
and leaxr

in the mcholastic fields.

aing opportunities for obvtaining proficiency

The battery consists of six subtests

Pirst laugage; second language; mathematics;
Natural Sciences; Geography and History, and can
be spplied to groupz or individually. The battery

.

ghould be applied in the latter half of the year,
and wore particularly during the month of August.

3w Xy B A< B Iy e e e ATy -~ P
being reguired tc chovse the corrsct cne.



fhe nob
mathena

numnbers

In stan

nematics test measures proficiency in
tics d.e. various conputations with

-3

dardising the test the JIPR was applied

to a representative sample of 1,500 pupils in

each of
South A
ginning
numbers
Provinc

Stardard 5, 6 and 7 in the Republic of
frica and South West Africa, at the be-

third gquarter of 1975. Equal
of boys and girls were included per

¢, end norms for language as well as sex

groups were calculated jointly for all excert

the lan

1ablility of the test, calculated accord-

the K-R 20 formula shows that the battery

.

cy

]

1y censisvent and accurshe in S measure-

The reliability for the mathematics tesh

ven as 833,

The JS»
dictive

lizhed by corr

B is stated to have good differentisal joRalcEs
values. Predictive validity was estabe-

2lating the December, 1895 exaninat-

e
ion parks of Standerd 5, 6 and 7 pupils tested in

hugust
For Eng
between

P,
LRTES o

Verba
NonvVe
Total

All are

S

-

for esteblishing norms, with the JSPR score

. S =
lish spe

&
the JSPB and I.Q. scores and examinatio:

g

re given below

1 TeQos correlated with Mathemetics = . 575
rbal I.Q. correlated with Mathematics = 540
TeQa correlated with Mathematics = 606
&Y %

significent at the ,01 level.

The Piers-Hervis Childrens! Celf Concent Scal
(B/H C3CH).

the sell concoept has been the gource of much

5.

Ring Standerd 5 boys the correlations



COne e ) & number of years, it
remains @ concept which is confus ing, elusive

There are few, if any,

really effective neesuring devices, and in order

that the problem of measurement night be circum-—

[&]

vented, it has been neces sary to infer the nature
of the self concept from the behaviour of the ine
dividual. What the individual has to say about
himself is one usceful basis from which such in-
ferences can be made., It ig with this in ming
that the Fiers-Harris Childre cus ' Self Concept
Scale end the California Test of Personality have

been vsed in the present study.

The Piervs~liarris is a sell-report instrument do-
signed for research into the development of child~
rens self attitudes, and corr@lat@s of these
attitudes. The "gelf concept™ as assessed by this
instrument is in sccord wid th"the ph omenologlcal

+

approach" and is "assumed to refer to a set of
relatvively stable self-attitndes. (Piers, 1977,
page 1). Such attitudes are both descriptive

4

I am dumb at

Py
pod

and evaluaiive, c.g. "I an happy",
most things™: and the itens are scored in a pesitive
rection to reflect this dimension of

o @ oo Lo A
Ol .Kl,v,w LU W S LA L

gcore 1s indicative of s
which Piers maintains becomes

Terms "gelf-estbeen" or Tgelf-.

several revisions of the test (Piers
2, ?i@rs, 1“7’) and il is presently

dgoeclarati senatences worded at the
ling level.  The subjoect answers "yegh

S T o~
L% BO now he gonoe

Vot
2
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Factor Analytic Structure and Clusbter Scores.

Initially a principal components factor analysis
wag reported Tox 457 siwih graders. Ten factors
wvere cxvracted and rotated, with six factors
finally being interpreted. HMichae s Smith and

icnael (1975) confirmed the cluster of the
Tactors extracted by Piers and Harris (1959).
The followirng clusters were reported

i) Behaviour

ii) Intellectual and School Status
iii) Physical ippearance and Attributes
iv) Anxiety

v) Popularity

vi) Happiness and Satisfaction

In the study reported here the Revised Cluster Scores
vere usede.

Standardisation.

Initially the 140 item scale was adminisdcrvd 0o
a

four thi J“(Q,“"I‘ad_é clasges four sixth-grade c,laccze"*
]
1

and four tenth-~grade asses. Several different

c
schools were chogen to represent a wide cross-section
ve

of socico~ccononic levels, and children of low, average

and high ability participated.

Three Jjudges clossified statoments according te high

Q
or low s2lf concept. Revcetitions items were dig-

-
WJ
carded such 100 itcowms remaincd, five of which

woere not scorcd in any direction. No significant
sex differences vere found and veriabili ty of scores

was found Lo ducreaze cons istently with age.

sixthugrade

crioinate

21 form of thae test.



Reliability

¥uder-Richardson reliability on the 95 item form
of the test renged Trom s 78 for Grade 10 girls to
;95 for Grade 3 boys. (Piers-Harris, 1964). On
the 80 iten form, Piers and Harris (1969) found
the two and four nonth test-retest reliabilivy
for fifth grade subjects to be 377« Wylie (1974)
considers th@se reliabilities to be satisfactory
for »esearch purposes.

Validity.

Though the possible influence of social desir rability

on responges remains unresolved, Cronbach (1560)

waintains that self reports are mors reasorably

interpreted as the subjectspublic self conce pt "

a construet which should correlate more clos sely with

the individuval's pudblic bechaviour. Phenomenologically
vant vhether the self concept corresponds

bv otherg. However, where this has been

(Cox, 1966 in Tiers end Harris, 1869)

been an eppreciable correlation petwesn

on the Piersmﬁarris and teacher and peer

secially effective bcthiour (443 and ,31).

to the convergent validity of the Piers-
doyer 1967 in Flers and Harris, 1969) reports
el .58 with the gelf Concept HSeale for
28 rotarded, 12 to 16-year-old sub

o

.‘."
o
inant validity of the Piers-Harris o
b

P TIPS, ST T Fal -~ S . . =) o -~
creavieted from Z.Q. is quoted Lo be low
3 TR T - I T NS . | TY oo > ‘/'C'/’n‘
anc Lnsienalicont by Piers and Horpis (1959) .
Goeneral.
1 B e o - I N PR T RS
“Phere ao no Linited imposed fer ¢ mpletion of this
s - Ty ey e ey ey A e o EY % S, [ S, s -
Unly approximately 20 minutes for
T P Ay ey { o oa b N 3 ‘b e e ,,; " r""{" IARE S - - POV Y
Chenbiile ORGSR UEDTT COn Do caministerad in s Lroun




2.%.5 The California Test of Pers onality.

This test consists of a series of five question-
naires for successive developmental levels each
with two equivalent forms ang purports to measure
a number of components of versonal and social ad-
Justment. It is a self report forced choice
questicnnaire requiring "yes" or "no" answers and
can be administered in either a group or an in-
dividual contest. Questions in the Lest are divided
into tue main groupsy Personal Adjustment and
cocisl Adjustment and each group is divided into
SiX sections of fifteen questions eache.

The sections are -

rersonal Adjustment:
This scale was used to give an overall view of

1

the individual's intrapersonsl rerception.

&) Self Reliance :
thisygives an indication of the
individual's ability tc be self-
deprendent in various gituations
and activities. A high score
characterises emotional stability
and responsibili t5 in behaviour.

b) Sense of Personal Worth -

-

is derived largely from being
regarded favourably by others
and gives the individual a feel-
ing of being capable and atiract-

ive.

Oy o) T e
c) Sense of Perscnal Frecdom

thic is experienced by the in-




a)

f£)

X oy = o [
Soecial .::‘C.

h)

Feeling of Belongin

is derived frow being able to feel
the love of fanily and friends and

$REAH

.

tc be able to experience cordin 211ty

in relationships in general. A high
scoring individual here usually gets
en well with his teachers and is proud
of his school,

Freedonm from Withdrawing Tendencies:

<

the individual who tends to withdraw
is seen te enjoy living in fantasy
rather than encountering success in
real life. Withdrawn persons are
cheracteristically self concerned
and lonely in their maladjustment.

o ¥

‘reecdom from Nervous Tenderncies

byl

This section elicilts physical synmptoms
thought 4o be an cxupression of emotional
conflict.e A relative freedom From such

eynpboms is indicative of adjustment.

inetoent ¢

vsed to give an overall view of

S
sersonal perception.

Social Stonderds.

High scores here give an indication of
the individual's ability to understand
gseeial standards, i.e. those things
vegarded as righlt end those regarded
55 WIrong.

Social Skills.

Lo Andivi

= RSN I N - ~ 2 R
dual with well developed socilal
clWills foavours on interest in the problems

end cevivities of others rather thon veing
cgotisiical with repgard to his ova problens

4_'1’1 s ‘i%




i) feeedom {rom Anti-Social Tendencies.

low score on this scals)
faction at the ex.-

pense of cthers. Such an individual

The eanti-social individual (i.e. one
a
aims at gelf satigf

is vsuelly a bully, disobedient,
destructive to property, and is
frequenily involved in guarrels.

A relative freedonm from such tendencies
characterises normal adjustment.

J)  Pewily Relations.
The individual whoe feels loved, well-

Schoel Relations.

"l
']
N/

Good scheol relaticns result when the
pupil is liked by his teachers and
peers and when he finds that there
is & concordance between his school
work aud the level of his interest
and waturity.

1) Community Relations.
An inﬁiviﬁual who is well adjusted
in the community is respectful of
the lava/regulations re
general welfare, and is able t@

N

mix heppily with his neighbours

(AR Ta oy ¥4 o AT AR S e A A e
fne reliobilities of the Perscaal AcJusvment and

] 3iq e v oL - X oy ey b 3 -
S0CLE] cJustment scores of 1 he elomen Lary 4. evel
£ s B S P S A P I eV V4 - - ol
of the test (the level uwsed in this stvdg are gxw%gh

1.

ot B~ R Ts Ry . st
A2 AR e ; L N - who Aa k»‘ o

mot




from (G4 to (8% and are said to be suffi ciently
high to locate more restricbed areas of personal

difficulty. (California Test of Per sonality
Hanual). Vernon (in Burcs, 1970} feels that the
reliabilities seen quite adequate.

In Serms of validity the California Tect of Per-
sonality i
clinical
and many itens of the test have been validated by

6]

seen Lo correlabe more closely with

)
i

ndings than any other personality test,
other workers,

Stendardisation norms for the best are given in the
form of percentile ranks. For the form used in
vhis study, i.e. the Elementary Level 4,562 Dupils
in grades 4 to 8 inclusive in schools in Nebraska,
New dJeracy, Hew York, Ohio, lMossachnuetis and
Califernia were uscd in Standardi V
YeQo was 100, with 85 of +the ropulation being

cauceas 1,‘3 3

[
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Reviews of the test caubion agai

.. 3 )

dividusl diagnosis, though the test is favourably

'"’J

regarded for research purposes. Sims (in Bures,
1970) is amongst the most sees Dtical of individuals
reviewing the testh, However, he concludes that

onality inventories

=
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+
B
o
w
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would appear to be asmong
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~ Sy ;,'s COEVT YA
o b THE  SELE

Pilpguretively speaking, nodern man, in being a
l 2y ®

individuval, "lives in his head.."

hin everyday existence is bobh vlanned
and contrclicd by his rational thoughts.
Lffectively, the individual's awareness of hime

sell as a totsl being (both intra and intep-

crsonally ) becomes restricted.

cloprment progrom was desipgned to
give the punil the opportunity, in a group
seiling context, to explore his inbter and

apoersonal percepbions such that an awareness

eral cets of gelf was possible. Specific
srces for s&lf exploravion were, for example, "ny
bedy™ and "my valves® from an intrapersenal per—
spective, and "ay nceds" and “"relatingz to othors
ircm en iaterperscnal perspective.

In offering the pupil a frane or means of self
evalustion it wes intended thab the pupil,

he is unique, would ve able to
lities and limitations: to
2Gopt to them and to use then

eciaicn
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o
)
o
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e 0L The nosy 1ip
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n for the whole renge of
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"What do I want 7?7 If these guestions are not

asked directly, they are definitely implied in
the verbalisabtions of the pupil. Cune pupil who

participated in the self developnment progran
commented : "My problem is how %o adopt friendly

principles (to male friends ebtc) when a bad i
pression has alresdy been formed.!

The student needs above all to think through
ife in general, which of %he

;._.x

whnat he wants from
napy rewards it holds out have the moot meaning
for hia, whal philesophical G 3 he 1s geek-

vestic
ing answers o, vhal kinds of human relationships

he wents most to cultivate and ﬁainba7r, and what

10}

kind of contribution to the common £ood he expecths
to nake, (Tyler, 1961),

The answers to the questions rosed by the search-

ing pupll are best found in the pupils themselves.
The Freudien notion that we are bound by our pash
and ruled by our unconscious is not a fundanental
assumpticn of the program. Instead it is assumed

that given the clinate and meang, the pupil has

the capaciiy 4o lead himself and to take action %o

choozse the 2 which his 1ife will take.

(@)
o
,.x
H

For Repers (1967) ran is contvinually striving to
find his weal self in order +¢ answor the guest-

onegelf




In offering Tthe following sell develc prieat progran,

ain implicit assumpbion which is made is that the
pupil dees this for himself. It is not AN CppoI—

N .

tunity fox the ccounsellor to probe into the 1life

[}

off the pupil, and pupils who particivated in the
SUP viere Lold that should they not wish to they

4

need not show their self asscessments %o anyone.

4-

This was 2 small, but importan®t pre wpositvion,

su
for pupils are acubtely aware of “me eddling® in
their private lives and nzny suffer fironm the fear
that a confidentiality may "leak oub' and lead to
personal disaster,
he self ”’f@lOp“*hU progran presented here wag
developed Lrom three main sources : Ras
Zimmerion (19 75), and Hopson and Hough (

—

and is divided into 12 units, designed t

avareness of himself. These

i) Iy Feelings abcut Myself.
ii Becoming a Person
iii My Bosic Needs

iv) Desling with Reality

v Enotviong
dy Body
Male versus Temale

Relating to Othoers

Al A P - - Lo - T -1 o
Factors that May Erede the Family




discussions, It wes explaoined to the group how the
opinion ean individual holds of hirmseclf olften in-

bogd

fluences his behaviour and his Productivity.
Heubers wore told that these sessions were desipgned
o) aspects of theime
selves both in and out of school. The necessity
that individuals attend all 12 one-hour sessions
was stressed and the limit of confidentiali ity iwm-

posed. The program proper waes then implemented.

o
O
n
0
i
Q
<

One Iy Feelings About lyself.

i) Christian Fames:
Each group nmember wrote his Christisan
neme on a piece of paper, and then re-
wrote the name in reverse. Then, pre-
tending it was a word from a new ewxbro-
terrestrial langusge, each individual
practised "rolling the word around®
and pronouncing it. Thercalter he
wrote daun a dictioconary vreanslation/
definition of the word, €ele

Julian -- Nailuj =-- A monster of the
deep waters.

Peter - Retep -~ A monster with a
guick tGemoper.

The new names were “pooled" and in a group

discusgicn cach person had the opportun-~

L

ity to sey vhebher the nome said anything
ahout nin as a person.  The group leader

o et
83010 oy providing

ocilitebed the dico

some pheonenenological clues.

Foman A orrmme et e eyl oy e 5y
S BeChnG erercise ained at dnere 8810

end o roveal sone
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These n
of cheoico.,
cusaion
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order th

Why did T

What, if anything,

in common 7
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The session was concluded

individual had beosn given
he had

he ex

1
)

An dintroluction te this session

a group discussion, lead by the

vhich anzlysed the meaning of the

8 peraone” following espects
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iii)  The process of "becoming o Person" meoons:
(a) being open to experience;
(b) believing in oneself;
C choosing from within: and
& 9

{(a) developing, rot stagnating.

The group was then required to ap"wer the follow-

e

in

&

questions nonverbally, by drawing then

18t ds something you ave good at
and sorething else you are trying
by

What i1s one belief or value Fou

[N

have that you would never give un
What is the most importeny masherial
item you own ?
What woa your rrwdu st achievement
and your biggest failure in the

)

past year 7 Draw twe piclhures.

IT you could be souweone else, who
would ithat be ?

would
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Lceussion et the introducition was centred zround

crln s Y
“’Qvuu vinlcn

urd be mev, and that ‘Tleult "to becone

- crenan T wren e e o | -~ Y g e gy b m
person’ unless certain basic needs are mecte Mhoe



Ihe dilferencc between a need and a want required
explonation. Thereafter individuzls were required

to neome varions needs they thought man hzd. The

basic paradign of Maglow's needs hierarchy was
elicited, but particular attenticn was paid to

the necessity to receive love and recognition, to

function ag a socisl and human being. The needs
for frecdom, independence gnd & challenge in life

were wlse discussed. Individuals were then re-
g

guired o give thought to the questien, "Am I

really gzbtting what I want or need out of life 29

And to differ@ntiate betwveen wants and basic needs
Lfrom o 1ist which was provided. Finally, the group
members were required to list basic uneeds being
grafouei; and besic needs which were not being

gratified. In the concluding discussion group

-

newbers were able to exchange ideas as to how they
[ (%,

wlght satisfy their uvngratified needs.

AT thic session the group was told how several
people tend to live in the world as they DeVCELVE
or agsune iv to be eznd not as it rezlly i The

e¢nsd product of acting upon a distorbed ezlltj vas

ﬁhown to metard the process of Ybeco
Tvio piciures (Appendix 6 ) were ﬁrojcc el on to e

percen: + e

IL
o
)
[
3
2

screen in the classroom to demgnatra

(o)

4,

ioms ¢on often he inzcecurate. For each piCEure whe

group members were asked to dlscuss whabt was happen-
e e o B P N N Ny oy i iy -~
NG L Tho picevure.  Once all had decided on thedr

explanation of what
veintiog cut hew
yaTity, by assunming

. . SR ST T T
;¢ resl situstion.
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Lo eidcit from the

N “ P
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more effectively. 1In general ter rs Lhe group
J ) s *

was a¢bie to decide on the follo ng steps
i)  Identify the percepbtion/belj f clearly.

)

ii) Look for evidence suppc >rUing the belie

«

Leok for possible alternative es xplanat-
ions of the situation.

A Deteruine whether or not the new belief
is consistent with other beliefs known
to be valid.

For "homework® the group mexbers were required to
0 eprly the rules elicited during the
session to their own lives

Segsion Five My Enotions.

5 psrsons directiy. Denial of emotions
tends to lead to inteliectusl and superficial ree
lationships whereas an inabili Ty to control our
ermotions can lead to social sanctioning.

]

Grouo members were then asked to write down the

o
o

I
enotions vhich came to mind in one minute; and

d

then te sey how they felt whilst completing this

task. (Ma&y felt “rushed®,) & frequency chart

of the nuwmber ¢f enotions thought of by each person
was dapicted on the tlackboard end the group asked
te decide upen which crnotions were pozitive and

wihich ones were nepativa, Group disgcussion was

viowpoints, panticularly regarding "“engoer®.

teipated this, the group leader then

2 proup with a series of sentencegs



were required Lo comnlete.

viich the gy
Cefye
I becouwe irritated WlENeeooacoooeos

Vhen 1 get BNETTy Teooecuncocanese

When you get hot under the collar
it is besth 0 et eatineecneononacs
Zach group nenber read his sentences out to the
groun, and the just*fiabill 6y of the emction in
0

various situatic

-
-
2.

ighlighited. The "normality™
of wnger wes mtrissea, and it was peinted ou how

it was possible to accept and love another individ
i was

vald bub £till to be engry wilh himn. Digcussio
d tha
anger should be expressed, (ii) bubt that it should

..,
Q

<t

~

e

~ B3

dircctod such that the group conclude

'..J

be expressed in an appropriste and socially accept-
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This gession require
with one of ceversl individuals projected on to
the screen (Lppondix ). Pach individue
givin the opportunity to eaunerate tho similaritics
tetween thele own bodies and thiose on the screer

«

and to sey now they felt ar

il

[ RN
k)‘!‘}()_l...‘-—' o

venecusly the group begen to discuss how one's

feclings about cne's pody eifects one's beha wviour,
Ko ecach wrtive attribube agsigned by group mome
vers, they were also required to wne ene positive
attribute. Tn general discussion individuals wers

th which their own wer-
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nle versus Female.

This sesgion was introduced by the group being
reguired to write down ten characteristics &
congidered Yo be masculine, and ten feminine
ones. These were all pooled and group menbe
asked to mark those items with which &F ey identi-
fied. The group discussion highlighted the
changing valiues of socleby, and noted that mary
5 could be classified under both

characteristic
categories. The group was concluded by emphssis-

.

ing the uniaueness of each indiv ridual; and by

vith examples, how 1t was possible
]

ty in spite of 1dent1fying "feminine"
chravacteristics in himself.

Session Eight My Self Inage.

By this session, the group was accusbomed to dig-
cvﬂring their feelings about themgelves. This
& sed two sections :

i)  Twenty Ouesticns

Here the group membors were required
to answver the question. "Who am I 2%
tventy tineeg, after being told thab
the exercise required them t¢ describe
thenselves and their roles in life.
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Dol group member
to the

nelled to the fact that self image is

group, and discussiow was chan-

sy or e S e e ] o oy e Pl . Yot
congstituvted by a setv ol beliefs which
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beldiefs wre often acqu&red from others,
X P T, . - R
€10 SRR SR o 5 U te achors ant peors.
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1i) Secondly, the group were required to

jine that they were lemons, and

to then draw themselves as a Lemon.
Finally, the group members individually
described the sinmilaritics between them-
selves and their lemons.

The session wes concluded by each group
member telling each of his fellow
mewbers in what positive way they

were disbtinctive.

Session Nine Relating to Others.

Group discussion wes initiated by the group being
asked to discuss which characteristics they thought
were necessany in e relationship/friendship. Dig-
cussion wes further stimulated by prejecting a
number of characteristics (Appendix & ) on to a
screen.  TLe group was required to say which

characteristics they thought were necess sary o a

_...5

good interpersonal re lationship.
Finally group members were required to complebs a

(Lppendix 9 ) which required them to

sheet
identify characteristics as being familiar or
foreign to themselves in their relations Shipse
To. addlition they vere required to write a few
sentences to formilate how they might change in

order to muke the development of close inter-

personal relationshivs ezsier for thenm.
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genaral.

guch as &100h0ig druss, divorce,

televinion, gport, money, oxtra-raritel affairs

-

and rmoving home were all cnunmerated. Group mem-

bers offered liuvited discussion on selected tonics
from those enunerated, and discussed the roles
played by television, sport, money and moving home
in their families. VWhere group nemnbers were fron
"hroken homes® discussion was gently moved TTo lesgs
enotionslliy chaxg c

The sesslion was ¢

oncluded by group members enumerat-

—-&r‘

ing how thej savw their own familics would be when
e

thoy be

Sesgsion Tleven s Communications

At the beginning of this session the group was asked

what foctorae they thought centribubted to a breal-
ovn of commundcations in the fawily, The

dov
Ffollowine were diccusssd s

the wame words;

ing the group ver

roles of the sbhoeve

To deancnatrote ho dces not equal

nessope received undcationa are often

distorted, five group ners were sent fron the
oo, ong called in end $ToLd & slhoyy - he then had

to corvey the story to the next wmomber called in

loct group wember told the group his

-~y G
0o e ¢ i L

- el PR IR SR - R P o o
vernion of whalt he had heard The group agreed

0

thet mucl of their coprnunication wos loese and in~-
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: The Puture.

This scession was designed to allow the group to

had learned from the preceding

2t Pheir plaus regarding themn-

selves were for thelr fubture development as people.
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ybed that the subjects in
from a population of

end five males, attend-

r schools in the sane area.

i) Pupils attending one of the schocls

had heen tested on the NSAGT in their
stendard three, and wherc applicable,
in their standard five ecademic years
school poychologist in that
area, Their [.Q. scores were thus
obtained from the hool records
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stanines with the achievement

estanine being the lesser.

ALY pupils who had failed one ox
more school standards; whose I.Q.
was less than 90, or whose hone
language was anything but Znglish,
were excluded from this investigat-
lon. Pupils whose parents relfused
their permission for participation
were also excliuded.

Finally, 49 pupils constituted the
Normwalachieving group, and 30, the
Underachieving group.

Aesessment of self concept was made
immediately after school hours, by
admlnlsterlng The PFiers—Harris
Childrens' 3e¢lf Concept Scale, and
the California Test of Personality
on two successive days in each school,
Testing tock place in the classroonm
2e b

of the subjects, and sub 'S were
J 4] €

ct ©
o
D
et
O]
0]
<t
6]

told that the purnose of

was to give educationalists sn in-

,M
w

sight into what young people ©

of things in general, and of them-

seclves in particular. In order to

aggess "sctual® rather then "ideal
(}

P e I . s 1
sell concept, subjects were aske
10 N TIY 1 cotr ey e 0Ty iy Fayes
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honestly and as they really saw

of normal and uvidorp-
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achievers iun terms of sell concept
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ithe second section of this study
attenpted to asgess bhe efficacy
of & group counselling progran
on the egelf concept and level of
achieverent of underachievers.

The 30 underachievers were rendom-

0o three different

10 subjects eack

The experimental group was in-
velved in 12 cene~hour group counsel-~
ling sessions, held over six wmonthe

:diately after school

development pro-

graw' followed in these sessions

heés already been described.

subjects constitubed Control

Girroup 1 n order %o

control for the personality of the

Jeets fronm Control Grour
volved in 12 one-hour segsions,

.

held over six nmonths on Thursda

inmediately followine the end of
Sy g

schcol. AU these gessions subjects

) (8
vere reguired to do their homework
for that dey. ‘herc they encounter-
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ACHIEVERD AN

Table 1 presents a summary of the means and standard
deviations of sc Hormal achievers and Under-
chievers on the ins?rnm@nts ueed in assessnment of

self concept. The T- of %5,2546 (Af = % , 77) is
significant at the 01 Jlevel and indicsates an over-
e t

all diiference between the two groups of subjects.
s . . 2
Also prescnted on thie table are the [Hotelling's 7

(T.‘

scorez for each of the 1f c¢oncept instruments!
The T scorss of 100,34 (df = 3 , 77) for
the vicrs-iarsis Self Concept Scaley 40,60 (df =

/" b of Personality Personal
af = 3 , 77) for the

ity Social Adjustnent score

;——‘-o
;..J
(o'

Calitornia Test of Personal
are oll significant &t the ,01 level end indicate that

normalachievers and underachicvers differ s b,Jflcanu—
1

ly on all i
study .«

self concept nmeasures ecuployed in this

=
f‘
o
[

Teble 2 presents a sumnary of the means and standard
deviations of scores of normal and wnderachicvers on
> subscales of the Piers-Marris Sclf

t}
4 A : 2 fone A £
Scale. The obteined T of 25,5178 (4

significant at the ,01 level; =&n oversa

Kl

between the tvio groups is indicabted. ¥

subscales of the Plers-Harris (Behaviour
D

- o - oy ~ g ) . -

(ntellectual and Schoel Status 7 72,
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+ thus be rejocted and the albernabe hypothesis

. v . 4y N e 2 rgm A R
accepted L.¢. there ic a significant difference

between vhe self concepts {i.e. inter =nd intra
personal perceptions) of normalachicvers and

wndera w110”0¢e, a5 assessed by the Californics

QJ

Test of P and the Ficrs-Harris Childrens!
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TARLE 1
.. — - Means » | Stendard Deviat tione
Fr/7 CTR/PA. CTP/SA EH/T mP/L CTP/f;
Underachievers | 58,43% 48 .10 50,23 11,67 11,986 10425

Normal
Achievers

Vecitor of
Standaerd

errors

Vector of Mecan
Differences

60,14

-12,04

09,47 2,81

9,24

6,64

1,02

Correletion =

1000

35,2546

1080 af = 3, 77
% %
VY 1000 ® = 11,45
623 701 1000 ar = 3,75
rI/% CTP/PA CuP/SA
t = -10,02 -11,86 ~10,24
% x
Xy e s Ol O
- 100,74 | 140,60 104,92
** donates significant ab the 0,01 level
Xey PHA = Pliers-Harris Childrcns' Self Concept Scale:
Total scale.

CL2/PA

Gk /9

B
r,a\'

Cslifo
Adjus

Adjus

= Califor

rmia Test of
tment score.
nia Teot of
tument score.

Personaliby:

Pergonality
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pooe —_—

N _Means
Seh. L& 583, i POys.e | AGX. | FODe | HEDD.
it o e H y sgf,o f‘i P 2 8: S o

.

Normal
achievers 15,52 13,24 9,52 11,59 | 10,241 9,41

Vector of lean
Differcnces s 066 -%,11

§
n
N
()

=1,60 [ ~1,73 | =1,64]-0,78

Standard Dﬁv .atiens

b

Underachievers

N
\n
.
N

+90 5,19 2,80 2,571 1,65

Normal
achievers 2439 2,80 2,43 1,92 1,52] 0,73
Vector of
Stancdord

Brrors 0,22 0,37 0,31 0,26 0,22] 0,13

V]
*
*

Correlation x 1000 T = 25,5178
1000 . af = 6, 77
361 1000 Foo= 35,9768

091 610 1000
261 4p2 208 1000

[eN

-,

"

N e
-

\]

no

296 515 518 615 1000
474 308 40M 455 487 4000
}3 eh e 1 I & L: ox.é &‘ }.'}]:VYS ® A.I}XS I)OI) L3 Ii‘-_:p Q ° :
N AR A | £ 5.
£ = | -8,27 |-8,89 |-5,1] ce | ~
(@pyat j ¢ —"5, l/ "6,08 1]""7938 ’“5590
2 Lo EE . gk | ek - L Pa
BT = 188 BR 72,13 26,75 k67 I sa,an’ | 3a 85"

*# denotes girsnificaut at the 0,01 level
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Key: T
i iy ey Y ISP - e
b cual and Scheol Status
IR Eek ~ PR fode et T de
e \opearance and Altributes
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- tizfaction
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Veans

K Al & : Ly o P v £y o T g

Se QL SeCL Fe0X Felrom| reirom
A i : . :

P P/ Bel. v/ N/m

Undera
Normal
achicvers

Vector of

S Ay .
aCnLevers

Mean
differencaos

10,16

9,03

92
9,84

~2,91

2,15 |

7433

9.98

eviations

Underachie
Wormal

Ch_;

Vector
Q.L 11\.‘.\)
CTTOors

\;‘f\
e

%

of

el

ver

6
5

2,15

1,68

0,21

1,81

Correlation

100¢
285 100C
[ Y

: o3
409  £88
7% 5h9
6 452

1000

o3
i
oo

Iy
(]
3

Selfl Seof 5. of |F. of ", from| F. from
e Neld . A TR Bel. W/T RYAN
~ I SO 4 PR X TN g iy T » Y L2 O Zr o
t = 5,53 i 5 6,70 -9.,86 -~0,30 -0,52
mg 5%} ¥ 4 c"r*ﬁ' ] ¥ = - o . i %9
L= 28 &0 111,57 44,9 97,51 86, 54 90,6%
** denotes plyniYiceut at the 0,01 level

Koy

= Jdenge
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= frecdon
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.
Levers

ITI‘.?.LL [CRAER }
HMormal
achievers

Vector of Mesaz

Differences

L e SR e ] N
MARTL s
Ut ) - =3 T T p
heie e ° L0Ca Je PLRSS }E)C;f.is- G\\l’lc
€Y de T o IS8 At TN o "
Stes. DK . AT Kelg. Hels. Rels

e —————

Underachievers

Normel
achievers

Standard Deviations
1,65 2,08 2,63 5,15 2451 1,58

1,24

2
U1

“
-
‘v

Vector of
Stendard Lrrors 0,16 0,20 0,25 0,26 0,23 | 0,18

e

. . . . ¥ %
Correlation x 1000 Te 21,4305
1000 LAt = 6 4 77

101 4000 7 8082
Y %717 1000 atf = 6 , 72
250 268 et 1000
289 a2y 459 522 1000
314 42y S 1000
- —
“"1 3 J .r()‘il S \t:h Y
AL Rels.
G = -10,271 -G,18
w;z P - * % , - £
i = lG?,ﬁ% &4, B4
PR Genotes significant et the 0,01 level.
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CUUATTON OF LD EFRILCACY OF A GROUP
COUNSELLING PROGRAY ON THE SELY CONCEPT

OF UNDERACHIEVING PUPILS..

W
.

Table Y provides a summary of the meen differences
(before ond after) and standard deviations of
acores Iforn the three groups of underachievers

on the three sell concept instruments used. 4

manova surinary teble is also presented° A test

pencity of variar wvas employed, and

was found o be not significant. The Manova F
Revion of % , 66 (CE = 2 4 27) is significant at
the (05 level, able 5B provides a sumnary of
the attennt To discover on which variables this
significance lay. The Univeriate Anovas tabled
here show that on the Flers-Herris Self Concept
Scale (Totel score) of F = 2,78 (df = 2 , 27)
there is no significent change for all subjects
before and alter the progran.
The California Test of Personality Personal Ad-
e = 4,63 (df = 2 , 27) which is
significant at the ,05 level indicates a sig-

txi

n
Jjustnent Dcore

~n

nificant chenge for all subjects after the progranm.
A significent differcnce at the ;01 level is shown

for all subjects on the Califcernia Test of Personal-

5y Sccizi Adjustment Score (P o= 13,20 4f = 2, 27).
Da

Jega L2 1.- N
Ue of Tuckey Pairwise Com

Is

from conly the Homework Control Groun in the cas
of the CI» Personal Adjusbnent Scale. A signif
cance at the ;01 level between the Experimentel and
both Control Groups., bubt no significence between

the CTP Socisl Adjustnent

L] P
Tvne

g By iy ey A " v -t
LOTEed On tne

e e a ey - - - I D N Y ooy sa e S NP i e T
menvad [oroup N LA one nanc, ana botl Control
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Groups on the other, they dillfer at the ,00 level

1
of significance (Scheffé I = 3,71 4f =2 , 27).

(T‘

Table 6 summarises the mesn differences (before
£

and after) and standard deviations of scores for

1

the three groups of underachievers cn the sub-
scales of the Califormia Test of Personality
Personsl Adjustweant Score. A lapnova Summary
table 1s also presented in the table. A test
for homogeneity of the variances was employed
and was found to be not significent. The lManova
P Ratio of C,745 (4f = 2 , 27) is not significant
t oo h wal subscales of

jte
jar

w1 bthe indiv

o . . s
oAl e A A e s e N o
and indicotes thet

D

the CIP Personal Adjustment Score, underachievers
do not differ si ficantly aft a group counsel-

ling prograil.

a suumary of the mean differences

after) and standard deviabions of
scores for the three groups of underachievers on

c of the California Test of Personality
Social Adjustment Scale. A Manova Summary table
is 2d. A test for homogeneilty of var-
lances wus eumployed and wvas found to be not signifi-
cant. fhe Manova ¥ Rabtio of 2,9568565 (af = 2 , 27)
is not significunt and indicates thet on the individ-
val subgscales of the CIP cial Adjustnent 3core,
£

- ~

underachicvers do not differ significantly after a

It should be noted L{rom Tobles 58, 6 and 7 that
%

-y Sele o~ -
alivhou:

-noon the CRF Personal Adjustinent a
i

B T P B R e ENES p . 3 e S
Socral -x.u.dz.,::%u::‘;.,’,ut ZCOores There 1.8 & siom

e

differonce = the before and after scores of
gubjectsy  there 18 no evidence ¢f @ significent
Gilfferonce whan these scores are browen doun into

NN U [ N, Y " i - b Ty 0 -
Cliely VOXLoul CconLonenits.  The mall hypothesiz 1.7.2



oy ol S TN L N PR N - - P s oy
st therelore pred. However, evidence

- ) ‘44 -
i e
}:)l S0

3 b e . - T C o o e ey ey
points to the foet that

this accep null hypothesis must be

gualified.

In Table & 2 summery of mean differences (before
and alter) snd stendard deviations of degree of
underachicvenent fo ree groups of under-
achievers is provided. The sumwnary table of the

tvio way analysis of variance with repested measures
on B s 5 thet the P-Ratic of factor B (i.e. pre
Vse DOST Lest scores) is 4,59 and that this is
significant at the ;05 level. There is no sig-

L

nificent differcuce between groups ¥, = ,72 end

45
Fﬁﬁ = G4% which is alsc not significant.

Graph 1, following the data from Table 8 gives a
grephical representation of the change in mean

e

dirfferences of underachievenent for the three
£

groups of underachievers on the pre and post test
neasures. The greph shows clearly that the greabest
chenge in terms of level of achievement improvement

is shown by the experimental group. This change,

W
:"'r

however, is not statistically significent. Never-
A

heless a tendency to improvement is evidentb.
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Differe
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Socurce 55 af MS fFeratio

b
€
<3
o
Y
=
S
€=
AN
~
5=
n
A
N
JnY
=
v
~J
(58]

P,/ wrror | 2139,4 | 27 79, 24
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CTE/”‘ Erroxr 1400 4 27 51,87

o
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o
(@]
o
N
o
O
¥
N~
2
>
s
N

D.V. A
CTP/S& Error

27 28,49

“ denotes significent at the 05 leve
*¥ denotes significant at the 9Oi level
Key : PH/T = Pliers-farris Childrens' Self Concevnt

Seale (Total 3core)

CT2/PA = Californiz Test of 3efsonality
Personal Ldjustment Score.
ChP/5A = California Test of Personality

Social Adjustment Score
Hultiple and Fairwise Comparisons

L L 0 b TR ST ¢ ST .

i CRF/PA Tuckey df Scheffé af

27 1Gr1 vs )
Gre and)
Gr3 )

W
-

Gr1 v Gr? 4,50*.

Gr1l wvs Gr3 2,28 3 4 27
Gre vs Gr3 2,02 3 4 27

B. '”.t)/_):‘

s 27
y @7
27

W

~

d G-
ot of | W

a ne 0,05 level
at the 0,01 level
Key « Gr1i = Expcrimodta; Group
GrZz = Conirol Group 1 (10*ﬂ“0?n)

05 = (Qoatrol Group 2
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afs et € LN
CURCTUSIONS .

Several theoreticeal the self concepd

O,
O
o
e
;.'5
<t
[N
O O
]
5]
Q
4

have been presented in the context of this studye.

Though definitions are abundant, in the general body

3
m
)
}___y
=

of ITruwowledge, DL 1s seen Lo be a unique
owerful deterninant of

0 be constituted of thatv
t

organisation of qualities
[®]

c
set ¢f perceptions =a
behaviour. It is seen

1 that the individusl attri-
butes te himself. Self concent emerges from social

interaction, and guides or influences the behaviour

tal 1 SR I R S -7 3 o 3 EX - BN - - - e
ol the individusl in both sn iater and an inbtra-

personsl context.

Self concept has been the sources of much concern in
-
£

cayeholozy for & nunber of yvears. An area of par-
ticulaw concern and confusion has been that of the

sbtric definition of the self

ps;y‘ 2hor

e

Specific weans of tapping and qua:

fy ing the various
Tecets of fthe gelfl are difficult vo locate. Few, it
have been
25, in part,

self concept frowm the behaviour of the individual.
a

H
-~

aring cevices vee what the individual ha

S
- e P S e . y o . . R N T
vo say aboul hirself as & basis from which to make

~o o . e S R T
reg ahout the nature of scll concepte

when

b -
The

PR S Pothoe neld
QaeEDoCY3 0L vl Sell




hicver. Theoretical oevidence that a positive
self concept is central to optimel scholastic
perfoiuance, notivated the institubtion of a

grovp counselling program aimed &t allevi ating

v

acadenic underschievenent by offering the under-
achiever the opportunity to reorganisec aspects
of his conception of himself. Academic rewards

which gencrally reinforce performance and which

lead U0 an increase in ‘input' tend to be the
privilese of the normal achicver. The under-~
achiever is the helpless vicetim of a vicioug
circle - in ascting in 2 menner consistent with
his poor percention of himself, he institutes
only the minirun of effort in his acadenic
attennis.

ively that

o Con-

The results of this study show concl

Al

us
A e AW e s evan A - B TP 4 enraane A Po
unacracnievers and nornalachievery A1l

siderably in bterums of their conception thame

E-‘O(D

Rl
...... 1ese resulls offer congiderahle support
to the essertions in the literature that there is
o positive corrvelational relationship between
self concept and academic achievement, and in-
dicate that the South African cducational context
ig no different from that of the UceSaefe and Britain

Pal

in terms of the characteristics of the vari ieties of

'pupil types.’

significent difference in the self per.
cepvion of norual and underachi evers in terms of
b . e -
their perception of theip Leheviour (D = 53 ¢ B4

D =,0105 thely perception of thairp ;Lg"’cai appear-
2

L e g o~ v b e
o p <, 01) and the extent to
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which thoy consider thenselves to Dbe h&va and
satisficd with their 'lot in life® (”” = %+,85
p < ,01). In all areas the normalachiever has
a more positive perception of himself than doe
the uvnderachicever. The underachiever is sensitive
and vulnera
olated (7
)

ble to criticism, is relatively socially
2

jede
o}

= 86,54 p <« ,;01) and is sccially with-

T
PEVIL . Lut

ot

. ~ . e
cks a feeling of belonging (77 = 97,3%1

fod}
3

la
p«i901) in bis social environment, and logically
lacks a feeling of personal worth (T = 211,57
p < ,01) and personal freedon (Té = 4400 D L,01).
It is emall wonder then that the underachiever feels
he ig significantly loss self reliant than his achiev-
ing counterpart. (92 = 28,4 p<,01).

In an interpersconal or social context the underachiev-
er's perception of his social skills differs consider-

—t

ebly from the self perception of the ackieving pupil

-~

+3
n

O

= 25,04 p <, Jﬂ)o Further, the underschiever has
a digﬁtaAbuH117 pooxr rerception of his fawmily re
(T' = /u,3 ) \901) school (peecr and

teackher) relationsnlpw (L = 84,%1 p <01

&

ﬂ.‘a

latvionshiy

[A)

and his

= 57928

m

)
(

1&
relationships in the community at large. T
P <,0%).

In feeling personally inferior
o

functioning end in havin

2y i
underuchlever .2 likely to facilitate disparaging

PRI I -~ 7 B b} Yo e I3 Ny gmy s
remorks being directed towards hims Though

his cobward reaction to such remarks meay appear o

be defonsive, the undeorachiever often introjects

without rodiflying
h e W
his ov¥n)e. As & re-

S ado aNran J‘,"\‘h'l.l_ Sy -
LaLE evan rulvhel 11

;01f e His defonpnive nnd
N - R TS I
111 fields of endeavour,

. o . . e . ‘4
B S (P B SN . mam e 4o 14l alsr 4
ADCANACATLY DO O enay rionx fJere he g likely to



refvain from making ‘the effort necessary for adequate
achievement. His actual achievement is then lower
than that which he could have attained, and this
feeds directly into the process in which the under-—
achiever confirms his poor view of himself. A fear
of failure and general inability to express hig feel-
ings immobilises the underachiever who becomes non-
competitive and prefers to remain in the backeround

O

of life where he is less likely to be criticised.

The significently poorer social relaticnships of
‘underachievers as opposed to normal achievers SUpPpPOIrTs
the findings of lMorgan (1952) : whereas the normal-
achiever reflects ascendancy in his social relation-
ships, with associsted characterisbtics of optimism,
responsibility, integrity and seriousnes 85, the under-
achiever is retiring and displays less sclf confid-
ence; less insight snd less realism in his outlook

In firding it necessary to be defensive, in feeling
1onely and isolated, in being sensitive to criticisnm
and in finding it difficult to malke social contacts s
the underachiever must lack = feeling of personal
worth. As a result he is the individual who resents
authority and who has his emotions clouded by guilt,
frustration and anxiety. Uith such factors impinging

an only produce poor academic work. These

~
o
-
=

+
g
2.
bow)
[
"
e
[6)
I'e)

factors emphasise the necessity for the early identi-
1 ion of underachievers and call for a serious
attempt Lo be made in the alleviation of the condition

£ - o e o -~ -
of underechieving individuals.

South Africon educationalicts are becoming increasing-
1 NI are © - 1 3 - S

1y avare ol the necessity to intervene in the area of

underachievenent. Currently, the najjor educational
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CUs Lo v RLLY & Sohools b O renedlal eduecation.



Techniques ained primarily at pe :rsonality factors

erc restricted to the high-school guidance Pro-

grams and little, if any, time is formally devoted

to "selfl development' in the prinm mary schools of

this country. There is a definite necessity for

the introduction of a method of primary prevention

in the lower echelons of our educational systen.
Progrems of a similar nature to the self development
program prescnted in this study should be constructed.
Such programs should incorporats opportunities for
exploration of those areas in which the self per-
ceptions of underachievers have been shown to differ
significantly from the self perceptions cof normal
achievers. The areas of perception of behaviour,
physical appearance and attributes, intellect, social
standing and popularity should, for exeample, be in-
cluded,

statistical analyses of the results of the psycho-
metric instruments administered before and after the
institution of the group counselling or self develop-
ment program have not revealed any definitive sig-
nificence in terms of a change of the self percention
of the experimental group of underachievers. Though
a significant difference is shown on consideration
of the total scores of the CIP, no significance is
indicated when the results of the various components
of the test are assessed. (Tables 5B, 6 and 7).
This is explicable in terms of the his gh intercorre-
lations bebtwecen the six subscales forming each total

sSCcore, The procedure of adding scorecs together (as
is the case with th test) tc obtain a total score,

introduces a redu undancy which creates an artificis

]
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diflference and an inflated view of the diliferences
*, . 1 Fal
Jy

between vhe control snd experimental groups before
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and after treabment
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led to indicate a significant

Tyaa

in the study has fa
Fal
.

5t
change of the sell concept of a group of under-

O
—
<

achievers inv ed in the self developuent progran,
does not necessarily mean that the program is with-
out impact. Self concept is not sinply a surface
phenomenon, znd several authors (Conbs and Soper

196%; Cocpersnith, 1959; Guller, 1969; Semler, 1960;

Strong and F@der, 1961 and Jylie, 1961) have noted

ﬁ‘

)

)
the difficulties implicit in attempting to measure
sell conc gt and self concept change. A rarticular
inadequacy of psychometric techniques used in the
assessnens of self concept has been noted by
Chodorkoff (1954) to be the tendencyvof subjects
to inflste defensively their self estimates befors
involvement in a treatment program and to lower such
estimates with improvement.

This, and an attitude of flippancy on the part of
many subjects during assessment, are proposed as
possible confounding variables. However, it is the
opinion of the author that change, significant cnly
in terms of assessnents made by psychometric instru-
ments does not mean that more subtle changes have
not taken place.

With regard to the implementation of the progran
some possible confounding variables should be noted:
The tiwe and day on which the program was conducted
nay well have been confounding factors. The group

counselling program was conducted on a Friday after-

=
<,

s o oy B g 2 Y ey oy 11 va M- - . vy N T e
noon aZtcr school hours. The program might thus
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have been perceived by some group menbe:

end therefore o
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as they ware
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prograa ancorporated into the school guidance rrogrean
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prove more benelicial as pupils would be less

resistant and more receptive.

The self development program was conductad in the
classrocm situation with subjects seated behind

their desks. An attitudinal change, it is suggested,
could be attained by having pupils scased on the
floor, thereby removing them fron any possible effect
of classroom reglmentationa

It hes been noted elsewhere that self concept is a
complesx and important structure; one which dces not
undergo change essily. The twelve group sessions
conducted in this study may have been insufficient
to bring about a significant chenge in self concept
which could have been note d by the psychometric in-
struments used. A program of longer duraticn is
therefore advocated.

In terms of the design of this research it is cone-
sidered thait a larser number of underachieving
subjects should be incorporated. Greater validity
could then be attributed to any outcome resulis,.
However, increasing the number of subjects woud
necessarily require the inclusion of more scho ols
in research procedure, and problems of differences
in variables, such as socio-economic status, would

then be encountered.

T v T T - » - EO N L VA Py
Pinally, in terms of an assessment of the rezearch
results presented here, it is felt that cne aiffi-
N e : P s U S - T v -
culty in working with underachievens in a group
. -~ \ ] e v ACVEG 3 day ey 4- S T
context as noted by Passow (1958), is that they
G A ey o b Ty NP N Ty - .
tend Yo offer each other negative support. This is
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Discussion has to this point centred largely around

i~

reasons for the lack of change of self concept as

asscssed by the two psychometric instruments employ-

Informal follow-ups with teachers and principals
following the program, indicated that the behaviour
of several pupils involved in the program improved.
In the classroom they were seen as bebter behaved,
more accepting of authority and more sociable. An
important variable which has not been considered is
The attitude of the pareats of punils involved in
such a program. Suvport for the program was almost
unreserved snd parents who were aware that their
children were underachieving were eager %o be given
direction as to possible actions they could tazke in
assisting their underachieving children.

It is suggested that future rescarch efforts incor-
porate parents into the design, such that parents
too, can receive the counselling for which they are
obviously eager.

Tuportent clinical observations and considerations
merging from the group program which could not be
ssessed psychometrically were : that self express-—

&£

o

0

n assisted in self understanding and made self

i

0
acceptance & possibility rather than a remote im-
probability; thalbt cowfort could be taken in the
fact that others had similar problems; that obhers
could accent the individual; and that he could
understand others a 1ittle better; finally sone
pupils lezrned that vrust in interpersonsl relat-

n

LonsAlps wes possidle.  Change however cones

rupils involved in such a
t

e
P [ T s M. S PR S - ~ PN, JN . 4 - .y Bl P
communicacion patiterns make it poscible
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for the underachiever to bezin to perceive his
whole environment in a new light. With the re-
inforcement which must come with such positive
change, the underachiever is more equipped to
break free from the vicious circle of self
deprecation which contributes so s rongly to

his underachievenent.
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TABLE 9
C.A. N.V v T L H.S.R.C.
I.Q. | I.Q.| I.q. I.9. MATHS.
SUBJECT STANINE | STANINE
1 | 10y 8m| 121 | 134 | 129 9 5
2 |11y 2m {128 | 130 | 131 9 6
3 | 12y m| 128 | 123 | 127 9 7
4 | 12y oOm| 123 | 123 | 125 8 6
5 |12y 4m| 423 | 135 | 130 9 6
6 | 11y 10m | 113 | 119 | 117 v 5
7 | 12y 1m | 115 | 103 | 109 6 4
8 10y Sm | 121 108 115 7 5
9 | My 2m| 137 | 118 | 127 9 6
10 | 10y em| 114 | 120 | 118 vi 5
11 | 42y m| 123 | 117 | 121 8 6
12 | 11y 10m| 139 | 133 | 138 9 7
13 | 12y 8m| 123 | 106 | 145 7 5
14 | 12y sm| 120 | 117 | 120 8 5
15 | 13y Mm| 98 | 90 | 93 4 1
16 | 12y 11m| 115 | 103 | 109 6 4
17 | 12y 4m) 112 | 108 | 111 6 4
18 | 12y ém| 113 | 109 | 112 7 5
19 | 1My 1m| 124 | 110 | 121 8 5
20 | 12y 4m | 100 80 91 4 2
21 | 1My Im| 123 | 130 | 129 9 v
22 | My MMm| 119 | 131 | 126 8 6
23 | 13y 6ém| 104 84 | 93 4 2
24 | 12y 4m| 119 | 426 | 42u 8 6
25 | 12y 97m ! 100 100 ;99 5 3
26 | 1My 6m! 98 M | 9 4 2
27 | 10y 10m| 128 | 120 = 125 8 6
2 11y Om! 128 114 121 8 6
29 | My 2w 12 | 112 | 113 Vi 5
30 | 1y Tm 112 12 | 113 Vi 5

Group of Underachievers
Chronological Age;

Nonav
Verbal I.u,
Total I.05.
Human Sciences Reg

crbal T

-
L

0 [N

~
LRPAES

Total

anine
arch Council (H3RC)

ey A1 [l = e
Maths .. Stanine.

IT.9-
and
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TABLE 10
;
T H.5.R.C.
N.V. v T I.Q. MATHS.

SUBJECT C.A. I.Q. I.Q¢| I.Q. | STANINE STANINE |
1 1My 5m | 120 95 106 6 6 :
2 10y Sm | 114 120 118 7 7 i
3 My 2m | 104 115 110 6 7 A
4 | 1My 5m; 100 99 99 5 5 i
5 10y 8m | 121 110 116 7 8 .
6 10y Sm | 116 118 119 7 7 1
7 My 2m| 134 142 140 9 9 ﬁ
8 12y Om | 103 108 105 5 7 |
9 12y 4m| 95 109 102 5 6 [

10 12y 6m| 143 144 145 9 9 ‘ i
11 12y 7m| 128 114 123 8 8 i !
12 12y 4m | 109 111 110 6 7 4
13 | 12y 4m| 125 127 | 128 9 9 t
14 12y 10m | 122 121 124 - 8 8 i
i 12y 4m| 106 107 107 ) 8 i
16 13y 4m | 104 94 98 5 5 ]
17 12y 10m 98 113 105 6 ) i
18 12y eém| 135 118 127 9 9 i
19 12y Im| 105 101 103 5 6 it
20 12y  3m 92 88 90 4 6

21 12y 8m| 126 122 126 8 9

22 My 4n| 112 86 98 5 5

23 12y 1m| 112 106 109 6 5

24 12y 8m ! 145 145 145 9 9

25 12 5m! 115 102 109 6 6

26 12y 10m 99 114 108 S 7

27 12y 10nm 96 89 91 4 5

28 My Onml| 116 118 119 7 8

29 3y 5Sm| 93 93 93 4 7

30 12y 11m i 108 118 114 7 9

31 My Im| 119 113 118 7 7

32 122y 7mi 113 105 110 6 6

33 11y “10m 97 108 102 5 5

A4 12y  3m 98 102 100 5 >

35 12y 4m 98 102 100 5 5

36 My 7mi 101 93 96 4 4

37 MMy 5nm; 103 | 100 102 5 5

38 My 3m 102 108 105 6 6

39 10y 9m! 112 112 113 7 7

40 My 8m| 130 | 114 122 8 8

4 12y 1m; 120 f 91 105 S 6

42 My 8n! 120 | 129 | 126 8 9

43 My 6&m! 111 | 123 119 7 8

441 11y 3mi 130 | 412 | 429 8 9

451 1My 1imi 116 | 119 | 119 7 8

46 11y 11n 88 | 97 92 4 7

45 My 2m! 117 | 120 G20 8 8

48 My dm 115 88 ¢ 106 6 6

4.9 My Om. 1232 413 119 7 G

Group of Nermal Achievers
Chronological ifze; Nonverbal T.0.

Verbal I.0.; Total o5 Total T.Q. Stand
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TABLE 11
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Piers~Harris Cchil

Self Concent

]

OCT

dre
2le

A

el 4 P o
Califceruia

Personal Adjustment

Test of
Social Adiustre

Tersonality

o

b
—
B4 BS BS

=}

RAW SCCRES OF NORMAL ACHIEVERS DN THE

PIERS-HARRIS CHI SR

SCALE AND THE CALIFORNIA TEST CF
PERSONALITY.

Total 1 11 11 1y A1 A2 A% a4 AS A6 1B B4 m2 B3
66 16 16 9 910 &! 52 8 11 10 9 7 715312 10 9 10 11 14
59 132 10 7 8 g 91 57 10 11 7 10 10 9 55 10 8 10 11 7 9
77 15 17 13 12 42 101 87 10 12 19 42 12 10} 64 11 11 8 11 11 12
61 12 9 13 7 10 10| 45 7 &8 710 7 6152 g 9 9 6 8 11
64 12 5 10 1% 10 10 58 7 710 12 11 M1 66 12 11 11 12 11 9
76 16 16 10 14 19 10 64 8 12 12 19 11 10|63 11 8 9 12 11 12
73 15 15 12 11 11 10} 69 10 12 12 12 12 1 7112 12 12 12 19 12
67 14 10 513 9 9| 55 7111010 9 g 2 9 910 9 9 8
6% 14 11 8 9 9 91 64 10 10 11 12 9 12 55 911 912 ¢ 8
7115 14 8 14 12 10 67 9 12 12 12 10 12 58 12 12 8 12 9 1
76 15 14 12 14 49 10| 66 11 12 11 11 9125 10 8 8 12 8 10
65 15 12 9 10 9 91 60 9 10 11 9 10 11 2 910 8 10 9 7
60 14 10 7 10 & 9158 9 910 10 10 106 | 59 10 7 10 11 10 11
67 14 14 7 13 10 10| 63 10 11 11 12 11 8 65 11 10 12 11 10 11
71 13 12 10 14 12 10 54 9 11 11 912 12 164 11 8 42 12 10 11
61 15 12 4 10 8§ 91 64 9 912 19 11 12 163 12 9 12 11 10 9
70 14 15 7 12 12 91 68 10 12 12 12 12 10 53 11 10 10 12 9 11
71 12 13 11 14 19 101 62 9 11 12 1 10 9163 11 10 12 12 10 8
&4 14 o 7 12 19 9160 8 7 12 12 160 11 155 10 11 8 7 9 10
63 14 13 7 g 9 9 an 5 7 611 7 8 156 11 7 8 8 19 11
72 15 15 8 13 12 10! 65 10 10 11 11 12 11 [ 61 11 10 10 11 9 10
67 12 10 11 12 12 10 64 11 10 10 12 11 10 £5 12 10 12 10 12 10
62 12 10 10 10 9 g 59 10 11 10 1 61114710 8 7 6 6 10
72 15 16 12 12§ 10 81 8 10 12 10 12 S160 10 6 11 12 10 4
5912 8 6 12 10 9152 7 9 9 10 & 11 52 8 9 7 9 10 10
65 11 12 10 10 10 10747 5 8 8 10 511150 9 8 8 3 6 10
61 912 10 11 8 10 57 7 9 11 10 S 11 |62 11 9 10 11 11 10
55 710 8 9 38 8,483 & 7 7 910 58 9 9 911 9 11
75 14 16 12 12 19 101 70 11 11 12 12 12 4 83 11 11 10 11 9 11
77013 17 13 14 92 10| 68 11 11 11 12 12 11 | 63 10 10 10 11 13 9
69 8 15 10 14 12 9 55 91 912 97 o9 591112 8 9 819
72 16 17 10 11 11 170151 9 8 10 11 5 815 10 12 8 S 710
78 16 17 13 12 12 10 59 10 10 11 9 9105010 8 5 9 810
631311 9 9 8 10 52 4 10 10 12 7 9153 9 7 912 9 g
69 16 12 6 13 11 10 53 9 10 11 11 12 11 167 12 11 10 11 12 11
64 13 14 5 12 9101 61 9 10 11 11 8 12 63 12 11 11 10 8 11
83 2157121112 72151 8101110 & 6 las o g 5 97 46
67 13 12 7 14 10 10 &% 7 11 12 11 12 1182 11 10 11 41 8 11
S8 1216 8111010159 81111 91010 (9812 9 711 & 1A
70 15 15 12 91 9!58 8 10 1211 9 8 {£2 14 9 10 12 10 1
68 1212 81411 8167 11 11 10 12 12 11 | 29 10 10 10 13 9 9
80 16 17 13 14 12 101 64 10 10 12 12 122 8 {61 8 8 9 12 12 12
231275731112 9169 11 12 12 12 12 16 |87 10 11 13 15 15 19
82 1214111210 9166 91212 12 11 12 | 91 12 11 15 15 19 12
$9.1615 910 9 81661010 12 11 12 11 149 15 '3 5 15 19 9
27727073 1412 9165 8111112 12 11 {59 11 13 13 15 '8 19
68 15 12 9 12 10 9| g 9 10 12 12 12 10 {59 11 12 12 12 11 11
69 16 1410 12 810155 712 91010 11 |99 12 § 91011 8
68 1116 12 1011 9154 9 81011 9 7 |25 15 14 7 10 11 11
N — N
Key :
1 = Behaviour
11 = Intellectual ang 3chool Status
111 = Physical Appearance and Attributes
1V = Anxiety
V = ‘Popularity
V1 = Happiness and Satisfaction
A1 = Self Reliance
A2 = Sense of Personal Worth
43 = Sense of Personal Freedecm
A4 = Feeling of Belonging
A5 = Preedon from Withdrawing Tendencies
A6 = Fresdom from Nervous Tendencies
B1 = Social Standards
B2 = Social Skills
B3 = Preedom from Anti-ZSocial Tendencies
B4 = Family Relations
B5 = School Relstiocns
B6 = Community Relations
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TABLE 13 i
Experimental Control Control i
Group Group (Homework) Group

L.Q. | Pre- | Post| I.q. | Pre- | Post I.Q. | Pre- | Post
Ste test test Ste test test St. test test

NOW N 0N W 0w W W
i O v & oo 00N 0 W
©® N F W & ®O® 3 0O O WU
F O 9 0 0 & ®©® 9 VW ®
VIR AN N . - NN BN BN, TS
= 0O 0O F £ WU O UV O O
NN 0 0 & N o o W
Vi 600 0O DWW o DY
N VR 0w N B Y N

Key : I.Q. St = I.Qo Staniﬁe.

Raw gscores of the three underachieving

groups indicating I.Q. stanine scores

and pre and post test mathematics

stanine scores from the achieverment
tests administered.




143

APPENDIX B




144

APPENDIX 6

A

St e
—

SIILON
LVNEAYILS

«i49ded pue ‘sjiouad

‘90G 3uissiw a4

.

:°>:

RS Sh SRV

L [OEk B .
TR A [T8 G SRR SO ST Y

R R ARE 2t SRR LR Wik W RS



145

APPENDIX 7

MY BODY




APPENDIX 8 e

V’u’h f‘ﬂ of th
relgtzcnsmo

Howing characteristics are necessary for a good interpersonal

‘3(1)

1. understends pariner’s weaknesses 15, resn pects partner's independence
y

and olrcr;g* s and individuality to the point
| 2. ignoves pariner's quirks where it doesn't infring ge on one's
. P o 4 é [3Y s
' . . own.
3. likes more of partner's traits than
dislikes 16. shares self completely
4, always gives partne praise when 17, values own interests above part-
- braiseis duse ner's :
5. feels that relationship with partner 18. values partner’s interests above
shiould continue with as few own :

19. admires pariner intellectually

6. fcels tha" relationship should be ]
» 20. admires partner physically

- continuelly developing

© 7. trusts partner in most respects 21 admires partner's personaiity
but not all - 22. admires partner’s character

-8 never feels guilty about relation- 23. likes partner without reservation

24. feels that partner likes self without
reservation

25. always tries to control aﬁcer.

tanle kot nartner a2hues
10. fesls that partner ahwvays tr.es to against partner

Ee honestwith self _ | ~
26. always tries to control annoyance

11. impeses demands and expacia- o e
. Ty henehEs ~ with partner

1
tions on sartner " .
27.is comfortable navn.b pariner

e - . .m.'- ey ) )
12, wants pzrtner to impose demands
dependent on self

oAbt 17
. HIP RSN A I Y T a b I T
Gl SXOICioiions on saff

23. is comfcriable being dependent on

! ~ e - -, %
13. puts concern for ¢ gmw 's hap-
:-ﬂr\(n« ot 3 -"”&[ 3 p:‘rCﬁ
PINess and groviin above own
o~ e
1, Premetan meeinace b wd 29, loves partner
Lew promeoetes oariner's dappiness and S pai

Zrowih 30. feels partner loves self




APPENDIX 9

The following are simple questions about you.
If your answer to the question is YES, circle
"Y', if NO, circle "N",

AM T SOMEONE WEO

1.
2.

10.
1.

12.

13.

needs to be alone ?

will publicly show
affection to another ?

likes to stay up all night
when friends visit ?

enjoys close friendships ?
likes to be a leader ?

is compassionate when others
suffer misfortune ?

spends a lot of time reading
for pleasure ?

can accept an opinion differ-
ent from my own ?

likes to eat out rather
than at home ?

is easily influenced by TV ?

writes frequent letters to
friends ?

prefers to attend sports
events rather than watch
them on TV ?

could invite someone I
didn't like %to my home ?

has been hurt by a friend ?

has a close friend of
another race ?

wants to hurt someone for
what he/she did to me ?

1
1=

Do any of your answers indicate

an aresa where you have d4iffi-
culty with interpersonal re-
lationships ? Which ones ?

if MAYBE, circle "M".

N

N

M

M

M

=2

M

147
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18.

How might you change your ways
to make it easier for yourself
to develop close interpersonal
relationships ?

148
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APPENDIX 10

THE PIERS-HARRIS
CHILDRENS' SELF CONCEPT SCALE.

THE WAY | FEEL ABOUT MYSELF

NAME & & i i i e i e e et e e e e e e e e e e e e e e e e e e
AGE . .......c0..00.. GIRRLORBOY. ... .. ...+ ...
GRADE .. ............ SCHOOL .. .............
DATE . ... ...

© Ellen V. Piers and Dale B. Harris, 1969



Here are a set of statements. Some of them are true of you and so you will circle
the yes. Some are not true of you and so you will circle the no. Answer every

question even if some are hard to decide, but do not circle both - yes and no.

Re=-

member, circle the yes if the statement is generally like you, or circle the no if

the statement is generally not like you. There are no right or wrong answers.
Only you can tell us how you feel about yourself, so we hope you will mark the

way you really feel inside.

1.

2,

10.
1.
12.
13.
14.
15.
16.
17.
18.
19.

20.

My classmates make funofme . . . . . . o o oo Lo o L yes
Famahappy person . . . . . oL Lo e e yes
It is hard for me to make friends . . . . .. ... L oL, yes
lamoftensad . . . . . .. . ... .. C e e e e e e e e yes
lamsmart . . . . . oL e e yes
lamshy . . . . . o e yes
| get nervous when the teacher callsonme . . . . . . .. ... ... yes
My looks botherme . . . . ... ... ... ... U yes
When | grow up, 1 will be an important person . . . . . . ... ... yes
| get worried when we have tests inschool. . . . . . . . . . ... .. yes
Famunpopular. . . o v o oL yes
| am well behaved inschool . . . . . ... .. c e e e e e e e .. yeS
It is usually my fault when something goeswrong . . . . . . .. . .. yes
I cause frouble tomy family . . . . . . . .. ... oL .. yes
Lamstrong. . . v . 0 v i e e e e e e e e e e e yes
lhave goodideas . . . . . . .. . . i i i i e yes
I am an important member of my family . . . . .. e e e e e e yes
fusvally wantmyownway . . . oo oo v i o u yes
l am good at making things withmy hands . . . . . .., .. .... yes
lgiveupeasily . .. ... ... .. . e e e e e e e yes

no

no

no

no

no

no

no

no

no

ne

no

no

no

no

no

no

no

ne



21.
2.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.

40.

I am good in my school work. . . R U yes
ldomanybadthings. . . . . . v v v v i i it i it s e .. yes
lcandrawwell . . oo o i i e yes
lamgood inmusic. . . . . ... ... e e e e e e e e e yes
I behave badlyathome . . . . ... oo oo i oo oL yes
I am slow in finishing my schoolwork . . . . . ... ... C e e e yes
| am an important member of my class . . . o . o . . oo oL, yes
| am nervous . . .......... e e e e e e e e e e e e e yes
lhave pretty eyes . . . . v . . oo v e i oL v e e e e ee e e yes
| can give a good report in frontof the class. . . ... ..., .. yes
In school | am a dreamer. . . . . . e e e e e e e e e e e .. yes
| pick on my brother(s) and sister(s) « « v v v v v v 0 v v e w v yes
My friends like my ideas. . . . . .. . e e e yes
|l often getintotrouble . . . ... ... ... t e s e s e s e yes
lamobedientathome . . . . . ... ... ... . ... yes
Pamlucky . o 0 o e e e e e yes
Iworryalot . . oo oo o oo oL .. e o s s s e e e e yes
My parents expect too muchof me. . . . . et e e e e e e e .. yes
| like being the way lam . . ... .. e e e e e e et yes

| feel left out of things . . . ... .. .... e e e e e e e yes'

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no



41.

42.

43.

44,

45.

46.

47.

48.

49.

50.

51.

52.

53.

54.

55.

56.

57.

58.

59.

60.

lhave nice hair . . . v . . o o i i e e e e yes
| often volunteer inschool. . . . . . ... ... .. ......... yes
I wish | weredifferent . . . . . ... . o 0. .. . yes
Isleepwellatnight . . . . o o0 0 0o oo o i e oo s yes
Fhateschool . . v o v v oo o e L yes
| am among the last to be chosen for garﬁes ....... e e e e yes
Famsickalot. . . . . . ... . . o o C s s s e s yes
| am often mean to other people . . . . . e e e e e e e e e yes
My classmates in schocl think | have good ideas. . . . .. ... ... yes
Famunhappy. « . 0 0 o 0 o e e e e yes
lhave many friends . . . . . . . . ... . . ... . yes
lamcheerful . .. ... ... . e e e e e e e e yes
I'am dumb about most things . . . . . . ... ... ... . ... ... yes
lamgood looking . . . v v v v v i i i e e e e yes
lhave lotsof pep . v . . . i i i i i e s e e e e e e yes
Fgetintoalotoffights . . . .. . ... ... ... 0uiee.... yes
i am popular withboys. . . . .. ... ..... e e e e e e e yes
People pickonme . . .. .. .. .... e e e et et e e e e yes
My family is disappointedinme . . . . ... ... ... ... e e .. Yes
lhave apleasant face . . . . . . . . i i i e . yes

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no

no



61.

62.

63.

64.

65.

66.

67.

68.

69.

70.

71.

72.

77.

78.

79.

80.

When [ try to make something, everything seems to go wrong

| am pickedonathome . . ... ... .......
| am a leader ingames and sports . . . ... .. ..
famclumsy . .. o0 v v v il
In games and sports, | watch instead of play. . . . .

| forgetwhatilearn. . .. . . ... .. ... ..

| am easy to getalongwith . . .. ... c e e e e e

| lose my tempereasily . .. .. ... ... . .....

l am popular withgirls. « . . .o o o0 ...

lamagoodreader. . . . . . o . . . i oo

I would rather work alone than with a group. . . . .

I like my brother {sister) . . . . .. e e e e e e e e
! have a good figure . . . . . .. .. e e e e e e
lamoftenafraid. . . . . . . . ... ...

| am always dropping or breaking things . . . . . . .
lcanbetfrusted . . . . . .o oL L.

| am different from other people . . . . . “ o o0 s

| think bad thoughts . . . . . . .. . oo ...

leryeasily o oo v v o i s e e

l am a good person. . . . ..

ooooo

ooooooo

yes

yes

yes

yes

yes

ves

yes

yes

yes

yes
yes
yes
yes
yes

yes

yes

no

no

no

no

no

no

no

no -

ne

no

no

no

no

no

no

no

no

no

no
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INSTRUCTIONS TO PUPILS

DO NOT WRITE OR MARK ON THIS TEST BOOKLET UNLESS TOLD TO DO SO BY THE EXAMINER.

You are to decide for each question whether the answer is YES or NO and mark it as you are told. The following

are two sample questions:

SAMPLES

A. Do you have a dog at home? YES NO

B. Can you ride a bicycle?

YES NO

DIRECTIONS FOR MARKING ANSWERS

ON ANSWER SHEETS

Make a heavy black mark under the word YES or NO
to show your answer. If you have a dog at home, you
would mark under the YES for question A as shown
below. If you cannot ride a bicycle, you would mark
under the NO for question B as shown below.

YES NO

B

Remember, you mark under the word that shows your
answer. Now find Samples A and B on your answer
sheet and show your answer for each by marking YES
or NO. Do it now. Find answer row number 1 on your
answer sheet. Now wait until the examiner tells you to
begin.

ON TEST BOOKLETS

Draw a circle around the word YES or NO, whichever
shows your answer. If you have a dog at home, draw
a circle around the word YES in Sample A above; if
not, draw a circle around the word NO. Do it now.

If you can ride a bicycle, draw a circle around the
word YES in Sample B above; if not, draw a circle
around the word NO. Do it now.

Now wait until the examiner tells you to begin.

After the examiner tells you to begin, go right on from one page to another until you have finished the test or are
told to stop. Work as fast as you can without making mistakes. Now look at item 1 on page 3. Ready, begin.

Page 2
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10.

11.

12.

Page 3
CTP-E-AA

SECTION 1 A

Do you usually keep at your
work until it is done?

Do you usually apologize when
you are wrong?

Do you help other boys and girls
have a good time at parties?

Do you usually believe what
other boys or girls tell you?

Is it easy for you to recite or
talk in class?

When you have some free time,

do you usually ask your parents
or teacher what to do?

Do you usually go to bed on
time, even when you wish to stay
up?

Is it hard to do your work when
someone blames you for some-
thing?

Can you often get boys and girls
to do what you want them to?

Do your parents or teachers
usually need to tell you to do
your work?

If you are a boy, do you talk to
new girls? If you are a girl, do
you talk to new boys ?

Would you rather plan your own
work than to have someone else
plan it for you?

GO

RIGHT ON TO
* THE NEXT COLUMN

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

YES NO

Section 1 A
(number right)

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

SECTION 1 B

Do your friends generally think
that your ideas are good?

Do people often do nice things
for you?

Do you wish that your father (or
mother) had a better job?

Are your friends and classmates
usually interested in the things
you do?

Do your classmates seem to

think that you are not a good
friend?

Do your friends and classmates
often want to help you?

Are you sometimes cheated when
you trade things?

Do your classmates and friends
usually feel that they know more
than you do?

Do your folks seem to think that
you are doing well?

Can you do most of the things
you try?

Do people often think that you
cannot do things very well?

Do most of your friends and
classmates think you are bright?

GO

. RIGHT ON TO
THE NEXT RAGE -

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

Section 1 B

(number nght) ...........coevmrrene.




SECTION 1 C

25. Do you feel that your folks boss

you too much? YES NO
26. Are you allowed enough time to

play? YES NO
27. May you usually bring your

friends home when you want to? YES NO
28. Do others usually decide to

which parties you may go? YES NO
29. May you usually do what you

want to during your spare time? YES NO
30. Are you prevented from doing

most of the things you want to? YES NO
31. Do your folks often stop you from

going around with your friends? YES NO
32. Do you have a chance to see

many new things? YES NO
33. Are you given some spending

mone};? & YES NO
34, Do your folks stop you from

taking short walks with your

friends? YES NO
35. Are you punished for lots of little

things? YES NO
36. Do some people try to rule you

so much that you don’t like it? YES NO

RIGHT ON TO
GO The nexr coLumn
Section 1C

Page 4 (::mb::right) ...............................
CTP-E-AA

37.

38.

39.

40.

41.

42.

43.

45.

46.

47.

48.

SECTION 1 D

Do pets and animals make
friends with you easily?

Are you proud of your school?

Do your classmates think you
cannot do well in school?

Are you as well and strong as
most boys and girls?

Are your cousins, aunts, uncles,
or grandparents as nice as those
of most of your friends?

Are the members of your family
usually good to you?

Do you often think that nobody
likes you?

Do you feel that most of your
classmates are glad that you are
a member of the class?

Do you have just a few friends?

Do you often wish you had some
other parents?

Is it hard to find friends who
will keep your secrets?

Do the boys and girls usually
invite you to their parties?

GO

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

“RIGHT QN TO:
"o THENEXT -PAGE

Section 1 D

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

(number Fght) ...oocceeurnsenrormseem



49.

50.

51.

52.

54.

55.

56.

57.

58.

59.

60.

Page 5
CTP_E-AA

SECTION 1 E

Have people often been so unfair
that you gave up?

Would you rather stay away
from most parties?

Does it make you shy to have
everyone look at you when you
enter a room?

Are you often greatly discour-
aged about many things that
are important to you?

Do your friends or your work
often make you worry?

Is your work often so hard that
you stop trying?

Are people often so unkind or

YES

YES

YES

YES

YES

YES

unfair that it makes you feel bad? YES

Do your friends or classmates
often say or do things that hurt
your feelings?

Do people often try to cheat
you or do mean things to you?

Are you often with people who
have so little interest in you
that you feel lonesome?

Are your studies or your life so
dull that you often think about
many other things?

Are people often mean or unfair
to you?

.GO

YES

YES

YES

YES

YES

- RIGHT ON TO .
+ THE NEXT' COLUMN -

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

Section 1 E

(number right) .....c..ooeooirreee

61.

62.

63.

64.

65.

66.

67.

68.

69.

70.

71.

72.

SECTION 1 F

Do you often have dizzy spells?
Do you often have bad dreams?

Do you often bite your finger-
nails?

Do you seem to have more head-
aches than most children?

Is it hard for you to keep from
being restless much of the time?

Do you often find you are not
hungry at meal time?

Do you catch cold easily?

Do you often feel tired before
noon?

Do you believe that you have
more bad dreams than most of
the boys and girls?

Do you often feel sick to your
stomach?

Do you often have sneezing
spells?

Do your eyes hurt often?

GO

RIGHT QN TO _
- THE NEXT/FAGE

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

Section 1 F

(number right) ...




73.

74.

75.

76.

77.

78.

79.

80.

81.

82.

83.

84.

Page 6
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SECTION 2 A

Is it all right to cheat in a game
when the umpire is not looking?

Is it all right to disobey teachers
if you think they are not fair to
you?

Should one return things to
people who won’t return things
they borrow?

Is it all right to take things you
need if you have no money?

Is it necessary to thank those
who have helped you?

Do children need to obey their
fathers or mothers even when
their friends tell them not to?

If a person finds something, does
he have a right to keep it or sell
it?

Do boys and girls need to do
what their teachers say is right?

Should boys and girls ask their
parents for permission to do
things?

Should children be nice to
people they don’t like?

Is it all right for children to cry
or whine when their parents
keep them home from a show?

When people get sick or are in
trouble, is it usually their own
fault?

GO

RIGHT ON TO .
# THE NEXT. COLUMN

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

Section 2 A

(number right) oo

85.

86.

87.

88.

89.

90.

91.

92.

93.

9%4.

95.

96.

SECTION 2 B

Do you let people know you are
right no matter what they say?

Do you try games at parties even
if you haven’t played them be-
fore?

Do you help new pupils to talk
to other children?

Does it make you feel angry
when you lose in games at
parties?

Do you usually help other boys
and girls have a good time?

Is it hard for you to talk to
people as soon as you meet them?

Do you usually act friendly to
people you do not like?

Do you often change your plans
in order to help people?

Do you usually forget the names
of people you meet?

Do the boys and girls seem to
think you are nice to them?

Do you usually keep from show-
ing your temper when you are
angry?

Do you talk to new children at
school?

"GO

“RIGHT- ON TO
" THE NEXT PAGE

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

S NO

Section 2 B
{number right)




SECTION 2 C

97. Do you like to scare or push

smaller boys and girls? YES

98. Have unfair people often said

that you made trouble for them? YES

99. Do you often make friends or
classmates do things they don’t

want to? YES

100. Is it hard to make people re-
member how well you can do

things? YES

101. Do people often act so mean
that you have to be nasty to

them? YES

102. Do you often have to make a
“fuss” or “act up” to get what

you deserve? YES

103. Is anyone at school so mean
that you tear, or cut, or break

things? YES

104. Are people often so unfair that

you lose your temper? YES

Is someone at home so mean
that you often have to quarrel?

105.
YES

106. Do you sometimes need some-
thing so much that it is all right

to take it? YES

107. Do classmates often quarrel

with you? YES

108. Do people often ask you to do
such hard or foolish things that

you won’t do them?

GO

YES

RIGHT ON TO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

THE NEXT: COLUMN

Section 2 C

Page 7
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“(number right)

109.

110.

111.

112

113.

114.

115.

116.

117.

118.

119.

120.

SECTION 2 D

Do your folks seem to think
that you are just as good as

they are? YES

Do you have a hard time be-
cause it seems that your folks
hardly ever have enough money? YES

Are you unhappy because your
folks do not care about the

things you like? YES

When your folks make you

mind are they usually nice to

you about it? YES

Do your folks often claim that
you are not as nice to them as

you should be? YES
Do you like both of your par-
ents about the same? YES

Do you feel that your folks
fuss at you instead of helping

you? YES
. Do you sometimes feel like run-
ning away from home? YES

Do you try to keep boys and
girls away from your home be-

cause it isn’t as nice as theirs? YES

Does it seem to you that your
folks at home often treat you

mean? YES

Do you feel that no one at home

loves you? YES

Do you feel that too many
people at home try to boss you? YES

RIGHT ON_TO
THE NEXT PAGE

GO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO
NO

NO

Section 2 D

(number right) ...,




121.

122.

123.

124.

125.

126.

127.

128.

129.

130.

131.

132,

Page 8
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SECTION 2 E

Do you think that the boys and
girls at school like you as well
as they should?

Do you think that the children
would be happier if the teacher
were not so strict?

Is it fun to do nice things for
some of the other boys or
girls?

Is school work so hard that you
are afraid you will fail?

Do your schoolmates seem to
think that you are nice to
them?

Does it seem to you that some
of the teachers “have it in for”
pupils?

Do many of the children get
along with the teacher much
better than you do?

Would you like to stay home
from school a lot if it were right
to do so?

Are most of the boys and girls
at school so bad that you try to
stay away from them?

Have you found that some of
the teachers do not like to be
with the boys and girls?

Do many of the other boys or
girls claim that they play games
more fairly than you do?

Are the boys and girls at school
usually nice to you?

GO

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

YES

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

NO

RIGHT ON-T0" o <,
THE NEXT- COLUMMN:

Section 2 E
{number right)

133.

134.

135.

136.

137.

138.

139.

140.

141.

142.

143.

144.

SECTION 2 F

Do you visit many of the inter-
esting places near where you
live?

Do you think there are too few
Interesting places near your
home?

Do you sometimes do things to
make the place in which you
live look nicer?

Do you ever help clean up
things near your home?

Do you take good care of your
own pets or help with other
people’s pets?

Do you sometimes help other
people?

Do you try to get your friends
to obey the laws?

Do you help children keep away
from places where they might
get sick?

Do you dislike many of the
people who live near your
home?

Is it all right to do what you
please if the police are not
around?

Does it make you glad to see
the people living near you get
along fine?

Would you like to have things
look better around your home?

YES

YES |

YES

YES

YES |

YES

YES

YES

YES

YES

YES

YES

Section 2 F

( IS

right) ..
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