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INTRODUCTION .

Historical Orientation

In the 1870's and 1880's, when the United States was changing from a
rural to an urban society, the public high school began to emerge to
meet the demands of an industrial economy and expectations of an in-
crease in city populations.1

Two distinct schemes of education had existed since the early colo-
nies, and although they sometimes overlapped at the elementary level,
generally one tended to serve the upper classes, the merchants, plant-
ers, clergy and lawyers, while the other served the common people. In
the South, children of the higher classes had private tutors or attended
one of the endowed "free schools" and children of the lower classes at-
tended "old field houses".? At times the two classes attended classes
together, as in the North, where the more well off attended private dame
schools, sometimes attending town schools along with the poorer children

for reading and writing classes,?®

! Gerald L. Gutek, A History of the Western Educational Experience (New
York: Random House, 1970), pp. 365-369.

2 Merle Curti, et. al., The Social Ideas of American Educators (Totowa,
N.J.: Littlefield, Adams & Co., 1959), p. 7.

? Walter H. Small, Early New England Schools (Boston, 1914), pp- 311 et.
seq., in Curti, et. al., The Social Ideas of Americam Educators, p. 8.

1



In the 1820's, children of the more well to do still began their
education in private dame schools and continued into private academies.
These academies taught Latin and modern languages and provided a step
between elementary school and college level for the higher classes. New
England's free schools, which were required by law and maintained in
part by general taxation, established a precedent for the nineteenth
century, and although they were class conscious, they provided charity
education for the ﬁoor. Even one hundred years ago, American schools
reflected the class prejudices and religiocus interests of colonial soci-
ety, where religion and class structure determined the character of
schooling a student was to receive.

Thomas Jefferson's ideal of education provided for education for all
children, ending after elementary school for the poor classes and pro-
viding for higher training for the upper classes, was challenged by Dew-
ey, who saw this as a division of people into two classes. On the one
hand, laborers, who received elementary education only, with learned
classes for the talented poor, who were trained at public expense, and
the wealthy, who received higher education.®

Curricula differed in the private and common schools, and class char-
acter continued into the secomndary school, the poor being condemned to
inferior training, where girls and Negroes were not considered for
schooling equal to boys, whereas of the wealthy, even the mediocre were

given instruction suitable to their talents.®

* Curti, et. al., The Social Ideas of American Educators, pp. 20-25.

¥ Ibid., pp. 46-47.



The land-grant state universities of the 19th century gave rise to
more widely available education for all students. In the past, where
higher education had been private and benefitted only the few privileged
students, with government subsidies, federal and stage scholarship and
loan programs, and with the need for college educated individuals in an
increasingly technological society, more access by larger portions of
the population became a reality. Léwer enrollment fees and lowered ad-
mission standards allowed for more egalitarian education for low-income
and minority families.

It was not until Thomas Cooley's decision in 1874 regarding the sup-
port of high schools through public tax that educational opportunity was
provided for all students. High schools were viewed as a means by which
lower classes could improve their status, however, while high schools
were made available for all students, they functioned primarily to ben-
efit the upper socio-economic classes, with some providing college pre-
paratory courses as the academies had done, and others geared toward
manual, industrial, commercial and vocational programs.®

By 1930, the high school had grown tremendously and enrclled students
from diverse backgrounds. The comprehensive high school offered varied
kinds of courses. With compulsory education came the concept of equal
education for all students. Conant found that school offerings dif-
fered, based upon the area in which the schools were located. For the
most part, suburban high schools offered college-preparatory courses
while those in econcmically-deprived areas offered inadequate vocational

programs. With the decline of the comprehensive high school in metro-

® Gutek, A History of Western Educational Experience, p. 390.




4
politan areas, where tracks and curricula varied within the school, the
populations of particular high schools were based largely on socioeco-
nomic status (SES). Conant warned that the high school was in danger of
becoming a dual educational system with separate tracks for the upper
and lower classes which could divide American society into two separate
groups.” Further, in large cities this bifurcation was directly related
to de facto racial segregation.’

In 1982, the National Education Association appointed a committee to
standardize the high school curriculum, providing for no differentiation
in the treatment of college preparatory and terminal students.®

The Supreme Court decision of 1954 altered the interpretation of
equality, making it necessary to look at the effects of education in
terms of outputs. The equal outcome definition included the idea of
narrowing the gap between students of differing SES groups. In 1966,
The Coleman Report, a national assessment of educational opportunity
containing the largest collection of data on high schools ever attempt-
ed, was instrumental in drawing attention to student outcomes. The Re-
port described the relative impact of inputs on achievement and the dif-
ferences between ocutcomes in schools. According to the Report, even
when inputs to the schools were similar, as curriculum facilities and
per pupil expenditures, and students were exposed to the best teachers,
some students performed at lower achievement levels, leading Coleman to

conclude that these variations in output, were directly related to home

7

James B. Conant, Slums and Suburbs (New York: McGraw=-Hill, 1961).

* Report of the Committee on Secondary School Studies (Washington, D.C:

Government Printing Office, 1983), p. 17; Milton Goldberg and James Hen-
ley, "The Report of the National Committee on Excellence in Education,"
Phi Delta Kappan (October, 1983), pp. 14-18; 175-178.




backgrounds of students.?®

The Report came at a time when the country was deeply concerned with
educational excellence and policy makers were faced with finding rem-
edies for more equal educational outcomes. Programs‘such as Head Start,
the War on Poverty, bussing and the use of vouchers for educational
choices were inaugurated. Many educational theorists and sociologists
studied the effects of schools on the achievement levels of students and
arrived at varying conclusions, largely due to the complexity of the
many variables invelved and their interactions, and the difficulties of
adequate research designs.

Those who agreed with Coleman's Report felt that family SES is the
indicator of school success, and the higher the SES of the student's
family, the higher his or her academic achievement. According to Boo-
cock, the most powerful predictors of achijevement are the composition
and climate of the school's student body.'? Jencks and others have
agreed that family background (SES) has the greatest effect on a stu-
dent's attitudes, expectations and aspirations for higher education.!?!

There were critics of the Report, however, such as Dyer, who felt
that Coleman's impression that, "schools can do little to improve

achievement" based upon "money spent per pupil," neglected attitudes and

® James S. Coleman, Ernest Q. Campbell, .et. al., Equality of Education-
al Opportunity, U.S. Department of Health, Education and Welfare, Office
of Education (Washington, D. C.: Government Printing Office, 1966).

1° sarane §. Boocock, Sociology of Education: An Introduction (Boston:
Houghton, Mifflin Co., 1980}, p. 207.

'! Christopher Jencks, et. al., "Social Stratification and Higher Educa-
tion," Harvard Educational Review 38: 2 (1968), pp. 227-316; A. W. As-
tin and P. H. Cross, The Impact of Financial Aid on Student Persistence
in College (Los Angeles: Higher Education Research Institute, 1979).
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outlook of students' participation and did not take into account quality
difference in the developmental needs of different kinds of students.®?
These opponents viewed the context of the schocls as an important factor
in the academic and behavioral outcome of students and felt that the
school a student attends makes a significant difference in his or her
attitudes and academic achievement, and further, that teacher qualifica-
tions, facilities and resource expenditures are important factors which
affect student outcomes.}?

Such findings were in accord with Durkheim's early theorizing that
social organizations exert an influence upon the behavior of individuals
and shape their behavior in predicmable ways.!® These contextual ef-
fects, also referred to as structural effects or climate effects, are
best understood by considering Durkheim's conception of "social facts."
According to Durkheim, pecople who have the same individual characteris-
tics behave differently when placed in different types of groups or so-
cial settings and, in order to understand an individual's behavior, we
need to know how the unique characteristics, or climate, of the group

exercise their effects.!®

'2 Henry S§. Dyer, "Social Factors and Equal Educational Opportunity,”
Harvard Educational Review 38 (1968), pp. 38-56.

13 Alan Wilson, "Residential Segregation of Social Classes and Aspira-
tions of High Schocl Boys," American Sociological Review 24 (1959), pp.
836-845; R. E. Herriot, "Some Determinants of Educational Aspiratioms,"”
Harvard Educational Review 33 (1963): pp. 157-177; Wilbur B. Brookover,
et, al., Schools Can Make a Difference (Michigan: College of Urban De-

velopment, Michigan State University, 1979). -

1% Emile Durkheim, The Rules of Sociological Method, ed. S. Lukes (New
York: Macmillan Publishing Co., Inc., 1982).

1% Ibid.



Extending Durkheim's ideas, Blau theorized that so-called structural
effects exist and that they can be measured to demonstrate their impact
on individual behavior.'® They exert an influence by way of external
constraints on the thinking and behavior of individuéls. Blau described
two types of structural effects: one, the more diffuse kinds of norma-
tive expectations, i.e., values that permeate society and could have an
influence on individuals and, two, networks of social relationships.

Accordingly, a school can also be classified as a social system with
certain measurable qualities which may potentially and actually make a
difference in students' outcomes. That is, values and beliefs are
transmitted, independent of the student's personal values and beliefs.
Durkheim's assumption that education is the means by which a society
perpetually recreates the conditions of its very existence implies that
values and attitudes are transmitted to students in the school's social-
ization process.!’

In our society, the process of schooling is the only major legitimate
activity for children between the ages of six and eighteen. Dewey's
conception of school, for example, as a small community has been widely
accepted. The school, as an organization, functions to bring the child
into the adult world and reflects other complex functions, such as the

family, the home and the neighborhood.!*

1¢ peter M. Blau, "Structural Effects," American Sociological Review 25
(April 1960), pp. 178-193.

'7 Emile Durkheim, Education and Society (Glencoe, Ill.: Free Press,
1956), p. 123.

1% John Dewey, Democracy and Education (New York: The Free Press, 1966).




A fundamental role of the local schoel, then, is to indoctrinate the
children into the society's value system. However, public schools in
America have been based on residence and are an outgrowth of the local
community's values. These are often referred to as 'functional communi-
ties". Thus, while public schools are intended to bring students into
the mainstream of American socjety, in cases of ethnic, cultural or re-
ligious minorities, this fact itself tends toc alienate students irom
family values. Where an homogenous community exists, and parents' and
community goals are coherent, these goals are integrated into the public
schools, but where there are differences, and these goals conflict, pa-
rents may choose to enroll their children in private schools which serve
to preserve the values and goals of the parents. These schools ﬁ£; re-
ferred to as "value communities." Catholic schools which share the same
place of worship as the residential area may be considered to-be value
communities based on a functional community.'?®

While it can be said that public schools serve as agent of the larger
society or the state, private schools fall into the category of agents
of the religious community of which family is a part, representing the
values of the parents. Independent private schools serve as direct
agent of the individual's family.?® In the United States, ninety percent
of the students attend public schools, six percent attend Catholic

schools and four percent attend non-Catholic private schools. ?!

13 James §. Coleman and Thomas Hoffer, Public and Private High Schools:
The Impact of Community (New York: Basic Books, Inc., 1987), pp.
215-21s6.

2% Ibid., p. 216.

21 Ibid., p. 221.



In summarizing the above, the school, the community, family
background, race and ethnic origin all function to form attitudes and
values  in the student toward education which may effect his or her per-
formance. Educational outcomes, however, are not uniform in our
schools, and differences have been shown to exist largely related to SES
and racial factors. Researchers have suggested that schools mirror so-
ciety, and serve to perpetuate social class differences, usually to the
detriment of the lower income groups and racial minorities.

Schools, as organizations, exert pressure on a student's values, at-
titudes toward learning and aspirations toward higher education. These
effects vary between schools, due to many factors, which characterize
contextual, compositional and climate variables. Included in these
variables are teacher expectations, parental involvement, peers, and
role models for the individual student. The student's family background
has also been found to be responsible for the outcomes, both academic
and behavioral, and to have an influence on his or her future plans.

While differences in findings may be due to the_measurements and
methods of analysis, most studies generally agree that the SES of the
family and the SES composition of the school are closely related. In
addition, many would agree that a healthy self esteem is related to mo-
tivation, attitudes, high expectations and success in the academic are-

na.
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The Purpose of the Study

As suggested above, many studies have suggested that differences ex-
ist between schools that are related to student cutcomes, with school
context and climate having an effect, not only on academic achievement,
but also on students' values and goals, which, in turn, are related to
academic achievement. Thus, it is suspected that the student's atti-
tudes and expectations will vary, depending on the school he or she at-
tends, and that grades often serve as proxies of students' competence
and self worth. Students in schools which emphasize excellence in aca-
demic performance may respond differently to poor academic performance
fﬁan would students in schools where less emphasis is placed on this
factor.??

The purpose of this study was to determine whether a correlaticn ex-
isted between academic achievement and self concept scores in a selected
group of students in four secondary schools in the Chicago area and
whether these correlations varied between schools, as well. Did schools
in high SES suburban settings differ from iower SES urban areas?

The study also examined whether correlations between students' self
concept and their academic skills, related to gender differed within and
between the selected schools.

Classroom groupings were also examined to determine whether the ef-
fects of differential groups, i.e., honors, regular or tutored, existed

and whether they affected students' self concept.

?? Edward L. McDill and Leo C. Rigsby, Structure and Process in Secon-
dary Schools: The Academic Impact of Educational Climates (Baltimore:
John Hopkins University Press, 1973).
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Strategies for Problem Identification

The selection for the schools for the sample involved using urban and
suburban schools. Schools were also selected to repgesent SES and per-
formance levels of the individual schools. 8everal methodological prob-
lems were encountered and dealt with in this study. First, détermining
whether student characteristics were related to academic achievement,
included the subproblem of selecting a questionnaire to differentiate
the self evaluations of students and obtaining scores of academic
achievement for each student.

The second problem was to determine whether the effects of classroom
grouping by ability affected students' self evaluation scores, and/or
the correlation between self evaluation and achjievement scores, and in-
cluded a subproblem of selecting students from groups in different lev-
els of achievement.

The third problem was to determine whether gender had an effect on
self concepts of students within schools and between schools.

The fourth problem was to ascertain school factor effects on student
performance. School context, and/or composition and climate examined in
the study included the SES demographics of the meighborhood; urban ver-
sus suburban location, and demographics of the school; the amount of re-
sources; high performance versus low performance outcomes; average mean
scores of students in the schools; and the number of students who gradu-
ated and/or who dropped out. (The time period dealt with the years of

1983-84).
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The problem of determining whether self concept of students in
schools differed between schools required the opportunity to administer
tests to students in the schools.

Finally, the problem of analysis and interpretion of the data in or-
der to discover possible relationships between self evaluations and oth-
er variables to determine whether self concept could be predicted and/or
explained by the relationship. This required methods for measuring mul-

tiple variables.

The Hypotheses

The hypotheses for this study are as follows:
1. Is a student's self concept related to his or her reading level?
2. Are there effects of classroom grouping, or tracks, which vary with-
in schools and affect students' self concept, and, likewise, the rela-
tionship between self concept and reading?
3. Are students' self concepts and the correlations between self concept
and reading related to gender?
4. Are there contextual effects of schools which affect the student's
performance and attitudes? (Between schools related to high, middle or
low SES composition, urban or suburban location, high or low performance
level, and other characteristics of the schools)?

It is expected that the identification of low scores in academic
achievement or self concept may lead to the awareness of a need for the
evaluation of student performance to help the parent and;or teacher to

deal differently with the student, which, in turn, may help the student
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to understand himself or herself and to improve in both cognitive and

affective areas.

Procedure for Collecting Data

The data base for this research consisted of: (1) primary data - the
responses to the Survey of Interpersonal Values,z.3 and to the self es-
teem questionnaire, and the demographic data from student's responses
and school records; and, (2) secondary data - the normative data and
scales for the SIV, published studies and texts, and unpublished disser-
tations and theses dealing with reading achievement, self esteem and
self concept measurements and school contextual measurements.

To determine the possible contextual effects of schools, a selection
of schools was made to represent various SES and racial compositions.
Of the 360 students in the sample, 64 were from New Trier High School in
Winnetka, a suburban public school which is nearly 100% Caucasian and
located in a community of primarily middle to upper-middle class fami-~
lies; 66 were from Lane Technical High School, an urban public school of
racially mixed composition, which is made up of of students who are se-
lected for high academic achievement from the Chicago area; 201 were
from Cathedral High School, a private Catholic School which is composed
equally of Hispanic, Caucasion and Black students from the greater Chi-

cago area; and 21 students were from Schurz, an inner city public high

school on the North side of Chicago, which included one selected group

23 Leonard V. Gordon, Survey of Interpersonal Values (Chicago: Science
Research Associates, Inc., 1976). (See copy of Surveys in Appendix B)
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of students in remedial reading classes. Schurz was chosen to compare
tutored levels of students from a low SES school to tutored levels of
students in New Trier High School, a high SES school. The sample popu-
lation included all students in the reading division of English classes
at New Trier High School, a group of students in the English classes at
Lane Technical High School, all students in Sophomore and Junior levels
at Cathedral High School, and students from freshman tutored reading
level classes at Schurz High School.

The first hypothesis, to determine whether a relationship existed be-
tween scores of students in academic courses and in self evaluations re-
quired data which were obtained from school files, teacher records and
from the student's answers on questionnaires. Data relating to the stu-
dent's grade level, reading and grouping of students were provided from
school records, with students providing the data on age and sex.

Standardized reading test scores were used at New Trier and Lane

Technical High Schools. In New Trier, Iowa Silent Reading Test?®* ISRT,

levels 1, 2 and 3, were given to students at the beginning of the school
year. In Lame Technical, students' scores were obtained from Tests of

Academic Progress®® TAP, which were administered by the Chicago Board of

Education at the beginning of the school year. Teachers' classroom
scores were utilized for academic achievement of students at Cathedral.
Math scores were included in the study for Lane Technical High School

and Cathedral High School.?® Within New Trier High School, the study ex-

24 Towa Silent Reading Test {(New York: Psychology Corp., Harcourt,
Brace, Janancvich, Inc., 1973).

2% Tests of Academic Progress (lowa City, Ia.: Houghton, Mifflin,
1979-1982).
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amined the vocabulary and reading power scores, as well as reading

27
scores.

To test the hypothesis that self concept correlated positively with

reading level, two questionnaires were selected; a standardized ques-
rionnaire and a self esteem inventory, based upon students' views of

self concept. A search of Buros Eighth Mental Measurement Yearbook??

29

was made and the Survey of Interpersonal Values was chosen. The cri-

teria groups on which it was standardized were general and included
schools from all parts of the country, and the reliability of the ques-
tionnaire has been well documented and established. Further discussion
of this may be found in Chapter 3. The SIV is made up of a triad of
items for forced choice of "most important” to "least important” to the
student. The test can be scored on an ordinal scale for comparative
purposes.

The value scales are defined by what high scoring individuals value,
and conversely, what low scoring individuals do not value on that par-

ticular scale.

2% Math scores were obtained from TAP Tests at Lane Technical High
School and from school records at Cathedral High School.

27 lowa Silent Reading Test, p. 7.

2% Oscar K. Buros, ed., Eighth Mental Measurement Yearbook (Highland
Park, N.J.: The Gryphon Press, 1978).

%% Gordon, Survey of Interpersonal Values.
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The six values measured in the Survey of Interpersonal Values are:

§ - Support: Being treated with understanding, being treated with kind-
ness and consideration.

C -Conformity: Doing what is socially correct,doing what is proﬁer, be-
ing a conformist.

R - Recognition: Being locked up to and admired, being considered im-
portant, attracting favorable notice, achieving recognition.

I - Independence: Having the right to do whatever one wants to do, be-
ing free to make one's own decisions, being able to do things in one's
own way.

B - Benevolence: Doing things for other people, sharing with others,
helping the unfortunate, being generous.

L -Leadership: Being in charge of other people, having authority over
others, being in a positjon of leadership or power.?° More specific def-
initions will be found in the description of the tests in Chapter 3.

The self esteem questionnaire, a non-standardized test, was chosen
for the generalized pattern of questions and ease of use, scoring and
interpretation. This questionnaire, an investigator developed instru-
ment which was designed to measure the student's general self image,
consists of 50 questions relating to self attitude and behavior. Scored
on a scale from 0 to 3; students indicate: not true, somewhat true,
largely true and true. Students were instructed to answer every ques-
tion on each guestionnaire and there was no time limit. Both of these
questionnaires were valid for measuring the groups being observed. This

will be discussed in Chapter 3. -

3% Ibid., p. 18.
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Prior permission for studemnt participation and release of the data
had been obtained through a letter from Dr. Steven I. Miller to each se-
lected school (See Appendix B).

Questionnaires were administered to students in e;ch level during
classes at the selected high schocls. Teachers administered the ques-
tionnaires at New Trier, Cathedral and Schurz High Schools, and the re-
searcher administered the questionnaires to the students at Lane Techni-
cal High School. Anonymity was stressed and students were asked not to
identify themselves.

The second hypothesis required student classroom groupings, which was
provided by the schools. Through the school's testing programs, stu-
dents were placed in various levels of academic achievement. In New
Trier, this division included regular and tutored levels; Lane Technical
included honers and regular classes; Cathedral had no class groupings;
and Schurz students were all from tutored classes. Gender differences
were examined in the third hypothesis, with data provided by the stu-
dents.

The fourth hypothesis dealt with comparisons of students' mean self
concept scores between schools and composition effects based upon SES of
neighborhood or location of school, urban versus suburban area, amount
of resources, high performance versus low performance school, i.e., stu-
dents' mean academic achievement scores within the schools, number of
students who graduated and number who attended college.

The data needed for determining these differences between schools

were obtained from The School Report Card for Illinois Schools.?®?! Each

1 The School Report Card for Illinois Schools (Chicage: Illincis State
Board of Education, Public Act 84-126, 1986).
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gchool was defined by demographics., such as the percentage of low income
students, the average academic level, the graduation rate, the percent-
age not promoted, the college preparation level, the dropout level, SAT
and ACT scores, teacher/student ratio, per capita tuition rate, and
(where available) the amount of money spent in teacher’'s and administra-
tor's salaries and resources. The SES composition of the schoel, as a
latent factor within the school, was determined by the location and the
percentage of low income families within the school from the data in The
Illinois Report Card and other available studies.?? Data were collected
also from direct observation, interviews with superintendents, counsel-
lors, and teachers, and from school board reports. Further discussion
of this will be found in the case studies of each school and in the

findings in Chapters 4 and 5,

Procedure for Treating Data

The data were analyzed to determine whether students' self concept
scores were related to reading scores and and whether differences in
scores existed between schools.

Context, climate and/or composition of the school was examined to de-
termine school effects on students' self concept scores. Classroom
grouping was also examined for effects on students' self concept to de-

termine whether differences existed between students within schools.

*2 Gary Orfield, et. al., "The Chicago Study of Access and Choice in
Higher Education.” Universitv of Chicago, Committee on Public Policy
Studies Research Project, University of Chicago Press, 1984,
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Classrooms consisted of tutored, regular and honors levels of students.
Respective groups were also examined between schools.
Means of students' self evaluation scores and correlations between

these scores and academic achievement were compared within and between
schools.

The completed forms were screened to eliminate those in which infor-
mation was incomplete or improperly filled out. The data were then in-
terpreted through use of a scoring key from the SIV questionnaire, and
adjusting the raw score to percentile scores. The self esteem results
were obtained from odd and even scores which determined the final score.

Analysis was performed only on those students for whom data on all
tests and school scores were provided. Missing data were set to zero
and not used. Standardized scores of academic achievement were used
within schools and for comparison of students' scores in groups between
schools. Aggregate mean scores, rather than individual scores, were
used in the analyses.

In order to look at all areas simultaneously, to examine the inter-
correlations and interactions of variables and their strengths and ef-
fects, multiple regression analyses were used. SPSSX computer program-
ming was utilized in analysis of the data.?® Dummy variables, through
variable codings were used. Pearson correlation coefficients, chi
square and oneway observations were also used to determine significant
differences between groups. F tests and t tests were used to determine

significance. Methodology will discussed further in Chapter 3.

3 N. H. Nie, C. H. Hull, J. G. Jenking, K. Steinbrenner and D. H. Bent,
Statistical Package for the Social Sciences SPSSX, 2nd ed. (New York:
McGraw Hill, 1975).
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In summary, the units of study included both the classroom and the
school. Schools were identified relative to the location and demograph-

jcs of the school and the neighborhood.

Definitions of Terms Used in the Study

Achievement is the accomplishment or proficiency of performance in a
given skill or body of knowledge.?®*

Attitudes, broadly defined, are "the sum total of a person's inclina-
tions and feelings, prejudice or bias, preconceived notions, ideas,
fears, threats and conviction about any specific topic."?®

Personality is a set of cognitive and noncognitive traits that inter-
act to explain how an individual behaves. Included are such elements as
intellect, achievement, stature, values, attitudes, sexual orientation,

health, voice quality, appearance, etc,?®

Personality traits are aspects of the individual's total personality

used to measure single, meaningful characteristics for purposes of anal-
ysis.

Self concept is the individuals's perception of himself or herself as

a person, which includes his or her abilities, appearance, performance

** C. V. Good, Dictionary of Education, 3rd ed. (New York: McGraw-Hill

Book Co., 1973), p. 7.

** L. L. Thurstone and E. J. Chave, The Measurement of Attitude (Chica-
go: University of Chicago Press, 1929).

3¢ R. Ebel and D. Frisbie, Essentials of Educational Measurement, 4th
ed. (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1965), p. 317.
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and other phases of daily living.’’ Self concept is viewed as a multidi-

mensional construct having many factors, including academic self con-

cept. !

Self esteem is the judgement and attitude an individual holds about

* and incorporates the processes of self evaluation

himself or herself,?
and self*’worth. Academic achievement, family, physical appearance, so-
cialization, and self worth are seen as essential to self esteem.

Self worth is derived from the integration of feelings in specific
self esteem and relates to behavior, physical appearance, intelligence
and the social and emotional self.*! Self worth includes a sense of com-
petence based on intrinsic rather than extrinsic determinants, as one

who is in control of his or her own actions.®*?

Self evaluation is the value one places upon himself or herself,

where, as in questionnaires for this study, self esteem can be measured

as self evaluation.®?

37 8. Coopersmith, The Antecedents of Self-Esteem (New York: W. H. Free-
man, 1967), pp. 4-5.

** B. M. Byrne, "The General Academic Self Concept Nomological Network:
Review of Construct Validation Research," Review of Educational Research
54 (1984), pp. 427-456.

*% Good, Dictionary of Education, p. 325.

*® D. Brisset, "Toward a Clarification of Self-Esteem,” Psychiatry 35
(1977), pp. 255-263.

*1 C. Richman, R. Clark and K. Brown, "General and Specific Self Esteem
in Late Adolescent Students: Race X Gender X SES Effects,'" Adolescence
20:79 (Fall 1985), pp. 555-566.

*? Brisset, "Toward a Clarification of Self-Esteem,™ pp. 259-260.

*3 R. B. Burns, The Self Concept (New York: Longman, 1979).
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gsignificant others are those whom individuals admire, who are impor-

tant to them, whose values they respect, and whose opinions they accept
and emulate.*®

SES {(socioeconomic status) is the social class to which one belongs,
not entirely based upon income, but & combination of characteristics,
such as the economic groups and associations one has, others with whom
one interacts, status in job and prestige in the community. Warner's
description included occupations, source of income, house type and
dwelling area."® Measures often used are father's education (or moth-
er's, or sometimes both), income level and occupation of parents (which
are related strongly to characteristics and attitudes of a specific SES
level in relation to academic performance). In this study, SES is used
to represent the set of values and beliefs held by these groups. SES is
measured at the individual level (family background), the total school
level (composition), the community level (context) or a combination of
these factors often used to represent the context of the school.

School context includes variables as components of the instructional

environment that affect the quality and character of more proximate in-
terpersonal, subjective and structural determinants of school out-

comes .*®

b M. Rosenberg, Conceiving the Self (New York: Basic Books, 1979).

“S w. L. Warner, M. Meeker and K. Eells, Social Class in _America (New
York: Harper and Brothers, 1960), p. 40.

*¢ G. E. Thomas, K. Alexander and B. K. Eckland, "Access to Higher Edu-
cdtion: The Importance of Race, Sex, Social Class and Academic Creden-
tials," School Review 57 (1979), pp. 133-157.
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School climate effects are associated with a number of school factors

that establish the "persenality" of the school and include a combination

or series of measures, such as the attitudes of students and the staff.

School compositional effects are those variables related to the SES

of the students, schools or immediate neighborhoods, and may include

some indication of income, prestige or education of student's family

background.

Abbreviations Used in the Study

NTHS - New Trier High School

Lane Technical - Lane Technical High School

Cathedral - Cathedral High School

Schurz - Schurz High School

SES - Socio-economic Status

EEC - Equal Educational Opportunity

NCES - Naticnal Center for Education Statistics Studies

HSB - High School and Bevond Study

SIV - Survey of Interpersonal Values Scale

TAP - Tests of Academic Progress

ISRT - Iowa Silent Reading Test

GPA - Grade Point Average

MRA - Multiple Regression Analysis

(1980-1982)
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Limitations

The scope of this study included immediate data from questionnaires,
the information given by the student, the data provided by the teachers
relating to a student's group and academic scores, and the context of
the school and the classroom as formerly described, and was limited to
these areas. The study used mean aggregate scores rather than individu-
al scores and, thus, would not identify individuals of a particular
school, group or seX as possessing the characteristics of the group, nor
would the study extrapolate from the findings of the study to predict
beyond the selected sample being examined. Therefore, no attempt was
made to predict the future success of students, ner to evaluate the
ability of students in academic achievement based upon their self esteem
ievel, nor their self esteem level based upon their degree of academic
performance.

In justifying this sample, the schools were chosen to compare the ac-

ademic performance level as well as the location of the school.

Assumptions

1. Students studied in the test group were representative of students in
other classes.

2. Academic achievement in school was identifiable by tools of measure-
ment,

3. The SIV and self esteem questionnaires would identify-the student's

self concept differentially from those of other students' within and be-

tween schools.
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4. Reading scores and academic scores would vary relative to group
tevel of students, within schools and between schools.

5. The case study method of analysis would identify characteristics uni-

que to the school, for compariseon with other schools in the study.

6. The use and interpretation of self evaluation scales would aid in the
understanding of student's self concept and the relation to academic
achievement outcomes to help students improve in academic performance

and/or self concept.

The Importance of the Study

Although the reality of structural effects in schoecl settings will
constitute an important assumption of the present study, it should be
noted that opponents to this position argue that the supposed contextual
influence of values is due to an individual's own personal characteris-
tics.

While many studies have examined differences correspending to stu-
dents' self concept between schools, fewer have focused on differences
of respective levels between schools. Classroom grouping has been sug-
gested as having an effect on student's attitudes and self concept, how-
ever, these groupings have not been examined for bivariate correlations
between self concept and level of achievement within the groups. This
study will attempt to determine whether students differ both within and
between classroom groupings on their self concept evaluations, and on
the bivarjate relationship of reading and self concept. Gender within

groups and between groups also will be examined.
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As stated earlier, many educators have assumed that a relationship
exists between academic achievement and self esteem, even though a cau-
sal relationship has not been clearly defined.®’

Some researchers have suggested that the definition of self esteem
and self concept should be reexamined.*! Self worth, as an inseparable
part of the self, makes the task of observation and measurement very
difficult, due, in part, to the fact that self concept encompasses a
broad scope. ﬁith this in mind, because the need exists to further de-
fine both self esteem and self concept in order that they can be more
closely analyzed, the Survey of Interpersonal Values {SIV)“® and a self
esteem test were utilized. As described earlier, the SIV factors out
the traits of support, conformity, recognition, independence, benevo-
lence and leadership that are identified as valiuable tc the respondee.
By contrast, the self esteem questionnaire was used as a much broader
tool measuring, in general, the amount of self worth an individual feels
for himself or herself. Through the application of the data generated
from the SIV and the self esteem test, it is expected that more aware-
ness of the possible relationship between evaluation variables and aca-
demic achievement will be realized. In addition, it is hoped that this
data will give teachers, counselors, parents and students greater in-

sight into student attitudes and behavior.

*7 R. Wylie, The Self-concept: Theory and Research on Selected Topics,
Vol. 2 (Lincoln, Nebraska: University of Nebraska Press, 1979).

** Burns, The Self Concept, p. 17.

“* Gordon, Survey of Interpersonal Values, 1976.
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An important factor in this study is the case study method which uti-
1ized all available data in each school to make various comparisons
wichinlthe schools. Different in depth analyses were made within
schools, based upon the availability of the data. Tﬂe New Trier Ease
study examined reading, vocabulary and reading power, while Lane Techni-
cal and Cathedral examined reading and math scores. The bilingual vari-
able was included in both Lane and Cathedral High Schools, but not from
New Trier High School, where it likely would not have been an important
factor, since there are fewer minority students in this school.

While other studies have examined self concept related to academic
achievent, this correlation has not been examinded by classroom groups
between schools to the degree which this study has compared the find-
ings.

The reference group theory was used for comparisons between schools,

where the combined attributes of all members of the group form a single

measure by which they are identified. (See Appendix A, Tables 45-47).

The Organization of Remaining Chapters

An introduction to this study was presented in the first chapter.
The second chapter will contain a review of related literature. Chapter
3 will describe the sample characteristics of the subjects and the meth-
od of procedure. Schools will be analyzed as case studies in Chapter &,
with each school described by location and demographics. Students'

scores will be compared between schools in Chapter 5 and an analysis of
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the results will be made. Furthermore, data from studies describing
contextual effects of schools and classrooms, including the effects of
SES, racial mix, school performance and resources will be examined. A

Chapter 6.



REVIEW OF THE LITERATURE -

Introduction

The relationship between self concept and academic achievement has
been investigated in manf studies, and a consensus exists that a healthy
self esteem and success in the academic arena are strongly correlated,
however, as discussed in Chapter 1, research studies have reached vary-
ing conclusions for their findings.

Reading is basic for education in schools, and while not causal,
reading and self concept are related. The difference in academic out-
comes between schools were investigated in depth in The Equality of Edu-
cational Opportunity survey of 1966.%° The survey pointed out differenc-
es in academic achievement, attitudes and aspirations of students as it
examined the characteristics of the student body, instituticnal staff,
school programs and resources and their effects on the educational de-
velopment of students.®! The EEC Report posited that these differences
were a result of family background, and that the variance in outcome was
associated with sociceconomic status (SES) and racial composition of the

schools.

*? Coleman, Campbell, .et. al., Equality of Educational Opportunity, pp.
320-321.

51 I_bg.

29
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Those who concurred with the EEQO Report placed the largest emphasis
for academic performance on parents' educational backgrounds, income,
profeSsion, race and ethnic group. Opponents to this view believed that
the school a student attends makes a significant difference in his or
her attitudes and academic achievement and that teacher qualifications,
facilities and resource expenditures are important influencing fac-
tors.>? The contextual argument further holds that students' attitudes
and behaviors are affected by the climate, composition and the context
of the schoel and the classroom and that the norms, performance stan-
dards and values held by the staff and student body hold, exert great
influence on students' attitudes and values.®?

The issue of whether school context or family background has the
stronger effect has been examined in many recent studies with conflict-
ing conclusions. One of the difficulties in comparing studies has been
the unit of study for analysis, which have included the school, the dis-
trict or the entire system. Tyler found individual schools often varied
more within a school district than averages of school districts within
the region, especially when there were special influences common to the

particular school.®*

*2 Alan Wilson, "Residential Segregation of Social Classes and Aspira-
tions of High School Boys," pp. 836-845; Otis D. Duncan, Socioeconomic
Background and Achievement (New York: Wiley, 1972); R. E. Herriortt,
"Some Determinants of Educational Aspiratioms,” pp. 157-177; Brookover,
et. al., Schools Can Make a Difference, p.229.

53 Brookover, et. al., Schools Can Make a Difference, pp. 194-195.

** Ralph Tyler, "The Functions of Measurement in Improving Instruction,"
in Educational Measurement ed. E. F. Lindquist (Washington, D. C.:
American Council on Education, 1951), pp. 47-67.
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Bidwell and Kasarda divided the school into two factors, with
vschool" represented as the physical or material quality of education
and "schooling" as the actual education which takes place within the
school.®® Brookover used the school as unit of studyj Recogniziﬁg that
ijndividual background may affect the way in which a school social system
socializes the students, and may explain much of the within school out-
comes, he focused on the social system existing within the schoocl and
hypothesized that the school social climate structure and student role
definitions which characterize a school social system will affect the
cognitive and other behavior acquired by children in that social system.
56

Brookover identified stﬁ&ént beody composition by SES and racial com-
position of the school and other personal inputs, such as, school size,
daily average attendance, professionals per student, teacher's average
teaching yvears, tenure, average degrees and mean salary. Included among
these variables are the percentage of disadvantaged students, the per-
centage of white or black students, percentage of seniors in college,
and the schooling a student expects to get.®’

School characteristics are complex factors for measurement, with the

variables most often used in contextual analyses of schools being the

demographic factors of SES composition and racial composition. To de-

®5 €. E. Bidwell and J. D. Kasarda, "Conceptualizing and Measuring the
Effects of Schools and Schooling,” American Journal of Education (August
1980), pp. 401-426; Bidwell and Kasarda, "School District Organization

and Student Achievement," American Sociological Review 40 (1975), pp.
35-70.

se Brookover, et. al., Schools Can Make a Difference, pp. 38-44.

7 Ibid.
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gcribe differences between schools, researchers have made distinctions
between school climate, school context and school composition.

(1) Climate effects include student characteristics and demographic
variables, i.e., numbers (schoecl size), abilities, student body SES and
student body I1.Q.; (2) social characteristics include professionél and
educational background of parents (8ES), race, and ethnic backgrounds;
and (3) attitudinal variables include social climate attitudes (atti-
tudes toward school and learning) and values of the student body.®?

Through examination of larger units of study such as school systems
and school districts, researchers have distinguished school context from
school climate. Brookover used school climate and structural character-
istics of the school, and some of the specific behaviors associated with
these characteristics of the social system, to investigate the extent to
which they explain the differences in outcomes between schools. His
categorical divisions included: (1) schecol, (2} schooling and (3) envi-
ronment, each measuring structural effects.®® The first two constructs
comprised the composition of the schools as defined above. The third
construct defined school climate.

The first set of variables, "school”, or school social system, was
based upon students' parents' occupations, and included SES and racial
composition of the school student body, i.e., the percentage of white
students in the school student body, and personnel inputs, such as,

teacher qualifications (experience and advanced education), ratio of

°' W. G. Spady, "Mastery Learning: Its Sociological Implications," in

Schools, Society, and Mastery Learning, ed. J. H. Block (New York: Holt,
1974), pp. 91-116. .

*® Brookover, et. al., Schools Can Make a Difference, pp. 9-14.
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students to professional personnel, number of students in school,
average daily attendance, and size of school.

t

The second set of variables, "schooling," called school social struc-

ture, included student status-role definitions, the éxtent to which stu-
dents are grouped for instructional purposes. the degree of openness in
the school organization, and the extent to which parents are known by
teachers and principal and are involved in the school social system.
Also included were teacher satisfaction, differentiation in student pro-
grams, principals' report of time devoted to instruction and type of
classroom function, i.e., open or closed classrooms and democratic or
autocratic systems.

The third set of variables, "environment", formed the school social
climate and included the teachers' attitudes and feelings about the
school. This social climate of a schocol was defined by the interactions
which occurred within the school and influenced student perceptions and
behavior expectations and attitudes towards themselves and other members
of the social system.

The importance of climate in Brookover's study lies in his hypothesis
that school characteristics of social structure climate could explain
outcomes often attributed tc input variables. The study found that
three sets of social system variables; social composition (and other
personnel imputs), social structure and social climate of the school
"explained most of the variance between schools; more than 85% of be-

tween school variance in mean reading and math achievement in all

schools (explaining 90% in majority black schools, and 66% in predomi-
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nantly white schools).'" ®° He has suggested that the school has some
"common norms and expectations about students and definitions of appro-
priate behavior" that affect the behavior of the students and it is
through these norms and expectations of the school community that the
students develop their own norms and expectations of their ability.®!?
Boocock agrees that the most powerful predictors of student achievement
are the composition and climate of the student body and these norms af-
fect the definitions of appropriate student role behavior, which are
crucial characteristics of the school social system on the socialization

of the students.%2

Contextual Effects

McDill, et. al., reanalyzed data from the EEQ Report which stated
that schools bring little influence to bear on a child's development
that is independent of his or her background and general school concept,
and associated the variance in outcome with sociceconomic status (SES)
and racial composition of the schools. In a carefully controlled analy-
sis of school value climate, including size, SES and ethnic composition,
and the community of the school, McDill, et. al., took the proposition
that the quality of high schools, as measured by various components of

their educational climates, was positively related to student achieve-

®® Ibid., p 227.
°! Ibid., pp. 61-71; p. 224.

2 Boocock, Sociology of Education: An Introduction, p. 209.
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ment and aspirations over and above the student-body characteristics
alone. When I.Q. scores and individual SES were controlled, the origi-
nal effect of SES context almost disappeared, leading McDill, et. al.,
to conclude that direct measures of school climate sﬁould be emplbyed in
contextual research whenever feasible.®?

The McDill and Rigsby study was congruent with the EED Report in
finding that economic resources such as teachers starting salaries and
per-pupil expenditures were negligible or negative in relation to stu-
dent outcomes.

Wilson's studies, like McDill, et. al., found that certain school re-
lated characteristics exerted an effect on students even when individual
ability and family background were controlled.®* That is, the students
tended to conform to the scholastic norms of the majority in the school,
but climate exerted influence above student body alone.®?®

Wilson, in agreement with Coleman on family background effects, indi-
cated that a student's family is the greatest influence on his or her
choice of higher education and Wilson's statement that there are large
disparities in educational attainments of students attending schools
with contrasting racial or socioeconomic composition has been repeatedly

documented. *¢

€3 E. L. McDill, et. al., "Institutional Effects on the Academic Behav-
ior of High School Students," Sociology of Education 40 (1967), pp.
181-199; , and L. C. Rigsby, Structure and Process in Secondary
Schools: The Academic Impact of Educational Climates, p. 88.

*“ Wilson, "Residential Segregation of Social Classes and Aspirations
of High School Boys,"” pp. 838-840.

®% McDill and Rigsby, Structure and Process in Secondary Schools: The
Academic Impact of Educational Climates, p. 199.

®¢ Alan Wilson, "Social Class and Equal Educational Opportumity,” Har-
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Herriott and St. John concurred that the SES context of the school
has an independent effect on school performance.®’ Conant suggested that
many of the school characteristics that tend to be associated with dif-
ferential levels of academic performance and tend to be linked to SES
level of the pupils' parents and peers also tend to be the kind that are
deeply rooted in the economic, social and cultural level of the communi-
ty and are not readily affected by spending more money or changing the
administrative decisions in the school®® Most of the school correlates
of pupil achievement are fairly obviously linked to the SES level of the
community where the schools operate. A relationship does exist between
the money a school spends which is reflected in the SES of the communi-
ty. Those items easiest to change in the school relate to money, pro-
gram or administration and those hardest to change are the areas which
deal with the characteristics of people who make up the schools, such as
teachers race, attitudes and verbal ability, and students expectationé,
and it is in these functional areas that the largest differences oc-

cur.®?®

vard Educational Review 38 (1968), pp. 77-84; pp. 227-316; Astin and
Cross, The Impact of Financial Aid on Student Per51stence in College
Jencks, ""Social Stratification and ngher Education,” pp. 227- -316;
Jencks, et. al., Inequality: A Reassessment of the Effect of Family and
Schooling in America (New York: Basic Books, 1972).

? R. E. Herriott and Nancy St. John, Social Class and the Urban School
(New York: John Wiley, 1966).

** James Conant, The Comprehensive High School: A Second Report to In-
terested Citizens (New York: McGraw-Hill Book Co., 1967).

** J. s, Coleman, "The Concept of Equality of Educational Opportunity,"”
Harvard Educational Review 38:1 (1968), pp. 7-21.
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Dyer found school characteristics to have a definite influence on
achievement and criticized Coleman for counting the easiest to measure
characteristics, such as money spent per student, number of hours in
day, vear, number of courses, and teacher student raéio. He felt that
if salaries in low academic schools were made competitive with high aca-
demic schools, the students' performance may approach that of students
in high achievement schools, because of the improved instruction. Dyer
pointed out that the hypothesis was compelling that qualitative differ-
ences in the school accounted for much of the variation in academic and

vocational achievement between one school and another and that Coleman's

homogeneous groups concealed relationships in the data.’®

Compositional Effects

Some researchers who have found compositional factors to be influen-
tial believe that the SES of the families which comprise the school pop-
ulation are the determining factors in the outcome and what is being
measured is actually family background. Hauser felt that context could
not be accurately assessed from SES or other representations for school
environment because, since SES influences norms and educational process-
es in schools, this understates the importance of SES. He found that,
although some relationship existed between SES composition and student
academic achievement and aspirations, this effect was relatively small

and the structural effects were greatly reduced when adequate statisti-

’® Harry S. Dyer, "Social Factors and Equal Educational Opportunity,”

Harvard Educational Review 38 (1968), pp. 38-56.
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cal controls were available for individual level attributes.’!

Wilson found that neither racial composition of the school nor racial
or class composition of neighborhood had any independent effect on
school performance, over and above the social class composition df the
school, upon achievement. In fact, residential segregation may serve to
structure the effective environment of students so that their integra-
tion in schools makes no difference. He felt that data suggest that the
effect of neighborhood segregation upon achievement is entirely through
the resulting segregation of neighborhood scheools on social class lines
and that "restructuring the composition of the schools, even in the ab-
sence of residential rearrangements, could be expected to have some ef-
fect upon academic achievement of students.”’? Dyer also saw pupil
achievement linked to the SES level of the communities and felt that

"improvement could come only by changing social environment," which was

not possible.??

7! Robert M. Hauser, Socio-Economic Background and Educational Perform-
ﬁnce (Washington, D.C.: American Sociological Association, 1971), p. 45;
Contextual Analysis Revisited," Sociological Methods and Research 2
(1974), pp. 363-375.

’* Alan Wilson, "Educational Consequences of Segregation in a Califor-
nia Community,” In U. S. Commission on Civil Rights, Racial Isolation in

the Public Schools {(Washington, D. C.: U. S. Government Printing Office,

1967), pp. 165-206.

? Dyer, "Social Factors and Equal Educational Opportunity,” p. 34.
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Climate Effects

School climate has been viewed, likewise, as an important contributor
to school outcome measures. Some indicators of clim;te include teacher
and student attitudes and expectancy, parents' involvement and interest
in student's progress and, more generally, according to a number of re-
searchers, the dimensions of the social and cultural milieu.’*

The difficulty of measuring climate lies in the problem of separating
the composition of classrooms and schools from the individual student's
background. Coleman described the value climate of the school, formed
by the attitudes of students and the peer groupé which operate within
the context of the school, as affecting the student's performance which,
in turn, reflects back upon the attitudes and aspirations of the stu-
dent,’®

Agreeing with Brookover, Spady's study on school resources and chil-
dren found that the social climate, based upon the students in atten-
dance, affects attitudes and values of the students.’® He disagreed with
the EEC Report, however, concluding that school contextual effects do

make a difference on outcomes, and especially when resources are spent

to purchase able, well qualified teachers.?’

7% A. W. Halpin and L. Croft, The Organization Climate of Schools (Chi-
cago: University of Chicago Press, 1973).

S J. 8. Coleman, The Adolescent Societyv: The Social Life of the Teenag-
er, and its Impact on Education (New York: The Free Press, 1961); E. L.
McDill, et. al., "Educational Climates of High Schools: Their Sources
and Effects,” Journal of Sociology 74 (1969), pp. 567-586.

T‘ W. G. Spady, "The Impact of School Resources on Children," in School-
Ang and Achievement in American Society, ed. W. H. Sewell, et. al. (New
York: Academic Press, 1976), pp. 185-223.
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In summary, school context refers to the total instructional environ-
ment which affects the quality and character of school outcomes. ' ?
gchool composition relates to the SES of the students and the immediate
neighborhocd, and reflects the income, education and values of the stu-
dent's family. School climate has been defined by those factors which
establish the personality of the school and measures that include the
attitudes and values of the students and staff.

Findings indicate that schools have a quality that strongly influenc-
es the learning of its students and the attitudes of teachers and pa-
rents. The differences in income, race and class reflect the home, the
neighborhood and the school and produce differences in achievement and

aspirations of students, with schools serving students differentially.

Socioeconomic Status (SES)

As described in Chapter 1, SES or socjo-economic status has been de-
fined as the process of social stratification in a society. Kahl's in-
terpretation of SES includes the dimensions of prestige, occupation,
possessions and income, types of social interaction, class conscious-
ness, value orientations and power.’® Conceptualization of high SES has

implied that those who hold this status are in control of their achieve-

7" Spady, "The Impact of School Resources on Childrem," p. 195.

" G. E. Thomas, K. Alexander and B. K. Eckland, "Access_to Higher Edu-
cation: The Importance of Race, Sex, Social Class and Academic Creden-

tials," School Review 57 (1979), pp. 133-157.

’® J. A. Kahl, "Educational and Occupational Aspirations of 'Common Man'

Boys," Harvard Educational Review 23 (1953), pp. 186-208.
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ment outcomes and use these "rights" to maintain their advantaged posi-
tions.*"

Social class, not entirely based upon economic indicaters, is com-
posed of a combination of several characteristics, s&ch as the economic
groups and associations which one has, those with whom one interacts,
the status of occupation and the prestige in the community.®! Whereas
England's class system is rigid, classes in America are considered to be
mobile, with education considered to be one of the principle routes to
upward mobility.

Social stratification has been defined by Warner's social index, The
Index of Status Characteristics (ISC). The ISC is an objective measure,
which uses symbols of one's status, occupation, source of income, house
type and dwelling area to define sex levels of social stratification:
upper-upper class, lower-upper class, upper-middle class, lower-middle
class, upper-lower class and lower-lower class.®?

While not the only criterion used to define social class, educational
researchers have generally used mean parental education, as the most re-
liable estimate and the primary indicator of social class. Measures of
educational levels for social class groupings have been defined by:
low, fewer than 12 years of schooling, middle, 12 years of schooling,
and high, greater than 12 years of schooling.'?® Also measured are pa-

rents' income level and occupation which have been found to be related

*® Warner, et. al., Social Class in America, pp. 38-39.

'L Ibid., p. 39.

*2 Ibid., pp. 39-43.

*? Morris Rosemberg, The Logic of Survev Analysis (New York: Basic

Books, 1968).
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to characteristics and attitudes of a specific SES level and to strongly
reflect academic achievement levels.®®

SES has been used as a measure of composition in schools, reflecting
the SES of the location of the school. Units of measure of SES have in-
cluded the individual level, the total schoecl level, the community level
or a combination of these levels. This study identified SES of the -
schools relative to the SES of the community, and the compositional
structure of the school was defined by the percentage of low income stu-
dents, the racial mixture, the number of students who continue education
into college the dropout level, SAT scores, and, where available, the
resources or the amount of money spent per student®® (See Appendix.A,

Tables 45-47).

School Context and College Aspirations

As described earlier, the Wilson Study used SES to represent the con-
text or the climate of the school. The contextual effects of schools
have been shown to be related to college aspirations, where the school a
student attends has been found to have an independent effect on the stu-
dent's decision to attend college, over the SES of the student's fami-

ly.ts

e Jencks, et. al., Inequality, p. 65.

*S The School Report Card for Illinois Schools (Chicago: Illinois State
Board of Education, Public Act 84-126, 1986)

** Wilson, "Residential Segregation of Social Classes and Aspirations
of High School Boys," pp. 836-845.
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Wilson's study in 1967, under contract with the U.S. Commission on
civil Rights (USCCR), reanalyzing the data collected in the original EEO
survey, found that the percentage of students planning to attend college
was calculable through consideration of the student'; SES, the SES of
the school, and the proportion of whites attending the school. The
study also found that schools mattered more for the black and low income
disadvantaged students, who were especially susceptible to the quality
of the schools they attended.®” Similarly, in his use of a national sam-
ple of schools, Michael noted that the achievement scores of students
from a high SES background who attended working-class schools were lower
than the achievement scores of students from lower SES backgrounds, who
attended predominantly middle SES schools, thus, concluding that the SES
of a school has a significant effect on achievement, as well as on the
aspirations of students.®® Bain and Anderson, reviewing the relationship
between SES of high school and education plans, also found positive re-
lationships between school SES composition and the college plans of stu-
dents in a given social class. They inferred peer influence was a fac-
tor. Students were more apt to plan on college if they attended an
upper rather than a middle class high school, and least if they were in

a lower class high school.®®

+7 Wilson, "Social Class and Equal Educational Opportunity,” pp. 77-84.

** J. A. Michael, "High School Climates and Plans for Entering College,"
Public Qpinion Quarterly 25 (1961), pp. 385-595.

** Robert K. Bain and James G. Anderson, ''School Context and Peer In-
fluences on Educational Plans of Adolescents,” Review of Educational Re-
Search 44 (Winter 1974), pp. 429-444.
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Boyle's findings indicated that attending a high SES school, in com-
parison to one of medium SES, had a fairly strong effect on student's
aspirations, while almost no difference existed bertween attending a me-
dium SES or a low SES school. Moreover, when investigating ability and
occupational values and controlling for family background, a relation-
ship appeared to exist between a student's ability and values and his or
her college plans.

Jencks reanalysis of EEOR and Project Talent data found middle class
high schools to have contradictory effects on students' college plans
with no measureable resources of policy showing a consistent relation-
ship to the school's effectiveness on boosting school achievement. While
#ttendance in a middle class high school increased a student's chances
of making college oriented friends, it was suspected that a working
class student with lower academic achievement attending a high school
with high achieving students would not become close to high achieving
friends. If that student, however, attended a school with low academic
and high aspiration students, he or she would have more chances at mak-
ing friends.?® Most schools are either high achievement/high aspiration
or low achievement/low aspiration, so that social composition would not
be expected to have much impact in most cases.®!

Sewell, et. al., in the Wisconsin Study of Social and Psychological
Factors in Socioeconomic Achievement, which required over twenty years
of research, examined the joint effects of SES background and ability

and the variance in post-high school educational attainment of stu-

*? Jencks, et. al., Inequality, p. 139.

" Brookover, et. al., Schools Can Make a Difference, p. 197.
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dents.’? The study concluded that SES has no effect on grades in high
school "independent of academic ability, but has strong direct and indi-

ect effects on significant others' influence, and through these on edu-
r g &

cational and occupational attainments."??

Spady, using data from the Sewell and Armer study, found that, be-
cause the study used SES of neighborhood status by area, rather than the
high school social class, and used student sex, SES and I.Q. as indepen-
dent variables on college plans, that the results underrated the school
SES compositional effects. He found a weak positive relationship be-
tween the school's SES composition and college plans when controlling
for students' SES and intelligence. Spady found that social climate af-
fected school SES composition and, further, that school SES composition
had a sizeable influence on students' college plans. The compositional
effect of the school SES was related to the SES of the students’ family.
The largest compositional effect was found for girls attending upper
versus middle class schools, while the difference between middle and
lower SES schools was not significant. The influence on college plans
for boys was greatest in upper SES schools, negligible for those attend-
ing mid versus lower class, and least for lower class students attending

mid versus low class schools.®®

*? William H. Sewell, et. al., "The Educational and Early Occupational
Attainment Process," American Sociological Review 34 (1969), pp. 82-91.

' William H. Sewell and R. M. Hauser, "Recent Developments in the Wis-
consin Study of Social and Psychclogical Factors in Socioeconomic
Achievements," (Madison: University of Wisconsin, Center for Demography
and Ecology, Working Paper 11, 1976), p. 3.

** Spady, "The Impact of School Resources on Children," pp. 185-223.
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Orfield's Chicago School study suggested that race and area are
largely responsible for the widely disparate distribution of education.
The study found that the admission of students to the more select col-
leges and universities is greatly dependent upon the secondary schools
which they attend, with those students who have less adequate prepara-
tion having less opportunity for selection. College plans have been
shown to be higher in high SES schools, whether students' parents were
of higher or lower SES levels.®® With family background controlled, the
school appeared to have a proncunced effect on scholastic ability, and
with ability controlled the effect of the schoel on college plans was
reduced by one-third, suggesting that the higher scholastic ability of
students attending high SES metropolitan schools is a partial explana-
tion for their higher aspirations. Orfield, et. al., found a complex
interdependency system to exist, which is self perpetuating, where the
more affluent children are prepared by their suburban high schools for
higher education. Meanwhile, inner city schools provide less adequate
programs or offer vocationally oriented curricula to prepare students
for the labor market, and a large proportion of these inner city minori-
ty studenfs drop out even before completing high school.®®

According to the 1980 Census data, which reflect the inequalities of
the high school systems, differences in educational attainment by back-

ground, class, race, religion and geographic area were shown to exist.?’

** Orfield, et. al., The Chicago Study of Access and Choice in Higher
Education, p. 5. -

*¢ Ibid., pp. 6-8.

*7 U.S. Bureau of the Census, 1980 Census of the Population, Vol. 1, .
Chapter D. {(Washington, D. C.: U. S. Government Printing Office, 1980).
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Thus, studies would indicate that schools strongly reflect income,
SES, and the racial and ethnic differences of the community in which
they are located, and which are representative of the educational back-
grounds, income and professional status of the stude;ts' parents and
that school context and composition affects the outcomes and aspira-

tions, as well as the values and attitudes, of students of who attend

these schools.

Classroom Grouping

As discussed, the differential success of high schools in developing
the scholastic abilities of their students can be explained in part by
the SES of the family and the school context. The failure of scholastic
ability to explain all of the effects of the metropolitan high schools
suggests the existénce of other explanations, such as within school
groupings, i.e., "tracking", and the influence of peer groups.

Historically, Dewey saw the classroom as a small society; an institu-
tion within a larger society, with individuals brought together because
of social functions to be performed by teacher and students and where
students learn the functions expected of them.®® Parsons, who used the
classroom as unit of analysis, defined it as the most important place,

where formal education is conducted.®® Classrooms, as climate effects,

e Dewey, Democracv and Education, p. 416.

**'T. Parsons, "The School Class as a Social System: Some of Its Func-

;;ons in American Society," Harvard Educational Review 29 (1959), pp.
7-318.
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have been shown to have measurable effects upon the students. The
physical environment, teacher attitude, atmosphere and values of those
in the classroom are related to student achievement and values.!®
McPartland placed the largest emphasis on the peers with which a student
associates,*?! and Goldberg felt the "group personality" of the students
and the teacher, as they interact in the classroom, had the greatest in-
fluence on students’ values.!?

The role structure is important in the definition of a classroom,
where the student is dependent on the teacher. Located in the social
structure in terms of a certain position of one's status, role models
serve as socially defined categories of behavior. The norms of the
structure define the patterned behavior acted out in these particular
status roles.!?® Teacher attitudes, methods and effectiveness influence
the classroom climate, and their expectations of students' ability have
been shown to have an effect on students' attitude and output.!® The

complexity of relationships in the the classrooms, including age, per-

sonality and SES, have been found to affect individual learning, and af-

1% McDill and Rigsby, et. al., "Institutional Effects on the Academic
Behavior of High School Students,” p. 188.

11 J. M. McPartland, "The Relative Influence of School Desegregation and
Classroom Desegregation on the Academic Achievement of Ninth Grade Negro
Students," Baltimore: Johns Hopkins University, Center for Social Organ-
ization of Schools, 1967.

12 . Goldberg, et. al., The Effects of Ability Grouping (New York: Co-
lumbia University, Teachers College Press, 1966).

'3 Steven I. Miller, An Introduction to the Sociology of Education (Cam-
bridge, Mass.: Schenkman Publishing Co., Inc., 1977).

'* R. Rosenthal and L. Jacobson, Pygmaglion in the Classroom: Teacher
Expectation and Pugils' Intellectual Development (New York: Heolt, Rine-
hart & Winston, 1968).
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fect it differently depending on the students' characteristics.'® Teach-
er roles and roles of other school members also affect student outcomes

jn academic achievement and their self concept of abilities and self re-

liance.

Classrooms, grouped on the basis of achievement or ability, have had
the effect of creating inequalities by the fragmentation of students
into homogeneous groups, often leading to differences in teacher and
student expectations and, as a divisive measure between groups, has been
interpreted as racial discrimination in some schools where honors class-
es may include more white students, while lower or remedial classes are
made up of predominantly black students.'® Even when students are ran-
domly assigned in ungrouped classes, teachers often group them by abili-

ty within the classroom.!?

'* G. J. Anderson and H. J. Walberg, "Classroom Climate and Group Learn-
ing," International Journal of the Educational Sciences 2 (1968), pp.
175-180.

'* Samuel Bowles and Herbert Gintis, "I.Q. in the United States Class
Structure,” in Power and Ideology, eds. J. Karabel and A. H. Halsey (New
York: Oxford, 1968), pp. 215-232.

'7 Ray Rist, "Student Social Class and Teacher Expectations: The Self
Fulfilling Prophecy in Ghetto Education,” Harvard Educational Review 40
(August 1970), pp. 411-450.
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SES‘and Student Outcomes

After the EEO Report, on SES, relative to other variables that had an
effect on academic achievement, "cultural deprivation” was hypotﬁesized
as a further explanation of poor school performance. The social and
cultural influences of the home were shown to have a great bearing on
fhe student's motivation and performance in school, where low SES family
status interfered with all school learning, but especially with learning
to read.!'® Some educators and sociologists, however, felt that focusing
on low SES groups provided a distorted image of the low SES family.1!®
While money, per se, did not explain more than 15 percent of the overall
difference in attainment between students from different class back-

1% poverty was found to be largely responsible for students'

grounds, !
absentee and dropout rate, due to malnutrition, disease, mental retarda-
tion or to lack of money for basic supplies or clothing.!'! The Moynihan
Report, likewise, argued that children from low income homes, broken

homes, where fathers were absent, and uneducated homes had inferior out-

comes in school.!!?

* Robinson, Why Pupils Fail in Reading, p. 17.

' Andrew Billingsly, "Black Families and White Social Science," Journal
of Social Issues 26 (1970), p. 133.

'1% Jencks, et. al., Inequality, p. 139.

11 H. McKay, et. al. "Improving Cognitive Ability in Chronically De-
prived Children,' Science 200 (1978), pp. 270-278.

'12 Daniel Moynihan, The Negro Family: The Case for National Action U.S.
Department of Labor. Office of Planning and Research. Washington, D.C.,
1965.
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1

The "War Against Poverty," a federally funded program for the disad-
vantaged under the Elementary Secondary Education Act of 1965, was begun
in an effort to upgrade education and equalize educational output.
Preschool programs, such as Headstart, high school péograms, such as
Follow Through and Upward Bound, and desegregation measures attempted to
bring the low income, racial minority student into higher level educa-
tion schools, with varying results.!!? The programs were found to make
less difference in a child's achievement than did the variation in his
or her family background.!!* Educators and researchers reported that
lower SES children benefitted most from integrated schools, teacher
quality and teacher interesg in reading achievement.!!$

Boocock and Coleman agreed that for most minority groups, particular-
ly black schools, no opportunity was provided to overcome the deficien-
cies that accompanied low SES, and, in fact, students in these schools
fell further behind the white majority in those developmental skills
which are critical to making a living and joining the larger society.'!®

The average black student at grade six was found to be 1 3/4 years
behind the average white student in reading achievement; at grade 9 to

be 2 1/2 years behind; and at grade 12 to be 3 years behind. Puerto Ri-

can children at grade 6 were found to be 3 years behind white children

113 Nancy St. John. School Desegregation: Qutcome of Children (New York:
Wiley and Soms, Inc., 1975).

116 0.
Ibid.
E. A. Hanushek, "Throwing Money At Schools," Journal of Policy Analysis
and Management 1:1 (Fall 1981), p. 87.

'1%* Coleman, "The Concept of Equality of Educational Opportunity," PP -
18-21.

1% Tbid Boocock, Sociology of Education: An Introduction, p. 18.




and 1 1/% years behind black children. Furthermore., this trend
continued over the next six grades.!'’ Causes have been attributed to
family conditions, deficiencies in facilities and programs of metropoli-
tan area public schools. Likewise, ethnicity, SES, cultural depriva-
tion, expectations, emotional disturbances, segregation and integration
all affect class work and self concept of the student.!!?®

The EEQ Report called attention to the need for equality in black and
minoritvy education, as it looked at the educational development of mi-
nority group children.

Dver felt that Coleman's data did not support the assertion that a
minority pupil from a home without much educational strength, placed
with schoolmates with strong educational backgrounds,would be likely to
increase his or her achievement levels, and, in fact, if moved from one
group to another, the change may actually be the reverse of Coleman's
expectations.!?® Dyer criticized Coleman for placing too much emphasis
on verbal learning while neglecting the importance of the development of
student attitudes and outlook.!2®

Dentler found that taking into account the influence of SES back-
ground on achievement children from higher SES backgrounds showed a con-
sistent advantage over others in lower income and lower occupational

status. Levels of aptitude varied with SES composition of the school,

and children in integrated schools showed a better total performance.

117 R, Dentler, et. al., The Urban R's (New York: The Center for Urban

Education, 1967), p. 99.

11% Tbid., p. 289.
1% Dyer, "Social Factors and Equal Educational Opportunity,” pp. 48-52.

120 1bid., pp. 38-56.
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whenever class distinctions were evident within racial groups, achieve-
ment and self concept tended to be highly related to SES. Levels of ap-
titude varied with SES of the school. Dentler found self image of black
children, as compared to that of white children, tenéed to be extremely
jow. Even black middle class children rarely showed a positive self
concept, whereas the self concept of white children in general was posi-
tive. Low SES Puerto Rican children were even less negative than low
SES black children.???

Dentler showed facilities and curriculum to have the least effect on
achievement, with teacher quality next, and backgrounds of fellow stu-
dents as the most significant for educational achievement,!?? Although
there is disagreement over the way in which family background and status
ultimately affect educational achievement, the effects seem to be both
directly and indirectly related to other variables related to related to
achievement.'?? From a reanalysis of several surveys, Jencks estimated
that family background explained close to half of the variations in edu-
cational attainment.'?* The best general predictor of success in school
is the SES of the student's family, and this relationship between family
SES and academic achievement has been found to be common to every West-

ern socjety.??®

21 DPentler, et.al., The Urban R's, p. 99.

122 1y44.

123 Boocock, Students, Schools, and Educational Policy, p. 41.

124 Jencks, et. al., Ineguality, Chapter 5.

128 4, Inkeles, "The International Evaluation of Educational Achieve-
Dent: A Review," Proceedings of the National Academy of Education, &
(1977), pp. 139-200.
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SES and Cultural Differences

Studies have shown that the values placed on education, attitudes to-
ward learning, motivation, acceptance of school rules and expectafion of
students vary by SES levels. Students from poor cultural backgrounds
are often ill prepared for the learning experience in the classroom and
possess an unfavorable attitude toward school, resulting in lower
achievement outcomes.'?® They often have difficulty in acclimating to
the classroom environment, which is based largely upon middle class
norms . Laosa's research examined the relationship between the teacher's
style and the effects it had on a particular population of students.

The study found that those mothers who had more experience in school
tended to use teaching and discipline strategies at home patterned after
those used at school, which had adaptive value in the child's adjustment
to the classroom.!2?’

Rosen has classified the typical middle class family value system ahd
child rearing pattern as an "achievement syndrome" which produces high
actual achievement in school and orients the child toward success in
school and later life.}!?*®

Lower SES children often start school with a verbal disadvantage

which may be related to the parents own lack of verbal facility and lim-

'?¢ Luis M. Laosa, Families as Learning Environments for Children, ed.
Luis M. Laosa and Irving E. Sigel. (New York: Plenum Press, 1982).

127 Tbid.

' B. C. Rosen, "The Achievement Syndrome: A Psychological Dimension

;g Social Stratification," American Sociological Review 21 (1936), pp.
3-211.




jted verbal communications at home.!??

Entwistle found that, while inner city black children actually en-
cered school with greater linguistic skills than white suburban chil-
dren, by third grade, the suburban child, whether bl&e collar or-upper
middle class, had surpassed the inner city children, whether black or
white.!?? .

Kohn's study of patents' discipline and control of their childrens'
behavior found differences between social classes. Working class moth-
ers were more concerned about the qualities of respectablity, middle
classes were more interested in standards of conduct, and higher classes
were more interested in having their children be in control of their en-
vironment and be able fé.get along with others. Lower SES parents re-
flected values of conformity and obedience to rules, or authority, and
having the external appearance that make a child acceptable to adults.
They selected good manners, neatness, cleanliness, and obedience as im-
portant, while higher SES parents selected self control, responsiblity,
consideration for others and emphasis upon self direction as the more

important qualities for their children.!??

123 Boocock, Sociology of Education: An Introduction, p. 42; Basil Bern-
stein, "Social Class and Linguistic Development,” Education, Economy and
Society, ed. A. H. Halsey, et. al. (New York: Free Press, 1961}, pp.
288-314; Bernstein, "Social Class, Language and Socialization," Power
and Jdeology in Education, eds. J. Karabel and A. H. Halsey (New York:
Oxford, 1977), pp. 473-486.

3% Doris Entwistle, "Semantic Systems of Children: Some Assessments of
Social Class and Ethnic Differences,' in Language and Poverty: Perspec-
tives on a Theme, ed. F. Williams (Chicago: Markham, 1970).

131 M. L. Kohn, "Social Class and Parental Values," American Journal of
Sociology 64 (1959), pp. 337-351; , "Social Class and Parent
Child Relationships: An Interpretation," American Journal of Sociology
68 (1963), pp. 471-480.
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Race and Student Outcomes

Goldberg showed that a positive relationship exists between school
jntegration and pupil achievement and that collective orientations of
the student body impact on the individual student's interest in academic
endeavor. Segregated schools showed a decline in achievement and low-
ered self concept. The study found that low SES children rarely at-
tained high achievement levels, even when their self concept was high.
Peer values regarding school achievement were especially signifiecant in
regard to the lower SES child.???

The EEQ Report revealed the marked sensitivity of black students to
the social environment of classrooms.!®? Moynihan reported that, while
schools differed in the degree of impact they had on a student's
achievement, the average white students' achievement was less affected
by the strength and weakness of the schools facilities, curricula and
teachers than was the average minority pupils'.!?®* Wilson has also sug-
gested that black students are more affected by the quality of the
teachers than are white students.!?%

Katz disagreed with the EEO Report and theorized that the difference
in early socialization of academic motivation accounted for some of the

favorable effect on blacks, due to teachers and classmates' competence

32 Goldberg, et. al., The Effects of Ability Grouping, pp. 56-58.

'3 Coleman, "The Concept of Equality of Educational Opportunity,"” p.
18-21.

3% Daniel Moynihan, The Negro Family: The Case for National Action
(Washington D. C.: U.S. Department of Labor, 1965).

7% Wilson, "Social Class and Equal Educational Opportunity,” p. 84.
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and attendance in predominately white schools. He believed that the low
achieving black student tends to use expressions of interest and ambi-
tion as verbal substitutes for behavior he cannot attain. and that

blacks have unrealistic self devaluation and strong anxiety in raéially
isolated institutions, which accounted for these differences.'’®

The Spady report showed that racial integration increases formal
achievement levels of blacks and stimulates aspirations for success. In
an analysis of studies, with regard to SES effects within the school,
they found the influence of the dominant SES factor in the school upon
individual aspirations and achievement, i.e., low SE$ students could
‘achieve better in high SES schools, and noted that black and white chil-
dren respond differently to specific school resources, not only in con-
sistency of effects but alsc in direction. They felt an important area
of influence for blacks regarded teachers, and the best resource alloca-
tions were those that purchased able teachers, rather than credentials,
curricular materials or modern facilitjes. Further, those teachers suc-
cessful with blacks were more likely to be black, young, and inexperi-
enced, with a preference for working with low ability students.!?’

Entwistle, et. al., found that experimental treatments were more ef-
fective with boys than girls and greater success was generally achieved

with inner-city black children when black adults were used.'?*

'3¢ Irwin Katz, "Academic Motivation and Equal Educational Opportunity,"

Harvard Educational Review 38:1 (1968), pp. 30-40.

137 Spady, "The Impact of School Resources on Children," pp. 185-223.

'** Entwistle, "Developmental Sociolinguistics: A Comparative Study in
Four Subcultural Settings," pp. 67-84; , 'Semantic Systems of

ghildren: Some Assessments of Social Class and Ethnic Differences,"” p.
8.



58

Bowles and Levin found that most black students who attended
predominantly white schools, if voluntarily, performed considerably bet-
ter than those students who were found in schools with lower concentra-
tions of whitesi Also, as most black schools were located in the'inner
city and were characterized by substantially lower expenditures and low-
er outcomes, parents who could afford to send their children elsewhere
did so.??®

The McDill, et. al., study concluded that active parental concern re-
.garding the quality of their childrens' education was the major source
of variability in school climates, leading to significant differences in
student outcomes, even with important resources kept constant.!*®

Harvey and Slatin found teachers' expectations of childremns' academic
success or failure was strongly related to race and perceived SES as
they observed photos of the children, where white children and children
perceived as having high status more often were chosen for success.'*!
Schools have, thus, been shown to affect student behavior, attitudes and

academic outcomes, with race and SES especially differentially related

to student behavior and self concepts.

'® Samuel Bowles and H. Levin, "Toward the Equality of Educational Op-
portunity?" Harvard Educational Review 38 (1968), pp. 89-99.

1% McDill, et. al., "Educational Climates of High Schools: Their Scurc-
.es and Effects,” pp. 568-572.

! D. G. Harvey and G. T. Slatin, "The Relationship Between Children's
SES and Teachers' Expectations: A Test of Middle-Class Bias Hypothesis,"
Social Forces 54 (1975), pp. 140-159.
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Self Esteem

To review, as defined in Chapter 1, attitudes may be defined broadly
as, 'the sum total of a (person's) inclinations and £eelings, préjudice
or bias, preconceived notions, ideas, fears, threats and conviction
about any specific topic."'*? Self esteem has been defined as the judge-
ment and attitude an individual holds about himself or herself. Many
social psychologists have acknowledged the importance of self esteem and
a healthy attitude toward oneself.*? Coopersmith's conceptualization of
self esteem is the evaluative component of the self esteem which refers
to one's feelings of self worth, and of self concept as the individu-
als's perception of himself or herself as a person, which includes his
or her abilities, appearance, performance and other phases of daily liv-
ing.'** The evaluation an individual makes with regard to himself or
herself indicates the extent to which he or she believes himself or her-
self to be capable, significant, successful and worthy, and is reflected
in individual performance. A basic need to feel good about oneself,
mentally, physically and emotionally is responsible for ultimate motiva-
tion.!*® Educators have found that an individual's perception of himself

or herself is derived largely from the reflected appraisal of others.'®®

142 Thurstone and Chave, The Measurement of Attitude, p. 19.

'*? C. R. Rogers, On Becoming a Person (Boston, Mass.: Houghton Mifflin,
1961) .

144 Coopersmith, The Antecedents of Self-Esteem, pp. 4-5.
%% Ibid., pp. 4-5.
¢ M. Mead, "The Young Adult,"” in Values and Ideals of American Youth,

ed, E. Ginzberg (New York: Columbia University Press, 1961), pp. 37-51;
Wylie, The Self-concept: Theory and Research on Selected Topics, p. 4.
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Brisset found self esteem includes two basic psychological processes,
self evaluation and self worth. Self evaluation, as the value one places
upon himself or herself and self worth which includes a sense of compe-
tence, based on intrinsic rather than extrinsic determinants, as dne who
is in control of his or her own actions.!®’ Burns included self worth in
self concept, with self as knower or experiencer, and determines self
esteem can be measured as self evaluation.'“® Rosenberg incorporated
ascribe& and attained statuses in social identity. He found environ-
ment, sociopsychological and significant others to be factors in self
esteem. Individuals will accept the opinions and emulate as significant
others, those whom they admire, who are important to them and whose val-
ues they respect.!®?

Definitions of self esteem vary from wide to narrow conceptionaliza-
tions and are not always seen as synonymous terms. The term self esteem
has often been used in a broad concept, where it encompasses many unde-
fined variables, and has been found as a personal judgement of worthi-
ness, significantly associated with personal satisfaction and effective
functions in locus of control studies.!®® Academic achievement, family,
physical appearance, socialization, and self worth have been seen as es-
sential to self esteem. Derived from the integration of feelings in
specific self esteem, self worth relates to behavior, physical appear-

ance, intelligence and the social and emotional self. Persons may vary

'*7 Brisset, "Toward a Clarification of Self-Esteem,” pp. 255-263.

1es Burns, The Self Concept, p. 85. -

1“? Rosenberg, Conceiving the Self, p. 1é.

180 Coleman, Campbell, et. al., Equality of Educational Opportunity, pp.

320-321.




61

in their levels of area specific self esteem, thus, one cannot assume

that factors related to differences in general self esteem will also

significantly affect area specific self esteem. 1!

James found anxiety and self esteem to be closely-related, witﬁ cre-
ative persons ranking high in self esteem. There are necessarily areas
where individuals are not in control, as of their physical traits, fami-
1y backgrounds, academic échievements, and of those who interact upon
them and give appraisals of them as parents, teachers, and peers. A po-
sitive self esteem is necessary during this transitional period of late
adolescence where students have stress due to conflicts regarding inde-
pendence, sexuality, morality and vocational choice or career aspira-
tion.'%? Values formed in early years influence their goals.!®?

Age has alsoc been found to be a potent mediator of adolescent devel-
opment, since some aspects of self esteem change with age.'** One study
which assessed the effects of gender, race and social c¢lass on the self
esteem of high school students, using Rosenberg's General Self Esteem,
Piers-Harris Children's Self Concept and Broockover's Self Concept of
Ability and School Achievement Scales, found females, whites and lower

social class adolescents were consistently lower in their self esteem

scores than were males, blacks and upper SES teenagers. High SES white

'*1 Richman, Clark and Brown, "General and Specific Self Esteem in Late
Adolescent Students," pp. 555-566.

182 o W.Purkey and J. M. Novak, Inviting School Success (Belmont, Ca.:
Wadsworth Publishing, 1984).

;;3 William James, The Principles of Psychology (New York: Holt Co.,
90).

1
** H. p. Thornburg and R. M. Jones, "Social Characteristics of Early

Adolescence: Age Versus Grade,” Journal of Early Adolescence 2 (1982),
PP. 229-239,
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students were lower on the happiness and behavior self esteem measures
than black students and white middle class students. Black males and
white females were less confident in their school ability than were
black females and white males, and white females were found to be lower
jin general and happiness self esteem than all other gender by race sub-
groups.155 This and other studies have shown that peers are extremely
jmportant among high school students, possibly due largely to the fact
that these students are in a formative period of self concept.

A study by Hauck and Loughead found that adolescents low in self es-
teem are likely to use self monitoring techniques as a defense against
inadequate feelings.'®® Adolescents adept at self monitoring apparently
had mastered, to a high degree, the social competencies known as poise,
ascendance, self assurance, and inter personal adequacy, while low self
monitoring youth had not. High self monitors appeared to be competent
and confident in social interactions, but apparently when the manipula-
tion of expressive behavior was escalated to high levels, such traits as
other centeredness and concern for the reaction of others were sacri-
ficed. The significant interactions imply generally, that the adoles-
cent with higher levels of self esteem and self monitoring behavior is
most sensitive to social relationships and is less fearful of engaging
in self revelation and, thus, more willing to try on various social im-
ages, Overall, the interaction of self monitoring and self esteem has a

negligible influence on a wide range of personality traits. Their con-

'*% Richman, Clark and Brown, "General and Specific Self Esteem in Late
Adolescent Students,” pp. 560-563.

%€ ¥. E. Hauck and M. Loughead, "Adolescent Self-Monitoring," Adoles-
cence 20:79 (Fall 1985), pp. 567-574.
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clusions were that low self esteem adolescents could in some cases mask
their negative self findings through self monitoring and be difficult to
jdentify and help. Males with low self esteem and high self monitoring
could be engaging in defensive postures to protect a-perceived negative
self and females with lower self esteem displayed greater social pres-
ence than males.!®’

Elliot postulated that self esteem may be associated with a fabricat-
ed self image with the rationale for this relationship resting on the
notion that youths with high self esteem approved of their self image
and, thus, found no need to invent acceptable facades to conceal their
true feelings.!%® Those with low self esteem felt that they were too im-
perfect and became anxious at the thought of an accurate self presenta-
tion. While they presented a false front to others they masked their
true feelings. This false impression frequently is more socially desir-
able and may lead to self fulfilling prophecies, which in the long run
may produce a healthier self image. However, this deception also can
contribute to disillusionment and a failure to establish an adequate
identity.

Ornstein and Rosenfield found that the poor self image of the disad-

vantaged child often leaves him or her dispirited and rejected, in turn

rejecting school.!®® A study of a group of elementary school students

'*7 Ibid., p. 573.

%% 6. C. Elliot, "Self-esteem and Self-presentation Among the Young as
8 Function of Age and Gender," Journal of Youth and Adolescemce 11
(1982), pp. 135-153.

IT’_A. Ornstein and S. Rosenfield "Envirommental and Other Factors Which
Mitigate Against Disadvantaged Youngsters in School," Contemporary Edu-
Cation, 49:4 (January 1968), pp. 156-160.
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who were overly aggressive or overly withdrawn, habits which can often
jead to underachievement in the classroom, were found to be from from
low SES backgrounds in the school. Using Rotter's Test of Self Concept
and teacher evaluations to assess student self concept, a prograﬁ was
designed to use parent volunteers as tutors on a one to one basis out-
side the classroom twice per week for fourteen weeks to encourage stu-
dents in academic tasks. The findings were positive, and students im-
proved in math and reading. as they progressed in viewing themselves
more positively.?®? Many studies have shown achievement, to some degree,
dependent on how children view themselves and their ability.?*?

In summary, self-esteem incorporates the processes of self-evaluation
and self-worth and includes many factors, one of which is academic

self-concept.?®?

Reading as a Measure of Academic Achievement

Different measures used to represent academic achievement have in-

cluded verbal scores as cognitive achievement for outcome measures,'®?

as well as science and foreign language. The Shaycroft study found it

%% 3. Van Boven, "Improving Self-Concept: A Possible Aid to Increased
Achievement and More Desirable Behavior." Unpublished Ph.D. disserta-
tion, Nova University, Ft. Lauderdale, Fla.,( April, 1973).

'¢1 Spady, "Mastery Learning: Its Sociological Implicatioms," p. 115;
Coleman, "The Concept of Equality of Educational Opportumity," pp.
18-21,

'*2 Brisset, "Toward a Clarification of Self-Esteem," pp. 255-263.

162 Coleman, Campbell, et. al., Equality of Educational Opportunity.




was in the areas of subjects which students study in school, such as
literature, mathematics, business subjects, science, etc., that substan-

tial differential effects among schools exist, even when differences in

SES levels have been accounted for.'®*

Educators have traditionally considered achievement in reading to be
the crucial criterion which predicts success in the academic arena.

Most studies have used reading to measure student outcomes and reading
was chosen in this study to define academic achievement because it is
both one of the most important aspects of school experience and a neces-
sity if one is to function in society. As schools are essentially read-
ing schools, the student who has difficulty, falls behind in the basic
skills of reading (word recognition, comprehension, vocabulary building
and study skills) at the elementary level will be severely handicapped
in all subject areas.

The central part of compulsory education as a preparation for adult
life is the acquisition and application of literacy. The first step in
schoel for the child is learning to read, as reading is essential for
acquiring the knowledge of what society sees as significant. This early
encounter with school knowledge shapes a child's perception of himself
or herself as learner. The relationships between reading and math,
reading and spelling and reading and verbal ability have been estab-
lished in a number of studies. This study will examine only the rela-

tionship between reading and the student's self perception.

'** M. Shaycroft, The High School Years: Growth in Cognitive Skills

(Pittsburgh: American Institute for Research and School of Education,
University of Pittsburgh, 1967).
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Reading Achievement and Seif-Concept

A relationship between individual student achievement and individual
self concept of ability has been found to be significant by many re-
search studies. The construct of self concept is very broad and in-
cludes many factors. How a student views academic skills and how these
skills are valued will define a student's values and goals. Studies
have found that students reflect those'skills which are important to the
school and which are reinforced by peers, teacher attitudes and school
climates.'®® Student academic achievement is related to self concept, or

186 and many studies

the way a student feels about himself or herself,
relate academic achievement and self concept, indicating that the at-
tainment of a satisfactory level of self esteem is a prerequisite to
achievement in reading comprehension. Robinson, for instance, demon-
strated that self concept is a both a predictor and correlate of reading
ability.?®? The reading specialist, Spache, alsc found that family atti-
tudes and aspirations, striving for sexual identity, peer relatioms,
race and teacher pupil interaction all impinge on self concept and aca-

demic success.'®® Butowsky and Willows observed that children from first

and second generation immigrant families, and especially bilingual fami-

168 Coleman, The Adolescent Society: The Social Life of the Teenager, p.
42; MeDill, et. al., "Institutional Effects on the Academic Behavior of
High School Students,” p. 194.

166 Coopersmith, The Antecedents of Self-Esteem pp. 4-5; R. C. Wylie,

Dynamics of Personal Adjustment (Boston Holbrook Press, Inc., 1975);
Brookover, et. al., Schools Can Make a Difference, p. 7-9.

**7 Robinson, Why Pupils Fail in Reading, p.89.

%% 5. D. Spache, Investigating the Issues of Reading Disabilities (Bos-

ton: Allyn and Bacomn, 1976).
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lies, reflect poor self image and may lack motivation and self confi-
dence needed for successful reading.'®® Curil's study which examines the
relationship between self esteem and grades of Hispanic students and the

length of exposure to bilingual education agreed with this observa-

- 170
tien.

Caslyn, in a study combining data from four separate research pro-
jects, examined the pattern of causal predominance between general self
concept, academic self concept, locus of control and school achievement.
Using the independent variable of academic grade point average and the
dependent variable of self concept, the study found that grade point av-
erage was related to self concept, interests and anxiety in students.?’?

Sweet and Burbach examined the pattern of self esteem and reading
comprehension, vocabulary and spelling achievement to ascertain which
condition bore the greater prevalence. Although no pattern of predomi-
nance in the relationship was found between vocabulary and self esteem,
they showed that levels in increases in self esteem are followed by in-
creases in reading comprehension, and that these increases in reading
ability raised the level of self esteem. This led them to suspect the

existence of an unidentifiable intervening variable relating to self

concept and school ability.!7?

'€? Irwin S. Butowsky and Dale M. Willows, "Cognitive-motivational
Characteristics of Children Varying in Reading Ability." Journal of Edu-
cational Psychology 72:3 (June 1980), pp. 408-422.

170 4. Curil, "Achieved Reading Level, Self Esteem and Grades as Related
to Length of Exposure to Bilingual Education," Hispanic Journal of Be-
havioral Sciences 2:4 (December 1980), pp. 381-400.

71 R, 7. Caslyn, "Self-concept of Children and Their Intelligence,
zchievement, Interests and Anxiety,” Childhood Education 3 (1967), pp.
36~438.




68

Coleman has been criticized for treating the noncognitive variables;
self concept, interest in learning and sense of control of the environ-
ment as conditions of learning; however, he pointed out that students’
self concept explains more of the achievement variable than the other
two non-intellective variables.'”?

Carkhuff and Schubert suggested that positive self esteem may be the
key variable in developing social competence and showed that a child's
salf concept has a significant influence on how the child behaves. Cne
who has a negative perception does not attempt new tasks, believing he
or she will fail, and upon experiencing a failure, reinforces this neg-
ative self fulfilling prophecy. Conversely, a student with a positive
self perception readily accepts new challenges, believes in his or her
ability to overcome obstacles and is more confident and has more contrel
of his or her life.!”* The EEQ Report examined student achievements and
found a relationship to exist between student achievement levels and
self concept of ability, as well as a relationship between ability and

self reliance.}7%

172 Anne E. Sweet and Harold Burbach, "Self Esteem and Reading Achieve-
ment," Annual Meeting of the American Educational Research Association
(New York: April 1977).

173 Coleman, The Adolescent Society, pp. 82-96.

17% R. Carhuff, Toward Actualizing Human Potential (Amherst, Massachu-
Setts: Human Development Press, 1981); D. G. Schubert, "Reading Im-
Provement Through Self Concept Development,' Reading Improvement 15
(1378), pp. 157-160; H. M. Lefcourt, "Internal versus External Controls
of Reinforcement,” Psychological Bulletin (1966), pp. 206-220.
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A positive relationship also appears to exist between the individu-
al's self concept in a given subject and his or her accomplishment in

that subject.'’® Esteem may vary across different areas of experience,

and be related to sex, age, and role defining conditions.'’’

Environments which were deprived caused low self concept in children
and the lower the self concept the lower the test scores.'’® Self con-
cept, whether from environment, physical or psychological origins, in-
fluences & person's views of himself or herself and his or her perform-
ance and, thus, may may influence school achievement and educational
plans.

Coleman found differences in relationships between self concept and
school achievement, with self concept less important for black children
for achievement than for whites. For middle class children self concept
was one of the most important factors in school achievement. Because
black students felt less in control of their environment, they did not
place as high a value of self concept on ability as it related to aca-

demic outcome.!7”?

7% Thomas and Cresimbeni, Guiding the Gifted Child, p. 12.

177 Coopersmith, The Antecedents of Self Esteem, p. 17.

178 1pid.

'7® Coleman, "The Concept of Equality of Educational Opportunity,” pp.

320-321.
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Motivation

To the degree which a student believes his or her own efforts are re-
sponsible for the academic outcomes, the more he or she forms self con-
cepts related to success or failure. The motivational aspect of reading
has been found to be an important factor where expectancy effects are
related to self concept. To support or protect their self-esteem, as in
taking credit for successes and blaming other factors for failure, how
strongly a person feels about his or her own ability and effectiveness
determines whether he or she will even attempt to cope with difficult
situations.!?®?

In perceiving causality, the main issue is whether to attribute an
event to internal states or to external forces. External attributions
would accredit causality to something external, 4s the environment, an-
other person, role constraints or luck, while internal attributions
would involve personality traits, motives, emotions, attitudes, effort,
abilities and mood.!*! Those students who have control over their own
behavior and who perceive an outcome of their behavior to be a conse-
quence of their own action will perform tasks better than individuals
who perceive behavioral outcomes as a result of luck, or fate, or "pow-

erful others".!*? The adolescent who places blame on society for his or

'*% Miles Hewstone, and Serge Moscovici, '"Social Representations and
Social Explanations: From the 'Naive' to the 'Amateur' Scientist," in
Attribution Theory, ed. Miles Hewstone (Oxford, England: Basil Blackwell
Publishers, 1983), p. 75.

'*1 B, Weiner, "A Theory of Motivation for Some Classroom Experiences,"
Journal of Educational Psvchology 71 (1979), pp.13-25.

'®2 J. B. Rotter, "Generalized Expectancies for Internal Versus External
Control of Reinforcement," Psychological Monographs 80:1 (1966), p. 609.
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her own failures often alleviates his or her own sense of duty and re-
sponsibility. The student who accepts his or her own efforts and abili-
Ty for his or her success or failure is more able to build self esteem
than the student who places the blame on external cadses.

One study found that the adolescent with higher levels of self esteem
was more sensitive to social relationships and less fearful of engaging
in self revelation. Adolescents who were adept at self monitoring had
mastered the social competencies known as poise, ascendance, self assur-
ance, and interpersonal adequacy, while low self monitoring youth had
not. Low self esteem adolescents could, in some cases, mask their neg-
ative self findings through self monitoring and, thus, present a more
socially desirable front to others. Males with low self esteem and high
self monitoring could be engaging in defensive postures to protect a
perceived negative self while females with lower self esteem could be
displaying a greater social presence than males.!®?

Values which families place on achievement and educatiomal aspira-
tions also influence student's outcomes, with white parents generally
having more concern than black parents. Teacher expectations enter into
this self expectation of the student. Motivation, or the need to suc-
ceed, deals with the value or worth placed on excelling.

Within the general framework of attitude research there has been an
increasing amount of attention directed to the relationship between at-

titude and motivation, with motivation identified as a large factor in

both learning and retention.!®* Unfavorable home conditions as well as

%3 Hauck and Loughead, "Adolescent Self-Monitoring," p. 569.

'** Robinson, Why Pupils Fail in Reading, P. 45.
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deprivation of suitable physical surroundings and an atmosphere lacking

in acceptance, security and affection are a major factor in reading

p]:oblems.“s

Rotter implies that skill or ability are the key determinants of the
outcome for the individual who perceives himself as being internally
controlled, with chance or fate as the causal factor for the individual
who perceives himself as being externally controlled.!®® Flanders and
Sulo concur that the construct of internal versus external locus of con-
trol tends to predict learning performances.'®’?

Teacher/student relationships have been shown toc be a causal factor
in students' self esteem and pattern of success or failure.!®® Studies
found students’' self acceptance to be significantly determined by their
reading level. Students who received disapproval from teachers, parents
and peers, based upon performance in reading, exhibited a lowered self

image.“9

%5 R. J. Havinghurst, '"Conditions Productive of Superior Children,” in
Studies in Adolescence, ed. R. E. Brinder (New York: Macmillan, 1963).

186 3. B. Rotter, "Generalized Expectations for Internal Versus External
Control of Reinforcement,"” Psychological Monographs 80:1 (1966), pp.
609-610.

1*7 Ned Flanders and H. Sulo, "The Effect of Teacher-Pupil Contacts In-
volving Praise on the Sociometric Choices of Students," Journal of Edu-
cational Psychology 5 (1960), pp. 65-68.

'** L. Lightfoot, "Politics and Reasoning: Through the Eyes of Teachers

and Children," Harvard Educational Review 43:2 (May 1973), pp. 197-244.

160y, Nelson, "Locus of Control, Self Esteem and Field Independence as
Predictors of School Achievement Among Anglo American and Mexican Ameri-
can School Children," Hispanic Journal of Behavioral Sciences 2:4 (De-.
cember 1980), pp. 323-325.
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Even though many theorists assume that a relationship exists between
self-concept and school achievement, they disagree on a causal relation-

ship. Hansford and Hattie., who evidenced only a small positive average

° and both Caslyn and

correlation between self-concept and achievement,®®
Pottebaum, er. al., who found evidence that a significant correlation
exists between self concept and achievement, did not imply causation,
either from self concept to achievement nor achievement to self con-
cept. 191
Causal links have been found, however, between learning and delin-
quency, demonstrating that student failures in basic subjects may be di-
rectly related to differences in the ways they perceive themselves.
Failure in the c¢lassroom often manifests itself in antisocial behavior.
A child who has learning problems and experiences continued failure in
the classroom situation often develops a negative self concept, result-
ing in a high level of frustration and may become submissive, withdrawn
or antisocial, and may dropout, may turn to drugs, exhibit negative be-
havior, or may associate with others like himself of herself.®? In a

study of juvenile delinquents it was noted that nearly 100% of these de~

linquents were significantly below their age and grade in academic per-

129 B, C. Hansford and J. A. Hattie, "The Relation Between Self and
Achievement /Performance Measures," Review of Educational Research 52
(1982), pp- 123-142,

191 . JI. Caslyn, The Causal Relation Between Self-Concept, Locus of
Control, and Achievement: A Cross-Lagged Analysis Ph.D. dissertation,
Northwestern University, 1973. Dissertation Abstracts International,
42, 4076a; S. Pottebaum, T. Keith and S. Ehly, "Is There a Causal Rela-
tion Between Self-Concept and Academic Achievement?” Journal of Educa-
tional Research 79:3 (January/February 1986}, pp. 140-144.

2 E. A. Allen, "Attitudes of Children and Adolescents in School," Ed-
bcational Research 3 (1960), pp. 65-80.
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formance-l ¥ 0f low achieving students in a Minischool study, only four

of the 125 dropouts or near dropouts had normal self esteem levels.!?®

Kifer suggested that both success and reward are important to future
deve lopment and that this accrues over years, leading to growth of self
concept. **° One's intellectual ability, self esteem and feelings of re-
sponsibility for one's own progress are needed for building confidence.
As students experience more success in academic endeavors, they value

themselves more positively and experience a sense of control over their

destiny.*"

That motivation plays an important part in success in reading
achievement alsc has been shown by many studies. Wylie found those stu-
dents who are goal é;ientedrare those who value themselves highly and
will strive for high goals, whereas, those with low opinions will be
contented with mediocre standards.!?®’

In the above examination of various studies, it can be assumed that
self concept is an important component of self esteem or self worth.

Persons with high self esteem function effectively in a variety of situ-

ations and perform more effectively in meeting environmental demands

%3 Curil, "Achieved Reading Level, Self Esteem and Grades as Related to
Length of Exposure to Bilingual Education,” pp. 381-400; M. Wizner, "Ju-
venile Delinquency Educational Perspectives,” Journal of Special Educa-

tion 5:4 (Winter 1981), pp. 293-302.

1°* Wizner, "Juvenile Delinquency Educational Perspectives,' p. 295.

19% E. Kifer, "Relationship Between Academic Achievement, and Personali-
ty Characteristics: A Quasilongitudinal Study,” American Educational
Research Journal 12 (1975), pp. 191-210. -

*¢ 7. R. Edwards, Language and Literacy (Silver Spring, Maryland: In-

Stitute of Modern Language, Inc., 1981).

17

Wylie, Dynamics of Personal Adjustment, p. 4.
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chan persons of low esteem.'®® The relationship between self concept and
academic performance appear to be very important for a student's success

in school. Moreover, classroom climate, as well as school climate, has

been shown to have an effect upon a student's attitudes and behavior.

High School as Level of Observation

While many studies have been made at the elementary level of educa-
tion, it was not until the 1960's that high schools became the focus of
observation. Many unique factors are operating in the secondary level
of schooling which may cause stress and insecurity among individual stu-
dents. Puberty is a time of physical change, emotional turbulence,
pressures by peer groups, the fear of not measuring up to expectations
by teachers and parents, as well as concern for personal appearance, and
general social behavior.!®?

Bopcock has described the youth of today as a being in a complex
age/stratification system, dependent upcon parents for longer periods of
time before holding jobs, thus, creating a subculture causing peers to

become much more important.?® Evidence of peer group influence on the

individual has been examined in many studies and has been found shown to

1o8 Coopersmith, The Antecedents of Self Esteem, p.19.

1** Jerome Kagan, "The Conception of Early Adolescence,” Journal of the
American Academy of Arts and Sciences (1971), pp. 190-196; Kenneth Keni-
ston, "Youth: A New Stage of Life," The American Scholar (Autumn 1970),
Pp. 182-188,

20 Boocock, Students, Schools, and Educational Policv, Sociological View
(Palo Alto, Ca. Aspen Institute for Humanistic Studies, 1976).
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have a strong effect on student's attitudes and values. This is a time
when adolescents, in their struggle to achieve an identity, portray var-
ious rbles, to their parents, peers, teachers and significant others, as
they formulate conceptualizations of self.?! It has B;en suggested that
most important to the level of accomplishment in schools is who the stu-
dent interacts with there. While a mixed demographic composition of
students and staff may enhance academic performance of some students it
may have a negative impact on other students.?? The exceedingly strong
effects of peer modeling have been demonstrated in modeled responses by
students in studies by Bandura through differential reinforcement of re-
sponses by the same model in matching responses.?? Well documented stud-
ies have shown that models who are high in prestige, power, intelligence
and competence are emulated to a considerably greater degree than models
of subordinate standing. While the value of modeled behavior is not re-
vealed, observers must rely on such clues as "clothing, linguistic
style, general appearance, age , sex, likeableness and various competen-
cy and status symbols as the basis for judging the probable efficacy of

the modeled modes of response.”?®

21 M. Rosenberg, Society and the Adolescent Self-Image (Princeton, N.
J.: Princeton University Press, 1965); Hauck and Loughead, "Adolescent
Self-Monitoring," p. 570.

22 Boobcock Students, Schools, and Educational Policy, p. 45.

23 a. Bandura, Social Learning Theory (New York: General Learning Press,
1971); and P. Barab, '"Conditions Governing Nonreinforced Imita-
tion," Developmental Psychology 5:2 (1971).

24 A, Bandura, Analysis of Modeling Processes, Paper, National Institute
3f Mental Health, U.S. Public Health Service, p. 54-55; J. P. Flanders,
A Review on Imitative Behavior,” Psychological Bulletin 69 (1968), pp.

316-337. '
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Gordon's study focused on the relationship between social status and
adolescent behavior. His findings were similar to those of Coleman. He
saw informal friendship groups as especially powerful in controlling ad-
olescent behavior and scholastic achievement.?® )

In an attempt to explain the observed asscociation between the average
status of a school and the educational aspirations of its students,
vis-a-vis, the variable interpersonal peer group influence, Campbell and
Alexander concluded that school status is related to college plans, Lhe
status of one's friends, and the status of friends chosen by those at
each status level. They found informal friendship groups to be powerful
influences in controlling behavior and achievement.2?® They stated that
personal relationships with one's friends within the school environment
determined high or low academic aspirations. The student body comprises
the pool from which friends are drawn and in that way the student body
influences attitudes and aspirations.?’ In summary, the above studies
collaborate the findings that schools do make a difference on academic
achievement and college aspirations, and that contextual effects exist
and operate. This study will deal with the question of whether a rela-
tionship exists between self esteem and academic achievement and whether
the relationship could be assumed to vary according to context of the

school,

*w.C. Gordon, The Social System of the High School. (Glencoe, Ill.:
Free Press, 1957).

¢ E. Q. Campbell and N. C. Alexander, "Structural Effects and Interper-
Sonal Relations," American Journal of Sociology 71 (1965), pp. 284-289.

27

Ibid.
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Gender

At the elementary level, while not attributable to any difference in
intelligence, but rather due to boys slower maturatiom and to cultural
influences, which assign diverse roles to boys and girls, girls were
found to be generally superior to boys in reading ability and other ver-
bal activities.?*

The number of boys in remedial reading groups and clinics at the ele-
mentary level was found to exceed that of girls by a ratio of ten to cne
according to the National Education Association.?? Girls have been shown

to mature earlier than boys, physically, emotionally and intellectual-

ly.ZUl

Erikson points out that girls and boys have been found to use space
differently; while girls emphasize inner space, boys emphasize ocuter
space.?!? Boys tend to act out their aggressions, while girls are more
apt to conceal or to interiorize them, thus, allowing boys to remove
some of the self judgments based upon their accomplishments and achieve-

ments, or lack of them, in the classroom.

*% W. Barbe and W. Grilk, "Correlations Between Reading Factors and
I.Q." School and Society 75 (March 1952), pp. 134-135.

?? National Education Association, "Ability Grouping," Research Summary
(Washington, D. C., 1968). ' :

219 D. H. Eichorn, "The Berkley Longitudinal Studies, Continuities and
Correlates of Behavior," Canadian Journal of Behavioral Science 5
(1973), pp. 279-320; E. Prawat, et. al., "Longitudinal Study of Attitude
Development in Pre, Early and Later Adolescent Samples,”_Journal of Edu-
cational Psvchology 71 3 (1979), pp. 363-369; A. Gessell and L. Ilg,
Youth: The Years From 10 to 16 (New York: Harper and Row, 1951).

211 Erik H. Erikson, Identity: Youth and Crisis (New York: W. W. Norton,
Inc., 1968).
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Erikson has further suggested that females may be apt to depart from
their feminine roles and take on the roles of their male counterparts as
they reach adolescence. and may revolt and become more rebellious in
their effort to find their identity.?'?

The sex factor is linked to academic performance and may interact
with other variables in the schooling process. Classroom activities
have been categorized as masculine or feminine and have been related to
the'degree of motivation of students' preferences for these areas.2!?

Girls' patterns of behavior may be more fitted to the classroom ac-
tivities than boys and teacher attitude towards girls and they may be
more favorably regarded as the more ideal students.21*

The number of boys in remedial reading groups and clinics at the ele-
mentary level exceeds that of girls by a ratio of ten to one according
to the N.2!5E. Although theorists do not agree on the causes, many
studies have shown that, at the elementary level, while not attributable
to any difference in intelligence, but rather due to boys slower matura-
tion and to cultural influences which assign diverse roles to boys and
girls, girls are generally superior to boys in reading ability and other

216

verbal activities. para Teacher attitude towards girls may be more

212 71bid.

213 C. Dwyer, "Influence of Children's Sex Role Standards on Reading
and Arithmetic Achievement," Journal of Educational Psychology 31
(1975), pp. 674-685.

21% Silberman, "Teachers Atrtitudes and Action Toward Their Students," in
The Experience of Schooling, ed. M. Silberman (New York: Holt, Rinehart
and Winston, Inc., 1971). -

1% National Education Association, "Ability Grouping,” p. 40.

*1% Barbe and Grilk, "Correlations Between Reading Factors and I.Q,"
PP. 134-135.
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gavorable as they may be regarded as the more ideal students.?!”?

Teacher Expectancy and Student Qutcomes

Literature concerning teacher effects agrees that teachers do influ-
ence student achievement. The disagreement enters in when formulating
how teachers effect outcomes and to what degree.

Teacher/student relationships have been shown to be a causal factor
in students' self esteem and pattern of success or failure.?!*® Studies
have found students' self acceptance to be significantly determined by
their reading level because of teacher effect. Students who received
disapproval from teachers, parents and peers, based upon performance in
reading, exhibited lowered self image.?!?

Research has focused on factors, such as teacher quality, which in-
cludes previous experience and training, teaching techniques, teachers
expectations of his or her pupils, teacher's background (SES, education,

race), teacher's personality, and effects of the school's structure on a

teacher's performance.

217 M 1

M. Silberman, "Teachers Attitudes and Action Toward Their Students,’
pP. 48,

*1* Lightfoot, "Politics and Reasoning: Through the Eyes of Teachers
and Children," pp. 197-201.

21% Rist, "Student Social Class and Teacher Expectations,” pp. 435-450;
W. Nelson, '"Locus of Control, Self Esteem and Field Independence as
Predictors of School Achievement Among Anglo American and Mexican Ameri-
can School Children," pp. 323-325; R. Spaulding, '"Achievement, Creativi-
ty and Self Concept Correlates of Teacher-Pupil Transactions in Elemen-
tary School," Cooperative Research Project 1352. (U. S. Department of
Health, Education and Welfare, Office of Education, 1963).
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The EEO Report concluded that, while all school inputs, including
teacher quality, have minimum effects on student achievements as meas-
ured by standardized tests, teacher effect had more of an effect than
all other aspects of the school combined, excluding the student bbdy
characteristics. Teacher quality, measured in terms of verbal facility,
educational level, experience, and the educational level of the teach-
er's mother accounted for slight variations in achievement on verbal
tests and with minority students. Spady accounted for this difference
by stating that minority students are more dependent on the school set-
ting for stimulation and assistance than the upper SES child who re-
ceives more help at home. Other researchers concur that teacher charac-
teristics can have a substantjal effect on one particular population.?2®
Studies have shown teacher expectancy or "self fulfilling prophecy" to
be reflected in students' academic performance.?2! Rist investigated the
inequities imposed on children in the classroom of an urban ghetto
school where the lower class groups were socialized for lower self ex-
pectations by a "caste system" and teacher expectationm.

The relationship which exists between teacher awareness and pupil es-
teem showed gains in self concept, fewer failure experiences and lowered
anxiety levels in children when teachers applied classroom methods to
increase self rewarding behavior in children.?2?? Teacher awareness pro-

grams have been found to be successful in changing attitudes towards

220

Spady, "The Impact of School Resources on Children," P. 186.

221 Rist, "Student Social Class and Teacher Expectations,' pp. 411-450;
Rosenthal and Jacobson, Pygmaglion in the Classroom, p. 89. ’

222 J3ill Whaley, "Self Esteem, Patterns of Child Rearing and Gains in
Reading Achievement of Disabled Readers," Reading Improvement 16:3 (Fall
1979), pp. 242-247.
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children, resulting in significantly higher scores in self esteem of the
students_zz:

5paﬁ1ding found significan:t positive correlations between levels of
student self concept and the degree to which teacher; were calm, suppor-
tive and facilitating, and lower self concept and poorer performance
where teachers were dominating and threatening.??*

The relationship between teacher attitudes and student's self image
has been shown to be of importance. Felker, Stanyck and Kav changed
classroom formats in classes where students had poor self images with
the results that students were able to overcome insecurity and fears
about learning and to begin to feel free and to show self worth, result-

ing in a raised self image.22®

School Effectiveness

Factors, such as family SES, determines where the students will go to
school. The school, as representative of middle class norms and teach-
ers from middle class culture, replicates the role of society. SES is
seen, not as an economic factor, as much, as a difference in cultures
and value systems. Contextual effects of schools have been shown to

produce differences in outcome. The report of the National Commission

223y, Kohl, The Open Classroom (New York: Vintage Books, 1969).

224 Spaulding, "Achievement, Creativity and Self Concept Correlates of

Teacher-Pupil Transactions in Elementary School," p. 2-12.
25 p, Stanwyck, and R. Kay, "Effects of a Teacher Program in Self Con-
Cept Enhancement in Pupil Self Concept, Anxiety and Intellectual Devel-
opment," Journal of Educational Research 66 (1973), pp. 442-446.
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on Excellence in Education, A Nation at Risk, despite some poor reviews
and accusations of being mediocre drew attention to the need to deter-
mine what makes an effective school. The hierarchy orf the schoeo! in-
cludes the principal's impact upon teachers, which impacts upon ;tudent
performance and behavior.??°®

Squires' study, which focused upon conceptions of effecrive high
schools, compared three low achieving and three high achieving elementa-
ry schools and found four very different images of effectiveness of high
schools.227

Thus, studies indicate that composition of the schoeols, that is,
those who make up the schools, i.e., the pupils and teachers and staff,
have a large effect on outcomes. Characteristics of those in the school,
as the proportion of college bound, race of teachers, racial mix of stu-
dent body, level of verbal ability (both pupils and teachers). teachers
attitudes toward integration, etc., all effect on student outcomes.

Nonfunctional factors show low correlation with academic achievement
in crude analvsis, but those school characteristics that tend to be as-
sociated with differential levels of academic performance tend to be
linked to SES levels of pupils' parents and classmates. Functional
characteristics are deeply rooted in the economic social and cultural

levels of the communities, the total community complex, in which the

schools are located. The nonfunctional characteristics, as money spent,

Harcourt, Brace and World, 1965). -
*27 D. A. Squires, "Images of Effective High Schools: An Interview
Study of Delaware's Educational Administration,” Paper, Annual Meeting
of Eastern Educational Research Association, Philadelphia, Pa., (Nation-
al Institute of Education, Washington, D.C., March, 1981).
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length of school day, length of school, pupil/teacher ratio, goods and
materials, extra curricular activities and tracks are easiest to change,
while functicnal characteristics are much harder to change.

Peer group influence accounts for the psychologicélly relevant-char-
acteristics of an individual's social environment. As schools strongly
reflect income, SES, and the racial and ethnic differences of the commu-
nity in which they are located, and which are representative of the edu-
cational backgrounds. income and professional status of the students’
parents, thev differ by comoposition of the students in attendance.
Schools, thus, make a difference on academic achievement and college as-
pirations, and contextual effects exist and operate.

More reviews of literature will be found in the final conclusion of

this study where they are pertinent tc the findings.



METHODOLOGY

Introduction

The major purpose of this study was to investigate the relationship
petween self concept and reading ability in a selected group of students
enrolled in high schools in a large metropelitan area. The study also
examined the relationship between these correiations and the classroom
grouping, gender, and the context and composition of the school, rela-
tive to the SES and racial mixture of students. School effects were ex-
amined by comparisons of correlations between reading and self evaluai-
ton scores and by comparisons of means on self evaluation scores between
schools.

The units of study included both the classroom and the school. Sctu-
dents were compared within and between schools. Classroom groupings
were treated as intervening variables when comparing students between
schools to examine for interaction effects of such groupings. Groupings
in this study were based upon reading skill levels. Math was also exam-
ined in two of the schools.

The sample consisted of ninth, tenth, eleventh and twelfth grade stu-
dents enrolled in English and Reading classes in the selected schools

during the school vears 1983-1984. Subjects were selected from schools

which were chosen based upon the geographic area, performance level and

85
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SES composition of the school. Represented were three public high
schools, with one suburban district representing a relatively high SES
and high performance school: one urban district containing two subdis-
fricts, one representing a low-middle SES and low performance schéol and
the other a middle SES and high performance school; and a Catholic urban
school representing a low-middle SES and middle performance student pop-
plation. The suburban school was predominantly white; the urban schools
were racially mixed; and the urban Catholic school had equal numbers of
black, Hispanic and white students.

To determine self concept, two self evaluation questicnnaires were
selected; a standardized questionnaire, The Survey of Interpersonal Val-
ues Scale (8IV), which measured area specific self concepts and a non-
standardized self esteem inventory which measured general self esteem.

Scores from these two questionnaires were correlated with reading

scores obtained from the Jowa Silent Reading Test (ISRT) at New Tri-

er,??* Tests of Academic Progress (TAP)??® at Lane and report card

scores at Cathedral. Schurz, which had no individual reading scores,
was composed totally of students from tutored, remedial level reading
classes. The data were tested through computation of Pearson product
moment correlation coefficient to test feor significance at the .05 lev-
el, however, all at p < .10 level were also examined. Multiple regres-
sion analyses were done to test for multicollinarity of variables and to

determine the strength of the correlations. Crosstabs, oneway and two-

228 1owa Silent Reading Test Manual (New York: Psychology Corp., Harc-
ourt, Brace, Jananovich, Inc., 1973).

zf’ Tests of Academic Progress Manual (Iowa City, Ia.: Houghton, Miff-
lin, 1979-1982).




way analysis of variance and t-tests examined differences between
segments of the population and subpopulation.
The following sections are included in this chapter: selection of

the sample, characteristics of the sample, procedure for collecting the

data, description of the instruments, treatment of the data and a summa-

ry.

Selection of the Sample

To obtain samples of high SES and low SES, high performance and low
performance, urban and suburban high schools, four schools were chosen
from the Chicago metropolitan school district. The subjects were se-
lected from ninth, tenth, eleventh and twelfth grade reading and English
classes within the selected schools.

The schools were selected based upon location of the school, status
of academic achievement and racial mixture and were contacted, through a
letter from Dr. Steven I. Miller from Lovola's Education Department, to
gain permission for teacher and sctudent participation and release of the
data (See Appendix B).

The sample schools selected were: New Trier High School in Winnetka,
a high performance suburban public school which is nearly 100% Cauca-
sian, located in a community of upper-middle SES groups; Lane Technical
High School, a high performance, urban Chicago public school, which has
a8 mixed racial composition of students selected from the greater Chicago

area based upon academic achievements; Cathedral High School, a private
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catholic School in Chicago, composed equally of Hispanic, Caucasian and
plack students, selected from throughout the Chicago area; and Schurz,
an inner city Chicage public high school in a low-middle income area, of
racially mixed students, which enrolls neighborhood students, frém wvhich

a tutored level of students were selected.

Characteristics of the Sample

The sample consisted of all students in the reading classes of the
English department at NTHS, a selected group of students in the English
classes at Lane Technical, all students in sophomore and junior levels
at Cathedral High School and selected students from freshman tutored
reading level classes from Schurz. The total sample included 360 stu-
dents; 163 males (43.3%) and 197 females (54.7%). There were 69 stu-
dents from New Trier (35 males and 34 females), 204 students from Cathe-
dral (75 males and 129 females), 66 students from Lane Technical (35
males and 31 females), and 21 students from Schurz (19 males and 2 fe-
males).

The grade levels represented were: New Trier, 1 freshman, 24 sopho-
mores, 35 juniors and 9 senicrs; Lane, 27 freshmen, 21 sophomores, and
18 juniors; Cathedral, 104 sophomores and 100 juniors; and Schurz, 21
freshmen. The total sample; 49 freshmen (13.6%); 149 sophomores
(41.6%); 153 juniors (42.5%);: and 9 seniors (2.5%)

Reading scores were obtained for all students except.those from

Schurz High School, who were all tutored reading level students. The
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New Trier sample included regular reading classes made up of 537 students
grom levels 2 and 3, and 12 students from level 1, the tutored group.
The Lahe sample consisted of 21 students from honors classes and 43 stu-
dents from regular classes. Cathedral., was not separ;ced by clasg group-
ings. and all 204 students were designated as regular class group for
this study. All 21 students from Schurz were from tutored level class-
es. The total sample included regular class level, 306 (84.7%). tu-

tored., (9.4%), and honors, 21 (5.8%). Math scores were obtained from

Lane and Cathedral only.

Procedure for Collecting Data

The schools were referenced by the combined variables: location of
school,rdemography of the school, performance of students, i.e., average
student grades, American College Test (ACT) and Scheolastic Aptitude Test
(SAT) scores, percent who enter college, percent of dropouts. student
attendance rate, resocurces, pupil/teacher ratio, teacher salaries, and

other available data obtained from The School Report Card for Illinois

230 31

Schools, research articles and studies of the schoois,? from direct
ocbservation, interviews with superintendents, counsellors, teachers and

students, and school board reports.

230 11linois State Board of Education, (These state mandated school re-
pPort cards were first released in September, 1986).

231 Orfield, "The Chicago Study." (See Appendix C).
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Standardized reading test results provided the academic scores at New
Trier and Lane Technical High Schools. The lowa Silent Reading Test
(ISRTi (levels 1, 2 and 3), was given to New Trier students at the be-
ginning of the school vear. As part of a testing program by the-Chicago
poard of Education which administers Tests of Academic Progress (TAP) to
students in all Chicago public high schools, Lane Technical students
also were given the tests at the beginning of the school wear. Cathe-
dral scores were obtained from students' final report card scores in
school records.

To secure a questionnaire which would measure self concept, a search

of Buros' Eighth Edition Mental Measurement Yearbook was made resulting

in the selection of the Survey of Interpersonal Values by Gordon. An

unstandardized scale, used to measure general self esteem, was chosen to
complement the self concept scale and to allow for completion time with-
in one school class period.

The self evaluation questionnaires were administered to students dur-
ing classes at the selected high schools by teachers at New Trier, Ca-
thedral and Schurz High Schools, and by the examiner at Lane Technical
High School. Students were instructed to answer every question on each
questionnaire and there was no time limit.

Students provided the data on age, sex and bilingual ability on forms
attached to the gquestionnaires. To increase the validity of the instru-
ments, by allowing for more honest answers and to stress anonymity, stu-
dents were identified by number.

The SIV tests were scored manually using a matrix and _adjusting the

Iaw scores to percentile scores provided by the SIV manual. Normed on a



91
national sample of high school students, the SIV test is based on an or-
dinal scale for comparative purposes and contains scaling norms for male
232

and female high scheol students in each of six value areas. In sceor-~

ing. each item is keved to only one scale and is weiéhted from "ﬁost"
weight = 1, unmarked = 0, "least" = -1 on its particular scale. The
scoring stencil adds a constant of +1 to each weight in order to elimi-
nate negative scores.

A composite score is not available, since the design of the scale
does not allow for additive results, as the scores are in opposition to
each other, however, the total maximum scores on the scale range from 26
to 32 and all scores should toral 90, if correctly marked and accurately
scored. If the final score fell within a range of 835 through 95, and no
more than two triads had been mismarked or omitted, the obtained scores
were used, as these obtained scores generally were well within a stan-
dard error of the scores that would have resulted had the booklet been
correctly completed. The value scales are defined by what high scoring
individuals value, and conversely. low scoring individuals do not value
what is defined by that particular scale.

For general self esteem measures, the self esteem questionnaire, a
non-standardized test was chosen for an overall view of student's self
evaluatrion. Comprised of statements for general self evaluation of stu-
dents, it consists of 50 questions which apply to self attitude and be-
havior and was adapted from a core of statements implying positive self
esteem (even numbered statements) and negative self esteem (odd numbered

statements). Students were asked to respond on a Likert-type scale,

232 Gordon, Surveyv of Interperscnal Values, revised ed., (Chicago: Sci-
ence Research Associates, Inc., 1976). :



scoring each question on a scale from 0 to 3 to indicate: not true,
somewhat true, largely true and true, related to how thev feel, how they
are, what they de. The final score is the difference between odd and
even scores, with high scores indicating a high self esteem and 1§w
scores indicating a low self esteem. Scores were transformed to posi-
tive numbers so that no negative integers were used.

Completed forms were screened to eliminate those guestionnaires where
information was incomplete or incorrectly entered. Missing data were
set to zero and not used. Analvsis was performed on each area on those

students for whom all data on academic tests and self evaluation scores

were provided.
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Description of the Instruments

Cognitive Measures

The ISRT,2?®?® used for academic achievement scores in New Trier, is
nationally normed on college preparation scores and is more like a sin-
gle subject test. The ISRT test measures levels of skill within each
age level and provided reading, vocabulary and reading power scores.

The TAP test??®" used in Lane is also normed on a national level of
high school students in a cross section of areas, and provides academic
achievement in reading, math, writing, science and use of resource ma-
terials. The TAP battery is comprised of six tests: social studies,
composition, science, reading, mathematics and literature, with each
test designed to measure the extent to which the objectives of a basic
area of high school instruction have been achieved. Normed the same for
all schools, each student took only those items which were at a proper
level of difficultyv and which measured skills and understandings appro-
priate to his or her own level. This was achieved by a multi-level for-
mat within the test. The test requires 43 minutes and is timed.

The TAP Manual calls attention to the fact that, while norms for the
TAP test describe the performance of a large, carefully selected sample
of students, this does not mean that the norms should be viewed as stan-

dards for the local school.

233 Towa Silent Reading Test Manual, pp. 4-7.

23% Tests of Academic Progress Manual, pp. 1-8.




Local expectations must be tempered bv a variety of
relevant facrtors including the SES level of the
school district, the average ability of the student
body, the experiénce of the teachers, the goals of
the local school, the adequacv of facilities and
equipment, and the academic climate of the communi-
ty.238

Explaining the reasons for differences in scores, the TAP Manual further
describes the standard score scale as:

based on the distribution of scores for grade 11
students who were tested in the national standard-
ization program in October, 1979. For this group,
the standard scores form a neormal distribution with
a mean of 50 and & standard deviation of 10. The
standard scores for students in grades 9, 10, and 12
were obtained by an equi-percentile scaling process
which equated performance of grade 11 students to
that of students in the other three grades. As a
result of the scaling process, the standard score
scale is continuous from a low of approximately 15
to a high of approximatelv 85. In addition toc the
important quality of continuity throughout the four
grade levels, the standard scores are expressed in
units which are approximately equal at all points on
the scale. As a result, a one-unit change repre-
sents the same amount of achievement regardless of
whether the change occurs at the low, middle or high
part of the scale.??®

In New Trier, scores were normed on three levels of college prepara-
tion scores form the ISRT test. These scores served to define track
levels in New Trier based upon students' skills. where students were
separated into a regular classrocom group, made up of levels 2 and 3, and
a tutored group, of level 1. Students at Lane were normed on the same
level from the TAP test, where scores served for placement of students
within the school inte honors and regular levels. Math scores were found

to be more closely related to groups than were reading scores in Lane

3% Ibid., pp. 6-9.

3¢ Ibid., p. 7.
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self Evaluation Measures

gurvevy of Interpersonal Values

The SIV survey was used as a measure of students' self concept in six
areas of evaluation. An ipsative instrument, it seeks to measure the
relative strength cf the values within an individual. Norms were avail-
able for high school, college and adult samples, and for SES locations,
urban and suburban areas, high and low performance schools and male and
female for purposes of comparison. The criteria groups were well dis-
tributed geographically and appeared to contain good representations of
ethnic minorities, educational backgrounds and income levels of parents

The survey is self-administering and directions are given in full on
the title page. There is no time limit and most individuals complete
the survey within fifteen minutes. The SIV test is made up of thirty
sets of three statements or triads. In a forced choice method, for each
triad, the respondent indicates one statement as representing what is
most important and one statement as representing what is least important
to himself or herself. Within each triad, three different value dimen-
sions are represented. The three statements within each set were equat-
ed as far as possible for social desirability through a matching on

preference value indices.??’

237 Gordon, Survey of Interpersonal Values, revised ed., p. 10.




The S5IV describes individuals by the way they characteristically
react in given classes of situations, in terms of the temperaments that
:ypifyl:hei: behavior. and in terms of wmeotivational dimensions., L.e..
the values they hold. The scales are interpreted in-part by their item
content, which reflects what high scoring individuals value. These val-
pes may be instrumental in determining what people do and how well they
perform and may influence their immediate desires as well as their long
range plans, either consciously or unconscicusly by their value sys-
tem.2?® The approach of SIV test is to measure the individual's values
to determine what the person considers to be important. The broader
meaning of each scale is defined by its relationship with other vari-
ables.??®

Factor analysis was employed in the original development of the SIV
test; high school, college, industrial and other adult samples were used
through the development of the test. The author reports that the item
content was found to be meaningful for each of these groups and the
scales to have discriminating power within each of these groups.

Originally normed on college students, the S5IV test used ten catego-
ries of traits. In factor analvses, the hypothesized constructs clearly
emerged as orthogonal factors with substantial unique item representa-
tion on each. Items prepared for Deference had their loadings on Con-
formity; items referring to Dominance and Leadership categories merged
to identify a single factor and those for Dependence had high factorial

complexity with significant loadings on both Support and Conformity.

23® 1bid., p. 1.

*3% Ibid., p. 11.
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Aggression items were dropped because of low reliability and deleterious
effect on relationship of the other scales.?%?

This form and succeeding revisions were administered to Iiigh schocol,
college, industrial and other adult samples and triaés were reorganized
to result in the final form appropriate for use with all groups, includ-
ing American minority groups, and has been translated into more than two
dozen languages.

Response consistency to the scales of the test was determined through
internal analysis and through test-retest administration and coeffi-
cients obtained by the two methods related to internal consistency as
defined by the Kuder Richardson Formula 20 for samples of 186 college
students and 144 high school students. The short term stability of the
scales was established by the test retest method (administered twice
with a ten day interval between testing to a group of 79 college stu-
dents). The larger range of stability was assessed by administering the
SIV test twice to 5 samples, with retest intervals ranging from 12 weeks
to one vear. Using Peace Corps volunteers., medics at U.S. Naval Hospi-

tal Corps and medical students at the beginning and the end of training,

found the resultant coefficients indicative of acceptable score stabili-

241

ty.
The SIV test has been widely used since 1960 on college students,

Junior college students, parents, teachers, counsellors, secondary stu-

dents, military, potential dropouts and gifted students in high school

and college. Comparisons have also been made on attitudes toward

240 Ibid., p. &.

241 1bid., p. 3.
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schOOl-th Briefiy, each of the six variables may be described as:
Support: Being treated with understanding. being treated with kindness
and coﬁsideration.
conformity: Doing what is socially correct, doing what is properl being
a conformist.

Recogniticn: Being looked up to and admired, being considered impor-
tant, attracting favorable notice, achieving recognition.

Independence: Having the right to do whatever one wants to do, being
free to make one's own decisions., being able to do things in one's own
way.

Benevolence: Doing things for other people, sharing with others, help-
ing the unfortunate, being generous.

Leadership: Being in charge of other people, having authority over oth-
ers, being in a position of leadership or power.?"“?

To further complete the factorial validity of the items identified
through factor analvtic techniques, correlations with cognitive measures
and cther measures of personality ratings provided added insight and un-
derstanding of what the given scale is measuring. Aside from the few
small negative relations with conformity, the SIV scales are largely un-
related to measures in the cognitive domain when compared to verbal,

mathematical, intelligence and quantitative tests?**

*%2 Buros, Eighth Edition Mental Measurement Yearbook, p. 688.

243 Gordon, Survey of Interpersonal Values Manual, p. 1.

244 Ibid., p. 10. (See Appendix C).
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Comparing the variables with Allport-Vernon-Lindzey relates the SIV
variables to human values:

T R J PR LT amd = s fo . - O I aam
"thegoruticdl tempirical, rationazl, critical and intellectualist) corre-

tated negatively with Conformity and positively with-Independence.
"Economic" ("typical American businessman') correlated negatively with
Benevolence and positively with Recognition.
"social” (altruist and philanthropist) correlated positively with Benev-
olence.
"pesthetic' (individualist) correlated positively with Independence.
"political" (seeker of personal power and influence) correlated posi-
tively with Leadership.
"Religious” correlated positively with Conformity and Benevolence.?*®

A comparison study, using a compilation of studies, including Edwards
Personal Preference Scale, Leary Interpersonal Checklist, Gordon's Sur-
vey of Personal Values, Work Environmental Schedule, School Environment
Preference Schedule and Personal Profile, Shutz's FIRO-B and The Guil-
ford-Zimmerman Temperament Survey, and others, helped to conceptualize
the terms used in the SIV questionnaire:?“® These studies found that:
Support correlated positively with succorance and negativelv with ego
strength.
Conformity correlated positively with orderliness, goal orientation, de-
ference, endurances, authoritarianism, cautiousness, responsibility, so-

cial desirability or being socially approved, religious conservatism,

ego strength, inclusion, docility, dependency., and more bureaucratic

245 Ibid., p. 11.

2%¢ Ibid., pp. 9-16.
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propensities and negatively with variety and independence.
Recognition correlated positively with exhibitionism and negatively with
ego sﬁrength.
Independence correlated positively with variety and autcnomy and neg-
atively with orderliness, cooperativeness, overconventionality. soci-
ability, authoritarianism, wanting others to act close and personal, or
wanting to initiate interactions with others, or wanting to be included
by others, bureaucratic propensities, docility and dependency.
Benevolence correlated positively with nurturance, friendliness, ego
strength, social desirability and perscnal relations and negatively with
dogmatism. bluntness, aggressive, competitive, exploitive, skeptical and
distrustful natures.
Leadership correlated positively with achievement, dominance, achieve-
ment, control, ego strength, managerial and autocratic behavior, ascen-
dency, vigor, original thinking and Machiavellianism and negatively with
bureaucratic propensities, nurturance, docility and dependency.

John Black, President of Consulting Psvchological Press,?*7’ described
the SIV test as an 'appropriate addition to tests in personal and career
counselling, in programs aimed at improving interpersonal relationships
and in assessment research where measures of values is germane.' He
cited the weakness of the manual in interpretation of scores; however a
revised manual in 1976 and a monograph im 1975 provided mere information
for users of the SIV test in which the normative samples for high school
and college students have been doubled or tripled in size by "planned

national sampling." He warns that the questionnaire can._be faked and

27 Buros, Eighth Edition Mental Measurement Yearbock, pp. 1107-1108.
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that by asking what people value in their relationships that their work
pehavior will accurately reflect their interpersonal values cannot be

assumed, and therefore the instrument should be used with caution.?*®

Allan La Voie from Davis and Elkins College in West Virginia,?“®
cites the extended use of the SIV test in a4 number of successful re-
search studies. The test reflects relatively good reliability, estab-
lished by the K-R 20, which range from .71 to .86 with a mean of .815,
and test-retest correlations which range from .65 to .76 with a mean of
.678, for an interval of 15 weeks, however, he states that this is not
sufficiently high for user confidence in individual interpretations.
The scale interdependence is generally low, but support and leadership
scales correlated -.32 in a negative sample, thereby defining the ends
of a single bipolar dimension. This large negative correlation is found
in the regular forced choice format as well as the (Q-sort format, so the
bipolarity seems to be a real phenomenon rather tham an artifact of the
item style. The SIV test is not designed to detect negative values such
as hate or fear since the minimum value is zero, or simply not caring
about that outcome.

La Voie cites weaknesses on criterion studies in the manual that sup-
port the claim for predictive validity. Many studies are summarized and
from them emerges the conclusions that the six scales measure that which

they purport to measure.

4% Ibid., p. 1110.

*** Ibid., pp. 1109-1110.
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The correlation between the SIV test and other widely used tests re-
port good convergent validity, however, the four areas of representation
of self on making a good impression allow for a possibility of misrepre-
senting oneself.?®*

The SIV test has been seen as most useful in research, in teaching
demonstrations and early "ice breaking" in counselling sessions, rather
than for providing the user unique insights into the respondent's inter-

personal value structure. %!

Self Esteem Scale

The non-standardized self esteem questionnaire, a Likert-type scale,
constructed on the value that the individual gives to a statement, uses
normative measures (no more than one measure from 0 to 3) which can vary
independently. Students respond to each item with degrees of agreement

or disagreement.

Validity

Validation procedures were utilized for content validity, and for
correlation with other personality measures. Self esteem scales were
determined by their item content; positive scores were derived from even
numbered statements, and negative scores were derived from odd numbered
statements, thus, odd scores reflected values of low esteem individuals

and even scores reflected values of high esteem individuals.

259 1bid., p. 1110.

381 1hid.
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Kerlinger suggests comparing validation test scores with one or more
external variables or criteria known to measure the attribute under
study and how well it predicts.2%? The criterion measure of the self es-
teem scale was the SIV scale, which was given to the same individﬁals in
the sample. The predictive value of the SIV test had been found to be
very high and was used as a valid test for identifying variables of self
concept.?®? To discover a possible correlation between the two measures,
each pair of constructs were entered in a Pearson correlation product-

moment correlation.

Seif Esteem Scale and SIV Scale Correlations

The self esteem scale is made up of alternating statements: positive
scores are derived from even numbered question and negative scores form
odd numbered questions. Raw scores from odd numbered statements are
subtracted from even numbered statements for the total self esteem
scores, which represents the level of self esteem of the respondee.
Factoring out the odd and even variables of the self esteem scale, the
even and odd scores on the self esteem test correlated, r = .-181
{p = .001), with each other.

0dd numbered statements, which were constructed to measure low self
esteem, correlated positively with SIV scores of recognition, r = .336

(p = .000), and support, r = .152 (p = .005), and correlated negatively

with independence r = -.150 (p = .005), and benevolence, r = -.148

252 Fred Kerlinger, Foundations of Behavioral Research, Ind ed. (New
York: Holt, Rinehart & Winston, Inc., 1973), p. 498.

253 Gordon, Survey of Interpersonal Values, revised ed.; Buros, Eighth
Edition Mental Measurement Yearbook.




Sk

104

(p = .006). This would affirm that the variables of support and recog-
pition measured negative traits, as the negative statements of the self
esteemlscale, and independence and benevolence were in opposition to the
negative statements of the scale. Leadership and conformity traifs were
unrelated to odd scores.

Even numbered statements, constructed to measure positive self es-
teem, had significant positive correlations with conformity, r = .157
(p = .004), and benevolence, r = .117 (p = .031), and a significant neg-
ative correlation with recognition, r = -.115 (p = .034). A slight neg-
ative correlation was found between self esteem and support, r = -.097
(p = .074), and no relaticmship was found between even self esteem and
independence or leadership variables. This would confirm that conformi-
ty and beneveclence measured even scores, or positive traits in the self
esteem scale, while support was in opposition to the even statements in
the scale. Even self esteem scores related positively to conformity and
odd self esteem scores negatively related to independence. In this
sense, both scores measured the same traits related to the leadership/
conformity continuum in the formulation of the total self esteem score.

As explained in the SIV manual, the leadership variable implies the
need tc be in charge or to dominate a situation. The lower valuation of
this given quality then, would be indicative of a more secure person.
Leadership traits, as such, were not addressed in the self esteem tesf.
It is interesting that the correlations between independence and posi-
tive self esteem scores were not significant, but that negative self es-
teem scores and independence were significant. The need for recognition

indicates a lack of ego strength and an exhibitionism, therefore, the
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negative correlation found between self esteem and recognition is veri-
fication of a satisfactory measure for a low self esteem score. Benevo-
1ence-and conformity factors on SIV correlated positively with sglf es-
teem scores. One who has a high self esteem would be expected to be
friendly, trusting, nurturing and would possess good personal relations
as described in benevolence qualities.

Conformity has conflicting descriptions, as conceptualized by the SIV
definition. On the one hand, it implies orderliness, goal orientation,
deference, cautiousness and responsiblity, which are values which would
relate to high self esteem, however, it also implies dependency and doc-
ility and a lack of independence, which are measures of low self esteem,
as defined in the self esteem test. The qualities of high self esteem
are those with which conformity more closely relates.

The negative correlation with support, would indicate that one who
has need for succorance or support would not have a high self esteem.

Using the coefficients of the total self esteem scale and the six
factors of the SIV scale, based upon 355 student scores for comparison,
the highest correlation was found between self esteem and recognition, a
negative relationship, r = -.304 (p = .000). Items on the self esteem
scale correlated positively with benevolence, r = .167 (p = .002), and
conformity, r = .144 tp = ,008), and negatively with support, r = -.163
(p = .003).

Both male and female scores attest to this correlation, with female
scores appearing to be responsible for the correlation between support,
conformity and benevolence, and no significant relationships were found

with the scores for the males in the sample on these variables.



106

For males in the sample, 154 students with complete data, self esteem
and recognition were negatively correlated, r = -.277 (p = .001). For
females in the sample, 186 students with complete data, significant neg-
ative correlations were found between self esteem and recognition;

r = -.324 (p = .001), self esteem and support, r = -.226 (p = .01), and
significant positive correlations between self esteem and conformity,

r = .224 (p = .01), and self esteem and benevolence, r = .1%4 (p = .01).
The total sample included proportionately more students from Cathedral
than from the other schools.

Bivariate data were examined within schools; reading scores with SIV
scores and reading scores with self esteem scores, to testrfor valida-
tion of self esteem scores. Comparing these paired correlations in this
study found similarity in traits related to recognition and conformity.
The self esteem scale was referenced for interpretation to the mean of
the measures of the SIV scale, a set of measures having different means

and standard deviations.?5*%

Relationships Between SIV Measures

In the total population at New Trier, significant negative correla-
tions were found between self esteem and reading, and between conformity
and reading, due to female scores. A significant positive correlation
was found between reading and support.

In the regular reading group at New Trier, reading and conformity
correlated significantly and negatively, r = -.295 (p = .034), and read-

ing and support correlated slightly and postively, r = .257 (p = .065).

254 Kerlinger, Foundations of Behavioral Research, pp. 507-508.
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Tests for the tutored group found reading and self esteem significantly
and negatively correlated, r = -.691 (p = .013), but did not find any
other éelf evaluation scores related to reading. In Lane, neither self
esteem nor SIV scores were related to reading or math scores.

Tests for Cathedral found, in the total school, reading and self es-

teem correlated slightly positively, r = .117 (p = .099). Tests for
males found no significant correlations between reading and self evalua-

tion variables, but tests for females- found a significant positive cor-

relation between reading and benevolence, r = .203 (p = .024), and a
slight positive correlation between reading and self esteem, r = .156
(p = .081).

In the total school, tests for New Trier found that grade and self
esteem, r = -.204 (p = .093), and age and self esteem, r = -.209
(p = .084), were slightly correlated negatively. In the regular reading
level, grade and self esteem, r = -,331 (p = .012), and age and self es-
teem r = -.318 (p = .016), correlated negatively.

A significant negative correlation for the total population at New
Trier was found between self esteem and recognition, r = =.367
(p = .003), and a slight positive correlation between self esteem and
benevolence, r = .231 (p = .059). Self esteem and recognition correlat-
ed negatively, r = -.417 (p = .020); for males. Tests for females found
self esteem and conformity slightly positively correlated, r = .318
(p = .071), and self esteem and recognition slightly negatively corre-
lated, r = -.316 (p = .073). Tests for the regular group found a posi-
tive correlation between self esteem and benevolence, r = .271

(p= .052), and a significant negative correlation between self esteem
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and recognition, r = -.408 (p = .003). Tests for the tutored reading
group found a slight negative correlation between self esteem and sup-
port, f = -.566 (p = .055), and a significant negative correlation be-
tween self esteem and recognition, r = -.252 (p = .024). Age and self
esteem for tutored males correlated positively, r = .408 (p = .007).

At Lane, significant negative correlations were found between support
and self esteem, r = -.291 (p = .019), and between recognition and self
esteem, T = -,314 {p = .011), and a significant positive correlation be-
tween leadership and self esteem, r = .254 (p = .041). Tests for the
regular reading group found a significant negative correlation between
recognition and self esteem, r = -.311 (p = .040), a slight negative
correlation between support and self esteem, r = -.270 (p = .076), and a
slight positive correlation between leadership and self eéteem, r = .274
{p = .071). Tests for the honors reading group found slight negative
correlations between self esteem and recognition, r = -.368 (p = .101),
and support, r = -.370 (p = .081). Tests for all males found a slight
negative correlation between self esteem and support, r = -.310
{p = .070), and a slight positive correlation between self esteem and
leadership, r = .310 (p = .070). Tests for all females found a signifi-
cant negative correlation between self esteem and recognition, r = -.373
(p = .042), a slight negative correlation between self esteem and sup-
port, r = -.325 {p = .080), and a slight positive correlation between
self esteem and independence, r = .317 (p = .088).

Tests for Cathedral found self esteem was significantly higher for
females than males, t = -.181 (p = .01), and was slightly and positively

related to grade, t = .117 (p = .098), and age, t = .122 (p = .084).
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Tests between males and females on leadership and independence also
found females higher than males, at significant levels, t = -.180
(p = .012), and t = -.151 (p = .034), respectively. Males were signifi-
cantly higher than females on benevolence, t = .237 (p = .001).

Significant negative correlations were found between self esteem and
recognition, r = -.267 (p = .000), and between self esteem and support,
r= -.160 (p = .026), and a significant positive correlation between
self esteem and conformity, r = .163 {p = .023).

Tests for males found a slight positive correlation between age and
self esteem, r = .226 (p = .051), and a slight negative correlation be-
tween self esteem and recognition, r = -.199 (p = .095). Age and recog-
niton were negatively and significantly correlated for males, r = -.265
(p= .025). Tests for females found a significant positive correlation
between self esteem and benevolence, r = .223 (p = .014), and a nonsig-
nificant negative correlation between self esteem and leadership,
r=-.149 (p = .102), and siénificant negaﬁive correlations between self
esteem and support, r = -.209 (p = .021), and self esteem and recogni-
tion, r = -.335 (p = .000).

Tests for the low level found age and self esteem slightly positively
correlated, r = .195 (p = .073), due to the low level male scores, r =
.408 (p = .007), and recognition and self esteem significantly and neg-
atively correlated, r = -.252 (p = .024).

In the middle reading level, self esteem significantly negatively

correlated with recognition, r = -.298 (p = .012), and independence,

r

-.298 (p .012), and nonsignificantly negatively with support,

"
l

= =-.196 (p .103). Tests for middle reading level males found no
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correlations with self esteem, however, middle reading level females

found a significant positive correlation between self esteem and con-

formity, r = .406 (p = .005), and significant negative correlations be-
tween self esteem and support, r = -.389 (p = .009), and self esteem and
recognition, r = -.393 (p = .007).

Tests for high reading level students found self esteem slightly po-
gitively correlated with grade, r = .263 (p = .097), and for females,
r= .297 (p = .079). A slight negative correlation was also found for
females between recognition and self esteem, r = -.284 (p = .076).

Tests for males in the high reading level found no correlations with
self self esteem and any other variables. Tests for females in the high
reading level found self esteem significantly and negatively correlated
with recognition, r = -.369 (p = .029).

At Schurz, no reading scores were recorded, and no significant corre-
lations were found for the total school between self esteem and any self
evaluation scores. Leadership correlated slightly negatively with self
esteem r = -.472 (p = .056). 8light negative correlations for males
were found between self esteem and reéognition, r=-.438 (p = .09), be-
tween self esteem and leadership, r = ~.445 (p = .084), and a slight po-
sitive correlation between self esteem and benevolence, r = .441

(p = .087).
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Reliablity

The reliability of a test is usually described by the means of two
measures: one, reliability coefficient; a correlation coefficien£ which
shows the extent to which the test correlates with itself and, two, the
standard error of measure; an index reflecting the variability of test
scores due to random factors associated with the test, for example, the
administration of the test.?%%

In testing for reliability of the self esteem scale, a high internal

consistency was found within the self esteem test, i.e., the correlation

on even scores, or positive statements, was found to be r = ,732
(p = .000), and odd scores, or negative statements, r = -.803
(p = .000), on 354 scores, when each of these were compared with total

self esteem scores on Pearson product-moment correlations.

The odd mean score in the total sample was 25.58, and standard devia-
tion of 9.70, with a skew of 6.63 and standard error of 53, and the even
mean score was 44.25, and a standard deviation of 9.70, with a skew of
-.169 and standard error of 46. The total mean score on all students in
the sample was 18.72 and the standard deviation was 13.96 on 355 stu-
dents. The range of scores was from -50 to 54, skewness, -.535, and
standard error, .742. The median was 20 and the variance was 194.94.

The Kuder-Richardson 20, a measure of internal consistency, was per-
formed on the self esteem test as a measure of testing for reliability.

Although the correlation was weak, an alpha of .438 was obtained.2%®

255 Ebel and Frisbie, Essentials of Educational Measurement, p. 78.

25¢ Cronbach's coefficient alpha may be used in place of K-R formulas
for establishing the reliability of tests not scored dichotomously.
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Summary of the Data

To test for validity, the self esteem scale used the criterion of the
gIV scales. Bivariate data between reading and self esteem totalé and
reading and the factors in the SIV scale were examined. The data con-
firmed that the self esteem scale is related to the SIV scale. In all
schools and subgroups, the correlations between self esteem scale and
the SIV scale coefficients were verifiable. Total scores on the self
esteem scale correlated significantly and negatively with SIV traits of
recognition and support and positively with benevolence and conformity.
Singificant correlations of odd scores and SIV factors were positive
with recognition and support and negative with independence and benevo-
lence; significant correlations with even scores and SIV factors were
positive with conformity and benevolence and negative with recognition
and a nonsignificant negative correlation with support, -.097 at .074.
Thus, high scores on the self esteem scale related to high scores on
conformity and benevolence and low scores related to support and recog-
nition, as found in the SIV scale. Reliability was established by in-

ternal consistency measures.

Ebel and Frisbie, Essentials of Educational Measurement, pp. 76-78.
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Procedure for Treatment of the Data

As described earlier, the scores for reading were provided from tests
administered by the individual schools, and scores for self evaluation
which were obtained from questionnaires given to the selected sample of
students. These original scores, presented as percentile ranks were re-
coded into raw scores for purposes of standardization. Interval data
was used to compare levels and groups within and between schools.

New Trier scores from the ISRT were transformed from the manual,
pnormed on three levels of college preparation scores. In Lane, stu-
dents' profile scores were transformed from percentile scores into orig-
inal raw scores obtained from the TAP Manual. Cathedral letter scores
were recoded into numerical data using the median score of each grade,
such as A+, A, and A-, etc. Although scores in Lane and Cathedral were
provided in other subject areas, only those scores for reading and math
were used for analysis in this study.

Selected groups were normed, based upon their own school scores,
rather than the national level referenced group. Each normed group thus
represented the individual school derived from the levels of performance
within each school.

The sample was tested for significance that its amnalogous value in
the hypothesis was determined by means of an F test for power.?®*7 Using
F test for homogeneity, and pooled or separate t-tests for differences,

comparisons were made between groups, subgroups and schools. Analysis

87 7. Cohen and P. Cohen, Applied Multiple Regression/Correlation Anal-
Yses for the Behavioral Sciences (Hillsdale ,N.J.: Lawrence Erlbaum As-
Sociates Publishers, 1983), p. 154.
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of variance, oneway and twoway, compared relationships between
subpopulations. Reading and SIV and self esteem scores were examined by
Pearsoﬁ product-moment correlations. Multiple regression analyses, as
analysis of covariance, were run using continuous and discrete data for
a mixed model. Entering reading achievement as the dependent variable
into the model, along with the scores on the SIV and the self esteem
scales as independent variables, partial correlations were computed to
analyze the relationship between reading and each of the self evalua-
tions scores. Scores of group, gender and age were partialed for third
order and fourth order partial correlations. The dependent variahble
used the aggregate mean of the reading scores, and the independent vari-
ables also used aggregate means of the self evaluation scores. Self
evaluation scores as dependent variables were entered into separate mod-
els with independent variables of school, gender, group and reading
achievement.

The algorithm used to analyze the overall relations of the variables
was the SPSS-X Multiple Linear Relationship Analysis.2®® Electronic Com-
puter package. Forward selection, backward selection and stepwise se-
lection regression methods were used.

The schools were treated as categorical by the contextual descrip-
tion, as demography, and composition, i.e., SES, income level and racial
mixture of the student population. Other corrolary hypotheses dealing
with between school context, gender, group, and reading were also exam-
ined using aggregate mean levels. Self evaluation scores were also com-

Pared against each of the other self evaluation scores for significant

28e Nie, Hull, Jenking, Steinbrenner and Bent, Statistical Package for
the Social Sciences.
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correlations.

This study was limited to reading achievement scores, however, math
scores-were briefly examined to determine which correlated more strongly
with each of the self evaluation variables.

All research questions were tested for significance by utilization of
a 2 tailed t-test set at p = .05, and examined up to p = .10. Classifi-

cation factors were gender, reading achievement, group, and school.

Hypotheses

As stated in Chapter 1, the first hypothesis was that students' self
concept is related to academic achievement. To determine whether stu-
dent characteristics were related to academic achievement scores, self
evaluation scores and reading scores were correlated and examined
through Pearson product-moment correlation and multiple regression anal-
ysis techniques.

The dependent variable in the above hypotheses was the mean of the
students' scores of the tests in reading used in the sample. The inde-
pendent variables consisted of those self evaluation variables having a
correlation p = .10 with the individual test scores.

Hypotheses 2, 3 and 4 were, respectively, that group, gender and
school were related to self concept.

Dummy variates were used to estimate the parameters that characterize
the difference of effects of group D1, D2 and D3, with 1 df (degree of
freedom), constant (grand mean) and 3 (for each dependent variable).

The parameter of gender was:
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D1 = 1 if female =1
0 otherwise
D2 = 1 if male = 1

0 otherwise
Reading groups included tutored, regular and honors. The parameters of

groups were:

Dl = 1 if reading group = 1

0 otherwise -
D2 = 1 if reading group = 2

0 ctherwise
D3 = 1 if reading group = 3

0 otherwise

The parameters of schools were:

D1 = 1 if school =1
0 otherwise
D2 = 1 if school = 2
0 otherwise
D3 =1 if school = 3
0 otherwise
D4 = 1 if school = 4
0 otherwise
Gender was examined within the second hypothesis, as stated in Chap-
ter 1, to determine whether any relationship existed between sex and
self concept. Groups were examined within the third hypothesis, as

stated in Chapter 1, to determine whether any relationship existed be-

tween classroom groupings and self concept.
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The study examined for significant difference among the group aggre-
gate mean scores. All terms were incorporated into the model for a sat-
uratedlmodel for predicted value. To get at terms of interest, some
terms were collapsed, to test only for those partitioned out, and the
dummy variate was eliminated.

The fourth hypothesis, as stated in Chapter 1, tested for school ef-
fects to determine whether differences existed between selected schools
and whether any relationship existed between schocl and self concept.
Schools were examined within this hypothesis. The study examined for
difference among the school aggregate mean scores in self evaluationms.

Between school examinations, to determine whether differences existed
between schools, relative to the interactions effects of gender, group
and the interaction between gender and group modeled tests on three dif-
ferent hypotheses. Tests for group effect, gender effect, and interac-
tion effects were run using different models. Eliminating terms for ef-~
fects on dependent variables and allowing for 4f of each variable, the
full model was entered into the model with differences of R2 for each
equation which determined the result.

To summarize the above, multiple regression procedures were used to
determine statistical significance with dummy variates. These statisti-
cal significances translated into differences, beta weights, differences
from a mean, or category deviations. The dichotomous variable, sex;
categorical variables, school and group; and continuous variables, aca-
demic achievement scores and self evaluation scores made up the models.

Contrasts of comparison were run on cell means to determine if they

were different from one another and to find the best fitting model for



118
these particular data. Tests were run for significant effects due to
each variable in the linear model.

The'procedure entered the full or saturated model (backward elimina-
tion) and eliminated variables to form new models. Subtracting tﬁe re-
vised model from the original model gave the amount of the effect. In-
dividual and confounded variables were entered separately and together

to determine amount of the effect.

Summary

The criteria for testing the hypotheses were the administration of
the SIV and self esteem tests and achievement scores from TAP at Lane
and ISPS at New Trier and school record grades at Cathedral. The major
hypothesis of this study was that there would be a statistically signif-
icant relation between reading ability and the degree of self esteem in
a selected group of secondary students. The data were analyzed by uti-
lizing the Pearson product-moment correlation coefficients to determine
significance at the .05 level. Oneway and twoway analyses and multiple
regression analyses were run. Four hypotheses were formulated.

The study was conducted using a sample of 360 selected students from
four schools in a large metropolitan school district. Schools were se-
lected to represent SES, academic performance, resources and racial mix-
ture.

Subjects were chosen from reading and English classes and were admin-

istered the SIV and self esteem questionnaires. Scores for academic
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achievement were obtained from school testing programs and school re-
cords. Scores were computer recorded and the SPSSX software program was
utilizéd for anlyses. Pearson product moment, multiple regression anal-
yses and F and t-tests were used in examination of the data. Stepwise,
forward, entry and backward methods tested for strength of variables
correlations entered as independent variables into the equation. The
independent variables included age, group, gender, school and scores omn
SIV and self esteem scales, and the interaction of each of these vari-
ables were tested backward, forward and stepwise, isolating each vari-
able, while entering all others.

Testing each school separately as a composite; SES level, income,
area, performance level, resources, etc., with schocl as dependent vari-
able and regressing on each school separately to compare percentage of
the variable accounted for in each self evaluation trait, SIV traits
were entered into the model. Models using schools as dummy ariates were
also used to test each self evaluation trait for amount of variance.
Using three schools as dependent variables, through dummy entering, and
entering each SIV trait into the model examined for school effects. The
amount of the total variance of each self evaluation was divided into
each school to determine which school drew most strength from each SIV
variable. Interactions ¢f gender, classroom group effects, reading
scores and schools were used as dummy variables.

To determine whether significant effects exist in relationships be-
tween variables, multiple regression analyses were used. Standardized
scores and dummy variables were used to examine for covariation within

schools and between schools. Converted z scores were examined using
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§PSSX software coding system. Interactions were non additive; 1lst, 2nd
and 3rd order. Multiple regression analysis was not limited to linear
relatibns, to partial out variables. F and t tests determined signifi-
cance. The power of rejection region was set at p = .05, however, all
up to p = .10 were examined. SPSSX computer programming was utilized in
analysis of the data.

Final self concept scores cannot be weighted, as they are not part of
a total score and, therefore, cannot be incorporated into a a single fi-
nal total score to measure self concept. Ancova, or regression analy-
sis, allowed for testing of these multivariables simultaneously.

Each school case study loocked at within school data. In new Trier,
reading, vocabulary and reading power were placed into the equation as
independent variables and dummy variables were used for gender, grade,
age, group and/or level. C(athedral used reading and math as dependent
variables and the equation included dummy variables; gender, grade, age
and level. Lane used reading and math, also, and included dummy wvari-
ables; gender, grade, age and group.

While not reported in this study, bilingual data were obtained from
Lane and Cathedral.?%® Bilingual data were not collected at New Trier;
however, it was assumed that this was not likely to have been an impor-
tant factor in this school. The findings indicated that a useful future

study could be made using these bilingual data.

%9 Lane had 20 students who were bilingual and 41 not, with 5 missing
data; Cathedral had 85 who were bilingual and 108 nmot, with 11 missing
data. The total bilingual data included 105 who were bilingual (29.2%
of the total sample), 149 who were not bilingual (41.4% of the total
Sample) with 106 missing (29.4%, not accounted for).
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CASE STUDIES

NEW TRIER HIGH SCHOOL

New Trier High Schoel was chosen to represent a suburban, high SES,
high performance school. The sample, composed of nearly 100% Caucasian
students, is located in Winnetka, Illinois, a8 community of primarily
middle to upper-class socioeconomic groups. New Trier High School has a
reputation of being one of the top schools in the country. The school
has its own radio and cable TV stations, as well as a professional stage
and theatre.

The community consists largely of professional families with a high
percentage of college and post college graduates. The percentage of low
income families in this district is .4% as compared to 23.7% statewide,
as reported in the 1985-1986 Illinois School Report Card Data.?®° New
Trier's graduation rate was 98.5%, with 88% college attendance, and 83%
completion of four years of college. The percentage of students who
Participate in advance placement programs is 30% to 35%; 4% to 6% of
these students are National Merit Finalists, and an additional 8% to 10%
received National Merit Letters of Commendation. Dropout rate at New

Trier is less than 1%.

269
The School Report Card for Illinois Schools, 1986.
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33% or 326 students in the 1985 senior class in New Trier took 620
Advanced Placement Tests with an average score of 3.99 on a scale of 1
to 5. The average score on the ACT was 22.8 for New Trier, with 3o us a
perfect score. The statewide score was 19.1 and 18.8 for a natiomal av-
erage. The percentage of New Trier students who took the ACT was 83%.
statewide 57.4%. The average score at New Trier on SAT tests was 1,021,
a perfect score being 1,600, statewide averages were 985 and national
averages, 906. 93.% of New Trier students took the SAT tests, while
statewide 14% completed the tests.

At New Trier, there were 59 students out of 15,000 who were named as
semifinalists in the 1983 National Merit Scholarship competition, chosen
from over one million attending 18,000 secondary schools in the United

States.

Procedure for Obtaining Data

A formal request for participation of the school in the research pro-
ject was presented by Dr. Steven I. Miller, Chair, Foundations of Educa-
tion of Loyola University, to the superintendent of NTHS, who appointed
Teacher A,2°! Director of the Department of Reading to work with-the
writer. She most generously and graciously offered her time in inter-
views, describing the reading program at NTHS, and offering information

pertinent to the study.

261
To protect the identity of the persons in the study, names have been

Cmitted, but are available upon request.
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The sample selected for study in this research included all students
in the reading classes from sophomore to senior grades, ages 15 to 18,
with 3+ males and 34 females from levels 1 through 3.

Based upon a track system, students are placed into one of four lev-
els upon entry into New Trier. Level 1 is a Tutorial Assisted Individu-
al (TAI) level, levels 2 and 3 are regular levels, and 4 is the acceler-
ated level. There is also a level 5, taken for college credit. The
levels are determined by several factors, including the Cooperative
School and College Test (SCAT), lowa Silent Reading Test?f? (ISRT),
grade school records, and 8th grade teacher evaluations. New Trier also

has a special education department for the more seriously handicapped

students which was not included in this study.

Population

The sample included all the students from the reading classes in the
English department; a total of 69 students, 35 males and 34 females; 1
freshman, 24 sophomores, 35 juniors and 9 seniors, made up of levels 1,
2 and 3. Level 2 (24 students) and level 3 (33 students) were combined
into one classroom grouping, labeled for this study as regular, which
consisted of 57 students, and level -1, tutored level, which included 12
students. The regular group made up 82.6% of the total, and the tutored
level made up 17.4%. The mean age was 15.86; with 40.6%, age 16, 39.1%,

age 15, 15.9%, age 17 and 4.3%, age 18.

1
‘? Iowa Silent Reading Test, 1973.
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procedure for Treating Data
———

As described in Chaprer 3, SIV and Self Esteem questionndires were
administered during class periods by teachers. Transformations were
made on male and female totals from raw scores to percentile scores
puilt into the scoring of the SIV questionnaire, based upon national
norms of high school students.

Reading, vdcabulary and total reading power scores on the Iowa Silent
Reading Test (ISRT), were taken from the school testing programs,
(scored on level 1 to level 3 norms). Reading power scores were com-
piled from reading and vocabulary scores. Ranked percentile scores from
individual student's profiles were transformed back into raw scores and
were standardized by groups for analyses.

Raw scores in reading ranged from 90 to 235 on three levels; from 103
to 116 in level 1 (12 students), from 90 to 196 in level 2 (24 students)
and from 140 to 235 in level 3 (33 students).?®?® The mean score in level
1 was 110.25 and standard deviation 3.79, level 2, 161.46 standard devi-
ation 21.90, and level 3 171.58, standard deviation 19.72.

Vocabulary scores ranged from 94 to 212; from 94 te 105 in level 1,
137 to 199 in level 2 and from 137 to 212 in level 3. The means were:
level 1, 99.42 and standard deviation 3.45, level 2, 166.33 and standard

deviation 14.26, and level 3, 170.21 and standard deviation 17.08.

2¥3 This outlier score of 90 (in reading) was included in the sample, as
Provided by teacher records, although the vocabulary score for this stu-
dent was within the normal range for level 2.
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Reading power scores ranged from 98 to 223; from 98 to 110 in level
1, from 125 to 189 in level 2 and from 146 to 223 in level 3. Mean
scores were: level 1, 102.92 and standard deviation of 3.45, level I,
164.33 and standard deviation of 14.82, and level 3,—1?1 and standard
deviation of 17.25.

Using ordinal scales for ranked data of SIV scores and interval data
from tests in academic achievement scores, correlations of p = .10 were
examined and significance was set at p = .05. Missing data eliminated
individual scores so that out of a total of 69 students at New Trier, 64
had complete data. Classroom grouping included one group of students
from levels 2 and 3 (23 and 29 students, respectively), with complete
data, for a total of 52 in the regular group; and level 1, a2 tutored
group, included 12 students, all with complete data. Standardized read-
ing, vocabulary and reading power scores from the ISRT were correlated
with scores from self evaluation questionnaires. Self evaluation scores
were also correlated for relationships with each other. Correlations
were examined by group, level of academic ability and gender.

The following tables show Pearson product-moment correlations with

(r) relatedness and (p) significance:
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SE score
score
score
score
score
score
score

Hw =" OWw

SE score
score
sScore
SCOore
SCOore
sScore
SCOore

e eH O

SE score
score
score
score
score
score
score

D Owm

TABLE 1

New Trier Correlations

Reading, Vocabulary and Reading Power

?
E

1

E

f

5

Total School n = 64 |
Reading Vocabulary Power |

!

r P r P r P |

\

-.242 045 -.142 .246° -.208 .087 1
277 .026 .318 .011 .318 .010 I
-.267 .033 -.082 .519 -.217 .,085 I
.118 .354 .221 .080 L1353  .289 |
.168 .184 .185  .143 .219 .082 |
-.067 .597 -.126 .320 -.089 .486 i
.026 .841 -.246 .050 ~-.080 .330 I
|

Male n= 31 |
|

-.053 .766 =.019 .917 -.044 .804 |
.132  .498 L2260 222 .125  .502 |
-.133 .477 -.069 .713 -.107 .568 |
-.094 .616 L175  L347 -.058 .757 f
.164 380 .186 .316 .252 .171 !
.103  .580 .031 867 .092 .621 |
.032 .864 -.365 .043 -.093 .619 |

|

Female n = 33 |

|

-.440 .008 -.268 .120 -.383 .023 |
.430 .013 .406 .019 .512 .002 |
-.399 .022 -.091 .616 -.322 .068 I
.385 .027 .282 .112 .369 .035 |
.187 .297 .190 . 290 .199 266 |
-.295 .096 -.321 .06% -.320 .069 |
L0106 .917 -.141 .437 -.071 .694 |

|

|
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Total

Self Esteem
score
score
score
score
score
score

HMmH O

Self Esteem
score
score
score
score
score
score

o~ aOawm

Self Esteem
score
score
score
score
score
score

Mo 0wm

:

TABLE 2

Regular Group

Reading Vocabulary
r P r p
.147  .275 -.066 .625
.257 .065 .349 ,011
.295 .034 -,079 .580
.123  .385 .265 .057
.211 .134 L1777 .219
.056 .696 -.204 .146
.009 .948 -.193 .171

Male
.210 .302 .189 .355
.199  .364 .197  .367
.202 . 56 -.040 .857
.198 .366 .181  .410
144 513 .141  .521
.204 .351 -.012 .956
.002 .994 -.270 .213

Female

-.436 .014 -.263 .153
.326 .085 .487 .007
-.371 .048 -.102 .597
473 .010 .348 .064
.235  .220 .200 .300
-.366 .051 ~-.382 .041
.047 .809 -.142 .462

n =

.097
.322
L241
.163
.243
.097
.096

.248
.188
.189
.125
.222
.179
.120

.377
L4461
.272
L4534
.221
.398
.049

2 of 57

473
.020
.085
.248
.082
.495
497

23

.223
.389
.389
-569
.308
413
.586

29

.037
.Q12
.154
.013
.248
.033
.802
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score
score
score
sCore
score
score

score
score
5Core
5Core
SCore
score

Total

Self Esteem

[ma - o~ I o B 7

score
score
SCore
5Core
sScore
Score

TABLE 3

Tutored Group

Reading
r P
691 .013
405 191
.188 .559
.098 .762
.060 .854
117 .717
.116 .718
Male
.675 .066
.078 .B45
.019 .964
.242  .565
.006 .988
.005 .991
.005 .897
Female
.623 377
.763  .237
L2710 U729
.482 .518
.234 766
.397 .603
.198 .802

Vocabulary
T p
-.491 .105
.248 437
-.146 .650
.053 .869
.238 .456
.254 . 426
-.570 .040
-.545 .162
.361 .399
-.244 (561
179 .671
.283  .497
-.227 .588
-.718 .045
-.418 .582
.062 .938
-.012 .988
-.996 .004
.056  .944
.743  .251
-.084 .916

Power
r P
n=12
.720 .008
.354 .259
167 .605
.026 .937
.091 .780
.033 .918
.007 .982
n=2=8
.710 .049
.020 .963
.006 .988
.l46 .730
.142 737
.127  .765
133 .754
n==x%
.730  .270
.616  ,384
.330 .670
.809 .192
.017 .983
.720  .280
. 321 .e79
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Vocabulary / Reading

Reading / Power
Vocabulary / Power
Reading / Sscore
Reading / Cscore
Reading / SE
Vocabulary / Sscore
Vocabulary / Lscore
Vocabulary / Rscore
Power / Sscore
Power / Sscore
Power / Iscore
Power / SE

Sscore / Cscore
Rscore / Bscore
Rscore / Sscore
Rscore / Cscore
Rscore / Iscore
Rscore / SE
Bscore / Lscore
Bscore / SE
Group / Cscore
Grade / SE

Age / SE

Age / Iscore
Grade / Sex
Level / Sex

Age / Sex

TABLE 4

.535
.903
.810
277
.268
.242
.318
.246
.221
.318
.217
.219
.208
.499
.549
.299
.248
.285
.367
.268
.237
.223
.209
. 204
.307
.278
.285
.297

Total School Correlations

.0001
.0001
.0001
.026
.033
.045
.011
.050
-080
.010
.085
.082
.087
.0001
.0001
.017
.048
.022
.003
.032
.059
.077
.084
.093
.014
.021
.018
.020
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Reading / Vocabulary
Reading / Power
Vocabulary / Power
Vocabulary / Lscore

Sscore / Cscore
Rscore / Bscore
Rscore / SE

Sscore / Rscore
Lscore / Bscore
Rscore / lscore
Group / SE

Reading / Vocabulary
Reading / Power
Vocabulary / Power
Vocabulary / Sscore
Vocabulary / BScore
Vocabulary / Grade
Reading / Sscore
Reading / Rscore
Reading / SE
Reading / Cscore
Rscore / Bscore
Iscore / Lscore
Cscore / Rscore
Cscore / Sscore

Age / Sscore

L

TABLE 5

Male Correlations

r

475
.900
.762
-.365
-.673
-.628
-.417
.369
-.438
-.346
.370

Female

.600
.907
.864
. 406
-.321
.317
.430
. 385
-.440
-.399
-.411
~.381
-.356
-.342
-.348

p

.005
.0001
.0001
.043
.0001
.0001
.020
.041
.014
.057
.031

Correlations

.0001
.001
.0001
.019
. 069
.063
.013
.027
.008
.022
.018
.029
.042
.051
.047




131

Reading / Vocabulary

Reading / Power
Vocabulary / Power
Reading / Cscore
Reading / Sscore
Vocabulary / Sscore
Vocabulary / Rscore

Rscore / Bscore
Sscore / Cscore
Rscore / SE
Sscore / Bscore
Sscore / Rscore
Cscore / Rscore
Cscore / Lscore
Rscore / Iscore
Iscore / Sex
Grade / SE
Grade / Sex
Bscore / SE

Grade / Lscore
Age / Iscore
Age / Bscore
Age / Lscore
Age / SE

Reading / Power
Vocabulary / Power
Vocabulary / Lscore
Reading / SE

Sscore / Cscore
Rscore / Bscore
Sscore / SE

Bscore / Grade
Bscore / Age

I

TABLE 6

r

.571
.903
.848
.295
.257
.349
.265
.526
417
.408
.301
.320
.303
.344
.258
.304
.331
.331
.271
.253
.297
.327
.291
.318

.905
.622
.370
.691
.780
.729
.566
.605
.703

Regular Group Correlations

P

.0001
.0001
.0001
.034
.065
.011
.057
.0001
.002
.003
.030
.021
.029
.012
.065
.028
.012
.012
.052
.071
.003
.018
.036
.016

Tutored Group Correlations

» 0001
.031
.040
.013
.003
.007
.055
.037
.011
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Reading / Vocabulary
Reading / Power
Yocabulary / Power
Vocabulary / Sscore
Vocabulary / Lscore
Sscore/ Cscore
Rscore/ SE

Bscore/ SE

Iscore/ SE

Rscore/ Iscore
Rscore/ Bscore
Iscore/ Lscore

Age/ Sex

Grade/ Sex

Reading / Vocabulary
Reading / Power
Vocabulary / Power
Reading / Rscore
Reading / SE
Iscore / Bscore
Rscore / Bscore
Cscore / Lscore
Cscore / Sscore
Cscore / Rscore

SE / Iscore

SE / Bscore

SE / Grade

Grade / Rscore
Age/ Rscore

Age/ Iscore

Age/ Bscore

Age/ SE

Age/ Cscore

TABLE 7

Level 2 Correlations

r P
.397 .055
.877 .0001
.750 .0001
.490 .018
-.589 .003
-.491 017
-.701 .0001
.518 .001
.518  .011
-.514 .012
-.601 .002
-.435 .038
-.398 .054
.335 .110

Level 3 Correlations

.697 .0001
.922  .0001
.917 .0001
.486 .007
-.348 .047
-.504 .005
-.498 .006
-.530 .003
-.370 .048
-.380 .,042
-.316 .095
-.315 .095
-.405 .019
.398 .033
.399 .032
467 011
-.471 .010
-.406 .019
-.324 ,087




133

TABLE 8

Regular Group Male Correlations

T P
Reading / Vocabulary .520 .006
Reading / Power .901 .0001
Vocabulary / Power .804 .0001
Sscore / Cscore -.646 ,001
Rscore / Bscore -.640 ,001
Rscore / SE -.462 .026
Lscore / Grade .496 .016
Lscore / Bscore -.467 .025
Age / Lscore .539 .008

1
I
I
|
!
l
!
|
|
I
|
|
Age / Bscore -.502 .015 |
|
Tutored Group Male Correlations |
i

|

I

|

|

%

|

f

Reading / Vocabulary NS

Reading / Power .884 .004
Vocabulary / Power .697 .055
Reading / SE -.475 .066
Vocabulary / Lscore -.718 .045
Sscore / Cscore -.884 .004
Bscore / Rscore -.806 .016

Bscore / Grade .742  ,035 |
|




134

Regular Group Female Correlations

Reading / Vocabulary

Reading / Power
Vocabulary / Power
Vocabulary / Sscore
Reading / SE
Reading / Rscore
Reading / Cscore
Reading / Bscore
Vocabulary / Rscore
Vocabulary / Sscore
Vocabulary / Bscore
Cscore / Rscore
Cscore / Lscore
Rscore / SE

Bscore / Rscore
Grade / SE

Tutored Group Female Correlations

Vocabulary / Rscore
Cscore / Lscore

TABLE 9

r

.630
.905
.896
487
.436
.473
.371
.366
.348
.487
.382
440
.415
.397
.376
.308

-.996
.989

P

.0001
.0001
. 0001
.007
.014
.015
.048
.051
.064
.007
.041
.017
.025
.033
.044
.092

.004
.01

e e e e ———— e —— e - ———————
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Reading/ Sscore
Vocabulary / Sscore
Sscore / Cscore
Sscore / Rscore
Sscore / Bscore

Reading / Sscore
Sscore / Cscore

Sscore / Cscore
Sscore / SE

Sscore / Vocabulary
Sscore / Cscore
Sscore / Bscore
Sscore / Reading
S8core / Reading
Sscore / Vocabulary
Sscore / Power
Sscore / Cscore
Sscore / Rscore

8score / Cscore

Sscore / Cscore

TABLE 10

Support

Total School

r

.277
.318
-.499
.299
-.236

p

.026
.011
.001
.017
.061

Regular Group

.257
-.417

.065
.01

Tutored Group

-.780
-.566

.406
-.342
-.293

.430

Females
.326

.526
.401

-.673
.369

Males

-.660

Males

-.884

.003
.055
Females

.019
.051
.098
.013

Regular Group
.085
.01
.031

Males

.001
.041

Regular Group
.001
Tutered Group

.01
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:I_‘_QE.@_l School

ggsEiEiXE Variables and Self Evaluation Scores

Significant findings in the total school, 64 students, 34 males and

35 females, comparing cognitive variables, included the positive corre-

lations between reading and vocabulary, r = .535, between reading and
reading power, r = .903, and vocabulary and reading power, r = .864, all
(p- = .000). Reading power scores reflected reading and vocabulary

scores, since the two scores made up the reading power scores. Female
correlations were found between reading and vocabulary, r = .600, be-
tween reading and reading power, r = ,903 and between vocabulary and
reading power, r = .864, all (p = .000). Male correlations were found
between reading and vocabulary, r = .474 (p = .005), between reading and
reading power, r = .408 (p = .017) and between vocabulary and reading
power, r = .762 (p = .000).

Examining cognitive and self evaluation correlations in the total
school, support was the most strongly correlated to reading, vocabulary
and reading power. A significant correlation was found between reading
and support, r = .277 (p = .026), and significant negative correlations
between reading and conformity, r = -.267 (p = .033), and reading and
self esteem, r = -.242 (p = .045). Vocabulary correlated negatively

with leadership, r = -.246 (p =.05), and positively with support,

r= .318 (p .011). Reading power correlated positively with support,

"

T

.318 (p = .01).

Male scores found no significance between reading and self evaluation

8Cores and the only significant correlation between any cognitive and
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self evaluation variable was a negative correlation between vocabulary
and leadership, r = -.365 (p = .043). Comparing cognitive scores and
self evaluation scores of females in the total school, significant posi-
tive correlations were found between reading and supéort, r = .430
(p = .013), and reading and recognition, r = .385 (p = .027), and sig-
aificant negative correlations between reading and self esteem,

r = -.440 (p = .008), and reading and conformity, r = -.399 (p = .022).
while not at significant levels, reading and benevolence, r = -.295

(p = -096), was negatively correlated. In vocabulary correlations, fe-
males had a significant positive relationship between vocabulary and

support, r = .406 (p = .019), and a nonsignificant correlation between

vocabulary and benevolence, r = -.321 (p = .069).

Self Evaluation Variable Correlations

In the total school, correlations between self evaluation scores in-
cluded support and conformity, r = -.499, and recognition and benevo-
lence, r = -.549, negatively correlated at .000-level.of significance.

A significant positive correlation was found between support and recog-
nition, r = .299 (p = .017), and significant negative correlations were
found between conformity and recognition, r = =-.248 (p = .048), indepen-
dence and recognition, r = -.286 (p = .022), and benevolence and leader-
ship, r = -.268 (p = .032). A significant negative correlation,
r==-.367 (p = .003), between self esteem and recognition, and a posi-
tive nonsignificant correlation between self esteem and benevolence,

= .237 (p = .059), were also found. The total school found a nonsig-

Rificant correlation between support and benevolence, r = -.236

(b = .061).
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Males in the total school found a negative correlation between recog-

nition and benevolence, r = -.628 (p = .000), recognition and self es-
ceem, £ = -.417 (p = .020), support and conformity, r = -.673
(p = -001), and leadership and benevolence, r = ~.438 (p = .014), and a

significant positive correlation between recognition and support,
r= .369 (p = 041}. A nonsignificant negative correlation was found be-
tween recognition and independence, r = -.346 at .0537.

Females found significant negative correlations between recognition
and benevolence, -.411 at .018, independence and leadership, r = -.381
(p = -029), and conformity and recognition, r = -.356 (p = .042), and a
nonsignificant negative correlation between support and conformity,

r = -.342 {p = .051).

Age and grade were significantly and negatively related in the total
school to sex, r = -.297 (p = .018), and r =- .278 (p = .021), respec-
tively, with females older and in higher grade levels than males. Age
was significantly and positively related to independence, r = .307
(p = .014), and nomnsignificantly and negatively related to self esteem,
r=-.204 (p = .093). All females found age and support negatively re-

lated, r = -.348 (p = .047).

Regular Group

In the regular group, which combined levels 2 and 3, the correlation
between reading and vocabulary was .571 at .001 significance. Mean
scores in reading and conformity correlated negatively and significant-
ly, r = -.295 (p = .034), and reading and support correlated positively,

approaching significance, r = .257 (p = .063). Vocabulary correlated
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positivelY with support, r = .349 (p = .011), and positively with recog-
pition, r = .265 (p = .057), approaching significance. While no signif-
jcant correlations were found for males in the regular group between
reading or vocabulary and any of the self evaluationﬁscores, female
scores were significant and negatively correlated between reading and
self esteem, r = -.436 (p = .014), reading and benevolence, r = -.366
(p = -051), and reading and conformity scores, r = -.371 (p = .048), and
positively correlated between reading and recognition scores, r = .473
(p= .015). BSignificant female correlations in the regular group be-
tween vocabulary and support, r = .487 (p = .007), were positive, and
between vocabulary and benevolence, r = -.382 (p = .041), were negative.
Although not significant, vocabulary and recognition, correlated posi-
tively, r = .348 (p = .064).

In the regular group, a significant negative correlation was found
between recognition and benevolence r = -.526 (p = .000), with regular

males, r = -.640 (p = .001), and regular females, r = -.376 (p = .044).

Support and conformity correlated negatively r = -.780 (p = .003), and

for regular males, r = -.646 (p .001). Negative correlations between

H
Il

recognition and independence, r -.259 (p .065), and positive corre-
lations between recognition and support, r = .320 (p = .021), and for
regular group males, r = .363 (p = .089). A negative correlation was
found between benevolence and leadership for the regular group,

I =-.234 (p = .095), and for regular males, r = -.467 (p = .025). A
significant negative correlation between support and benevolence, for
the regular group, r = -.301 (p = .030), was due to regular group fe-

‘3155, T = -,428 (p = .021), and no significance for males and conform-
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jty and recognition, r = =.303 (p = .029), also due to females in the
regular group, r = -.440 (p = .017); and conformity and leadership in
regular group, r = - 344 (p = .012), due to regular group females,

r = -.415 {p = .025), and not significant for males.- Recognition and

independence found a nonsignificant negative correlation for the regular

group, r = -.259 (p = .063), and beneveolence and leadership, r = -.234
{(p = .095), which was significant for regular group males, r = -.467
(p = -025), but with no significance for regular group females. Self

esteem and recognition scores was significant and negative for the regu-
lar group , r = -~ 408 (p = .003), regular group females, r = -.367
(p = .033) and regular group males, r = -.462 (p = .026). Also found

was a positive significant correlation between self esteem and benevo-

lence for the regular group, r = .271 (p = .052).

Tutored Group

In the tutored group, reading and vocabulary did not correlate sig-

nificantly. Reading and reading power correlated positively, r = .905
(p = .000), and vocabulary and reading power correlated positively,
r= .623 (p = .031). Male tutored students found reading and reading

power significantly correlated, r = .884 (p = .004), and vocabulary and
reading power nonsignificantly correlated, r = .679 (p = .055). Signif-

icant negative correlations were found between reading and self esteem

at r = -.671 (p = .013), and vocabulary and leadership, r = -.570
{(p = .04) level of significance. A significant negative correlation was
found for males between vocabulary and leadership, r = -.718 (p = .045)

and a nonsignificant negative correlation between reading and self es-

teem, r = - 675 (p = .066).
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In the tutored group, a significant negative correlation was found

petween recognition and benevolence r = -.729 (p = .007); for turored
males, ¥ = -.800 (p = .016). GSupport and conformity correlated neg-
arively, © = -.780 (p = .003); for tutcred males, r = ~-.884% (p = .004).

gelf esteem and support approached significance and correlated negative-
ly, © = -.566 (p = .055).

In the tutored group, significant and positive correlations were
found between grade and benevolence, r = .605 (p = .037), and age and

benevolence, r = .703 (p = .011).

Summary of Groups

A significant negative correlation for the regular group in reading
was found between reading and conformity, and a nonsignificant positive
correlation between reading and support, r = .257 (p = .065). A signif-
icant positive correlation was found between vocabulary and support, and
a nonsignificant positive correlation between vocabulary and recogni-
tion, r = .265 (p = .057). A significant positive correlation also was
found between reading power and support.

Significant negative correlations for the tutored group were found
between reading and self esteem, vocabulary and leadership, and reading

pPower and self esteem.

Summary of Cognitive Correlations

Because both reading and vocabulary comprised the reading power

8core, the correlations between reading and reading power and vocabulary
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and reading power were expectedly high. Significant positive correla-
tions were found in the total school and in the regular group between
reading and vocabulary, reading and reading power, and vocabulary and
reading power. MMales and females in the total schooi and regular- group
found the same correlations between reading and veocabulary. In the tu-
tored group, however, there was no significant correlation between read-
ing and vocabulary scores. A significant correlation between reading
and reading power was greater than that between vocabulary and reading
power. The tutored level vocabulary scores were lower than the reading

scores and were less strongly correlated to reading power. Tutored

males found the same correlations.

Summary of Reading and Self Evaluation Scores

Significant correlations between self evaluation scores and reading
scores for the total school were found between reading and support,
which were positive, and reading and self esteem and reading and con-
formity, which were negative.

Reading and support in the total school correlgted positively,
r=,277 (p = .026); for the regular group, r = .257 (p = .065), and for
the tutored group, no significance was found. Regular group females
correlated positively, r = .326 (é = ,085), and males found no signifi-
cance.

Reading and conformity at the total school level correlated negative=
ly, r = -.269 (p = .033); the regular group correlated negatively at a
significant level, r = -.295 (p = .034), with no significance for males,

but for females, r = -.371 (p = .048).
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For the total school, reading and recognition were not significantly

correlated, due to males nonsignificance, but for females, a positive

significant correlation between the two variables was found; r = .385
(p = .027), for total females, and for regular group females, r = -.473
(p = .01).

The total school correlation between reading and benevolence correla-
tions were not significant, nor were they for the regular group, but for
females a nonsignificant negative correlation of r = -.295 (p = .096)
and for regular group females, a negative correlation of r = -.366
(p = .051) was found.

The entire school correlations between reading and self esteem were
significant and negative, f"= -.242 (p = .045), and for the tutored
group, r = -.720 (p = .008). While in the regular group, no signifi-
cance was found, and regular group male scores were not significant,
regular group female scores were significant and negatively related,

r=-.436 (p = .014).

Summary of Vocabulary and Self Evaluation Scores

In the total school, significant and positive correlations were found
between vocabulary and support, and significant and negative between vo-
cabulary and leadership. Although not significant, a positive correla-
tion was found between vocabulary and recognition. In the total school,
a8 significant correlation was found between reading and conformity, how-
ever, no significant correlation was found between vocabulary and con-
formity. )

In the total school vocabulary and support correlated positively,

r = .318 (p = .011), and vocabulary and leadership, negatively,
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r=-.246 (p = .030), and, nonsignificantly, vocabulary and recognition,
r = .221 (p = .080), positively. The regular group found a significant
positive correlation between vocabulary and support, r = .349

(p = .011), due to female scores, r = .406 (p = .019), especially- fe-
males in the regular group where a positive correlation, r = .487
(p = .007) was found, with no significant correlation found for males.

In the total school a significant negative correlation was found be-

tween vocabulary and leadership, r = -.246 (p = .050), due to total
males, r = -.365 (p = .043), and especially tutored level male scores,
r = -.718 (p = .045). Regular group male or females scores were not

significantly correlated between vocabulary and leadership. Reading and
leadership was not found to be significantly correlated for any group.

At the total school level, although not significant, vocabulary and
recognition were positively related, r = .220 (p = .08); not significant
for males, and a nonsignificant positive correlation for females,

r = .348 (p = .064). The regular group found a nonsignificant correla-
tion between vocabulary and recognition of r = .265 (p.= .057). Regular
group maleslfound no significant correlation, however, regular group fe-
males found a positive correlation of r =.348 (p = .064), and tutored
females found a negative correlatjon of r = ~.9%6 (p = .004). This in-
cluded only 4 females in the tutored group, however.

No significant correlation was found between vocabulary and benevo-
lence at the total level, although females found a negative nonsignifi-
cant correlation, r = -.321 (p = .069), and no significant correlation
was found fo; males; regular group females also found a significant neg-

ative correlation of r = -.382 ( p = .041).
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summary of Reading Power and Self Evaluation Scores

Reading power reflected the totals of reading and vocabulary scores.
The highest correlations between reading power and sélf evaluation
scores for the total school were between reading power and support,

r = .318 (p = .010), with regular group at r = .322 (p = .020). The
scores in reading, vocabulary and reading power correlated significantly

with support at the total school level, due to females scores on each,

and with no significance found for males. For regular group females,

reading power and support correlated, r = .461 (p = .012), reading power
and recognition, r = .454 (p = .013), both positive, and reading power
and benevolence correlated negatively, r = -.398 (p = .033). Reading

power and independence were positively, although nonsignificantly relat-
ed, r = .243 (p = .082). In the entire school, no significant correla-
tions were found for males, nor for males in the regular group, however,

the tutored group had a significant negative correlation between reading

power and self esteem, r = -.720 (p = .008) due to males in the tutored
group, r = -.710 (p = .049), which was largely reflective of the reading

and self esteem score correlation.

Gender

Males had no significant correlations between reading and any self
evaluation scores, and the only significant correlation found was be-
tween vocabulary and leadership for total males, r = -.365 ( p = .043);

With no significance for regular group males; and tutored group males,
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= -.718 (p = .043), negatively correlated. In the total school, the
strongest correlations for females were between reading and support,

r = .430 (p = .013), reading and recognition, r = .385 (p = .027), posi-

.008), reading and

]

tive, and reading and self esteem, r = -.440 (p
conformity, r = -.3%99 (p = .022), negative. A significant positive cor-
relation between vocabulary and support, r = .406 (p = .019), and a non-
significant negative correlation between vocabulary and benevolence,
r=-.321 (p = .069), also was found for all females.

Regular females found significant correlations between reading and
recognition. r = .473 (p = .015), positive. and reading and conformity,
r=-.371 (p = .048), reading and benevolence, r = -.366 (p = .051) and
reading and self esteem. r = -.346 (p = .014), all negatrive. Vocabulary
and benevolence were negatively correlated, r = -.382 (p = .041) and vo-
cabulary and support were positively correlated, r = .489 (p = .007),
both significantly. Vocabulary and recognition were correlated posi-
tively, r = .348 (p = .064), and nonsignificantly. With only four fe-
males in the tutored group, scores from this group were not examined.

The regular group found similar correlations between reading and vo-
cabulary, reading and reading power and vocabulary and reading power for
males and females. Males in the regular group found no significant cor-
relations between any of the cognitive scores and self evaluation
scores, however females found positive correlations between reéding and
Tecognition, r = .473 (p = .015) and negative correlations between read-
ing and self esteem, r = -.436 (p = .014), reading and conformity,
r=-.371 (p = .048), and reading and benevolence, r = -.366 (p = .051).

For females in the regular group, positive correlations were found be-
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tween vocabulary and support, r = .487 (p = .007) and vocabulary and
recognition, r = .348 (p = .064), and negative correlations between vo-
cabulary and benevolence, r = -.382 (p = .041).

The correlations between recognition and benevolence were negative
for both males and females in the regular group; males, r = -.5640
(p = .011), and females, r = -.376 (p = .044).

Highly significant negative correlations were found hetween benevo-
lence and recognition; all males found a negative ﬁorrelation, r = -.628
(p = .000) and regular males, r = -.640 (p = .001), with male tutored
students, r = -, 806 (p = .016). Females also found a negative correla-
tion, r = ~.411 (p = .018) and regular females, r = -.376 (p = .044).

In the total school, males accounted for the negative correlation be-
tween support and conformity, r = -.499 (p = .001), tutored group,
r=-.780 {p = .003) and especially tutored males, r = -.884 (p = .004).
No significant correlation was found for females or regular group fe-
males. Tutored males also found negative correlations between self es-

teem and support.

Age and Grade

In the total school, significant negative correlations were found be-
tween age and sex, which indicated that females were older and in higher
grades than males. Age was significantly and positively related to in-
dependence, and nonsignificantly and negatively related to self esteem,
T = -.204 (p = .093). The interaction of age and sex were related to
this variable. Older students valued independence more Ehan those who
were younger, with females older and significantly higher in indepen-

dence than males.
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In the regular group, age was positively correlated with independence
and leadership, and negatively correlated with benevolence and self es-
ceem and age and conformity were negatively correlated. although not as
strongly. Older students had higher scores in indep;ndence and leader-
ship and lower scores in benevolence, self esteem and conformity.

In the tutored group, significant positive correlations were found
petween grade and benevolence and age and benevolence. Those students
who were older and in higher grades scored higher on benevolence than
those who were younger and in lower grades.

Age was not a primary factor with males in the total school. however,
regular group males found age was related positively and significantly
to leadership, and positively and negatively to benevolence. Females in
the total school found age and support significantly and negatively cor-
related and regular group females found a nomsignificant and negative
correlation between grade and self esteem, r = -.308 (p = .092).

The age difference points up the fact that gender and group should be
examined very carefully on the variables which are affected by age,
i.e., in the sample at New Trier, females are clder than males and have
higher independence scores. Thus, the difference may be due to an in-

teraction of age and gender.

Self Evaluation Variable Correlaticns

The most significant correlations in SIV scores were found between
recognition and benevolence at the total school level, which correlated
hegatively, r = -.549 (p = .000), regular group, r = -.526 (p = .000),

and tutored group, r = -.729 (p = .007). Males correlations were
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r = -.628 {p = .000), regular males, r = -.640 (p = .001), tutored
pales, T = -.806 (p = .016). Females correlated negatively for total
school, T = -.411 (p = .018), regular, r = -,376 (p = .044), and the tu-

tored group females found no significance.

support and conformity correlated negatively, r = -.499 (p = .000),
for total school, r = -.417 (p = .002) for regular group, and r = -.780
(p = .003), for tutored group. Total males correlated negatively,
r=-.673 (p = .001); regular males, r = -.646 (p = .001) and tutored
males, r = -.884 (p = .004). Females correlations were negative,

= -.342 (p = .051).

Other significant correlations in the total school were: negative

correlations between recognition and independence, r = -.286 (p = .022),
especially in the regular group, r = -.259 (p = .065), due to total male
scores, r = -.346 (p = .057), and not significant for tutored males or

the tutored group; positive correlations between recognition and sup-

port, r = .299 (p .017); regular group, r = .320 (p = .021), all

males, r = .369 (

041), regular group males, r = .363 (p = .089), and

not significant for tutored group males, tutored group or all females,

and negative between benevolence and leadership, r = ~.268 (p = .032);
regular group, r = -.234 (p = .095), all males, r = ~.438 (p = .014),
regular males, r = -.467 (p = .025), and not significant for females or

tutored group.

The total school found significance between support and benevolence,
r=-.236 (p = .061); regular group, r = -.301 (p = .03), due to regular
group females, r = -.428 (p = .021), and no significance for males; to-

tal school on conformity and recognition, r = -.248 (p = .048), and reg-
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ular group, r = -.303 (p = .029), also due to females in the regular

group, r = -.440 (p = .017); total school on conformity and leadership

I
L

in regular group, r -.344 (p = .012), due to regular group females,

r = -.415 (p = .025), and not significant for males; and recognition and
independence in the total school, r = ~.286 (p = .022), regular group,
r = -.259 (p = .065), and all males, r = -.346 (p = .057). This was not

significant for females. The total scores for all females were neg-
atively significant correlations between independence and leadership,
r = -.381 (p = .029) and conformity and recognition, r = -,356
(p = .042) and for all males, negatively significant between leadership
and benevolence r = -.438 (p = .014). Total school found negative cor-
relations between conformity and recognition, r = -.248 (p = .048), and
between benevolence and leadership, r = -.268 (p = .032, Between benev-
olence and leadership for the regular group found r = -.234 (p = .095),
and regular group males, r = -.467 (p = .025), with no significance for
regular group females.
The most significant correlations in the total school were the neg-
ative correlations between recognition and benevolence, r = -.549
(p = .000) and between support and conformity, r = -.499 (p = .001).
Between the general self esteem score and the six area specific self
concept scores, the strongest correlation was between self esteem and

recognition scores, negative, At the total school level, this correla-

tion was r = -.367 (p = .001), and regular group , r = -.408 (p = .003),
with level 2, r = -,707 (p = .001), and no significance in level 3;
males found r = -.417 (p = .020), and females, r = -.316 (p = .07), with

regular group females, r = -.367 (p = .033), and regular group males,
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= --462 (p = .026). Also found was a positive significant correlation
petween self esteem and benevolence in the total school, r = .237
(p = .Q59), ‘and regular group, r = .271 (p = .032). Self esteem and in-
dependence in level 2 was positively related, r = .5318 (p = .034)-and in
level 3 was negatively related, r = -.315 (p = .095), with no signifi-
cance for level 1.

The only group finding any correlation between self esteem and sup-

port scores was the tutored group, with a negative correlation,

r = -.566 (p = .055).

Levels

The tutored group, also level 1, found correlations between reading
and self esteem, r = -,691 (p = .013), and vocabulary and leadership,
r = -.570 (p = .040), significantly correlated and negative. Signifi-
cant negative correlations were found between support and conformity,
r=-.780 (p = .003), recognition and benevolence, r = -.729 (p = .007)
and support and self esteem, r = -.566 (p = .055). Benevolence and
grade of student was significantly and positively related, r = .605
(p = .037). The males in the tutored level reflected these same corre-
lations. There were more males than females in this level, with only
four females in the level.

As discussed, the regular group was comprised of level 2 and level 3.
A significant negative correlation for the regular group in reading was
found between reading and conformity, r = -.295 (p = .034), and a non-

significant positive correlation was found between reading and support,

T = ,257 (p= .065). A significant positive correlation was found be-
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tween vocabulary and support, r = .349 (p = .011), and a nonsignificant

positive correlation between vocabulary and recognition, r = .265

(p = .057). A significant positive correlation also was found between

reading power and support, r = ,322 (p = .020).

In level 2, the lower of the two levels in the regular group, there
were no significant findings between reading scores and any of the value
scores, but a significant positive correlation between vocabulary and
support, r = .490 (p = .018), and a significant negative correlation be-
tween vocabulary and leadership r = -.589 (p =.002), were found. Level

2 males found no significance between reading and self evaluation

scores, but vocabulary and support were positively correlated, r = .636
(p = .015) and vocabulary and leadership were negatively correlated,
r=-.666 (p = .009), both significantly. Females in level 2 found vo-

cabulary and leadership significantly and negatively correlated,
r= -.711 (p = .032). There were significantly more males in this group

than females. Significant negative correlations were found between rec-

ognition and self esteem, r = -.701 (p = .000). support and conformitvy,
r=-.491 (p = .017), recognition and independence, r = -.514
(p = .012), recognition and benevolence, r = -.601 {(p = .002), and inde-

2

pendence and leadership, r = -.435 (p = .038). A significant and posi-
tive relationship was found between independence and self esteem of
r = .518 (p = .011}.

The high level within the regular group, level 3, found reading and
recognition correlated positively, r = ,486 (p = .007), while reading
and self esteem correlated negatively, r = -,348 (p =.047), at signifi-

cant levels. No significance was found between vocabulary and any value
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scores. Level 3 males found no significance between any cognitive
scores and self evaluation scores, however, females in level 3 found a

significant positive correlation between reading and recognition,

r= .592 (p = .008), and a significant negative correlation between
reading and self esteem, r = ~.496 (p = .019). At nonsignificant lev-
els, reading and benevolence, r = .404 (p = .078) and reading and con-
formity r = -.414 (p = .062), correlated negatively. Level 3 females

alsc found vocabulary and support significantly and positively correlat-

ed, r = .576 (p = .001) and vocabulary and recognition nonsignificantly
and positively correlated, r = .418 (p = .067). Reading power was sig-

nificantly correlated positively with support and recognition and neg-
atively with benevolence and self esteem. Level 3 students found sig-
nificant negative correlations between conformity and leadership,

r= ~-.530 (p = .003), conformity and support, r = -.370 (p = .048), con-
formity and recognition, r = -.380 (p = .042), independence and benevo-
lence, r = -.504 (p = .005), and recognition and benevolence, r = -.498
(p = .006). Grade of student had a significant positive correlation
with self esteem, r = .398 (p = .033), and a significant negative corre-
lation with and recognition, r = -.409 (p = .019}, i.e., the higher the
grade level of the student, the lower the self esteem score and the

higher the recognition score.

Summary of Levels

The lowest level found a significant negative correlation between
reading and self esteem and vocabulary and leadership. The middle level

found no significant correlations between reading and any value scores,
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however, & significant positive correlation was found between vocabulary
and support, and a significant negative corfelation was found between
vocabulary and leadership. Reading power and support were positively
and significantly correlated and reading power and léadership were sig-
nificantly and negatively correlated.

The middle level males found reading not significantly related tg
self evaluation scores, but those highest in vocabulary valued support,
r = .636 (p = .015) and devalued leadership, r = -.666 (p = .009). Mid-
dle level females found no significance except that those whe scored
highest in vocabulary devalued leadership, r = -.711 (p. = .032).

Level 3 found reading and recognition significantly and positively
correlated and reading and self esteem sigﬁificantly and-ﬁégativeiy cor-
related. No significant correlation between vocabulary and any self
evaluation scores were found.

High level males found no significant correlations between reading,
vocabulary or reading power and any of the self evaluation variables.

Females in the high level who had highest reading scores valued recogni-

tion, r = .592 (p = .008), and devalued self esteem, r = -.496
(p = .019), significantly, and devalued benevolence, r = -.404
(p = .078), and conformity, r = -.414 (p = .062), nonsignificantly. Fe-

males in the high level who scored high in vocabulary valued support,

r = .576 (p = .001), significantly, and recognition, r = .418

(p = .067), nonsignificantly, more than those who scored low in vocabu-
lary. Highest females in reading power valued support and recognition,

and devalued benevolence and self esteem.
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Level 1 found significant negative correlations between reading and
self esteem and vocabulary and leadership. Level 2 found no correla-
trions between reading and any self evaluation scores but, between vocab-
pwlary scores a significant positive correlation with support was found,
and with leadership, a significant negative correlation. Reading power
and support correlated positively, and reading power and leadership,
negatively, due to vocabulary correlations.

0f all the levels, level 3 found the least significant correlations
with each of the self evaluation scores and reading; the highest corre-
lation was between reading power and independence scores, due to female
scores.

To further define the regular group, level 2 and level 3 were exam-

ined separately. Self esteem and benevolence variables were positively

correlated for the regular group, r = .237 (p = .059), due to level 2,

which found a significant and positive correlation of r = .518

(p = .001), although, level 3 found a nonsignificant negative correla-

tion of r = .315 (p = .095), and no significance was found for level 1.

Level 2 found benevolence and recognition significantly and negatively
correlated, r = -.601 (p = .002), as did level 3, r = -.498 (p = .000).
Level 2 found recognition and self esteem significantly and negatively
related, r = -.701 (p = .000), while level 3 and tutored groups found no
significant correlatien.

In level 2, age and sex were related, r = -.398 (p = .054), as was
grade and sex, r = -.335 (p = .110). That is, in the middle level, fe-
males were older than males, and in higher grade levels.._

Level 3 found age positively related to recognition, r = .399
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(p = .032), leadership, r = .345 (p = .067), and independence, r = .467

.011), and negatively related to benevolence, r = -.471 (p = .01)

(p

and self esteem, r = -.406 (p = .019). Age and conformity were related
negatively, r = -.324 (p = .087). Older students vaiued recognition,
leadership and independence and devalued benevolence and self esteem.
They also devalued conformity, although not significantly.

Within the highest reading group, level 3, positive and significant
correlations were found between reading and reading power and recogni-
tion, and a significant negative correlation between reading and self
esteem. Vocabulary scores and self evaluation scores were mnot signifi-

cantly related. Those in the lower grades valued self esteem signifi-

cantly more and those in the the upper grades valued recognition more.

Regression Correlations

Multiple regression equations were run with reading as the dependent
variable and self evaluation scores as independent variables. Using
backward elimination, with the saturated model, all scores in the equa-
tion accounted for 26% of the variance (p = .015). The removal of self
esteem scores resulted in 23% of the reading variable explained
(p = .019). Support accounted for 7.7%, conformity, 7.1%, and self es-
teem (negative relationships) accounted for 7.1%, when placed in the
equation alone. Independence and support together accounted for 13%,
and independence, support and leadership accounted for 15%, in a posi-
tive correlation, at significant levels. Self esteem and conformity,
negatively correlated, together accounted for 12% of the reading score
(p = .018). Adding the third negative variable, benevolence, resulted

in 12% of the total reading scores explained (p = .046).
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Regressing on vocabulary as the dependent variable, all self evalua-

tion variables accounted for 36% of the variance (p = .000). Removing
self esteem, the variance held at 36%, and removing conformity and self
esteem resulted in 33% of the vocabulary variable explained. Entered
Separately, support accounted for 10%, leadership for 6%, recognition,
5%, and independence, when entered alone was not significant, however,
jndependence and support together accounted for 16°% and independence and
recognition accounted for 12% of the vocabulary variable.

with reading power as the dependent variable, in backward elimination

on a saturated model, all independent variables accounted for 33%, which

was significant {p = .002). Removing self esteem resulted in 31%
(p = .002). Entering only support accounted for 10%, and entering inde-
pendence and support accounted for 18% (p = .022).

Regressing on reading and reading power for all males found no sig-
nificant correlations, and regressing on vocabulary found the saturated
model accounted for 43% (p = .049). Removing leadership accounted for
43% (p = .025) and removing leadership and self esteem resulted in 42%
of variance (p = .013). Leadership alone accounted for 13% of the vo-
cabulary variance (p = .044).

Regressing on reading for females found, in the saturated model, 45%

of the variance accounted for in reading (p = .024). Removing self es~-

teem resulted in 43% of the variance accounted for (p = .015), and with

self esteem and conformity removed, this variance was 41% (p 015).
Further, removing benevolence resulted in amount of variance of 41%

(p = .004), and removing leadership, 35% (p = .005). -
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Regressing on vocabulary for all females found, in the saturated mod-
el, all self evaluation variables accounted for 47% (p = .016), removing
self esteem resulted in 47% (p = .008), and support alone accounted for
16% (p = -019). Independence and support together aécounted for 22% of
the variance in vocabulary (p = .05).

Regressing on reading power scores for all females, the saturated
model accounted for 53% (p = .004). Removing self esteem resulted in
53°% of the variable accounted for (p = .018), and support alone account-
ed for 26% (p = .002).

Regressing on reading scores for the regular group found the saturat-
ed model accounted for 25% (p = .058), and with the removal of self es-
teem, the model contributed 25% (p = .039). Support alone accounted for

%, conformity, 9%, independence and support, 14%, independence, support
and conformity, 15%, independence, support and benevolence, 15%, and in-

dependence, suppeort, recognition and benevolence, 19%.

Regressing on vocabulary for the regular group found all variables

accounted for 37% of the variance (p = .003), and, with the removal of
self esteem, accounted for 37% (p = .001). With self esteem and leader-
ship variables removed, the amount of variance was 33% (p = .002). Sup-

port contributed 12%, recognition 7%, and, independence, while not sepa-
rately significant, intercorrelated with support such that together they
accounted for 18% of the variance in the vocabulary variable, and inde-
pendence and recognition 13%, independence, support and recognition con-
tributed 32%, and adding conformity brought this to 28%.

For the regular group, regressing on reading power, found the satu-

rated model accounted for 34°% (p = .008), and removing self esteem ac-
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counted for 34% (p = .004). Support alone accounted for 10% of the var-
jance (p = .02) and support and independence together accounted for 20%
(P = .00"*) .

The regular group males found no reading, vocabulary or reading power
scores to be significant, although, regressing on reading, females in
the regular group found self esteem accounted for 18%, benevolence 14%,
conformity 14%, recognition 22%, support 11%, and independence and rec-
ognition together accounted for 33% (p = :006). independence and sup-
port, 19% (p = .067) and adding leadership increased this to 26%

(p = .05).

The regular group female vocabulary scores found support accounted
for 24% (p = .007), benevolence, 15%, recognition, 12%, independence and
support, 31% and independence and recognition, 19% (p = .063). The sat-
urated model accounted for 55% of the variance (p = .01) and removing
self esteem, 54% (p = .005).

Regressing on reading power for females in the regular group found

the saturated model accounted for 56% (p = .008), and removing self es-

teem accounted in 56% (p = .003). Support alone accounted for 21%

(p = .012), and support and recognition together accounted for 33%

H

(p = .006). Support, recognition and independence together accounted
for 45% of the variance in reading power (p = .002).

Level 1, or the tutored group, regressing on reading found self es-

teem contributed 48% (p = .013), self esteem and conformity, 52%
p= .035), self esteem and recognition, 48% (p = .051) and self esteem,
Support and conformity, 58% (p = .065). Self esteem, leadership, inde-

Pendence, support and conformity accounted for 79% (p = .046), and self
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esteem, independence, support and conformity accounted for 67%
(p = .067). Except for recognition, all variables in a nearly saturated

model accounted for §9% (p = .084).

The tutored group, regressing on vocabulary score;. found all vari-
ables except leadership accounted for 75% of the variance in vocabulary,
self esteem accounted for 35%, leadership 36%, self esteem and indepen-
dence 35%, further adding conformity accounted for 46% and adding sup-
port accounted for 54°% of the total variance.

In reading power, all variables accounted for 96% (p = .014) and self
esteem alone, 52% (p = .008). All variables except recognition account-
ed for 94% (p = .006); self esteem, independence, leadership, support
and conformity accounted for 94% (p = .002). Group 1 males found no

significance when regressing on reading, however, on vocabulary, leader-

ship accounted for 52% (p = .049).

Summary

With reading as the dependent variable, and using all self evaluation
scores as independent variables, with the exception of self esteem, all
variances accounted for more variance in vocabulary than reading. The

total school found in reading, all variances accounted for 26%

(p .015); in vocabulary, 36% (p = .000); and in reading power, 33%

(p .002). Regressions were stronger for females than males and
strongest for vocabulary, especially for regular group females. All fe-

males found regressing all variables on reading accounted for 45%

(p .024), regressing all variables on vocabulary accounted for 47%

(p .016), and regressing all variables on reading power accounted for
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53% (p = -004). Males found no significance when regressing on reading
or reading power, and found, regressing on vocabulary, all variables ac-

counted for 43% (p = .049). Regular group regressions on reading ac-

counted for 25% (p .058), vocabulary, 37% (p = .003) and reading pow-
er, 34% (p = .008). In the total school level, the highest correlations
on reading were found in support, a positive correlation of 7.7%, con-

formity, positive correlation of 7.1%, and self esteem, a negative cor-

relation of -7.1%.

Self Evaluation Mean Scores

The following tables show self evaluation mean scores of students by

school, gender and group.
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é TABLE 11 l

!
; Mean Scores - Total School |
; - l
1 }
! Means Standard Deviations |
1 t
! Support 59.52 25.54 |
f Independence 58.66 25.66 !
f Benevolence  48.58 30.32 |
{  Recognition  48.55 25.85 [
| Leadership 48.30 27.58 |
| Conformity 31.28 26.74 |
| Self Esteem 18.19 14.33 |
| |

j

b
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Regular
Tutored

Tutored
Regular

Regular
Tutored

Tutored
Regular

Regular
Tutored

Tutored
Regular

Regular
Tutored

Means

61.
49.

43.
.56

28

48.
.67

47

64 .
57.

50.
38.

54.
46.

19

11.

08

75

25
37

92
42

17
94

.51

92

TABLE 12

Groups

Standard Deviations

Support

Conformity

Recognition

Independence

Benevolence

Leadership

Self Esteem

1 1
~i

o ko
W ko

29.
.45

33

22.
.54

26

27.
24,

20

27.

13.
15.

.86
.13

.61
.74

90

77

85
99

.65

95

81
81

|
|
|
!
|
|
|
1
|
|
|
|
|
|
I
|
|
|
|
|
|
|
|
|
|
|
|
|
|
s
|
|
|
|
|
|
B




164

Level
Level
Level

Level
Level
Level

Level
Level
Level

Level
Level
Level

Level
Level
Level

Level
Level
Level

Level
Level
Level

[

W p— W o W

W

o Lo =

W N

Means

63.
60,
.50

49

91
17

.08
.97

28.04

50.
.67
47,

-
/

64.
59.
.09

35

53.
48.
38.

54,
50.
.78

42

22.
17.
11.

43

41

25
09

61
79
42

17
24

29
48

-
-

TABLE 13

Levels

Support

Conformity

Recognition

Independence

Benevolence

Leadership

Self Esteem

Standard Beviations

25.
24,

27.

33.
33.
21.

22.
25,
28.

25

20
29

11.
.31
.81

15
15

61
59
13

2.61
7.92
.30

83
45
93

77
41
32

.02
30.
24.

17
99

.65
.01
26.

60

14
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Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Means

60,
58.

33
29

51.
46,

52
64

44 .
52.

53.
.79

43

18.
i8.

81
30

71
.00

00
24

42
.51

87
06

10

23
14

TABLE 14

Gender

Support

Conformity

Recognition

Independence

Benevolence

Leadership

Self Esteem

Standard Deviations

26.
24.

60
86

.12

£ -60

27.
22.

31
23

14
14

75
82

.47
.32

.53
.57

.24
.65

. ———— e ————— A —— e ———_—————————— e s e
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Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Means

61.
61.

31.
26.

51.
46.

48.
64 .

49
51

51.
43.

20.
.62

17

70
93

35
25

96
21

39
48

.61
.97

52
41

35

TABLE 15

Regular Group

Support

Conformity

Recognition

Independence

Benevolence

Leadership

Self Esteem

Standard Peviations

2

~ M
5o~

33.
27.3

28

32

29

12

8.50
2.09

.43
.13

.23
23.

20

.78
23.

78

.39
26.

72

.68
14,

75
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Findings

The highest means in the total school were found to be support and
independence, at similar levels, followed by beneVOlénce, recognition,
and leadership, and lowest, conformity.

The regular group was higher than the tutored group on support, rec-
ogniticn, benevolence and self esteem, and the tutored group was higher
than the regular group on conformity, independence and leadership.

In the total school, males were highest in support and lowest in con-
formity and females were highest in independence and also lowest in con-
formity. Regular group students found the male mean score was highest
in support, which was Siﬁilar té the female mean score. The female
highest mean score was in independence, which was higper than males, and
both male and female mean scores were lowest in conformity.

The self esteem mean score for males was higher than for females.
Female scores were more extreme on odd and even scores, and although
male scores were not as high on even nor as low on odd scores, the total
difference scores of both sexes were relatively alike.

In the regular group, males valued most highly the self evaluation
trait of support, at about the same level as females second choice, and
dlso valued least conformity, although not as negatively as did females.
Females valued the self evaluation trait of independence most highly,
followed by support and valued least the trait of conformity.

Means, by levels found that support was highest for level 2, followed
by level 3, and lowest for the tutored level. Highest mean scores in

conformity were in tutored level, followed by level 2 and level 3, both
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very similar. Recognition highest scores were in level 2 followed by
level 3 and level 1, which were very similar. Independence rated high-
est at tutored level, with level 3 and level 2 following. Highest
scores in benevolence were in level 2, followed by level 3 and the tu-
tored level. Leadership scores were highest at tutored level followed
by level 3 and lowest in level 2. Self esteem totals were highest in

jevel 2, followed by level 3, and lowest in tutored level.

significant Mean Differences

T-tests were used to test for significance between mean self evalua-

tion scores. Groups, levels and gender were examined up to p = .10,
with significance determined at p = .05.
Groups

Comparing the tutored group, 12 students, and the regular group, 52
students, nonsignificant differences were found in conformity, t = 1.80

.077), self esteem, t = -1.69 (p = .096) and support, t = -1.52

(p

(p .133) with the tutcred group scoring higher in conformity and the
regular group scoring higher in self esteem and support.

Females in the regular group, 31 students, found significant differ-
ence from females in the tutored group, 4 students, in the area of sup-
port, t = -2.42 (p = .021), with regular group females valuing support
more than tutored group. Tutored females were higher in conformity,

t =1.62 (p = .114), although this was not significant and could be spu-

rious due to the large difference in numbers between the groups. While
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grade levels were not significantly different between females in the tu-
tored and the regular groups, females in the tutored group were older,
¢ =1.78 (p = .084) than females in the regular group. Males in the

regular group, 23 students, differed from males in the tutored group, 8
students, although not significantly, on self esteem, t = -2.25
(p = .074), with males in the regular group valuing self esteem more

than those in the tutored group.

summary of Groups

In summarizing differences in students between groups, no significant
differences were found between the tutored group and the regular group,
althouogh the tutored group was slightly higher on conformity and the
regular group was higher on self esteem. While not significant, males
in the tutored group had lower self esteem scores than males in the reg-
ular group. Females in the regular group had significantly higher sup-
port scores than females in the tutored group and females in the tutored
group were slightly higher in conformity than females in the regular

group.

Gender

Differences between males and females in the total school, 34 males

and 35 females, found significant differences in level, t = 2.43

(p = .018), grade level, t = 2.37 (p = .021) and age t = 2.38

(p -020), and nonsignificance in independence, t = 1.91 (p = .061).

Females were nonsignificantly higher in independence, and were in sig-
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nificantly higher grades and were older than males. There were more fe-
pales in higher levels than males,

Comparing regular group means by sex. 23 males and 29 females, found
females scored significantly higher in independence, t = 2.20
(p = .028), were in higher grades, t = 2.21 (p = .031), and in higher
levels, t = 2.24 (p = .029) and were older, t = 2.22 (p = .031), than
males.

Level 2 differences in sex, 9 males and 14 females, found significant
difference in the area of conformity t = -2.75 (p = .014), with males
higher. Level 3 differences between sexes, 20 females 9 males, found no
significant differences between self evaluation scores. Level 1, with 8
males and 4 females, found significant differences in reading power,
t=+-2.26 (p = .049), with males higher. Tutored males were also higher
in the area of reading, t = =-1.76 (p = .109), than tutored females, but

not significantly.

Summary of Gender

In summarizing differences between students by gender in the total
school, females were significantly older and in higher grades and levels
than males. While nonsignificant at the total school level, females
were higher on independence, t = 1.91 (p = .061). At the regular level
this difference in independence was significant between males and fe-
males. TFemales in the regular group were also significantly older and
in higher grades than males. Level 2 males were significantly higher in
conformity than females, while level 3 found no significént differences

between sexes. Level 1 found males higher in reading power than females

in this level.
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Levels

Comparing level 1, 12 students, with level 3, 29 students, found dif-
ferences in conformity, t = 1.55 (p = .129), with leéel 1 higher, and
sex, t = 2.05 (p = .046), with more females in level 3 and more males in
level 1. Male differences in level 1, 8 students, and level 3, 9 stu-
dents, found the only differences were in self esteem scores, t = -1.71
(p = -105), with level 3 higher. Females were not compared.

Comparing level 1, lowest level, 12 students, with level 2, middle

level, 23 students, significant differences were found in self esteem,

t=-2.29 (p .029). Conformity t = 1.83 (p = .076}) and benevolence,

-1.71 (p .097), were not significant. Differences were also found

t
between grade in schoel, t = 1.81 (p = .089) and age, t = 2.05

(p = .048). Differences in males between level 1, 8 students, and level
2, 14 students, found self esteem, t = -2.13 (p = .045) and benevolence,
t=-1.82 (p = .084), with level 2 higher. Significance in females in
level 1, 4 students, and level 2, 9 students, found only support,

t = 2.55 (p = .027), with level 2 females higher.

Comparing level 2, 23 students, and level 3, 29 students, found no
significant differences on self concept scores, but a significant.dif-
ference was found on sex, t = 2.24 (p = .029), with more females in lev-
el 3, grade, t = -5.21 (p = .0001) and age, t = -3.76 {(p = .0001), with
level 3 students in higher grade levels and older than students in level
2. Females in level 2, 9 students, and level 3, 20 students, found dif-
ferences in conformity, t = -2.38 (p = .025), with level 3 higher than

level 2, and self esteem, t = 1.66 (p = .110), with level 2 higher than
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jevel 3. Males in level 2, 14 students, and level 3, 9 students, found

significant differences only on age, t = -4.09 (p = .0001), with level 3

older.

summary of Levels

Level 1 students had significantly lower self esteem scores and were
significantly older than level 2 students. While not significant, level
1 had higher conformity scores and lower benevolence scores than level
2. Level 2 males had significantly higher scores in self esteem than
males in level 1 and females in level 2 had significantly higher support
scores than females in level 1.

Level 2 and level 3 had no significant differences in any self con-
cept scores, however, there were significantly more females in level 3,
and level 3 students were significantly older than level 2. Females in
level 3 were significantly higher in conformity than females in level 2,
and females in level 2 were higher in self esteem, although not signifi-
cantly. Males in level 2 and level 3 found no differences except on
age, with level 3 significantly older.

Comparing level 1 and level 3 found level 1 students were higher in
conformity scores, although not significantly, with significantly more
males in level 1 than in level 3, and significantly more females in lev-
el 3 than in level 1. Males in level 1 compared to level 3 found males
in level 3 higher in self esteem, although not significantly. With only
four females in level 1, comparing them to level 3 females was not con-

sidered important.
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Sumnar

To review, from the sample of 69 students, 35 males and 34 females,
64 were used in analysis with complete data, 31 male; and 33 females.
The regular group consisted of levels 2 and 3 and included 57 students,
23 males and 29 females. Level 2 consisted of 23 students, 14 males and
9 females, and level 3 consisted of 29 students, 20 females and 9 males.
Level 1 or group 1, {the tutored group), was made up of 12 students, 8
males and 4 females.

To more accurately assess the findings, groups were analyzed sepa-
rately, where the regular group consisted of 23 males and 29 females.
There were disproporticnately more males in the tutored group, 8 males
and 4 females. Level 1 and level 2 had twice as many males as females,
while level 3 had more than twice as many females as males.

In the total school, and in the regular group, significant correla-
tions were found between cognitive variables; reading and vocabulary,
reading and reading power, and vocabulary and reading power. In the tu-
tored group, however, reading and vocabulary were not significantly cor-
related.

In the total school a significant negative correlation was found be-
tween reading and conformity and reading and self esteem, due to female
scores, and no significance for males. No significance was found be-
tween self esteem and vocabulary. Males in the tutored group had non-
significant negative correlations betwéen reading and self esteem,
r=-.675 (p = .066), while males in the regular group found no signifi-

cant correlations between self esteem and any of the cognitive scores.
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A significant positive correlation was found between reading and sup-
port, also due to females, with no significance found for males. A sig-
nificant negative correlation was found between vocabulary and leader-
ship due to male scores, and for females, this was not significant. No
significance was found between reading and leadership. A positive cor-
relation between vocabulary and recognition, while nonsignificant,
(p = -080) was due to female scores, and male scores were not signifi-
cant. Regular group found, approaching significance, reading and support
were positively correlated, (p = .065) and reading and self esteem were
negatively correlated (p = .057).

The regular group found reading and support positively, approaching
significance, (p = .065). Vocabulary and support were significantly and
positively correlated, and vocabulary and recognition nonsignificantly
and positively correlated, with reading and conformity significantly
negatively correlated. These correlations were due to female scores
only.

Females in the schocl found significant correlations between reading
and recognition and reading and support, which were positive, and read-
ing and conformity and reading and self esteem, which were negative.
Reading and benevolence, while not significant for all females, was neg-
atively correlated for regular group females, r = -.366 (p = .051). Vo-
cabulary and support correlated positively and significantly for all fe-
maies, due to regular female scores. Vocabulary and benevolence were
negative and not significant at the total female level, however, regular
8roup females found a significant negative correlation between vocabu-

lary and benevolence. Vocabulary and recognition were not significant
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at the total female level but, for regular group females, a negative
correlation, (p = .064) was found. Males did not find any significant
correlations on any of the reading scores and self evaluation scores.

Tutored group students found reading and self estéem and reading pow-
er and self esteem significantly negatively correlated. Vocabulary and
jeadership was significantly and negatively correlated. Vocabulary and
self esteem correlated negatively, (p = .105). Tutored male scores fol-
lowed the same relationships, however, the only significant correlations
were between vocabulary and leadership and reading power and self es-
teem. Reading and self esteem correlated negatively (p =.066) and vo-
cabulary and self esteem, (p = .162). There were only four females in
this group, and the only significant correlation was found between vo-
cabulary and recognition, which was negative.

Females found many more significant correlations in cognitive vari-
ables and self evaluation scores than males. Female scores found read-
ing significantly positively correlated with suppert and recognition,
and negatively correlated with self esteem and conformity. Females with
higher reading scores valued support, and recognition, and devalued con-
formity and self esteem more than those with lower reading scores. Vo-
cabulary scores positively correlated with support and negatively with
benevolence (although not significantly). Positive correlations were
found between reading power and support and reading power and recogni-
tion and negative between reading power and conformity scores (mot sig-
nificant). That is, higher scoring females in reading, vocabulary and
reading power valued support and recognition more than low scoring fe-

males.
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Males found no significance on reading and self evaluations, the only
significance being a negative correlation between vocabulary and leader-
ship-

At significant levels, in the tutored group, or level 1, those who
had the highest scores in reading and reading power had the lowest
scores in self esteem and those highest in vocabulary had lowest leader-,
ship scores. Tutored students in higher grades had higher benevolence
scores than those in lower grades. Males in the tutored group mirrored
these findings.

The middle level found reading not significantly correlated with any
self evaluation score. Vocabulary and support were positively correlat-
ed (due to males) and vocabulary and leadership were negativeiﬁlcorre-
lated. The top level found reading and recognition positively correlat-
ed (due to females) and reading and self esteem negatively correlated,
while no vocabulary and self evaluation scores were found to be signifi-
cantly related.

Of significance for total students, reading was most strongly corre-
lated (positively) with support, the importance of the value of being
treated with kindness, negatively with conformity, doing what is social-
ly correct, and negatively with self esteem, the general self esteem
score. Vocabulary scores and support were even more strongly (positive-
ly) related than reading and support scores, but no significance was
found between vocabulary and conformity. Males found no significance on
either, and the total significance found was due to high female correla-
tions. Vocabulary and leadership was negatively significantly correlat-

ed due to male scores, and was not significant for females. Females



177
found positive correlations between reading and recognition, but male
negative correlation on the same variables were not significant and to-
tal scores did not show any significance.

Level 2, the middle level, found no significance getween reading and
self evaluation scores, but between vocabulary scores, a significant po-
sitive correlation with support was found, and with leadership, a neg-
ative correlation. Reading power and support correlated positively, and
reading power and leadership, negatively. The highest scoring students
in vocabulary and reading power valued support and devalued leadership
as their choice of importance at significant levels.

Level 2 males, 14 students, found reading not significantly correlat-
ed to self evaluation scores, but those highest in vocabulary signifi-
cantly valued support, and devalued leadership. Level 2 females, 9 stu-
dents, found no significance between reading and self evaluation scores,
but those who scored highest in vocabulary also devalued leadership sig-
nificantly.

Within the highest reading group, level 3, ﬁhe highest scorers in
reading and reading power valued recognition and devalued self esteem
significantly. Vocabulary scores and self evaluation scores were not
significantly related. Those in the lower grades valued self esteem
more, while those in the upper grades valued recognition more than did
those in the lower grades.

Level 3 found significant correlations between reading power and rec-
ognition, positive, and reading power and self esteem esteem, negative.
Level 3 males, 9 students, found no significant correlations between

Teading, vocabulary or reading power with any of the self evaluation
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yariables. Level 3 females, 20 students, found highest readers valued
recognition significantly and devalued self esteem signifigantly, and,
while not at significant levels, they also devalued benevelence and con-
formity. Vocabulary high readers valued support significantly and rec-
ognition nonsignificantly more than low readers. Highest females in
reading power valued support, recognition and devalued benevolence and
self esteem at significant levels.

Eliminating the tutored group, regular group students who were high
in reading were significantly low in conformity. The regular group was
nonsignificantly higher in in support than the tutored group. A signif-
icant positive correlation existed between vocabulary and support and
betweén vocabulary and recognition, a nonsignificant positive correla-
tion of (p = .057). Regular group males and females reading, vocabulary
and reading power scores were similar, however, males found no signifi-
cant relationships between self evaluation scores and cognitive scores,
while females found significance in reading and recognition to be posi-
tive, and the correlations between reading and self esteem, benevolence
(p = .051) and conformity to be negative. The correlation between vocab-
ulary and support was positive and significant, and between vocabulary
and benevolence was negatrive. Vocabulary and recognition, although not
significant, (p = .064) was positive. Reading power and benevolence and
reading power and self esteem were significantly negatively correlated,
and reading power and support and reading power and independence were

significantly positively correlated for regular group females.
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gIV and Self Esteem Correlations

In the total school significant negative correlations were found be-
ctween support and conformity, recognition and benevoience, recognition
and conformity, recognition and independence, recognition and self es-
teem and benevolence and leadership. Positive significant correlations
were found between benevolence and self esteem and recognition and sup-
port.

In the regular group significant negative correlations were found be-
tween support and conformity, support and benevelence, recognition and
benevolence, recognition and self esteem, conformity and recognition and
conformity and leadership, and positive between support and recognition.

The tutored group found significant negative correlations between
support and conformity and support and self esteem, and positive corre-
lations between recognition and beneveolence. Also grade and benevolence
correlated positively for the tutored group.

Highly significant negative correlations were found in the relation-
ship between benevolence and recognition for all levels and groups.
Level 2 found benevolence and recognition to be more strongly related,
negatively, than did level 3. Support and confermity for the total
school and all students were significantly negatively correlated. Rec-
ognition and independence also were negatively correlated at significant
levels for all students, and for males in the regular group (P = .057),
but not for the tutored group. Also, level 2 found recognition and self
esteem negatively related, while level 3 and tutored groups found no

significant correlation. Self esteem and benevolence variables were po-
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gitively significant at the regular group level, for the total school,
due to level 2, positively related, although less strongly related, neg-
atively. for level 3 and not significant for level 1.

In the total school, negative correlation were found between self es-
teem and recognition for females and for males. Self esteem and con-
formity for females were positively correlated, while not significant
for males.

Males in the total school found a significant negative correlation
petween recognition and benevolence, as did females. Support and con-
formity correlated significantly and negatively for males, and for fe-
males approached significance correlating negatively (r = -.342
(p = -051). For males, significant negative correlations were found be-
tween recognition and self esteem and leadership and benevolence and a
significant positive correlation between recognition and support. A
nonsignificant negative correlation was also found between recognition
and independence, r = -.346 (p = .057), with no significance found for
females. In the total school, significant negative correlations were
found for females between conformity and recognition, and between inde-
pendence and leadership, with no significant correlations found for
males. males.

Regular group males found negative correlations between support and
conformity and recognition and benevolence. This group found no signif-
icance between support and self esteem or between grade and benevolence.

Regular group females significant negative correlations between con-

formity and recognition, conformity and leadership, benevolence and rec-

Ognition and recognition and self esteem. Grade and self esteem were
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also negatively correlated, although not significantly. The tutored
group females found conformity and leadership significantly positively
correlated.

T-tests found no significant difference on self e;aluation scores be-
tween males and females, although independence approached significance,
(p = .061). Females were significantly older and in higher levels than
males. In the regular group females were significantly higher in inde-
pendence than males and were significantly older and in higher grades
than males. Tutored level males found no significant difference on self
evaluation scores from females. Middle level males were significantly
higher in conformity than females in ;he same level and the high level
found no significant differences between sexes.

Group differences were not significant, but comparing tutored level
with the middle level, middie level males had significantly higher self
esteem than males in the low level, and middle level females had signif-
icantly higher support scores than females in the low level. High level
females were higher in cqnformity than females in the middle level. The
middle level and the high level found no significant differences. Self
evaluation scores were not significantly related to reading scores for
males, but were very significant for females. Reading and self concept
was much more importantly correlated for females than males. The rami-
fications of this will be discussed further in the findings in Chapter 5
and in the conclusions in Chapter 6.

Math scores were not used in this school, but were included in both

Lane Technical and Cathedral High Schools.
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In the analysis of these evaluations, it should be noted that New
Trier is a selective school in the sense of having been chosen by pa-
rents for its reputation of academic excellence. While New Trier is a
public school, it would tend to differ from other public schools and to
be more similar to private schools, where parental invelvement and con-
cern for students' performance, higher SES background in education and
income and higher educational goals for their children would be preva-
lent. Families choose to live in this area for the specific purpose
that their children may have the opportunity to attend new Trier. The
area is economically restrictive, in the sense of the high cost of
homes, and represents families who are in the highest SES backgrounds
and largely those in professional and highly responsible positions.

Two factors which might not be considered relevant in many lower SES
schools, but which are important at NTHS, are the high degree of compe-
tition and the drive to be accepted at the more prestigious universities
and colleges.

Self evaluation mean scores from students in New Trier will be com-
pared to the mean scores of students in the other schools included in
the sample in Chapter 5. Correlations between reading and self evalua-
tion scores will be examined for significance between the schools as

well.
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LANE TECHNICAL HIGH SCHOOL

Lane Technical High School was chosen to represent an urban public,
high performance school with a middle to low-middle éES level. Among
public high schools in Chicago, Lane Technical has had a reputation fer
| high academic achievements, holding the highest, or second to highest,
gcores in math and reading. A magnet type of school, located on the
North side of Chicago. Lane Technical selects students from the entire
Chicago area, based upon their academic achievements. The racial compo-
sition is mixed. The school is coed, although for many years Lane admit~
ted only males. One of the older schocls in Chicago, the spacious
building has well lighted, open halls and stairways, and is in a well
maintained physical condition.

~ Lane Technical has the highest achievement scores of all the city
schools in math and reading.?®® Based upon the annual battery of tests
administered to all Chicago public high schools, reading skills in Lane
Technical found median reading scores at the seventy fourth percentile
on the TAP scales in 1982, the seventy sixth percentile in 1983, and in
1986, at the eighty first percentile for seniors and seventy ninth per-
centile for freshman (based on median scores). In the next highest

school, seniors scored at fifty two percentile.?®%

268 The School Report Card for Illinois Schools, Lane Technical High
School, and Gary Orfield, "The Chicago Study," p.137-138; Chicago Board
of Education: Test Scores and Selected School Characteristics, High
Schools 1982-1983; Illincis Board of Education: 1982-1983 Public School
Fall Enrollment and Housing Report.

1
S Orfield, "The Chicago Study", p.138.
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Lane Technical has a higher academic level, graduation rate, college
preparatory classes, and lower student mobility and lower low income en-
rollmeﬁt than the subdistrict and the district in which it is locat-
ed. 2%

The average minority at Lane was 27.3% and the number of low income
students was 19.8% (See Appendix C).2°7 Other Chicago schools having
higher incomes and fewer minority students than Lane Technical had lower
median scores in reading and math. A number of schools fell at the for-
ty eighth percentile. Among them, Mather, with only 4.8% of low income
students and a minority of 20.4%, Taft, with a minority of 23% and low
income of 20.8%, Washington with a minority of 35.8% and low income of
39.3%, and Bogan with a minority of 34.2% and a low income of 22.7%, as
well as other schools which have a larger number of minority and low in-
come students than Lane Technical.2®® This difference in outcome could
be explained by the fact that these represent community schools serving
the neighborhoods in which the schools are located, whereas Lane Techni-
cal is academically selective and does not rely on the neighborhood com-
position.

According to the Illincis Report Card data in 1986, only four of the
sixty four Chicago high schools performed above national norms in all
six areas tested; Lane Technical, Young, Kenwood and Von Stuben, all of

which are somewhat selective in admissions.Z?%°®

2¢¢ The School Report Card for Illinois Schools.

267 Ibid. Orfield, "The Chicago Study," p. 142.

2¢* Students' test scores represent a naticnal cross section, while 45%
of Chicago public school come from poverty homes. Orfield, "The Chicago
Study," pp. 140-142.
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According to The Chicago Study, Lane Technical has the highest number
of counsellors, with twelve, followed by Hyde Park Careers and Chicago
vocational Center, with nine. The number of counsellors in suburban
schools range from one to as many as twenty eight in‘Cook County; from
 Maine Township, which has cne, to Thornton Township and New Trier, with
twenty six each. Suburban high® schools have on average of 8.3 counsel-
lors per school, or about two-thirds more than the average city
school.2”*

In 1985-86, the first year that the Illinois Report Card data was
available, the enrollmént in Lane Technical was 4,665 students, with low
income enrollment at 19.8%. For the subdistrict in which Lane Technical
is located, low income enrollment was 35.6%; and for the district, 45%.
The graduation rate for Lane Technical was 89%; for the subdistrict,
52.2%; and for the distriet, 51.9%. Student mobility for Lane Technical
was 6.2%; for the subdistrict, 27.2%; and for the district, 31.3%. In
college preparatory for senior class, Lane Technical was 100%; subdis-
trict 67.9%; district 64.9%; and statewide 35.9%. Students not promoted
at Lane Technical was 3.5%; subdistrict 18.5; and district 8.6%. Data
from the subdistrict and district in which Lane Technical is located are
not representative of Lane Technical's student population since students
&re selected from the larger Chicago area. Another of the selected
schools for this study, located in the same subdistrict as Lane Techni-
¢al, draws students from the local community and has much lower income

level and academic scores than Lane Technical.27?!
—_—

2
*® Ibid., p. 138.

2
T Orfield, "The Chicago Study," p. 129.
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EEEEEQEEE For Obtaining Data

Aftér an interview with the principal, and a meeting with the English
director, the examiner administered the questionnaires during the-class
periods to all students in the English classes. The students were found
to be very courteous and cooperative and there were no discipline prob-
lems. The racial distribution appeared to be evenly balanced between
white, Hispanic and black students.?7?

Lane Technical, where students are chosen by a critericn rule, gave
the obvious appearance of students who take pride in their school and
feel privileged to be there. Even though there is no tuition fee, as in
a private school, admittance required that students maintain a high av-
erage academic level, and there are added costs and effort required in
longer travel time to the school and tramsportation expenses that would
not have been incurred had the students attended their local high
schools. Parental concern, elementary school teacher's encouragement
and the effort to enroll at Lane Technical would, in itself, imply in-
terest in the future of the student’s academic career and appreciation
for the value of the high standards of the school. Parents of the stu-

dents at Lane Technical are likely to be more concerned about the stu-

dent's education than parents of students in other public schools.

27! Schurz and Lane High Schools share the same subdistrict The School
Report Card for Illinois Schools (See Appendix A, Tables 45-47).

f’z The average minority population of Lane Technical was 27.3% accord-
ing to the Orfield Chicago Study obtained from Illincis Beoard of Educa-
tion Report, pp. 201-203.
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That the school emphasizes excellence was reflected in the attitude
of the administration and the staff, as well as the students. Students
were ihterested and serious as they answered the questionnaires, adding
comments as to what they planned to do when they coméleted high s;hool
with most aspiring to college. The school is 100% college preparatory
and, given the low income of the student body, it is suspected that many
of these students would not have had the opportunity to have the excel-
lent education, curriculum, resources and teachers which are provided by
Lane Technical, and it appeared to the examiner that these students were
well sware of, and gratrteful for, these benefits.

The academic achievement scores for the students were obtained from

2713

school records based upon the Tests of Academic Progress (TAP), an

annual battery of tests which were administered between October and No-
vember, 1984, to all students in Chicago high schools by an outside
testing group from the Chicago Board of Education. Profiles, giving
percentile ranking scores on each student, were provided to the individ-
ual schools. The TAP battery, comprised of six tests; social studies,
composition. science, reading, mathematics and literature. Only reading

and mathematics scores were utilized for this study.

Population

Of the 66 students at Lane, 31 were female (&47°%) and 35 were male
(33%). Freshman consisted of 27 students (40.9%), 21 sophomores (31.8%)

and 18 juniors (27.3%). 34.8% were age 15, 25.8% were age 14, 25.8%

273 Tests of Academic Progress, Form S (lowa City, Iowa: Houghton Miff-

lin, 1979-1982).
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were age 16 and 10.6% were age 17. Students at Lane were separated into

two classroom groups; 43 regular students, (68.2%) and 21 honors stu-

Qf the 66 students selected, 65 had complete scores, 35 males and 30
females; 41 of the 45 in regular classes (68.2%), 27 males and 14 fe-
males; and eighteen of twenty one in the honors classes (31.8%), thir-

teen females and eight males.

Procedure For Treating Data

As described earlier, the examiner administered SIV and self esteem
questionnaires during class periods.

Male and female totals were recorded as percentile scores from raw
scores, from tables in the scoring manual of the SIV questionnaire based
upen national norms of high school students. Reading scores from TAP
tests used for academic achievement found raw scores in reading ranged
from 108 to 249, with a mean of 206.5, on the 56 students with complete
data. The mean in reading for the regular group, 38 students, was
202.79, with a standard deviation of 26.72 and a standard error or 4.34,
and for the honors group, 18 students, the reading mean was 214.39, with
& standard deviation of 18.67 and standard error of 4.40. Math scores
ranged from 156 to 239, with a mean of 200.36. The mean in math for the
regular group was 194.08, with a standard deviation of 16.56 and the
mean math score for the honors group was 213.61, with a standard devia-
tion of 13.82.

The ranked percentile scores from individual student'; profiles were

transformed back into raw scores from tables in the TAP manual and were
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standardized for performing interval analysis. Standardized reading
scores, ranged from -3.96 to 1.71 with a standard error of .134 and a
skew of =1.09. Standardized math scores ranged from .99 to 2.52 with a
standard error of .045. )

Standardized reading and math scores from the TAP were correlated
with scores from self evaluation questionnaires and self evaluation
scores were also compared against each other. Using ordinal scales for
ranked data of SIV scores and interval data from academic scores, using
Pearson product-moment correlations, data were examined up to p = .10,
with significance set at p = .05 level.

Missing data eliminated individual scores so that out of & total of
66 students at Lane Technical, 56 students had complete data and were
used for correlations and multiple regression analysis. Multiple re-
gression analyses were performed, using reading and math as dependent
variables and the scores on the self evaluation scales as independent
variables. Gender, classroom groupings, age and grade completed the in-

dependent variables. T-tests also examined for significant differences

between gender, class groupings. grade in school and age.
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Findings

The following tables show Pearson product-moment correlations with (r)

relatedness and (p) significance:

SE -.314 .011
SE 254,041

Rscore
Lscore

B |
; TABLE 16 |
| :
E Lane Correlations :
i |
l !
i Total School Correlations n = 63 !
| |
| r P i
1 i
| Reading / Math 449 001 i
| Reading / Rscore : -.222 .103 |
i Reading / Bscore .202 140 |
| Reading / Group -.220 .103 |
| Reading / Grade .324 015 ;
| Math / Grade .228 091 !
| Math / Group -.508 .0001 |
| Group / Sex .204  ,100 !
| Group / Rscore .206  .100 |
| Grade / Cscore -.201 .109 |
| Sex / Iscore - 247 047 |
i Sex / Cscore .208  .096 |
| Sex / Lscore -.202 .106 |
| Sscore / Lscore -.556 .00Q1 |
| Sscore / Bscore -.362 .003 !
| Sscore / Rscore 456 .0001 |
| Sscore / Cscore -.238 .057 |
| Sscore / SE -.291 .019 |
i Cscore / Iscore -.492 .0001 |
| Rscore / Iscore -.312 .011 |
| Rscore / Bscore -.499 .0001 !
| Rscore / Lscore -.244 050 |
l / |
F / !
| i
L I
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TABLE 17

Male Correlations n

r

.470
-.326
-.368

NS

431
-.368

.598
-.329

.359
-.403
-.711
-.583
-.310
-.547
-.304
=-.270

.310

p

.007
.069
.001

.014
.030
.0001
.054
.0001
.017
.0001
.0001
.070
.001
.076
117
.070

Female Correlations n

.426
-.559
.854
-.307
-.354
.+30
.311
-.350
-.351
-.325
-.357
-.536
-~ 442
-.373
.317

.038
.005
.0001
.099
.055
.018
.094
.058
.057
.080
.030
.002
.014
.042
.088
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Reading / Math
Grade / Reading
Grade / Math
Grade / Cscore
Group / Reading
Sex / Math

Sex / Sscore

Sex / Lscore
Reading / Rscore

Sscore / Cscore
Sscore / Rscore
Sscore / Bscore
Sscore ;/ Lscore
Cscore / Iscore
Bscore / Iscore
Rscore / Bscore
Rscore / SE

Lscore / SE

Sscore / SE

.303
. 3606

b WA

L2444
L2353

NS

.251

i

B
.287
.302
.275
404
.368
310
478
.375
.337
.311
274
.270

.64
.033
. 140
.095

.130
.111
.059
.069
.071
.007
.014
.0001
.001
.012
.0001
.040
.071
.076
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Reading / Math

Reading / Cscore

Math / Bscore
Math / Lscore
Math / Cscore
Math / Sex
Age / Iscore
Bscore

I

Age /

Age / Sex

Sex / Iscore
Sex / Bscore
Cscore

2

Sex i
Sscore
Sscore
Cscore
Bscore
Rscore
Rsceore
Sscore

:
/

T T el e el T

Rscore
Bscore
Iscore
Iscore
Lscore
SE

SE

TABLE 19

.776
.392
417
.394
.582
.517
L5377
.570
.596
.092
.566
.428
.639
.360
. 547
.376
479
.368
.370

Honors Group Correlations n

.0001
. 108
.085
.106
.011
.028
-006
.007
.004
.001
-008
.053
.002
.109
.010
.093
.030
.101
.081
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Iscore / SE 465 060

e
| TABLE 20

|

5 Regular Group Cerrelations n = 24
|

| £ P

} Reading / Math .346 .098

! Reading / Grade .475  .019

| Math / Grade .361 .083

| Reading / Rscore -.397 .055

| Sscore / Rscore .5316 .006

| Sscore / Bscore -.409 .034

| Sscore / Lscore -.670 .0001

| Cscore / Iscore -.643 .0001

| Rscore / Bscore -.580 .002

| Sscore / Cscore -.365 .06l

i Sscore / SE -.372 .036

| Rscore / SE -.323 .100

|

| Regular Female Correlations n = 14
|

| Reading / Math NS

| Math / Lscore .581 .037

| Age / Grade .894 .0001

i Reading / Rscore -.397 .055

| Rscore / Iscore -.548 .023

| Rscore / Bscore -.513 .035

l

|

L




Reading / Math
Age / Sscore
Age / Bscore
Sscore / Rscore
Sscore / Lscore
Rscore / Lscore

Reading / Math
Age / Rscore
Sscore / Rscore

Sscore / Lscore
Cscore / Lscore
Sscore / SE
Rscore / SE
Lscore / SE

TABLE 21

Honors Males Correlations n

r

.800
-.510
.601
.661
~.830
-.601

.758
401
.644
-.509
-.526
-.636
-.677
-.569

p

.017
.108
.115
074
011
.115

Honors Females Correlations

.011
.113
.018
.042
.065
.019
.011
.042
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Total School

Cognitive Variables and Self Evaluation Scores

Significant correlations in the total school population sample of 65
students, 35 males and 30 females, were found between reading and math,
r = .449, and group and math, r = .508, both at .001 level of signifi-
cance, but between reading and group, the correlation was not signifi-
cant, r = .220 (p = .103), indicating that students in this school were
separated into groups according to their math ability. and reading was
not significantly different between the groups.

No significance was found in the total scheol population between
reading or math and any self evaluation scores, however, a nonsignifi-
cant negative correlation was found between reading and recognition,
r=-.222 {p = .103), and a nonsignificant positive correlation between
reading and benevolence, r = .202 (p = .14). The correlation between
reading and grade, r = .324 ( = .015), was significant, but was only
slightly significant between math and grade, r = .2286 at (p = .091).

Significant correlations for males in the total school, 35 students,
were positive between grade and age, r = .598 (p = .000)}, reading and
math, r = .470 (p = .007), and reading and grade, r = .431 (p = .014},
with higher grades having higher reading scores. Males in the honors
group were expectedly higher in math than those in the regular group,
r=-.568 (p = .001), although reading was not significantly different
for the two groups. Males in the honors group were significantly higher

on benevolence than males in the regular group, r = -.368 (p = .030).
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In total population of females, 30 students, reading and math corre-
jated significantly, r = .426 (p = .038). Females in the honors group

were also nigher in math than those in the regular group. r = ~.359

(p = -003). Older females were in higher grades, r = .83 (p = .000),
and those in higher grades valued independence, r = .430 (p = .018),

significantly more than females in lower grades. Younger females valued
conformity more than older females, r = -.3534 {p = .055) and females in
lower grades also valued conformity more than those in higher grades,

r = -.307 (p = .099), although only slightly.

Self Evaluation Variable Correlations

In the total school, in the self evaluation variables, significant
negative correlations were found between self esteem and recognition,
r=-.314 (p = .011) and self esteem and support, r = -.291 (p = .019)
and positive between self esteem and leadership, r = .2534 (p = .041). A
significant positive correlation was found between support and recogni-

tion, r = .456 (p = .000), and negative correlations between support and

benevolence, r = -.362 (p = .003), support and leadership, r = -.556

(p = .001), conformity and independence, r = -.492 (p = .000), benevo-
lence and recognition, r = -.499 (p = .000), recognition and indepen-
dence, r = -.312 (p = .011), and recognition and leadership, r = -.244

(p = .05). A negative correlation approaching significance was found
between and support and conformity, r = -.238 (p = .057).
Significant correlations between self evaluation scores for males in

the total school were found between support and recognition, r = .559
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(p = .000), which was positive, and support and benevolence, r = -.403
(p = .017), conformity and independence, r = -.583 (p = .000), recogni-
rion aﬁd leadership, r = -.711 (p = .000), and recognition and benevo-
lence, r = -.403 (p = .017), which were negative. A negative correla-

tion approaching significance was found between support and conformity,
r=-.329 (p = .054).
Correlations between self evaluation scores for females in the total

school were found between recognition and independence, r = .536

(p = .002), which was positive., and conformity and leadership, r = -.357

(p = .03), recognition and benevolence, r = -.442 (p = .014), and recog-
nition and self esteem, r = -.372 (p = .042)}. Nonsignificant negative
correlations were found between support and benevolence, r = -.350

(p = .058), support and leadership, r = -.351 (p = .057), and indepen-
dence and conformity, r = -.307 (p = .099).

A significant gender difference was found on independence, r = -.

{(p .04), and nonsignificant differences on conformity, r = .208

(p .096), and leadership, r = -.202 (p = .106), with females higher on

independence and leadership and males higher on conformity.

Regular Group

The regular group consisted of 45 students with complete data on 38
students, 24 males and 14 females, on self evaluation and reading
scores. In the regular group, reading and math correlated nonsignifi-
cantly, r = .303 (p = :064).- Reading and grade correlated, r = .347

{P = .033), and no significant correlation was found between math and

grade. Reading and recognition correlated nonsignificantly, r = -.302
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(p = -069), and math did not correlate significantly with any of the
self evaluation variables. Conformity and grade correlated nonsignifi-
cantly, r =.343 (p = .095), with students in lower grades valuing con-
formity more than those in the higher grades. Sex did did not co;relate
significantly with any of the variables, but males were higher in sup-
port, r = .244 (p = .111), and females were higher in leadership,
r = ~-.287 (p = .059).

Males in the regular group, 27 students, found a positive significant
correlation between reading and grade, r = .475 (p = .019}, and positive
nonsignificant correlations between reading and math, r = .346
{p = .098), and math and grade, r = .361 (p = .083). Reading and recog-
nition correlated negatively, r = -.397 (p = .0535).

Correlations for regular females, 17 students, found reading and math
were not significantly correlated and no significant correlations be-
tween reading and any of the self evaluation scores were found, but math
and leadership correlated significantly and positively, r = .581
(p = .037). Grade and age correlated r = .894 (p = .000).

In the regular group, a significant negative correlation was found
between self esteem and recognition, r = -.311 (p = .040), and nonsigni-
ficant between self esteem and support, r = -.270 (p = .076). A posi-
tive nonsignificant correlation was found between self esteem and and
leadership, r = .274 (p = .071). A significant positive correlation was
found between recognition and support, r = .404 (p = .007), and negative
between recognition and benevolence, r = -.557 (p = .000), and recogni-=
tion and independence, r = -.375 (p = .012). Significant negative cor-

relations were also found between support and leadership, r = -.510
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(p = -000), support and benevolence, r = -.368 (p = .0l4), conformity
and independence, r = -.478 (p = .001). A nonsignificant negative cor-
relatidn was found between leadership and conformity, r = =-.275

(p = .071)

Males in the regular group found a significant positive correiation
between support and recognition, r = .516 (p = .006), and significant

negative correlations between support and benevolence, r = -.3409

(p = .034), support and leadership, r = -.670 (p = .000), conformity and
independence, r = -.645 (p = .000}, and recognition and benevolence,

r = -.5380 (p = .002)., XNonsignificant negative correlations were found
between support and conformity, r = -.365 (p = .061), support and self
esteem, r = -.372 (p = .056), and self esteem and recognition, r = -.323
(p = .10).

Correlations for regular females found significant negative correla-

tions between recognition and independence, r = -.548 {(p = .023) and
recognition and benevolence, r = -.513 (p = .035), and a nonsignificant
positive correlatrion between self esteem and independence, r = .465

(p = .060).

Honors Group

The honors group, consisting of 21 students, of which 18 students, 13
females and 8 males, had complete data, found reading and math signifi-
cantly correlated, r = .776 {p = .001). No significant correlatioms
were found between reading and self evaluations, however, reading and
conformity correlated r = .392 (p = .108). Math correlaged significant-

ly and positively with conformity, r = .582 (p = .011), and nonsignifi-
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cantly with benevolence, r = .417 (p = .083), positively, and with iead-
ership, T = -.394 (p = .106), negatively.

A significant correlation was found for honors level males., 8 stu-
dents, between reading and math scores, r = .800 (p ; .017). XNo signif-
jcant correlations were found between reading or math and any self eval-
uation scores. Nonsignificant correlatiocns were found between age and
support, r = -.610 (p = .108), with older males not valuing support as
much as vounger males, and age and benevolence, r = .601 (p = .115),
with older males valuing benevolence more than vounger males.

A significant correlation existed for female honors students, 13 stu-
dents, between reading and math scores, r = .758 (p = .011}. No signif-
icance was found between reading or math and any of the self evaluation
scores. Age and recognition correlated nonsignificantly, r = .46i
(p = .113), with older females having higher recognition scores.

In the honors group, males were significantly higher than females in

math, r = .517 (p = .028). Other significant differences were found on
independence, r = -.692 (p = .001), leadership, r = -.649 (p = .001) and
benevolence, r = .566 (p = .008), with females higher on independence

and leadership and males higher on benevolence. Males were also higher

than females on conformity, although nonsignificantly, r = .428
(p = .053). Males were significantly older than females, r = .596
(p = .004). Age was also significantly and negatively correlated with

independence, r = -.577 (p = .006), and positively with benevolence,
r = .370 (p = .007).
The honors group found significant self evaluation correlations be-

tween recognition and support, r = .639 (p = .002), positive, and recog-



nition and leadership, r = -.475 (p = .030), support and leadership,

r = =.049 (p = .001) and conformity and independence, r = =.473

(p = .b301. which were negative. Nonsignificant negative correlations
were found between self esteem and leadership, r = -.389 (p = .081),
self esteem and support, r = -.389 (p = .081), self esteem and recogni-
tion, r = =.368 (p = .101), and benevolence and independence, r = -.376
(p = .093).

A significant negative correlation for honors level males was found

between support and leadership, r = -.830 (p = .011), and nonsignificant
correlations between support and recognition, r = .06l (p = .074), which
was positive: and and leadership and recognition, r = -.601 (p = .115),

which was negative.

For honors group females, a significant positive correlation was
found between support and recognition, r = .644 (p = .018), and negative
between self esteem and support, r = -.636 (p = .019), self esteem and
recognition, r = -.677 (p = .011), and support and leadership, r = -.369
(p = .042). A nonsignificant negative correlation was found between
conformity and leadership, r = -.526 (p = .065).

A nonsignitficant dirrerence between regular and honors groups found
more males in the regular group than in the honers group, and more fe-
males were in the honers group than males, r = .204 (p = .10). The reg-
ular group had lower reading and math scores than the honors group,
which were significant for math scores, r = .508 (p = .000), but were

not significantly different for reading scores, r = .206 (p = .10).



Summary

Significant correlations in the total school population sample of &5
students, 35 males and 30 females, were found betwaeé reading and math,
and group and math, but between reading and group. the correlation was
not significant. No significance was found in the total school popula-
tion between reading or math and any self evaluation scores, however, a
nonsignificant negative correlation was found between reading and recog-
nition, r = -.222 (p = .103), and a nonsignificant positive correlation
between reading and benevolence, r = .202 (p = .14). The correlation
between reading and grade was significant, but was nonsignificant be-
tween math and grade, r = .228 (p = .091).

In the total school, significant negative correlations were found be-
tween self esteem and recognition and esteem and support, and signifi-
cant positive correlations between self esteem and leadership. 4 sig-
nificant positive correlation was found between support and recognition
and significant negative correlations between support and benevolence,
support and leadership, confermity and independence, benevolence and
recognition, recognition and independence, and recognition and leader-
ship. A nonsignificant negative correlation was found between and sup-
port and conformity, r = -.238 (p = .057).

A significant gender difference was found on independence, and non-
significant differences on conformity, r = .208 (p = .096), and leader-
ship, r = -.202 (p = .106), with females higher on independence and

leadership and males higher on conformity.
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In the total school males found significant positive correlations be-
tweent reading and math, reading and grade, grade and age, and group and
math.Awith males in the honors group higher than those in the regular
group. Group and reading were not significantly different. Group and
benevolence, found males in the honors group significantly higher than
males in the regular group. Significant self evaluation score correla-
tions for males in the total school were found between support and rec-
ognition, which was positive: and support and benevolence, conformity
and independence, recognition and leadership and recognition and benevo-
lence, which were negative. A nonsignificant correlation was found be-
tween support and conformity, r = =-.329 (p = .054).

In total population of females, 30 students, reading and math and
group and math were significantly correlated. Other significant corre-
lations included grade and age and grade and independence, which were
positive. Nonsignificant negative correlations were found between age
and conformity, r = -.354 (p = .053), and grade level and conformity,

r =-.307 (p= .099). Significant correlations between self evaluation
scores included a positive correlation between recognition and indepen-
dence, and negative correlations between contormity and leadership, rec-
ognition and benevolence and, recognition and self esteem. Nonsignifi-
cant negative correlations were found between support and benevolence,
r=-.350 (p = .058), support and leadership, r = -.351 (p = .057), and
independence and conformity, r = -.307 (p = .099).

The regular group consisted of 45 students with complete data on 38
students, 24 males and 14 females, on self evaluation and reading

scores. In the regular group., reading and math correlated nonsignifi-
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cantly, r = .303 (p = .004). Reading and grade correlated significant-

ly, however, no significant correlation was found between math and

grade. Reading and recognitiecn correlated nousignificantliy, r = -.302
(p = -009). and math did not correlate significantly with any of the

self evaluation variables. Conformity and grade correlated nonsignifi-
cantly, r = -.235 (p = .093), with students in lower grades valuing con-
formity more than those in the higher grades. 8Sex did did not correlate
significantly with any of the variables, but males were higher in sup-
port, .244 at .111, and females were higher in leadership, r = -.287

(p = .059).

In the regular group, a significant negative correlation was found
between self esteem and recognition, and a nonsignificant negative cor-
relation was between self esteem and support, r = -.270 (p = .076). A
positive nonsignificant correlation was found between self esteem and
and leadership, r = .274 (p = .071). A significant positive correlation
was found between recognition and support, and significant negative cor-
relations were found between recognition and benevolence, recognition
and independence, support and leadership, support and benevolence and
conformity and independence. A nonsignificant negative correlation was
found between leadership and conformity, r = -.275 (p = .071).

Males in the regular group, 27 students, found a positive significant
correlation between reading and grade, r = .475 (p = .019) and positive
nonsignificant correlations between reading and math, r = .346
(p = .098) and math and grade, r = .361 {p = .083). Reading and grade
correlated positively and significantly. at r = -.397 (p = .055). A

significant positive correlation was found between support and recogni-
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cion and which was positive; and significant negative correlations be-
tween support and benevolence, support and leadership, conformity and
indepehdence. recognition and benevolence and self esteem and recogni-
tion. Nonsignificant correlations were found between support and con-
formity, r = =.365 (p = .061) and support and self esteem, r = -.372
(p= .056), r = -.323 (p = .10}, which were also negative.

Correlations for regular females, 17 students, found reading and math
were not significantly correlated. No significant correlations between
reading and any of the self evaluation scores were found, but math and
ieadership were significantly correlated. Grade and age also were sig-
nificantly correlated. Significant correlations between self evaluation

scores included negative correlations between recognition and indepen-

dence and recognition and benevolence. A nensignificant positive corre-

(9]

lation was found between self esteem and independence, r = .46
(p = .060).

The honors group, consisting of 21 students, of which 18 students, 13
females and 8 males, had complete data, found reading and math signifi-
cantly correlated. No significant correlations were found between read-
ing and self evaluations, however, reading and conformity correlated,
r= .392 (p = .108). Math correlated significantly and positively with

conformity, and nonsignificantly and positively with benevolence,

r= 417 (p = .083), and nonsignificantly and negatively with leader-
ship,
r=-.,39 (p = .106).

In the heonors group, males were significantly higher than females in

math. Females were significantly higher on independence and leadership
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and males were significantly higher on benevolence. Males were also
higher than females on conformity, although nonsignificantly, r = .428
(p = .653). Males were significantly clder than females. Age was also
significantly and negatively correlated with indepenéence and positively
with benevolence.

The honors group found significant positive correlations between rec-
ognition and support and recognition and leadership and significant neg-

ative correlations between support and leadership, and conformity and

independence. Nonsignificant negative correlations were found between

self esteem and leadership, r = -.389 (p = .081), self esteem and sup-
port, r = -.389 (p = .081), self esteem and recognition, r = -.368
(p = .101) and benevolence and independence, r = -.376 (p = .093).

Significant correlation were found for honors level males, & stu-
dents, between reading and math scores, but no significant correlations
were found between reading or math and any self evaluation scores. Age
and support correlated nonsignificantly, r = -.610 (p = .108), with old-
er males not valuing support as much as vounger males, and age and be-
nevolence, r = .601 (p = .113), with older males valuing benevolence
more than vounger males, although not at significant levels. A signifi-
cant negative correlation was found between support and leadership. A
nonsignificant positive correlation was found between support and recog-
nition , r = .661 (p = .074).

A significant correlation existed for female honors students, 13 stu-
dents, between reading and math scores, but no significance was found
between reading or math and any of the self evaluation scores. Age was

not found to be a significant factor in any honors females scores. Sig-.
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nificant correlations between self evaluation scores included a positive
correlation between support and recognition, and negative correlations
betweeﬁ self esteem and support, self esteem and recognition and support
and leadership. A nonsignificant negative correlation was found between

conformity and leadership, r = -.526 (p = .063).

Regression Analvsis Findings

In backward elimination, entering all self evaluation scores as inde-
pendent variables, regressing on reading with complete data on 55 stu-
dents for the entire school found no significance on the saturated mod-
el. Benevolence alone accounted for 4% (p = .134) and recognition alone
accounted for 7% (p = .066). Regressing on math found no significant
correlations on any of the self evaluations.

This lack of significance of variance through regression on reading
or math confirms the lack of strength of bivariate relationships defined
as a measure of linearity. Pearson produce-moment correlation examina-
tions also confirmed that covariance was not significant and no associa-
tion was found to exist. No correlation was found between cognitive
scores and anv of the self evaluation scores, as measured by the SIV or
self esteem questionnaires, in the total population at Lane Technical,

nor in groups, or by gender.

Mean Self Evaluation Score

The following tables show self evaluation mean scores of students by

school, gender and group.



Support
Conformity
Recognition
Independence
Benevclence
Leadership
Self Esteem

Means

47

.38
33.
50.
46.
.29
52.
i8.

06
11

12
30

h

TABLE 22

Mean Scores - Total School

Standard Deviations

[ (ST (ST )
[« QY- IV N ]

.04
.22
.68
.53
.51
.24
0. 38




Reguliar
Honers

Regular
Honors

Regular
Honors

Regular
Honors

Regular
Honors

Regular
Honors

Regular
Honors

Means

60.
60.

33.

554.5

41,

18.

39
38

.50
.86

18.52

TABLE 23

Groups

Srandard Deviations

Support

27.42
26.91

Conformity

12 1o

r
<.,
7

3
3

-~

Kecognition

31.01
25.15

Independence

26.99
25.24

Benevolence

26.14
23.88

Leadership

28.90
36.39

Self Esteem

18.37
11.42




Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
FTemales

Means

.86
.43

Ia W
~1 =

50.00
50.17

50.86
43.10

40.31
58.90

20.94

TABLE 24

Gender

Standard Deviations

Support

28.88
24.91

Conformity

27.11
21.95

Recognition

30.90
28.72

Independence

26.82
254.81

Benevolence

7.77
2.33

[

Leadership

30.05
31.73

Self Esteem
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i TABLE 25 i
! |
: Gender - Kegular Group

E ;
: Means Standard Deviations :
[ |
! Support !
| b
| Males 65.63 27.22

| Females 52.06 26.4

|

| Conformity

!

[

| Males 34.93 35.53

| Females 29.82 22.98

i

| Recognition

!

| Males 53.04 31.58

| TFemales 56.29 30.93

i

| Independence

|

| Males 43.15 29.06

| Females 44,06 24.19

|

i Benevolence

|

| Males 45.41 27.76

! Females 43.76 24.14

!

! Leadership

|

| Males 46.11 27.78

| Females 62.94 28.40

| Self Esteem

|

I Males 20.56 15.58

i Females 14.89 21.94
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Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Means

33

13 &
PR |

O

‘F‘ -

n
-

16

.25
64,

77

.88
.31

.00
.13

.13
.23

.38
.23

7.00
.62

.25
.23

TABLE 26

Gender - Honors Group

Standard Deviations

Support

34.14
21.72

Conformity

31.64
21.00

Recognition

28.00
24.39

Independence

14,42
20.78

Benevolence

19.39
20.66

Leadership

38.95
36.12

Self Esteem

12.01
10.87
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Findings

Of the self evaluation scores, the highest at Lane for the toral
school was support, followed by leadership, recognition, benevolence and
jndependence, with the lowest on conformirty.

Male means on self evaluation scores were highest in support, fol-
lowed by recognition, benevolence, leadership and independence, with
conformity last.

Female means on self evaluation scores were highest on leadership,
followed by support, independence, recognition and benevolence, and
least was conformity.

Males in the regular level were highest in support, followed by rec-
ognition, leadership, benevolence and independence, and conformity last.
Females in the regular level were highest in leadership, followed by
recognition, support, independence and benevolence, with conformity
last.

Male honors students were highest in benevolence, followed by sup-
port, conformity, leadership and recognition, and independence last.
Female honors scores were highest in independence and support, followed
by leadership, recognition and benevolence, with conformity least.

The total sample of students found males scored higher than females
in the areas of support, conformity, benevolence and self esteem, and
females scored higher in independence and leadership. In the regular
level, the same relationship between male and female scores were found,
however, in the honors level, males were higher on conformity, benevo-
lence and self esteem, and females were higher on support, recognition,

independence and leadership.



gelf Evaluation Mean Score Differences
——

GendeI

T-tests results revealed significant differences between sexes. Al-
pha was examined to p = .10 and significantly determined at p = .05.
i Comparing self evaluation means of students in the total school by sex
showed significant differences between males, 35 students, and females,
30 students. Significant findings for the total school population found

females higher on independence, t = 2.03 (p = .047). While not signifi-

cant., conformity, t = -1.69 (p .096), found males higher than females

"
t

, and leadership, t .1.63 (p .10), found females higher than males,

with group differences, t -1.67 {p = .10), showing more females in the
honors group, 13 females and 8§ males, and more males in the regular

group, 14 females and 24 males.

Summary of Gender

In summary, significant differences were found between males and fe-
males in the total school on independence with females higher than
males. Females were also higher on leadership (p = .10) and males were
higher on conformity (p = .096). In the regular group no significant
gender differences were found. Regular group females were higher than
Yegular group males on leadership (p = .059). The honors group found
males significantly higher on benevolence and females significantly
higher on independence, with males significantlv higher on math and old-
€r than rfemales. Males were also higher on conformity (p = .053) than

females,
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Groups

COmbaring the honors group. 21 students, and the regular group. 44
students, found recogunition, t = -1.67 (p = .10), with regular group
higher, sex, t = -1.67 {p = .10), with the regular group having more
males and the honors group having more females, reading t = 1.66
(p = -103), and math, t = 4.54 (p = .000), with the honors group higher.

No significance was found between regular group males, 27 students,
and females, 17 students, however, females were higher in leadership,
t=1.94 {(p = .039) tﬁan males. Honors group males, 8 students, and fe-
males, 13 students, were significantly different in benevolence,

t = -2.99 (p = .008), with males higher, independence, t = 4.18
(p = .000), with females higher, and age t = -3.24 (p = .004), with
males older. Males also scored significantly higher on math, t = -2.42

(p = .028), and nonsignificantly higher on conformity, t = -2.06

(p .053), than females in the honors group.

Males in the honors group. 8 students, and males in the regular
group, 27 students, found significant mean differences between benevo-
lence t = 2.27, (p = .030), and math vt = 3.78 (p = .000), with the hon-
ors group higher and, at a nonsignificant level, independence, t = -1.72
(p = .098), with the regular group higher.

Females in the honors group, 13 students, and females in the regular
group, 18 students, found significant mean differences in independence,
t=2.52 (p= .018), and math t = 3.15% (p = .005), with the honors

group higher. Reading was not significantly different for males or fe-

males between the two groups.
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Summary of Groups

Significant differences between the honors and the regular group were
found in math scores, with the honors group higher. ‘The regular‘group
was older than the heonors group. Although not significant, recognition
was higher for the regular group (p = .10).

Differences between males in the honors and the regular group found
males in the honors group significantly higher on benevolence and math
and males in the regular group older. Independence was higher for males
in the regular group (p = .10) Reading was not significantly different
between males in each group.

Female differences between groups found the honors group females sig-
nificantly higher on independence and math than the regular group fe-
males. Reading was not significantly different between females in each

group.

Summary

The total number of students in the sample was 65, 33 males and 35
females. Math scores determined students' placement into regular and
tutored level classrooms. Reading and math correlated significantly at
the total school level and for the honors group, but not significantly
for the regular group. In the total school, students in higher grades
had significantly higher reading scores, however, math scores were not
significantly different, (p = .14).

Neither males nor females at the total level had significant correla-

tions between reading or math and any of the self evaluation variables.
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A negative nonsignificant correlation between reading and recognitien
{(p = .10) was found in the total school, due to males, who found a non-
significant negative correlation between reading and recognition
{(p = .069), with no difference found for females. Reading and benevo-
lence were not significantly correlated, with a positive correlation
(p = .14) at the total school level. The regular group found a nonsig-
nificant negative correlation between reading and recognition
(p = .069), and males in the regular group found a neonsignificant neg-
ative correlation of (p = .053). The honors group found a significant
positive correlation between math and and conformity, but a nonsignifi-
cant positive correlation between reading and conformity (p = .108).
Math and benevolence correlated positively (p = .085).

Honors group males and honors females found math and reading scores
were not significantly related to any self evaluation scores. Honors
group females found reading and conformity positively correlated The
honors group found math and leadership significantly and positively cor-
related. (p = .049).

In the total school, students in the higher grades were lower in con-
formity (p =.109) and higher in math (p = .091) than students in lower
grades at nonsignificant levels. The regular group found grade and con-
formity negatively correlated (p = .095).

Females in the total school found correlations appreoaching signifi-
cance on age and conformity, negatively, correlated (p = .055), grade
and independence, significantly and positively correlated (p = .018),

and grade and conformity slightly correlated, negatively _(p = .099).
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Males in the honors group were significantly higher on benevolence
than males in the regular group. Age was also related to benevolence
scores. with older students higher.

The honors group found age was negatively related-to independence and
positively related to benevolence, with older students scoring lower in
independence and higher in benevolence. Significant correlations between
age and sex, with males older; age and benevolence, with older students
scoring higher; math and benevolence, positively related; and with sex
and math significantly correlated, where males scored higher and were
older; an interrelationship was found to exist between age, sex and math
and benevolence. This interrelationship could also have accounted for
the sex and age differences in independence, with age and independence
negatively correlated, where females were higher in independence and
were younger, implving that independence was also related to age and sex
in this group of students. This was not significant for the regular
group.

Means in self evaluatijion scores were compared and the findings were:
in the total school, the highest mean was support, then leadership and
recognition, followed by benevolence and independence, and least was
conformity. Males' highest scores were in support, followed by benevo-
lence and recognition and leadership, and lowest in conformity. Fe-
males' highest 'scores were in leadership and support, followed by inde-
pendence and recognition and lowest in conformity.

Gender differences in the total school were found in independence,
leadership and conformity, with females significantly higher on indepen-
dence and nonsignificantly higher on leadership (p = .106), and males

nonsignificantly higher on conformity (p = .096).
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Males in the regular group were highest in support and recognitionm,
followed by leadership, benevolence and independence and lowest in con-
formity. TFemales in the regular group were highest in leadership and
recognition, followed by support and lowest in conformity.

No significant differences were found between sexes in the regular
group, although females were higher on leadership, (p = .059).

Male honor students were highest in benevolence followed by support
and lowest in independence. Female honor students were highest in inde-
pendence and support, followed by leadership and lowest in conformity.
Differences between sexes in the honors group found females were signif-
jcantly higher on independence and males were significantly higher on
benevolence. Males were higher on ceonformity {p = .053), although not
significantly. Males were significantly older and significantly higher
on math than females in the honors group.

Differences between the honors group and the regular group found no
significance, but the regular group was higher on recognition (p = .10),
and older (p = .10) than the honors group, with more males in the regu-
lar group than females. The honors group had more females than males,
and more males were in the regular group than females. Reading and math
were significantly higher in the honors group, with math higher than
reading, due to selection for groups which were based upon math scores.

Differences between males in each group found the honors group males
were significantly higher on benevolence than males in the regular
group, while males in the regular group were higher on independence, al-
though not significantly (p = .098). Math was significantly different
between males in the honors and regular group, although reading was not.

Regular group males were older than honors group males.
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pifferences between females in the regular group and females in the
honors group found the honors group females were significantly higher in
jndependence and math, with reading not significantly different between

females in each group. )

There was little relation between cognitive variables and self con-
cept in Lane Technical, however, stronger correlations were found be-
tween reading than math in the total school. This may be due to the
fact that the school includes a mixture of students from varied back-
grounds and neighborhood communities, and while students share academic
ability, they represent heterogeneous backgrounds. It camn be assumed
that students were chosen for their math ability more than reading abil-
ity and grouped on math score, thus, more homogeneity is evident in math
scores.

This study did not attempt to report findings in bilingual data, how-
ever, based upon the initial findings, a plan for future research in
this area would be useful.

The correlations found in Lane Technical will be compared to the oth-

er schools in the study in Chapter 5.



CATHEDRAL HIGH SCHOOL

Cathédral High School was selected for this study to represent a pri-
vate, urban school of mixed racial composition. Located on the narth
side of Chicago near the Water Tower-North Michigan Avenue location, the
school is operated by the diocese of Holy Name Cathedral on Chicago Av-
enue and State Streets. A large, well kept school, built around a cen-
ter court next to the beautiful Cathedral, this is a well known Catholic
school.

To assure equal opportunity for all races, Cathedral High School is
deliberately structured on the basis of quotas, with equal numbers of of
black, white and Hispanic students from the entire Chicago area. The
quota reflects the proportion of the dioceses (parish). Tuition is
charged, however, for those students who are unable to pay, the parish
makes up the deficiencies. Holy Name Cathedral is a viable parish and
is more able to make up this difference than many of the parishes in
Chicago. Priority for selection are those students from Catholic back-
ground, such that the liturgy classes are appropriate. To complete the
quota system, non-Catholic students who have been in attendance in Cath-.
olic elementary schools and are familiar with the liturgy of the Catho~-
lic Church and the disciplines expected of them in the schools are se-
.lected. These are primarily the black students who have attended
Catholic elementary schools. In order to fill the Hispanic guota, stu-
dents whose performance is below the usual acceptance level are included

and some non-Catholic white students are accepted to complete the white



quota.®’*

85% of all students at Cathedral continue their education past high
school; 50% go on to a four year college and 35% more go to post high
school training, either to a two year college or voc;tional schoél. 0f
the current 115 entry students, 93 graduated. This did not represent
the same students from freshman to senior level, however.27%

As explained by Sister?’®A, the guidance counsellor of the school,
many of the students' parents have jobs in the vicinity of the school
and bring the students with them from their residential areas.

In the overall secondary Catholic schools in the Chicago area there
are only seven parish schools, and forty seven private Catholic schools.
The tuition and costs of running the schools is made up largely by the
parishes. The average cost in elementary school is $1062 per child,
with some secondary schocls' cost at $1275 to $1325 per child.??7 These
schools are operated autonomously. Although more data were not availa-
ble from the Board of Education of Catholic Schools, they are currently

being collected, according to Sister J, the director of statistics and

data department.27*®

274 gister A, guidance counsellor, Cathedral High School. Names have
been omitted, but are available upon request.

275 Ibid.
276 Thid.

277 gister J, Board of Education of Catholic Schoels, Brother Michael
0'Hearn, Superintendent of High Schools, 155 E. Superior Street, Chica-
go, I11.

27% sister J, director of statistics and data department, Board of Edu-
cation of Catholic Schools.
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It has been suggested that Catholic school expenditures differ from
public schools. While Catholic schools generally operate on less money
per pupil and pupil/teacher ratio than the average school, they may ac-
cually be paying more for building maintenance and other resource§ than
~ public schools.??® These costs are often carried, not by the students in
the Catholic schools, but by the local parishes, as is the case in Ca-

thedral High School.?*®
Setting

The school was orderly and quiet and students appeéred very disci-
plined. Student guards were seated in the halls with their study books
to check student passes of those students who were in the halls between
classes. The school was extremely neat and clean.

According the the Coleman, Hoffer and Kilgore?'! study, private
schocls were found to differ from public schools, with private schools
able to exert more control o#er the students and to make more demands
than public schools in areas of academic performance and discipline.
Parents' tendencies to be more involved in their children's education
and educational goals is also noticable when choices of schools are made
and tuitions are paid to enable the student to attend these private
schools. Students who attend schools which are not a part of the neigh-

borhood are removed from the influence of their neighborhood environ-

21s Coleman, Hoffer, and Kilgore, High School Achievement: Public, Cath-
elic and Private Schools Compared. -

230 gister J, Board of Education of Catholic Schools

11 Coleman, Hoffer, and Kilgore, High School Achievement: Public, Cath-
O0lic and Private Schools Compared.
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gent. In some cases where they do not share in the neighborhood associ-
ation and social resources of local families, this can be detrimental to
the stuaents, especially if there are weak family relations.?®? It is
suspected that many of the students were from low income neighborhoods
representing underprivileged areas and that their acceptance into Cathe-

dral High School offered them an opportunity to escape the handicaps of

the local high schools in the inner city.
Population

The Cathedral High School sample consisted of 204 students, 75
(36.8%) males and 129 (63.2%) females. These included 104 sophomore
students (51%) and 100 junior students (4Y%) with ages ranging from:
age 15, 33.3%, age 16, 52.5%, and age 17, 12.3%. Of the 204 students

selected, 193 had complete data, 69 males and 124 females.

Procedure for Obtaining Data

A formal request for participation of the school was sent to the
principal of Cathedral. Sister A, the guidance counselor was placed in
charge of overseeing the project. After a meeting with Sister A, it was
decided that the teachers would administer the questionnaires to the
sophomore and junior grades during class hours. Each questionnaire had
an attached form with data from the student and reading and math grade
point average from their previous report card in office records. Aca-

demic scores were listed from A+, A, A-; B+. B, B-, etc. with numerical

?%2 Coleman and Hoffer, Public and Private High Schools: The Impact of
Community, pp. 215-216.
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correlations provided. Three numerical scores represented each letter
_grade and the median score was used in statistical tabulations.

As described in Chapter 3, SIV and Self Esteem questionnaires were
administered during class periods to all of the students in the sépho-
pore and junior grades by Siste;z"A and classroom teachers. Individual
academic scores in reading and math from school records were attached to
each student's questionnaire data from school records. These scores
were based upon the student's grade point average and not on a standard-
ized test. Students provided data regarding sex, age, and bilingual

ability.

Procedure for Treating Data

Academic scores were listed from A+, A, A-; B+. B, B-, etc. with
three numerical scores for each letter gfade. The median score was used
in statistical tabulations. Because there were no tracks or levels sep-
arating the students in Cathedral, and, for analysis, it was decided to
divide the students into three levels, based upon reading scores.

The low level, was made up of students with grades D and E (grades
below 76), and included 87 students, 44 females and 43 males. The mid-
dle level of average or C students, included all students above the
grade of D and below the grade of B, i.e., all students equal to and
greater than the score of 76 and less than grade 85. This level includ-
ed 73 students, 49 females and 24 males. The high level, included stu-
dents who had grades A and B, grades equal to or greater than 86, and

consisted of 41 students, 36 females and 5 males.

%3 Names have not been used but are available upon request.
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Scores ranged from 35 to 96 on reading, with a mean score of 77.34
and standard deviation of 11.19, and from 35 to 96 on math with a mean
score of 74.67 and a standard deviation of 14.97.

In the low level, 87 students, reading scores ranéed from 35 t6 75;
jn the middle level, 73 students, scores ranged from 76 to 85; and in
the high level, 57 students, scores ranged from 86 to 96.

The mean score in reading for the low level was 68.23 with a standard
deviation of 11.83. Math scores were 68.61 with a standard deviation of
16.76. The middle level reading mean was 80.34 with a standard devia-
tion of 2.02, and math scores were 76.23 with a standard deviation of
12.53. The high level reading mean was 89.22 with a standard deviation
of 3.79, and math scores were 84.76 with a standard deviation of 6.84.

Raw scores were standardized for analysis within the school between
levels and with other selected schools in the study. Standardized
scores in reading ranged from -3.78 to 1.67, with a standard error of
.071, and median .059. Standardized math scores ranged from -2.65 to
1.42, with a standard error of .071, and median of .222.

The female mean reading score was 79.66; standard deviation of 8.75
and the male mean reading score was 73.19; standard deviatiom 13.70.

The mean sfandardized reading score for females was .207; standard error
of .781 and for males was -.371; standard error of 1.22. Female mean
math score was 76.25; standard deviation of 13.48 and male mean math
score was 71.85; standard deviation of 17.08. The standardized mean

score for females in math was .106; standard error of .902 and for males

was -.372, standard error of 1.23.



228

Qut of a total of 204 students at Cathedral 193 students had complete
data and were used for multiple regression analysis. The middle level,
consisting of 73 students had 71 students, 24 males and 47 females, with
complete data; the low level included 86 students, of which 82 stﬁdents,
40 males and 42 females, had complete data; and the high level included
&4 students of which 40 students, 5 males and 35 females, had complete
data. Reading and math scores were correlated with scores from self
evaluation questionnaires. Self evaluation scores were also correlated
for relationships with each other. Correlations were examined by level
and by academic ability. as well as by sex and age.

Using SIV and self esteem scores and grade point averages, correla-
tions up to p = .10 were examined and correlations of p = .05 were ac- ‘
cepted as significant. Missing data were set to zero and not used.

The following tables show Pearson product-moment correlations with

(r) relatedness and (p) significance:
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TABLE 27

Cathedral Correlations

Reading and Math Correlations

Total School n = 193

Reading Math

T P r P
SE score -117 .099 .093 .192
S score .079 274 .027 .706
C score -.180 .012 -.174 .016
R score -.007 .925 .050 .488
I score .043 .552 .117 .106
B score .046 .525 -.016 .328
L score -.074 .304 -.019 .790

Male n = 69
SE score -.012 .920 .026 .827
S score .061 .619 -.059 .633
C score -.193 .112 -.350 .003
R score .013 .918 .118 L334
I score oo =0112 .361 .116 .334
B score .040 . 746 -.093 .445
L score -.140 .250 .010 .938
Female n= 124

SE score .156 .081 .104 244
S score .137 .131 .105 L247
C score -.177 .049 -.052 .565
R score -.057 .529 -.002 .980
I score .088 . 331 .079 .383
B score .203 .024 .091 .317
L score -.124 .169 -.081 .372
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|

Math / Reading

Reading / Cscore

Reading / SE
Math / Cscore
Reading / Grade
Reading / Sex
Math / Sex

Sex /

Sex
Sex

/
/

Sex /
Sex /

Grade
Grade
Grade
Grade

Age
Age
Age
Age
Age

/
/
/
/
/

SE
Iscore
Lscore
Bscore
Grade
/ SE
/ Cscore
/ Bscore
/ Rscore
Sex
SE
Rscore
Cscore
Grade

Sscore / Rscore

Cscore / Bscore
Bscore / Sex

Sscore / Cscore
Sscore / Lscore
Cscore / Rscore
Cscore / Iscore
Rscore / Bscore
Rscore / SE

Bscore / Iscore
Bscore / Lscore
Sscore / Iscore
Sscore / Bscore
Cscore / Lscore
Rscore / Iscore
Sscore / SE

Cscore / SE

TABLE 28

Total Scheool Correlations n

.545
-.180
117
-.174
.143
-.278
-.141
-.181
-.180
-.151
.237
-.181
.117
.175
.171
-.173
.121
.122
-.168
.155
.645
.340
L241
.237
-.389
-.383
-.369
-.329
-.511
-.267
-.387
-.183
-.120
-.148
-.166
-.131
-.160
.163

.0001
.012
.099
.016
.043
.0001
.046
.010
.012
-034
.001
.010
.098
.014
.017
.016
.087
.084
.019
.031
.0001
.0001
.0001
.0001
.0001
.0001
.0001
.0001
.0001
.0001
.0001
.010
.095
.038
.026
.066
.026
.023

193
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TABLE 29

Male Correlations n = 69

T P
Math / Reading .520 .0001
Math / Cscore -.350 .003
Reading / Cscore ~.193 .112
Reading / Grade .280 .017
Grade / Age .515 - .0001
Grade / Rscore -.206 .025
Grade / Cscore .208 .079
Age / Rscore -.265 .025
Age / SE .226 ,051
Sscore / Rscore .287 .014
Sscore / Cscore 428  .0001
Sscore / Lscore .320 .00e6
Cscore / Rscore .236  .046
Cscore / Iscore .299 011
Rscore / Bscore .362 .002
Rscore / Iscore .376 .001
Rscore / SE .199 .095
Bscore / Iscore .286 .015
Bscore / Lscore .305 .009
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r___,
j TABLE 30

% Female Correlations n = 124
|

| Math / Reading .550 .0001
| Reading / Bscore .203  .024
| Reading / Cscore =.177  .04%
| Reading / SE .156 .081
| Age / Grade .731 .0001
| Age / Cscore .176 .060
| Grade / Cscore -.156 .083
| Grade / Rscore -.156 .084
| Grade / Bscore .170  .059
| Sscore / Cscore -.369 .0001
| Sscore / Rscore .374 .0001
| Sscore / Bscore -.212 .018
| Sscore / Lscore -.425 .0001
| Sscore / SE -.200 .021
| Cscore / Rscore -.431 .0001
| Cscore / Iscore -.346 .0001
| Cscore / Bscore - .270 .002
| Cscore / Lscore -.217 .015
| Cscore / SE .232  .010
| Rscore / Bscore -.583 .0001
| Rscore / SE ~.335 .0001
| Iscore / Bscore -. 404  .0001
| Bscore / SE .223  .014
| Lscore / SE -.149 .102
I

{

IS
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Math / Reading
Reading / Grade
Math / Grade
Math / Cscore
Math / Rscore
Grade / Lscore
Iscore
Bscore
Lscore

Sex

Cscore
Rscore
Cscore
Bscore
Cscore
Sscore
Cscore
Bscore

-Reading

Lscore

SE

Grade

Sy M M T e e e T e

Rscore
SE

Bscore
Bscore
Iscore
Iscore
Sscore
Lscore
Rscore
Lscore

TABLE 31

Low Level Correlations n

474
.336
.268
-.246
.259
-.215
-.221
.373
.257
-.174
-.248
.195
.540
.380
-.252
.357
-.490
-.409
-.471
-.290
-.351
-.336
-.252

.0001
.001
.012
.026
.019
.012
.046
.001
.020
.107
.025
.073
.0001
.0001
.024
.001
.0001
.0001
.0001
.008
.001
.002
.022

82




TABLE 32

Low Level Male Correlations n = 40

f____,
|
|
I
|

! r P
| Math / Reading .498 .001
Reading / Grade .417  .005
| Reading / Iscore -.325 .041
Reading / Lscore -.312 .050
Math / Cscore -.266 .097
| Math / Rscore .275 .086
Math / Grade NS
Age / Grade 421 .005
| Age / SE .408  .007
| Grade / Lscore -.299 061
| Sscore / Rscore .312 .036
| Rscore / SE -.324 .041
| Sscore / Cscore -.355 .025
| Rscore / Cscore -.296 .064
| Cscore / Iscore -.353 .026
| Bscore / Rscore -.559 .0001
| Bscore / Iscore -.284 .076
I Bscore / Lscore -.265 .098
l
! Low Level Female n = 42
|
| Math / Reading .498 .001
| Reading / Grade .383 .010
| Math / Grade 241 115
| Reading / Cscore -.384 .012
| Age / Grade .641  .0001
| Age / Lscore -.364 .019
| Sscore / Rscore .429%  .005
| Sscore / Lscore -.464 .002
| Sscore / Iscore -.295 .058
| Rscore / Cscore -.366 .017
| Cscore / Iscore -.451 .003
| Cscore / Bscore .455 ,002
| Bscore / Rscore -.463 .002
| Bscore / Iscore -.567 .0001
L_
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TABLE 33 |

|

Middle Level Correlations n = 71 r

- |

i

r P }

Math / Reading NS |
Reading / Bscore .234  .050 l
Reading / Iscore -.204 .088 |
Sex / Bscore .218 .068 |
Age / Bscore .269 .023 ;
Age / Rscore -.330 .055 |
Age / Cscore .217  .070 i
Grade / Cscore .262  .027 |
Sscore / Cscore -.559 .0001 |
Sscore / Rscore .266 .025 |
Sscore / Lscore -.275 .021 |
Sscore / SE -.196 .103 |
Rscore / Cscore -.336 .002 |
Cscore / Iscore -.253 .033 !
Cscore / Bscore -.520 .0001 |
Rscore / SE -.298 .012 |
Bscore / Iscore -.368 .002 |
Iscore / SE -.298 .012 |
|

1
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TABLE 34

Middle Level Male Correlations n

Math / Reading
Age / Rscore
Grade / Age
Grade / Rscore
Sscore / Cscore
Cscore / Iscore

Math / Reading
Reading / Grade

Reading / Bscore
Reading / Rscore
Reading / Iscore

Math / Rscore
Grade / Cscore
Age / Grade
Age / Cscore
Age / Bscore

Sscore
Sscore
Sscore
Cscore
Sscore
Cscore
Rscore
Bscore
Bscore

e T e T

Cscore
Lscore
Rscore
Rscore
SE
SE
SE
Rscore
Iscore

T

NS
-.555
.563
-.331
-.470
-.474

Middle Level Fema

NS
.274
.359

-.292
-.270
-.256
.293
.710
.326
.246
-.595
-.270
.314
-.470
-.389
L4086
-.393
-.589
-.417

.005
.004
.115
.014
.019

le

.057
.013
047
.067
.082
.046
.0001
.025
.096
.0001
.067
.032
.001
.009
.005
.Q07
.0001
.004

47

24
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1

Math / Reading

Reading / Sscore

Math / Sex

Sex / SE

Age / Bscore
Age / Rscore
Grade / Bscore

Grade / SE

Sscore / Cscore
Sscore / Rscore
Sscore / Lscore
Rscore / SE

Rscore / Cscore
Cscore / Iscore
Cscore / Lscore
Bscore / Iscore
Rscore / Bscore

High Level

" -.258

TABLE 35

Correlations n

.464
.354
.300
-.490
.298
-.388
.284
.263
-.302
.393
-.6086
~.284
.487
-.275

-.305
-.551

.002
.025
.056
.001
.062
.013
.076
.097
. 059
.012
. 0001
.076
.001
.086
.108
.056
.0001
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TABLE 36

High Level Male Correlations n = 5

r p
Math / Reading NS
Sscore / Cscore -.869 056
Sscore / Bscore .960 .010
Rscore / Iscore -.940 .017
Bscore / Lscore -.852 .067

High Level Female n = 35

Math / Reading .389 .019
Reading / Sscore .333 .051
Age / Grade .884 .0001
Age / Sscore -.333 .051
Age / Rscore -.338 .047
Age / Bscore .292 .088
Grade / Sscore -.364 .031
Grade / SE .297  .079
Sscore / Rscore .395 .019
Sscore / Bscore -.374 ,027
Sscore / Lscore -.567 .0001
Cscore / Rscore =.479 .003
Cscore / Iscore -.483 .003
Cscore / Lscore -.381 .024
Rscore / SE -.369 .029
Bscore / Rscore -.727 .0001




239

Findings
Total School

Cognitive Variables and Self Evaluation Scores

In the total school, 193 students with complete gata, 69 males and
124 females, significant findings included the positive correlation be-
tween reading and math, r = .545 (p = .000) level of significance. Sig-
nificant negative correlations were found between reading and conformi-
ty, r = -.180 (p = .012}, and math and conformity, r = -,174 (p = .016).
While not significant, reading and self esteem correlated, r = .117
{(p = .099).

The correlations between reading and sex, r = -.248 {p = .000) and
math and sex, r = -.141 (p = .046), indicated that female scores weré

significantly higher than male scores. Other significant gender differ-

ences included benevolence, r = .237 (p = .001), with males higher, and
self esteem, r = -.181 (p = .001}, independence, r = -.180 (p = .012),
and leadership, r = -.152 (p = .034), with females higher. Sex and
grade level, r = -.181 (p = .098), found females higher than males, al-

though not significantly.

The correlation between age and recognition, r = -.168 (p = .019),
indicated that older students did not value recognition as much as
younger students. Significant correlations between age and conformity,
r = .153 (p = .031), and age and grade level, r = .645 (p = .000), and

nonsignificant correlations between age and self esteem, r = .122
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(p = -084), indicated that older students valued conformity and self es-
teem more than younger students and were in higher grade levels than
younger students. Age and sex correlated nonsignificantly, r = .121
(p = .087), with males older than females. The total school found sig~
nificant pesitive correlations between grade level and conformity,
r= .175 (p = .014), and grade level and benevolence, r = .171
(p = -017) and a significant negative correlation between grade level
and recognition, r = ~-.173 (p = .016). Grade level and self esteem cor-
related positively and nonsignificantly, r = .117 (p = .098).

Males in the total schoecl found no significant correlarion between
reading and any self evaluation score, although a nonsignificant neg-
ative correlation was found between reading and conformity, r = -,193
{(p = .112), and a significant negative correlation between math and con-
formity, r = =-.350 (p = .003).

Females in the total school found reading and benevolence signifi-

cantly and positively correlated, r = .203 (p = .024), and reading and

conformity significantly and negatively correlated, r = -.177
{(p = .049). Reading and self esteem were correlated positively and non-
significantly, r = .156 (p = .081). Math was not significantly corre-

lated with any self evaluation scores for females.

Self Evaluation Variable Correlations

Self evaluation correlations for the total schocl included positive
correlations between support and recognition, r = .340, and conformity

and benevolence, r = .241, and negative correlations between support and

conformity, r = -.389, support and leadership, r = -.383, conformity and
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recognition, r = -.369, conformity and independence, r = -.329, recogni-
tion and benevolence, r = -.511, benevolence and independence, r = -387,
and recbgnition and self esteem, r = -.267, all (p = .000). Significant

negative correlations were found between benevolence and leadership,
r = -.120, benevolence and support, r = -.148, conformity and leader~-
ship, r = -.166, and support and self esteem, r = -.160, and a signifi-
cant positive correlation was found between conformity and self esteem,
r = .163, all (p = .05).

Males in the total school found a significant positive correlation
between support and recognition, r = .287 (p = .014), and significant
negative correlations between support and conformity, r = -.428

(p = -000), support and leadership, r = -.320 (p = .006), conformity and

independence, r = -.299 (p = .011), recognition and benevolence,
r=-.362 (p = .002), recognition and independence, r = -.376

(p = .001), and benevolence and leadership, r = -.305 (p = .009), benev-
olence and independence, r = -.286 (p = .015), and conformity and recog-
nition, r = ~-.236 (p = .046). Significant negative correlations were
found between grade level and recognitiom, r = -.206 (p = .025), and age
and recognition, r = -.265 (p = .025).

Females in the total school . found a significant positive correlation
between support and recognition, r = .374, and significant negative cor-
relations between support and conformity, r = -.369, support and leader-
ship, r = -,425, conformity and recognition, r = -.431, conformity and
independence, r = -.346, recognition and benevolence, r = -.583, inde-

Pendence and benevolence, r = -.404, and recoghition and self esteem,
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r = =.335, all (p = .000). Positive correlations were found between
conformity and benevolence, r = .270, and self esteem and benevolence,

.223, and negative correlations between support and benevolence,

H
W

r = -.212, support and self esteem, r = -.209, and conformity and lead-
ership, r = -.217, all (p = .05). Age and conformity, r = .170

(p = .060), and grade level and benevolence, r = .170 (p .059), corre-

lated positively, although nonsignificantly.

Age and Grade Level Correlations

In the total school, age was significantly and negatively related to
recognition and significantly and positively to conformity. A nonsigni-
ficant positive correlation was found between age and self esteem
(p = .084), with older students scoring higher on self esteem. Age and
grade level correlated positively and significantly.

In total school positive correlations were found between conformity
and grade level and benevolence and grade level, and negative correla-
tions between recognition and grade level.

Females were in significantly higher grade levels than males, and
males were older than females, although not significantly, (p = .087).

The total male population found significant negative correlations be-
tween age and recognition and grade level and recognition.

The total female population found age and conformity correlated neg-

atively (p = .06) and grade level and conformity correlated negatively

(p = .08). Grade level and recognition correlated negatively,

(p = .084), and grade level and benevolence correlated positively,

"

(p = .059).
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In the low level, age was significantly and negatively correlated
with leadérship, with younger students higher in leadership. Age and
self esteem were nonsignificantly correlated, r = .195 (p = .073), with
older students valuing self esteem more than younger students. Agé and
grade level correlated significantly. The low level alsc found a sig-
nificant negative correlation between grade level and leadership.

Males in the low level found age and self esteem were significantly
and positively correlated. Grade level and leadership correlated neg-
atively, r = -.299 (p = .061).

Age and grade level were positively and significantly correlated for
females in the low level, who also had significant negative correiations
between reading and conformity and age and leadership.

The middle level of students had a significant negative correlation
between age and recognition, and & significant positive correlation be-
tween age and benevolence. Age and conformity corgelated positively,
r=.217 (p = .070), and nonsignificantly. Grade level and conformity
were positively and significantly correlated.

Males in the middle level had a significant negative correlation be-
tween age and recognition and a significant positive correlation between
age and grade level. Grade level and recognition, while not signifi-
cant, correlated negatively, r = -.331 (p = .115).

Females in the middle level had significant positive correlations be-
tween grade level and age, grade level and conformity, and age and con-
formity. Age and benevolence were not significant, but were positively

related, r = .246 (p = .096). -
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The high level had a significant negative correlation between age and

recognition, r = ~.388 (p = .013), and, while not at significant levels,
age and support, r = -.263 (p = .102) correlated negatively and age and
benevolence, r = .298 (p = .062) correlated positively, with older stu-

dents scoring lower on recognitiocn and support and higher on benevolence
than younger students. Grade level and recognition were significantly
and negatively correlated, while grade level and benevolence, r = .284
(p = .076) and grade level and self esteem, r = .263 (p = .097) were po-
sitively correlated at nonsignificant levels.

High level males had no significant correlations between grade level
or age and any of the self evaluation scores. High level females had a
significant positive correlation between age and grade level and signif-
icant negative correlations between grade level and recognition, grade
level and support, age and support, and age and recognition. A nonsig-
nificant positive correlation existed between age and benevolence,
r= .292 (p = .088), and a nonsignificant negative correlation existed

between grade level and self esteem, r = .297 (p = .079).

Summary

Total School

Pearson product moment correlations, with complete data on 193 stu-
dents found a significant correlation for the total school between read-
ing and math. Both reading and math correlated significantly and neg-
atively with conformity, and reading and self esteem correlated
nonsignificantly and positively, r = .117 (p = .099). Reading and grade

level were significantly correlated.



The total male population, 69 students, found no significant
correlations between reading and self evaluation scores. Math and con-
formity correlated significantly and negatively, while reading and con-
formity were not significantly correlated (p = .112}. Conformify was
also related nonsignificantly to grade levels (p = .079). Significant
negative correlations were found between age and recognition and grade
level and recognition.

The total female population, 124 students, found positive significant
correlations between reading and benevolence and reading and conformity,
with no significance between math and conformity. Reading and recogni-
tion were positively correlated (p = .08l1). Age and conformity corre-
lated negatively, (p = .06) and grade level and conformity correlated
negatively, (p = .08). Grade level and recognition correlated negative-
ly, (p = .084) and grade level and behevolence correlated positively,

(p = .059).

Females scored significantly higher in reading and math than males,
with reading more strongly correlated than math. Significant differenc-
es were found between sexes, with females scoring higher on indepen-
dence, leadership and self esteem and males scoring higher on benevo-
lence.

The total school found significant positive correlations between con-
formity and grade level and benevolence and grade level, and negative
between rec;gnition and grade level. Females were in significantly
higher grade levels than males.

Age was significantly related to recognition and conformity scores,

where older students scored higher on conformity and lower on recogni-
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tion than younger students. Older students also scored nonsignificantly
higher on self esteem. Males were older than females, although not sig-
nificantly, (p = .087).

Significant positive correlations were found betwéen conformity-and
benevolence, support and recognition, and conformity and self esteem,
and significant negative correlations between conformity and support,
support and leadership, cohformity and recognition, conformity and inde-
pendence, recognition and bemevolence, recognition and self esteem and
independence and benevolence, benevolence and leadership, support and
benevolence, conformity and leadership and support and self esteem.

For the total male population, significant positive correlation was
found between support and recognition and significant negative correla-
tions were found between support and conformity, support and leadership,
conformity and recognition, conformity and independence, benevolence and
recognition, benevolence and leadership, benevolence and independence
and recognition and independence.

For the total female population, significant positive correlations
were found between suppert and recognition, conformity and benevolence,
conformity and self esteem and bemnevolence and self esteem. Significant
negative correlations were found between support and conformity, con-
formity and recognition, conformity and independence, recognition and
benevolence, recognition and self esteem and independence and benevo-
lence, support and benevolence, conformity and leadership, support and

leadership and support and self esteem.



Levels

Level

W
a——

In the low level, grades under 75, 82 students, 40 males and 42 fe-
males, had complete data. Significant correlations were found between
reading and math, r = .474 (p = .000), reading and grade level, r = .336

(p = .001), math and grade level, r = .268 (p = .012), and grade level

and leadership, r = -.215 (p = .012). Math and conformity correlated
significantly and negatively, r = -.246 (p = .026), and math and recog-
npition correlated positively and significantly, r = .25%9 (p = .019).

Significant differences between sexes in this level found females
were significantly higher on independence, r = -.221 (p = .046), and
males were significantly higher on benevolence, r = .373 (p = .001), and
leadership, r = .257 (p = .020). No significant differences were found

between sexes on reading, although females were higher, r = -.174

(p = .107). Age was significantly correlated with leadership, r = -.248
(p = .025), with younger students higher in leadership. Age and self
esteem were nonsignificantly correlated, r = .195 (p = .073), with older

students valuing self esteem more than younger students. Age and grade
level correlated, r = .540 (p = .000). Grade level was also signifi-
cantly and negatively correlated with leadership, r = -.215 (p = .012).
Significant correlations between self evaluation scores included sig-
nificant positive correlations between support and recognition, r = .380
(p = .000), and conformity and benevolence, r = .357 (p = .001), and
significant negative correlations between self esteem and recognition,

r=-,252 (p= .024). At (p = .000), negative correlations were also
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found between conformity and independence, r = -.409, recognition and
benevolence, r = -,490, and independence and benevolence, r = -.471, as
well as between conformity and support, r = -,290 (p = .008), support

and leadership, r = -.351 (p = .001), conformity and recognition,

r = -.336 (p = .002), and benevolence and leadership, r = -.252

Males in the low level, 40 students with complete data, found reading
and math correlated, r = .498 (p = .001), and age and grade level corre-
lated, r = .421 (p = .005). Grade level and reading correlated,

r = .417 (p = .005), while grade level and math were not significantly
correlated. Significant negative correlations were found between read-
ing and independence, r = -.325 (p = .041), and reading and leadership,
r = ~.312 (p = .050). At nonsignificant ievels, a negative correlation
was found between math and conformity, r = -.266 (p = .097), and a posi-
tive correlation between math and recognition, r = .275 (p = .086). Age
and self esteem were significantly and positively correlated, r = .408
(p = .007)}, with students who were older scoring higher on self esteem.
Grade level and leadership correlated negatively, r = -.299 (p = .061).

Self evaluation scores found a significant positive correlation between

support and recognition, r = .312 (p = .036), and significant negative
correlations between self esteem and recognition, r = =.324 (p = .041),
support and conformity, r = -.355 (p = .025), conformity and indepen-
dence, r = -.353 (p = .026), and recognition and benevolence, r = -.559
(p = .000). Nonsignificant negative correlations were found between in-
dependence and.benevolence, r = -.284 (p = .076), conformity and recog-
nition, r = -.296 (p = .064), and benevolence and leadership, r = -.265

(p = .098).
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Females in the low level, 42 students with complete data, found

significant correlations between reading and math, r = .498 (p = .001),
and between reading and grade level, r = .383 (p = .010). Math and
grade level were not significantly correlated, r = .541 (p = .1155. Age
and grade level were significantly correlated, r = .641 (p = .000), with

clder students in higher grade levels. Significant negative correla-
tions were found between reading and conformity r = -.38; (p = .012),
and age and leadership, r = =364 (p = .019). Significant positive cor-
relations were found between conformity and benevolencé, r = .455

(p = .002), and support and recognition, r = .429 (p = .005), and sig-
nificant negative correlations between support and leadership, r = -.464
(p = .002), conformity and recognition, r = -.366 (p = .017), conformity
and independence, r = -.451 (p = .003), recognition and benevolence,

r = =-.463 {(p = .002) and benevolence and independence, r = =-.567

(p = .000). Nomsignificant negative correlations were found between
self esteem and leadership, r = -.281 (p = .075) and support and inde-

pendence, r = -.295 (p .058), and positive between self esteem and be-

.105).

nevolence, r = .257 (p

Middle Level

In the middle level of students, C grades, above grade 75 and below
grade 86, which included 71 students, 24 males and 47 females, no sig-
nificant relationship was found between reading and math. Reading and
benevolence correlated significantly and positively, r = .234 (p = .05},
and reading and independence correlated nonsignificantly and negatively,

r=-,204 (p = .088). Math was not significantly correlated with any of
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the self evaluation scores. Males were significantly higher than fe-

males on benevolence, r = .218 (p = .068), in the middle level. Corre-

lations between age and recognition, r = -.330 (p = .005), age and be-
nevolence, r = .269'(p = .023), and age and conformity, r = .217
(p = .070), found older students had significantly higher benevolence

scores and significantly lower récognition scores than younger students,
and older students also had higher conformity scores, although not sig-
nificantly. Grade level and conformity were positively and significant-
ly correlated, r = .262 (p = .027). Significantly correlated self eval-
nations included a positive correlation between support and recognition,
r= .266 (p = .025), and negative correlations between support and con-
formity, r = -.559 (p = .000), support and leadership, r = =-.275

(p = .021), conformity and recognition, r = -.336 (p = .002), conformity

and independence, r = -.253 (p = .033), conformity and benevolence,

r = -.520 (p = .000), recognition and self esteem, r = -.298 (p = .012),
independence and benevolence, r = -.368 (p = .002), and independence and
self esteem, r = -.298 (p = .012).

Males in the middle level, 24 students, found no significance between
reading and math. Significant negative correlations were found between

age and recognition, r = -.555 (p = .003), support and conformity,

r = -.470 (p = .014), and conformity and independence, r = -.474

(p = .019). Age and grade level were significantly correlated, r = .563
(p = .004), and grade level and recognition, while not significant, cor~
related negatively, r = -.331 (ﬁ = ,115}.

For females in the middle level, 47 students, reading._and math were

not significantly related. While grade level and reading correlated,
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r = .274 (p = .057), grade level and math were not significantly corre-
lated. Grade level and age correlated positively, r = .710 (p = .000).
Age and conformity, r = .326 (p = .025), were significantly and posi-

tively related. Age and benevolence were not significant, but were po-

sitively related, r = -.246 (p = .096). A significant and positive cor-

I

relation was found between reading and benevolence, r = .359 (p .013),

and a negative correlation between reading and recognition, r = -.292

.047). While not significant, reading and independence, r -.270

1

(P

(p .067), and math and recognition, r = -.236 (p = .082), correlated
negatively. Grade level and conformity were significantly and positive-
ly correlated, r = .293 (p = .046). Significant self evaluation corre-
lations found positive correlations between support and recognition,

r = -.314 (p = .032), and conformity and self esteem, r = .406

(p = .005), and negative correlations betwgen support and conformity,
r=-.395 (p = .000), recognition and benevolence, r = -.,589 (p = .000),
independence and benevolence, r = -,417 (p = .004), recognition and comn-
formity, r = -.470 (p = .001), recognition and self esteem, r = -.393

{p = .007), and support and self esteem, r = -.389 (p = .009). A non-

significant correlation was found between support and leadership,

r=~-.270 (p = .067).

High Level

The high level, 40 students, 5 males and 35 females, made up of A and
B grades, scores above grade 75, had a significant positive correlation
between reading and math, r = .464 (p = .002). Reading and support,

r = .354 (p = .025), correlated significantly and positively. Females
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were significantly higher than males on self esteem scores, r = -.490
(p = -001), and males scored higher than females in math, at levels ap-

proaching significance, r = .300 (p = .056). While not at significant

levels, correlations between age and recognition, r = -.300 (p = .060),
age and support, r = -.263 (p = .102), and age and benevolence, r = .298
(p = -062), found older students scored lower om recognition and support

and higher on benevolence. Grade level and recognition were signifi-
cantly and negatively correlated, r = -.388 (p = .013), while grade lev-
el and benevelence, r = .284 (p = .076), and grade level and self es-
teem, r = .263 (p = .097), found higher grade levels scored higher on
benevolence and self esteem at nonsignificant levels. Significant posi-
tive correlations were found between conformity and recognition,

r = .487 (p = .001), and support and recognition, r = .393 (p = .012),
and significant negative correlations between benevolence and recogni-
tion, r = -.551 (p = .000), and support and leadership, r = -.606

{p = .000). Nonsignificant negative correlations were found between
conformity and independence, r = -.275 (p = .086), benevolence and inde-
pendence, r = -,305 (p = .056), support and conformity, r = -.302

{(p = .059), self esteem and recognition, r = -.284 (p = .076), and lead-
ership and conformity, r = -.258 (p = .108).

High level males, 5 students, had no significant correlation between
reading and math scores, nor any significant correlations between read-
ing or math and any of the self evaluation scores. Of the self evalua-
tion scores, a significant positive correlation was found between sup-
port and benevolence, r = .960 (p = .01), and a significant negative

correlation between recognitiocn and independence, r = -.940 (p = .017).
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Nonsignificant negative correlations were found between support and con-
formity, r = -.869 (p = .056), and benevolence and leadership, r = -.852
(p = .067).

High level females, 35 students, had significant ;orrelations-between
reading and math, r = .389 (p = .019), and age and grade level, r = .884
(p = .000). Age and benevolence, r = .292 (p = .088), and reading and
support were positively correlated, r = .333 (p = .051), at near signif-
icant levels. 8Significant negative correlations were found between
grade level and recognitiom, r = -.433 (p = .008), grade level and sup-
port, r = -.364 (p = .031), age and support, r = -.333 (p = .051), and
age and recognition, r = -.338 (p = .047), and a nonsignificant positive
correlation was found between grade level and self esteem, r = .297
(p = .079), Significant self evaluation correlations included a posi-
tive correlation between support and recognition, r = .395 (p = .019),
and negative correlations between self esteem and recognition, r = -,.369
(p = .029), support and benevolence, r = ~.374 (p = .027), support and
leadership, r = -.567 (p = .000), conformity and recognition, r = -.479
(p = .003), conformity and independence, r = -.483 (p = .003), conformi-
ty and leadership, r = -.381 (p = .024), and recognition and benevo-

lence, r = -.727 (p = .000).

Summary of Levels

To review, levels were devised to separate students into three
groups, based upon reading scores. In the low level, 82 students, a
significant negative correlaetion was found between math and conformity,

and a positive correlation between math and recognition. 3Between read-
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ing and self evaluation scores, no significant correlations were found.
Age and leadership correlated significantly and negatively.

Males in the low level found reading and independence and reading and
leadership significantly and negatively correlated. Math and conformity
were negatively correlated (p = .097), and math and recognition posi-
tively correlated (p = .086). Age and self esteem were significantly
and positively correlated, with older males higher in self esteem.

Grade level and leadership corrleated negatively, (p = .06). . Fe-
males in the low level found significant and negative correlations be-
tween reading and conformity and age and ieadership.

The middle level, 71 students, found reading and math not signifi-
cantly related. Reading and benevolence correlated significantly and
positively, but math was not significantly correlated with any self
evaluation positively. Reading and independence correlated negatively
and nonsignificantly (p = .088). Sex and benevolence correlated
{p = .06), with males higher than females. Grade level and conformity
and age and conformity correlated positively and age and recognition
correlated negatively. A significant positive correlation was found be=-
tween support and recognition and significant negative correlations be-
tween support and conformity, conformity and benevolenée, support and
leadership, conformity and recognition, conformity and independence,
recognition and self esteem, independence and benevolence and indepen-
dence and self esteem.

Males in the middle level had no significant correlation between
reading and math. A significant negative correlation existed between

age and recognition, but a nonsignificant negative correlation existed
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petween grade level and recognition (p = .115). Conformity and support

and conformity and independence were significantly and negatively corre-

jated.

Females in the middle level had no significant correlation between
reading and math. Reading and recognition were negatively correlated
and reading and benevolence were positively correlated at significant

levels. Reading and independence (p = .067) and math and recognition

(p .08} correlated negatively. Grade level and reading correlated

(p .057), nonsignificantly and no significance was found between math
and grade level. Age and conformity and grade level and conformity were
lpositively correlated at significant levels. Age and benevolence corre-
lated positively (p = .10).

The high level, 40 students, found reading and math significantly
correlated. Reading and support were significantly and positively cor-
related. Math was not significantly correlated with any self evaluation
scores. ‘A significant negative correlation was found between age and
recognition, with younger students scoring higher on recognition, and a

positive nonsignificant correlation between age and benevolence

.062). Grade level and benevolence correlated positively and non-

(p

significantly (p = .08). Males were nonsignificantly higher in math

.(p = .056) and females were significantly higher in self esteem. Sig-

. nificant positive correlations were found between conformity and recog-
nition and suppoft and recognition, and significant negative correla-
tions between benevolence and recognition and support and leadership. A
nonsignificant negative correlation was found between benevolence and

independence (p = .056).
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Male correlations in the high level found nmo significant correlations
between reading or math. Reading nor math were related to any self
evaluation scores. Femazles in this level found reading and math signif-
icantly correlated. Reading and support correlated pesitively
(p = .051). Age and recognition were negatively and significantly cor-
related and age and benevolence, were positively correlated (p = .088)
and age and support were negatively correlated (p = .051), although not
significantly. Support and grade level were significantly and negative-
ly correlated. Grade level and age were significantly correlated. A
significant positive correlation was found between support and recogni-
Tion andlsignificant negative correlations were found between support
and leadership, recognition and benevolence, support and benevolence,
support and grade level, conformity and recognition, conformity and in-

dependence, and contormity and leadership.

Summary of Cognitive and Self Evaluation Scores

In the toral school, of 204 students, 193 had complete data. Reading
and math correlated significantly and positively. 8Significant negative
correlations were found between reading and conformitv and math and con-
formity. A nonsignificant positive correlation was found between read-
ing and self esteem, r = .117 {(p = .099). Reading and grade level were
significantly correlated.

Male correlations found no significant correlations between reading
and any self evaluation scores. The total male population, 69 students,

found only reading and conformity to be correlated nonsignificantly,
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.112}, positively, Math was significantly correlated to conformi-

—
o
1

ty. Conformity was also nonsignificantly related to grade level,
(p = .079Y.

The total female population, 124 students, found ;ignificant positive
correlations between reading and benevolence and reading and conformity,

with 110 sigiificdice between math and conformity. Reading and self es-

teem were nonsignificantly and positively correlated at .081 level.

Summary of Levels

In the low level, grades under 76, 82 students, 40 males and 42 fe-
males, had complete data. Significant positive correlations were found
between reading and math, reading and grade level and math and grade
level. Math and conformity were significantly and negatively correlated
and math and recognition were positively and significantly correlated.

Males in the low level, 40 students with complete data, found signif-
icant positive correlations berween reading and math and age and grade
level. Grade level and reading correlated significantly, but grade lev-
el and math were not significantly correlated. Significant negative

correlations. were found between reading and independence and reading and

leadership. Math and conformity correlated negatively, r = -.266
(p = .097), and math and recognition correlated positively, r = .275
(p = .086), at nonsignificant levels.

Females in the low level, 42 students with complete data, found a
significant correlation between reading and math. A significant neg-
ative correlation was found between reading and conformitv. Although
not significant, correlations were found between reading and grade lev-

el, r = .383 (p = .010), and math and grade level, r = .241 (p = .115).
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In the middle level of students, above grade 76 and below grade 83,
71 students, 24 males and 47 females, no significant relationship was
found between reading and math. Reading and benevolence were signifi-
cantly correlated positively, and reading and independence. nonsiguifi~
cantly and negatively correlated, r = -.204 {p = .088). 1ath was not
significantly cerrelated with any of the self evaluation scores.

Neither males, 24 students, nor females, 47 students, in the middle
level, found any significance between reading and math. Females found
grade level and reading positively correlated, r = .274 (p = .057),
grade ievel and math not significantly correlated. A significant posi-
tive correlation was found between reading and benevolence and a signif-

icant negative correlation was found between reading and recognition.

While not significant, reading and independence, r = -.270 (p = .067),
and math and recognition, r = -.256 (p = .082), correlated negatively.
The liigh level, -0 students, 3 waics and 35 females, wade up of 4 and

B grades, found a significant correlation between reading and mach.
Reading and support were positively and significantly correlated. High
level males, 5 students. found reading and math were not significantly
correlated and there were no no significant correlations between reading
or math and any of the self evaluation scores. High level females, 33
students, found a significant correlation between reading and math.

Reading and support were positively correlated, r = .333 (p = .051), al-

though not significantly.

Summary of Self Evaluation Correlations
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In the total school, positive significant correlations were found be-
tween conformity and benevolence and support and recognition, and neg-
ative significant correlaticons between conformity and support, support
and leadership, conformity and recognition, conformigy and indepeﬁdence,
recognition and benevelence, recognition and self esteem and indepen-
dence and benevolence, all at .0001 level of significance. At the .03
level, a positive correlation was found between conformity and self es-
teem, and negative correlations were found between benevolence and lead-
ership, support and benevolence, conformity and leadership and support
and self esteem.

For all males, support and recognition were positively correlated and
support and conformity, support and leadership, conformity and recogni-
tion, conformity and independence, benevolence and recognition, benevo-
lence and leadership, benevolence independence and recognition and inde-
pendence were negatively and significantly correlated.

For all females, significant correlations between self evaluation
scores were found at the .0001 level, a negative correlation between
support and conformity, conformity and recognition, conformity and inde-
pendence, recognition and benevolence, recognition and self esteem and
independence and benevolence, and a positive correlation between support
and recognition. At the .05 level, negative correlations were found be-
tween support and benevolence, conformity and leadership and leadership
and self esteem and positive correlations between support and self es-

teem, conformitv and benevolence, conformity and self esteem and benevo-

lence and self esteem.
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In the low level, significant correlations between self evaluation
scores included positive correlations between support and recoganition
and cohformjty and benevolence. and negative correlations between con-
formity and independence, recognition and benevolence, independeuée and
benevolence, all at .0001 level of significance. At the .05 level, neg-
ative correlations were found between conformity and support. suppert
and leadership. conformity and recognition, beneveclence and leadership
and self esteem and recognition.

For males in the low level, a significant positive correlation was
found between support and recognition, r = .312 (p = .036), and signifi-
cant negative correlations between self esteem and recognition, support
and conformity, conformity and recognition., conformity and independence
and recognition and benevolence. Nonsignificant correlations were found
between independence and benevclence, r = -.284 (p = .076) and benevo-
lence and leadership, r = -.205 (p = .09§).

Females in the low level found a positive significant correlation he-
tween support and recognition, and significant negative correlations be-
tween support and leadership. conformity and recognition., conformity and
independence, conformity and benevolence, recognition and benevolence,

and benevolence and independence. Nonsignificant negative correlaticns

were found between self esteem and leadership r = -.281 (p = .075), and
support and independence, r = -.295 (p = .058), and a positive correla-
tion self esteem and benevolence, r = .257 (p = .105).

Middle level students found a significant positive correlation be-
tween support and recognition, and significant negative correlations be-

tween support and conformity, support and leadership, conformity and
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recognition, conformity and independence, conformity and benevolence,
recognition and self esteem, independence and benevolence, independence
and seif esteem.

Males in the middle level found significant negat;ve correlations be-
rween support and conformity and conformity and independence.

Females in the middle level found significant positive correlations
between support and recognition and conformity and self esteem, and sig-
pnificant negative correlations between support and conformity, recogni-
tion and benevelence, independence and benevolence, recognition and con-
formity, reccgnition and self esteem and support and self esteem, and a
nonsignificant correlation between support and leadership.

The high level found significant positive correlations between con-
formity and recognition and support and recognition, and significant
negative correlations between benevolence and recognition and support

and leadership. Nonsignificant negative correlations were found between

conformity and independence. r = -_.275 (p = .086), and benevolence and
independence, r = -.305 (p = .056), support and conformity, r = -.302

{(p = .059), self esteem and recognition, r = -.284 (p = .076), and lead-
ership and conformity, r = ~.238 {p = .108).

High level males found a significant positive correlation between
support and benevolence, and a significant negative correlation recogni-
tion and independence. Nonsignificant negative correlations were found
between support and conformity, r = -.869 (p = .056), and benevolence
and leadership, r = ~.852 (p = .067).

High level females found a significant positive correlation between

support and recognition, and significant negative correlations between
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self esteem and recognition, support and benevolence, support and lead-
ership, conformity and recognition, conformity and independence, con-

mitv and leadership, and recognitiecn and benevolence.
for A 5 &

§5l£i2l§ Regression Analvsis

To determine the amount of relationship between cognitive scores and
self evaluation sceores, regression analysis was utilized. Because many
self evaluation scores were interrelated and appeared te be redundant on
the traits which they were measuring, regression analysis was useful in
measuring these multivariate relationships.

Regressing on reading., 193 students, the ifull or saturdted model ac-

counted for 7.3% (p = .049). Removing self esteem accounted for 5.5%
(p = .10) and removing benevolence, the variables accounted for 5.5% (p
= .058), and removing support and benevolence, 5.3% (p = .036). Leader-
ship, recognition and conformity together acceunted for 5% (p = .02).

Removing support, recognition, independence and benevolence, i.e., in-
cluding conformity, leadership and self esteem, resulted in 6.6%

{p = .0053). Removing all except self esteem and conformity. the contri-
buticn to the reading variable was 5.7% (p = .004). Leadership and con-
formity accounted for 4.3% (p = .015) and conformity alone accounted for
3.2% (p = .012).

In the low level, scores below C, regressing on reading found all
scores, excluding self esteem, accounted for 12.6% (p = .111). Removing
recognition resulted in 11.3% (p = .098) and leadership, independence
and conformitv together accounted for 7.7% {(p = .099). ieadership and
conformity accounted for 5.6% (p = .103) and leadership alone was not

significant.
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Regressing on reading for the middle level found no significance on

the full model. Benevolence alone accounted for 5.3% (p = .030), inde-
pendeﬁce alone accounted for 4.1% (p = .088) and recognition, indepen-
dence and support together accounted for 9.2% (p = .089).

Regressing on reading for the high level found no significance on the
full model. Benevolence and support entered together accounted for
15.53% (p = .071), and support alone accounted for 12.5% of the variance
(p = .025).

Regressing on math for the total school, 191 students, with self
evaluation scores as independent variables, and omitting self esteem,
found all variables accounted for 5.4% at (p = .17) and were not signif-
icant. Removing leadership resulted in 5.2% (p = .122) and with support
and leadership removed, the remaining variables accounted for 5.2%

(p = .073). Removing support, recognition and leadership, the remaining
variables, cenformity, independence, beneveolence and self esteem, ac-
counted for 4.9% (p = .054). With support, independence and conformity
in the equation, the amount of variance accounted for in math was 4.7%
(p = .028), and with support and conformity, &4.6% (p = .012). Conformi-
ty alone accounted for 3.1% (p = .016).

In the low level, regressing on math, the full model, with the excep-
tion of self esteem, accounted for 14.9% (p = .054). Removing indepen-
dence resulted in 14.8% (p = .029), and removing independence and lead-
ership accounted for 14.4% (p = .017) for the remining variables. With
only recognition and conformity, 9.6% (p = .019) was accounted for, and

recognition, support and conformity together accounted for 12.3%

{p .016). Recognition alone accounted for 6.7% (p = .019).



164
Regressing on math for the middle level found, with all self evalua-
rion scores except self esteem, the full model nor partial models were
significant. Recognition alone accounted for 3.3% (p = .13) and recog-

.097). Regress-

nition and benevolence together accounted for o.9% (p
ing on math for the high level found no significance on the full or par-
tial models, and support alone accounted for 5.2% (p = .138). Thus, no

significant amount of variance was dccounted for between any of the self

evaluation scores and math for the middle or high level.

Summary of Regression Analvsis

The total school found. when regressing on reading, the full model
accounted for 7.3%, and all variables except support and beneveolence ac-
counted for 5.3% at significant levels. Self esteem and conformity ac-
counted for 5.7% and leadership and conformity accounted for 4.3% at
significant levels. Leadership, recognition and conformity accounted
for 5% of the variance at a significant level. The low level found no
significant levels for the variables regressed on reading. The middle
level found benevolence accounted for 5.5% at a significant level. The
high level found support alone accounted for 12.3% at a significant lev-
el.

Regressing on math, the total school found support, independence and
conformity accounted for 4.7%., support and conformity, &4.6% and conform-
ity alone accounted for 3.1% at significant levels. The low level found
removing self esteem and independence, the remainder accounted for

14.9%, removing independence and leadership accounted for 14.4°% and re-

moving only independence, the remaining variables accounted for 14.8% of
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the variance. Recognition and conformity accounted for 9.6%, support

and conformity accounted for 11.3% and recognition alone accounted for

[ 2}

cund thar

.
)
)
b
i

ignificant levels. The wmiddle and the Ligh levels

no self evaluation variables contributed significasntly teo the math vari-

able.

Self Evaluaticn Mean Scores

—_—

The following tables show self evaluation mean scores of students by

school, gender and group.



TABLE 37

Total School

Means Standard Deviations
Support +5.70 27.05
Conformity %2 .87 25.82
Recognition +1.27 27.35
Independence 35.56 25.61
Benevolence 49.26 26.96
Leadership 49.14 25.55
Self Esteem 19.68 3.01
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; TABLE 38 i
E Levels ’
: Means Standard Deviations i
; Support ?
| Low 46.38 28.20 |
- Middle 44.32 26.53 5
. High 48.68 26.02 |
| !
I |
| Conformity :
| |
| Low 47.32 23,97 |
' Middle 41.21 27.37 |
' High 36.65 26.35 |
; i
| aecoguition ;
[ |
s !
! Low 44,04 26.04 |
L Middle 37.96 27.75 !
| High 41.45 29.58 |
E |
E Independence |
r !
i i
| Low 52.73 27.35 |
I Middle 54.48 23.52 !
! High 62.93 25.12 i
i |
t a
t Benevolence .
; ;
i Low 46.7 28.14 |
! Middle 50.39 27.09 ;
| High 51.95 25.36 |
| |
| Leadership |
! |
! Low 46,20 26.74 !
| Middle 53.70 23.57 i
| High 46.2 26.40 g
i |
E Self Esteem
E i
| Low 17.58 13.08 |
| Middle 13.21 13.21 !
E High 21.12 11.95 !
|
|
|
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TABLE 39

72 Males, 124 Females

Standard Deviations
Support

28.48
26.29

Conformity

24.93
26.40

Recognition

24.91
28.70

Independence

26.01
24.81

Benevolence

25.01
26.96

Leadersiiip

~5.69
25.11

Self Esteem

13.94
12.13




Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Gender -

Means

49.
45.

RN |

2
ol

39

15.
19.

.90
.93

08
64

.58
.59

.45

P

.20
52.

86

79
37

TABLE 40

Low Level - 40 Males, 42 Females

Standard Deviations
Support

28.17
28.50

Conformity

4.06
4.06

a2

Recognition

24.10
27.97

Independence

26.30
27.35

Benevolence

26.70
25.87

Leadership

25.65
26.33

Self Esteem

14.75
11.05
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e

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Gender - Middle Level - 24 Males, 47 Females

Means

44
44

39
41

33.
40.

51.
56.

58.
46.

51.
55.

20.
22.

.75
.11

.96
.85

21
38

13
19

58
21

08
04

33
04

TABLE 41

Standard Deviations

Support

29.00
25.50

Conformity

26.02
28.29

Recognition

29.55
23.70

Independence

23.59
23.55

Benevolence

23.46
28.08

Leadership

23.07
23.96

Self Esteem

12.29
13.74
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Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Males
Females

Gender - High Level - 5 Males, 35 Females

Means

60.
.94

46

23
38

40
41

59.

63

56.
51,

38.
.14

47

80

.20
.57

.60
.57

20

45

00
37

00

.60
.78

TABLE 42

Standard Deviations
Support

14.02
4.27

Conformity

4.51
Recognition

16.84
4.89

Independence

17.42
3.94

Benevolence

13.63
4.23

Leadership

16.43
4.24

Self Esteem

2.69
1.83
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Findings

Using self evaluation scores for comparisons, the highest score for
the total school was found to be in the area of indeéendence. The next
scores in order of value were benevolence and leadership, followed by
support, conformity and recognition.

Male means on self evaluation scores were highest on benevolence and
lowest on recognition and female mean scores were highest on indepen-
dence and lowest on conformity.

In support, the high level scored highest and the middle lowest; in
conformity, the low level scored highest and the high level lowest; in
recognition, the low level scored highest and the middle level lowest;
in independence, the high level scored highest and the low level lowest;
in benevolence, the high level scored highest and the low level lowest;
in leadership, the middle level scored highest, with the low and high
levels very similar; and in self esteem, the high level scored highest
and the middle lowest.

Comparing sexes in the low level, males were higher than females on
support, conformity and benevolence, and females were higher than males
on recognition, independence, leadership and self esteem. In the middle
level, males were higher than females on benevolence, and females were
higher than males on conformity, recognition, independence, leadership
and self esteem. There was no difference on support between sexes. In
the high level, males were higher than females on support and benevo-
lence, and females were higher than males on conformity, recognition,

independence, leadership and self esteem.
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Gender
Using t-tests, data were examined to alpha p = .10 and significance
was determined at p = .05.

Comparing aggregate mean scores of students by sex, 72 males and 124
females, significant differences were found at the total school in inde-
pendence; t = 2.54 (p = .012), self esteem, t = 2.60 (p = .01), and
leadership, t = 2.13 (p = .034), with females higher, and benevclence,
t = -3.39 (p = .001), with males higher. Females were significantly
higher than males on reading scores, t = 3.61 (p = .000), and nonsigni-
ficantly higher on math scores, t = 1.88 (p = .062). Age was not sig-
nificantly different, t = -1.72 (p = .087), although males were older
than females.

In the low reading level, 40 males and 42 females, significant dif-
ferences in gender were found in the areas of benevolence, t = -3.60
(p = .001), with males higher, and leadership, t = 2.38 (p = .020), and
independence, t = 2.03 (p = .046), with females higher. Reading at
t =1.62 (p = .111), found females scoring higher than males, although
not significantly.

Of the gender differences in the middle level, 24 males and 49 fe-
males, which included reading scores above 76 and below 85, the only
difference in self evaluation scores found was nonsignificant, in the
area of benevolence, t = -1.96 (p = .068), with méles scdring higher.

In the high reading level, 5 males and 36 females, gender differences

were found on self esteem, t 3.51 (p = .001), with females higher, and

math scores, at t = -1.97 (p =.056), with males higher.
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In the group of students above the low level, i.e., combining A, B
and C grades, 29 males and 84 females, no significant differences were
found between sexes, although females were higher on self esteem,

t =1.76 (p = .081) and in reading, t = 1.72 (p = .087), and males were

higher on benevolence, t = -.1.72 (p = .088).

Summary of Gender Differences

In the total school females scored significantly higher in reading
and in math than males. Significant differences were found between sex
and independence, leadership, benevolence and self esteem, with female
scores higher on independence, leadership and self esteem and males
higher on benevolence. Females were in higher grade levels than males,
t = -1.81 (p = .098, and males were older than females, t = 1.21
(p = -.087, although not significantly.

In the low level, significant differences between sexes found females
were significantly higher on independence, and males were significantly
higher on benevolence and leadership. No significant differences were
found between sexes on reading, although females were higher, t = -1.74
(p = .107).

Middle level students found malés were nonsignificantly higher than
females on benevolence, t = 2.18 (p = .068).

The high level found sex differences with females significantly high-
er in self esteem scores, than males_and males nonsignificantly higher
in math than females, t = 3.00 (p = .056). A gender comparison of all
students above the low level found no significant differences between

seXxes.
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Levels

Significant differences between high level, 40 students, ;nd low lev-
el, 82 students, were found on conformity, t = 2.23 (p = .027), with the
low level highest, and independence, r = -1.98 (p = .050), with the high
level highest, age, t = 3.37 (p = .001), with the low level older, and
sex, t = 4.32 (p = .000), with more females than males in the high lev-
el. The high level was higher than the low level in reading, t = -14.29
(p = .000) and math, t = -7.73 (p = .000). Because students were sepa-
rated for this study based upon their reading scores, reading strongly
correlated with levels, and math correlated about half as strongly as
reading.

Male differences from the low level, 43 students, and the high level,
5 students, found self esteem, t = 2.90 (p = .0l4) and conformity, 2.29
(p = .027), with the low level highest, and age, t = 2.52 (p = .015),
with low level older. The high level had higher academic scores than
the low level, with reading scores, t = -8.53 (p = .000), higher than .
math scores, t = -5.42 (p =.000). Differences between females in the
high level, 36 students, and low level, 44 students, found females in
the high level scoring significantly higher than females in the low lev-
el on benevolence, t = -2.54 (p =.013), reading, t = -12.74 (p = .000)
and math t = -5.66 (p = .000). Females in the low level were signifi-
cantly older than females in the high level,'t = 2.28 (p = .026).

Differences hetween the low level, 82 students, and the middle level,
71 students, were found on self esteem, t = ~-1.85 (p = .0Q66), leader-

ship, t = -1.83 (p =.059) and grade level, t = -2.14 (p = .034), with
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the middle level higher, and sex, t = 2.13 (p = .035), with more fe-
males in the middle level than in the low level. The middle level had
higher scores than the low level on reading t = -8.62 (p = .000) and
math t = -3.29 (p = .001). ) |

Male differences in the low level, 40 students, and the middle level,

24 students, found the middle level higher on leadership, t = -1.91

]

(p .061), math, t = -1.77 (p = .082) and reading, t = -5.81

(p .000). Female differences in the low level, 43 students, and the
middle level, 48 students, found the middle level femgles higher, al-
though not significantly, on benevolence, t = -1.66 (p = .097), and
reading, t = -7.20 (p = .000), and math, t = -2.62 (p = .011), which
were significantly higher.

Differences between the middle level, 73 students, and the high lev-
el, 41 students, found the high level higher on independence, t = 1.77
(p = .0?9). Sex differences, t = =2.73 (p = .007), found more females
in the high level. Significant differences were found between reading,
t =13.95 (p = .000), and math, t = 4.70 (p = .000), with the high level
scoring over twice as high on reading than on math over the middle lev-
el. The middle level students were in higher grade levels, t = -2.90
(p = .005), and were older, t = -3.56 (p = .001), than those in the high
level.

Differences between males in the middle level, 24 students, and the
high level, 5 students, found males in the middle level higher on self
esteem, t = =2.59 (p = .015), than males in the high level. The middle
level males were in higher grade levels, t = -1.77 (p = .088), and the

high level males were older, t = 6.0% (p = .037). Males in the high
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level had higher reading scores, t = 6.09 (p = .003), and higher math
scores, t = 2.36 (p = .026), than males in the middle level.

Females in the middle level, 48 students, and females in the high
level, 36 students, found no significant difference between any ;elf
evaluation scores. Middle level females were in higher grade levels
t = -2.33 (p = .022), and older t = -2.69 (p = .009), than the females
in the high level. Females in the high level were significantly higher
in reading, t = 12.47 (p = .000), and in math, t = 3.53 (p = .001), than
the middle level. This academic difference was expected as levels were

based upon reading scores.

Summary of Level Differences

Differences between levels, found the low level significantly higher
on conformity than the high level and the high level significantly high-
er on independence than the low level. Between the low level and the
middle level and the middle level and the high level, no significant
differences were found.

Differences between males in the low level and the high level found
the males in the low level were significantly higher on self esteem and
conformity and were significantly older than males in the high level.
Females in the high level were significantly higher on benevolence and
older than females in the low level.

No significant differences were found between males or females in the
low level and the middle level. Between the middle level and the high
level, males in the middle level were higher on self est;em than males

in the high level. Females in these two levels found no significant

differences.



Summar

The reading scores in Cathedral were skewed toward low scores, with a
jarger number of students in the the low level. The—low level ingluded
equal numbers of males and females, however, the middle level and the
high level included more females than males.

In the total school, significant negative correlations were found be-
tween reading conformity and math and conformity. Comparing correla-
tions between cognitive scores and self evaluation scores of students by
gender in the total school, 72 males and 124 females, no significant
correlations were found for males between reading and any self evalua-
tion scores, however, math and conformity were negatively and signifi-
cantly correlated. Age and recognition was significantly and negatively
correlated and age and self esteem was significantly and positively cor-
related for wales. For females, reading and benevolence was significant-
ly and positively correlated, and reading and conformity was signifi-
cantly and negatively correlated, while reading and self esteem was
positively and nonsignificantly correlated (p = .081). Age and conform-
ity correlated nonsignificantly and positively (p = .06).

In the low level, reading was not significantly correlated with any
of the self evaluation scores, but mﬁth and conformity correlated neg-
atively and significantly and math and recognition correiated positively
and significantly. Significant positive correlations were found between
grade level and math and between age and grade level, and a signifjicant
negative correlation was found between age and leadership. Age and self

esteem correlated positively (p = .073).
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Males in the low level found significant negative correlations be-
tween reading and independence and reading and leadership. Negative
nonsignificant correlations were found between math and conformity,

(p = .-097), math and recognition, (p = .086), and grade level an& lead-
ership, and a positive nonsignificant correlation between age and self
esteem. Females in the low level found a significant positive correla-
tion between grade level and reading and a significant negative correla-
tion between age and leadership.

In the middle level, a significant positive correlation was found be-
tween reading and benevolence, and a nonsignificant negative correlation
between reading and independence (p = .088). Reading and math were not
significantly correlated. Positive significant correlations were found
between grade level and conformity and age and benevolence. Age and
conformity were nonsignificantly and positively correlated, (p = .07).

Males in the middle level found no significant correlations between
reading or math and any of the self evaluation scores. Age and recogni-
tion correlated significantly and negatively.

Females in the middle level found a éignificant negative correlation
between reading and recognition and a significant positive correlation
. between reading and benevolence. Nonsignificant negative correlations
were found between reading and independence (p = .067) and math and rec-
ognition (p = .082). Significant positive correlations were found be-
tween age and conformity grade level and conformity and a nomsignificant
positive correlation between age and benevolence (p = .096).

The high level reading students found reading and support were posi-

tively and significantly correlated. Grade level and recognition were
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significantly negatively correlated. Nomsignificant positive correla-
tions were found between grade level and benevolence (p = .08), grade
level and self esteem (p = .097) and age and benevolence (p = .062).
Negative nonsignificant correlations were found betw;en age and ¥ecogni-
tioen (p = .06).

No significant correlations were found between reading or math and
any self evaluation scores for high level male students. High level fe-
male students found a positive correlation between reading and support
(p = .051). Significant negative correlations were found between age
and recognition and grade level and recognition; a nonsignificant neg-
ative correlation between age and support (p = .088), and a positive
nonsignificant correlation between grade level and self esteem
(p = .079).

In the total school, significant differences between sexes were found
on benevolence, independence, self esteem and leadership with females
higher on independence, leadership and self esteem and males higher on
benevolence. Females also had significantly higher reading and math
scores, and males were significantly older than females and in higher
grade levels.

In the high level, 5 males and 36 females, females were significantly
higher on self esteem and males ﬁere nonsignificantly higher in math
scores (p = .056). In the middle level, 24 males and 49 females, males
were nonsignificantly higher on benevolence (p = .068), and in the low
1eve}, 40 males and 42 females, males were significantly higher on be-
nevolence and females were significantly higher on leadership, indepen-
dence and reading scores. In all students above the tutored level, no

significant differences were found between the sexes.



Differences between the low and the high levels, apart from the
reading and wath scores, found the low level had significantly higher
scores on conformity and were significantly older than the high level.
The high level had significantly higher independence scores, and ﬁad
more females than did the low level. Males in the low level were sig-
nificantly higher on conformity and self esteem and were older than
males in the high level; feﬁales in the high level were significantly
higher on benevolence and were significantly older than those in the low
level.

Comparing the low level with the middle level found no significant
differences on self evaluation scores. The middle level was higher on
self esteem (p = .069) and leadership (p = .066) than the low level.
The middle level students were in higher grade levels and there were
more females in the middle. level than in the low level.

There were no significant differences. between males or females in the
low level and the middle level, however, males in the middle level were
higher on leadership than males in the low level (p = .061) and females
in the middle level were higher on benevolence than females in the low
level (p = .097).

Comparing the middle level, 71 students, and the high level, 40 stu-
dents, found no significant differences, although independence was non-
significéntly higher (p = .079) for the high level. There were also
significantly more females than males in the high level. The middle
level was significantly older and in higher grade levels than the high
level and the high level was significantly higher in reading, t = 13.95

and math t = 4.70 than the middle level, both (p = .000).
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Males in the middle level were significantly higher than males in the
high level on self esteem. Males in the high level were significantly
higher on reading and math, males in the middle level were in higher
grade levels, although nonsignificantly, (p = .088),‘and males in-the
high level were significantly older than males in the middle level.

No significant differences on self evaluation scores were found, but
females in the middie level were in significantly higher grade levels
and were significantly older than females in the high level. Females in
the high level were significantly higher in reading and math scores.

Findings in Cathedral High School will be compared to scores from the

other schools in the study in Chapter 5.



SCHURZ HIGH SCHOOL

Schurz High School represents an urban school of low-middle SES and
low-middle performance level. The primary purpose in choosing this
school was to compare tutored levels of students from a low performance,
low SES school with a high performance, high SES school, suburban school
tutored level of students, i.e., New Trier.

Schurz High School, a public high school, consisting of students from
the immediate neighborhood area, is located on the North side of Chica-
go. The building, typical of older schools in the city, is in fairly
good repair. The neighborhood is made up of apartment buildings and
three flat type buildings in one of Chicago's older areas. Businesses,
snack shops and automobile service stations are interspersed between the
apartment buildings. The local area is racially mixed and includes many
low income families. The larger area also includes students from white,
middle class families who live in the Forest Glen and Edgebroock areas,
which are composed of primarily single family homes.

Student guards are seated in the hallways at the school to control
any discipline problems and check on outsiders who do not belong on the
premises. All visitors are sent to the office for written permit slips,
and, along with students, must present these passes if they are in the
hallways between class periods.

Schurz shares the same district as Lane Technical, also included in
this study, however, based upon data from the Illinois State Board,

there are large differences within these two subdistricts.?®® Lane Tech-

2%4 1985-1986 Illinois School Report Card Data, The School Report Card
for Illinois Schools.
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nical selects students from the larger Chicago area, while Schurz draws
students from the immediate neighborhood. 1In the 1986 data, there were
3,459 students in Schurz, of which 28.5% were low income. Student mo-
bility was 34.5%, and non-promotions were 34.5%. Th; graduation-rate
was 53.5%, which is lower than the state average of 76.3%. The atten-
dance rate was 80%. Twenty nine percent of the students took the ACT
tests with average scores of 12.2, while the state level is 19.1. Eng-
lish scores were 13, State, 19.1 and math scores were 9.9, State, 18.9.
Schurz did not report scores for SAT tests in the Illinois Report Card
Data, implying that few of their students were involved in the testing
program.

Resource data were given only by distriet, which reflects both Lane
and Schurz subdistricts. Annual instruction expenditures were $25.2,
for the district, and 520.3, for the State. The administration, teach-
er/student ratioc was §$19.8, for the district, compared to the State,
$18.3. The average teacher's salary in the district was listed at
§31,050, compared to the State, $27,014. Per pupil expenditure for the
district was $4,182 and for the State, $3,526. Per capita tuition for
the district was $§ 3,318, and for the State, $3,071. Percentage of ex-
penditures which were used for operating expenses in the district was
88.2%, and for the state, 77.%.

The students who were selected to be in the sample were from the rem-
edial reading classes of Teacher A,?*° who expressed interest in the
welfare of her students and was eager to help them to be able to read up

to their level of ability, although this required much patience. Stu-

% 1o protect the identity of the participants, names have not been
used, however, they are available upon request.
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dents were reading the classics to adhere to the curriculum guide of se-
jected authors. These students had great difficulty reading at the sug-
gested'level and Teacher A read with and to them as a group in order
that they could cover the books suggested in the class objectivesl The
slower groups were expected to cover certain classiecs throughout the
school term. Basic reading skills were taught, and students' weak
points were addressed throughout the program. Teacher A gave evidence
of being a caring, sensitive teacher who was supportive and interested
in each student's progress.

wWhether these students will finish high school, or students like
them, whether they will go on to a vocational school or college, is of-
ten highly dependent upon people like Teacher A and their skills at
helping the student learn the basic skill of reading. Skilled teachers
are more important tc these students than those who do not have the same
problems with reading. The examiner felt these students were fortunate
to have a remedial program incorporated into reading classes with a
teacher who had their welfare as her highest priority. She had expecta-
tions of having her students meet the demands of the goals in covering
certain levels of specific areas in the school year. Her theory was
that everyone could improve, but some move at a slower pace than others
in reading classes, and no cne was a "hopeless case" in Teacher A's
classes. Teacher A's concept of teaching was that of meeting the stu-
dent at his or her level of ability and moving on from there. Most of
the students in the tutored level were males and studies have shown that

more male students have reading problems than females. .
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While some of these students may not go beyond the level of high
school education, these teachers expect a level of achievement for these
students at grade level, i.e., the "floor" or minimum requirement, which
is the minimum level of acceptable student learning by the teacher.
These may well be students who have had many past failures and few suc~-
cesses in the classrooms in elementary school and their self concept may
be low as a result. These could be called the more fragile students,
those who may border on being dropouts, and who are more in need of car-
ing and supportive teachers. Studies have suggested that the better
qualified teacher in these conditions and with this kind of student is
crucial. The need for trained teachers with experience, compassion and
caring qualities is most important for these students.

Much oppositions has been voiced concerning the segregation of stu-
dents by those who feel that placing students into homogenecus academic
groups deters the development of the lower academically inclined stu-
dent, and that these students would benefit more from being placed in
heterogeneous groupings with students of higher academic abilities.
Those who disagree argue that students placed in homogeneous classrooms
have more opportunity to learn the basic skills which they would not
have if they were placed in heterogeneocus classrooms. Here they may re-
ceive specific attention and development of skills in their weak areas,
and teachers have more time to work directly with students who would be
apt to fall behind in regular reading class levels. The embarrassment
at failing in reading at the level of the higher achieving students has
been shown to have negative effects upon their self concept of their

ability to achieve. This poor performance may lead to becoming lost in
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the class and playing a low key role of nonparticipation, becoming a

discipline problem or even dropping out,

Population -

The sample from Schurz included twenty one students, nineteen males and
two females. Reading scores represented tutored levels, but no academic
scores were recorded, and only self evaluation scores from the question-
naires were obtained. Teacher A administered the questiomnaires during
class periods. Of twenty one students, all self evaluation scores in
the SIV test were complete, with seventeen complete on the self esteem
questionnaire.

Because of the few females in the sample in both New Trier and
Schurz, a separate analysis was made of males only. This group was also
compared to the low level students in Cathedral; all students and males

only.

Self Evaluation Mean Scores

As shown in the preceding tables, total mean scores at Schurz, in or-
der of value from highest to lowest were: leadership, recognition, sup-
port, benevolence, conformity, and independence. Male scores were high-
est in recognition and leadership, followed by support, conformity,

benevolence and independence.



Support
Conformity
Recognition
Independence
Benevolence
Leadership
Self Esteem

Suppert
Conformity
Recognition
Independence
Benevolence
Leadership
Self Esteem

Means

45.
44,
53.
43.
45.
54.
10.

29
52
95
62
14
33
82

Means

47.
.89
56.
40.
44 .
52.
12,

44

11

47
32
32
47
19

TABLE 43

Schurz Correlations

Mean Scores - Total School

Standard Deviations

24.
28.

30
30
28
22
11

Male n

Standard Deviations

74
23

.55
.51
.42
.90
.36

23.
26,
30.
30.
29.
23.
10.

19

71
58
13
19
77
33
19

n

21




Findings

Sighificant correlations between self evaluation scores on 21 stu-
dents at Schurz were found between: self esteem and ieadership,

r = -.472 (p = .056), support and leadership, r = -.392 (p = .005), con-
formity and independence, r = -.335 (p = .019), and recognition and be-
nevolence, r = -,383 (p = .087).

Significant correlations for males only at Schurz were found between:
support and leadership, r = -.605 (p = .006), conformity and indepen-
dence, r = -.608 (p = .006), recognition and self esteem, r = -,438
(p = .090), benevolence and recognition, r = -.403 (p = .087), benevo-
lence and self esteem, r = .441 (p = .087) and leadership and self es-
teem, r = -.445 (p = .084).

There were no significant differences between sexes at Schurz, how-
ever, since there were only two females and nineteen males, this would
not have been an important consideration.

No reading scores were obtained from Schurz, and the self evaluation
scores were compared to those of tutored levels in New Trier and to the
lowest group of students at Cathedral, those scoring under 75, i.e., the
D and E level students.

Comparing all New Trier tutored group, 12 students, with all of
Schurz, 2! students, found significance only in the area of indepen-
dence, t = 2.04 (p = .05). Of the 19 males in Schurz and 8 in New Tri-
er, the study found New Trier males to be higher on support, indepen-
dence and leadership scores and Schurz males higher on conformity,
recognition, benevolence and self esteem, however, the only wvariable

significantly different was independence, t = 1.96 (p = .061).
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There were 87 students in the lowest group at Cathedral, 43 males and
43 females, with complete data on 42 females and 40 males. Comparing
this group of 86 students to all 21 in tutored level in Schurz found
significant differences in self esteem only, t = 1.99 (p = .05),-with
cathedral students higher. Comparing males only from this lowest group
in Cathedral, 40 students, with tutored males in Schurz, 19 students,
found significant differences in recognition, t = 1.92 (p = .06), and
leadership, t = 1.91 (p = .061), where Schurz students scored higher in

both areas.

Summary

As is commonly found, there were more males than females in the rem-
edial reading group at Schurz High Schocl. Also, studies have shown
that lower socioeconomic areas reflect values of students which are
higher in conformity and lower in independence, as do students who per-
form a lower levels of achievement. Males have been found to score
higher on benevolence and leadership than females.2®® This would agree
with the findings in this study. More about this will be discussed in

Chapter 5.

2'® Gordon, Survey of Interpersonal Values Manual, p. 9.




ANALYSIS OF THE DATA -

Introduction

This chapter contains an analysis and presentation of the data rele-
vant to the hypotheses. The major purpose of this study was t6 deter-
mine whether a relationship existed between self concept, as measured by
the SIV Scale and the self esteem scales, and reading ability, as meas~
ured by standardized reading tests and GPA, in a selected group of sec-
ondary students.

The second purpoée was to determine whether classroom grouping had a
significant effect on self concept of students. The third purpose was
to determine’ whether gender had a significant effect upon self concept.
The fourth purpose was to determine whether school effects made a sig-
nificant difference on self concept of students. School effects includ-
ed contextual, compositional and climate effects.

Students were classified by gender and classroom group or level of
academic achievement. Schools Qere classified by level of academic per-
formance, SES, and racial composition.

The selected group of students consisted of 360 individuals enrolled
in a large metropolitan district in four different secondary schools.
Tests were administered to students in each school using the standard-

ized SIV scale and the unstandardized self esteem scale; schools provid-

291



292
ed academic achievement scores, and the data presented are descriptive
of the results obtained from the administration of these iInstruments and
students' academic achievement scores. The scope of the study included
immediate data on students from gquestionnaires, in aédition to iﬁforma-
tion provided by the student and teachers relative to students' grade
level and academic scores.

To test the hypothesis that significant contextual differences exist-
ed between the schools, a composite representation of schools was used.
Schools were defined by SES levels and performance levels, and the com-
position of students within schools was determined by the racial mix-
ture.

Schools were identified relative to the SES of the neighborhood in
which the schools were located, which, although not the only criterion
used to define school context, has been used in numerous studies to in-
dicate the social class composition of the school.?'” The school compo-
sition construct was used to -include measures of income and socio-eco-
nomic background, with racial composition forming a part of composition,
and academic pertrormance level, ana resources of the school completing
the composite representations.

Aggregate measures were used to determine the composition of the
school. The racial composition of Lane, Cathedral and Schurz was mixed,
while New Trier was predominately white. New Trier represented a high
SES/high performance school; Lane repre;ented a middle SES/high perform~

ance school; Cathedral represented a low-middle SES/middle performance

2%7 Wilson, "Residential Segregation of Social Classes and Aspirations
of High School Boys," pp. 836-845; Herriott, "Some Determinants of Edu-
cational Aspirations," pp. 157-177; Brookover, et. al., Schools Can Make
a Difference, p.229.
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school; and Schurz represented a low-middle SES/low performance school.
Students’' mean self evaluation scores were examined by gender and
group &ithih schools and between schools. Interactions of gender and
group were also examined. A descriptive analysis apéears in the case

study of each school, as found in Chapter 4.

The case study method was chosen to examine each school in depth,
utilizing available data within the individmal schoeol. In New Trier,
the cognitive variables included reading and vocabulary, where classes
were separated inte tutored and regular classroom groups, determined by
the reading scores. The regular group included reading levels two and
three and the tutored group was made up from level one, with separate
norms for each level.

Lane was divided into classes based upon math achievement, with aca-
demic scores normed on one level. Students in Lane in the sample were
from honors and regular classes.

Cathedral had no classroom grouping divisions and, for purposes of
analysis, the researcher separated students into levels, based upon the
reading grade point average; the high group consisted of students with A
and B grades, the middle group, of C grades and the low group, of D and
E grades, as recorded on their report cards. Schurz selection of stu-
dents was from the tutored level of reading only.

Schurz students were selected to represent a remedial group of read-
ers in an urban, low sﬁs, low performance school.

- Reading levels and groups were examined within schools and between
schools; math scores were used in Cathedral and Lane Technical only.

Schools were compared, as were equivalent groups based upon academic
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achievement from each school; high level students at New Trier, honors
group at Lane Technical and the high level at Cathedral; tutored groups
from New Trier and Schurz and the lowest group from Cathedral; all stu-
dents above the tutored level, i.e., the regular group in New Trier,
students in the middle and high levels in Cathedral and all of Lane
Technical; the middle level at New Trier, the regular group at Lane
Technical and the middle level at Cathedral; and the regular groups at
New Trier and Lane Technical with all above the low level at Cathedral.
Gender was examined in all four schools, however, because the tutored
level in New Trier included four females, and Schurz included two fe-
males, only males scores were examined between schools for tutored
groups.

Summaries of the four case studies, as found in Chapter &4, will be
presented in this chapter. Correlations between cognitive and self
evaluation variables, and gender and group differences of student's self
concept variables within andrbetween schools will also be presented,

followed by an analysis of the findings, and a summary.

Popuiation

As described in Chapter 3, the sample included all students in the
reading classes from sophomore through senior grades at New Trier, stu-
dents in the English classes at Lane Technical and all students in soph-
omore and junior levels at Cathedral High School. Schurz students were

from freshman remedial reading classes.



295

The total sample population consisted of 360 students; 69 from New
Trier; 35 males and 34 females, 66 from Lane Technical; 35 males and 31
femaleé, 204 from Cathedral; 75 males and 129 females, and 21 from
Schurz; 19 males and 2 females, for a total of 163 males (45.3%) aﬁd 197
females {54.7%).

For each school, the sample included: New Trier, 1 freshman, 24
sophomores, 35 juniors and 9 seniors; Lane, 27 freshmen, 21 sophomores
and 18 juniors; Cathedral, 104 sophomores and 100 juniors; and Schurz,
all 21 were freshmen and tutored. The grade levels consisted of 49
freshman (13.6%), 149 sophomores (41.6%), 153 juniors (42.5%) and 9 sen-
iors (2.5%). The ages of the students were: 14 years, 17 (5%), 15
years, 115 (33.8%), 16 years, 145 students (42.6%), 17 years, 39 (11.5%)
and and 19 years, 5 (1.5%). The mean age was 15.67.

New Trier consisted of 57 students from regular reading classes and
12 from tutored classes; Lane included 21 students from honors and 45
from regular classes; Cathedral was not designated by groups so all 204
were considered to be regular class grouping, and in Schurz all 21 were
from tutored classes. In the total school sample, regular class level
totaled 305 (84.7%), tutored level totaled 34 (9.4%) and honors level
totaled 21 (5.8%). Multiple regression analyses were rumn on 340 stu-
dents, with complete data, 186 females (54.7%) and 154 males (45.3%).
From New Trier, 64 of the 69 students had complete data on the self
evaluation and reading scores (18.8%), Lane Technical had 56 total
scores (19.1%), Cathedral had 194 total scores (57.1%), and Schurz had
21 scores on SIV and 17 on Sﬁ test, (5%). Students with complete data
included 44 freshman, (12.9%), 145 sophomores,(42.6%), 142 juniors

(41.8%), and 9 seniors (2.6%).
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Procedure for Treatment of Data

There were two major thrusts in this study. First, the interrgla-
tions among self evaluation scores and academic performance were system-
atically examined through Pearson product-moment correlations and re-
gression analysis. Second, the combined contribution of gender, group
and school context on students' self concept was assessed by analysis of
variance, t-tests and multiple regression analysis procedures.

To assess the relationship between students’ self evaluations of self
esteem and academic performance, several stepwise multiple regression
analyses were performed. Predictor variables included in the analyses
were: six subconstructs of self concept, as measured by the SIV scale,
and one construct, as measured by the self esteem scale; and ceognitive
variables, as measured by school tests and records. The study also
locked at interactions of academic achievement and self concept by gen-
der within schoolé, and the interaction of schools, academic achievement
and gender on self concept between schools. Multiple regression analy-

* of personality characteris-

ses were run using Gordon's SIV subscales?®
tics and the self esteem score as the dependent variables and school,
gender age, sex, group, grade and level, and the interactions of these
variables as independent variables. Models also used cognitive scores
as dependent variables and entered self concept scores and the remaining

variables as independent variables. Partial correlations were computed

to analyze the relationship between the variables.

*** Gordon, Survey of Interpersonal Values, p. 9.
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To examine correlations between student values and academic scores,
hypotheses were tested through the computation of Pearson product-moment
correlétions. Correlations were tested for statistical significance at
the p = .05 level, and all correlations were examined for slight ;orre-
lation up to p = .10. Regressions were applied with 2 way interactions,
which included school by gender, school by group and school by reading;
and with 3 way interactions which included school by gender by reading
and school by gender by group.

To determine self concept mean differences between schools, Manovas
were performed, and through application of the Duncan Multiple Range
Test, each self evaluation score was examined at the .05 level for sig-
nificance. Subsequently the coefficjients were tested through applica-
tion of the t-test and multiple regression analyses. Results were test-
ed for statistical significance at the .05 alpha level and all were
examined for approaching significance up to the .10 level. SPSS-X sta-
tistical algorithms with an IBM 3090 mainframe computer were utilized in
analysis of the data.2®’ Standardized scores in reading and math were
used to compare subpopulations in schools. Dummy variables provided in-
formation on variables, as described in Chapter 3.

Missing data were set to zero and not used, and analysis was per-
formed only on those students for whom data on all tests and school
scores were complete.

Case studies of schools will be summarized in the next section, fol-
lowed by an analysis of self evaluation mean scores compared by schools,

groups, gender and subgroups.

289 Nie, Hull, Jenking, Steinbrenner and Bent, Statistical Package for
the Social Sciences.
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Case Studies

New Trier High School

As previously described in Chapter 4, students at New Trier had a
significant positive relationship between reading and support, and a
significant negative relationship between reading and conformity and
reading and self esteem. The schocl correlations were due to the female
scores. Vocabulary and support were positively correlated and vocabu-
lary and leadership were negatively correlated at significant levels.

Significant correlations for females in the total school were found
between reading and support and reading and recognition, which were po-
sitively correlated and between reading and self esteem and reading and
conformity, which were negatively correlated. Vocabulary and support
were positively correlated. For males in the total school no signifi-
cant relationships were found between reading and any of the self evalu-
ations, but a significant negative correlation was found between vocabu-
lary énd leadership.

A significant negative correlation was found in the regular reading
group between reading and conformity, and a slight positive correlation
between reading and support (p = .065). Significant positive correla-
tions were found between vocabulary and support, and a positive correla-

tion approaching significance between vocabulary and recognition

(p .057). A positive correlation for females in the regular group was

found between reading and recognition, while reading and self esteem and
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reading and conformity were significantly negatively correlated. Read-
ing and benevolence correlated negatively at levels approaching signifi-
cance (p = .051). Vocabulary and support were positively correlated and
yvocabulary and benevolence were negatively correlated at a significant
level. Vocabulary and recognition were slightly positively correlated
(p= .064). No significant correlations were found for males in this
group between any of the cbgnitive variables and self evaluation scores.

The tutored group had a slight negative correlation between reading
and self esteem (p = .066) and a significant correlation between vocabu-
lary and leadership. Male scores reflected the same correlations as fe~
male scores, but with only four females in the tutored group, data were
considered to be unimportant.

Examining the two levels which made up the regular group, in level 2,
the middle level, reading was not significantly related to any self
evaluation scores but a positive significant correlation was found be-
tween vocabulary and support and a negative significant relation betweeﬁ
vocabulary and leadership; and in level 3, the high level, a significant
positive correlation was found between reading and recognition and a
significant negative correlation between reading and self esteem. No
significant correlations were found between vocabulary and any of the
self evaluations in the high level.

The middle level males found reading was not significantly related to
self evaluation scores, but those highest in vecabulary valued support
significantly and those lowest in vocabulary valued leadership signifi-
cantly. Middle level females had no significant correlations between
self evaluation scores and cognitive scores, except that those who

scored lowest in vocabulary valued leadership significantly.
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self evaluation scores and cognitive scores, except that those who
scored lowest in vocabulary valued leadership significantly.

High level males had no significant correlations between anv cogni-
tive scores and self evaluation scores, however, females in the high
level had a significant positive correlation between reading and recog-
nition and a significant negative correlation between reading and self
esteem. At nonsignificant levels, reading and benevolence, r = .40&

(p = .078) and reading and conformity r = -.414 (p = .062) were neg-
atively correlated. High level females also found vocabulary and sup-
port significantly and positively correlated and vocabulary and recogni-

tion nonsignificantly and positively correlated, r = .418 (p = .067).

Age and Grade

In the total school, age correlated significantly and positively with
independence and leadership and negatively with benevolence and self es-
teem. Females were older and in higher grades than males. A positive
significant correlation was found between age and independence. The to-
tal female population found age and support were significantly and neg-
atively correlated. Age was not a significant factor for males in the
total school.

In the regular group, age correlated significantly with independence,
benevolence, leadership and self esteem. Females had significantly
higher independence and lowef self esteem scores and were older and in
higher grades than males. Older students had higher independence and

leadership scores and lower self esteem and berevolence scores than

younger students. Males were older than females in this group. Males
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had a significant positive correlation between age and leadership, and a
significant negative correlation between age and benevolence.

The tutored level had a significant positive correlation between age
and benevolence and grade and benevolence. The middie level of the reg-
ular group had no significant correlations between age and any self
evaluation scores. Females were older and in higher grades than males.
In the high level, significant negative correlations were found between
grade and self esteem, age and self esteem and age and benevolence and
age and independence, and a significant positive correlation between age
and recognition. More females were in the high level and more males in
the low level. Older students had high scores on independence and lead-

ership and lower scores on benevolence, self esteem and conformity.

Groups

No significant differences were found between groups, although the
tutored group was higher on conformity (p = .077) and the regular group
was higher on self esteem (p = .096). Females in the regular group were
significantly higher on support (with only four females in the tutored
group) and no significant differences were found between males in the

two groups.
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Gender

In the total school females were in higher grades and were older than
males, with more females in higher level of reading. There were signif-
icant differences between ages and grades for males and females. A dif-
ference approaching significance was found on independence, with females
higher (p = .061} than males. Independence and age were also positively
related. 7

In the regular gr;up, females were significantly higher on indepen-
dence, were in higher grades and levels, and were older than males. 1In

the middle level, males were significantly higher on conformity than fe-

males. In level 3, no significant differences were found between sexes.

Levels

Comparing levels, level 1 students had significantly lower self es-
teem scores and were significantly older than level 2 students. Level 1
had higher conformity scores and lower benevolence scores than level 2
at nonsignificant levels. Level 2 males had significantly higher scores
on self esteem than males in level 1 and females in level 2 had signifi-
cantly higher support scores than females in level 1.

Level 2 and level 3 had no significant differences on any self con-
cept scores, however; there were significantly more females in level 3,
and level 3 students were significantly older than level 2. Females in
level 3 were significantly higher on conformity than females in level 2,
and females in level 2 were higher on self esteem, although not signifi-
cantly. Males in level 2 and level 3 had no differences except on age,

with level 3 significantly older.
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Comparing level 1 and level 3 found level 1 students were higher on
conformity scores, although not significantly, with significantly more
males in level 1 than in level 3, and significantly more females in lev-
el 3 than in level 1. Males in the low level comparéd to males in the
high level found males in the high level higher on self esteem, although

not significantly. With only four females in level 1, comparing them to

level 3 females was not considered important.

Lane Technical High Schooi

In the population examined at Lane, no significant correlations were
found between reading and self evaluation scores. No significance was
found for males or females in the total sample between reading and any .
self evaluation scores.

All females found age and conformity negatively correlated at levels
approaching significance (p = .055). No significant correlations were
found for the regular group or the honors group or males and females in
these groups. In the regular group, reading and recognition were neg-
atively correlated (p = .069).

Math was not significantly related to any of the self evaluation
variables in the total school, mor in the regular group. In the honors
group, a significant positive correlation was found between math and
conformity, whereas a nonsignificant positive correlation (p = .108) was
found between reading and conformity. Also in the honmors group, math

and benevolence were positively correlated (p = .0853).
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No significant differences were found between regular and honors
males in reading, but math was higher for honors males. Males in the
honors groﬁp were significantly higher on benevolence than the regular
gfgup males, and males in the regular group were significantly oider and
nonsignificantly higher on independence higher than males in the honors
group (.098). Differences between females in the honors and regular
groups found females in the honors group significantly higher on inde-
pendece and math, but not significantly higher on reading, than the reg-
ular group. |

Differences between sexes in the total school found females were sig-
nificantly higher on independence than males and, although not at sig-
nificant levels, males were higher on conformity (p = .096).

No significant differences were found between sexes in the regular
group on any of the self evaluation measures, however, females were
higher on leadership (p = .059) than males.

In the honors group, males were significantly higher on benevolence
and nonsignificantly higher on conformity (p = .053) than females, and
females were significantly higher than males on independence. Males in
this group were significantly higher than females in math and were also

significantly older than females.

Cathedral High School

Students in Cathedral had significant negative correlations between

reading and conformity and math and conformity. Reading and self esteem
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(p = .099) correlated positively, but nonsignificantly. For females, a
significant correlation was found between reading and benevolence, and
negative between reading and conformity. Reading and self esteem
(p = .08) and reading and recognition correlated positively (p = :081)
and nonsignificantly. Age and conformity also correlated positively
(p = .06) for female students. Age and conformity and age and recogni-
tion were negatively correlated at significant levels. Reading and math
correlated significantly at the .0001 level. Males had no significant
correlations between reading and self concept although they had a sig-
nificant negative correlation between math and conformity. Reading and
conformity correlated nonsignificantly and negatively (p = .112).

Students were divided into threellevels, based upon reading scores,
for purposes of analysis. In the low level, D and E reading scores,
math and conformity were significantly and negatively correlated and
math and recognition were significantly and positively correlated.

Males in the low level hadrsignificant negative correlations between
reading and independence and reading and leadership, and a nonsignifi-
cant negative correlation between math and conformity (p = .097). Fe-
males in this level found reading and conformity and age and leadership
negatively and significantly correlated.

In the middle level, C reading scores, reading and benevolence were
positively and significantly correlated, and reading and independence
nonsignificantly and negatively correlated (p = .088). Math was not
significantly correlated with any of the self evaluation scores.

Males in the middle level had no significant correlations between

reading or math and any of the self evaluations, however, age and recog-
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pition were significantly correlated. Females found reading and recog-
pnition significantly and negatively correlated and reading and benevo-
lence Significantly and positively correlated. A nonsignificant neg-
ative correlation between reading and independence was found (p = .067).
Age and conformity and grade and conformity were significantly and posi-
tively correlated for females in the middle level.

In the high level, reading and support were significantly and posi-
tively correlated and age and support were negatively and nonsignifi-
cantly correlated (p = .102).

Males in the high level had no significant correlations between read-
ing or math and any of the self evaluation scores, however, females had
significant positive correlations between reading and support, and sig-
nificant negative correlations between age and support and age and rec-
ognition. Grade and recognition were negatively and significantly cor-
related. Age and benevolence were nonsignificantly and pesitively
correlated (p = .088).

The low level was significantly higher on conformity and older than
the high level and the high level was significantly higher on indepen-
dence and also included more females than males. Males in the high lev-
el were significantly higher on self esteem than males in the low level
while males in the low level were significantly higher on conforﬁity and
significantly older than males in the high level. Females in the high
level were significantly higher on benevolence than females in the low
level and females in the low level were significantly older than those

in the high level.
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Comparing the low and the middle levels, the middle level students
were nonsignificantly higher on self esteem {(p = .066) and leadership
(p = .069) and were in higher grades, with significantly more females in
the middle level than in the low level. Middie level females weré non-
significantly higher on benevolence than the low level (p = .097) and
middle level males were nonsignificantly higher on leadership than males
in the low level (p = .097).

Comparing the middle and the high levels, no significant difference
was found between the middle and high levels, the high level was nonsig-
nificantly higher on independence (p = .079). Students in the middle
level were significantly older and in higher grades than those in the
high level. There were significantly more females in the high ievel.
Males in the middle level were significantly higher on self esteem than
males in the high level and the high level males were significantly old-
er than the middle level males. Females in the middle level were sig-
nificantly older and in higher grades than females in the high level,
but no significant differences on self evaluations were found between
females in the two groups.

In the total school, males were significantly higher than females on
benevolence and females were significantly higher than males on indepen-

dence, self esteem and leadership. Males were older than females

(p = .087), although females were in higher grades than males
(p = .098). Females were significantly higher in reading and math than
males.

In the low level, males were significantly higher on benevolence than

females, and females were significantly higher on leadership and inde-
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pendence than males. Females were nonsignificantly higher in reading
than males (p = .107).

In the middle level, males were slightly higher on benevolence than
females (p = .068). The high level females were significantly higher
than males on self esteem and males were slightly higher on math than

females (p = .056).

Schurz High School

Students at Schurz were all from the tutored group, which included 19
males and 2 females. The highest self evaluation scores in the entire
school were found on leadership and recognition and lowest on indepen-
dence. Male scores were reflective of the total tutored level scores.

An examination of SIV and self esteem mean scores compared by school,
gender, group and the interactions of these scores will follow (See Ap-

pendix B, Tables 48-60).

Findings

Manovas were performed to determine significant differences between
the schools on self evaluation variables at at the 95% confidence level
and slight differences at the 90% confidence level. F tests for homoge-
neity and subsequent t-tests (pooled or separate) were used to determine

significance.
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Schools

Compariﬁg New Trier, 64 students, and Cathedral, 196 students, New
Trier was significantly higher on support, t = 3.60 (p = .000) and non-
significantly higher on recognition, t = 1.80 (p = .073) and Cathedral

was significantly higher on conformity t = -3.12 (p = .002). Students

0

in New Trier were in higher grades t = 2.90 (p .005) and there were
more males in New Trier than in Cathedral, t = 1.84 (p = .067).
Comparing New Trier and Lane, 65 students, New Trier was significant-
ly higher on independence, t = 2.70 (p = .008), in higher grades,
t = 6.81 (p = .000) and older, t = 3.27 (p = .001) than Lane students.
Comparing Lane and Cathedral, Lane was significantly higher than Ca-
thedral on support, t = 3.79 (p = .000) and recognition, t = 2.21
(p = .028), and Cathedral was higher on conformity, t = -2.67 (p = ,008)
and independence, t = -2.533 (p = .012). Cathedral students were oclder,
t ==3.24 (p = .002) and in higher grades, t = -5.86 (p = .000) than
Lane students. There were also more males in Lane, t = 2.35 (p = .019)
than in Cathedral.
Comparing Cathedral and Schurz, 21 students, significant mean differ-
ences were found on self esteem, t = 2.72 (p = .007) and independence,
t =1.99 (p = .048), with Cathedral higher, and recognition, t = -2.00
{p = .047) with Schurz higher.

Comparing New Trier and Schurz, New Trier was higher on support,

.028), self esteem, t = 1,97 (p = .052), and independence,

t
[}

2.23 (p

.049) and Schurz was higher on conformity, t = -2.00

ot
]

2.21 (p

(p = .049). Comparing Lane and Schurz, Lane was significantly higher
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on support, t = 2.27 (p = .026) and nonsignificantly higher on self es-

teem, t = 1.79 (p = .078), and Schurz was nonsignificantly higher on
conformity, t = -.1.76 (p = .082).
Gender

Comparing males at New Trier, 31 students, and Lane, 35 students, New

Trier was nonsignificantly higher on independence, t = 1.82 (p = .073),

and in significantly higher grade levels, t = 3.34 (p = .001) than Lane.
Comparing males at New Trier and Cathedral, 72 students, New Trier

was higher on support, t = 2.37 (p = .020), and recognition, t = 1.73

(p = .09), and Cathedral was higher on conformity t = 1.91 (p = .059),

and benevolence, t = 2.19 (p = .031).

Comparing males at Lane and Cathedral, Lane was higher on support,

t=2.75 (p = .007), and recognition, t 1.95 (p = .054), and Cathedral

]

was higher on independence, t = 1.73 (p .086), and older, t = 2.70
(p = .008).

Comparing females at New Trier, 33 students, and Lane, 30 students,
New Trier was higher on independence 1.88 (p = .065)}, and Lane was high-
er on leadership t = 2.09 (p = .041). New Trier females were alsoc older
than Lane females, t = 4.96 (p = .000)}.

Comparing females at New Trier and Cathedral, 124 students, New Trier
females were.higher on support, t = 2.58 (p = .011), énd Cathedral fe-
males were higher on conformity, t = 2.56 (p = .011), and leadership,

t = 1.68 (p = .095). New Trier females were also older;-t = 2.59

(p = .011), and were in higher grades, t = 3.89 (p = .000), than Cathe-

dral females.
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Comparing females at Lane and Cathedral, Lane students were higher on
support t = 2.34 (p = .021), and Cathedral students were higher on con-

formity, t = 2.84 (p = .005), and self esteem, t = 1.78 (p = .083). Ca-

thedral females were in higher grades, t = 4.81 (p = .000), than Lane

females.

Groups

Comparing tutored groups at Schurz, 2! students, and New Trier, 12
students, New Trier was higher on independence , t = 2.04 {p = .05).
Comparing tutored groups at New Trier and Cathedral, 82 students, New
Trier was also significantly higher than Cathedral on independence,

t =2.04 {(p = .05).Between tutored groups at Cathedral and Schurz, Ca-
thedral was significantly higher than Schurz on self esteem, t = 1.99
(p = .05).

Of the males in the tutored groups at Cathedral, 40 students, and
Schurz, 19 students, Schurz was higher on recognition, t = -1.92
(p = .06), and leadership, t = -1.91 (p = .06), and Cathedral was higher
on benevolence, t = 1.70 (p = .094). Between males in the tutored
groups at New Trier, 8 students, and Schurz, New Trier was higher on in-
dependence, t = 1.96 (p = .061). Between males in the tutored groups at
New Trier and Cathedral, New Trier was higher on independence, t = 1.73
{p = .09), and leadership, t = 1.89 (p = .065), and Cathedral was higher

on benevolence, t = 2.57 (p = .013).
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Regular Groups

Exciuding the tutored group and lowest level at Cathedral, 111_stu-
dents, and New Trier, 52 students, significant differences existed on
suppert, t = 3.67 {p = .000), conformity, t = -2.46 (p = .015), recogni-
tion, t = 1.97 (p = .051), and grade level, t = 2.26 (p = .026). New
Trier was higher on support and recognition and Cathedral was higher on
conformity. New Trier students were in higher grades than Cathedral,
but were not significantly clder and there were more males at New Trier
than at Cathedral, t = 2.70 (p = .008). Comparing males from these sec-
tors, New Trier, 26 students, and Cathedral, 29 students, New Trier was
higher on recognition, t = 2.13 (p = .038), and support, t = 1.75
(p = .087). Comparing the females, New Trier, 31 students, and Cathe-
dral, 82 students, Cathedral females were higher on conformity,

t = -.2.45 (p = .016), and New Trier females were higher on support,

t 3.14 (p = .002). New Trier females were older, t = 2.28 (p = .025),
and in higher grades, t = 2.58 (p = .001), than Cathedral females.
Comparing New Trier, all individuals above tutored level, 52 stu-
dents, to all of Lane, 63 students, a significant difference was found
on independence, t = 2.26 (p = .026), with New Trier higher. New Trier
students were also in higher grades, t = 6,61 (p = .000), and older,
t = 3.04 (p = .003), than Lane students. There were no significant dif-
ferences between males in this group on self concept scores, at New Tri-
er, 23 students, and Lane, 35 students, but New Trier mwales were in

higher grade levels, t = 3.04 (p = .004), than Lane males. Comparing

females, New Trier, 29 students, and Lane, 30 students, New Trier was
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higher on independence, t = 1.80 (p = .078), and Lane was higher on
leadership, t = -2.04 (p = .046). New Trier females were also in higher
grades,'t = 6.37 (p = .000), and were older, t = 4.64 (p = .000), than
females at Lane. |

Comparing all individuals above the tutored level at Cathedral, 111
students, and all of Lane, 65 students, Lane students were significantly
higher than Cathedral students on support, t = 3.47 (p = .001), and rec-
ognition, t = 2.42 (p = .017). Cathedral was significantly higher than
Lane on independence, t = -2.88 (p = .004), and older, t = -5.87
(p = .000), and in higher grades, t = -2.85 (p = .006). In these
groups, males at Lane, 35 students, were significantly higher than males
at Cathedral, 29 students, om support, t = 2.07 (p = .041), and recogni-
tion, t = 2.16 {p = .035), and Cathedral was nonsignificantly higher
than Lane on independence, t = -1.85 (p = .068). Cathedral males were
in higher grades, t = -3.60 (p = .001) and older, t = -1.77 (p = .083).
There were also significantly more bilingual males at Cathedral,

t = 2.67 (p = .01), than at Lane. Females at Lane, 30 students, were
significantly higher on support, t = 2.28 (p = .025), than females at
Cathedral, 82 students, and Cathedral females were significantly higher
on self esteem, t = =2.04 (p = .048). Cathedral females were also sig-
nificantly older, t = -3.67 (p = .001), and in higher grades, t = -4.82
(p = .000).

Comparing students in the regular group from Lamne, 44 students, and
all of Cathedral students above the tutored level, 111 students, signif-

icant differences were found on support, t = 3.06 (p = .003), recogni-

tion, t = 2.91 {(p = .004), independence, t = -3.13 (p = .002), age,
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t = -3.47 (p = .001), and grade, t = =6.03 (p = .000). Lane was higher
on support and recognition and Cathedral was higher on independence.
Cathedral students were older and in higher grades than Lane. There
were also more males at Lane than Cathedral, t = 4.32 (p = .000).

Between males in these groups, Lane, 27 students, and Cathedral, 29
students, Lane was higher on on support, t = 2.38 (p = .021) and recog-
nition, t = 2.41 (p = .019) than Cathedral males. Cathedral males were
nonsignificantly higher on benevolence, t = -1.83 (p = .072). Cathedral
males were older, although not significantly, t = -1.18 (p = .085) and
were in higher grades, t = -3.06 (p = .004).

Comparing females in these groups, Lane, 18 students, and Cathedral,

B4 students, significant differences were found on independence,

t = -2.41 (p = .018) grade level, t = ~2.58 (P = .002) and age,
t = -2.58 (p = .018), and nonsignificant differences on recognition,
t =1.96 (p = .052) and leadership, t = 1.67 (p = .098). Cathedral fe-

males were significantly higher on independence, and Lane females were
nonsignificantly higher on recognition and leadership. Cathedral fe-
males were also sigﬁificantly older and in higher grades than Lane fe-
males.

Comparing all students in the regular group at Lane, 44 students, to
students in the middle group at Cathedral, 71 students, Lane was higher

on support, t = =3.12 (p = .002) and recognition, t = -2.93 (p = .004),

and Cathedral was higher on conformity, t = 1.64 (p .104) and indepen-

dence, t = 2.30 (p = .032). Lane had more males than Cathedral,

t = -2.97 (p .004) and Cathedral students were in higher grade levels

than Lane, t = 5.15 (p = .000).
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Comparing male§ in the middle group at Lane, 27 students, and Cathe-

dral, 24 students, Lane was higher on suppert, t = -2.65 (p = .011l) and
recognition, t = -2.51 (p = .015) and Cathedral was higher on benevo-
lence, t = 1.82 (p = .075). Cathedral males were in higher grade lev-

els, t = 3.35 (p = .002) and were older, t = 2.05 (p = .049) than Lane
males in these groups.

Comparing females in the middle group at Lane, 17 students, to the
middle level at Cathedral, 47 students, Lane was higher on recognition,
t = ~1.88 (p = .065), and Cathedral was higher on independence, t = 1.81

(p = .076), at nonsignificant levels.

High Groups

Comparing the high groups, level 3, at New Trier, 29 students, and
the honors group, at Lane, 21 students, no significant differences were
found except for age t = 4.36 (p = .000) and grade level, t = 11.30
(p = .000) with New Trier older and in higher grades.

Males of the same groups from New Trier, 11 students, and Lane, 8
students, found nonsignificant differences on benevolence, t = -1.41
(p = .081) with Lane higher and grade, t = 5.68 (p = .000) with New Tri-
er higher.

No significant differences existed between females in these groups
from New Trier, 20 students, an;.Lane, 14, except for grade level,
t=9.99 (p = .000) and age, t = 5.62 (p = .000) with New Trier higher.

Comparing the high group at New Trier, 29 sfudents, to the high group

at Cathedral, 40 students, New Trier students were higher on support,

t =1.85 (p = .068), older, t = 4.41 (p = .000), and in higher grades
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levels, t = 6.72 (p = .000) than Cathedral. There were also more males
at New Trier than Cathedral, t = 2.24 (p = .028).

Males in these groups from New Trier. 11 students, and Cathedral, 5

students, found significant differences on self esteem, t = 2.26

(p .04), grade level, t = 3.21 (p = .006) and age, t = 2.59

(p .022), with New Trier males higher on self esteem, older and in
higher grades than Cathedral males.
Comparing females in these groups from New Trier, 20 students, and

Cathedral, 35 students,New Trier females were significantly older,

t = 3.58 (p = .001), and in higher grade levels, t = 5.64& (p .000).

New Trier females were nonsignificantly higher on support, t 1.72

.091), and Cathedral females were higher on self esteem, t = -1.92

(p

(p = .063).

Comparing Lane honors group, 21 students, and Cathedral high level,
40 students, Lane was higher on support, t = 1.65 (p = .104) and Cathe-
dral was higher and independence, t = -1.63 (p = .108), although not
significantly. Lane had more females, t = 1.50 (p = .040), and Cathe-
dral students were in higher grade levels, t = -3.25 (p = .002) than
Lane.

Males in these groups at Lane, 8 students, and Cathedral, 5 stu-
dents, had significant differences on self esteem, t = 2.85 (p = .016),
with Lane higher. Females in these groups from Lame, 13 students, and
Cathedral, 35 students, had significant differences on support, t = 2.25
(p = .029), with Lane higher, and nonsignificant differences on self es-
teem, t = -1,99 (p = .052) and conformity t = -1.73 (p =..090), with Ca-

thedral higher. Females in Cathedral were in higher grades, t = -2.65

{(p = .001) and were older, t = -2.11 (p = .041) than Lane females.
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Comparing the regular level, at New Trier, 52 students, and the high
level at Cathedral, 40 students, New Trier students were higher on sup-

port, t =2.46 (p = .016), with more males in New Trier, t = 3 96

(p = -016), and with students in higher grade levels, t = 3.49

(p .001) and older, t = 2.57 (p = .012) than students in Cathedral.

0f males in these groups, New Trier, 23 students, and Cathedral, 3 stu-
dents, New Trier was higher on self esteem, t = 2.65 (p = .013). Of fe-
males in these groups, New Trier, 29 students, and Cathedral, 35 stu-
dents, New Trier was higher on support, t = 2.50 (p = .015) and
Cathedral was higher on conformity, t = -1.90 (p = .061), although not
significantly. New Trier females were in higher grades, t = 4.09

(p = -000) and were older t = 3.12 (p = .003) than Cathedral females in
these groups.

Comparing students in the regular group at Lane, 44 students, and the
high level at Cathedral, 40 students, a significant difference was found
on support, t = 2.0 (p = .048), and & nonsignificant difference on rec-
ognition, t = 1.94 (p = .056), with Lane higher, and a significant dif-
ference on independence, t = 3.40 (p = .001); with Cathedral higher.
Cathedral students were alsc in higher grade levels, t = -3.27
(p = .002) than Lane, and Lane had more males, t = 5.30 (p = .000), than
Cathedral.

Comparing males in these groups; Lane, 17 students, and Cathedral, 5
students, Lane males were significantly higher on self esteem, t = 3,71
(p = .002). Comparing females from Lane, 17 students, and Cathedral, 35
students, Lane females were significantly higher on leadership, t = 2.04

(p = .047), and nonsignificantly higher on recognition, t = 1.68
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(p = .098). Cathedral females were significantly higher on indepen-

dence, t = -2.78 (p = .008) and were older, t = -1.70 (p = .103) and in

higher grades, t = -2.86 (p = .009) than Lane females in this comparison
group.

Summary
Schools

At the total school level, between New Trier and Cathedral, signifi-
cant differences were found on support and conformity. Recognition was
not significant, but differences were found at p = .073. New Trier stu-
dents were significantly higher on support and nonsignificantly higher
on recognition and Cathedral students were significantly higher on con-r
formity. New Trier students were in significantly higher grade levels
than Cathedral.

Lane and Cathedral had significant differences on independence, sup-
port, recognition and conformity. Lane students scored higher on sup-
port and recognition and Cathedral higher on conformity amd indepen-
dence. C{athedral students were older and in higher grades than Lane.
Comparing New Trier and Lane, New Trier students scored significantly
higher on independence, were older and were in higher grades than Lane
students. Thus, at the total school level, Cathedral and New Trier were
higher than Lane on independence and Lane and New Trier were higher on
support than Cathedral. Lane was significantly higher og recognition
than Cathedral and New Trier was nonsignificantly higher (p = .073) on

recognition than Cathedral.
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Including Schurz in the total school comparisons, Lane was signifi-
cantly higher on support than Schurz; Schurz was significantly higher
than New Trier on conformity; Cathedral was significantly higher than
Schurz on independence; New Trier and Cathedral were significantly high-
er than Schurz on self esteem; and Lane was nonsignificantly higher

(p = -078) than Schurz on self esteem.

Gender

Significant differences by school were found between males in the
sample. New Trier and Lane males were higher on support than Cathedral
males; Lane males were higher on recognition than Cathedral males, while
New Trier males were nonsignificantly higher on recognition than Cathe-
dral males (p = .09); Cathedral males were higher than New Trier on be-
nevolence and nonsignificantly higher on conformity (p = .059); New Tri-
er males were nonsignificantly higher on independence than Lane
(p = .073), as were Cathedral males {p = ,086). Cathedral males were
older than Lane males, and New Trier males were older and in higher
grades than Lane males.

Significant differences by school were alsc found for females in the
sample. New Trier and Lane females were higher on support than Cathe-
dral; Cathedral females were higher on conformity than Lane or New Tri-
er; New Trier ferales were nonsignificantly higher on independence than
Lane females (p = .065); Cathedral females were nonsignificantly higher
on self esteem than Lane (p = .083); and Lane females were higher on
leadership than New Trier females(p = .095). New Trier females were
older than Lane or Cathedral females. Cathedral females were in signif-

icantly higher grades than Lane females.
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Groups

gignificant differences between the tutored groups at New Trier and
schurz, and the low level at Cathedral, existed on independence, with
New Trier higher than Schurz and Cathedral, and Cathedral higher than
schurz on self esteem.

Between males in the tutored groups at New Trier and Schurz and the
low level at Cathedral, Cathedral males were significantly higher than
New Trier males and Schurz males on benevolence. New Trier males were
significantly higher on independence than Schurz males and nonsignifi-
cantly higher than Cathedral males (p = .09).

Comparing the regular group from Lane with only the high level of Ca-
thedral, Lane was significantly higher on support and a nonsignificantly
higher on recognition (p = .056), and Cathedral was higher on indepen-
dence. Lane males were significantly higher on self esteem than Cathe-
dral males. Lane females wefe higher on leadership, and Cathedral fe-
males were higher on independence. Grade level was higher for
Cathedral, and for Cathedral females, but was not significantly differ-
ent for males. There were more females in Cathedral in this top level
than in Lane.

Comparing Lane honors group with the high group at Cathedral, Cathe-
dral was nonsignificantly higher on independence (p = .10). Lane stu-
dents were in higher grades than Cathedral. Cathedral had more females
in the top group than Lane. Males in the honors group at Lane were sig-
nificantly higher on self esteem than males in the high level at Cathe-
dral, and females at Lane were significantly higher on s;pport than fe-

Males in the high level at Cathedral. Cathedral females in the high
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level were nonsignificantly higher on self esteem than females at Lane
(p = -052). Cathedral females were higher on conformity, but not sig-
nificahtly, and were significantly older and in higher grades than Lane
females in the top group at Lane.

No significant differences existed between the high level at New Tri-
er and the honors level at Lane nor between males or females in these
groups.

No significant differences existed between the high levels at New
Trier and Cathedral. although New Trier was nonsignificantly higher on
support (p = .068). New Trier males were significantly higher than Ca-
thedral males on self esteem and Cathedral females were nonsignificantly
higher on self esteem (P = .063).

Thus, in the top lewvels at three schools, there were no significant
differences between students at New Trier, Cathedral, and Lane, although
nonsignificant differences were found, with New Trier higher on support
than Cathedral; Lane higher on support and recognition than Cathedral;
Cathedral higher on independence than Lane. New Trier and Lane had no
significant differences in the high levels, even up to the .10 level of
significance.

Between males in the high levels, both Lane and New Trier males were
higher on self esteem than Cathedral males, However, between New Trier
and Lane males in the high levels, there were no significant differenc-
es.

For females in the high levels, Lane females were significantly high-
er on support than Cathedral females. There were no significant differ-

ences between New Trier and Cathedral females. Cathedral females were
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nonsignificantly higher on self esteem than Lane females (p = .052) and
New Trier females (p = .063) and also were nonsignificantly higher on
conformity than Lane females (p = .09). New Trier females were signifi-

cantly older and in higher grades than Cathedral and Lane, and Cathedral
females were significantly older and in higher grades than Lane females.

Comparing all students above tutored levels, i.e., the regular group
at New Trier and all above the tutored level at Cathedral, New Trier was
significantly higher on support and nonsignificantly higher on recogni-
tion, (p = .051) and Cathedral was significantly higher than New Trier
on conformity.

Males in New Trier were significantly higher on recognition and non-
significantly higher on support than males at Cathedral. Females at Ca-
thedral were significantly higher on conformity and New Trier females
were significantly higher on support, and were clder and in higher
grades than females in Cathedral.

Comparing all students above tutored level, i.e., the regular group
at New Trier with all of Lane, New Trier was significantly higher than
Lane on independence. New Trier students were in higher grades and old-
er than Lane students. No significant difference éxisted on self evalu-
ation scores for males, although males at New Trier were im higher
grades than males at Lane. Females were significantly higher at Lane
than New Trier on leadership. New Trier females were nonsignificantly
higher on independence (p = .078) and were significantly older and in
higher grades than Lane females.

Between the regular group at Lane and all students above the tutored

group at Cathedral, Lane was significantly higher on support and recog-
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pition and Cathedral was significantly higher on independence than Lane.
cathedral students were significantly older and in higher grades than
Lane and there were significantly more females in Cathedral than in
Lane. Males in Lane were significantly higher on support and recégni-
tion than males in Cathedral, and Cathedral males were nonsignificantly
higher on benevolence than Lane males. Cathedral males were in signifi-
cantly higher grades and nomsignificantly older (p = .085) than Lane
males. All females above the low level at Cathedral and the regular
group at Lane found Cathedral females significantly higher on indepen-
dence than Lane females, and Lane females nonsignificantly higher on

recognition (p = .052) and leadership (p = .098) than Cathedral females.

Grade and Age

Comparing grade levels and age in all schools New Trier students were
in higher grade levels than Cathedral and Lane, and Cathedral students
were in higher grade levels than Lane. Both New Trier and Cathedral
students were significantly older than Lane students. New Trier females
were older than Lane and Cathedral. Males were older at Cathedral than
at Lane. Both New Trier and Lane had significantly more males than Ca-
thedral. New Trier males were in significantly higher grade levels than
Lane, and Cathedral males were significantly older than males in Lane.

Comparing schocls by gender, all schools had more females than males
in the high levels and ﬁore males in the tutored groups than females.
There were significantly more females in Cathedral than males. Indepen-

dence was related to age and grade, with older students and higher

grades also higher on independence. With this variable also related to
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females, spurious conclusions could result, if care is not taken in the
analysis. A more complete discussion of these findings will follow in

Chapter 6.

Multiple Regression Analysis

Multiple regression analyses were performed using self evaluation
variables as dependent variables. Various models were made of the inde-
pendent variables; gender, group, school, reading scores and the inter-
actions of these variables. Using dummy variables for schools, gender,
groups and interactions of these factors, regressions were run on with
self evaluation variables as the dependent variables. Regressions on
reading as the dependent variable were also run, entering the indepen-
dent variables, group, gender, age, and their interactions. Backward
analyses were performéd, isolating each variable while entering all oth-
ers. (Correlations by schoolé are shown in the following table, more
correlations on self evaluations of subgroups may be found in Appendix

B, Tables 61-64.
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n |
|

| TABLE 44 ;
| !
| Correlations by School f
| l
i |
| New Trier Lane Cathedral Schurz l
] 1
I r r T r |
| |
| Support .148 .165 -.221 .053 I
{ Conformity -.063 -.014 .098 .054 |
| Recognition .058 .085 -.150 .079 |
| Independence .090 .136 .083 .096 |
| Benevolence .001 -.022 .023 .032 i
| Leadership -.028 -.041 -.031 .034 I
| Self Esteem -.019 -.012 .080 -.127 |
| I
| 1

Multiple Regression Results

Support

Using Support as the dependent variable, and entering all schools,
all schools together accounted for 6.4% of the variance, (p = .000), and
New Trier and Lane, 6.4% (p = .000). Lane alone accounted for 2.7% of
the variance (p = .002) and Cathedral alone, 4.9% (p = .000), t = -4.20.
Entering separately reading X schools, found significance for New Trier,
t =1.98 (p = .049), accounting for 1.2%. Also significant were females
at Cathedral, t = -2.96 (p = .003), accounting for 2.5% of the variance
in Support. Males at Lane accounted for 2%, t = 2.71 (p = .007). Males

at New Trier accounted for 1.45% (p = .03), t = 2.16.
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Conformity

Regressing on Conformity, entering New Trier, Lane and Cathedral,
found that all accounted for 4.1% of the variance at-.003, and eiiminat-
ing Cathedral, the model accounted for 4.1% (p = .000). New Trier,
Lane and Schurz accounted for 4.1%, (p = .003). New Trier alone account-
ed for 2% (p = 009) and Cathedral alone accounted for 2.9% (p = .002).
The lowest group from Cathedrazl accounted for 5.7% (p = .000). New Tri-~
er X Reading accounted for 1.2%, t = -1.99 (p = .048) and Cathedral X
Reading, 1.7%, t = - 2,39 (p = .017). New Trier females accounted for
1.5%, t = - 3.12 (p = .012). Lane females accounted for 1.8%, t = -2.54
(p = -012). Cathedral females accounted for .8%, t = 1.71 (p = .088).
Cathedral males accounted for 1.2%, t = 1.83 (p = .07). Models with in-
teractions, reading X school X male, were applied. Significance was
reached for three interactions; school interacted with reading achieve-
ment and males when conformity was the dependent variable in Cathedral;
t = -.191 (p = .05), explaining 1.1% of the variance in conformity. New

Trier X reading X female explained 1.4%, t = -2.15 (p = .03).

Recognition

Regressing on Recognition, New Trier, Lane and Cathedral accounted
for 2.4% (p = .039). New Trier, Lane and Schurz accounted for the same.
Entered separately, Cathedral accounted for 2.3% of the variance, (p =
.005). Cathedral males accounted for 3.2%, (p = .01). Lane X reading
accounted for .8%, t = -1.66 (p = .097). Lane X reading X male account-
ed for 1.1%, t = -1.95 (p = .05). New Trier X reading X female account-

ed for 1.2%, t = 2.01 (p = .045).
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Independence

Regressing New Trier, Lane and Cathedral on Independence accounted
for 3.3% ( p = .003); New Trier, Lane and Schurz, thé same; New.Trier
and Cathedral, 3.3% (p = .003); and Lane and Schurz, 3.1% (p = .009)
with Lane, t = -2.79 (p = .006) and Schurz, t = -2.14 (p = .033). Lane
found significance of .8%, t = -2.54 {p = .012) and Lane males accounted
for 2.9%, t = =3.22 (p = .001). Lane and Cathedral males entered to-
getﬁer accounted for 4.2% (p = .000), with Lane, t = 3.55 (p = .004) and
Cathedral, t = =2.095 (p = .037). Cathedral females accounted for 2.3%,

t =2.87 (p = .004) and New Trier females accounted for 1.8%, t = 2.50

(p = .013).

Benevolence

Regressing on Benevolence, the model using Cathedral males accounted
for 3.1% (p = .001), a positive correlation, r = .174, and Cathedral fe-
males accounted for 1.3%, t = -2.44 (p = .033), a negative correlation,

r = -.115.

Leadership

Regressing on Leadership, Cathedral males accounted for 1.2%,
t=-2.07 (p = .039). Lane and Cathedral males entered into the model
accounted for 1.6% (p = .06), with Lane, t = -1.21 and not significant
and Cathedral, t = -2.25 (p = .025). Entered separately, the tutored
group at Cathedral accounted for 6% of the variancé-in leadership (p =

.006) and the tutored group at New Trier accounted for .09% (p = .01)
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Self Esteem

Regressing on Self Esteem, the model entering New Trier and Schurz
accounted for 1.7%, (p = .05), with New Trier not siénificant, aﬁd
Schurz, (p = .014). The model entering New Trier X reading’accounted
for 1.2%, t = -2.05 (p = .04). Entering tutored group males explained
2.6% of the variance in self esteem (p = .003). Lane males accounted
for 4.7%, (p = .005). Cathedral females accounted for 2.2%, t = 2.82 (p
= .005) and the model including Cathedral X reading X female accounted

for 1.2%, t = 2,06 (p = .04). New Trier X reading X female accounted

for 2%, t = -2.68 (p = .008).

Reading

In a backward analysis with reading as the dependent variable and en-
tering all self evaluation variables for New Trier, the saturated model
accounted for 26% (p = .015) of the variance in reading, and omitting

self esteem, the model resulted in 23% (p = 019). In Cathedral, the

full or saturated model accounted for 7.3% (p = .049) and removing self
esteem, resulted in 5.5% (p = .10). Self esteem and conformity together
accounted for 5.7% (p = .004). In Lane, none of the variables entered

separately or together contributed to reading at significant levels.
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Analysis of Hypotheses

Hypothesis One

Hypothesis one stated that there would be a significant relatiocnship
between self concept and reading achievement in a selected group of sec-
ondary school students. In order to test this hypothesis, a Pearson
product-moment correlation coefficient was calculated to determine
whether a significant statistical relatioaéhip existed between the self
concept scores, as measured by the SIV and self esteem academic achieve-
ment test scales, and reading achievement scores, as measured by ISRT
and TAP tests or school records.

Based upon case study findings, as previously described in Chapter &,
New Trier had significant correlations in the total school between read-
ing and support, which were positive, and reading and conformity and
reading and self esteem, which were negative.

Lane Technical had no significant correlations in the total school
between reading and self evaluation scores.

Cathedral had significant negative correlations in the total school
between reading and conformity. Reading and self esteem correlated pe-
sitively (p = .099).

In New Trier, the regular group found reading related significantly
and negatively to conformity, and reading and support correlated nonsig-
nificantly and positively at the .065 leyvel, while the tutored group

found reading and self esteem significantly and negatively correlated.
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In New Trier, males had no significant correlation between reading
and any self evaluation score, however, for females there were signifi-
cant correlations between reading and support, and reading and recogni-
tion, both positive. In the regular group, no signi;icant correiations
were found for males. Females had a significant positive correlation
between reading and recognition, and significant negative correlations
between reading and self esteem, reading and conformity and reading and
benevolence. No significant correlations were found for males in the
tutored group between reading and any of the self evaluation scores.
There were only four females in the tutored group, and they were not
compared.

In Lane, reading in the regular group was not related significantly
to any self evaluation score, although a nonsignificant negative corre-
lation was found between reading and recognition (p = .069). In the
honors group no significant relationships were found between reading and
any of the self evaluation scores.

In the total male or female sample population at Lane, no significant
correlation was found between reading and any self evaluation scores,
although males found reading and recognition correlated negatively and
nonsignificantly (p = .069).

In the regular group, reading correlated nonsignificantly and neg-
atively with recognition (p = .069). Males in the regular group had a
negative nonsignificant correlation between reading and recognition
(p = .055). Females had no significant correlations between reading and
any of the self evaluation scores. Ia the honors group, reading and

recognition correlated nonsignificantly (p = .108). For males or fe-
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males, no significant correlations between reading and any self evalua-
tion scores Were found.

For all males in Cathedral., there were no significant cerrelations
between reading and any self evaluation score. 1In tge total feméle pop-
ulation, reading and benevolence correlated positively and significantly
and reading and conformity correlated negatively and significantly.
Reading and self esteem were also positively and nonsignificantly corre-
lated (p = .081).

Hypothesis one was confirmed as statistically significant regarding
relationships of self concept and cognitive achievement in New Trier and

Cathedral High Schools, with no significant correlations found in Lane

Technical High School.

Hypothesis Two

Hypothesis two stated that there would be differences between groups
on self concept scores. F tests for homogeneity were run and the subse-
quent application of the t-test was computed, for significance, at the
.05 level.

In new Trier, there were nc significant differences between groups on
self concept, however, significance was approached, with the tutored
group higher on conformity (p = .077) than the regular group.

In Lane, no significant differences were found between the regular
and honors groups, however, the regular group was slightly higher on

recognition (p = .10) than the honors group. There were no significant
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differences between groups within schools at New Trier or Lane and Ca-
thedral had no groups, as all students were included in one classroom
grouping. Thus, hypothesis two was not confirmed as statistically sig-

nificant for the groups compared.

Hypothesis Three

Hypothesis three stated that there would be significant differences
on self concept scores by gender within schools. F tests for homogenei-
ty were performed, and the subsequent application of the t-test was com-
puted for significance at the .05 level and nonsignificant correlations
were examined and reported up to the .10 level of significance.

In New Trier,there were no significant differences between sexes in
the total school, although females were higher on independence. There
were significant differences between males and females in the regular
group, however, with females scoreing higher than males on independence.

In Lane, in the total school, females were significantly higher than
males on independence; males were higher on conformity and females were
higher on leadership, although not significantly. There were no signif-
icant differences between males and females in the regular group, al-
though females were nonsignificantly higher on leédership. In the hon-
ors group, between males and females, females were higher on
independence and males were higher on benevolence. Males in the honors
group were also higher on conformity than femsles, approaching signifi-

cance at p = .053.
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In Cathedral, between males and females, females were higher on inde-
pendence, self esteem and leadership and males were higher on benevo-

lence.

There were significant gender differences at Lane and Cathedral, but
not at New Trier, in the total group. Within the groups at New Trier,
however, there were gender differences. Thus, hypothesis three was con-

firmed as significant.

Hypothesis Four

Hypothesis four stated that there would be significant differences on
gself concept scores between schools, and by gender and groups between
schools. Manovas were performed and application of the Duncan Multiple
Range Test examined each self evaluation variable by school variable at
the .05 level to determine differences between schools.

New Trier and Lane were significantly higher than Cathedral on sup-
port; Cathedral was higher than New Trier and Lane on conformity; Lane
was higher than Cathedral on recognition; New Trier and Cathedral were
higher than Lane on independence; and fhete were no significant differ-
ences between the scheools in the sample on benevolence, leadership and
self esteem variables. )

While Schurz was included in the sample for fhe tutored group only,
an examination of the self evaluation mean scores found significant dif-

ferences on support, with New Trier higher than Cathedral and Schurz,

and Lane higher than Cathedral and Schurz; on conformity, with Cathedral
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higher than New Trier and Lane, and Schurz higher than New Trier; on
recognition, with Lane and Schurz higher than Cathedral; on indepen-
dence, with New Trier higher than Lane and Schurz and Cathedral higher
than Lane and Schurz; and on self esteem, with Cathedral higher than

Schurz.

Gender

Comparing self evaluation scores by gender between schools there were
no significant differences between New Trier males and Lane males.

Males in New Trier and Lane were significantly higher on support than
males in Cathedral and mzales in Cathedral were significantly higher on
benevolence than males in New Trier.

Lane females were significantly higher on leadership than New Trier
females. New Trier and Lane females were significantly higher on sup-
port than Cathedral females,rand Cathedral females were significantly
higher on conformity than New Trier and Lane females. Thus, on compari-
sons of sexes between schools, there were significant differences be-

tween males and between females.

Groups

Tutored Groups

Comparing tutored groups at New Trier and Schurz and low level students
at Cathedral, New Trier was significantly higher than Schurz and Cathe-
dral on independence, and Cathedral was significantly higher than Schurz

on self esteem.
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Males in the low level at Cathedral and the tutored group at Schurz
had no significant differences on self evaluation scores.There were no
significant differences between males in tutored groups at New Trier and

Schurz, however, Cathedral low level males were significantly higher

than New Trier tutored males on benevolence.

kegular Groups

Comparing all students above the tutored levels in Cathedral and New
Trier and the regular group at Lane, New Trier and Cathedral were sig-
nificantly higher than Lane on independence; Cathedral was significantly
higher than New Trier on conformity; New Trier and Lane were signifi-
cantly higher than Cathedral on support; and Lane was significantly
higher than Cathedral on recognition. New Trier was nonsignificantly
higher than Cathedral on recognition, approaching significance at p =
.051.

Males at New Trier and Lane were sighificantly higher than males at
Cathedral on recognition and males at Lane were significantly higher
than Cathedral males on support. Males in this group in New Trier and
Lane found no significant difference, but Lane females were significant-
ly higher than New Trier females on leadership. Females at New Trier
were significantly higher than females at Cathedral on support and Ca-

" thedral females were significantly higher on conformity than New Trier
femalesa_ Females at Cathedral were significantly higher than females at
Lane on independence and Léne females were nonsignificantly higher than

Cathedral females on recognition, t = 1.96 (p = .052). -
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Comparing all students above tutored levels in New Trier and Cathe-
dral and all of Lane, the same correlations existed as with the regular
group at Lane. Male correlations were also the same, with the addition
of Cathedral males who were nonsignificantly higher ;han.males at Lane
on independence, -1.85 (p = .068). Also, for females in these groups,
New Trier and ‘Lane females were significantly higher than Cathedral fe-
males on support, and Cathedral females were significantly higher than
Lane females on self esteem.

Comparing students in the regular group from Lane, omitting the hon-
ors group, and students in the middle group at Cathedral, Lane was sig-
nificantly higher on support and recognition, and Cathedral was signifi-
cantly higher on independence.

Comparing males in the regular group at Lane and males in the middle
group at Cathedral, Lane males were significantly higher than Cathedral
males on support and recognition. |

Females in the regular group at Lane and females in the middle group

at Cathedral had no significant differences on self evaluation scores.

High Groups

The high level at New Trier, the honors group at Lane and the high
level at Cathedral found no significant differences on self evaluation
scores between any of the groups on self evaluation scores.

Males in the high level froﬁ New Trier and the'honors group at Lane
were significantly higher than males from the high level at Cathedral on

self esteem.
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Females in the high levels at New Trier had no significant differenc-
es on self evaluation scores from females in the high levels at Cathe-
dral and Lane. Females at Lane were significantly higher than Cathedral
females on support, and Cathedral females were nonsignificantly ﬂigher
than Lane females on self esteem, t = -1.99 (p = .052).

Comparing the regular level at New Trier and the high level at Cathe-
dral, New Trier was significantly higher than Cathedral on support.

From these groups, New Trier males were significantly higher than Cathe-
dral males on self esteem and New Trier females were significantly high-
er than Cathedral females on support.

Comparing students in the regular group at Lane and the high level at
Cathedral found Lane was significantly higher than Cathedral omn suppért,
and Cathedral was significantly higher than Lane on independencg. Lane
students were nonsignificantly higher than Cathedral students on recog-
nition, t = 1.94 (p = .056).-

Comparing males in these groups, Lane was significantly higher than
Cathedral on self esteem. Females at Lane were significantly higher
than females at Cathedral on leadership and Cathedral females were sig-
nificantly higher on independence than Lane females.

Hypothesis four was confirmed as significant, in that there were sig-
nificant differences between schools in self evaluation scores. Groups
between schools, gender between schools, and group by gender between

schools were all significantly different.
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Summary

This chapter has examined the self evaluation differences between
schoels, and between groups and gender within and begween schoolé.
There were significant differences between correlations of self concept
and academic achievement which differed between sexes, groups and
schools. The age factor and the grade levels of students were also re-
lated to the self concept variables. The extent to which these differ-
ences were due to the effects of climate or composition of the schools,
and to the SES levels of the schools will be continued further in Chap-

ter 6, which will include a discussion of these findings and their im-

plications.



CONCLUSIONS

Introduction

The purpose of this study was to determine whether a relationship ex-
ijsts between reading and self concept in a selected group of secondary
students in the metropolitan Chicago area. One of the major guestions
addressed concerned the differences in students' values related to high
and low reading performance. Other questions involved the effects of
school, grouping, and gender on self concept of students.

As discussed in the review of the literature, the relationship be-
tween self concept and academic achievement has long been a matter of
concern for researchers, educators, parents and students. Reading is
basic to student performance in school and is, therefore, one of the
main requisites necessary for success in all areas in school.

While many studies have examined academic self concept, or how one
views his or her own academic ability, the focus of this study was on
general self concept, as it may affect the performance, behavior, atti-
tudes and relationships in all aspects in the life of the student.
Studies which have attempted to separate self concept from ability have
not been successful and causal connections have not been established.

Correlations have been well documented between self concept and suc-

cess or failure in the academic arena, and evidence points to the fact

339
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that student failure in basic subjects is directly related to the ways
students perceive themselves. Studies of juvenile delinquents have
found ﬁhat nearly 100% were significantly below their age and grade in
academic performance.?®® Future plans and aspirations have also been
shown to be clearly related to students' self concept and to their aca-
demic levels in school. Research studies have verified school effects
on students' reading and mathematics achievement2®! as well as the
school’s influence on students' college aspirations.???

The Coleman Report described the relative impact of inputs on
achievement and the differences between outcomes in schools. According
to the Report, even when inputs to the schools were similar, many stu-
dents performed at lower achievement levels, leading Coleman and others,
who concurred with the Repért, to conclude that these variations in out-
put were directly related to the family background of students. Fur-
ther, family background was felt to have the greatest effect on a stu-~
dent's attitudes, expectations and aspirations for higher education.?2??

Critics of the Report believed that the context of the school a stu-
dent attends makes a significant difference on his or her attitudes and
academic achievement and that teacher qualifications, facilities and re-

source expenditures are the most important factors affecting student

3%% E. A. Allen, "Attitudes of Children and Adolescents in School," Ed-
ucational Research 3 (1960), pp. 65-80.

291 Brookover, et. al., Schools Can Make a Difference, p. 220.

292 McDill and Rigsby, Structure and Process in Secondary Schools: The
Academic Impact of Educational Climates Coleman, Campbell, et. al.,
Equality of Educational Opportunity.

293 Coleman, Campbell, .et. al., Equality of Educational Opportunity
Boocock Sociology of Education: An Introductlon p- 207; Jencks, et.
al. Soc1al Stratification and Higher Educatlon," PD. 227 316.
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outcomes.??* Such findings, in accord with Durkheim's conception of "so-

" theorize that social organizations exert an influence upon

cial facts,
the behavior of individuals and shape their behavicr in predictable
ways.2?% Reflecting the complex functions of society, such as the fami-
ly, the home and the neighborhood, a school can also be classified as a
social system with certain measurable qualities which may potentially
and actually make a difference in students' outcomes. That is, values
and attitudes are transmitted to students by way of the school's social-
jzation process.2%®

Educational outcomes are not uniform in our schools and variations
have been shown to exist largely related to SES and racial factors.2??’
Most studies generally agree that the SES of the family and the SES com-
position of the school are closely related. It is suspected that the
student's attitudes and expectations will vary, depending on the school
he or she attends, and that grades often serve as proxies of students'
competence and self worth. Students in schools which emphasize excel-
lence in academic performance may react differently to their academic

scores than students in low performance schools.?®*®

2%% Dyer, "Social Factors and Equal Educational Opportunity,” pp. 38-56;
Wilson, "Residential Segregation of Social Classes and Aspirations of
High School Boys," pp. 836-845; Herriot, "Some Determinants of Educa-
tional Aspiratiomns,” pp. 157-177.

%% Durkheim, The Rules of Sociclogical Method, p. 123; Blau, "Structur-
al Effects," pp. 178-193.

2%¢ Durkheim, Education and Society, pp. 97-99.

2*7 Orfield, "The Chicago Study"; Conant, Slums and Suburbs, p. 45; Re-
port of the Committee on Secondary School Studies, 1983.

3%% McDill and Rigsby, Structure and Process in Secondary Schocls Cole-
man, The Adolescent Society, p. 84&.




342

To review, this study approached school context from two
perspectives: first as the dependent variable, resulting from perform-
ance level and self concept of students, and, second, as the independent
variable, influencing student achievement and self concept. To de?er-
mine the possible contextual effects of schools, a selection of schools
was made based upon SES level, racial composition, school achievement
level and community location.

The sample included two high performance schools, with different SES
backgrounds; one, known as New Trier, is a suburban public school com-
posed of nearly 100% Caucasian students, located in a community of pri-
marily middle to upper-middle class families, and, the other, known as
Lane, is an urban public school of racially mixed composition, made up
of high academic achievement students selected from the larger Chicago
area. The third school, known as Cathedral, an urban private Catholic
school, was composed equally of Hispanic, Caucasian and black students,
from throughout Chicago, and represented a low-middle academic perform-
ance school. The fourth school, known as Schurz, is an urban public
school, which represented a low academic performance, low-middle SES
neighborhood of mixed racial composition, included only the remedial
reading group.

The total sample was made up of 360 students: 69 from New Trier, 35
males and 34 females; 204 from Cathedral, 75 males and 129 females; 66
from Lane Tech., 35 males and 31 females; and 21 from Schurz, 19 males
and 2 females, for a total of 163 males (45.3%) and 197 females (54.7%).

The units of study included both the classroom groupings, levels and
the school. Classroom groupings were treated as intervening variables

to examine for interaction effects among the variables.
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As described in Chapter 3, scores from two self evaluation
questionnaires, The Survey of Interpersonal Values Scale (51V), which
measuréd area specific self concepts, and a non-standardized self esteem
inventory, which measured general self esteem, were correlated with
reading scores obtained from standardized reading tests, the Iowa Silent
Reading Test at New Trier, Tests of Academic Progress, at Lane and grade
point averages at Cathedral.

The self concept measures from the self evaluation questionnaire, as
described earlier in the study were:
Support: Being treated with understanding, being treated with kindness
and consideration.
Conformity: Doing what is socially correct, doing what is proper, being
a conformist.
Recognition: Being looked up to and admired, being considered impor-
tant, attracting favorable notice, achieving recognition.
Independence: Having the right to do whatever one wants to do, being
free to make one's own decisions, being able to do things in one's own
way.
Benevolence: Doing things for other people, sharing with others, help-
ing the unfortunate, being generous.
Leadership: Being in charge of other people, having authority over oth-
ers, being in a position of leadership or power.???

The SIV scores represent bipolar dimensions of conformity and inde-
pendence, benevolence and recognition, and benevolence and leadership.

Conformity and Independence

293 Gordon, Survey of Interpersonal Values Manual, p. 1.
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Conformity correlated positively with orderliness, goal orientation,
endurance, authoritarianism, cautiousness, responsibility, social desir-
abilitf or being socially approved, religious conservatism, inclusion,
docility, dependency, and more bureaucratic propensities and negatively
with variety and independence.

Independence correlated positively with variety and autonomy and neg-
atively with orderliness, cooperativeness, overconventionality, soci-
ability, authoritarianism, wanting others to act close and personal,
wanting to initiate interactions with others, or wanting to be included
by others, bureaucratic propensities, docility and dependency.

Benevolence and Recognition

Benevolence correlated positively with nurturance, friendliness, so-
cial desirability and personal relations and negatively with dogmatism,
bluntness, aggressiveness, competitiveness, exploitiveness, and skepti-
cism and distrust.

Recognition correlated positively with exhibitionism and negatively
with ego strength.

Benevolence and Leadership

Leadership correlated positively with achievement, dominance, con-
trol, ego strength, managerial and autocratic behavior, ascendency, vig-
or, original thinking and Machiavellianism and negatively with bureaun-
cratic propensities, nurturance, docility and dependency.

Support correlated positively with succorance and negatively with ego
Strength.

Studies incorporating the SIV scale have found the conformity trait

to be the variable most related to measures in the cognitive domain when
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compared to verbal, mathematics, intelligence and quantitative tests.??
High scores in conformity and low scores in independence confirmed

studeﬂts' positive attitudes toward highly structured, traditiongl
school environments.®! Counselors rated conformity and benevolence as
the most highly esteemed qualities in a traditional high school. High
school counselors’ subjective opinions on student attitudes were also
more accurate inAidentifying those students who scored high on conformi-
ty and benevolence and those who scored low on support and independence,
based upon personal knowledge of the individual students.??

In a study of achievers, of same sex parents, the achievers' parents
were found to have significantly lower conformity and higher indepen-
dence means than parents of non-achievers.??

Higher conformity scores also related negatively to indices of aca-
demic success, such as grade point averages.?" Students with superior
academic potential scored significantly higher on independence and lower

on conformity than those students of broadly normative samples.?®®

3% Ibid., p. 10; See Appendix C.

*1 Ibid., p. 24.

32 E. Kelly, "Cognitive Complexity of Counselors and Assessment of
Self-perceived Values of Counselees,"” Ph.D. dissertation, State Univer-
sity of New York at Albany (1971), in Gordon (1976b), p. 16.

3% R. Norman, "The Interpersonal Values of Parents of Achieving and
Non-achieving Gifted Children," Journal of Social Psychology 64 (1966),
Pp. 49-57; Gordon, Survey of Interpersonal Values Manual, p. 24.

** E. P. Prien and D. E. Botwin, "The Reliability and Correlates of an
Achievement Index," Educational and Psychological Measurement 26 (1966),
Pp. 1047-52; Gordon, Survey of Interpersonal Values Manual, p. 24.

*®* L. Langland, "Gifted Student Program,” Unpublished report. Universi-
ty of California Los Angeles Counseling Center, (March, 1961); Gorden,
Survey of Interpersonal Values Manual, p. 22.
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Students of both sexes in highly selective colleges, such as Harvard,
Yale and Reed, had very high independence means and very low conformity
means..36 It was also found that the lower the SES level, the higher the
conformity mean in a study of students admitted to University of Illi-
nois. In comparing specially admitted blacks, who did not meet standard
admission criteria, with regularly admitted blacks and Caucasian stu-
dents, the specially admitted blacks had a significantly higher conform-
ity mean score than either of the other two groups.?®’

Medical students who came to UCLA from more highly esteemed colleges
tended to score higher on independence and recognition and lower on con-
formity and benevolence than those from lesser esteemed colleges.?"

Thus, studies found that high conformity traits were those most coften
attributed to lower achieving students and lower SES groups, and low
conformity and high independence scores were those most often attributed
to the gifted and high I.Q. students. Conformity, considered to be one
of the most desirable variables by counselors in traditional school set-
tings, was also found to be the choice of students who preferred this

type of setting.??

*¢ Gordon, Survey of Interpersonal Values Manual, p. 23.

37 . Sherman, "Differences in the Personal and Interpersonal Values of
Negro and White College Freshmen," Ph. D. dissertation, Northern Illi-
nois University (1969); Gordon, Survey of Interpersonal Values Manual,
p. 20.

' I. Mensh, "Orientations of Social Values in Medical School Assess-
ment," Social Science and Medicine 3 (1970), pp.339-347; Gordon, Survey

of Interpersonal Values Manual, p. 23.

i Gordon, Survey of Interpersonal Values Manual, p. 11; See Appendix C.
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A high score on self esteem scale would imply high benevolence and
conformity valuations and low recognition and support valuations, as
found on the SIV scale. The fact that these traits of conformity and
penevolence are most desired by teachers in traditional schools would
jdentify the self esteem scale as a "teacher test". Students with high
scores on the self esteem scale, correlating highly with conformity and
benevolence traits, would be more compliant, obedient and orderly, and
be more able to function well with other students in a workable class-
room environment. Low scores would correlate with the trait of recogni-
tion, related negatively to the self esteem scale, which would identify
the student who does not adhere to classroom rules, and who exhibits ag-
gressive behavior, competitiveness and exhibitionism, and the trait of
support, which would identify the need to be nurtured.

Teachers, in an effort to provide the optimum learning situation for
their students, may prefer the conformity trait over the traits of rec-
ognition and independence. This would lead one to question whether the
choice of these traits by teachers are those which would be best for the
student, leading to greater academic and social érowth of students, or
whether they are merely pragmatic in that they allow for the best class-
room teaching situation. In the name of expediency, teachers with a
bigh student-teacher ratio may prefer this kind of behavior im their
students, and the ﬁore independent student who demonstrates behavior re-

quiring more individualized attention from the teachers would be dis-

© couraged on his or her behavior. Whether our schools reward qualities

which are not the most beneficial for the students' optimum learning is
Dot the subject of this paper, but one which would be useful to address

in future research.
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This study hypothesized that schools affect student outcome and
influence students' aspirations and self expectancy. Two questions ex-
amined were: (1)} Do schools influence student self concept by the stu-
dents' attendance in the school?, or (2) Does the level of academié
achievement affect self concept and do schools have little intervening
effect on self concept? This is asking if students in high achievement
levels in one school are more like those in high levels of academic
achievement in another school than they are like those in low levels of
academic achievement in their own school. These questions translate
into school contextual, compositional aﬁd climate effects upon the stu-
dents in attendance.

To examine for significant differences, the correlation bhetween read-
ing and self concept scores in each school and self concept mean scores
between schools were compared. F ratios computed on these scores were
used to confirm or reject the hypotheses. Where significant F tests were
found, the t-test was used to determine which specific means differed
significantly from each other. The data were tested through computation
of Pearson product-moment correlation coefficient for significance at
the ;05 alpha level, and all correlations up to the .10 level were exam-
ined. Multiple regression analyses were run and t-tests examined dif-

ferences between segments of the population and subpopulation.
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Summary of Hypotheses

The first hypothesis, that self concept is related to reading
achievement in school, was confirmed as significant. New Trier aﬂd Ca-
thedral had significant correlations between reading and self evaluation
scores, with no significant correlations found at Lane. The second hy-
pothesis, that self concept is different between reading groups, was not
confirmed as significant; self concept mean scores of groups within
schools did not differ. The third hypothesis, which stated that gender
differences exist in self concept within each school, and within each
group in the school was confirmed as significant. Finally, the fourth
hypothesis, which stated that there would be significant differences on
self concept scores between schools, and by gender and groups between
schools, was also confirmed as significant.

The hypotheses, as described in the first chapter and discussed in
Chapter 6, Analysis of the Data, will be summarized in the following

paragraphs.

Discussion of Hypothesis One

The first hypothesis, that self concept is related to reading, was
confirmed as significant. New Trier and Cathedral had significant cor-
relations between reading and self evaluation scores, due to females,
with no significant correlations found for males. Lane had no signifi-

cant correlations between reading and self concept scores.
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These findings substantiated the effect of SES on students' self con-
cept. Whereas Lane represented those select students in the top academ-
ic levéls from many schools throughout the metropolitan area of varying
SES backgrounds and neighborhoods, New Trier and Cathedral students rep-
resented more homogeneously defined groups. Lane's lack of significant
correlations between reading achievement and self concept scores may be
due to the heterogeneous SES backgrounds of the the students. This
finding would corroborate the EEQ Report's conclusions that the effects
of school context, composition or climate are not as strongly related to
the student's self concept as is the home background and what the stu-
dent brings with him or her to the school environment.?®'? Klausner also
found members of the same socioeconomic grouping tend to have a more ho-
mogeneous self concept.?!?

Both New Trier and Cathedral were composed of homogeneous groups, New
Trier, by the neighborhood in which the school is located, which is eco-
nomically restrictive, and includes many upper income professional peo-
ple, and Cathedral, by the religious background of the families and the
students' prior education in parochial elementary schools. While Cathe-
dral students' reading scores were skewed toward low scores and New Tri-
er scores were skewed toward high scores, significant negative correla-
tions existed between reading achievement and conformity scores in both
schools, indicating that low scoring students valued conformity more

than did high scoring students. The fact that, although SES, racial

$le Coleman, Campbell, et. al., Equality of Educational Opportunity, pp.
320-322.

*11 Samyel Z. Klausner, "Social Class and Self Concept," Journal of So-
cial Sociology 38 (1953), pp. 201-205.
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factors and performance levels in the two schools were different, yet
both showed some relationship between reading performance and conformity
indicétes that reading achievement was more responsible for the conform-
ity score than the context of the school.

At both New Trier and Cathedral, females had more significant corre-
lations between self concept scores and reading achievement than did
males. New Trier females had the highest number of significant correla-
tions. Significant positive correlations existed between reading
achievement and support and reading achievement and recognition, and
significant negative correlations existed between reading achievement
and conformity and reading achievement and self esteem.

This would substantiate studies which have found females to be more
sensitive to academic achievement and more self critical than males.?®?2
Cathedral females alsc had a significant negative correlation between
reading achievement and conformity, as well as a positive significant
correlation between reading achievement and benevolence. It has been
suggested that females tend to place more importance on academic per-
formance while other factors may be more directly related to males' self
identity.*!? Wylie's study, relating self concept to the ability to do
homework, supported the hypotheses that girls have a more modest self
estimate of ability than boys, and that students whose fathers have
higher occupatiocnal levels are more modest in their self estimate of

ability. Also, that blacks demonstrate a more modest self estimate of

%12 Richman, Clark and Brown, "General and Specific Self Esteem in Late
Adolescent Students,” p. 560.

*12 grikson, Identity, p. 279-280.
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self concept than whites.®'®

Groups

Bivariate correlations between reading achievement and self concept
were examined by groups and levels. The study found no significant cor-
relation between reading achievement and self concept at Lane in the
regular or honors groups, nor for females or males in these groups.

This finding reflected the total scores at Lane, where no significant
differences between self concept and reading scores were found.

The regular group at New Trier had a significant positive correlation
between reading achievement and support and a significant negative cor-
relation between reading achievement and conformity. Males in this
group had no significant correlations, but females had a significant po-
sitive correlation between reading achievement and recognition and sig-
nificant negative correlations between reading achievement and benevo-
lence and reading achievement and conformity. The negative correlation
between reading achievement and self esteem affirmed the relationship of
the self esteem and the SIV measures, with positive correlation on rec-
ognition and negative correlations on benevolence and conformity. The
tutored group had a significant negative correlation between reading and

self esteem, as did tutored males.

31% Ruth Wylie, "Children's Estimates of Their Schoolwork Ability as a
Function of Sex, Race and Socioceconomic Levels," Journal of Personality
31 (June, 1963), pp. 203-224.
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Of the two levels which comprised the regular group at New Trier, the
middle level had no significant correlations between reading achievement
and anf self evaluation scores, nor did males or females in this }evel,
however, the high level indicated a significant positive correlation be-
tween reading achievement and recognition and a significant negative
correlation between reading and self esteem. These were due to females'
scores and no significance was found for males.

That no significant correlations were found between reading and self
concept in the middle level may indicate a heterogeneously defined
group, or it may imply that academic achievement did not have an impor-
tant effect on the self concept of these students. Included in the mid-
dle level were students who may be underachievers, as well as students
who were performing at their ability ievel.

These "average" students are often those who are "caught in the
cracks" and who are largely ignored. They do not present discipline
problems and generally go unnoticed. Often these students are unmoti-
vated, doing only what is required of them. They have been shown to
take less advantage of the resources available to them than the high
achievers do.?'® These middle level students may have other nonacademic
interests, such as jobs, cars, "hanging out with friends" or watching
TV, and may be less inclined to be as concerned about grades. Competi-
tion in school achievements would be expected to be less keen in this

sector of students than in the high achievement level.

*1% Bidwell and Kasarda, "Conceptualizing and Measuring the Effects of
Schools and Schooling," pp. 401-426.
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That high reading achievement females had a positive correlation be-
tween reading and recognition scores and a negative correlation between
readiﬁg and self esteem scores at New Trier may demonstrate thei; need
to be admired and to attract faveorable notice and recognition. Because
high reading achievement males had no significant correlations between
reading and any self concept variables, reading achievement was assumed
to have less influence on males' self concept.

At Cathedral, where levels were defined by reading grade point aver-
ages, no significant correlations were found between reading and self
evaluation scores for the low level. For the middle level, a signifi-
cant positive correlation was found between reading and benevolence, and
for the high level, reading and support correlated positively and sig-
nificantly.

As at New Trier, only the low level males at Cathedral had signifi-
cant correlations between reading and self evaluation scores, with read-
ing and leadership and reading and independence significantly and neg-
atively correlated. That low achieving males valued leadership and
independence more than males who scored higher on reading in this level
may imply a defiance of rules and a desire to control or dominate. The
leadership trait, as defined by the SIV manual, incorporated defiance of
bureaucratic rules and the desire to be in charge. Another study has
acknowledged that males may use defensive attitudes as a means of coping
with defeat.?!® Females who scored lowest in reading in the low level
valued conformity more than females who scored higher on reading in this

level. This would also agree with studies which found lowest levels of

*1¢ Hauck and Loughead, "Adolescent Self-Monitoring," p. 573.
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academic achievers and lowest SES groups to be more affected by the
norms of the group and in more conformity with the rules.’!’ Thus, males
and fe@ales at Cathedral handled failure differently, males were more
defiant and females were more conforming.

No differences were found between males in the high or the middle
levels, but middle level females had significant positive reading
achievement and benevolence correlations and significant negative read-
ing achievement and recognition correlations, and high level females had
significant positive reading achievement and support correlations. Be-
nevolence and recognition represent two ends of a continuum and the
duplicity of scores in the middle level females would confirm a high be-
nevolence trait, which may be due to the religious indoctrination of
these students. The scores would imply that these average academic per-
formance females may not be as competitive and grades may not be as im-
portant to them as they are to the high level, whereas understanding and
tolerance and relationships with other students may be of more value.
That highest level females valued support agrees with other studies, im-
plying a need in the high achieving females to communicate and to be un-
derstood.?®

The total study found no significant correlations between reading and
self concept scores for middle and high level males at New Trier, Lane
or Cathedral, and only low level males at New Trier and Cathedral had
any significant correlations. This finding would imply that males have

found other means than academic achievement by which to establish their

317 1hid.

3% Gordon, Survey of Interpersonal Values Manual, p. 24.
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identity and self concepts.

Discussion of Hypothesis Two

The second hypothesis, that self concept of students would differ be-
tween reading groups within schools, was not confirmed as significant.
No significant differences were found between tutored and regular read-
ing groups at New Trier, nor honors and regular reading groups at Lane.

At Lane, males in the honors group were significantly.higher than the
regular group males on benevolence, and females in the honors group were
significantly higher than the regular group females on independence.

No significant differences were found between males at New Trier in
the tutored and regular groups. Although females in the regular group
were significantly higher than females in the tutored group on support,
with only four females in the tutored group, this was not an important
finding.

Students' perceptions of their ability to function successfully in
the school system and others' perceptions and evaluations of them have
been found to affect student performance and self esteem.?’? The effect
of the students' status role within the group made a significant contri-
bution to his or her expection of outcomes, which, although limited, was

independent of composition and climate.?2°

¥1% Boocock, Sociology of Education: An Introduction, pp. 224-225.

328 Brookover, et. al., Schools Can Make a Difference, p. 229.
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In this study, segregating by groups did not affect students’' self
concept. Groups were examined in the two high performance schools.

A étudy has suggested that it is only if students relate to the level
in which they have been placed and if they believe this level to be in-
ferior or superior to others that it will affect their self concept.??!?

A meta-analysis of findings of fifty-two studies in ability grouping
in secondary schools, which examined four major areas; student achieve-
ment, self concept, attitude toward subject matter and attitude toward
schools, showed findings to differ on results of student self concept.
The benefits from grouping were small, but significant, on academic ex-
aminations and grouping practices did not appear to influence students'
attitudes toward themselves or their schools.?2?

Brookover found that instructional units, or tracks, which tended to
be associated with student ability, SES, and academic motivation, were
better measures of student outcomes than the school the student attend-
ed.*?? He also found grouping was less related to school composition
than to students' relationships within the groups.®?* The importance of
peers in the school has also been found to affect the behavior and

achievement of students and their aspirations.??®

*21 Boocock, Sociology of Education: An Introduction, pp. 224-225.

*22 ¢, Kulik and J. Kulik, "Effects of Ability Groupings on Secondary
School Students: A Meta-Analysis of Evaluation Findings," American Edu-
cational Research Journal 19:3 (Fall 1982), pp. 415-428.

323 Brookover, et. al., Schools Can Make a Differemce, p. 229.

325 Thid.

?2% Boocock, Sociology of Education: An Introduction, p. 207; Campbell
and Alexander, "Structural Effects and Interpersonal Relationships," pp.
284-289.
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It has been suggested that the classroom, as unit of analysis, has a
measurable effect upon the student's achievement and values, and that
schoolé create inequalities by the fragmentation of students intov
groups,*2?® While student grouping did not appear to be related to self
concept for the subjects in this sample, and the findings would suggest
that grouping was not a significant effect, differences between levels
of achievement within schoolé were substantiated. Thus, the students'
achievement level was more important to self concept than the group ef-
fect.

0f the two levels at New Trier within the regular group, the middle
level and the high level, there were no significant differences on self
concept scores, nor did males differ between these two levels. However,
females in the high level were significantly higher on conformity than
females in the middle level, a finding which confirms the lack of sig-
nificant correlations between self concept and reading achievement in
middle level females.

Between the middle and the low level, the middle level students had
significantly higher self esteem scores than the low level, and the low
level had slightly higher conformity scores (p = .076) and slightly low-
er benevolence scores (p = .097) than the middle level. Males in the
middle level had significantly higher scores on self esteem and slightly

higher scores on benevolence (p = .084) than males in the low level.

326 parsons, '"The School Class as a Social System," pp. 297-318; McDill
and Rigsby, "Instructional Effects on the Arademic Behavior of High
School Students,” pp. 188-199.
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Between the low and the high level, no significant differences were
found, but low level students were slightly higher on conformity scores.
Malesrin the high level were slightly higher on self esteem than_males
in the low level. Females were not compared, with only four females in
the low level.

At Cathedral, comparing the low and high reading achievement levels,
the low level was significantly higher on conformity and older than the
high level, with significantly more males in the low level, and the high
level was significantly higher on independence and included more females
than males. Males in the high level were significantly higher on self
esteem than males in the low 1éve1, while males in the low level were
significantly higher on conformity and significantly older than males in
the high levgl. Females in the high level were significantly higher on
benevolence than females in the low level and females in the low level
were significantly older than those in the high level.

The low and the middle levels had no significant difference, however,
the middle level students were slightly higher on self esteem (p = .066)
and leadership (p = .069) and were in higher grades, with significantly
more females in the middle level than in the low level.

Comparing the high and middle levels at Cathedral, no significant
differences were found. The high level was slightly higher on indepen-
dence (p = .079) and the middle level was significantly older and in
higher grades than those in the high level. Significantly more females
in the high level may have affected this score. Comparing males in
these groups, males in the middle level were significantly higher on

self esteem than males in the high level, and high level males were sig-
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nificantly older than middle level males. Females in the middle level
were significantly older and in higher grades than females in the high
level; but no significant differences on self evaluations were found be-
tween females in the two groups.

This would concur with other studies using the SIV questionnaire,
where low achievers were found to have higher conformity scores than
high achievers. Independence, more highly valued in the high level than
the low level, may have been related to the age and gender factors.
There were significantly more females in the high level than males, who
were also older than males in this level. Thus, at Cathedral, low and
middle levels and middle and high levels were alike on self concept with
the only significant difference being between males in the middle level
who were higher on self esteem than males in the high level. Signifi-
cant differences between the high level and the low level were found for
both sexes on the conformity and independence values with the high level
students scoring lower on conformity and higher on independence than the
low level students.

While student grouping did not appear to be related to self concept
for the subjects in this sample, significant differences were found be-
tween reading achievement levels. It is suggested, therefore, that fu-
ture studies acknowledge this compounded effect due to group placement

based upon academic achievement levels.
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Discussion of Hypothesis Three

The'third hypothesis, which stated that gender differences on self
concept would exist within each school, and within each group in the
school, was confirmed as significant. Significant differences were
found between sexes across groups at Cathedral and Lane, but not at New
Trier. At Lane, females were significantly higher than males on inde-
pendence. At Cathedral, females were significantly higher than males on
independence, self esteem and leadership, and males were significantly
higher than females on benevolence.

Differences were found between sexes at New Trier in the regular
groups where females were significantly higher than males on indepen-
dence. They were also older and in higher grade levels than males. No
significant differences were found between males and females in the mid-
dle and high levels or the low and high levels, although there were sig-
nificantly more males in the low level and significantly more females in
the high level. Males in the middle level were slightly higher on con-
formity than females, .i.e., p < .10. Middle level females may be more
concerned about other things than academic studies and, in this sense,
would be less conforming to the rules which society and the school have
established.

At Lane, no significant difference was found in the regular group be-
tween males and females, although females were slightly higher on lead-
ership than males (p = .052). In the honors group, males were signifi-
cantly higher on benevolence and higher on conformity at levels

approaching significance (p = .053), and females were significantly
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higher on independence. Again, this may have been due to the age fac-
tor, with females being older than males.

At Cathedral, in the low level, males were significantly higher omn
benevolence than females, and females were significantly higher on lead-
ership and independence than males; in the middle level, males were
slightly higher (p = .068) on benevolence than females; and in the high
level, females were significantly higher on self esteem than males.
Males higher scores on benevolence may have been due to the Catholic
school background training, although it is not known why they should
surpass girls. A further study on these findings would be useful.

Gordon's overall comparisons of gender in the high school sample
found females to be significantly higher on support, conformity, and be-
nevolence and males to be significantly higher on independence and lead-
ership.®?’ The current study did not support these findings. However,
the fact that schocls in the sample were selective may have been re-
flected in the results. Age, gender and grade level were found to be
strongly related to independence scores. Females who were older and im
higher grades than males were generally higher on independence than
males.

As previously discussed, girls have been shown to mature earlier than

boys, physically, emotionally and intellectually,®2* and have been found

%27 1bid.

2% p, H. Eichorn, "The Berkley lLongitudinal Studies, Continuities and
Correlates of Behavior," Canadian Journal of Behavioral Science 5
(1973), pp. 279-320; R. Prawat, H. Jones and J. Hampton, "Longitudinal
Study of Attitude Development in Pre, Early and Later Adolescent Sam-
Ples,” Journal of Educational Psychology 71:3 (1979), 363-369; A. Ges-
sell and L. Ilg, Youth: The Years From 10 to 16 (New York: Harper and
Row, 1951).
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to be generally superior to boys in reading ability and other verbal
activities.???

Thé number of boys in remedial reading groups and clinics at the ele-
mentary level exceeds girls by a ratio of ten to one according to the
National Education Association.??®® The present study concurred with
these findings, where females scored higher in reading than males, where
significantly more females were in high level reading classes than males
and significantly more males were in the remedial reading classes than
females in each of the schools examined. Studies also have found that
boys tend to perform higher on arithmetic than girls and girls tend to
be better in reading and vocabulary than boys.???!

Males, as less able readers tham girls since early elementary grades,
may have learned to use nonacademic activities to establish their iden-
tity, such as athletic ability and other forms of achievement.?*®? Thus,
males may be able to disassociate academic scores from their self con-
cept. Berger also felt that females' self concept stems from social

certainty, while males rely on other sources for their self concept.®??

329 y_ Barbe and W. Grilk, "Correlations Between Reading Factors and
I.Q," School and Society 75 (March 1952), pp. 134-135.

330 National Education Association, "Ability Grouping," p. 15.

331 ¢, Dwyer, "Influence of Children's Sex Role Standards on Reading
and Arithmetic Achievement" Journal of Educational Psychology 31 (1975),
pp. 674-685.

*32 Coleman, The Adolescent Society, p. 84.

333 ¢, R. Berger, "Sex Differences Related to Self Esteem Factor Struc-
ture,” Journal of Consulting and Clinical Psychology 34:4 (1968), pp.
442-446,
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In one study which assessed the effects of gender, race and social
class on the self esteem of high school students found females, whites
and 16Wer social class adolescents were consistently lower in their self
esteem scores than were males, blacks and upper SES teenagers. White
females were found to be lower in general self esteem and happiness than
all other gender by race subgroups. High SES white students were lower
on the happiness and behavior self esteem measures than black students
and white middle class students; and black males and white females were
less confident in their school ability than were black females and white
males.??*

A study of sex-role stereotypes which examined college women and men
found women held negative values of self worth relative to men.*?% An-
other study found boys tended to act out their aggressions, while girls
were more apt to conceal or to internalize them, allowing boys to remove
some of the self judgments based upon their accomplishments and achieve-
ments, or lack of them in the classroom. That males had little or no
relationship between academic scores and self evaluation scores in this
study and that females had many significant correlations between reading
and self evaluation scores may be due to the fact that females are less

external and more achievement motivated than males.??®

33% Richman, Clark and Brown, '"General and Specific Self Esteem in Late
Adolescent Students," pp. 555-566.

%3% Paul Rosenkrantz, et. al., "Sex-Role Stereotypes and Self Concepts
in College Students,” Journal of Consulting and Clinical Psychology 32:3
(1968), pp. 298-295.

33¢ Erikson, Identity: Youth and Crisis, p. 269.




365

Erikson has further suggested that some females, as they reach ado-
lescence, may be apt to depart from their feminine roles and take on the
rolesrof their male counterparts, and may revolt and become more rebel-
lious in their effort to find their identity.3?7

In the current study, while race was not examined, females in New
Trier, who were white, upper SES subjects, and females in Cathedral, who
were from lower SES backgrounds and represented a mixed racial popula-
tion, had significant reading achievement and self concept correlations,
while males had little or none, and none were found for males at Lane.
This would seem to infer that females, whether of white or mixed racial
groups, were more sensitive to reading scores than were males and that
racial variables were not as important as gender in the present sample.

This finding agrees with another study which found boys were higher
on dominance scores and girls were higher on love scores, whether black
or white, however, black males had much higher dominance scores than
white males.®?* Still another study found more differences in self con-
cept between black and white males than between black and white fe-
males.*??

That social class and education influence sex-role stereotypes was
verified in a study by Rabban, with more differentiation found between

working class children than middle class children.®*® The current study

337 Ibid.

138 Robert McDonald and Malcolm Gynther, "Relationship of Self and Ideal
Self Descriptions with Sex, Race and Class in Southern Adolescents,"
Journal of Personality and Social Psychology 1:1 (1965), p. 86.

#3% §., E. Harris, "Family and Student Identities: An Exploratory Study
in Self and We-Group Attitudes," Journal of Negro Education 34 (1965),
pp. 17-22.
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also found fewest differences on self concept scores between sexes in
New Trier and most differences in Cathedral. These findings would indi-
cate that sex variables must be included in analyses of self concept, as

well as differences between races in males and females.

Discussion of Hypothesis Four

The fourth hypothesis, which stated that there would be significant
differences on self concept scores between schools was confirmed as sig-
nificant by scheol, and by group, gender, and group by gender interac-

tions between schools.

Schools

In a comparison of schools in the sample, Cathedral was higher than
New Trier and Lane on conformity, while Lane and New Trier were higher
than Cathedral on support, and New Trier and Cathedral were higher than
Lane on independence. Lane was higher than Cathedral on recognition,
and New Trier was slightly higher than Cathedral on recognition.

Cathedral, highest on conformity and lowest on support, represented
the lowest academic and probably the lowest income level of the three
schools. Findings in the current study would agree with studies related
to SIV scores, where conformity scores were found to be highest in low

SES and low income levels and among low academic achievers. Support, in

340 M. Rabban, "Sex Role Identification in Young Children in Two Diverse
Groups," Psychology Monographs 42 (1960), pp. 81-158.
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opposition, attributed to high achievers, was higher at New Trier and
Lane than at Cathedral. While students at New Trier and Cathedral were
highef on independence than Lane, they were also significantly older,
and this was found to be a main factor related to the independence vari-
able.

Bieri and Lobeck's study of adolescents found significantly higher
dominance scores, of assertiveness and aggressiveness, in the upper
class subjects and lower dominance in the lower class subjects.?*!

Differences between self concept of students by SES have been veri-
fied in a number of studies. A study of gifted students found SES cor-
related with self concept.?®"*? Georgeoff found white children of lower
SES had lower self concept than white children of higher SES.2?*® Another
study, comparing two schools of high and low SES levels, did not find
any influence from SES background on students' self perceptions, nor did
students from lower SES communities demonstrate more negative attitudes
towards themselves.*** Using different measures, a study found no ef-

fects from social class, but did find that race and sex influenced emo-

341 J, Bieri and R. Lobeck, "Self Concept Differences in Relation to
Identification, Religion and Social Class," Journal of Abnormal and So-
cial Psychology 62 (1963), pp. 1i2-116.

¥*2 Dean K. McIntosh, "Correlates of Self Concept in Gifted Students,"
Unpublished Docteoral Disseration, University of California, Los Angeles,
27 (1966).

343 p_ J. Georgeoff, "The Effect of the Curriculum upon the Self Concept
of Children in Racially Integrated Fourth Grade Classes," Paper at the
American Educational Research Association Annual Meeting, Chicago, (Feb-
ruary, 1968).

3%% Donald Godbold, "A Comparison of Attitudes Towards School, Self Per-
ception and Achievement of Eighth Grade Pupils Attending Junior High
Schools in Communities of Different Levels of Economic Affluence," Un-
published Doctoral Dissertation, University of Michigan, Ann Arbor, 28
(1967).
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tional states, physical well being and interests.?"®

While Cathedral and Lane were both representative of lower SES and
mixed-racial schools, Lane students were significantly higher on recog-
nition than Cathedral, which may reflect the religious background of Ca-
thedral students, since benevolence and recognition represent bipolar
traits on a continuum. No differences were noted between New Trier and
the other schools in the study.

SES and performance levels, as well as urban and suburban locations,
private (Catholic) versus public schools and racial compositions between
schools were compared and students were found to have different self
concept scores depending upon the school which they attended. Differ-
ences in self condept may become meore pronounced in secondary schools
than in elementary schools. Elementary schools have been found to be

more alike, whereas in secondary schools, school effects become more no-

ticable, 3*®

Gender Between Schools

Comparing self evaluation scores by gender between schools revealed
no significant differences between New Trier males and Lane males. New
Trier and Lane males were higher than males at Cathedral on support and
males at Cathedral were higher than males at New Trier on benevolence.

The higher support score may be attributed to higher achievers at New

*45 Robert McDonald and Malcolm Gynther, "MMPI Differences Associated
with Sex, Race and Social Class in Two Adolescent Samples,” Journal of
Consulting Psychology 27 (1963), pp. 112-116.

34% Andrew Greeley and Peter Rossi, The Education of Catholic Americans
(Chicago: Aldine, 1966).
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Trier and Lane than Cathedral. The religious training at Cathedral may
be responsible for the higher scores on benevolence for those male stu-
dents‘compared to The religious training at Cathedral may be responsible
for the higher scores on benevolence for those male students compared to
males at New Trier. While not significantly different from Lane, New
Trier males were also lower on benevolence than Lane males, which may be
attributable to the high SES, white students New Trier, which differed
from the other two schools in the sample. New Trier and Lane males were
similar in negative binary variable correlations between reading and
self esteem.

Females at Lane and New Trier were also higher than females at Cathe-
dral on support. Cathedral females were higher on conformity than New
Trier or Lane, and Lane females were higher than New Trier females on
leadership. Both males and females at Lane and New Trier were higher on
support than those at Cathedral, a trait attributed to higher achieving
students.

Gender differences were found to exist between schools in the samples
examined, as were. correlations between reading and self evaluation

scores of males and females.

Groups Between Schools

Tutored Groups

In the tutored groups at New Trier and Schurz, and the low level at
Cathedral, New Trier students were significantly higher than Schurz and
Cathedral on independence, and Cathedral students were significantly

higher than Schurz on self esteem.
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Because of the low numbers of females in the low academic achievement
levels, males in these groups were compared. No significant differences
on self evaluation scores were found, except that Cathedral low level
males were significantly higher than New Trier tutored males on benevo-

lence, as was the total sample of males in Cathedral.

Regular Groups

Comparing all students above the tutored levels at Cathedral and New
Trier, and all students at Lane, New Trier and Cathedral were signifi-
cantly higher than Lane on independence. Cathedral was significantly
higher than New Trier on conformity. Lane was significantly higher than
Cathedral on recognition, while New Trier was higher than Cathedral on
recognition, at a level approaching significance , t = 1.97 (p = .051).
New Trier and Lane were significantly higher than Cathedral om support.

Differences between males in these groups found Lane higher than Ca-
thedral on support, and New Trier and Lane males higher on recognition
than Cathedral males. No significant differences on self concept scores
were found between New Trier and Lane males. Females at New Trier and
Lane were higher than Cathedral females on support and Cathedral females
were higher than Lane on self esteem. Cathedral females were higher on
conformity than New Trier females and Lane females were nonsignificantly
higher than Cathédral females on recognition, t = 1.96 (p = .052).

Comparing students in the regular group from Lane and students in the
middle group at Cathedral, Lane was significantly higher on support and
recognition, and Cathedral was significantly higher on independence. Of
males in these groups, Lane males were significantly higher than Cathe-
dral males on support and recognition, while females in these groups had

no significant difference on self evaluation scores.
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High Groups

Between the high level at New Trier, the honors group at Lane and the
high level at Cathedral, no significant differences on self evaluation
scores were found. Males in the high level at New Trier and the honors
group at Lane were significantly higher than males in the high level at
Cathedral on self esteem. Females in the high level at New Trier had no
significant differences on self evaluation scores from females in the
high levels at Cathedral and Lane. Lane females were significantly
higher than Cathedral females on support, and Cathedral females were
slightly higher than Lane females on self esteem, -1.99 (p = .052).

That no significant differences were found between high levels of
achievers in each of the schools would substantiate the hypothesis that
students formed their self concept on the success of their academic
achievement level related to their own schocl. The self concepts may
have been formed prior to entry into secondary school, where students
had experienced academic success compared to the other students in their
respective elementary schools. While causal claims cannot he made re-
lated to self concept and academic achievement, the relationship has
been shown to exist. In this sense, these students were more like stu-
dents in similar academic achievement levels at other schools than they
were like students of different academic achievement levels in their own
schools.

These findings concur with Coopersmith, who accounted for the small
differences between self concept of children from varying SES levels,
that "individuals gauge their individual worth by their achievement and

treatment in their own interpersonal environments rather than by the
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more general and abstract norms of success ... in direct terms of their
day-to-day relationships."?*’

High level males at both New Trier and Lane were higher than high
level males at Cathedral on self esteem., The traits measured on the
self esteem scale reflects high conformity and benevolence traits and
low recognition and support scores. Because these are combined traits,
it can only be surmised that they are measuring these variables com-
bined, and not the strength of the individual variables.

New Trier and Cathedral females shared the same self concept values,
and no significant differences were found between New Trier and Lane,
however, Lane females showed a higher value of support than Cathedral,
which is a variable attributed to higher achievement levels.?*?

The regular level at New Trier was significantly higher than the hiéﬁ
level at Cathedral on support. In these groups, New Trier males were
significantly higher than Cathedral males on self esteem and females at
New Trier females were significantly higher than Cathedral females on
support.

Students in the regular group at Lane and the high level at {athedral
found Lane students were significantly higher than Cathedral on support,
and Cathedral students were significantly higher than Lane on indepen-
dence. Lane students were nonsignificantly higher than Cathedral stu-
dents on recognition, t = 1.94 (p = .056). Males in these groups at
Lane were significantly higher than Cathedral on self esteem and females

at Lane were significantly higher than Cathedral on leadership and Ca-

347 5, Coopersmith, "Studies in Self Esteem,” Scientific American, 218:2
(February, 1968), pp. 96-106.

**% Gordon, Survey of Interpersonal Values Manual, pp. 20-22.
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thedral significantly higher on independence.

Comparing only the highest level of Cathedral with the regular group
at New Trier, and omiting the honors group and comparing only the regu-
lar students at Lane with the highest performers at Cathedral to more
closely correlate student scores, male students were the same as on com-
parisons of the highest levels in each school, however, females in Lane
were no longer significantly higher on support scores, although they
were significantly higher for New Trier females, than Cathedral females.
As discussed earlier, both New Trier and Lane females were found to be
higher than Cathedral females on support, and this would be indicative
of their higher academic levels over Cathedral students. While at Lane,
it was due to females in the high levels, at New Trier it was due to fe-
males in the middle and high levels combined, and comparing only highest
levels in each school did not find any difference. This would be an-
other reason for examining each level within each group in future stud-

ies.

Discussion of School Context

In lecturing to hundreds of schools in the midwest, over the past ten
years, the researcher observed differences in school climates within the
schools, which seemed to vary greatly. The aspects of the school commu-
nity, race, ethnic background, level of SES and income and academic lev-
el of the school may have caused students within the school to view

themselves in certain ways. Further, this may explain the values which
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students placed on learning and their attitudes toward school. Because
it was suspected that school context, composition and climate may have
affecfed student's attitudes and behavior, the question arose, "Would
students in high performance schools value academic scores more than
those students in low performance schools and, further, would they react
differently to low academic scores than would students in low academic
performance schools?", and "How would this relate to the students' self
concepts?"

Brookover examined these questions and found that students in majori-
ty black schools were not as affected by low scores as were students in
majority white schools, and that academic performance mattered more to
the students in high SES schools than to students in low SES schools,
whether white or black majority.?**?

Coleman also found that studeﬁt self concept was based upon the stu-
dent's ability to perform in those areas of activities which the school
deemed important, and this varied by schools, depending on whether
schools valued academic performance or athletic activities more.35°

Two factors which might not be considered relevant in inner city
schools, but which are important in an affluent suburb, are the high de-
gree of competition and the pressure on the student to be accepted at
the more prestigious universities and colleges. One study found more
than three times as many gifted children in schools in an affluent com-

munity as in an average small town or city school.®®! In another study,

349 Brookover, et. al., Schools Make a Difference, pp. 96-97.

35% Coleman, The Adolescent Society, p. 84.

¥%1 Thomas and Crescimbeni, Guiding the Gifted Child, p. 10.
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it was found that students in higher SES groups were more self critical
when they did not perform at top levels most of the time.?®?

In this study, both New Trier and Lane represented high perfo;mance
schools while Cathedral represented the more academically able students
from parochial schools in the area. Scores in reading and mathematics
were higher at New Trier and Lane and number of students in college
preparation classes exceeded that of other public schools in the Chicago
area.?®? While exact numbers of Cathedral students who planned to attend
college were not obtained, those students who were the highest achievers
would be those expected to go on to college. For this reason, a compar-
ison of these students in the high levels in each of the three schools
was made. No significant differences on self concept were found. While
academic scores in New Trier and Lane would have been higher than Cathe-
dral, this study measured the relative level of reading achievement
within each schocl with self esteem scores.

Those who were highest achievers found a measure of success related
to the other students within their own school. Whether self concept is
shaped by the schocl or by the relationship of the student to his or her
peers, it is suggested, based upon the findings in this study, that the
relative status of the student's level of achievement within the school
was influential in forming self coﬁcepts.

Although mean scores on self concept differed between schools, no
significant differences were found between the students in the higher

levels within each of these three schools, nor tutored groups at New

382 Coles, "The Children of Affluence," pp. 53-64.

3%3 prfield, "The Chicago Study."
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Trier and Schurz, which were the only two groups examined. Differences
were greater within schools between high and low levels than they were
between schools in the same levels of achievement. This would indicate
that the level of achievement of students within their own schools had
more effect on their self concept than did context of the school. The
self concept of students in these levels were alike, no matter which
school they attended. Thus, future studies should lock at the equiva-
lent levels of students when comparing between schools for more accurate
conclusions.

In Chapter 1, demographic comparisons were made between schools.
Schurz was included in the study to examine tutored groups of students
in reading at a low performance, low SES urban schocl with those at a
high performance, high SES suburban school. The low level reading stu-
dents at Cathedral were also used in this comparisom. Schurz contained
28.5% of low income students, New Trier, .9%, and Cathedral, although no
data on this point was available, would be expected to fall in a lower
income bracket, as well, based upon data from Coleman's comparisons of
public, private and Catholic schools.?®* These differences in income and
SES would also be expected to reflect differences in values related to
students' attitudes toward education and college aspiratioms.

A comparison of the schools in The Illinois Report Card?®® showed the
amount of £esources for instruction of students, teacher's and adminis-
trator's salaries was higher for New Trier than for Lane and Schurz.

The teacher student/ratic was also lower at New Trier than either Lane

3%% Coleman, Hoffer, and Kilgore, High School Achievement: Public, Cath-
olic and Private Schools Compared, p. 123.

15% See Appendix A, Tables 45-47.
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or Schurz, and, again, based upon Coleman data, would be expected to be
higher at Cathedral,.

The effect of resources and the teacher salaries, $40,000 in New Tri-
er and $31,000 in the Lane and Schurz district, would imply that ﬁew
Trier could choose more experienced and better qualified teachers. Per
capita student tuition at New Trier was $5,500 as compared to $3,300 in
the Lane and Schurz district, and probably lower at Cathedral, based
upon the information from the Catholic diocese.?®¢

New Trier and Lane were similar on performance levels, i.e., scores
on the ACT, the SAT and math and reading, although they differed on SES
factors, location and income levels, as reported on the Illinois Report
Card Data. Income levels varied from .9% low income in New Trier to
19.% low income in Lane.?%7

In the total school sample, Cathedral was lower on support and higher
on conformity than New Trier and Lane, and Lane was higher on recogni-
tion than Cathedral. As discussed earlier, this would agree with find-
ings in studies using SIV scales which have suggested that low SES and
low academic performance have higher conformity values, while support
was valued more by those with higher SES and academic ability.*%* Cathe-
dral, which was higher than New Trier and Lane on conformity values and
lower on support than either school, was also the the lowest in academic
scores and in SES background. New Trier and Lane, as high performance

schools, had no significant difference between students on self evalua-

3%¢ Cathedral case study, Chapter 4.
357 See Appendix A, Table 45.

3%% Gordon, Survey of Interperscnal Values Manual, pp. 20-24.
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tion scores. These findings imply that SES was not as important a
determinant of self concept as was the performance level of students.
Because the three schools in this sample were selective schools, in one
or another sense, it is expected that parental involvement would be high
and that concern for the students' education would be of value to these
parents. The findings may be reflecting this fact, although it has not
been directly assessed.

While Gordon's studies showed that gifted males and females, high
achievers, and high SES students had higher scores on independence than
their counterparts,®®? the present study found the variable of indepen-

dence to be most highly related to age and gender.

Discussion of Age

The adolescent is in a fluctuating stage of formation of self con-
cepts and age must be considered as a major factor in the self evalua-
tion which a student makes. This is a time of searching for identity
and may be as changeable a period as any time in the individual's devel-
cpment, which brings a word of caution, in labeling a child or making
solid decisions on a student's self concept, which may change during ad-
olescence.

Puberty is a time of physical change, emotional turbulence, pressures
by peer groups, fear of not measuring up to expectations by teachers and

parents and concern for personal appearance, and general social behav-

*$% Tbid., pp. 20-24.
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ior.*®? A positive self esteem is necessary during this transitional
period, where students have stress due to conflicts regarding indepen-
dence; sexuality, morality and vocational choice or career aspira-
tion.3%?

Adolescents' attitudes toward self and toward achievement, in a group
of pre, early and later adolescents, found the amount of attitudinal
change at each age level varied with the kind of attitude being as-
sessed.*®? Early adolescence was found to be a time of major quantita-
tive and qualitative change in important attitudes and perceptions, and
the greatest amount of change occuring in attitudes toward achievement
was found in the older adolescent group. Preadolescence was found to be
the pericd where the most marked change in locus of contrel attitudes
took place.

SIV studies have indicated that age was a strong correlate of inde-
pendence and conformity traits. In medical students between the first
and second year, and nurses in their first year and senior years, sig-
nificant increases were found on independence and significant drops were

found on conformity.®*®?® Male college students' scores, upon entrance and

3% Jerome Kagan, '"The Conception of Early Adolescence,” Journal of the
American Academy of Arts and Sciences (1971), pp. 190-196.

3€1 y. W. Purkey and J. M. Novak, Inviting School Success (Wadsworth
Publishing, Belmont, Ca. 1984).

382 prawat, Jones and Hampton, "Longitudinal Study of Attitude Develop-
ment in Pre, Early and Later Adolescent Samples,” p. 365.

%3 Gordon and I. Mensh, "Values of Medical School Students at Different
Levels of Training," Journal of Educational Psychology 53 (1962), pp.
48-51; B. Woodward, "An Investigation of Some Interpersonal Values of
Freshman and Senior Nursing Students at the Texas Womens' University,"
Master's Thesis, Texas Womens' University, fAugust 1962); Gordon, Survey
of Interpersonal Values Manual, pp. 17-19.
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graduation two years later from a community college, found increases on
independence and decreases on conformity scores.?®*®

Even though the population of this sample involved high school stu-
dents, the current findings would agree with those of college age.stu-
dents. The present study found independence especially related to age
in many segments of the population being examined, although conformity
was not as strongly related.

Students at New Trier and Cathedral were significantly older and sig-
nificantly higher on independence than Lane. Cathedral students were
also in higher grade levels than Lane. There were more females at Ca-
thedral than at Lane and they alsc were in higher grade levels than fe-
males at Lane.

Correlations between independence and age were found in the New Trier
sample, and females who were older scored higher on independence than
males. Age and benevolence correlated negatively for the regular group.
The total sample of males at New Trier had no significant correlations
between self concept and age but, for females, age and support were neg-
atively correlated. Age and leadership were positively correlated and
age and benevolence were negatively correlated for males in the regular
group, but for females in the regular group, age was not significantly
correlated with any self evaluation scores.

In the middle level, age was not significantly correlated with self
concept, although females were in higher grade levels and were older

{(p = .052) than males. In the high level, age correlated positively

3% E. Rozecki, "The Effect of Short Term Counseling of Heroin Addicts
under Office versus Living Quarters Setting,” Ph.D. dissertation, State
University of New York at Albany, (1969), in Gordon (1976b), p. 18.
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with recognition and independence_and negatively with benevolence and
self esteem. There were also more females than males in this level.

At Lane, where females were in higher grade levels (p = .098) and
males were older (p = .087) than females, at nonsignificant levels, fe-~
males were significantly higher than males on independence.

At Cathedral, age and self esteem were positively correlated and age
and recognition negatively correlated. For the low group of males, age
and leadership correlated negatively, for the middle group of males, age
and recognition correlated negatively and age and conformity correlated
positively. In high level males there was no significant correlation
with age, but femaies had significant negative correlations between age
and support and age and recognition.

The low level was older than the high level and higher on conformity
while the high level was higher on independence and had more females
than the low level. Females in the low level were lower on benevolence
and older than the high level females.

Low and middle students were not significantly different on age.
Middle level students were older and in higher grade levels than high
level students, with more females in the high level.

The older males inm Cathedral were the lower achieving males and were
also higher on conformity than the high achieving males. Middle and
high level males were higher on self esteem than the low level, and the
middle level was higher than the high level. This reflects the combined
positive traits of benevolence and conformity and the negative traits of

recognition and support which the self esteem scale measures.’®®

¥$5 As defined in Chapter 3 of this study.
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Independence was more related to age than any other variable, where
older students were higher on independence. Although conformity and be-
nevoleﬁce also showed some relationships to age, these were not consis-
tent, and other intervening variables were suspected as having an ef-
fect. Females in the low and middle level were older than those in the
high reading level. That no other significant differences between fe-
males, either in the low and middle levels or the high and middle levels
were found would indicate that females in Cathedral share many of the
same values. As stated earlier, these students are a homogeneous group,
and may reflect the Catholic schocl training as well as the home back-
ground values. Age would have been expected to show different self con-
cept scores, however, the fact that it did not would indicate that simi-
larity in students' background was more important to self concept than
was their age. It is also to be recalled that students’ self concepts
change -with age and, therefore, allowances should be made to accommodate

for these changes.

Discussion of Race

In the present study, while race, per se, was not examined, the
schools and different racial proportions. The high performance, high
SES suburban school was also nearly 100% white, while the urban schools
represented mixed racial populations.

Studies have indicated that race, related to achievement, affects

students differently. Mean scores of self concept in black schools were
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significantly higher than those in white schools, a finding which Brook-
over suggested may have been due to a different set of evaluations of
ability used by majority black schools and middle class white
schools.?®® The black students evaluations, based on different standards
than those set up by middle class whites, may be made by family members,
fellow students and others in the school and the neighborhood, who are
predominantly black.?®7

A study of junior college students found no significant difference
between black and white students, when controlling for SES. However,
significant differences existed between SES levels within the black
groups, the lower the level, the higher the conformity score, indicating
a need to control SES in research concerned with racial comparisons.?¢?®
Brookover found SES was related to each of the black and the white
school samples. Higher SES schools had slightly higher mean school self
concept scores than lower SES schools. Schools with majority black stu-
dents had higher self concepts than high SES white schools, however,
white students in low SES schools had lower self concepts.®®?

The racial variables were more highly related to climate variables
than the SES of the student body. High SES white schools had lower

feelings of futility, indicating they could master the school social

system, but that they evaluated their own ability lower than students in

3¢ Brookover, et. al., Schools Make a Difference, pp. 96-97.

367 Tbid.

3% ¢, Sherman, "An Investigation of the Interpersonal Values of Negro
and White Junior College Students,” Journal of Negro Education 40
(1971), pp. 356-360; Gordon, Survey of Interpersonal Values Manual, p.
20.

383 Brookover, et. al., Schools Can Make a Difference, p. 98-103.
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black schools.??® A high sense of futility has been verified in majority
minority black and Hispanic schools. These students, therefore, did not
feel tﬁat their lack of achievement was due to their own efforts, and
did not lower their self concept of their abilities. Reversed from the
black schools, students in low SES white schools reflected a relation-
ship in which high mean self concept was associated with a high sense of
futilitf.”‘

The current study, related to these findings, would suggest that, al-
though there were no significant differences in mean self concept scores
between high level students in each of the sample schools, and the mean
self concept scores may be similar, that the reasons leading to the self
concept scores may vary greatly. Black students, as discussed above,
may overrate their self concepts and white high SES students may be far
more critical of their self concept as related to academic ability. A

further look at this aspect would be in order.

Discussion of Motivation

Tc the degree which a student believes his or her own efforts are re-
sponsible for the academic outcomes, the more he or she forms a self
concept related to success or failure. The motivational aspect of read-

ing has been found to be an important factor where expectancy effects

7% Tbid.

371 B, R. Hare, "Racial and Socioceconomic Variations in Preadolescent
Area-specific and General Self Esteem,” International Journal of Inter-
cultural Relations 1:3 (1977), pp. 31-51.
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are related to self concept.

In perceiving causality, the main issue is whether to attribute an
event fo internal states or to external forces. External attributions
would accredit causality to something external, as the environment, an-
other person, role constraints or luck, while internal attributions
would involve personality traits, motives, emotions, attitudes, effort,
gbilities and mood.?’? Those students who have control over their own
behavior and who perceive an outcome of their behavior to be a conse-
quence of their own action will perform tasks better than individuals
who perceive behavioral outcomes as a result of luck, fate, or "powerful
others".?7?

The adolescent who places blame on society for his or her failure of-
ten alleviates his or her own sense of duty and responéibility. The
student who accepts his or her own efforts and ability for his or her
success or failure is more able to build a positive gelf esteem than the
student who places the blame on external causes. It may be easier for
the minority low income student to accept this lower status as the rea-

son for failure and to blame society, than for the person who has had

socioeconomic advantages and fails because of his or her ability.?7*

*72 B, Weiner, "A Theory of Motivation for Some Classroom Experiences,"
Journal of Educational Psychology 71 (1979), pp. 3-25.

*73 Rotter, "Genmeralized Expectancies for Internal Versus External Con-
trol of Reinforcement," p. 609.

7% Miles Hewstone and Serge Moscovici, "Social Representations and So-
cial Explanations: From the 'Naive' to the 'Amateur' Scientist,” Attri-
bution Theory, ed. Hewstone (Oxford, Englan<, Basil Blackwell Publish-
ers, 1983}, p. 75.
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One study found that the adolescent with higher levels of self esteem
was sensitive to social relationships and less fearful of engaging in
self revelation. Adolescents who were adept at self monitoring had mas-
tered the social competencies known as poise, ascendance, self assﬁr-
ance, and interpersonal adequacy, while low self monitoring youth had
not. Low self esteem adolescents could, in some cases, mask their neg-
ative self findings through self monitoring and, thus, present a more
socially desirable front to others. Females with lower self esteem dis-
played greater ability in social pretense than males.37%

These attitudes may be reflected in the present study, where female
students in the high SES white school where females had many more corre-
lations between self concept scores and reading achievement levels than
did females in racially mixed schools.

In an examination of the low level in Cathedral, the males in the
lowest segment of this level valued leadership and independence, while
females who were the lowest readers in this group valued conformity
more. Thus, this may be an example of females internalizing their feel-
ings while males externalized theirs. Males with low sélf esteem and
high self monitoring could be engaging in defensive postures to protect
a perceived negative self while females with lower self esteem could be

displaying a greater social presence than males.?7¢

37% Ibid., p. 569.

*7¢ Hauck and Loughead, "Adolescent Self-Monitoring," pp. 567-574.
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Concilusions

The design of this study allowed for specific dimensions of the sub-
jects' self concept to be examined, as well as global self concep#-
Thus, where some studies have failed to find significant differences be-
tween groups and subgroups, the variasbles under study were more sensi-
tive to comparison. Using academic level of achievement as unit of
study, rather than using the entire school or groups within schools,
more specific information was disclosed.

SES was defined by the location of the schools, as well as from the
data provided by the Illinois Report Cards which indicated the percent-
age of low income families represented in each school.

Aggregate measures were used to indicate SES, for the context and
composition of the school, rather than individual scores. Social class
variables were thus defined by the school, and schools reflected the SES
backgrdund and cultural values in a total composite. Ethnic and racial
compositions were coﬁbined within the context, with no specific distinc-
tions made between the variables. It is suggested that future studies
separate these variables so that each may be more closely examined, es-
pecially the ethnic factors.

Differences between schools were found to exist, as students within
the schools perceived themselves differently on the specific dimensions
of the self concept.

Based upon the findings of this study, greater expenditures of money
would not necessarily improve students' self concept. Raising the level

of learning to the highest level would, of course, benefit all students.
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Although students who performed at the highest levels of achievement in
each of the sample schools had no significant differences on self con-
cepts,lwhether from high or low expenditure schools, students in the
middle and low levels may be improved to more closely equate with the
high levels in each school. The fact that the correlation between stu-~
dents' reading achievement and self concept was found to be significant
indicates that academic achievement and self concept were related, even
though causal ties could not be established. The scores were directly
related to the academic level in the school, rather than to the norms or
averages of all schools. Gender differences were found to exist within
schools, especially in the lower SES school, with regard to self con-

cept.

Implications for School Personnel

The achievement of a favorable attitude toward oneself has been re-
garded as imporfant by personality social psychologists. While the rea-
sons one feels good about oneself may vary, the need to be accepted, ap-
proved and respected is universal. As discussed throughout this study,
achievement, to some degree, is dependent on how children view them-
selves and their ability.

The relationship between self concept and academic achievement has
been shown to exist. It would, therefore, indicate that improvement in
either area would benefit the student in the other. Teachers and coun-
selors should be made aware of the findings of research and this current

study to be able to recognize and meet studemts' needs.
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More attention needs to be given to the "average" students, who often
may be underachievers. Programs designed to to improve self concept of
underachievers in the classroom have had positive results and students
improved in math and reading as they progressed in viewing themsel&es
more positively.??’

Because the variables of self concept and academic achievement are
interwoven, teachers need to be alert to signals which would identify
behavior or academic performance to target problem areas of students.
Teachers should also be aware of motivational principles, in maintaining
and enhancing student self-esteem and catering to individual differenc-
es.

Methods may be applied to educational situations with regard to pro-
moting success in the learning process of students, building self-es-
teem, dealing with students who often disregard effort as the cause of
success or failure, in working with those who ascribe success to exter-
nal causes and failure to lack of ability, and changing student's causal

perceptions.

377 3. Van Boven, "Improving Self-Concept: A Possible Aid to Increased
Achievement and More Desirable Behavior," Unpublished doctoral disser-
tation, Nova University, Ft. Lauderdale, Fla., (April, 1973); Fresh
State Minischool, Patricia Harrison, Director. Division for Grants Ad-
ministration, ESEA Title IV -C Program, 1980-81.
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Suggestions for Future Studies

The population of this study included students from three selective
secondary schools. An examination of disadvantaged students in schools
with high dropout rates and low academic achievement rates would be use-
ful to compare with those in the present stﬁdy. As well as an inner
city low SES, low performance school, studies incorporating a segregated'
black school, segregated and desegregated inner city schools, separated
by tracks, to examine for group effects, and a high SES, segregated
black public school located in a neighborhood of upwardly mobile, high
income, professional families (such as Chatham High School in Chicago),
would also be worthy of further examination. A comparison of rural
schools with urban and suburban schools would also be useful to deter-
mine differences in the way students view themselves.

In the present study, students' I.Q. was not examined and overachiev-
ers and underachievers, thefefore, were not identified. A future study
incorporating these data would also be useful.

An important finding in this study was the age factor. Further stud-
ies incorporating different age levels would be of benefit, and separat-
ing adolescents from adults is especially important, due to the subcul-
ture which they inhabit. Norms and values of the adolescent are unlike
those of the adults' world and the childs' world.

While the bilingual factor was not discussed in this study, differ-
ences related to this variable were found throughout the sectors as be-
ing related to student's self céncept and reading achievement. It is
suggested that the importance of bilingual variables be defined for His-

panic, Asian and other groups.
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APPENDIX A



School Data

Sample
Population

Race
SES

Academic
Performance

Bilingual
Data

Academic
Scores
SIV scale

Self Esteem
Scale

Groups

Levels

TABLE 45

School Variables Examined

New Trier Lane Schurz Cathedral
64 66 17 201
white mixed mixed mixed
high middle low low-middle
high high low low-middle
no yes no yes
reading reading none reading
vocab math math
power
yes yes yes yes
yes yes ves yes
regular, honors, tutored regular
tutored regular
high, high,
middle, middle,

low low




408

TABLE 46

Student Data

(Perfect score, 1,600; National mean, 906)
(From Illinois Report Card Data, 1985-1986)

i

!

|

|

|

|

|

New Trier Lane Schurz State I

|

Student 3,829 4,665 3,459 1,800,584 |
Population l
|

Low income (% .9 19. 28.5 23.7 |
|

Student 4.6 6.2 34.5 55.9 |
Mobility |
|

Not promoted A 3.5 - 34.2 l
|

Graduation 98.5 89. 53.5 76.3 |
Rate |
(1982-1986) |
|

Attendance rate 94.4 91.2 80. 93.6 |
|

College prep. 95. 100. 55.9 |
|

ACT Test |
Scores 22.8 . 20. 12.2 19.1 |
|

Test takers 83.7 83.5 29.1 54.4 |
|

English scores 21.9 19.5 13. 19.1 |
|

Math Scores 23.8 19.5 9.9 18.9 |
|

Composite 23.1 20.2 12.8 19.9 |
Scores |
|

SAT Test I
Test takers 93.5 18. NA |
I

Verbal scores 482 481 466 |
(Range I
from 200 to 800) |
. , ' |

Math Scores 539 535 519 |
l

Math & Verbal 1,021 1,016 985 I
|

|

|

}
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TABLE &7
Resources
New Trier Lane Schurz

Instructional
Resources 22.1 26. 25.2
(Administration, 15.9 to 1 (dist. 19.8 to 1)
teacher/student
ratio)
Average 39,931 (dist. 31,050)
Teacher's salary
Average 65,750 (dist. 42,757)
Administrator's
Salary
Per pupil 5,758 (dist. 4,182)
Expenditure
Per capita tuition 5,542 (dist. 3,318)
( In dollars)
% of expenditures 80.6% (dist. 88.2%)

for operating
Expenses

(From Illinois Report Card Data, 1985-1986)

State

20.3

18.3 to 1

27,014

41,284

3.526

3,071

77.%
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TABLE 48

School Mean Scores

Schurz 10.83 11.36

i

|

|

l

'

i

|

Means Standard Deviations |

|

Support |

New Trier 59.52 25.54 |
Lane Tech 60.38 27.04 l
Cathedral 45.70 27.05 |
Schurz 45.28 27.04 |
|

Conformity |

New Trier 31.28 ©26.66 |
Lane Tech 33.06 - 25.22 |
Cathedral 42.87 25.82 |
Schurz 44.52 28.23 |
|

Recognition |

New Trier 48.55 30.32 l
Lane Tech 50.11 29.69 |
Cathedral 41.27 27.35 |
Schurz 53.95 30.55 |
Independence |

New Trier 58.66 25.85 l
Lane Tech 46.20 - 26.53 ]
Cathedral 55.56 25.61 |
Schurz 43.62 30.51 {
Benevolence |

New Trier 48.58 27.59 |
Lane Tech 47.29 25.51 |
Cathedral 45.26 26.96 !
Schurz 45.14 28.42 |
|

Leadership l

New Trier 48.30 26.74 |
Lane Tech 52.12 31.24 |
Cathedral 49.14 25.55 I
Schurz 54.33 22.90 |
|

Self Esteem l

New Trier 18.19 14.35 |
Lane 18.36 16.38 |
Cathedral 19.68 . 13.01 {
|

|




11

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane
Cathedral
Schurz

Means

60.
62.
.58
47.

46

33.
37.
44,
44,

51.
50.
.22
56.

39

52.
.17
.54
40.

40
49

44,
50.
57.
44,

53.
46.
44,
52.

18.
20.
16.
12,

81
80

11

71
89
01
89

00
06

47

42

32

87
89
61
32

10
31
08
47

24
94
63
19

TABLE 49

Males

Support

Conformity

Leadership

Standard

26.
28.
28.
23.

25

26

Recognition

34,
30.
24,
30.

Independence

27.
26.
26.
30.

Benevolence

31.
27.
25.
29.

27

25

Self Esteem

14.
14.
13.
10.

Deviations

60
88
48
71

.57
27.
24,
.58

11
93

12
90
91
13

75
82
01
19

47
77
01
77

.53
30.
.69
23.

05

33

24
69
94
19
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New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Trier
Lane Tech
Cathedral
Schurz

New Tfier
Lane Tech

Cathedral

Schurz

New Trier
Lane
Cathedral
Schurz

Means

58.
.57
45,
28.

57

29
27

46.
50.
42,
30.

64,
53.
.06
.00

59
75

52.
43.
44 .
53.

43.
58.
.07
72.

52

18.
.45
.49
.00

15
21
11

30

19
00

.00
.43
42.
41,

21
00

24
17
46
00

51
23

06
10
40
00

79

90

00

14

TABLE 50

Females

Support

Conformity

Leadership

Standard

24,
24,
26.
38.

25
21

56

Recognition

26:
28.
28.
32.

Independence

22.
.81
24.
.66

24

Benevolence

23.
.33
26.
.49

22

25

Self Esteem

14,
.90
12.

17

Deviations

86
92
29
18

.92
.94
26.
.57

40

60
72
70
53
82

81

32

96

.57
31.
25.

73
11

65

13

e e e e e e e e e s i e e . e bbb e e e A A A e, e e At AR it i . i, b . o e, i ]
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B |
| TABLE 51 |
| I
| Tutored Groups |
I - I
| |
| Means Standard Deviations |
| |
l Support |
l ‘ |
| New Trier 49.50 27.13 l
| Cathedral 46.38 28.20 |
| Schurz 45.29 27.74 |
| |
| Conformity |
| New Trier 43.08 22.61 |
| Cathedral 47.32 23.97 |
| Schurz 44.52 28.23 i
| |
| \ Recognition I
| New Trier 47.67 33.45 |
| Cathedral 44, 04 26.04 |
| Schurz 53.95 , 30.55 [
| |
| Independence |
| New Trier 64.25 22.17 l
| Cathedral 52.73 27.35 |
| Schurz 43.62 30.51 |
| |
l Benevolence |
| New Trier 38.42 24.99 |
| Cathedral 46.76 28.14 |
| Schurz 45.14 28.42 |
| |
| Leadership I
| New Trier 54.17 20.65 |
| Cathedral 46.20 26.74 |
| Schurz 54.33 20.90 |
I |
| Self Esteem |
| : I
| New Trier 18.19 14.35 |
| Cathedral 17.58 13.08 |
| Schurz 10.83 11.36 |
| N




TABLE 52

All Groups Above Tutored Level

Means Standard Deviations
Support
New Trier 61.83 24.86
Lane Tech 60.38 27.04
Cathedral 45.89 26.31
Conformity
New Trier 28.56 25.74
Lane Tech 33.06 25.22
Cathedral 39.57 26.98
Recognition
New Trier 48.75 . 29.90
Lane Tech - 50.11 29.69
Cathedral 39.21 28.34
Independence
New Trier 57.37 26.54
Lane Tech 46.20 26.53
Cathedral 57.52 24 .34
Benevolence
New Trier 50.92 27.85
Lane Tech 47.29 25.51
Cathedral 50.96 26.37
Leadership
New Trier 46.97 27.92
Lane Tech 52.12 31.24
Cathedral 50.93 24.79

Self Esteem

New Trier 19.51 13.81
Lane 18.36 16.38
Cathedral 18.68 13.01
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]
|
TABLE 53 |
|
Tutored Groups - Males
- |
|
Means Standard Deviations |
|
Support |
|
New Trier 58.25 21.68 |
Cathedral 47.90 28.17 |
Schurz 47.11 23.71 |
|
Conformity I
New Trier 40.50 16.70 |
Cathedral 49.08 24.06 |
Schurz 44 .89 26.58 |
|
Recognition |
New Trier 48.25 38.88 |
Cathedral 42.48 24.10 I
Schurz 56.47 30.13 |
|
Independence |
New Trier 64.00 24.26 |
Cathedral 46.58 26.30 |
Schurz 40.32 30.19 |
l
Benevolence |
New Trier 31.25 ’ 24.13 |
Cathedral 57.45 26.70 |
Schurz 44 .32 29.77 -
|
Leadership

New Trier 57.63 22.41 |
Cathedral 39.20 25.65 |

Schurz 52.47 23.33

Self Esteem

New Trier 11.92 | 15.81 |
Cathedral 15.79 14.75 [
Schurz 12.19 _ 10.19
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T !
| |
} TABLE 54 |
I
| Support |
| |
i |
l Means Standard Deviations |
l |
| Lane Honors 60.38 26.91 I
| Lane Regular 60.38 27.42 |
| New Trier Regular 61.82 24.86 [
|  New Trier Tutored 49.50 27.13 |
| Cathedral Regular 45.89 26.31 t
| Cathedral Low 46.38 28.20 |
| Schurz Tutored 45.29 24.74 |
| |
L §
| 1
! |
{ TABLE 55 |
|
| Conformity |
I |
| |
| Means Standard Deviations |
| |
| Lane Honors 33.29 27.43 l
| Lane Regular 32.95 24.43 I
| New Trier Regular 28.56 25.74 |
| New Trier Tutored 43.08 22.61 I
| Cathedral Regular 39.57 26.98 |
|  Cathedral Low 47.32 23.97 |
| Schurz Tutored 44.52 28.23 1
|
L |
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TABLE 56

Recognition

Means Standard Deviations

Lane Honors 41.33 - 25.19

Lane Regular 54.30 31.01

New Trier Regular 48.75 29.90

New Trier Tutored 47.67 33.45

Cathedral Regular 39.22 28.34

Cathedral Low 44 .04 26.04

Schurz Tutored 53.95 30.55
ﬁ 1
| |
| TABLE 57 |
! l
| Independence |
l |
I |
{ Means Standard Deviations }
| Lane Honors 51.86 25.24 I
| Lane Regular 43.50 26.99 |
| New Trier Regular 57.37 26.54 |
| New Trier Tutored 64.25 22.77 |
| Cathedral Regular 57.52 24.34 l
| Cathedral Low 52.73 27.35 |
|  Schurz Tutored 43.62 30.51 {
|
! ]
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TABLE 58

Benevolence

1

|

|

|

|

|

|

Means Standard Deviations [

l

Lane Honors 52.57 23.88 |

* Lane Regular 44.77 26.14 |
New Trier Regular 50.92 27.85
New Trier Tutored 38.42 24.99

Cathedral Regular 50.96 26.37 |

Cathedral Low 46.76 28.14 I

Schurz Tutored 45.14 28.42 l

|

r =

l I

| TABLE 59 |

| |

| Leadership |

| |

| |

} Means Standard Deviations {

| Lane Honors 51.61 28.91 |

| TLane Regular 51.10 36.39 |

| New Trier Regular 46.94 27.95 |

| New Trier Tutored 54.17 20.65 |

| Cathedral Regular 50.93 24.79 ]

| Cathedral Low 46.26 26.40 I

|  Schurz Tutored 54.33 22.90 l

l |

L |
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Means

Lane Honors

Lane Regular

New Trier Regular
New Trier Tutored
Cathedral Regular
Cathedral Low
Schurz Tutored

18.
18.
.51
.92
.35
.58
10.

19
11
21
17

TABLE 60

Self Esteem

Standard Deviations

52
30

83

11.
18.

13

15.

12

13.

11

42
37
.81
81
.72
08
.36

. -]

Self Evaluation Correlations

Correlations by School

New Trier

r

Support .148
Conformity -.063
Recognition .058
Independence .090
Benevolence .001
Leadership- -.028
Self Esteem -.019

TABLE 61

Lane

r

.165
.014
.085
.136
.022
.041
.012

Cathedral

r

-.221
.098
-.150
.083
.023
~.031
.080

Schurz

r

.053
.054
.079
.096
.032
.034
-.127
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Support
Conformity
Recognition
Independence
Benevolence
Leadership
Self Esteem

Support
Conformity
Recognition
Independence
Benevolence
Leadership
Self Esteem

TABLE 62

Correlations by School by Gender

School X Male

New Trier Lane

r r
112 .145
-.063 -.014
.065 .058
-.015 -.171
-.043 .030
.038 -.111
-.011 .053

School X Female

.087 .118
-.124 -.102
.014 .063
.133 -.025
. 043 -.045
-.074 .056
-.014 -.084

Cathedral

r

-.082

.098
-.104
-.080

.174
~.045
-.078

-.201
.116
-.051
. 140
-.130
.088
-.134
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]

New Trier
Lane
Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

TABLE 63

Support

r

.148
.165
-.221
.053

School X Male
.112
.145

-.082

School X Female
.087
.074
-.158

School X Reading

.108
-.022
.054

School X Reading X Male
.035
-.029
.043

School X Reading X Female

.117
.005
.033
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New Trier
Lane
Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

TABLE 64

Conformity

r

-.140
-.109
.169
.054

School X Male
-.063
-.014

.098

School X Female
-.124
-.136
.092

School X Reading

-.109
.010
-.130

School X Reading X Male
-.037
.024
-.105
School X Reading X Female

-.116
-.019
-.082

e e e e e e A e e e e e e e e e e e ot i oot S i i e s et e e e, e e e e )
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New Trier
Lane
Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

TABLE 65

Recognition

r

.058
.085
-.150
.079

School X Male
.065
.058

-.104

School X Female
.014
.055
-.067

School X Reading
.052
-.091
-.009

School X Reading X Male
-.035
.024
.029

School X Reading X Female

.109
-.003
-.050
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New Trier
Lane
Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane

Cathedral

TABLE 66

Independence

r

.090
.136
.083
.096

School X Male
-.015
-.171
-.080

School X Female
.133
-.005
.153

School X Reading
.068 "
.059
.034

School X Reading X Male
.051
.068
-.027

School X Reading X Female

.045
.002
.089
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New Trier
Lane
Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane

‘Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

TABLE 67

Benevolence

r

.001
-.022
.023
.032

School X Male
-.043

.030

174

School X Female
.043
-.062
-.115

School X Reading
-.030
.076
.036

School X Reading X Male
.037
.078
-.025

School X Reading X Female

-.080
.019
.087
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New Trier
Lane
Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

TABLE 68

Leadership

r

-.028
-.041
-.031

.043

School X Male
.038

-.111

-.045

School X Female
-.074
.104
.062

School X Reading
.012
-.045
-.055

School X Reading X Male
.009
-.048
-.029

School X Reading X Female

.008
-.008
-.049
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New Trier

- Lane

Cathedral
Schurz

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

New Trier
Lane
Cathedral

TABLE 69

Self Esteem

r

-.019
-.012

.080
-.127

School X Male
-.011

.053
-.078

School X Female
-.014
-.073
.148

School X Reading
-.111
-.047
.083

School X Reading X Male
-.017
-.041
.015

School X Reading X Female

-.143
-.023
.110
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Letter for Permission to Examine Students

Dr. Roderick Bickert, Superintendent
New Trier High School

385 Winnetka Avenue

Winnetka, Illinois 60093

Dear Dr. Bickert:

Mrs. Doris Gross, a doctoral student in educational research,
would like to have your permission to gather some data for a re-
search project that she has been involved in the past year.

Mrs. Gross is exploring the possible relationships between self
esteem and reading levels. This is an important area of research
that also has many practical applications. Mrs. Gross is attempt-
ing to broaden the scope of her research to include several
schools, both urban and suburban. She has identified your school
as one that would be very helpful in gathering additional data.

Mrs. Gross is well qualified to carry out this type of research.
She is cooperative and pleasant to work with. If you will permit
her to gather this information, she would, of course, first clear
all procedures with you, as well as assuring complete anonymity for
all participants.

I hope you would seriously consider her request. Please feel
free to call me if you require any additional information. Thank
you for your time and consideration.

Sincerely,

Steven I. Miller
Department of Foundations
School of Education
Loyola University
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1‘;) be free to do as ‘l<ci'u;os-e )
To have others agree with me
To make [riends with the unfortunate

To be in a position of not having to follow orders . ..
To follow rules and regulations elosely . ... .. ... ...
To have people notice what [do ... o L

To hold an important job or office .. ... L

To treat everyone with extreme kind

To do what is accepted and proper.. ..o

To have people think of me as being important . ...

To have complete personal freedom .
To know that people are on my side

To follow social standards of conduct.
To have people interested in my well being

To take the lead in making group decisions . . o

To-be able to do pretty much as [ p!éase. L
To be in charge of some important project

To work for the good of other people . .. ... ... ..

To associate with people who are well known... . .. ..

To attend strictly to the business at hand...
To have a great deal of influence .

To be known by name to a great many people
To do things for other people .
To work on my own without dlrecnon

To follow a strict code of conduct. ... . .ooeccieeees -+ e

To be in a position of authority . ... ..
To have people around who will encoumge me

To be friends with the friendless .

To have people do good turns for me . i L

To be known by people who are important . .. .....

.To be the one who is in charge
To conform strictly to the rules..
To have others show me that they like me

To be able to live my life exactly as | wish
'To do my duty.. ..
To have others treat me wn.h undersumdmg

To be the leader of the group I'm in
To have people adinire what { do
To be independent in my work.

To have people act cousiderately toward me
To have other people work under -+ direction
To spend my time doing things {0 ~“ers . .

To be able to lead my own life
To contribute a great deal to charn:
To have people muke favoruble remarks about me

SIV Questionnaire

“To bea penon ‘of i .
“ To be treated with kman e
;. To alwa)s maintain the highest mornl standards

To be pnned by other people .

" To always do what is morally right

To be relatively unbound by soclal cor.l.v‘e'nnons
To work for the good of society.

To have the affection of other people..
To do things in the approved manner........... ...
To go around doing favors for other people ..

To be allowed to do whatever [ want to do....c....c.cocoonvimnnenes
To be regarded as the leader .._....
To do what is socially eorreet .| ..o e

To have others approve of what [ do
To make decisions for the group......
To share my belongings with other peopl

Tobe freetocomeand goas Iwant to. ... it
To help the poor and needy ...
To show respect L0 My SUPETioNS .........ccoomiemrecinreriorciernrens conee

To be given compliments by other people
To be in a very responsible position
To do what is idered conventional

To bein chargeolazroupofpeople
To make all of my own decisions.. .. ..
To receive encouragement {rom athers

To be looked up to by other peopl:
To be quick in accepting otheﬂ as fnends
To direct others in their work .

To be generous toward other peopl
To be my own boss ...
To have understanding fnends

To be selected for a leadership position..............
To be treated as a person of some importance.... ..
To have things pretty much my oWn Way........cvemennicans

To have other people interested inme..... ...
To have proper and correct social manners..
To be sympathetic with those who are in trouble................

To be very popular with other peop
To be free from having to obey rules. ..........
To be in a position to tell others what to do...

To go out of my way to help others...
To have people willing to offer me a helpmg h.-mdm.

To have people admire me ...
To always do the approved thing..........
To be able Lo leave things lying around il

&

30
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0" If not true

“1° IF somewhat true
“2° I largely true
“3 If true

TEST FOR SELF-ESTEEM
Staternent of Action or Condition

1 feel inferior to others.

| feet warm and happy toward myself.

1 feel inadequate 1o handle new situations,

1 feel warm and friendly toward all | contact. .

1 usually condemn myself for my mistakes and shortcomings.

| am free of any shame, blame, guilt or remorse.

| have a driving need to prave my worth and excellence.

| have great enjoyment and zest for living.

| am concerned about what others think and say of me.

| can et others be “wrong” without attempting 1o correct them,
| hunger for recognition and approvat.

| am free of emotional wrmoil, conflict and frustration.

Losing usually causes me to feel resentful and “less than.”

1 ipate new s with quiet
| am prone to condemn and wish ta punish others.

| do my own thinking and make my own decisions.

1 often defer 10 others on account of their wealth or prestige.

1 willingly take ibility for the of my actions.
| am inciined to exaggerate and lie 1o maintain an image.

1 am free 10 give precedence 1o my own needs and desires.

| tend to belittia my walents, p and achi

Py
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Self Esteem Questionnaire

Score

— 22

—_—23

— 24,

e 28,

22

26.

Statements

1 am free to speak up for my own opinions and convictions.

| deny, alibi, justify or rationalize my mistakes and defeats.

1 am poised and comfortable among strangers.

1 am critical and belitiling of others.

1 am free to express love, anger, hostility, resentment, joy, etc.
1 am vuinerable to others’ opinions, and

Pre————: X

—_—29.

| rarely experience jealousy, envy or suspicion.
1 am a “professional people pleaser.”

30. ) am unprejudiced toward racial, ethnic and religious groups.
—— 31 1am fearful of exposing my “real self.”
32, tam te, sincere and generous with others.

—_1

P— §

1 often blame others for my handicaps, problems and mistak
| rarely feel uncomfortable, lonely and isofated when alone.
| am a compuisive “perfectionist.”

— 36, | adgept pl and gifts without embarrassment or obligation.
e 37, 1 am often compulsive about eating, smoking, talking or drinking,
38. lamapp of others’ achievements and ideas.

—_—39,

—— 41
— A

[——— x }

! shun new s b of fear of mistak
| make and keep friends without effort.

| am often embarrassed by the actions of my family or friends.

| readily admit my mistakes, shortcomings and defeats.

| experience a strong need to defend my acts, opinions and beliefs.
| take disagr ithout feeling “put down", or rejected.

or failure,

— 45,
— 46,

— 42,

— 48,
. —_—
M 0.

| have a sirong need for confi and ag

| am eagerly open 10 new ideas and proposals.

| judge my self-worth by comparison with others. .

| am free to think any thoughts that come into my mind:

| frequently boast about myseif, my and achi

| accept my own authority and move on my own initiative.

NET SCORE OF SELF-ESTEEM INDEX

M +
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SIV Scales and Cognitive Measures

CORRELATIONS BETWEEN SIV SCALES AND COGNITIVE MEASURES

Sample N Measurs S c ] i B L

College students m CQT-Verbal A7 -.20* -.03 .05 .04 .03
’ Quantitative .03 -.05 12 -.10 .02 02

College students 95 OSPE -02 -27** -01 .04 -.13 1N
Air Force Academy 582 CEEB-—Verbal 01 -6 .07 .16** -.09* 1t
first-year ‘ Mathematical 07 -.06 .01 07 -03 T -07"

students Watson-Glaser Critical .

Thinking .08 -.15%* .05 A1 -.08* .00

Junior high school 104 Junior S.A.T.—Verbal .09 -30** -.01 18 -.05 12

students - Mathematical .09 -27** .04 .03 -.18 A3

Practical nurse 264 GATB—Intelligence .08 -.04 .03 -.01 -.06 .03

trainees ) Verbal Aptitude a2 -1 .01 .14* -.13 .06

- Motor Coordination .00 .00 .03 -.05 -.02 .07

Clerical Perception 06 .04 .09 -.09 -.03 -.03

CORRELATIONS BETWEEN THE SIV AND STUDY OF VALUES

(N = 89)

Scale S c R | B L
Theoretical -.19 -.36** .08 .36"" . -.4A8** 42"
Economic .10 .04 29" -.18 -.33** .16
Social .16 26" -.08 -31* .59** -.44*"
Aesthetic’ -.04 -.23* -1 .46°° -.09 -.07
Political -.06 -.14 A7 -.01 -.31** .30**
Religious -.01 37" -.27** -.32* 52** -.24*

Tables reprinted from the "Survey of Interpersonal Values," revised man-
ual by Leonard V. Gordon, Ph.D., copyright c 1976, 1960 by Science Re-
search Associates, Inc., by permission of the publisher.



SIV Typological Profiles

TABLE 84. FOUR TYPOLOGICAL VECTORS AND TYPOLOGICAL PROFILES,
SALIENT VALUES AND ILLUSTRATIVE GROUPS ASSOCIATED
WITH EACH POLE
[} n - W 1)
Cantrof Of Others Self -Determination lnstitutional Servics te
Vactor Restraint Others
Typological
profiles® BM, 1t 1A 8BS WO
. Leadership independence Conformity Benevoience
w  Fih means { Leadership
3
W Low means { Support Conformity Independence  Recognition
2 Benevolence Recognition
=
9 sxecutives college faculty ferks physicians PHS
managers scientists enlisted men Peacs Corps
supervisors enginesrs infor | ]
Speci project directors psychiatrists clerks YMCA directars
o':"" sales rep i media dit rental agents guidance
groups {wholesale) Hegt d hospital service lors
military officers personnel psychiatric aides
assembly-line priests
 J workers
A Raciprecal Institwrionsi Seit- Ecanomic
Vectar Suppert Service Expremion Influsntial
Typologicat
profiles® RS 1S (SE)® en®
Support Conformity Recognition Leadership
High means | Benavolence B b Si t Recogniti
w Independence
P
|4 Leadership Recognition Conformity Benevolencs
;‘ Low means 1 d B l
e Leadership
3
'é' teachers (F)* practical (groups in the  {retail sales-
social workers (F) nurses (F) arts and people and
clinicai psychol- teachers’ the enter- bank managers)
. ogists aides (F) tainment
s"':""“‘" college students (F)  salesclecks (F) fiatds)
woues graduate education  clerical
students {F) workers {F)
gifted high school hospital service
students (F) personnel (F)
. Sea Tabie 83
©. Tenuative profiles, not gical analysis.

e “F" designates femate ssmples;

Tables reprinted from the "Sur
ual by Leonard V. Gordon, Ph.D

search Associates,

y employed in ty
ail others are maie.

Inc., by permission of the publisher.

43

vey of Interpersonal Values," revised man-
-» copyright ¢ 1976, 1960 by Science Re-



435

SIV Percentile Norms for Male High School Students

TABLE 90. PERCENTILE NORMS FOR
MALE HIGH SCHOOL

STUDENTS
W = 2026)
Score Pescentiles Score
S ¢ R 1 B
2 %9 k7)
31 o8 N
30 97 9 | 30
29 99 % 9 98 | 2
28 98 94 98 97 |'28
27 99 97 91 97 96 | 27
26 98 95 87 96 95 | 26
25 % 93 83 94 93 |25 ’
24 93 90 99 79 92 91 | 24
3 % 87 98 75 89 8 | 23
2 8 83 97 71 86 86 | 22
21 81 79 95 6 82 83 |2
20 76 75 92 61 718 80 | 20
19 7 70 8 5 74 76 | 19
18 66 65 83 5 69 72 | 18
17 61 60 77 45 63 67 | 17
16 S5 S 71 40 57 62 | 16
15 48 50 65 35 51 56 | 15
14 41 44 58 30 44 SO | 14
13 3738 51 25 38 44 |13
12 27 32 44 21 33 38 |12
1 21 27 3 17 8 32 |1
10 16 22 30 14 23 26 |10
9 12 17 23 11 18 21 9
8 9 13 17 8 14 17| 8
7 7 w0 1% & 1w 13} 71
6 5 7 8 4 8 9] &6
5 3 s 5§ 3 85 6|5
4 2 3 3 2 3 4] &
3 1 2 2 1+ 2 3|13
2 1 1 2 2
1 1 1
0 0
Mean (153 14.7 124 180 151 145 [Mean
sD. | 56 63 5t 70 62 65 |SD.

Tables reprinted from the "Survey of Interpersonal Values," revised man-
ual by Leonard V. Gordon, Ph.D., copyright c¢ 1976, 1960 by Science Re-
search Associates, Inc., by permission of the publisher. -
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SIV Percentile Norms for Female High School Students

TABLE 91. PERCENTILE NORMS FOR
FEMALE HIGH SCHOOL

STUDENTS
NV = 1629)
Score Percentiles Score
H c R | 8 L
32 99 2
3t 98 99 31
30 99 97 98 30
2 98 96 97 29
28 99 97 95 95 28
27 98 96 94 92 7
26 9% 95 93 88 26
25 93 93 99 91 83 99 2%
24 8 90 98 89 77 98 24
23 84 8 97 87 n 97 23
. 22 79 81 95 85 65 96 22
ra 713 16 92 82 59 95 rl
20 67 n 89 79 53 94 20
19 61 €66 8 75 47 92 19
18 55 61 83 7N 40 9% 18
17 48 55 79 66 34 87 17
186 40 48 74 61 28 83 16
15 33 4 68 56 23 78 15
14 26 36 61 50 19 72 14
13 20 30 5 4 15§ 66 13
12 15 25 45 38 12 59 12
1 1 2 37 3 10 52 1
10 8 17 23 25 8 45 10
9 6 14 22 19 - 6 39 ]
8 4 1t 16 14 4 33 8
7 3 8 1" 10 3 27 7
] 2 ] 7 7 2 ril 6
5 1 4 4 5 1 15 s Red

4 3 2 3 10 4
3 2 1 2 6 3
2 1 1 3 2
1 1 1
1] 0

Mean | 12.3 160 124 147 190 106 [Mean

S.D. 50 64 49 66 6.0 57 |SD.

Tables reprinted from the "Survey of Interpersonal Values,”" revised man-
ual by Leonard V. Gordon, Ph.D., copyright c 1976, 1960 by Science Re-
search Associates, Inc., by permission of the publisher.




Correlations of Self Evaluation Variables by Gender

TABLE 7. MEANS, STANDARD DEVIATIONS, AND MEAN
DIFFERENCES FOR MALE AND FEMALE NORMATIVE SAMPLES
Mean Standard Deviation
Sample v € c R | B L s € R I 8 L
Ninth grade—Male 1096 |14.3 150 125 167 146 144 |43 4.7 42 58 54 54
Female 1571 [17.2 156 128 142 180 108 |44 48 47 6.2 56 43
X Difference -29** -06"* -0.3 2.5** -34** 36" -
High school—Male 2026 | 153 147 124 180  15.1 145 |56 63 51 7.0 62 6.5
Female 1629 [17.3 160 124 147 190 106 |50 64 49 6.6 6.0 5.7
X Difference -2.0** -1.3** 0.0 33" -39** 39"
Junior college—Male 2311 [ 15.2 14.9 12.2 17.6 14.9 14.8 50 6.1 46 6.9 58 64
Female 587 (169 17.2 115 151 19.8 94 |51 55 40 62 57 5.2
X Difference -1.7** -2.3** 0.7** 25** -49** 54**
College—Male 2412 | 15.1 122 122 195 143 167 |56 64 51 7.1 65 6.9
Female 1529 | 18.1 142 1.8 163  18.1 115 [49 6.1 50 64 58 64
X Difference -3.0"* -20"* 04" 3.2"* -38** 52**
General adult—Male 213150 148 11.2 169 158  16.1 57 65 52 74 58 7.7
Female 212182 180 99 157 204 79 |49 58 42 59 48 52
X Difference -3.2** -32** 1.3** 12 -48** 82" ’

Throughout this manual, *designates the .05 level of significance
and **designates the .01 level of significance.

Tables reprinted from the "Survey of Interpersonal Values," revised man-

ual by Leonard V. Gordon, Ph.D., copyright c¢ 1976, 1960 by Science Re-
search Associates, Inc., by permission of the publisher.




Table 28. Means and Standard Deviations for Gifted

SIV Comparisons of Gifted and Regular High School Students

Freshmen and High School and College Comparison Groups

T
MALE FEMALE
Gifted High School College GCifted High School College
(N = 51) (N = 782) (N = 1075) (N = 50) (N = 666) (N - 746)
Mean S.D. Mean s.D. Mean S§. D. Mean S.D. Mean §.D. Mean S. D.
s 15.6 5.1 15.4 5.5 14.9 5.5 18.0 4.5 17.5 4.8 17.8 4.9
C. 7.5 4.5 14.8 6.4 12,3 6.6 10.7 5.8 16.0 6.\1 14.2 6.2
R 13.6 5.7 12.6 4.9 12.4 5.0 12.6 4.9 12.7 4.8 12.1 4.9
I 21,9 6.1 18.3 7.3 19.3 7.2 19.5 6.3 14.3 6.6 16.2 6.6
B 13.8 7.0 14.7 6.3 13.6 6.5 17.5 6.1 18.9 5.9 18.4 5.7
L 17.7 6.2 14.2 6.6 17.3 7.2 11.7 6.8 10.3 6.0 11.4 6.5
Differences and Significance of Differences
MALE FEMALE
Gifted and Gifted and Gifted and Gifted and
High School College High School College
Diff. sig. Diff. Sig. Diff. sig. DifEf. sig.
H -.2 ns .7 ns S 5 ns .2 ns
c -7.3 .01 -4.8 .01 c =5.3 .01 -3.5 .01
R 1.0 ns 1.2 ns R -.1 ns .5 ns
I 3.6 .01 2.6 .01 1 5.2 .01 3.3 .01
B -.9 ns .2 ns B -1.4 ns -.9 ns
L 3.5 .0l 4 ns L 1.4 ns .3 ns

Tables reprinted from the "Survey of Interpersonal Values,
ual by Leonard V. Gordon, Ph.D., copyright c 1976, 1960 by Science Re-
search Associates, Inc., by permission of the publisher.

1"
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Chicago High School Reading Test Scores

RANKING OF THE SCHOOLS BY READING SCORES

Reading Score Reading Score
School 1982 1983 School 1982 1983
Cregier Voc 10 16 Westinghouse 27 33
Crane 12 18 Schurz 27 31
Harper 12 19 Simeon 27 35
King 12 21 Kelvyn 27 23
Marshall 12 19 Julian 27 35
Orr 12 14 Lincoln Park 30 49
Calumet 13 18 Corliss 30 25
Phillips 14 18 Roosevelt 30 33
Flower 14 19 Sullivan 30 27
DuSable 14 16 Hyde Park 30 40
Clemente 16 23 Kelly 30 25
Collins 16 18 Amundsen 30 33
Englewood 16 19 Chicago Metro 32 45
Farragut 16 18 Morgan Park 33 46
Fenger 16 23 Dunbar Voc 33 37
Gage Park 16 23 Chgo Voc 33 35
Harrison 16 N/A von Steuben 35 61
Hirsch 16 27 Prosser 37 46
Manley 16 19 Curie 37 45
Near North 16 25 Steinmetz 37 40
Richards 16 23 Mather 48 49
South Shore 16 23 Taft 48 46
Austin 16 16 Washington 48 42
Bowen 16 19 Young 48 76
Tilden 19 16 Kennedy 48 33
Wells 19 21 Kenwood 48 64
Harlan 13 27 Hubbard 48 33
Juarez 21 33 Bogan - 48 42
Lake View 21 35 Lindblom S2 64
Jones 24 N/A ane Tech 4 76
Foreman 24 33 .
Robeson 24 23
Senn 24 31
Carver 24 19

Note: We selected the TAP Spring_igﬂl and 1983 median
reading scores since these were the most recent and probably
the most indicative of the present state of the schools.

These are ranked from lowest to highest, according to the 1982
scores. :
Source: Chicago Board of Education.
Test Scores and Selected School Characteristics
High Schools 1981-82 and 1982-83.

From "The Chicago Study" by Gary Orfield, Ph.D, Reprinted by permission
of the publisher.
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Chicago Reading Test Scores by Income and Minority

HIGHEST AND LOWEST READING TEST SCORES BY MINORITY AND LOW-INCOMZ

School Percentile % Minority % Low-Income
Schools Far Below the National Average
Cregier Voc 10 84.8 98.0
Crane 12 100.0 100.0
Harper 12 100.0 90.4
King * 12 100.0 100.0
Marshall 12 100.0 83.3
Orr 12 99.2 80.5
Calumet 13 100.0 79.6
Phillips 14 100.0 99.5
Flower 14 100.0 ’ 97.9
DuSable 14 100.0 100.0

Average 12.5 98.4 92.9
Schools Near or Above the National Average
Matther 48 20.4 4.8
Taft 48 23,0 20.8
Washington 48 35.7 18.3=
Young 48 77.2 39.3

' Kennedy 48 37.8 43.1
Kenwood 48 76.1 29.3
Hubbarad 48 36.0 23.8
Bogan 48 34.2 22,7
Lindblom 52 98.7 52.2

- Lane Tech 74 7.3 19, e(
Average - 46.6 :27.4

Source: Chicago Board of Education:
Test Scores and Selected School Characteristics
High Schools 1981-1982.
Illinois Board of Education:
1982-1983 Public School Fall Enrollment and Housing Report.

From "The Chicago Study" by Gary Orfield, Ph.D, Reprinted bv permission
of the publisher.
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High School Beyond - Self Evaluation Attitude Scale

58. How do you feel about each of the following statements? (MARK ONE
OVAL FOR EACH LINE)

Agree Disagree No
strongly Agree Disagree strongly opinion

a. I take a positive attitude toward

»

When I make plans, I am almost
certain I can make them work
I feel I do not have much to
be proud of

p—

myself (@) o O o o
b. Good luck is more important than
hard work for success o o o (@) o
c. I feel I am a person of worth, :
on an equal plane with others o O o O o
d. I am able to do things as well
as most other people o o O o (@
e. Every time I try to get ahead,
something or somebody stops me O O O O o
f. Planning only makes a person
unhappy, since plans hardly
ever work out anyway o O o o (@)
g People who accept their condition
in life are happier than those
who try to change things o o (@) O O
h. On the whole, I am satisfied
. with myself O o o o O
i. What happens to me is my
own doing o O O o o
i At times I think I am no
good at all O o (@) (@ o
O o o O O
O O (@ O O

From High School Achievement: Public, Catholic, and Privéte Schools Com-
pared, by James S. Coleman, Thomas Hoffer and Sally Kilgore. Copyright
c 1982 by Basic Books, Inc. Reprinted by permission of the publisher.



High School Beyond - Self Esteem Responses

Percentage of Sophomores and Seniors in Public and Private Schools Giving High
Self-Esteem Responses*: Spring 1980

High-Performance
Major Sectors Schools
Other
U.S. Total Public Catholic Private Public Private
Grade Grade Grade Grade Crade Grade

Self-Esteem Item 10 12 10 12 10 12 10 12 10 12 10 12
Take positive attitude

toward myself

(agree strongly) 269 327 269 327 264 309 267 335 248 352 354 460
I'm a person of worth

(agree strongly) 269 335 266 331 205 361 297 386 354 368 411 550
Able to do things as

well as others

(agree strongly) 267 336 265 335 283 3833 312 3874 290 352 410 524
On the whole, satisfied

with myself

(agree strongly) 189 226 189 224 192 228 200 258 212 247 256 327
I'm not good at all

(disagree strongly) 11.0 144 110 143 104 140 100 152 79 131 136 207
Not much to be proud of

(disagree strongly) 326 399 323 394 355 439 350 439 378 436 439 587
Average 238 295 237 292 249 302 254 324 260 314 334 443

4 Responses taken from BBUSS in student guestionnaire.

From High School Achievement: Public, Catholic, and Private Schools Com-
pared, by James S. Coleman, Thomas Hoffer and Sally Kilgore. Copyright
c 1982 by Basic Books, Inc. Reprinted by permission of the publisher.




High School Beyond - Reading Scores

Means and Standard Deviations for Sophomore Test Scores
in Public and Private Schools: Spring 1980

High-Performance
Major Sectors Schools
U.S. Other
Test Total | Public | Catholic | Private Public Private
Means
Reading (19)* 9.1 89 105 105 11.7 14.5
Vocabulary (21) 109 10.7 12.9 13.1 14.1 17.6
Mathematics (38) 18.6 18.3 215 22.3 24.9 30.2
Science (20) 10.9 10.8 11.9 124 13.2 15.1
Civics (10) 58 5.8 6.5 6.4 7.1 7.8
Writing (17) 10.3 10.1 11.9 11.5 12.8 14.7
Standard Deviations® )
Reading 3.9 3.8 3.6 3.9 4.1 2.8
Vocabulary 44 43 39 45 42 2.6
Mathematics 7.4 74 6.6 7.8 75 4.8
Science 3.8 3.8 3.3 3.5 3.5 2.4
Civies 2.0 20 1.9 1.9 1.9 14
Writing 4.0 4.0 3.5 3.8 34 2.0

4 Numbers in parentheses refer to total number of test items.
bStandard deviations shown are standard deviations of individual test scores. Standard errors for
sector mean achievement may be found by multiplying the standard deviations shown by the follow-

ing numbers:
us. Other High-Performance
Total Public Catholic Private Public Private
Sophomores .006 .006 .019 .044 .054 .055
Seniors . .006 .007 .020 .048 .062 058
Means and Standard Deviations for Senior Test Scores
in Public and Private Schools: Spring 1980
High-Performance
Major Sectors Schools
US. Other
Test Total | Public | Catholic | Private Public Private
Means
Reading (20)* 10.9 10.8 11.9 13.0 135 16.0
Vocabulary (27) 131 129 15.1 15.9 18.0 21.6
Mathematics (32) 19.1 189 21.1 22.4 23.9 28.1
Picture Number (15) 11.3 11.3 12.1 11.9 11.6 13.0
Mosaic (89) 45.3 45.2 473 51.0 54.2 55.3
Visual (16) 7.7 77 75 8.6 8.8 9.8
Standard Deviations®
Reading 42 42 3.8 42 4.0 2.6
Vocabulary 5.4 5.3 5.1 6.0 5.7 3.7
Mathematics 6.3 6.3 5.6 6.1 5.7 2.7
Picture number 3.7 3.7 33 35 35 2.8
Mosaic 14.6 14.6 12.6 14.7 16.0 14.5

From High School Achievement: Public. Catholic, and Private Schools Com-
pared, by James S. Coleman, Thomas Hoffer and Sally Kilgore. Copyright
c 1982 by Basic Books, Inc. Reprinted by permission of the publisher.
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High School Beyond - Social and Economic Inequality Responses

Percentage Distribution by Grade and School Type of the Perceived Importance Among Non-Hispanic -W hite
Students of Working to Correct Social and Economic Inequalities*: Spring 1980

High-Performance Sector

Other
U.S. Total Public Catholic Private Public Private
Perceived Importance 10 12 10 12 10 12 10 12 10 12 10 12
Total percent 1000 1000 1000 1000 1000 1000 1000 1000 1000 1000 1000 1000
Very important 12.0 11.1 12.1 11.1 11.5 9.8 11.1 13.2 15.0 12.6 13.6 15.0
Somewhat important 49.6 46.5 49.6 46.8 493 46.0 52.1 40.5 473 44.9 46.0 38.2
Not important 38.4 42.4 38.4 42.1 39.2 44.2 36.8 46.3 37.7 42.5 40.4 46.8

Note: Details may not add to totals because of rounding.

“ Responses taken from BBUS7 in student questionnaire.

From High School Achievement: Public, Catholic, and Private Schools Com-

pared, by James S. Coleman, Thomas Hoffer and Sa
c 1982 by Basic Books, Inc.-

. 11y Kilgore.
Reprinted by permission of the publisher.

Copyright



Student Interest in School

Percentage Distributions in Public and Private Schools of Students Interested
in School and of Students Liking to Work Hard in School: Spring 1980

Major Sectors High-Performance Schools
. Other .
U.S. Total Public Catholic Private Public Private
Grade Grade Grade Grade Grade Crade
Item* 10 12 10 12 10 12 10 12 10 12 10 12
Interested in School?
Yes 764 737 762 732 787 763 781 821 809 761 884 887
No 236 263 23.8 26.8 21.3 23.7 21.9 12.9 19.1 23.9 12.6 11.3
Like Working Hard in School?
Yes 540 523 540 522 528 523 564 542 538 57.8 63.6 56.7
No 46.0 4717 46.0 478 47.2 41.7 43.6 45.8 46.2 42.2 36.4 43.3

2 Responses taken from items BBOS9C and BBOGI1E in student questionnaire.

From High School Achievement: Public,

pared, by James S. Ccleman, Thomas Hof
c 1982 by Basic Books, Inc.

Catholic, and Private Schools Com-

fer and Sally Kilgore.
Reprinted by permission of the pu

Copyright
blisher.
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