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ABSTRACT

Maltht Lingaraju
Correlational Study of Self-Concept, Social Self-Perception, Acadentic Self-Concept and
Behavior Problems Among Elementary School Children
1996
Dr. Randall Robinson
Graduate Program - Flementary Education

The purpose of this study was to examine the relationships, if any, between
General Self-Concept, Social Self-Perception, Academic Self-Concepi, and Behavior
Problems among elementary school children, Twenty-two third grade students
participated in this study. The Coopersmith Self-Esteem Inventory was used to measure
self-concept. Social Seff-Perception and Academic Self-Concept were measured by
subscales of the Coopersmith Inventory. The Comnors’ Teacher Rating Scales-3% was
used to measure the general dimension of behavior problems. Findings from these two
measures indicated a gignificant positive correlation between General Self Concept and
Social Self-Perception: General Self-Concept and Academic Self-Coricept; and Social
Self-Perception and Academic Self-Concept. There was, however, an insignificant
negative correlation between General Self-Concept and Behavior Problems; Social Self-

Perception and Behavior Problems, and Academic Self-Concept and Behavior Problems.



MINI-ADSTRACT

Malthi Lingaraju
Correlational Study of Self-Concept, Social Self-Perception, Academic Self Concept and
Behavior Problems Among Elementary School Children
1996
Dr. Randall Robinson
Graduate Program - Elementary Education

The purpose of this study was to examine the relationships, if any, between
General Self-Concept, Social Self-Perception, Acadentic Self Concept, and Behavior
Problems among elementary school children. Findings fom this study indicated a
sigmificant positive correlation between General Self-Coticept and Social Self-Perception,
General Self-Coneept and Academic Self-Concept;, and Social Self-Perception and

Acadenue Self-Concept.
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CHAPTER ONE

Scope of the study

Introduction

The enhancement of students’ self-concept is valued as a goal of education and as
a moderator and perhaps a cause of scholastic achievement (Shavelson and Bolus, 1982).
Seli-cancept, broadly defined, i3 a person’a perceptions of him or herself. These
perceptions are formed through the interpretations of one’s environment and are
influenced especially by reinforcements, evaluations by significant others, and one’s
atiribudons for histher own behavior { Shavelson et. al., 1976).

Social competence hag long been regarded as a fundamental aspect of human
capabilities. Tn an early formulation Thorndike {1927) suggested three types of
intelligence, one of which was social intelligence or social competenes. Assesswment of
student behaviaral problems, social problems and emotional problems in school settings is
being viewed increasingly as a valuable venture within the larger process of educating
children (Merrell, 1994). Children with behavior problems such a8 conduet digordered,
disruptive or withdrawn behaviors are particnlarly good targets for social skills
interventions ag their behavior interferes with successfully developing and maintaining
positive relations with others. The quality of social behavior developed duzing childhood
has been found 10 be strongly associared with a mimber of important cutcomes later in

life. Exploration of the behavioral and personality characteristics of children who exhibit



problems with peer relations has emerped as a research priority. Recent research indicates
that self-perceptions of social competence may influence interpersonal behavior in ways

that affect the quality of peer relations (e.g., Goetz, & Dweck, 1980).

Purpose of the stidy

The purpose of this study was to determine if there was a relationship between
seif-concept, self-perceptions of social relationships, academic setf-concept, and behavior
problems among elementary school children. Self-concept refers to the perceptions,
attitudes and feelings we hold about ourselves (Marshall, 1989),

Peers are chitdren of about the same age or maturity level. One of the most
important functions of the peer group 15 to provide a source of information and
comparison about the world outside the family, Children receive feedback about their
abilities from their peer group. Children evaluate what they do in terms of whether ir is
better than, as good as, or worse than what other children do. Good peer relations may be
necessary for normal social development. Social isolation, or the inability to “plug in” to a
social network, is linked with many problems and disturbances ranging from delinguency
and prablem drinking to depression (Kupersmidt & Simons, Conger, & Wu, 1992},

Self-concept is the overall view that individuals have about themselves, as well as
their view of how well they function in specific roles or under certain constraints. Children
who carly on display strong patterns of antisocial behavior such as aggression toward and
harassment of others, are much more likely to carry these negative patterns of behavior

into adulthood, along with the increased risk of criminal behavior and incarceration



(Loeber, 1985). Poor self-concept has always been linked with other types of problems

such as adety, social withdrawal and poor academic performance (Merrell, 1994}
Since children are the future of our society, it is in our best interest to study the

relntionship between self-concept, peer acceptance, academic self-concept, and behavior

problems of elementary school children.

Statement of the problem
Is there a relationship between self concept, social competence, academic self-
soncept, and behavior problems in elementary school children? Specifically, do children
with high self-concapts get along better with their peers than children with low self-
concepts? Do children with high scif-concept have a better academic self-concept than
children wirh low sclf-concept? Also do children with high self-concepts display fewer

negative behaviors than children with lower self-concepts?

Hypothesis
The following hypotheses were investigated:

1. Students with a high general self-concept score on the Coopersmith Inventory
will show a high score on the social self-perception sub-scale of this test. This
means that students with a good overall self~conceps, also see themselves as baving
good relationships with their peers or being socially competent,

2. Students with a high general self-concept score on the Coopersmith, Inventory
will have a low score on the Connors” Teacher Rating Scales-39 which means that
stidents with a good self-concept display more positive behaviors and fewer
negative behaviors in the clagsroom.

3. Students with a hiph general self-concept score on the Coopersmith Inventory
will have a hiph score on the school-academic self-concept subscale of this test.



This means that students with a good overall self-concept tend to feel good about
their performance in school.

Limitations of the study

There were several limitations to this study. One was the limited number of
students participating in the study. The population for this study consisted of 22 students
in an intact third grade classroom in a New Jersey public school. The subjects were not
randomly selected because the researcher was limited to an assigned classroom. Also due
to the small number of subjecis in the population, the results of this study cannot be
mferred to the general population,

Another limitation was related to the interpretation of the quesiionnaire. The
questionnaire items used were subject to the individual siudent’s imterpretation. For
example, on the self-esteem inventory, the words “often” and “vsually” may have been
interpreted differently by different students, Also, the participants may or may not have
responded honestly {0 the items in the questionnaire.

Some authors are troubled by teacher rating scales s 2 soures of diapnostic
information because they believe that the scales mistakenly pive the appearance of
objective data by assigning numerical scores to judgments which reflect only “subjective”
impressions of teachers (Carey & McDivitt, 1980). More tenable objections are that
global rating scales require sufficient knowledge of the child being rated, a criterion not
always met, and that they are subject to halo and rater bias effects (Beitchman & Raman,

1979).



A

Definition of terms
Several key termg used in this study should be filly understood and are defined as
tollows:

Self-eoncept refers to the perceptions, attitudes and feelings we hold about
oursehves (Marshall, 1989). Self-concept reiers to both the overall view that
individuals have about themselves, as well a3 their view of how well they function
in specific roles or under certain constraints,

Salf-gsiearn refers 10 the evaluation which the individual makes and customarily
malntaing with repard to himself (Perkins, 1975). Self-esteem is the evaluative and
affe ctive dimension of self-concept. Self-estcemn is also referred to as self worth or
selfsimage (Santrock, 1994). In this study, the terms self-concept and self-esteem
are used interchangeably.

Peer accoptance is defined as how well a person is liked by his peers. Peer
acceptanes refers to the successful maintenance of positive relations with peer
proups. Hymel and Asher (1977) labeled children who received neither positive
HOT Nepative nomination from peers as neglected, and those who received several
nepative and no positive ratings as rejected. Peer acceptance represents and
outcome of socially competent behavior.

Behaviar problems sre defined as those behaviors that are conduct disordered,
discuptive, and withdrawn. Children with behavior problems ate particularly good
tarpets for social skills intervention as their behavior interferes with successfully
developing and maintaining positive relations with others.

Acadermic sell-concept refers to how the student views his or her acadermic
performanee in the classroom.



CHAPTER TWOQO

Related Literature

Introduction
The purpose of this sudy was to determine if there was & relationship betwoen the
self-concept of a child, self-perceptions of social relationships {1.¢, popularity or peer

acceptance), academic self-concept, and behavior problems in the classroom

The Importance of Self-Concept

Self-concepts refer to the perceptions, atttudes, and feelings we hold shout
oursclves (Marshall, 1989). Since self-congepts appear to be vitally linked to individual’s
peychological well adjustment versus maladjustment, it is little wonder that so many
gtudies have heen conducted to enhance individuals® self concepts, especially duning laier
childhood (e.g., Craft & Iogan, 1985); Parish & Philip, (1982), adolescence (.0,
Hlongwane & Bagson, 1990 Wasmund & Brannon, 1987), and adulthood (e.g.,
Wiedemthal & Mordkoff, 1921, Snyder & Wills, 1982}, A study was conducted by
Necessary and Pardsh (1991), on a group of second grade students who were assessed on
the Nonacxist Personnl Attribwte Inventory for Children (NPAIC). Then these students
were presented the “Let’s Get Excited About Life” program, which was found to cnbance

these students” self-concepts. The present study reassessed these stocents on the NPAIC



approximately  vear later and discovered that the students’ self-concepts were still
significantly elevated compared to their pretreatment level.

Evidence reported by Asher, Hymel and their colleagues has shown that both
loneliness and social amdety are likely to be elevated among chuldren who are fow i peer
acceptance, especially rejected children (Asher, Hymel & Renshaw, 1984; Asher,
Parkhurst Hymel & Williams, 1990; Asher & Wheeler, 1985; Hymel & Franke,

1983 Williams & Asher, 1987). The generally negative picture of unpopular chuldren a3
anxious, lonely and depressed suggests thai these children may also be expected to report
low self-concepts. Exploration of the behavioral and personality charactenistics of children
who exhibit difficulty with peer relationships has become a research priority.

The results of a study by Cooley & Ayres (1988) indicate that pre-adolescent and
early-adolescent students with learning disorders have poorer academic self-concepts than
their normally achieving peers. This finding was consistent in other studies that focused
on ecademic self-perceptions {Battle, 1979, Chapman & Boersma, 1979, Rogers &
Saklofske, 1985). The studies examining the global self-concepts of students with
learning disabilities have largely supported the hypothesis that students with learning
disabilities have lower self-concept than normally achieving students. Rosenthal (1973)
and Griffiths (1975) reported that children identified as dyslexic had poor self-concept
scores. However these findings regarding global self-concept are not universally
supported. Cooley & Ayres (1988) also found a difference in global self-concept between
students with learning disabilities and normally achieving pecrs but statistical analysis

indicated that the difference was largely due to the academic component within the Piers-



Harriz meagure of self-concept. When this scademic component was removed, the self-
concept difference disappeared.

Peychologically, it is extremely important that a child feels loved, wanted and
aocepted by hig parents as they are his main source of security. Parental rejection fosters a
disrorted and devalued self-concept and self-image for the youngster. e frequently
attempts to gemn acceptance and positive social relationships through a variety of
attention-seeking behaviors. The attention-seeking behaviors may be either positive ar
nepative depending on the motivational aspects and the nature of the desired goals
{Crerwirtz, 1956). Within a classroom setting, children may fight, kick, bite or display
other aggressive or destructive atteniion-seeking behaviors which are disruptive in
attaining pupil success in learning and teacher succeas in teaching (Dercon, 1962, Perett,
1980}

Parental rejeetion jeopardizes the child’s feelings of security, undermines their self-
esteemn and induces feelings of being unloved, unwanted, and utaceepted, The rgjection
may be avert or covert, it may be characterized hy indifference and unconcern for the
child’s welfare or by active dominance and conspicucus hostility. Results of a study
(Peretti, Clark, & Johnson, 1980) indicated a significent influence of parental rejection on
negative attention-seeking classroom behaviors,

Peer relations is a eritically iraportant factor in child development. A child’s
interaction with peers provides a coniext for cognitive development, arowth of social
gkills, the evalution of self-concept, and the establishment of meral and social values

(Erickson, 1963 Piaget, 1963). A number of imvestigators have confirmed that childhood



problems in peer relations are related to serious maladjustment in adulthoad (Parker &
Asher, 1987), Chitdren who are unpopular with their peers in one setiing ofien contuwe
to have difficulties maldng friends in the future (Rubin & Mills, 1988),

Although previous studies have found that high ability students generally get along
well with their peers, this siudy (Cornell, 1990} investigates high ability students whe are
unpopular with average and popular groups on measures of achieverncnt, family social
status, and personality adjustment. Results showed relatively few difference between
average and popular students, bul unpopular students are distinguished by lower social
sel-concepl and acaderic self-esteem, as well as by less prestigious paternal cocupations.
They did not differ on measures of academic achievement, emotional aulonomy of anxiaty
These findings suggest that the counseling of unpopular students should focus on their
social self-concept and perhaps their social skills rather than on academie ability or general
personality.

Mexrell (19933 studied the relationship between social behavior as measured by the
School Social Behavior Scales (S5B38), and seli~concepl, as measuied by the Self-
Perception Profile for Children (SPPC). Subjects were 41 public school students in grades
5 and 6 These subjects were rated on the SSBS by their classroom tcachers and also
completed the SPPC as a self-report measure. A nuinber of significant positive
relationships were found between the social competence scores of the S5BS and the SPP'C
setf-concept scores. The relationship between the problem behavior scores of the 53588

end the SPPC scores were very weak, and the cocfficlents obtained ware not statistically

significant.
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Self' Perceptions of Social Competence

Research indicates that seli-pereeptions of social competence may influence
wterpersonal behiavior in ways that affect the quality of peer relations (e.g., Goetz &
Dweck, 1980} The assessment of self-perceptions of social behavior seems to make an
important contribution to understanding both the development of social self-concept as
well as the relationship between seli~view and social behavior. Most measures of
children’s self-concept like the Piers-Harris (1964) Children’s Self-Concept Scale, and the
Coopersmith {1967) Self-Esteem Inventory include a social subscale assessing children's
evaluations of their social relationships or popularity. H social competence is
conceptualized as skillful social behavior, then the idea of pergeived saciel competence
closely conforms to Bandura’s (1977) construct of self-efficacy. Self-efficacy is defimed as
the belief that we can suceessfully perform behavior that is needed to preduce desired
outcomes, Children’s self efficacy was found to vary by grade and situation,

A study conducted by Bender & Golden {1983) compargd the adaptive behavior,
problem behavior and self-perception of behavior between 34 learning disabled children
and 54 non-learning disabled children. Multivariate analysis revealed differences in the
first two measures. The groups were different on each subscale of the adaptive behavior,
and analysis of the problem-behavior scale showed differences between the groups on
three of five subscales. In each case the scores of the learning disabled group wers gher
indicating less desirable adaptive behavier and more problem behavior in the classroom.
Adaptive behavior differs from problem behavior by referring to those aspects of a child’s

behavior that are adaptive to the demands of the classroom. I} includes classraom
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behaviar, the ability to use lnnguage in classroom social sttuations and socially cope with
the demands of the environment (Weller, 1930; Weller & Strawser, 1981).

Many studies have examined the differences between learung disabled and non-
learning disabled students’ seli-perception of behavior (Bender, 1986b, 1987). Generally
the results indicate that leaming disabled students demonstrate lower scores in self-
perceptions of behavior. There should be training programs 1o prepare teachers 1o deal
with a wider range of behaviors. Only then ¢an mainstreaming be considered a legitimate
placement option for disabled children with adaptive behavioral deficits {Bender &
Grolden, 1988),

Green, Forehand, Beck, & Vosk (1920) examined the relationship among four
measures of children’s social competenee: teacher completed mensure of children’s socsal
bebavior, chitd’s self-report measure, behavipral measure and sociometric measures - and
their relationship to an academic measure. The subjects for this study were 116 third-
grade students. The results indicated that children with high acadermc scores were ed
by and interacted positively with their peers. Negative peer imeraction was not releted to
the populanity of the student, while positive peer interaction was negatively correlated
with peer dislike. Teacher ratings show that teachers can identify the children wha are
liked and disliked by their peers in the classroom, The child self-report measure showed
faw correlations with other measures. Recent research indicates that seli-perceptions of
aocial competence may influence interpersonal behavior in ways that affect the quality of

peer relations (1.g., Goetz & Dweck, 19280),
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Until recently, fittle was known about the self-perceptions associated with
problematic peer relations. The evidence 30 far suggests that children experiencing peer
problems tend to display a generally niegative pattern of self-perceptions, including low
perceived social competence, low self-eflicacy, and low expectations for soctal outcomes
and peer evaluations (Hymel & Franke, 1985).

Boivin and Begin conducted a study to evaluate the relations among peer status,
self, and other perceptions of social competence among 9 and 11 year old children. Self-
esteem, self-perception in various domains and teacher’s evaluations were assessed along
with peer status. A cluster analysis revealed that rejected children could be assigned to 1
of 2 groups with respect to self-perceptions, one displaying high self-perception and the
other low self-perception. In contrast, popular children showed generally positive self-
perceptions. Neglected and average children showed no difference in self-perception
scores, whereas controversial chuldren displayed lower self-esteem and perceived
competence on the academic and behavior/conduct dimensions.

Patterson, Kupersmidt, & Griesler {1990) studied the relations among children’s
reports about their own competenee, objective measures of their competence, and their
views of significant relationships with others as a function of sociometric status. Five
hundred and fifteen third and fourth grade students responded to questions about aspects
of their personal competence and about theilr relatzonship with father, mother, teachers and
best friends  There were several major findings about children’s perceptions of self and of
their relationships with significant others. Rejected-aggressive children reported the least

supportive relationships with their fathers of any group snidied; they also reported the
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rnost contlict with friends. The neslected though not rejected children reported the least
companionship from best friends and also the lowest perceived social competence with
peers. The subjective reports of rejected-aggressive children significantly overestimated
those given about them by other people on both social and behavioral competence. No
other group of chldren consistently overestunated ther own level of competence velative
to information from other reliable sources. The subjective reports of rejected but not

neglected children overestimated their social competence as rated by peers.

Behavior Problems

A relatively large hody of literature now exists desenbing approaches toward
educating students with severe conduet disorders. Although a vaniety of
psychoeducational approaches have been applied in a variety of settimgs, very few witiers
have addressed the role parents play m the child’s response 10 these varied procedures
MNumerous research studies have shown that educational progress was more due to family
factors than to educational practices. Murdock (1986) found that children who made the
least scademic gain in 4 residential schoel were those Drom the most dysfunctional fhmilies
The famity had a “slesper effect™ even when the child was away from home he was
adversely affected by his family. Tt has been found that parenis of conduct disordered
children often display massive pathology themselves, They arg so caught up with meeting
their own needs that they have little energy to meet their child’s needs. Because they
have faced years of oriticism in their own relationship with their parents, spouses or school

authority figures, these parcits” self-diapes are extremely low (Herrenkohl, Herrenkohl,
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Toedter, & Yanushelski, 1984, Webster-Stratton, 1985). Murdock (1988) frics to help
teachers and new clinicians understand how pareats contribute to and maintain their
child®s appragsion

Two groups of children who experience problems in the arca of peer relations can
be identified using seciometric nomination procedures (Asher & Hymel, 1981) Rejectad
children are actively disliked by others and have few friends Weglected children have few
friends but are not digliked by their peers (Gronhind & Anderson, 1957). Concurrent
problems rssacinted with rejected status include hyperactivity (King & Young, 1981),
antisocial behavior (Iartup, 1983), and academic difficulties (Bryan, 1976). Neplected
children on the other hand, are labeled shy by pears (Coie, Dodee, &Coppotelli, 1982),
obgarved 1o display less aspression (Coie & Kupersmidt, 1983), and engage in more
salitary play than other children {Dadge, 1983). Conclusions that rejected childres
display more severs behavior problems than neglected children are supported by
sompanisons of behavior ratings of these children. Neglected chuldren were seen as
sxtubiting no more problem behaviors than popular or average children, and in general,
were scored as being less deviant than rejected individuals. The majority of rejected
children display aversive and domineering behavior toward peers (Roff, Sells & Golden,
1972),

Sacial competence has long been regarded as an important aspect of hunan
capabilities. Pecr ACCCpIANCE rEPresents an ouicome of a result of socially competent
hehavior, Soeial hehavior is a hroad construct that ineludes both positive and negative

social behaviors. Positive social behaviors (social skills) may lead to desirable social
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outcomes, whereas negative social behaviors {e.g., antisocial and aggrassive behavior)
may lead to negative outcomes {Merrell, [993a). The quality of social behavior developed
during childhood has been found to have important oufcomes later in 1ife. Development of
good social skills during childhood appears to be correlated with personal, acadennc and
oecupational adjustment and success (o.p., Asher & Taylor, 1981, Hartup, 1983 Walker &
Hops, 1978), whereas inadequate development of social competence is correlated with
such negative outcomes as peer rejection, school dropout, and mental health problems
(e.g., Cowen, Pederson, Babigan, Lzzo, & Trost, 1973, Roff, Sells & Golden, 1972).
Children who early on display patterns of antisoctal behavior, like ggpregsion and
harassment of others are at an increased rislc of carrying this pattern of behavior into
adufthood, along with risk of criminal behavior and incarceration (Locker, 1985). Kazdin
(1988), has connected the constructs of depression and seli-concept, noting that at low

seli-concept is often a prominent [eature of depression.

Academic Achievement and Self Concept
Numerous research studies have been done relating self-concept measures to
academic achiecvement (Hansford and Harttie, 1982; Skaalvik and Hegtvet, 1990). The
majority of studies have found positive correlations between self~concept and academic
achievement. Shavelson (1976) reported that self-concept is structured hicrarchically and
hag three tdentifiable levels For children and adolescents, at the top is a faify stable
general self-concept; at the middle level are specific sectors of seli-concept such as

academic self-concept, emotional self~concept, and physical seli-coneept; at the bottom
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level are spectfic subareas of self-concept such as mathematics self-concepts, science self-
concepts, physical appearance self-concepts and peer relations seli-comncepts.

Results of a study { Crawford, 1979) conducied on 38 third praders
showed that a positive correlation did exist between reading achievement and self-concept
as measured by the Metropolitan Achievement Test and the Valett My Self Checklist.
Hoge, Smit and Crist (1995) conducted a two-year longitudinal study of 322 sixth and
seventh graders that compared the three levels of self-concept (high, middle and low) and
studied the effects of self-concept on achievement and achievement on self-concept,
Influences of self-concept on grades were weak but grades had a modest influence on
subsequent discipline-specific self-concepts. The researchers concluded that past
correlational studies have overstated the influence of self-concept on grades and of grades

on self-concept.
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CHAPTER THREE

Procedure and Design of the Study

Introduction
The purpose of this study was to compare the self-concept/self esteem of a cluld to
his'her self-perception of social relationships, academic self-concept, and behavior
problems m the classroom. This chapter will describe the procedures followed to pather
the data for the study. These include | Description of the population, Description of the

instruments, and Research Design and Procedure.

Description of the Population

The population for this study was composed of an intact third grade classroom in a
South Jersey public school There were twenty-five students in the classroom. Twenty-
two of the twenty-five students participated in the study. Three students did not
participats. There were twelve bovs and ten girls among the participants in the study. All
the twelve boys were 9 years old. Of the ten girls who participated, two girls were 8 years
old and eight girls were © years old. All the participants were white, and from middie and
upper middie class families. The determining factors of status were the location of their
hemes and whether or not they were Teceiving free lunches. None of the children were
receiving free lunches and they all lived either in the vicinity of the school which was in a

middle class neighborbood, or surrounding vpper puddle class neighborhoods.
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Description of the Instruments

The nstrument yaed to measure self-concept was the Coopersmith Inventory (see
appendix A), This self-esteem inventory eould be administered to groups or individuals.
The schaol form was used with children or adolescents aged eight through Hifiecn.
Administration time rarely exceeds ten minutes. During adonsisteation of the test,
introductory or explanatory remarks had 1o be kept to a minimam. To prevent biased
regponses which could invalidate the test, the words self-esteem, self-concept, and self-
evaliation were not he used.

This self-concept ar self esteem inventory consisted of 50 jtema which were
statements ragarding the self. The participant was required to check the box “like me™ if
the statement described him or bet, or “unlike me™ if the statement did not describe him or
her. W the participant did not understand a particular statement, the sxaminer could
rephrase it using stmpler vocabulary or providing further explanation t0 the statement or
word in question. It was strongly recommended that the scoring keys be used since they
sreatly reduced scoring time and possibility of errors.

The school form inchided 8 items that constitute the Lie Scale. The Lie Scale
iteris are always scored separately; that is, responses to these items ghould never be
included in the self~esteem senre, The four subseales of the school form may be scored
separately they are General Self, Social Self Peers, Home-Parents, and School-
Academic. For the Self-Esteem Inventory, high gcores correspond to high self-esteem. A
tuph seore on the Lic Scale may indicate that the examinee responded defensively or

thoyght he or she understood the “intention™ of the inventory and was attempting to
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respond pesitively to all items. In such instances, the mventory may be mnvalid if a
supplemental observarion rating or teacher report indicates low or medium self-esteem for
the examinee. Further evaluation was warranted.

The instrument used to evaluate classroom behavior was the Connors’ Teacher
Rating Scales-39 {see appendix B), a widely used instrument for clinical and research
applications with children. This $cale was used to characterize the behaviors of a child
and compare them to levels of appropriate normative groups. The Connors’ Teacher
Rating Scales-39 {CTRS-39) is a 39 item rating instrument completed by the child’s
teacher. Each CTRS-39 itein was rated with one of four responses (not at all, just a little,
pretry muech, very much). Responses are coded 0,1, 2, and 3. The CTRS-39 includes
scales of - a)Hyperactivity; b) Conduct Problem; ¢) Emotional Overindulgent; d) Anxaous
- Passive; €) Asocial; and f} Daydream-Attention Problem. Normative data are reported
on a sample of 9583 Canadian children aged 4 years to 12 years. Connors (1969) notes
that the teacher has a long period to observe the child in a variety of situations and
comparg him or her with a standard established from numerous observations of normal
children. As teachers spend a large amount of time with children, standardized checkbsts
administered to them would seem to be an efficient method for obtaining information

about children’s soctal competence.

Research Design and Procedure
This project was designed to be carried out by the researcher in a student-teaching

setting which limited the population to a classroom, thereby also hmiting randomization.
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The study was conducted in a third grade classroom. The self-esteem of the students was
evaluated using the Coopersmith Self-Esteem Inventory.

The researcher began by getting the approval of the school principal and the
cooperating teacher t0 complete the study, The researcher then prepared a letter for the
parents of the students in her classroom (see appendix C). This letter explained the
importance of self-concept or self-esteem in children and also the significance of the study.
The latter also explained the role of the rescarcher a3 & student teacher and graduate
student. The permission shp attached to the letter was to be signed by the parent and
returned with either the permission granted or permission demied. A deadlins for a
responge wag provided.

Once permission was granted by the parents, the Coopersmith Inventory was
administered to the subjects. The directions given were “Today you will be filling out a
questionnaire, Your answers will heip me know you and your likes and dislikes better.”
The words self-esteem_ self-concept , and self-evaluation were not to be used, thus helping
ta prevent biased responses, which may invalidate the test.

The classroom teacher was the raicr, who completed a Connors’ Teacher Rating
Scale -39 for each child participating in the study. The purpose of the rating was to
develop an accurate and complete characterization of any problems that the teacher
observed in the child. The teacher was encouraged to carefully remember the child in a
variety of different situations before making the rating. The rater wrote the child’s name
and age on the appropriate form and carefully read the instructions before completing the

form. The scoring key was underneath the response sheet. The researcher made sure that
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the respondent’s answers had been recorded properly int he key shee: and that any
ambipuous responses had been resolved.

The raw scores were converted to t-scores and plotted on the form maidng the
profile stand out. In general, t-scores of 65 or greater are considered to be clinically
significant. If one¢ is doing routine screening of children generally believed to not have
problems in order to identify the “hidden” problem children, it is more appropriate to use &

t-score of 70 as indicating problems.
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CHAPTER FOUR

Analysis of the Data

Introduction
The purpose of this study was to examine the relationship, if any, between self-
concept, social self perception, academic self-concept, and behavior problems among
children in the elementary classroom. This research project examined the following
Gquestions:;

1. Will the child who has a good general self-concept, also have a ugh level of social self-
perception ( i.e., he feels that he gets along well with his peers)?

2. Will the child who has a good general seli-concept also have a good academic self-
concept (i.e., he feels good about himself regarding his academic achievement in school)?

3. Will the child who has a good social self-perception also have high academic self-
concept?

4. Wil the child with a good general self-concept have a low incidence, if any, of behavior
problems?

5. Will the child with a good social seli-concept have a low incidence, if any, of behavior
problems?

6. Will the child with good academic self-concept have very few, if arty, behavior
problems in the classroom?
Interpretation of the Data
In order to examine the relationship between the above variables, the researcher
used three subscale scores from the Cooperstith Inventory - the general self-concept

score, the social self-peers score, and the school-academie score. To measure problem
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behaviors in children, the hyperactivity index from the Connors’ Teacher Rating Scales-3%
was used. Pearson r was caiculated for each set of vaniables to see if there was 4
correlation between the variables. The byperaciivity wdex 18 & general dimension of
problems, Childres who score in the problem ranpe in this seale tend 1o seore hiah on
other scales. The high scorer tends to constantly fidget, is easily frustrated, requires that
his or her demands are met immediately, is restless or overactive, is excitable or inpulsive,
is inattentive or easily distracted, fails to fimsh things, has a short attention span, orics
often and easdy, disturbs other chudren, has quick mood changes, and may have temper
outbrrsts.

Table 1 shows the scores for general self-concept and social self-perception as

derived from the Coopersmith Invemtory which was a self-report measure by the students.

Lable 1

Corrclation between General Self-Concept and Social Self-Perception seores

General Sef-Concept Social Self-Pereeption

13
20

3
21
23
11
23
20
1%
22
15
26
23
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17
20
23
16

8
20
13
22
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The Pearson r for the abhove scores was + 0 807 which meant that the general self-
concept and social self-perception were positively correlated. This indicated that a persen
with a high general self-concept was very likely to have a high score on the social self-
perception scale. The correlation coefficient of + 0.807 was statistically significant at the
001 level which indicated that this comrelation could occur by chance alone, one time or
less n a thousand,

Table 2 shows the general self-concept and school-academic scores from the

Coopersmith Inventory.

table 2

Correlation between the General Self-Concept and School-Aczdemic scores

General Seli=Coneept School-Academic
13

20

B

24

23

11

23

11

23
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20
13
22
15
20
23
14
17
20
23
16

8
20
15
22
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The Paarson 1 for the above scores was + 0.714 which meant that there was a

positive correlation between general self-concept and school-acadenue self-concept. This

indicated that a person with a hiph peneral sel~concept was likely 10 have a kgl score an

the school-academic scale, meaning that a person with 5 pood self-concept nsually felt

good nhout his or her academic pragress in school. The correlation coefficient of + 0.714

was statistically significant at the .0C1 level which meant that this correlation could occur

by chance alene, one time or less in a thowsand.
Mext, the correlation between soctal self-perception and school-academic self-

concept was examined. Table 3 contains scores from the social self-perception and

school-academic subscales
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{able 3

Correlation between Social Sell-Peers and School-Acadernic scores

Social Self-Peers School-Acadermic
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The Pearson 1 for these two vanables was -+ 0.703 which indicated 2 significant
positive correlation. The correlation coefficient of + 0.703 was statigtically significant ar
the .001 level which meant that this correlation could ocour by chance alone, one time or

less in a thousand,
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The next two variables examined were the general self-concept scores and the

hyperactivity index scores. Table 4 displays these scores.

table 4

Correlation between General Seli-Concept and Hyperactvity Index

General Self~Concept Hyperactivity index

13 13
20 1

8 2
24 7
23 1
11 10
23 1
20 15
18 1
22 3
15 14
26 9
23 11
14 2
17 13
20 11
23 13
16 12

8 5
20 4
15 1
22 1

The Pearson r for the above scores was - 0.012 which was a negative correlation
that was not statistically significant. Table 5 shows the scores on the social seff-perception

subscale and the hyperactivity index.



table 3

Correlation between Soctal Self-Peers and the Hyperactivity Index

Social Self-Peers Hyperactivity Index

i3
1

w1 k2
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The Pearson r was - 0.069 which was not statistically significant. The negative
correlation indicated that as one variable increased, the other variable decreased.
The final table, Table &, shows the scores cn the school self-concept and hyperactivity

index subscales.
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table &

Correlation between School-Academic score and Hyperactivity Index

School-Academic Hyperactivity Index
13
1
2
7
1
10
1
15
1
3
14
9
11
2
13
11
13
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The Pearson r for the above scores was - 0.228 which was not statistically significant.

In this study, and for the population sampled, a significant positive corrélaﬁcm was
found l.:»etween general self-concept and social self-perception; general self-concept and
school-.-a;ca;iernic self-concept; and social s;elf-percepﬁon and school-academic self-
concept. A very insignificant negative correlation was found between general self~concept

and behavior problems, social self-perception and behavior problems; and school-academic
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seif-concept and behavior problems. Since the population sample was very small, these

resulis cannot be generalized and further studies on larger populations are recommended.
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CHATTER FIVE

Somunary, Conclusions and Recommendations

Introduction

The purpose of this study was to cxamine the relationshups, if &y, between peneral
sel-concept, social sell-pereeption, academic self~concept, and behavior problems among
children in elementary school.  Self-concept refers to the perceptions, atbtudes and
fzelings that we hold about ourselves (Marshall, 1989). Social sell-perception refers to
how the student feels about being liked and accepted by his or her peers. Acaderne self-
concept refiers 1o how the sthdent feels shout his or her academic performance in schonl.
Behaviar problems are thase behaviors that are conduct disordered, disruptive, and

withdrawn.

Sumunary of the Problem
is there a relationship between self-cancept, social compeatence, academic self-

concept, and behavior problems in the elementary classroom?

Summary of the Hypothesis
The hypothesis of this study was that students with a good self~concept will have
good peer relmions, a eood academic self-concept, and will have very few, if any,

behavior problems in the classroom.
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Summary of the Procedures
The researcher first got the approval of the school principal, classroom teacher,
and parents to complete this study. Twenty-two students in an intact third grade
classroom particapated i ihe study. The Coopersiith Inventory was the self-concept
measyre that was administered to the students. The classroom teacher completed the
Connors’ Teacher Rating Scales-39 for each participant to characterize paiterns of student

behavior.

Summary of the Findings

An analysis of the data revealed that there was a significant positive correlation
betwean general self-concept and social self-percepiion, which indicaed that stadents vwith
& pood peneral self~concept alse bad positive peer relations or were socially competent.
There was also z significant positive carrelation between general seli-concepi and
academic self-concept which indicated that students who feel good about themselves also

sel pood about their school work, A, gignificant positive correlation was found between

social self-pereeption and academic self-concept which indicated that students who had
good peer relations also felt good about their work in the clgsroom.

There was r nepative correlation thar was not statistically significant between
general self-concept and behavior problems, social self-perception and behavior problers,

and academic seli-concept and behavior problems.
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Conclusions

From the findings of this study, there appeared to be a significant positive
correlation between peneral self~concept and social self-perception; general self concept
and academic self-concept; and social self-perception and academic self-coacept.
However, the researcher found that there was a negative correlation that was not
statistically sipmificant between general self-concept and hehawior problems; social self-
perception and behavior problems, and academic self-concept and behavior problems.
From these results it can be conchuded that far this sample, chtldren with a pood overall
self~concept perceive themselves as being socially competent and successful in their
gehool work, No conclusions can be drawn regarding the relationship between general
self-concept and behavior problems, socal self-perception and behavior problems; and
academic self-concept and behavior problems, since the correlation coctlicient was

extremely weak regarding these variables.

Implications and Recommendations
The conclusions drawn from this study imply that self-concept plays a significant
role in facilitating success in the acadendc environment, so the development of a good
setf-concept in children should be a prionty with parenis and educators. Further research
15 needed in the area of behavior problems to see if there is a relationship hetween
behavior problems and self~coneept. The researcher recommends that more and varied

mstruments be used for testing  The Piers Harmis Self-Concept Scale is an example of
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another ingtniment for measuring self-concept The Connors’ Parent Rating Scales may
be used as another measure of behavior patterns. Self-concept may evolve with different
experiences, so pre-testing and post-testing might yield varying information. A larger

sampling of students may also lead to more conclusive resulis.
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March 29, 1996

Dear Parcnts,

1 am currently a student teacher in Mrs, Del Colle’s classtoom. Asa
graduate student at Rowan College, [ am writing a research paper about the
mnpurtance of self-concept in children. Self-Concept refers to the perceptions,
attitudes and feelings we hold about ourselves. This research project invesrigates
whether there is a relationship between self-concept of children, peer relations, and
a child’s success m the classroom.  The instroment used to investigate self-concept
wall be the Coopersmith Inventory, a nationally normed instrument. T would like
your permission to have your chuld participate in this research project.

As a participant, your child will be required to complete the Coopersmith
Inventory. The information from this questionnaire will be very valuable to my
reszarch project. You can he assured that your child’s responses will be kept
confidential. If vou have any questions or coneerns, please feel free to contact me at
the school.

Please retumn the attached permission slip by April 4, 1996, Thank you for
your time and cooperation,

Sincercly,

Malthi Linparaju



Name

T do wish my child to participate in the rescarch project.

I do not wish my child to participate in the research project.

Signed
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