


A CO~~ARATIVE STuDY OF SELF-CONCEPTS: 

CHILDREN FROM ONE-PARENT HOME EWJIRO~lliNTS 

CHILDREN FROM T~U-PARENT ROME ENVIRONMENTS 

by 

Karla Singer 

A Dissertation Submitted to the Faculty of the 

College of Education 

in Partial Fulfillment of the Requirements for the Degree of 

Doctor of Education 

Florida Atlantic University 

Boca Raton, Florida 

June 1978 

/ o; 



A COMPARATIVE STUDY OF SELF-CONCEPTS: 
CHILDREN FROM ONE-PARENT HOME ENVIRONMENTS 
CHILDREN FROM TWO-PARENT HOME ENVIROWMENTS 

by 

Karla Singer 

This dissertation was prepared under the direction of the candidate's 
dissertation advisor, Dr. V. M. Kerensky, College of Education, and has 
been approved by the members of the supervisory committee. It was 
accepted i n partial fulfillment of the requirements for the degree 
Doctor of Education. 

D 

erson, Department 
stration and Supervision 

ed Studies 

ii 

SUPERVISORY COMMITTEE: 

Dr. Harold M. Harmes 

0~/J £,_ .. e4-& 
~James D. LogsdOn 

~~' ~9'12-m. / 
nr:ramin R. Tcc lain 

LJJWU~ 
Dr. w~~rd1Nels~r., . / 

~~/l~ 

rn?J 9, 1178 
Date 



ACKNOWLEDGE~ffiNTS 

I wish to express my deepest gratitude and appreciation to 

Dr. Vasil M. Kerensky, Chairman of the Doctoral Committee, for his 

guidance and support in the preparation of this investigation. Appreci

ation is also extended to the members of the doctoral committee, 

Dr. Harold M. Harmes, Dr. James D. Logsdon, Dr. Benjamin R. McClain, 

Dr. Willard H. Nelson, and Dr. Voncile Smith for their assistance and 

direction throughout this study. 

I am also indebted to Mr. Clyde Quinby, Superintendent of Schools, 

Collier County, Florida, and to the principals of the participating 

schools, Miss Janie Rowland, Mr. Jerry Hartwig, Mr. Al Boysen, 

Mr. Aaron Lutz, and Mr. Howard Carney, for granting permission to perform 

this research and to administer the tests necessary to complete this 

investigation. A special word of appreciation must be extended to the 

parents who consented to have their children participate in the study. 

Herds cannot express the appreciat:f.on that must be extended to 

my daughters, Deborah and Kathryn, \vho have had to accept many responsi

bilities in order for me to complete this endeavor. For their assistance, 

encouragement, patience, and continuous love, I will always be grateful. 

iii 



Author: 

Title: 

ABSTRACT 

Karla Singer 

A Comparative Study of Self-Concepts: 
Children From One-Parent Home Environments 
Children From ~~a-Parent Home Environments 

Institution: Florida Atlantic University 

Degree: Doctor of Education 

Year: 1978 

The purpose of this study was to determine whether there is a 

significant difference between the reported self-concepts of children 

living in one-parent homes and children living in two-parent homes. In 

addition, the variables of sex and grade level were investigated to 

determine whether there is a significant difference between the reported 

self-concepts of males and females in grades one and three. 

Research has indicated that how an individual views himself, in 

congruence with how "significant others" view him, has a positive corre-

lation wi.th learning ability, and feelings of worth and importance. 

Parents and educators must be cognizant of the variables which may 

influence development of positive self-concepts, fer it is especially 

through the direction and guidance of th~se people that a child may 

ultimateiy become an asset to our society. 

The incidence of single parenthood has incr.eased during the past 

dec.:1.de.. The parent may be single due to death, divo::ce, separation, 

non-marriage, or single parent adoption. 
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Perhaps the major factor leading to single parenthood is divorce. 

Since the number of divorces involving children tends to be on the 

increase, the investigator believed that a study comparing self-concepts 

of children from one-parent and two-parent homes was essential. This 

study was initiated with the anticipation of providing insight into the 

variables which may significantly influence the development of positive 

self-concepts in our youth. 

Approximately 870 letters were sent home with first and third 

graders in five randomly selected elementary schools in Collier County, 

Florida. Of these, 309 parental information/permission letters were 

returned. From the returns, the investigator randomly selected sixty 

students who resided in one-parent homes and sixty students who resided 

in two-parent homes. Of these 120 subjects, an equal number of male and 

female students was selected as well as an equal number of first and 

third graders. A self-concept test was administered using components of 

three tests: (1) California Test of Personality, (2) Primary Self Concept 

Inventory, and (3) When Do I Smile Test. This selection was made in 

order to provide variety in question and answer style. Since an alpha 

correlation of .91 waa determined, the self-concept test score was 

considered a single unit of measure. 

Based on the population studied, the findings of an analysis of 

variance, a multivariate analysis of variance, and the Fisher t-test all 

indicated and supported that there is a statistically significant 

difference, at the .05 level, between the reported se l f-concepts of 

children l i ving i n cne-parent and ~Ao-parent homes. Children from two

parent homes had a cons iderably higher mean, 44.6, a~ ccmpared to a 39.1 

mean for children from one-parent homes. The findings i ndicated that 
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there is a statistically significant difference between the reported 

self-concepts of male and female students in the primary grades. Females 

had a mean of 44.4 as compared to a 39.3 mean for males. There was no 

statistically significant difference between first and third graders with 

means of 42.0 and 41.7 respectively. 

Implications of these conclusions pertain specifically to the 

sample included in this study; limitations imposed by definition and by 

selection should be observed before making broad application of the 

findings to populations which are not closely similar in design. 

Research has indicated that positive parent-child relationships, 

especially during the formative years, tend to encourage the development 

of positive self-concepts. This investigation of self-concepts, reported 

by children from differing home environments, suggests strongly the 

impact of the two-parent family on the positive development of self

concept. The results of the present study, even with the limitations, 

imply the need for effective preparation for marriage and family living. 

Awareness of variables which could encourage positive self-concepts may 

subsequently aid children in becoming fully-functioning adults. 
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CHAPTER I 

THE PROBLEM 

Introduction to the Problem 

Perceptual psychologists such as Arthur Combs, Carl Rogers, 

Abraham Maslow, and Earl Kelley have emphasized the importance of 

positive relationships during the development of an individual's self-

concept, or his self-perception. Self-concept, or self-perception, may 

be defined in numerous ways. Some of the more pertinent comments which 

indicate how self-concept may be identified follow: 

Raimy (1943) stated, 

The self concept is the more or less organized perceptual 
object resulting from present and past self observation ••• 
(it is) what a person believes about himself. The self concept 
is the map which each person consults in order to understand 
himself, especially during moments of crisis or choice. 

Earl Kelley (1962, p. 9) stated, 

The self consists, in part at least, of the accumulated 
experiential background, or back-log, of the individual. It 
is what has been built, since his life began, through unique 
experience and unique purpose, on the individual's unique 
biological structure. The self is therefore unique to the 
individual. 

Arthur Combs (1962, p. 84) stated, 

The self concept, we know, is learned. People learn who 
they are and what they are from the ways in which they have 
been treated by those who surround them in the process of 
their growing up. This is ~.,hat Sullivan called learning 
about self from the mirror of other people. People discover 
their self concepts from the kinds of experiences they have 
had with life--not from telling, but from experience. People 
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develop feelings that they are liked, wanted, acceptable, and 
able from having been liked, wanted, accepted, and from having 
been successful~ One learns that he is these things, not from 
being told so but only through the experience of being treated 
as though he were so. Here is the key to what must be done to 
produce more adequate people. 

Abraham Maslow (1962, p. 99) stated, 

Every person is, in part, 'his own project', and makes 
himself. Growth forward ••• requires courage and strength 
in the individual, as well as protection, permission and 
encouragement from the environment, especially for the child. 
The 'better' culture gratifies all basic human needs and per
mits self-actualization. 

Carl Rogers (1962, p. 234) stated, 

The self and personality emerge from experience, rather 
than experience being translated to fit a preconceived self
structure. It means that one becomes a participant in and 
observer of the ongoing process of organismic experience, 
rather than being in control of it. 

Research has indicated that how an individual views himself, 

in congruence with how "significant others" view him, has a positive 

correlation with his learning ability, his fulfillment of life time 

goals, his potentialities, and his feelings of worth and importance. 

Children who display positive self-concepts are generally 

confident of their ability to meet problems and other demands. They are 

at ease in their relationships with peers and other people and feel that 

authority figures are supportive and interested in their well-being. 

These children tend to be independent, reliable, and relatively free 

from anxiety, nervousness, worry, tiredness, and loneliness. They are 

seldom considered behavior problems. Stenner and Katzenmeyer (1976, 

p. 356) found that these students tend to perform above average in 

reading and ~thematics and ganerally to attain higher scores onachieve-

ment tests. They also found that children with poor self-concepts tend 

to be insecure and pessimistic about their abilities. They are unsure 
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about their relationships with peers and other people and view authority 

figures as a threat. They generally tend to be insecure, tired, anxious, 

and nervous. They regard school as an unhappy place and generally score 

below average in language arts, mathematics, and on achievement tests. 

Joy Penticuff (1976, pp. 15-18) has indicated that certain 

behaviors are indicative of a positive or a negative self-concept: 

Positive 

1. Initiates new projects and explores novel activities 
2. Expresses ideas in such a way as to have others l i sten 
3. Accepts responsibility seriously 
4. Greets strangers without undue comfort 
5. Competes with peers 
6. Accepts earned praise with pride 
7. Is accepted by peer group 
8. Accepts reasonable criticism without undue anger or hurt 
9. Sets realistic goals in light of own abilities 

Negative 

1. Hesitant to the extent that he or she will not engage in 
new activities without encouragement 

2. Is self-deprecating--plays the dummy or clown in the group 
3. Is consistently irresponsible 
4. Is unduly shy 
5. Either refuses to compete or gives only a half-hearted try 
6. Responds with embarrassment or discomfort to earned praise 
7. Has few friends and verbalizes that he or she is not liked 
8. Is extremely sensitive about criticism, reacting with much 

inner-or-outer directed anger 
9. Sets self up for failure by setting unrealistically high 

or low goals. 

In recognition of self-concept as a vital factor in the development 

of human behavior, this research has been designed as an attempt to 

determine whether there is a significant difference between the reported 

self-concepts of elementary school children living in one-parent homes 

as compared to the reported self-concepts of elementary school children 

living in two-paren t homes. 

The family organizational pattern has moved from an extended 
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structure to its present nuclear structure, and this factor, along 

with other cultural, moral, and value changes, has contributed to the 

numerous complexities of living, maturing, and surviving in our rela

tively fluid society. Among these changes has been a continuous increase 

in the number of divorces since 1958 (Vital Statistics, 1971), and 

consequently, an increase in the number of children who live in one

parent homes. These changes in environmental structure present questions 

of interest and concern: 1) Does the influence of a one-parent home, 

which because of its nature may differ in societal and economic factors, 

have a significantly different effect on the positive development and 

growth pattern of the child as compared to the developmental pattern that 

a child in a two-parent home may demonstrate? 2) Does the success in 

adjustment from a two-parent family to a one-parent family depend upon 

a complexity of variables rather than on one specific variable which can 

be readily identified? 3) Does the new role of being a single parent 

where social, economic, and mental changes may be temporarily undefined, 

have a profound effect on the subsequent adjustment of the children? 

In 1940, only 3.2 percent of the population eighteen and over 

was divorced. By 1974, this figure had increased to 8.6 percent, 

(Statistical Abstract, 1975). During 1971, there were 773,000 divorces 

and annulments recorded with an estimated 946,000 children involved 

(Vital Statistics, 1971). The United States, in 1975, had 4.5 million 

families with children under eighteen which were headed by a single 

parent (u.s. Census Bureau, 1975). Orthner, Brown, and Ferguson (1976, 

p. 431) found that approximately 90 percent of single parent families 

were headed by women and 10 percent were headed by men. 

The increase in single parent families has become a social 
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force of no mean proportion. It has become a major type of family 

structure in our Aruerican society and the effects of this type of 

environment need continual research and analysis to identify the vari

ables which may significantly influence the child's growth process and 

potential. The Census Bureau defines a one-parent family as, "parent

child group," "parent and one or more own single sons or daughters under 

18 years old living together." Kreisberg and Kreisberg (1972, p. 228) 

found in 1966, that 10 percent of all children were living in a female

headed, one-parent family. By 1971 (United States Census, 1971), there 

were 8,714,000 children under eighteen living with their mothers only. 

This represented 12 percent of all children under eighteen, or one child 

out of eight. In addition, 1 percent, 764,000 children, were living in 

a father-headed, one-parent family. This combination represented 13 

percent of the child population under etghteen who lived in a one-parent 

home environment. 

The proportion of children living with their divorced fathers is 

increasing. In a recent yearly Population Survey by the Census Bureau, 

8.4 percent of children with divorced parents were reported to reside 

with their fathers. (Statistical Abstract, 1975). 

There is some evidence that legal and social changes are 

occurring in the single-parent status. While the proportion of men 

granted custody of their children during the 1950's was about 10 percent 

(Goode, 1956a), it now appears that the percentage is increasing. The 

total number of divorces has increased dramatically over the past decade. 

Orthner, Bro•~, and Ferguson (1976, p. 431) found that between 1965 and 

1972, a period of rapidly rising divorce rates, the number of divorced 

or separated mothers heading households increased 58 percent, but the 
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number of divorced or separated fathers heading households increased by 

71 percent. This increase indicated that by 1972 over 13 percent of 

single parent households were headed by fathers. Hetherington, Cox, and 

Cox (1976, p. 417) found that the rate of remarriage is rising but not 

keeping pace with the divorce rate in cases where children are involved. 

In the research studied, there appears to be a controversy over 

'l'l'hether the birth rate in the United States is increasing or decreasing. 

The National Center for Health Statistics reported a 1 percent decline 

between 1973 and 1974. From that period through September 1975, there 

was no evidence of an increase in the fertility rate for the United States 

as a whole. For the period of September 1976 through April 1977, the 

. first substantial sign of a reversal in the declining birth rate was 

noted. Figures for that period indicated that the marriage rate was up 

and also the birth rate, with no increase in the divorce rate. Between 

January 1977, and April 1977, the birth rate was up 6 percent over the 

same period in 1976~ If this trend continued through the entire year, 

it was estimated that nearly 3.4 million youngsters would be born in 1977, 

an increase of about 200,000 over what would have been expected at the 

previous year ' s rate. 

Studies done by Westoff and Cohen (1977, p. 93) indicated that, 

"If the current trends continue, the prospects are that Americans will 

be marrying less, divorcing more, producing fewer children, and possibly 

reaching zero population growth in 40 years." Cohen's observations, 

based on a 1974 Social Security Administration study, indicated that by 

the year 2040, 27 percent of the population, as compared to 36 percent 

currently, will be children and youth under age twenty. 
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There is a popular belief that children from one-parent homes 

exhibit greater difficulty in school achievement, lack sufficient moti

vation for success, and diaplay negative self-concepts as a result of 

family disorganization. Perhaps the basis for these beliefs stems 

partially from the knowledge that the individual receives the most 

enduring and pervasive personality-shaping impact, hence a positive or a 

negative self-concept, from his early family experiences. Froehlich 

and Darley (1952, p. 10) contend that no study of the student is complete 

unless family background is taken into account. Family relationships 

have the greatest influence on the child's values and ways of behaving. 

That father, mother, and children all live together does not 

necessarily signify happiness and complete adjustment in that life style 

any more than father alone or mother alone with children signifies 

unhappiness or maladjustment. Hill (1968) and Nye (1957) found that a 

two-parent environment does not automatically insure good childrearing, 

and that a one-parent family does not necessarily mean an inadequate 

childrearing situation. 

The formative and most critical years for the development of a 

child's self-concept are between the ages of two and seven when the child 

i s usually living in the home. The variables of the environment may 

positively or negatively affect the development of self-concept. These 

same variables may also affect motivation and consequently auccess in 

learning. The hom~ environment may exert such a force as t o present 

obstacles in the pathway of academic success and therefore inhibit the 

ind i vidua l from becoming a fully functioning person. In virtually all 

research, a s i gnificant relationship has been identified, at all grade 

levels, between self-concept and academic achievement~ Because of the 



8 

correlation between self-concept and academic achievement, positive or 

negative changes in one factor facilitate a corresponding change in the 

other factor. 

Fink (1962) concluded that there is a significant relationship 

between self-concept and academic achievement, and that this relation-

ship appears stronger in boys than girls. Andrews (1966) found that 

children of lower than average ability have more difficulty than others 

in gaining feelings of achievement and in developing favorable self-

concepts. Wattenberg and Clifford (1964) found that the measures of 

self-concept and ego-strength made at the beginning of kindergarten 

were more predictive of reading achievement two and one-half years later 

than were measures of intelligence. Sears (1970) found that children's 

self-concepts at age twelve were reliably related to their reading 

achievement three years before. Hughes (1971) found a reliable rela-

tionship between self-esteem as measured by the Piers-Harris Children's 

Self-Concept Scale and achievement as measured by the Iowa Test of Basic 

Skills. Brookover (1964) found a significant and positive relationship 

beogeen self-concept and academic performance and, in addition, observed 

that self-concept was significantly and positively related to the per-

ceived evaluations which significant others held of the student. 

Stenner and Katzenmeyer (1976, p. 356) stated, 

The child's concept of self crystalizes during the early 
school years, during which period a massive process of psy
chological and social maturation takes place. The level of 
maturation determines the success with which the child nego
tiates the turmoils of adolescence. A child can have no 
stronger ally than a strong and positive self-concept. 
Conversely, a child can have no more subversive character
istic than a negative self-concept. 

In the current climate of change with the emphasis on developing 
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to the maximum extent the unique qualities of the individual, parents 

and educators must become cognizant of the environmental variables which 

may significantly affect the positive development of the child. Identi

fication of variables which mold positive or negative self-concepts is 

necessary to establish a process which may ultimately enhance positive 

self-concepts. The extent to which an individual can achieve a feeling 

of personal worth, an understanding and acceptance of the assets along 

with the liabilities he possesses, and a feeling of belonging may be 

experienced through positive interactions with significant others. All 

an individual's characteristics, be they physical, mental, social, 

i ntellectual, moral, or personal, tend to form unique interrelationships. 

These characteristics, placed in a perceptual field with the opinions 

and views of significant others, help to develop the self-concept. 

Whether this self-concept is positive or negative depenqs on the vari

ables involved and the environment in which this interaction occurs. 

Self-concept is developed through the individual's perception of his own 

abilities, in correlation with his perception of what he views signi

ficant others expect of him. This correlation provides the basis for 

skil l s and challenges he feels confident can be mastered. 

Purpose of the Study 

The purpose of this study was an attempt to identify the effects 

of certain variables which mar have an influence on the development of a 

child's self-concept. The emotional climate of the home environment 

appears to have a direct bearing on the formation of positive or negative 

self-concepts. The parent/parents, perform a critical function in the 

f ormation and maintenance of the child's self image. Research suggests 
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that the child's behavior is a function of the expectations of signifi-

cant ethers. When the efforts of both the mother and the father, jointly 

influencing the formation and development of the self-concept cease 

because of divorce, death, or desertion, one may subsequently find that 

the child suffers from the consequences which may arise as the then 

single parent inherits total responsibility for controlling all variables 

of the home. The single parent often lacks adequate time and resources 

to develop the confidence and high esteem necessary for a positive self-

concept. Also, lack of time and resources may inhibit the parent from 

providing adequate and necessary experiences which the individual needs 

in order to achieve a positive self-concept, to be fully functioning, 

and to be a success in life. 

Coopersmith (1967) lists three conditions which must prevail for 

the individual to develop a sense of value in himself and thereby regard 

himself as having worth: 

1) parental warmth, whereby the child senses the love and 
concern of his frunily and feels that they see him as a 
person of value 

2) respectful treatment, whereby the child's views are 
considered and where he has a rightful and democratic 
position in the family 

3) clearly defined limits, whereby the child comes to 
know, through his parents' rel~tively high demands 
and expectations for success, that they care what 
happens to him. 

The parent-child relationship is an important determinant of 

self-concept. Thomas (1971) concluded that the family influence on the 

child is more important for the growth of self-concept than is the social 

class of which he is a mP.mber. Wessman and Ricks (1966) stress the rela-

tionship of parental respect and interest to a worthwhile sense of self. 
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Mistry (1960) suggests that emotional security with parents is essential 

for the development of positive self-concepts. Washburn (1961) states 

that a low opinion of oneself devalues the self and leads to defensive 

attitudes and distorted perception of self and others. 

Research indicates that no patterns of parental behavior or 

attitudes are common to all parents of children with high self-esteem. 

Coopersmith (1967) concluded that general conditions associated with 

producing high self-esteem have been established, but not all of these 

conditions are essential for the development of self-esteem in any 

given individual, nor is any single condition sufficient to produce a 

favorable self-concept. 

Hamachek (1971, p. 162) stated, 

That the loss of a parent through divorce, separation, 
or death hampers a child's adjustment cannot be denied. On 
the other hand, the evidence does not allow us to assume 
that because only one parent lives at home the child or 
children in that home will be maladjusted or emotionally 
damaged. What seems to make a difference to a child is not 
so much that a separation, or divorce, or death has occurred, 
but rather how it is handled by the adults involved. 

The critical factor appears to be how the child interprets his 

parents' views of him. If parents intend to provide an environment which 

builds positive self-concepts, they must give consideration to attitudes 

they express toward their children, and also, be sensitive as t:o how 

these attitudes are being perceived. 

Hypotheses 

This study was designed to examine the effects of the home 

environment and to determine whether there was a significant difference 

in the reported s~lf-concepts of children from one-parent horues and 

children from two-parent homes. 
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The following null hypotheses were tested: 

Hypothesis I - There is no significant difference 

between the reported self-concepts of 

children living in one-parent homes and 

children living in two-parent homes. 

Hypothesis II - There is no significant difference 

between the reported self-concepts of 

male and female students. 

Hypothesis III - There is no significant difference 

between the reported self-concepts of 

students in grades one and three. 

In addition to the main hypotheses stated above, data was 

analyzed to evaluate the following interaction hypotheses: 

Hypothesis IV - There is no significant interaction 

between influences of the home environment 

and sex of the child. 

Hypothesis V - There is no significant interaction 

between influences of the home environment 

and grade level in which the student is 

enrolled. 

Hypothesis VI - There is no significant interaction 

between sex of the child and grade level 

in which the student is enrolled. 

Hypothesis VII - There is no significant interaction 

between influences of the home environment, 

grade level in which the student is enrolled, and 

sex of the child. 
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Definition of Terms 

For purposes of this study, the following terms will be defined 

as stated: 

Self-concept - what the individual thinks and feels about 

himself; his conception of who and what he is; what he views 

as his true being; what the individual views as his "real" 

self. Silberberg and Silberberg (1974, p. 184) stated, "It 

is a composite of a person's thoughts and feelings, strivings 

and hopes, fears and fantasies, his views of what he is, what 

he has been, what he might become, and his attitudes per

taining to his worth." 

Significant others - the parent, the educator, or the 

friend who is important to the individual's well-being; 

that person who can influence the behavior because he is 

viewed as important in the life of the individual. 

One-parent home - a home environment in which a single parent, 

because of divorce, death, or desertion is classified as being 

"head of the household" and has the primary responsibility for 

raising the child or children for the majority of a given year. 

Two-parent home - a home environment in which two adults 

reside together and have the primary responsibility for jointly 

raising the child or children for the majority of a given year. 

Child - any human being under the age of eighteen. 

Environment - the conditicns, circumstances, and influences 

surrounding, and affecting the development of an organism. 
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Importance of the Study 

To assist each child in positively developing his potential 

capabilities, parents and educators must recognize the variables which 

may significantly influence the child's self-concept and hence, his 

complete learning process. Although it is impossible to control all the 

variables which may influence the development of the self-concept, it is 

necessary to be cognizant of the factors which can be altered by adjust

ments in the home environment, the curriculum, and/or the organizational 

design of the educational environment. It was the intent of the inves

tigator to determine if the variable of home stability, hence a one

parent versus a two-parent home significantly influenced the positive or 

the negative development of an individual's self-concept. If this 

variable showed a significant difference, the information and statistics 

obtained could be of .benefit to various levels of educational organiza

tion and also of benefit to the single parent. 

The results may 

1) provide teachers with information and statistics that 

have a ·direct bearing on the academic achievement level of 

students in the classroom 

2) provide administrators with information which can be 

used to revise the existing academic programs with the inten

tion of meeting the relevant needs of the children from one

parent homes 

3) provide school districts with information which could 

assist in developing goals and objectives which would more 

adequately prepare its members for effective and productive 

lives both during their school years and after graduation 
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4) Provide single parents with information and statistics 

which subsequently could be applied to the development of more 

positive self-concepts, and thereby provide the influences and 

environmental factors which establish the opportunity and 

possibility for each child to reach his potential in life. 



CHAPTER II 

REVIEW OF RELEVANT LITERATURE 

The basic assumption underlying this investigation is that an 

individual's maturation process and his competency in achieving personal 

goals is determined by what he and significant others perceive he is 

capable of achieving. The development of a positive self-concept may 

significantly contribute to a successful, happy, and rewarding life 

experience. This review of the literature related to self-concept deals 

primarily with 1) the development of self-concept, 2) the self-concept as 

it relates to academic achievement, 3) the home environment as it relates 

to self-concept, and 4) the home environment and economic conditions as 

they relate to self-concept. 

Development of Self-Concept 

Research has not confirmed that a newborn is immediately aware 

of a unique and separate entity in contrast to that which he experienced 

inside his mother's womb. But within hours and days, as he experiences 

new sounds, smells, feelings, and tastes, he begins to develop a mental 

organization of and adaptation to these new encounters with unfamiliar 

factors. From the moment of birth, the self begins forming and modifying 

based on the accumulated experiences and influences of significant people. 

By the end of the first year of life, the infant has developed a signifi

cant number of perceptions about himself. He has experienced many 

16 
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thoughts, feelings, and sensations which help develop awareness of his 

individual existence. The initial step in the development of the &elf 

comes when the child can differentiate between things of special meaning. 

This eventually leads to the formation and acquisition of values. 

The home provides the child with feelings of security, love, 

competency, and warmth. These factors have an overwhelming influence on 

the way the infant sees himself and the world around him. If his exper-

iences are positive, and if he is accepted as an important being, he can 

begin to expand as a person. The mother is especially critical at this 

point in development, for through her expressions of loving and coddling, 

or the withholding of such, the infant learns whether he is liked, 

accepted, and valued, or whether the environment is cold and negative. 

Within a positive and/or negative environment the child becomes aware of 

those he recognizes as significant others and who thereby provide signi-

ficant influences on the development of his self-concept. 

Overstreet (1955, p. 88) stated, 

The unique power of the home stems from the fact that it 
gets the new human being first--before any other institution 
has had a chance to make an impression upon him--and it re
mains his chief environment for so long a time that its 
'design for living' tends to move into him (in psychiatric 
terms, to become internalized) and becomes inextricably part 
of himself before the world outside has any consist~nt chance 
to exert a modifying influence. Thus what life is experienced 
to be in the home becomes, in large measure, for each indivi
dual, what life is interpreted to be in the wider human sense. 

The parent/parents are critical in molding and maintaining the 

child's self-concept. Manis (1958) reported that a child's level of 

self-regard is closely associated with his parents' reported level of 

regard for him. Similar findings were reported by Davidson and Lang 

(1960), Shaw and Dutton (1965), Brookover et al. (1965), and Meyers (1966) 
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who all strongly suggested that a child's behavior is a function of the 

expectations of significant others, and these expectations are internal-

ized into self-perceptions. 

An individual, developing and maturing in a positive home environ-

ment where love and acceptance are prevalent, may not necessarily con-

tinue to positively develop his self-concept along an ideal continuum. 

There are constant impulses to resist change and to maintain the estab-

lished patterns of behavior. However, the child eventually is compelled 

to change by the need to reach what he perceives as his ideal self. This 

ideal self is formed by what the individual perceives as adequate behavior 

for his environment. Change in self-concept depends on the experiences 

the child encounters, plus that opportunity to sustain success and failure. 

If he experiences only failures, he may feel compelled to resist change 

and growth, and to preserve the attitudes and ideas he presently holds 

for himself in order to maintain his security. Only when he experiences 

success will he be likely to develop the courage and confidence which 

leads to higher expectations, self-assertiveness, and positive growth of 

self-concept. With a backlog of successful encounters, which allow for 

a belief of worth, the individual feels adequate to meet life ' s chal-

lenges. 

E. C. Kelley (1962, pp. 14-15) stated, 

The self 'looks out' upon the surrounding scene largely in 
terms of its own enhancement or defense. It tends to extend 
in the direction of that which promises to make it better off. 
It withdraws from that which seems likely to endanger it. This 
is largely true throughout life and entirely true in the early 
stages when the self is being established ••• The more facil
itating the environment, the less need for protection. The more 
endangering the environment, the greater need f or protection 
• • • Protection (defenses) becomes isolation. The self be
comes a prisoner in its own fort. 
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Within this "fort", individuals become inaccessible to significant 

others and thereby become stagnant in further development of self-concept. 

A child's security comes from the feeling of belonging in his 

society and his self-concept arises from this need to belong. All 

characteristics--physical, mental, social, intellectual, and moral-

interact to form the child's view of the world in which he needs a place. 

This continual interaction provides the basis for development of the self

concept. Encouragement helps strengthen feelings of security and ade

quacy. Encouragement is an expressed faith in the individual to either 

fail or succeed and to still feel confident that he is loved, valued, and 

accepted. Encouragement is respect for the individual and acknowledge

ment of his need to experiment, even though psychologically he may want 

to preserve his steady state and thus fear and/or resist change. Only 

through experimentation will the child know which behaviors will bring 

acceptance, security, and belonging. He needs an atmosphere in which 

there is mutual trust, cooperation, love, and respect. As feelings of 

personal worth develop, ability to build adequate relationships with 

others will increase. This sense of personal worth, combined with the 

feeling of responsibility toward others, helps the individual effectively 

adjust to his world. Memories of past successes provide self-confidence 

needed at the present time and the courage to accept additional challen-

ges. 

Parents should recognize that each child is unique and functions 

in terms of his own self-concept, be it positive or negative. The 

parents' goal should be to understand the child's unique qualities and 

to develop positive relationships in congruence with his uniqueness. 

These relationships will assist the individual in achieving his maximum 
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potential. How parents help their child develop, and how they react to 

his exploratory experiences, has a significant influence on him. They 

are the first people to affect the development of the child's self-

concept, and they continue to be significant others. An open and posi-

tive atmosphere must be evident. 

If a child continuously is in conflict and dissatisfied with 

himself, he most likely will not mature in a positive manner, and there-

fore, will not satisfy his potential goals and expectations. The home 

provides the first experiences in which the child can begin to distin-

guish between his sensations and the factors which make them evolve. 

Sullivan (1947, p. 10) wrote, 

The self may be said to be made up of reflected appraisals. 
If these were chiefly derogatory ••• then the self dynamism 
will itself be chiefly derogatory ••• it will entertain 
disparaging and hostile appraisals of itself ••• It is, 
therefore, the parents, and significant others, brothers, 
sisters, or nurse, who determine the nature of the self 
dynamism ••• The self tends very strongly to maintain the 
direction and characteristics given to it in childhood. 

Perceptual theorists such as Bills (1975, p. 7) make two assump-

tiona: 1) The basic need of a person is to maintain or to enhance his 

self organization, and 2) All behavior without exception is determined by 

and perti nent to the perceptual field of behavior at the instant of 

behaving (a s you see, so do you behave). 

The formation of self-concept becomes a complicated process, 

perhaps the most important and critical factor of life itself. All 

behavior revolves around the status and condition of what the i ndividual 

views he is and what he can do. 

Sherif and Cantril (1947 , p. 150) stated , 
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The more we study, the ~~re we find that the ego (the self) 
consists mainly of those attitudes formed during the course of 
genetic development; attitudes related to one's body, parents, 
family, school, profession, property, class, and the like. As 
attitudes are formed (learned) in the courge of genetic develop
ment, the ego is formed ••• Both the components of the devel
oping ego and the speed of its development will vary in terms 
of the limitations of the physical surroundings; the kind of 
treatment (care, resistances, and encouragements) received from 
adults, opportunities for language development, contact with 
cultural products, symbols, norms, associations with age mates, 
and so on. 

Since the parents maintain the first and primary influence 

through the child's formative years, it is essential that they under-

stand what self-concept is and what significance it plays in positive 

development. If parents can accept self-concept as the individual's 

total appraisal of all his personal qualities, attitudes, abilities, and 

feelings, which in turn tend to regulate his performance and action, then 

perhaps more effort could be exerted by parents toward providing an 

environment in which the child will have maximum opportunity to develop 

a positive self-concept and thereby experience a fulfilling and rewarding 

life. What is developed in the first five years of life has a signifi-

cant influence on what evolves for the next sixty-five years. 

Self-Concept and Academic Achievement 

Research indicates that there is a significant relationship 

between a child's self-concept and his behavior, perceptions, and 

academic achievement. By the time a child enters school he does not have 

a rigid self-concept but continues to be affected by the multitude of 

factors which he encounters in his exposure to new situations and people. 

Ideally, the child will arrive at school with the knowledge that he c3n 

succeed in many endeavors, but also with the reality that he may fail to 

attain all of his goals at that present time. If he has had positive 
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experiences at home, he will be more capable of dealing with new situa

tions at school. However, if he does not arrive at school feeling worth

while, secure, and good about himself, he must then rely on getting 

assistance from his classmates and teachers. During the early school 

years, the child sees himself through the eyes of his peers and teachers, 

and his self-concept is significantly affected by their perceptions of 

him and their attitudes toward him. Essentially it is through this 

group of people, and at this age, that the child develops his identity. 

The school provides the child with a new environment that may 

operate under different conditions than he found in the home. He must 

experience new limits, authority figures, demands, and restrictions. The 

school provides the environment in which concepts, convictions, and 

assumptions are formulated, a place where the child should be free to 

discover himself. The child should be encouraged to understand his 

feelings, realize his potential, and use his resources in productive 

ways. 

The child's entrance into the educational system initiates 

responsibility on the part of the school to provide experiences which 

will enhance the self-concept beyond the development which took place in 

the home. William Purkey (1970) suggests six factors which are important 

in creating an atmosphere which is conducive to the development of posi

tive self-concepts: 1) challenge, 2) freedom, 3) respect, 4) warmth, 

5) control, and 6) success. When these factors are examined, one dis

covers what constitutes an environment where growth of self-concepts may 

be achieved. 

1) Challenge must be prevalent for growth to take place. The 

individual tends to resist change until such time as the personal need 
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overcomes the resistance. This is especially true in a child tending 

to have a negative self-concept. In these instances the child should be 

given simple tasks which allow him to develop confidence in his ability 

to perform and achieve. Gradually, as the confidence increases, more 

difficult challenges can be presented if the self-concept is such that 

optimism of success is evident. The curriculum must be designed with 

frequent opportunities for the child to achieve to the degree of his own 

expectations. He must be reinforced and rewarded when significant gains 

are made in the endeavors attempted. Activities must be provided which 

permit the child to explore and discover that which is meaningful to him~ 

When learning is relevant to the child's world of experiences, and when 

it has personal meaning, then he will be more likely to put forth the 

necessary effort to achieve. The teacher may have positive and beneficial 

affects on the child through high expectations of academic accomplish

ments when the climate in the classroom is positive and when the student 

and teacher have mutual respect for each other. Storey (1967) found when 

a school task was slowed down or speeded up to accommodate able and less 

able children who were motivated, the results were beneficial in terms of 

self-concept. Some conceptions of the inability to learn appear to be 

self-fulfilling prophecies, and avoidance of additional challenges will 

result if success is not achieved at some point. Thus, the result of 

failure is the perpetuation of the original belief in the inability to 

perform. The reverse is also true. If some degree of competency in 

achieving a goal is evident, then the self image is reinforced in a 

positive manner and further challenges will be anticipated. Zahran (1967) 

and Pedersen (1966) found that the teacher has a significant impact on 

a student's level of self-concept. The teacher can depress or elevate 
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this self-concept, thus affecting the student's level of aspiration and 

performance. 

2) Freedom does not indicate an atmosphere where there is no 

control, but does indicate an atmosphere where a child has the opportu

nity to make choices. Freedom to make choices incorporates the oppor

tunity to make decisions, to discover what is relevant and meaningful. 

Honest evaluations of the decisions made contribute to growth. If threat 

of failure is not a primary feeling, mistakes can be accounted for and 

additional decisions made based on prior experiences and on what changes 

are desired. Exploration and discovery of relevant ideas which may have 

an impact on the child's life at that moment are the most effective way 

of learning. When the material is relevant, it is beneficial for growth. 

Exploration is inhibited when there is anxiety or threat to one's self

concept. Sarason (1961) reported that poor performance was experienced 

by anxious subjects when the task was presented as a threat. Subsequently, 

when anxious subjects were told that failure was normal and expected, 

they actually outperformed subjects who were less anxious. Studies in 

achievement motivation document that when the task is viewed as virtually 

impossible, failure to perform is acceptable. Adequate tasks, in terms 

of incentive and· satisfaction, are those which are viewed as having the 

probable chance of success. Tasks which are too difficult, are considered 

a threat to the self's security. Inversely, tasks which are considered 

teo simplified do not provide challenge and therefore do not encourage 

growth of self-concept. Children seem to learn and develop best in an 

atmosphere characterized by much challenge and little threat. 

Sears (1940) found that a person's successful experiences contri

bute to the setting of realistic levels of aspiration. Carlton and 
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Moore (1966, 1968) found that the freedom of self-directed dramatization 

improved the reading ability and enhanced the self-concept of elementary 

school students. Kowitz (1967) found that some students fear failure so 

much that they avoid trying to achieve whenever they can. 

Bills (1975, p. 12) stated, 

The greatest threats that people experience are those to 
the self-concept. Anything which is perceived as potentially 
damaging to the self or which will require a change in self
concept or which may force a change in self-concept is seen by 
the person as threatening. And under threat, people react to 
defend themselves. This they may do by narrowing or restrict
ing perception, by denying experience, by distorting exper
ience, or by means of all of these. 

The teacher should select experiences which provide challenge, 

allow for freedom of exploration, and thus assist the child in achieving 

success. This success will lead toward the development of positive self-

concepts. Learning through positive experiences enhances the learner's 

perspective of himself, his powers, and his potentialities. Combs (1962) 

stresses that self-concept, as a factor limiting perception, may affect 

achievement. A negative self-concept inhibits the child from viewing 

himself beyond his "tunnel vision". Experiences of satisfaction and 

success are limited unless specific opportunities are presented by parent 

or teacher. Solley and Stagner (1956) demonstrated that subjects with 

poor self-regard showed less accuracy and speed on problem-solving tasks, 

showed more anxiety, and were self-oriented when faced with failure. 

Wylie (1961) emphasized that pupils who have poor self-regard may react 

to failure or stress with greater anxiety than subjects with high self-

regard. The child who questions his worth assumes that he is of no value, 

and positive behavior cannot be demonstrated. 

3) Respect is vital to the classroom atmosphere and subsequently 
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the learning process. This must be a dual and harmonious relationship, 

for each party must respond to the feelings of the other tc be a truly 

respectful environment. Respect may be defined as a feeling of honor or 

esteem. This is one of the prime factors of self-concept, for if no 

other person views the child with feelings of honor or esteem, then the 

child cannot view himself as important and worthwhile. 

Moustakas (1966, p. 13) stated, 

By cherishing and holding the child in absolute esteem, 
the teacher is establishing an environmental climate that 
facilitates growth and becoming. 

The positive influence of significant others helps maintain and 

accelerate the self image. Negative attitudes may be eradicated when the 

child is treated as an individual of dignity and integrity, and where the 

atmosphere is one of warmth, friendliness, and acceptance. Mukherjee 

(1969) found that achievement-oriented persons described themselves as 

ambitious, assertive, capable, confident, determined, enterprising, 

forceful, far-sighted, gracious, imaginative, dependent, industrious, and 

in other positive terms, while low achievers saw themselves as slow, 

submissive, and in generally negative terms. 

4) Warmth is found in a psychologically safe and supportive 

learning situation where encouragement helps the individual gain a more 

worthwhile feeling about himself, and thereby tends to accelerate aca-

demic growth. The learning aL~osphere is dependent on the instructors' 

personal attitudes and what they create as positive or negative rela-

tionships with students. Sears (1964) found a positive relationship 

between the creati~ity $hown by students and the extent to which a 

teacher reflected personal interest in and willingness to listen to 

students' ideas. Cogan (1958) observed that warm and considerate teachers 
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got more original poetry and art from high school students than did less 

warm and considerate teachers. Reed (1962) found teachers who rated 

higher in a capacity for warmth, who were considerate, understanding, and 

friendly, favorably influenced their pupils' interests in science. 

Christensen (1960) found the warmth of teachers was significantly related 

to students' vocabulary and to achievement in arithmetic. 

The teacher's personality haa dramatic impacts on the student's 

development. Perhaps educators need to be more cognizant of their per

sonal traits and attitudes and less concerned about subject matter per se. 

An educator may be a master in his subject field; he/she may be skilled 

to answer any and every question that is likely to be asked; however, if 

the atmosphere is not open, warm, and facilitating of the students' needs, 

questions will not be initiated because this climate will not be relative 

to the desires and needs of the children. Teacher preparation should 

perhaps put additional emphasis on improving the personal qualities and 

attitudes of its student-teachers. Spaulding (1963) found significant 

correlations between positive self-concepts and the degree to which the 

teachers were calm, accepting, supportive, and facilitative. Negative 

correlations were found where teachers were dominating, threatening, and 

sarcastic. 

Teacher personality and behavior does influence a student's 

attitudes, feelings, and performance. Sears and Sherman (1964) found 

that teachers who like pupils tend to have pupils who like each other. 

The teacher becomes a model for appropriate behavior if such is demon

strated, and students assume, and ultimately reflect, those personal 

characteristics. The image a teecher portrays is vital to the learning 

process. Perhaps the educational systems should limit issuance of 
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teaching certificates to individuals who can demonstrate positive levels 

of their own self-concepts. Arthur Combs, in his book Tha Professional 

Education of Teachers, (1965), cites several studies, with similar con-

elusions, about the way good teachers see themselves: 

1) Good teachers see themselves as identified with people 
rather than withdrawn, removed, apart from, or alienated from 
others 

2) Good teachers feel basically adequate rather than 
inadequate. They do not see themselves as generally unable 
to cope with problems 

3) Good teachers feel trustworthy rather than untrust
worthy. They see themselves as reliable, dependable indi
viduals with the potential for coping with events as they 
happen 

4) Good teachers see themselves as wanted rather than 
unwanted. They see themselves as likable and attractive 
(in personal, not physical sense) as opposed to feeling 
ignored and rejected 

5) Good teachers see themselves as worthy rather than 
unworthy. They see themselves as people of consequence, 
dignity, and integrity as opposed to feeling they matter 
little, can be overlooked and discounted. 

Ryans (1964) reported on several studies with similar findings. 

These findings showed that good teachers had: 

1) More favorable opinions of students 
2) More favorable opinions of democratic classroom behavior 
3) More favorable opinions of administrators and colleagues 
4) A greater expressed liking for personal contacts with 

other people 
5) More favorable estimates of other people generally 

A warm and supportive educational atmosphere is one where the 

student and teacher function as a team, where each feels that he belongs 

to the other, where each cares about the other, and where there is an 

atmosphere consisting of praise, affection, trust, and honest positive 

feelings. 

5) Control allows for f i rm guidance rather than permissiveness. 
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Research has indicated that fire guidance tends to produce greater self

esteem. A firmer, more demanding, but fair atmosphere, indicates to the 

student that someone cares, someone is concerned about his present welfare 

and his future development. Control does not indicate ridicule, embar

rassment, or forcefulness. It is an atmosphere where interests and curi

ousities are pursued, a facilitating environment in which there are limits, 

so destructive competition, prejudice, or bigotry are not evident. The 

classroom must remain a world of positive things, people, and events. 

It must be a place where a child will develop the strength and self 

confidence to learn skills which will help him deal with the broader 

world and its conflicts. 

Control does not mean conformity. Teachers should be cognizant 

that "control" experiences do not include factors which would make a 

student feel unworthy, unimportant, unable, or unwanted. Students may 

feel guilty if they have violated relatively unimportant rules or failed 

to obey implicitly the teachers' directions. If a student feels guilty 

because his performance does not meet the teacher's level of expectations, 

he can not feel worthy and important. Control must be accomplished within 

an understanding climate, void of blame, condemnation, and criticizism. 

Lecturing, punishing, or coercing will not result in self-acceptance. 

Teachers must deal with children who misbehave, in such a manner that they 

continue to see themselves as acceptable. The teacher must create an 

atmosphere which does not encourage misbehavior but does maintain a 

friendly, accepting environment. The teacher must recognize and respect 

the good qualities of the students, and must continue to support their 

feelings of worth. Praise is a more powerful motivator than is blame. 

6) Success is a critical factor which the student must achieve 
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with the assistance of a responsible teacher. A feeling of success may 

be achieved if there is continual provision made for opportunities and 

challenges appropriate to the mastery levels of each child. Success of 

challenges promotes feelings of worth and develops more positive self

concepts. Success subsequently provides confidence to handle greater 

challenges with the anticipation of being successful. Combs and Syngg 

(1959) stated that positive views are learned from the ways people treat 

the learner. People learn that they are able, not from failure, but from 

success. Lecky (1945) found that low academic achievement may be related 

to a student's conception of himself as being unable to learn academic 

material. In his study, he found children made the same number of spell

ing errors whether the words were easy or difficult. Lecky stated that 

they responded in terms of how they thought they could spell rather than 

how they actually could spell. After some time with a counselor who 

evaluated their real spelling abilities, there was a notable improvement 

in spelling skills. When their confidence improved, so did their skills. 

The students acquired new perceptions about their abilities and thus, 

they believed that positive performance was possible. The change was 

consistent with their new perceptions of ability. 

Research by Sears (1940) found that a person's ~uccess experi

ences contributed to the formation of realistic levels o£ aspiration. 

Students with histories of academic failure tend to set goals so low that 

no hazard blockades the way toward success, or so high that success is 

impossible. The teacher's challenge is to help the student, through the 

individual's unique motivatioual system, to develop more realistic and 

consistent goals which have a high probability of success. If a student 

experiences continuous failure, he will eventually come to believe that 
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he is a failure and will subsequently behave as such. Children cannot 

psychologically tolerate consistent failure. Often children who constantly 

fail evolve into potential dropouts. Some research indicates that school 

drop-outs are made in elementary school, and further verified in second

ary school. Each student must be provided with experiences that are in 

concert with his particular abilities) needs, and interests. During the 

1960's, Hamachek (1971, p. 182) found that 7.5 million youngsters did 

not finish high school--many because of the "I can't, so why try anyway?" 

attitude. 

Morse (1963) found that in response to a statement "I feel pretty 

sure of myself," only 12 percent of third graders replied "unlike me," 

while 34 percent of eleventh graders replied "unlike me." Morse further 

reported that 84 percent of third graders, in contrast to 53 percent of 

eleventh graders, were proud of their work. In the elementary grades, 

93 percent of the children felt they were doing the best that they could 

do, but only 37 percent of the seniors agreed that they were doing their 

best. If educators and parents were fostering the encouragement and 

growth of positive self-concepts, then as the student matures, there 

should be a more positive response to the questions asked by Morse. How

ever, it appears from his statistics that between early elementary school 

and the end of high school, more negative self-concepts developed. A 

discouraging realization is that high school students will venture into 

new environments, be independent, and self sufficient, and have little 

guidance and direction in developing more adequate self images. 

Educators and parents must be hesitant in predetermining the 

ability of a child based solely on previous demonstration of abilities. 

DeGroot and Thompson (1949) found that teachers gave more praise to 
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youngsters who were brighter, better adjusted, and higher achievers. 

The investigators observed that less capable students received mora dis

approval from teachers. It seems unfair, and perhaps damaging, to make 

assumptions about an individual's capabilities based solely on the 

evaluation of other people unless the reports also state positive accomp

lishments and provide suggestions for follow-up experiences. Too often 

educators base their analysis of students on the cumulative records from 

previous years. With this fixed and static impression of the pupils' 

abilities, interests, traits, and values, the teacher may provide exper

iences that would maintain the self-concept rather than providing exper

iences based on the students' needs and desires at that specific time. 

"Nothing succeeds like success." This phrase can be made 

operational only when teachers and parents provide experiences and 

activities where a child can explore, discover personal meaning, and 

have a realization of success. 

Psychologists and educators are becoming cognizant of the reality 

that self-concept is related to learning and behavior. Research indi

cates that poor performance in school subjects, as well as lack of 

motivation and academic success, may be due to negative self-concepts 

rather than to physical maladies or lack of intelligence. If children 

see the educative process as meaningful and self-enhancing, if there is 

no threat to their present stability, then growth in self-esteem and 

academic achievement are liable to be more positive. Brookover (1967) 

concluded from his studies, that human ability as the most important 

factor in achievement is questionable; student's attitudes limit the 

level of scholastic achievement 
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The self is a complicated system influenced by numerous factors. 

The child perceives, interprets, resists, accepts, or rejects what he 

encounters based on views of self and how he thinks others view him. 

His behavior is influenced in subtle and obvious ways. Roth (1959) 

investigated the role of self-concept in achievement and concluded, all 

things being equal, those who do not achieve, choose not to do so, while 

those that do achieve, choose so. 

Fink (1962) studied a group of ninth-grade boys and girls with 

matched I.Q.'s, but rated as achievers and under-achievers. He concluded 

that there was a strong significant relationship between self-concept and 

academic under-achievement. This relationship was stronger for boys than 

girls. Combs (1964) conducted a study with high school boys to determine 

whether academically capable, under-achieving boys tend to see themselves 

and their relationship with others in ways differing from those who were 

more scholastically successful. He concluded that the under-achievers 

saw themselves as less adequate and less acceptable to others. They also 

saw peers and adults as less acceptable. Teigland (1966) studied fourth 

grade male and female achievers and under-achievers. He found a signi

ficant difference between achievers and under-achievers in peer rela

tionships both in school work situations, in play, and in social situations. 

He also concluded that the lack of over-all personality adjustment for 

under-achievers suggests that the personal-social difficulties commonly 

associated with under-achievement at the secondary and college levels are 

also present in the early elementary grades. 

Campbell (1966) studied fourth, f i fth, end sixth grade children 

and found a direct relationship between self-concept and academic 

achievement. He also noted that girls tended t o have higher self-
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concept than boys. Walsh (1956) studied elementary boys who had I.Q.'s 

over 120 but who were under-achievers. They were matched with boys of 

equal I.Q.'s who were high-achievers. She found that although the I.Q. 

was held constant, the lower achievement boys had more negative feelings 

about themselves. In addition, the low-achievers differed reliably from 

the high-achievers in 1) feelings of being criticized, rejected, or 

isolated; 2) acting defensively through compliance, evasion, or nega-

tivism; and 3) being unable to express themselves appropriately in 

actions and feelings. 

Andrews (1966) found that children of lower than average ability 

have more difficulty in gaining feelings of achievement and in developing 

favorable self-concepts. Brookover (1964) studied seventh grade students 

and focused specifically on self-concept and academic achievement. A 

positive and significant relationship was found between self-concept and 

academic performance. In addition, it was observed that self-concept was 

significantly related to the perceived evaluations which significant 

others held of the individual. 

Durr and Schmatz (1964) investigated differences between achievers 

and underachievers. They found that elementary school children who are 

underachievers were more withdrawing, lacked self-reliance, a sense of 

personal worth, and a feeling of belonging. They also found immature 

behavior and feelings of inadequacy. The majority of investigators agree 

that the underachieving student, at all grade levels, sees himself as 

less capable, worthy, and adequate than his peers. 

Purkey (1970, p. 22) stated, 

Judging by the preponderance of available research, it seems 
reasonable to assume that unsuccessful students, whether under
achievers , nonachievers, or poor readers, are likely to hold 
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attitudes about themselves and abilities which are pervasively 
negative. They tend to see themselves as less able, less 
adequate, and less self-reliant than their more successful 
peers. This is particularly true of boys, and it is also true, 
but to a lesser extent, of girls. Students with negative self
images of ability rarely perform well in school, as the research 
of Brookover, Erickson, and Joiner (1967) has indicated. 

Success or failure in school significantly influences ways in 

which the student views himself. Students who experience repeated 

success are likely to develop positive feelings about their abilities 

and consequently, perform at higher academic achievement levels. Those 

who encounter failures tend to develop negative feelings and concurrently 

experience low academic performance. There is ample evidence to support 

the facts that unsuccessful students perceive themselves and their rela-

tionships to the world differently than those who succeed. 

Under-achievers, or students who fail to live up to their own 

expectations, and/or those of significant others, tend to loose self-

esteem and develop more negative self-concepts. Because of negative 

feelings, they are more prone to be consciously or unconsciously aware of 

anxiety, stress, and fear of failure. Hamachek (1971, p. 180) described 

anxiety as a "chronic, complex emotional state with apprehension or fear 

as its most prominent component. The fear bringing on anxiety is usually 

generated by dread of the past or apprehension of the future rather than 

a specific fear-provoking situation in the present." Absence of all 

anxiety is not a healthy situation. A learning atmosphere which combines 

a blend of tension and acceptance is most favorable. In a complete void 

of anxiety, the student may be inattentive to positive stimuli. Conver-

sely, too much tension will cause him to be inattentive because of the 

overpowering fear of failure. Anxiety, self-concept , and ability to 

perform are closely interre l ated. When demands are greater than 
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resources, anxiety may be the consequence. Evidence indicates that when 

faced with anxiety-provoking situations, individuals with low self-esteem 

tend to make hasty, impulsive judgements which subsequently may be 

observed as wrong decisions. These create more negative feelings toward 

the individual because mistakes were made. Individuals with positive 

self-concepts tend to make more thoughtful and careful judgements. 

Lipsitt (1956) studied fourth, fifth, and sixth grade students and con

cluded that both boys and girls with poor self-concepts were found to be 

more anxious than boys and girls with good self-concepts. Castaneda and 

McCandless (1956) found that highly-anxious children have greater diffi

culty with conceptually complex learning tasks, and in some cases, do less 

well in the more complicated school subjects. Coopersmith (1959) measured 

the anxiety level of fifth and sixth grade children. He found that child

ren with high self-esteem were significantly less anxious than those with 

low self-esteem. In a further research project, Coopersmith (1960) re

ported that fifth and sixth graders who had positive self-concepts were 

better able to recall their failures than children with negative self

concepts who apparently repressed and denied their poor performance. 

Mitchell (1959) measured self-concepts of freshman and sophomore women 

and found the same results. The better the self-concept, the less the 

anxiety. 

Successful learning in a threat free environment brings affection 

and gratifying experiences with others, whereas failure to learn because 

of negative feelings, lack of motivation, and fear of failure brings 

disapproval of oneself and ultimately isolation as a defense mechanism 

A preponderance of research suggests the existence of a signifi

cant relationship between self-concept and academic achievement. Achievers 
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are characterized by self-confidence and self-acceptance, and hence develop 

positive self-concepts. Individuals not having adequate positive exper

iences, feel unworthy, rejected, unable, and unacceptable in society. 

Diggory and Magaziner (1959) confirm that high self-evaluation depends on 

the subject's perception that his capabilities are adequate in reference 

to his achievement of goals. The challenge for educators and parents is 

obvious. There is a need to provide for children the type of environ

ments which foster positive self-concepts, and thereby, enable each child 

to achieve his potential. Children may then experience rewarding lives 

and contribute their greatest assets to society. 

Home Environment and Self-Concept Development 

The learning process and development of self-concept begin at 

birth and generally involve modification of behavior, adaptation to the 

environment, the personal needs of the individual, and the reactions of 

significant others. Gruenberg (1959) recognized parents as the chief 

molders of children's attitudes and values. She demonstrated that the 

attitudes of a child's mother and father toward school and life in general 

are of prime importance in the child's learning process. In order to 

provide a positive environment in which the child has an opportunity to 

achieve a good self image, the parents must have an understanding of the 

factors which lead to a positive environment. Specifically, the liter

ature has been reviewed in regard to l) general environmental influences, 

and 2) influences of a single parent home environment. 

All environmental influences cannot be identified and/or accounted 

for, nor do all provide significant forces on the child's development of 
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self-concept. However, it is essential that parents become aware of some 

processes of family life that research has indicated may have significant 

affects on child development. 

Akerman (1961) designed a conceptual model of an integrated 

family group which balances the essential family functions. Family living 

is related to a homeostatic balance of family values and functions. When 

the preservation of adaptive family plasticity and potentials for growth 

are impaired, domestic failure may create an atmosphere in which positive 

attitudes are unable to materialize. Akerman's model suggests the follow-

ing sequence of organization essential for family functions: 

1) The provision of food, shelter, and other material 
necessities to sustain life and provide protection from 
external danger, a function best fulfilled under conditions 
of social unity and cooperation 

2) The provision of social togetherness, which is the 
matrix for the affectional bond of family relationships 

3) The opportunity to evolve a personal identity, tied 
to family identity, this bond of identity providing the 
psychic integrity and strength for meeting new experience 

4) The patterning of sexual roles, which prepares the 
way for sexual maturation and fulfillment 

5) The training toward integration into social roles 
and acceptance of social responsibility 

6) The cultivation of learning and the support for 
individual creativity and initiative. 

Freud and Burlingham (1944) in their study of children during 

World War II, found that children experienced a disastrous situation when 

they were suddenly removed from their fami l y environment. No matter how 

congenial the new environment was, the adjustment was proven to be unsat-

isfactory. Studies also found that children who remained with their 

parents during bomb attacks were better able to cope with anxi ety than 
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were children who were evacuated to safer areas. 

There is ample evidence to suggest that poor self-concepts can 

have adverse affects on school performance even at a young age. 

Wattenberg and Clifford (1964) found that an unfavorable view of self, 

and consequently poor achievement, was already established before children 

entered first grade. This fact emphasizes the need for parents, especi

ally during the critical first five years of the child's life, to be 

cognizant of the variables which influence self development. Investiga

tors studied the relationship of kindergarten children's self-attitudes 

to subsequent school achievement. They measured the intelligence, self

concept, ego-strength, and reading ability of 128 kindergarten children. 

At the end of the second grade, they again measured these same variables 

and concluded that self-attitudes of the kindergarten student were more 

accurate predictors of potential reading skills than were intelligence 

test scores. Therefore, we may contend that if children start school 

with negative self-concepts, and if no counter plans to improve this 

self-concept are presented in the school environment, then signs of low 

or poor academic achievement may be apparent during early elementary 

years. 

The home is the basis of all learning during the earliest years. 

Chance9 are high that in many cases educational difficulties may also be 

found there. The parent's attitudes toward the child, toward his scho

lastic success, as well as the parents' educational and cultural stimula

tion during the pre-school years, play a vital role in the development 

of self-concepts. The child's semi-developed personality and its inter

action with all environmental influences will determine his readiness, 

adaptation, and responsiveness to a new school environment. 
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The influence of the parents' personalities in developing a 

child's ideas, attitudes, and feelings about himself is critical. Learn

ing and emotion, the cognitive and affective aspects of development, are 

closely interwoven from an early age. One's self-concept is built upon 

the earliest and primary identification with significant others. Stott 

(1939) studied the impact of parental personality on children's psycho

logical growth through an examination of the general morale pattern which 

existed in the family. Stott administered a personality inventory and a 

parent-child relationship questionnaire to 1800 adolescents. He con

cluded that children coming from the "good morale" homes were better 

adjusted, more independent, and more satisfactorily related to their 

parents. Those coming from the "family discord" pattern were, in general, 

poorly adjusted, particularly in social relationships. Conclusions 

favored the idea that "good" (positive, high) family morale produced more 

desirable personality characteristics. 

In virtually all situations and under all conditions a child is 

influenced by his environment. The important factor is whether this 

influence stunts or accelerates growth. Which development occurs depends 

largely on the kind of relationship established between the child, the 

parents, and others around him, including additional children in the 

family. If the atmosphere in the home is one of warmth, of mutual respect 

and consideration, the child has a better chance for positive and unim

peded development. Unfortunately, there are many adverse environmental 

factors which parents may consciously or unconsciously impose on a child 

that may have a paralyzing effect. If a child ia made to believe that his 

right to existence lies solely in meeting the parents' expectations, 
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measuring up to their standards or ambitions for him, enhancing their 

prestige, giving them blind devotion, the child will be prevented from 

realizing that he is an individual with his own rights and responsibili

ties. As a consequence of the environment, the child may not develop a 

proper self-respect for himself nor for his parents. He becomes insecure, 

isolated, resentful, and develops stronger and more negative feelings 

about himself. There is a fine line between an over-powering, dominating 

environment and a positive environment where the parents' role will pro

vide guidance, encouragement, love, and respect. The first environment 

is threatening, demanding, and unrealistic. It will inhibit self explor

ation and discovery. It is a puppetry atmosphere in which no initiative 

develops, for there is no need to think since plans are already mapped 

out with no detours allowed. It is difficult for some parents to accept 

the second alternative, for their philosophies conclude that a child is 

incapable of knowing "what is best for him." But research indicates that 

learning takes place when there is need and relevance to solve a problem 

at the immediate moment of interest. The parents' ideal role is to guide, 

make subtle suggestions, and to praise when gains have been made. Under 

these conditions, more positive development will result. 

Another factor which influences the home environment and the 

responses of parents is the degree to which they were influenced by their 

own parents. Research suggests that the way one was raised in his child

hood does indeed influence the behavior expressed when he is in the man

agement role with his own family. Symonds (1939) studied four groups of 

parents--accepting, rejecting, dominating, and submissive. He observed 

that accepting parents were more likely to have had parents who were 

accepting. He also found that dominating parents were likely to have 
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been dominated by their parents. The study suggests that a parent is 

inclined to behave like his parents and also to adopt attitudes toward 

his children similar to the attitudes expressed by the parent of the same 

sex. 

These conclusions suggest that it is important for the parent to 

create an atmosphere which allows children to develop positive self-con

cepts, even though they may not have been afforded the same opportunities. 

The impact of the present environment will be carried forward to the next 

generations. Recognition of the facts that environmental influences may 

be related to several past generations, permits interested adults to 

change their lives and thus "break the barrier" of the past, establish 

more positive models for their offspring, and affect future generations • . 

Radke (1946) found a tendency for parents to employ the same 

disciplinary measures they remembered from childhood. Bronson, Kalten, 

and Livson (1959) investigated patterns of authority and affection over 

two generations. They revealed that mothers who remembered their mother 

as a strong authoritative figure were likely to be strong authoritative 

figures. A similar pattern was noted among fathers. However, fathers were 

more likely to copy their father's patterns in the area of affectional 

relationships rather than of authority. Harris (1959) observed that what 

occurred when mothers were children was reflected in the second genera

tions's behavior patterns. Also, what happened to their parents was now 

happening to them as parents. The kind of connection a mother made to her 

own childhood affected the way she adjusted to her own maternal role. 

As a result of many studies, we must be cognizant of the fact that 

an individual's child-rearing attitudes and practices are indeed related 

to the attitudes and practices experienced with his parents. To some 
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extent, a parent passes on to his children those fundamental child-rearing 

attitudes and procedures that were transmitted to him by his parents. 

Consequently, the present attitudes and practices will influence the 

child's own behavior as a parent later on. Washburn (1962) concludes that 

parents who are too strict, insufficiently protective, or over-critical 

may interfere with their child's attainment of a mature self-concept. 

Ideally, the parents will provide relationships with their offspring, as 

well as with each other, that are stable, continuous, dependable, and 

loving. The healthy development of personality, the ability to respond 

to affection, and the ability to become a loving, caring parent all depend 

on the relationships established in early childhood. The basic and 

all-pervasive factor of parental love is that the child is valued 

unconditionally as a being, irrespective of sex, appearance, abilities, 

and personality, and that this love is given without expectation or 

demand for gratitude. This feeling is communicated to the child through 

the relationship with him, through caring, responding, protecting, 

restraining, reassuring, and punishing for going beyond the boundaries 

set for acceptable behavior. The demands on the parents are monumenta l 

if, indeed, they truly desire to establish an environment which is the 

most positive for their offspring. Mistry (1960) suggested that 

emotional security with parents is essential for development of positive 

self-concepts, and Thomas (1971) concluded that the family influence on 

the child is more i mportant for the growth of self-concept than is the 

social class of which h~ is a member. 
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Jersild (1968, p. 5) stated, 

A large proportion of the young people now entering 
adulthood are burdened with anxiety, hostility, defensive 
attitudes toward themselves and others, feelings of guilt, 
inferiority, or other forms of self-disparagement and self
distrust. They struggle not only with the real dangers and 
thwartings in our troubled world but with unresolved childhood 
problems. They are beset with conflicts arising from unrealis
tic concepts and unhealthy attitudes which they carry from 
childhood into adult life. 

A critical factor is how the child interprets his parents' views 

of him. If parents wish to provide environments which will build positive 

self-regard in children, they must give consideration to the attitudes 

that they express and be sensitive to how these attitudes are being per-

ceived. Brrokover et al. (1965), Thomas (1966), and Coopersmith (1967) 

all conclude that parents demonstrate a vital role in development of 

their childrens' self-concepts. Brookover attempted three methods of 

treating forty-nine low-achieving ninth-grade students over a period of 

nine months. The three methods were 1) to enhance the academic expecta-

tiona and the evaluations the parents had of the students' ability; 

2) to introduce the student to an "expert" who directly communicated 

enhancing information about his ability; and 3) to create a significant 

other in the form of a counselor whose high academic expectations of the 

student might be internalized by the student. Only the first method 

produced results. When parents' perceptions of students abilities were 

modified, the student changed his perceptions positively and thus improved 

his grades; however, improvement was not maintained when treatment was 

discontinued. 

A second f i nding ~~de by Brookover was that the parents' influ-

ence continues through adolescent years in contradiction to the common 

belief that the parental influence declines during adolescence. 
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Another factor which influences the environment and subsequently 

the child's pattern of development, is the birth order. The child's place 

in the family by way of birth can affect how he views himself and others. 

Dolph (1965) made a study of Adler's theory regarding the effects of 

sibling interaction on personality development. Adler's theory hypothe

sized that the first born was more consistent and would achieve at a 

level commensurate with ability, the second born would achieve somewhat 

less consistently and at a lower level, and the third born would do less 

well than the first. Dolph's investigation indicated a trend to confirm 

the hypotheses although this trend was not statistically significant. 

The study indicated that the second born, if female and having an older 

sister, achieved at a significantly lower level than first boy, first girl, 

or second boy. This finding was not significant with second boys having 

ol der brothers. 

Musselman (1942) concluded that either the oldest, youngest, or 

only child has an advantage in the achievement ratio over intermediate 

children. Research has indicated that within the same family, first born 

achieve eminence in higher proportion than do subsequent children. Altus 

(1965) found that first born were over-represented in college populations. 

Warren (1966) found that college attendance decreased regularly with each 

later birth-order position, and Elder (1962) found that first borns per

form more effectively in the classroom than do later born children. 

Douvan and Adelson (1966) did a study involving interviews with 

3050 adolescents. They discovered: 1) first horns of both sexes 

were highly ambitious and achievement-oriented, while the middle 

children tended to have lower aspirations, and 2) the oldest child 

showed close identification with parents, while the youngest was 
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more closely identified with the peer group and relied less on family. 

Perhaps both findings can be explained by the fact that the parents tend 

to give the younger child more freedom of social interaction · and there-

fore tend not to form as close an emotional attachment as with the older 

child. Without a close attachment, the influence of the parent to pro-

mote ambition and achievement is not as affective. Attention to the 

first born includes fumblings, uncertainties, and mistakes as the child-

rearing process is learned. This is likely to result in overdoses of 

parental anxiety, insecurity, love, and attention directed at one child. 

As a consequence, the first born learns to speak earlier and more pre-

cisely and also is likely to receive more verbal stimulation than later 

children who must compete for attention. Parents expect more of the 

first born as these individuals tend to be made more responsible for the 

establishment of future standards and guidelines. These are subsequently 

enforced with additional children. 

Alfred Adler (1928, p. 14) recorded observations in regard to 

first, second, and third born children and what they must contend with. 

He stated, 

After a few years another child comes along and the situ
ation of the older is not so pleasant. He is no longer the 
center of the scene ••• He is always striving in a thousand 
ways to recapture his old situation of power and importance 
with his family. Feeling an obstacle in his way, he wants to 
over come it by fighting. Unless he can overcome in the strug
gle for supremacy in his universe he is apt to become depressed, 
peevish, more or less hopeless, and will show his hopelessness 
later in life if confronted by problems. He is very likely to 
be conservative, to understand power and to agree with it. If 
he is strong enough he becomes a fighting child. 

As for the second child he is never alone, but is always 
confronted by the older child. This constant picture before 
him of an older and bigger child begets in him a sense of 
rivalry. He had a pacemaker in his older brother ••• If 
successful, he is an excellent type, but if defeated, for 
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instance, if he is not able to compete successfully with the 
older child in word and play, he loses hope, becomes depressed 
and has a bad time of it. 

The third child has to fight for a place in the sun, but 
he has no successor, this gives him a great sense of power, 
and if he is capable overcomes the older child by his sense of 
importance. If he is not capable, he perhaps hides behind the 
fact of being spoiled, and becomes lazy, escaping from tasks, 
wasting time, and making excuses. 

To what degree a child's self-concept is positively developed 

depends in large measure on how he was raised and also on the nature of 

his relationship with his parents. Through the subtle but powerful 

associations, children are like their parents in ways which are beyond 

conscious recognition. Research is indicating that healthy, well-balanced 

children who value themselves and others are likely to come from environ-

ments in which the parents care and respect their children, where there 

are firm rules which are consistently enforced, and where there are high 

standards for behavior and performance. 

Perhaps a realistic and fundamental fact is that rarely is self-

concept developed as a result of a single cause or circumstance. Rather 

there is a multiplicity of interrelated and interacting factors which 

bring about the total influence. The health, appearance, intelligence, 

personality, and self-regard of the child, along with the economic, social, 

and cultural standing of the parents, the child's experiences at school 

and at home, the relationship between the child and parents and other 

members of the family, and perhaps many more factors appear to influence, 

at one time or another, the total development of each unique individual. 

Influences of Single Parent Homes 

The 1960 population census revealed that 10 percent of the house-

holds containing children under eighteen had only one parent present. 
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Hamachek (1971) reported that 13 percent of children under eighteen lived 

in a home with only one parent. Population surveys in urban centers 

suggest that by age eighteen between 30 and 40 percent of all children 

have experienced a broken home. Table 1 presents information regarding 

marriage and divorce rates for the United States and Florida for the 

period of 1927-1975. 

Whether a single parent home is detrimental in positive self-

concept development or whether it has no negative influences is a diffi-

cult question to investigate. To formulate substantial conclusions is 

even more difficult, for there are many variables which influence but 

which are difficult to hold constant. Analyzing the research, one finds 

contradictory statements and conclusions. 

Silberberg and Silberberg (1974, p. 200) stated, 

Research shows that it doesn't make much difference in 
children's school achievement or behavior whether the parents 
are married, divorced, separated, widowed, or have been a single 
parent and later married. The only condition that seems to 
negatively affect the children's performance in school is if 
the parents do not like each other and stay together for 'the 
sake of the children'. 

Burchinal (1964) found no significant difference in the emotional 

health between children from one-parent and two-parent families. He 

further suggested that the belief in psychological damage where the home 

consists of only one parent appears to be based on a mistaken assumption 

concerning stress. Implicit in much literature is the idea that since 

divorce is thought to be a stressful experience, the separation of the 

parents causes disequilibrium in the family; therefore, the ongoing state 

of being divorced is a permanent condition of strese and disequilibrium. 

Although the loss of one parent through divorce, separation, or 

death may alter a child's adj ustments, evidence does not confirm that 
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TABLE 1 

MARRIAGE AND DIVORCE RATES PER 1000 POPULATION 
FLORIDA AND UNITED STATES, 1927-1975 

MARRIAGES 

19 0 19 0 1960 1970 
I I 

75 

SOURCE: State of Florida, Florida Vital Statistics 
(Jacksonville, Florida: Department of Health and Rehabilitative Services, 
1975), p. 23. 
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living in a one-parent environment will produce maladjusted or emotionally 

disturbed children. Conversely, an intact home with two parents aiding 

in the development of the child does not guarantee that children will 

grow up to be adults which are happy, productive, and have high self-

esteem. 

Goode (1966, pp. 425-426) observed, 

• • • that a family in which there is continued marital 
conflict, or separation, is more likely to produce children 
with problems of personal adjustment than a family in which 
there is divorce or death ••• (The) choice usually has to be 
between a continuing conflict or divorce. And evidence suggests 
that it is the conflict of divorce, not the divorce itself, 
that has an impact on the children. 

He also found that all mothers worried about the effects of divorce. 

Almost all mothers in his study remarried and · concluded that their 

children's lives had improved after divorce. However, Goode stated that 

it would be surprising if the absence of the father had no effect on the 

child, for at every developmental phase of childhood, the child needs the 

father as an object of love, security, identification, or even a figure 

against which to rebel. 

Consistent with Goode's observations, Nye (1957) found that 

adolescents from broken homes showed less psychosomatic illness, less 

delinquent behavior, and better adjustment to parents than did those 

adolescents who lived in unhappy, unbroken homes. Burchinal and Rossman 

(1961) studied adolescents and found that the youth from divorced homes 

did not demonstrate characteristics different than other children. They 

were found to be just as heterogeneous, with good adjustments and poor 

adjustments, as young people from intact homes. Landis (1960) discovered 

that adolescents did indicate that if they had perceived their home as a 

happy place, th~y were more disturbed by divorce than youth who viewed 
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their home as unhappily torn by friction and dissension. 

Musselman (1942) investigated the achievement of high school 

students of superior intelligence. He found that superior pupils coming 

from broken families had higher achievement ratios. This relationship 

was more significant for boys than for girls. Musselman reasoned that 

living with a mother in a broken home may have supplied the incentive for 

the boy with superior intelligence to work, learn, and thus more hastily 

relieve his mother of financial burdens. 

Campbell (1932) studied the achievement quotients of students in 

sixth and seventh grades. He concluded that the broken home appears to 

have no effect upon school achievement over a period of years. The child 

may be affected by the broken home situation while he is under stress, 

but likely to recover when the stressful period has passed. 

A basic condition for the development of a positive self-concept 

for a child from a broken home lies in the fact that he is loved and he 

knows it, and preferably, that he knows he is loved by both parents even 

though they no longer reside together. An honestly given love, not an 

overprotecting love of guilty parents, will help him grow without feeling 

responsible for something over which he had no control. 

Despert (1953) believed it was not the act of the divorce itself 

but the emotional situation within the home which primarily determined 

the child's adjustment. Divorce is not automatically a destructive 

experience. When a marriage relationship is disturbed, the child may 

sense the difficulties and may become disturbed. The most serious danger 

for the child when divorce is eminent, is the fear of loosing the sta

bility and emotional support from his parents. If the situation is 

shared and discussed with the child, and if he is prepared for the change, 
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adjustment will progress with fewer problems. 

Kriesberg (1970) did a study of husbandless mothers. Women were 

asked if their children would be better off or worse off if the father 

were present. One in five thought the children would be worse off. It is 

likely that the presence of a parent who is disruptive to family life or 

antagonistic toward the children, who does not provide good examples, may 

be more of a handicap to the child's educational attainments than an asset. 

A factor which makes it difficult to study the specific influ

ences of a single parent home is the complication of clearly identifying 

the differences between "complete" and "broken" families. The differences 

are multiple and often a matter of degree. Nearly all single-parent 

families were once two-parent families, and most will become so again; 

many two-parent families were one-parent families for a while. Being a 

single parent or a married parent is not an unchanging life characteris

tic, it is part of the life cycle. Therefore, comparing one-parent fami

lies and two-parent families divides people into categories which are less 

distinctive than usually thought. 

In a review of studies questioning the assumption that two 

parents are better than one, Kadushin (1968) indicated that there exists 

little or no evidence to claim that such is true. Kriesberg and Kriesberg 

(1972) in their book entitled Children of Separation and Divorce, made 

several observations: 1) absence of a husband does not reduce the feelings 

and expectations a mother has for her children. If anything, he found 

that such mothers tend to encourage further education more than married 

mothers do. Perhaps achievement in this area provides compensation for 

disap?ointments in other areas. The husbandless mother may express atten-
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tion and concern toward her children with regard to educational efforts 

in order to compensate for the additional psychological burdens which 

resulted when the family became headed by mother; 2) Comparing husband

less mothers and married mothers with the same income, he found both are 

likely to want their sons to go beyond high school. The single parent is 

more likely to have higher aspirations about school marks; 3) Under con

ditions which are educationally handicapping, single parents' aspirations 

are depressed; 4) Husbandless mothers are more likely to pressure their 

offspring about educational attainment, and if their children are given 

the same school marks as married mothers' children, the single parent will 

be more likely to be dissatisfied. However, married mothers more often 

directly help the child in school work where the husbandless mother simply 

urges the child to do better. 

It seems appropriate to briefly review the role of the mother as 

the single parent. Most people agree that this role would tend to be 

difficult and demanding if the mother is truly concerned about her personal 

welfare and that of her children. The role probably combines that of 

homemaker, childrearer, and bread-winner. By definition, the role must 

be implimented without physical or psychological assistance or support 

from a parent partner. Household duties, family decisions, and the many 

facets of child development must be handled by the single parent. For 

many, this new role also includes a decrease in income, social status, 

and social activities. These circumstances may create personal feelings 

of self-doubt, less self-respect, and more negative feelings towards 

self and others. 

A general societal statement may be that the one-parent family is 

viewed as a form of un-family, non-family, or sick family. Since the one-
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parent family has become a social force of no mean proportion, it would 

be advisable for society to accept and recognize that the one-parent 

family does exist and function. Society generally fails to confirm that 

such a family can be cohesive, warm, supportive, and favorable to child 

development. As additional research is presented, perhaps general atti

tudes regarding single parent families will change. Some children are 

adversely affected by the prevailing negative assumptions concerning the 

status of single parent families. There are positive and negative home 

environments found in one-parent atmospheres just as there are in two

parent atmospheres. 

The development of positive self-concepts depends on the many 

facets which make up the home environment rather than upon how many people 

reside in the home. A single parent with a positive self-concept, a posi

tive outlook on life, the desire to achieve, and the awareness of what 

factors may influence his child's development, can maintain the same 

degree of progress in his own and his child's life as the individual who 

lives in an environment comprised of two parents. Perhaps in one-parent 

homes positive development may be more difficult and take more time to 

accomplish, but the challenge of providing a positive atmosphere is not 

impossible to achieve. 

Home Environment and Economic Conditions 

Income is related to many factors which affect self-concepts and 

educational achievements. In nine out of ten cases, the mother is awarded 

the custody of the children when a divorce takes place. After divorce, 

women generally suff~r downward economic mobility. Women are generally 

given less job training, and are concentrated in low income, insecure 

occupations. Departure of the husband usual l y means depar t ure of the main 
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financial contribution to the family. Women, no matter what their marital 

status, generally do not earn the same income as do men. They average 

only 55 percent of the men's earnings. According to the Women's Bureau, 

1971, 20 percent of the men and 60 percent of the women earned less than 

$5,000.00 for full time employment. Conversely, 28 percent of the men 

and only 3 percent of the women earned over $10,000.00 per year. Stein 

(1970) reported that about three-fifths of the 3.4 million families with 

children, headed by women, received welfare assistance. Waldman and 

Gover (1972) found that the labor force participation ratio for women 

with preschool children was as follows: 

Married mothers 
Separated mothers 
Divorced mothers 

~ 30 percent 
~ 41 percent 
- 62 percent 

A factor to consider, is the percentage of divorced mothers working 

higher because they must work, or does working contribute to a higher 

degree of divorce? Stein also reported that in 1969, the median income 

of families with children, headed by women aged 25-44, was $4,000.00 per 

year as compared to the median income of $11,600.00 for two-parent fami-

lies. In 1971, the Bureau of Labor Statistics reported that the average 

median income of female-headed households was $4,420.00. Ferris (1971) 

reported that low income, male-headed families, amounted to 6 percent 

for whites and 20 percent for non-whites. During the same period, female-

headed low income families amounted to 32 percent for whites and 58 per-

cent for non-whites. 

Research has shown that educational achievement is less among poor 

families. Poor parents tend to think and act in ways that do not encour-

age their children to achieve educationally. They may tend to accept 

lower standards and expectations. 

Goode (1956b) reported that a major complaint of divorced women 
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was that of financial stress. When the husband departs from the house

hold, there is usually a significant decrease in the availability of gross 

income. If the courts have awarded child support and/or alimony to the 

woman, it is estimated that only 25 percent actually receive, on a monthly 

basis, what was awarded to them. Mackie, Maxwell, and Rafferty (1967) 

found evidence to support conclusions that one-parent families and Negro 

families are, on the whole, less prosperous than two-parent or white 

families. The differences between female-headed and male-headed were 

significant. They found that female-headed, white families with incomes 

under $3,000.00 accounted for 32 percent, while only 10 percent of the 

white male-headed families had incomes under that amount. Negro female

headed families accounted for 53 percent of the population with incomes 

under $3,000.00, while Negro male-headed families equaled 24 percent. 

If not already employed, it is likely that, after becoming a part of a 

one-parent family, the single parent will need to become employed. If 

this single parent has not maintained a proficiency in the skills which 

he/she once was able to master, or if no skills outside of the home were 

ever learned, employment may be difficult. The lack of financial secur-

ity may present psychological and emotional problems to the parent who may 

suffer from worries, deprivations, exhaustion, and despair often associa-

ted with the lack of money. These problems in turn may affect the child's 

feelings, attitudes, and emotional stability. The parent may, in addition 

to psychological problems, be likely to experience physical strain, 

fatigue, and a sense of being overwhelmed by the number of things to 

accomplish. This status of mind invites depression and apathy. 

The mother's perception of her role is reported in a number of 

studies. Freudenthal (1959) found that divorced mothers i n the middle-
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income range differed in perceptual interpretation of their situation. 

Those involved in group therapy, group discussion, or family life educa

tion reported a multitude of problems. Of concern, were feelings of 

incompleteness and frustration, failure and guilt, ambivalence toward 

their children, loneliness, loss of self-esteem, hostility toward men, 

problems with ex-husbands, problems with income and finding the right job, 

anxiety about children and their problems, and a tendency to overcompen

sate for the loss. 

Goode's study (1956b) used a representative sample of divorced 

women from the Detroit area. They did not report the same concerns. 

This sample included middle-class, working-class, and lower-class women 

who discussed problems relating to external circumstances and social 

pressures. 

The problems of the very low-income mother are compounded by 

concern for the physical and social welfare of her children, loss of 

self-esteem, fatigue, malnutrition, and physical ailments. 

There appears to be a consensus among researchers that the mother's 

outside employment is not the most critical variable in regard to the 

child's adjustment. Rather, the impact of employment depends on her 

physical and psychological make-up, her attitudes toward working and 

toward homemaking, the attitudes of other family members, and the age, 

sex and need of the child. It is the mother's employment combined with 

other factors that produce identifiable effects relevant to the child's 

development. 

Musselman (1942) concluded that whether everyone in the family 

worked or no one did, irrespective of the family environment (broken or 

intact), that employment had little effect on the achievement level of 



58 

children. Blomqvist (1957) studied many home factors that he felt 

affected achievement. He found that the frequency of ~.,orking mothe=s 

was almost the same for successful and unsuccessful students at eleven 

years of age or more. However, he did find that mothers of non-achievers 

had t-Torked more often before the child was seven years of age. 

Hand (1957) reported, in an investigation of the home and family 

conditions of 102 elementary school children, that the percentage of 

working mothers was slightly larger for maladjusted boys than for well

adjusted boys. The reverse was true in the case of girls. The differ

ences were not statistically significant. 

Family income tends to affect educational achievement and 

educational attainments. Blau and Duncan (1967) found that sons from 

broken homes completed fewer years of education than did those from 

unbroken homes, even taking into account the father's occupation and 

education. Deutsch and Brown (1967) studied first and fifth grade pupils 

and found that children in families without a father present had slightly 

lower I.Q.'s than did those in families with a father. The differences 

were greater within the lower socio-economic stratum than within the 

higher strata. This finding suggests that the adverse effects of poverty 

and single parenthood may aggravate each other when combined. 

A higher income family can supply more ample resources and facil

ities to help promote educational achievement than can lower income fami

lies. Books, special interest programs, educational materials) and numer

ous opportunities for growth and self development can be provided if 

finances are available. The single parent who may have lesser income 

cannot always provide enri~hment; the majority of lesser income families 

must use income to obtain necessities; food, clothing , and shelter. 
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Summary 

Research regarding self-concept is extensive. For purposes of 

this investigation four major areas were reviewed: self-concept and how 

it relates to 1) development, 2) academic achievement, 3) home environ

ment, and 4) economic status. A lack of complete concordance in the 

research cited is probably due to basic differences in the sample popu

lations, differences in variables which were or were not held constant, 

and varying procedures employed in each study. Even if all studies cited 

were in complete agreement, it is probable that they could not be applied 

to all other populations, for the variables that affect positive growth 

of self-concepts are too numerous to allow repetition of a study unless 

all variables are equal. It would be more advantageous to apply specific 

findings to a similar population rather than to apply the findings to a 

population that did not display the same or equal variables. 

In spite of divergent findings, it is generally agreed that 

self-concept is developed through experiences with the environment, 

through relationships with significant others, and through the acquisition 

of feelings of security, belonging, and worth~ Self-concept begins to 

develop from birth. It is essential that parents understand which fac

tors or variables affect self-concept development, so they may better 

provide a positive environment. 

Research indicates that there is a significant relationship 

between a child's self-concept and his behavior, perceptions, and 

academic achievement. Six factors which are important in creating an 

atmosphere which is conducive to the development of a positive self

concept are: 1) challenge, 2) freedom, 3) respect, 4) warmth, 5) control, 

and 6) success. Perhaps the most important factor is success. If an 



60 

individual cannot build self confidence based on previous successes, he 

will tend to shun new experiences, will not have the courage to experi-

ment, and will therefore withdraw from future experiences and perhaps 

never fully achieve a positive self-concept. 

The home environment significantly affects self-concept devel-

oprnent, for not only is this where the base is established, it is also 

where the supports are reinforced. The parents' personalities which 

include experiences from their own childhood, tend to have an influence 

on the environment. How the parent views his own child, plus the affec-

tion that is given, appear to significantly influence the child's develop-

ment of self-concept. 

Economic conditions do have some effect on the environment. 

Since most single parent homes include mother and child/children, and 

since generally a woman has access to less income because of numerous 

circumstances, the lack of funds may hinder having as positive an atmos-

phere as would be desired. 

Self-concept as a determinant of human behavior is not a recent 

formulation. The following was found in the Hindu scriptures of the first 

century B.C. 

Oh, let the self exalt itself, 
Not sink itself below; 
Self is the only friend of self, 
And self self's only foe. 

For self, when it subdues itself 
Befriends itself. And so 
~ihen it eludes self-conquest, is 
Its own and only foe. 

So calm, so self-subdued, the self 
Has an unshaken base 
Through pain and pleasure, cold and heat 
Through honor and disgrace. 



CHAPTER III 

DESIGN OF THE STUDY 

This investigation attempted to determine whether there is a 

significant difference in the reported self-concepts of students in 

elementary school who reside in one-parent homes and those who reside in 

two-parent homes. The sample that was randomly selected, tested, and 

analyzed were members of the Collier County, Florida, public school sys

tem. For purposes of possible application to other populations, the 

following information is offered to provide a realistic accounting of the 

environmental factors and variables that may have had an influence on the 

findings of this research. 

Collier County is the most south-westerly county in the state of 

Florida, with Naples being the most significant metropolitan area. Collier 

County is the second fastest growing county in the State, and relies on 

tourism, real estate, construction, and agriculture for its economic 

stability. The demographics, as presented, were obtained from the Florida 

Population Guide, Florida Department of Commerce, Division of Economic 

Development. 

61 
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TABLE 2 

DEMOGRAPHICS OF COLLIER COUNTY 

POPULATION 

1950 1960 

County 6,488 15 '753 

Naples 1,456 4,655 

POPULATION BY AGE 1975 

Under 18 18-44 

Collier County 25. n. 28.5'7. 

POPULATION BY SEX 1975 

Male 

Collier County 49.5'7. 

POPULATION BY RACE 1975 

1970 

38,040 

12,042 

45-64 

25 .5'7. 

1975 

62,734 

17,224 

Over 65 

20.37. 

Female 

50.5'7. 

White '7. of Total Nonwhite '7. of Total 
Population Population 

Collier County 59,001 94.1'7. 3,733 5.9'7. 

PERCENTAGE OF HOUSEHOLDS BY EFFECTIVE BUYING INCOME 1975 

0- $3,000.- $5,000.- $8,000.-
$2,999 $4,999. $7 '999. $9,999. 

Collier County 11.6'7. 9.3'7. 15.1'7. 10.2'7. 

$10,000.- $15,000.-
$14,999 Over 

20.8'7. 33.0'7. 
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The Labor Force of Collier County is predominately white (901.), 

skilled, non-union, and with the major portion of minority groups con-

centrated in farm labor, general labor, and domestic employment. A 

study by the Economic Development Council of Collier County, Inc., and 

a local employment agency revealed that 50 percent of the applicants at 

the Agency had a skilled trade, 21.6 percent a profession, and 28.4 per-

cent unskilled work. The study also revealed that 42.3 percent were 

married and over twenty-five years of age. 

In accordance with statistics which were derived from the 

employment and payroll figures of workers covered by the Florida 

Unemployment Compensation Law, the Florida Department of Commerce, 

reported the following schedule of annual salaries for Collier County. 

10,000 

9 ,500 

9,000 

8,500 

8,000 

7,500 

7,000 

6,500 
6,811. 

6,000 

1970 

TABLE 3 

COLLIER COUNTY ANNUAL SALARY 
(in u.s. Dollars) 

6,982. 

1971 1972 1973 1974 1975 
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In order to further account for the average annual salary and 

the financial stability cf the community, the following tables, which 

denote labor skills by sex and marital status, are presented. 

20 

16 

12 

8 

4 

TABLE 4 

LABOR SKILLS BY SEX AND MARITAL STATUS 
COLLIER COUNTY 

16.21. 

9. n. 
7.3'7. 

Skilled Skilled Unskilled 
Profession Trade 

MARRIED MEN 18-65 
(33.2'7. of total sample) 

10.2'7. 
8. n. 

4.6'7. 

Skilled Skilled Unskilled 
Profession Trade 

SINGLE MEN 18-65 
(23.5'7. of total sample) 
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TABLE 4--Continued 

11.3% 

4.1% 4.4% 

Skilled Skilled Unskilled 
Profession Trade 

MARRIED WOMEN 18-65 
(19.8% of total sample) 

l 

13.8% 

6.5% 

3.2% 

Skilled Skilled Unskilled 
Profession Trade 

SINGLE WOMEN 18-65 
(23.5% of total sample) 

In reference to the general home environment of the population 

during 1975, there were 436 annulments and dissolutions of marriage in 

Collier County as compared to 692 marriages, or a 63 percent potential 

of one-parent homes. 

During 1976, the public schools in Collier County had enroll-

menta, in grades K-12, of 12,500 pupils. Of this total, 5,500 were at 

the elementary schools, 3,000 were at the middle schools, and 4,000 were 

at the high schools. The pupil-teacher ratio averaged twenty-four students 

per teacher; there was a per pupil expenditure of $1,401.00 per year; and 

30 percent of the students attended college after graduation. In addi-

tion, employment of classroom teachers was as follows: 



Staffing 

High School 

Middle School 

Elementary School 
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TABLE 5 

E~WLOYMENT OF CLASSROOM TEACHERS 
COLLIER COUNTY - 1976 

Number Bachelors 
Degree 

211 85 

l76 93 

327 204 

Masters or 
higher 

126 

82 

123 

In relation to the environment as presented, the following 

questions were investigated in congruence with the theoretical assump-

tiona of self-concept: 1) Is there a significant difference between the 

reported self-concepts of children from one-parent homes and the reported 

self-concepts of children from two-parent homes, 2) Is there a signifi-

cant difference between the reported self-concepts of children in first 

and third grades, and 3) Is there a significant difference between the 

reported self-concepts of males and females? 

The central purpose of this investigation was to determine whether 

there is a significant difference in the reported self-concepts of child-

ren who reside in one-parent home environments as compared to the reported 

self-concepts of children who reside in two-parent home envirorunents. A 

secondary purpose was to determine whether self-concept is related to sex 

or grade level. Although it must be recognized that there is a multitude 

of factors which may influence an individual's self-concept, the goal of 

this research was to statistically evaluate several specific factors 

which appeared to be relevant. 
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Limitations of the Study 

This study possessed some inherent limitations: 

1) Access to necessary information from student cumulative files 

was not available. A report prepared by the Collier County Public School 

System entitled Guidelines for Educational Records, states, "Access to 

any student educational record or the release of any personally identi

fiable information without the written consent of the parent or eligible 

student is prohibited. The consent must contain the reasons for the 

release, the specific records to be released, and the name of the person 

or agency to whom the records are being released." The only exemption to 

the above prohibition is the release of "directory information". In 

reference to this study, the only information which could be released was 

student's name, parent's name, and grade level. 

2) The status of home environment is considered "personally iden

tifiable information"; therefore, a stratified random sampling, in which 

definite portions of the total are allocated to the strata of the popula

tion, was not possible. Also, because of the design of the study and the 

limited access to information, a stratified random sample, based on race, 

income, sex, and educational level of the parent could not be attained. 

3) The statistical design, and the unavailability of information 

necessary to obtain a stratified random sampling, created several potential 

sources of bias. Because of the selective process that was employed, the 

sample may have been skewed in several factors, and the results may or 

may not be valid when applied to other populations. 

4) The public disclosure of whether a parent is married or single, 

and the recognition of whether a child has a positive or negative self

concept, appear to be sensitive areas. Therefore, if divulgence of such 
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information was viewed as damaging, threatening, or irritating to the 

parent and/or child, it is probable that the parent did not respond to the 

request for participation. It must be recognized that if parents did not 

want to reveal their marital status, or if they did not want their child 

tested by the investigator, that in all probability they did not give 

permission for their child's inclusion in the sample to be selected. 

5) The realization that not all of the 870 letters arrived at the 

horne must be acknowledged. An accurate accounting of letters that did 

reach the total population was not possible as the parent responded only 

if they chose to do so. 

6) Another circumstance must be recognized; not all parents who 

received the letters were able to understand and/or to accept the design 

of or the value of the research as presented. In all probability, these 

parents chose not to respond to the request for information and permission 

to test. 

7) Self-report responses and measurements are based on the child's 

knowledge and experiences about himself. It must be recognized that some 

students cannot give accurate reports of themselves because of possible 

emotional blocks or defenses. Replies to the self-concept test may have 

been affected by mood, conditions of testing, feelings of insecurity, and 

anxiety. Results of the findings may be skewed based on the accuracy of 

the responses given. The assumption was made that children in grades one 

and three may tend to give more accurate accountings of their true feel

ings and beliefs about themselves than older children because they may not 

have been forced to falsify accurate feelings for defensive purposes. 

8) A factor which should be recognized is that the returns of 

information/permission letters may have been influenced by lack of know-
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ledge about the investigator. Although each cover letter advised the 

parent that confirmation of the inv~stigator's credentials could be 

verified with the Chairman of the Doctoral Committee or the Superintendent 

of Schools, the parent, in all probability, did not do so. It should be 

noted that in one particular sample school, the principal attached a note 

indicating personal support for the investigator and the research project. 

The actual return of parental information/permission forms was considerably 

higher than the returns in other sample schools. Whether the note accounted 

for the significant difference cannot be determined. 

9) This study was limited to first and third graders enrolled in 

the public elementary schools in Naples, Florida. 

Selection of the Sample 

The sample consisted of 120 students who were enrolled in one of 

the five randomly selected elementary schools in Collier County. The 

schools included in the random sampling each had an enrollment of 300 

students or more at the end of the first reporting month, which included 

the period of August 26 through September 22, 1976. Table 6 gives enroll

ments for this time period. Four e l ementary schools in the Immokalee 

area and one school in the Everglades area were not included in the total 

population for one of two reasons: 1) Enrollment was less than 300 

students, or 2) Due to organizational structure, only first or third 

grades, not both, >-Tere enrolled at the location. 
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TABLE 6 

ENROLLMENT IN .SCHOOLS INCLUDED IN THE SANPLE 

School Enrollment 
(Identified by number) (First reporting month) 

1 692 

2 381 

3 356 

4 533 

5 452 

6 590 

7 534 

8 380 

Using the Table of Random Numbers, the following schools were 

selected for inclusion in the sample: Schools 6, 4, 5, 3, and 2. 

Due to the enactment of the Family Rights and Privacy Law 

which became federal law in 1974, it was not legally possible to obtain 

the status of the home environment (one-parent or two-parent) from any 

school records. Therefore, letters explaining the purpose of the study, 

along with information/permission letter, were sent home with every first 

and third grader enrolled in the randomly selected schools. If the parent/ 

parents chose to have their child possibly become a part of the sample, 

they completed the information section; this included identification of 

sex, grade level, school attended, and family status. In addition, the 

parent either gave permission or denied permission for the investigator 
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to administer a self-concept test and to release the child's Stanford 

Achievement Test scores, total battery. The parent then mailed the 

information/permission form to the investigator in a postage-paid envelop 

furnished with the original packet sent home with the student. Of the 

approximate 870 letters sent home, 309 forms were returned to the inves-

tigator, a 35.52 percent return. It should be noted that the forms which 

were returned in all probability represented a part of the population 

which was most interested in the study and may not have been representative 

of the Collier County population as a whole since, in reference to Table 4, 

single persons between the ages of 18-65 comprised 47 percent of the labor 

force, although not all were obviously single parents. These forms were 

categorized into three basic divisions for purposes of random sampling: 

1) Home Environment 
one-parent returns - 88/309 
two-parent returns = 221/309 

2) Sex 
male returns = 154/309 
female returns = 155/309 

3) Grade Placement 
first returns a 155/309 
third returns = 154/309 

All forms were to be returned by a specific date stated in the 

cover letter. However, the investigator allowed an extra week of grace 

before the actual process of randomly selecting the sample was completed. 

The investigator proceeded with the random selection by placing eighteen 

subjects in each of the following cells: 

1) one-parent, male, first grade 5) two-parent, male, first grade 
2) one-parent, female, first grade 6) two-parent, female, first grade 
3) one-parent, male, third grade 7) two-parent, male third grade 
4) one-parent, female, third grade 8) two-parent, female, third grade 

The principals of the five selected schools were notified which 

students the investigator would be testing, along with a testing schedule. 
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In an effort to reduce the problem of giving make-up tests to students who 

may have been absent on the day the test was given, and because the inves

tigator did not have information with regard to which students had taken 

the Stanford Achievement Test, eighteen subjects were randomly selected 

for each cell. This process assured that no cell would finally contain 

fewer then fifteen subjects for purposes of analysis. After eliminating 

students who were absent and students who did not have an achievement 

score, two cells contained more then fifteen subjects. These excess sub

jects were removed from the sample and from statistical analysis, through 

random selection. This procedure assured equal numbers of subjects in 

each design cell. No attempt was made to analyze the variance between 

schools; therefore, subjects from all selected schools were treated as one 

sample for hypotheses analysis and evaluation. 

Methods and Procedures 

The method of investigation and analysis was designed as a 

Three Factor Randomized Design Analysis of Variance with the independent 

variables being 1) home environment, 2) sex, and 3) grade placement. The 

dependent variables were 1) self-concept test scores, and 2) achievement 

scores as reported on the total battery, percentile rank, of the Stanford 

Achievement Test. 

The design did not consider nor did it account for the variables 

such as length of time the parent had been divorced or single, whether 

there existed a positive or negative relationship between child an~ parent, 

or the psychological and economic status of the family. The effects of 

variables were presumably controlled through the process of random selec

tion of the subjects from a mutually exclusive one-parent or two-parent 
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population. 

Each first grade student was administered the self-concept test 

at approximately 9:30 A.M., and each third grade student lvas tested at 

approximately 10:45 A.M., in their respective schools. The early morning 

hours were selected because of the assumption that children are more alert 

in the morning and subsequently would be more disposed to listen carefully 

to the questions and to give answers which they evaluated as "true" indi

cations of how they really felt about each question. The total test was 

tape recorded to control possible voice fluctuations and/or unconscious 

emphasis given to any question. This could have been advantageous or 

disadvantageous to a test group and thus influenced responses. Directions 

for each test were also given via tape recorder. A special effort was 

made to develop positive rapport with the subjects prior to testing and 

thus eliminate possible reactions to the circumstances of anxiety, inse

curity, uncertainty, or other negative feelingsdue to the testing environ

ment. Self report responses and measurements are based on the child's 

knowledge and experiences about himself. Self reports can be falsified 

or not reported accurately if the circumstances appear to be threatening; 

therefore, every effort was made to supply a positive atmosphere and there

by obtain realistic responses. 

There appears to be some general concern with regard to the 

accuracy with which students respond to questions related to self-concept. 

The investigator selected students in the primary grades with the assump

tion that younger children are less inhibited in offering true responses 

regarding their personal lives since they generally have not needed to 

falsify responses in order to maintain their self identity. The subjects 

were assured that their test responses had no bearing on their school 
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grades and that the tests, along with the results, would not be revealed 

to any other individual. In addition, an identification code appeared on 

the answer sheets so the student's name was not revealed. This provided 

additional security due to the fact that no one would know which answer 

sheet belonged to any student, nor would anyone be able to identify which 

answers were selected by a given individual. 

Selection of the Instrument 

The instrument used to obtain a measure of self-concept was 

comprised of three parts. The investigator chose this method as a means 

of providing exposure to different varieties of questions and also answers. 

The desire was to eliminate anxieties which may have evolved as a result 

of past negative experiences with similar style tests in which the ques

tions or answers presented were viewed as threatening. The self-concept 

test used for this study was comprised of: 

1) California Test of Personality (CTP) 

a) Sense of Personal Worth - component 1-B 

b) Feeling of Belonging - component 1-D 

c) Family Relations - component 2-D 

2) "lJhen Do I Smile Test" - prepared by Collier County Public 

Schools system in 1968. The questions that were presented as part of this 

test remained intact; however! modifications in regard to the format of 

the answers on the original test were made. On the original response 

sheet, the student selected one of five faces to indicate feelings about 

the question presented. For purposes of this investigation, the students 

responded only to a happy face or sad face to allow the answer format of 

the total test to remain consistent. 
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3) Primary Self Concept Inventory (PSCI) 

a) Personal self (emotional state) 

b) Social self (peer acceptance) 

c) Intellectual self (success) 

The California Test of Personality defines the components selected 

for this self-concept test as administered for this investigation as 

follows: 

a) Sense of Personal Worth - an individual possesses a sense of 

being worthy when he feels he is well regarded by others, when he believes 

that he has average or better than average ability. To feel worthy means 

to feel capable and reasonably attractive 

b) Feeling of Belonging - an individual feels that he belongs 

when he enjoys the love of his family, the well-wishes of good friends, 

and a cordial relationship with people in general. Such a person will as 

a rule get along well with his teachers or employers and usually feels 

proud of his school or place of business 

c) Family Relations - the individual who exhibits desirable family 

relationships is the one who feels that he is loved and well-treated at 

home, and who has a sense of security and self-respect in connection with 

the various members of his family. Superior family relations also include 

parental control that is neither too strict nor too lenient. 

Responses to the questions on this portion of the test were made 

by placing a circle around the word YES or NO . A sample of the questions 

presented follow: 

1) Do children think you can do things '1-Te 117 
2) Do you feel that people don't like you? 
3) Is it hard to talk things over with your folks because 

they don't understand? 
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The "When Do I Smile Test" 't>Tas a locally produced instrument and 

has no national reliability or validity factor; however, the investigator 

selected this instrument which was designed for students enrolled in 

grades one through three in lieu of the Coopersmith Self-Esteem Inventory, 

which was designed for children ages eight to ten. The terminology of the 

first test appeared to be more appropriate for the sample that was includ-

ed in this investigation, especially for those in the first grade. 

Responses to the questions presented were made by placing a X on 

the happy face or sad face, depending on the feelings of the child at that 

time. A sample of the questions presented follow: 

1) How do you feel about going to school in the morning? 
2) How do you feel about the things you do in school? 
3) How do you feel about your teacher and parents talking 

together about you? 

The Primary Self-Concept Inventory was designed and constructed 

as an initial screening device which would assist in identifying students 

with undesirably low self-concepts. The philosophy behind the development 

of this test is stated in the Test Manual. "It is essential, if adequate 

learning is to occur, that children with negative feelings of self-worth 

be identified early, so that appropriate remedial procedures can be applied. 

Hopefully, these children will be identified while they are still in the 

primary grades." The components that were selected for use in the inves-

tigator's self-concept test are defined by the authors of the Primary 

Self-Concept Inventory as follows: 

a) Emotional state- assesses a child's perception of his/her 

emotional state, i.e. happy or sad, angry or not angry 

b) Peer acceptance- assesses a child's perception of his/her 

acceptance by his/her peer group 
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c) Success - assesses a child's perception of his/her tendency 

to succeed or fail in task-oriented pursuits. 

Responses to the questions presented were indicated by drawing a 

circle around the pictorial stimuli depicting a happy or sad situation. 

Samples of the questions presented follow: 

1) Look at picture ~wo. One picture shows a boy or girl 
building a little block house. The other picture shows a boy or 
girl who is not able to build a block house~ Draw a circle 
around the boy or girl you feel is most like you 

2) Look at picture three. 
a group of children talking. 
the group and is not talking 
Draw a circle around the boy 
you; the one left out of the 
group 

The picture on this page shows 
One boy or girl is left out of 

with the rest of the children. 
or girl that you think is most like 
group or one of the children in the 

3) Turn the page and look at picture four. These p~ctures 
show a boy or a girl who is sad, and a boy or a girl who is 
happy. Draw a circle around the boy or girl that you feel is 
most like you. 

In an effort to eliminate sex discrimination when the self-concept 

test was administered, the format of the test was designed to be appropri-

ate for the individual who was responding to the questions. Responses for 

the three parts of the test included a) yes-no answers, b) happy face-

sad face ansuers, and c) identifying the child of the same sex which was 

most like the respondent. The first two sections were the same for both 

male and female; however, the third section pictured only girls for 

female repondents and only boys for male respondents. The questions were 

appropriately stated for each subject. 

At the conclusion of administering the total self-concept test, 

each section was scored as a separate entity with one point awarded for 

each positive answer. Using the three separate scores for each subject, 

a statistical test was performed to determine if there was a positive 



78 

correlation between any or all parts, and if significant, confirm the 

validity of the test for purposes of considering it a total unit. If the 

correlation factor was close to unity, the mean of the means would be 

calculated and subsequently used as a single measure of the subject's 

self-concept score. The purpose of this method was to partially eliminate 

and/or hold constant the varying effects that extraneous variables may 

have had on the testing process. 

No. of 

Heans 

Sigmas 

Alphas 

The statistical information calculated can be found in Table 7. 

1 
CTP 

items 24 

16.95 

4.91 

.85 

TABLE 7 

STATISTICAL FINDINGS 

2 
PSCI 

10 

7.89 

2.46 

.83 

3 
CCPS 

24 

16.44 

4.74 

.83 

4 
TOTAL 

58 

41.29 

9.90 

.91 

With an alpha correlation factor of .91, the decision was made 

to consider the self-concept test as a single unit of measure and the 

mean of each cell was calculated for purposes of statistical analysis and 

interpretation. 

An Analysis of Variance test was performed to determine whether 

there was a significant correlation bet'tofeen self-concept and academic 

achievement. The percentile rank on the total battery of the Stanford 

Achievement Test was used as the de t erminant of academic achievement. 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF THE DATA 

The primary purpose of this study was to determine whether 

statistically significant differences in reported self-concepts existed 

between students from one-parent families and students from two-parent 

families. The study included two groups of sixty students, each which 

met the parental and personal status criteria. 

This chapter is a presentation of the analysis of the data derived 

from the responses of the subjects relative to their perceived self

concepts. The respondents were grouped according to three specific cri

teria and thus formed eight cells for the purpose of analysis. Answers 

on the parental questionnaires determined whether the family environment 

was one-parent or two-parent, whether the child was in first or third 

grade, and whether the child was male or female. The statistical analysis 

was then performed to determine whether the following null hypotheses 

were significant at the .05 level of confidence. 

H1 There is no significant difference between the reported 

self-concepts of children living in one-parent homes and 

children living in t'I-To-parent homes 

H2 There is no significant difference between the reported 

self-concepts of male and female students 

H3 There is no significant difference between the reported 

self-concepts of students in grades one and three 

79 
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H4 There is no significant interaction between influences 

of the home environment and sex of the child 

H5 There is no significant interaction between influences 

of the home environment and grade level in which the 

student is enrolled 

H6 There is no significant interaction between sex of the 

child and grade level in which the student is enrolled 

H7 There is no significant interaction between influences 

of the home environment, grade level in which the student 

is enrolled, and sex of the child. 

Several analysis of variance tests were performed to analyze 

statistical differences and to determine which variables were significant 

at the .OS level of confidence, or approached that level. 

Comparison of Self-Concept Scores of Children 
Living in One-Parent and Two-Parent Homes 

Table 8 presents the means for children of one-parent and two-

parent families. The mean score of children from one-parent homes was 

39.1 while the mean score of the children from two-parent homes was 44.6. 



Source 

Among 

Within 

Total 

81 

TABLE 8 

C0l1PARISON OF SELF-CONCEPT SCORES 
OF CHILDREN LIVING IN 

ONE-PARENT AND TWO-PARENT HOMES 

ss df 2 
s F 

13,448 7 1,921 17.79 

12,074 112 108 

25,522 119 

* Significant at the .05 level F .OS (7,112) = 2.10 

p 

< .OS * 

The findings of this analysis of variance test indicated a 

significant difference at the .OS level between the reported self-concepts 

of children living in one-parent homes and the reported self-concepts of 

children living in two-parent homes. Therefore, based on the findings of 

this analysis, the null hypothsis stating that there is no significant 

difference between self-concepts of children from differing home environ-

menta, must be rejected. 

Comparison of Self-Concept Scores 
of Males and Females 

Table 9 summarizes the findings of the self-concept test as they 

relate to s~x. The mean score of males was 39.3 and the mean score of 

females was 44.4. 



Source 

Among 

Within 

Total 

82 

TABLE 9 

COMPARISON OF SELF-CONCEPT SCORES OF 
MALES AND FEMALES 

ss df 2 
s F 

11,SS2 7 1,6SO 13.20 

13,970 112 12S 

2S,S22 119 

* Significant at the .OS level F .OS (7,112) = 2.10 

p 

<.OS * 

The findings of this analysis of variance test indicated a 

significant difference at the .OS level between the reported self-concepts 

of males and females. The mean score indicated that females tended to 

have higher self-concept scores. Therefore, based on the findings of this 

analysis, the null hypothesis stating that there is no significant differ-

ence between males and females with respect to self-concept as measured 

by the instrument used in the present study, must be rejected. 

Comparison of Self-Concept Scores of 
First Graders and Third Graders 

Table 10 summarizes the findings of the self-concept test as they 

relate to students who are enrolled in first grade and those who are 

enrolled in third grade. The mean score of first graders was 42.0 and 

the mean score of third graders was 41.7. 



Source 

Among 

Within 

Total 

83 

TABLE 10 

COMPARISON OF SELF-CONCEPT SCORES OF 
FIRST GRADERS AND THIRD GRADERS 

ss df 2 
s F 

32 7 5 .02 

25,490 112 228 

25,522 119 

F .05 (7,112) = 2.10 

p 

The findings of this analysis of variance test confirm the impression 

that there could be no significant difference between the reported self-

concept of students in first and third grade when the difference is a 

mere .3 of a score point. Therefore, H3 which states that there is no 

significant difference between the reported self-concepts of first graders 

and third graders, must be accepted. 

Multivariate Analysis of the Hzpotheses 

This investigation was initiated as a three-factor randomized 

design with multivariate analysis of variance. Employing this atatis-

tical method, Table 11, the summary table of the findings, is presented. 



Source 

Among 
H1 

H2 

H3 

H4 

H5 

H6 

H7 

Within 

Total 

84 

TABLE 11 

AN ANALYSIS OF VARIABLES AND INTERACTIONS 
RELATED TO SELF-CONCEPT 

SUMMARY TABLE 

ss df 2 F s 

897 1 897 11.803 

770 1 770 10.132 

2 1 2 .026 

5 1 5 .066 

5 1 5 .066 

1 1 1 .013 

22 1 22 .289 

8,495 112 76 

10,197 119 

* Significant difference at the .05 level 

p 

< .05 

< .05 

F .05 (1,112) = 3.94 F .01 (1,112) = 6.90 

* 

* 

The findings of this analysis clearly indicate that there is a 

significant difference, beyond the .05 level of confidence and the .01 

level of confidence, in the reported self-concepts of children who live in 

one-parent homes and two-parent homes. The mean score of children from 

one-parent homes was 39.1 while the mean score of children from two-

parent homes was 44.6, a difference of 5.5 points. The conclusion may 
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therefore be drawn, regarding this sample and these specific findings, 

that children who live in two-parent home environments tend to have more 

positive reported self-concepts than children who live in one-parent home 

environments. 

Also significant in the findings of this analysis of variance 

test was the variable of sex. Males had a mean score of 39.3 while females 

had a mean score of 44.4, a difference of 5.1 points. The conclusion may 

therefore be drawn, regarding this sample and these specific findings, 

that females tend to have more positive reported self-concepts than do 

males. 

The remaining null hypotheses must be accepted as the analysis of 

variance shows no significant differences in the F-ratio. To determine 

which means accounted for the significance, a post F-test analysis was 

performed. For purposes of interpretation of the findings, Table 12 

presents a description of each cell. 



Cell Number 

1 

2 

3 

4 

5 

6 

7 

8 

86 

TABLE 12 

DESCRIPTION OF SAMPLE CELLS 

Description 

one-parent, first grade, male 

one-parent, third grade, male 

one-parent, first grade, female 

one-parent, third grade, female 

two-parent, first grade, male 

two-parent, third grade, male 

two-parent, first grade, female 

two-parent, third grade, female 

Possible points on the self-concept test ~ 58 

Post F-Test Analysis 

x 

36.20 

35.53 

42.67 

41.00 

42.53 

41.93 

46.47 

47.33 

Table 13 presents findings of the Fisher t-test in terms of the 

differences in mean scores, the standard error remaining constant at 

3.185 because of equal sample sizes, the t-statistic, and whe-ther the 

comparison is significant at the .05 level and the .01 level of confidence. 



Comparison 

1-2 

1-3 

1-4 

1-5 

1-6 

1-7 

1-8 

2-3 

2-4 

2-5 

2-6 

2-7 

2-8 

3-4 

3-5 

3-6 

3-7 

3-8 

4-5 

4-6 
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TABLE 13 

AN ANALYSIS OF THE EIGHT SAMPLE CELLS BASED ON 
THE FISHER t-TEST 

Difference SE t p -
.33 3.185 .10 

6.47 3.185 2.03 < .05 

4.80 3.185 1.51 

6.33 3.185 1.99 

5.73 3.185 1.80 

10.27 3.185 3.22 < .05 

11.13 3.185 3.49 < .05 

6.14 3.185 1.93 

4.47 3.185 1.40 

6.00 3.185 1.88 

5.40 3.185 1.70 

9.94 3.185 3.12 < .05 

10.80 3.185 3.39 ( .os 

1.67 3.185 .52 

.14 3.185 .04 

• 74 3.185 .23 

3.80 3.185 1.19 

4.66 3.185 1.46 

1.53 3.185 .48 

.93 3.185 .29 

* 

* < .01 * 
* < .01 * 

* <.01 * 
* <.01 * 
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TABLE 13--Continued 

Comparison Difference 

4-7 5.47 

4-8 6.33 

5-6 .60 

5-7 3.94 

5-8 4.80 

6-7 4.54 

6-8 5.40 

7-8 .86 

* Significant at the .OS level 

* Significant at the .01 level 

SE 

3.185 

3.185 

3.185 

3.185 

3.185 

3.185 

3.185 

3.185 

t 

1. 72 

1.99 

.19 

1.24 

1.51 

1.43 

1.70 

.27 

t112 = 2.00 

t112 = 2.66 

p 

The results show that significant differences do not exist in 

most comparisons. However, because the Fisher t-test is not rigorous, 

the test tends to reject more relationships than do other post F-tests. 

There is a significant difference in the 1-3 comparison; !-representing 

a one-parent, first grade, male cell and 3-representing a one-parent, 

first grade, female cell. This would support the findings of the multi

variate analysis which indicated that there was a significant difference 

between reported self-concepts of males and females. 

There is a significant difference in the 1-7 comparison; !-repre

senting a one-parent, first grade, male cell and 7-representing a two

parent, first grade, female cell. This result would support the findings 
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of the multivariate analysis which indicated that there was a significant 

difference between the reported self-concepts of children from one-parent 

homes and two-parent homes, and also a significant difference between the 

reported self-concepts of males and females. 

There is a significant difference in the 1-8 and the 2-7 compari

sons; 1-representing a one-parent, first grade, male cell and 8-repre

senting a two-parent, third grade, female cell; 2-representing a one

parent, third grade, male cell, and 7-representing a two-parent, first 

grade, female cell. All variables in each of these two comparisons are 

incongruous. Significant differences in home environment and sex can 

be explained by previous tests of analysis; however, this is the first 

indication of a possible difference in grade level. The investigator 

accounts for this finding by making the assumption that the influential 

weighting factor of the two variables which have been found to be signi

ficant is of such magnitude as to affect the grade level to some degree. 

There is also a significant difference in the 2-8 comparison; 

2-representing a one-parent, third grade, male cell and 8-representing a 

two-parent, third grade, female cell. These results support the findings 

of the multivariate analysis which determined that there was a significant 

difference between the reported self-concepts of children from one-parent 

homes and two-parent homes as well as between males and females. 

Table 14 represents a summary of the comparisons which were found 

to be significant when the Fisher t-test was performed. 



Co!!:Earison 

1-3 

1-7 

1-8 

2-7 

2-8 

90 

TABLE 14 

SUMMARY OF SIGNIFICANT DIFFERENCES 
FROM THE FISHER t-TEST 

Identification 

l-one-parent, first grade, 

3-one-parent, first grade, 

l-one-parent, first grade, 

7-two-parent, first grade, 

l-one-parent, first grade, 

8-two-parent, third grade, 

2-one-parent, third grade, 

7-two-parent, first grade, 

2-one-parent, third grade, 

8-two-oarent, third grade, 

male 

female 

male 

female 

male 

female 

male 

female 

male 

female 

Incongruous variables in each comparison are underlined 

In an effort to further determine whether the null hypotheses 

should be accepted or rejected, and in an effort to decrease the proba-

bility of a Type I or alpha error, the Scheffe' multi-comparison tech-

nique was employed to determine between which variablen differences 

existed. Table 15 presents the findings of the Scheffe' test in terms 
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of differences in the mean scores, the standard error remaining at 3.185 

because of equal sample sizes, the F' statistic, and testing the compari-

son at the .05 level and the .01 level of confidence. 

Co~arison 

1-2 

1-3 

1-4 

1-5 

1-6 

1-7 

1-8 

2-3 

2-4 

2-5 

2-6 

2-7 

2-8 

3-4 

3-5 

3-6 

3-7 

3-8 

TABLE 15 

AN ANALYSIS OF THE EIGHT SAMPLE CELLS 
BASED ON THE SCHEFFE' CRITERION TEST 

Difference SE F' 

.33 3.185 .01 

6.47 3.185 4.12 

4.80 3.185 2.28 

6.33 3.185 3.96 

5.73 3.185 3.24 

10.27 3.185 10.37 

11.13 3.185 12.18 

6.14 3.185 3. 72 

4.47 3.185 1.96 

6.00 3.185 3.53 

5.40 3.185 2.89 

9.94 3.185 9.73 

10.80 3.185 11.49 

1.67 3.185 .27 

.14 3.185 .0016 

• 74 3.185 .05 

3.80 3.185 1.42 

4.66 3.185 2.13 

p 
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TABLE IS--Continued 

Comparison Difference SE F' p 

4-5 1.53 3.185 .23 

4-6 .93 3.185 .08 

4-7 5.47 3.185 2.96 

4-8 6.33 3.185 3.96 

5-6 .60 3.185 .04 

5-7 3.94 3.185 1.54 

5-8 4.80 3.185 2.28 

6-7 4.54 3.185 2.04 

6-8 5.40 3.185 2.89 

7-8 .86 3.185 .07 

F' .as = 14.70 F' .01 = 19.74 

The findings of the Scheffe' test indicate that not one of the 

variable comparisons was found to be significant at the .OS level or at 

the .01 level of confidence. Because the Scheffe' test is classified as 

a rigorous analysis, it should be noted that the comparisons 1-7, 1-8, 

2-7, and 2-8 do approach significant at the .05 level of confidence, and 

therefore would tend to support the findings of the Fisher t-test and the 

multivariate analysis of variance findings. 

A Pearson product-moment correlation of coefficient was performed 

to determine whether there was a correlation between the self-concept 

test administered and the Stanford Achievement Test previously given by 
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school personnel. Only third grade SAT test results were available for 

analysis. Table 16 presents the summary of data used to calculate the 

correlation coefficient. 

X ... 
2,485 

TABLE 16 

SUMMARY OF DATA FOR DETERMINING 
THE CORRELATION COEFFICIENT 

2 
X 

3,987 108,869 

2 
L 

301,239 

~ 

169,579 

The product-moment correlation coefficient of .3029 indicated that 

9 percent of the total variation of the Stanford Achievement Test was 

accounted for by the relationship with the Self-Concept Test. The criti-

cal value of r at the .05 level of significance for n=60 is .273 thus 

indicating that there is a statistically significant relationship between 

the Stanford Achievement Test and the Self-Concept Test. However, it 

should be noted that the critical value of r at the .01 level of signi-

ficance for n=60 is .354 thereby indicating that there is not a relation-

ship between the two tests exceeding chance at the .01 level. Although 

there is a tendency for association, the magnitude of the relationship 

is not significant enough to conclude that students who have positive 

self-concepts will tend strongly to have higher scores on the achievement 

test nor that students who score low on the achievement test will con-

sistantly have negative self-concepts. Therefore, based on the findings 

of the analysis, on this sample, and on the self-concept test that was 

administered, no firm conclusion can be drawn. Whether a student will 
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tend to demonstrate a more positive or more negative self-concept cannot 

be significantly determined solely by means of ~he achievement score 

recorded on the Stanford Achievement Test. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The purpose of this study was to determine whether there was a 

significant difference in the reported self-concepts of males and females 

in first and third grade who live in one-parent home environments or in 

two-parent home environments. Consideration was also given to whether 

the interaction of the independent variables was statistically significant 

at the .05 level of confidence. Research has indicated that positive 

parent-child relationships, especially during the formative years of 

early childhood, tend to encourage the individual to have a more positive 

self-concept as he develops -physically and mentally. Therefore, it ~-1as 

believed that information from this investigation would contribute to a 

better understanding of home influences which may have an effect on the 

development of positive or negative self-concepts. 

Summary 

A sample of 120 students, sixty who lived in one-parent homes and 

sixty who lived in two-parent homes was randomly selected from a total of 

309 information/permission letters which were returned to the investigator. 

The parental response represented a 35.52 percent retur~ which was con

sidered adequate for this method of obtaining a sample for purposes of 

investigation. Since the status of the home environment (one-parent or 

two-parent) is considered "personally identifiable" information, the in

vestigator did not have access to school records in obtaining a sample 

95 
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based on this variable. Therefore, a letter requesting that such infer

nation be released by the parent, as well as written permission to test 

the student and to be granted access to test scores from the Stanford 

Achievement Test was sent home to all first and third grade parents in 

the five randomly selected schools. It must be recognized that the sample 

was selected from the population of parents who chose to respond to the 

request, not from the total population of students enrolled in first or 

third grade at the randomly selected schools. 

A total of fifteen subjects was randomly selected for each of the 

eight cells representing the variables of home environment, sex, and grade 

level. A self-concept test was administered to the selected sample. In 

an effort to appeal to individual preferences and in an attempt to elim

inate the possibility of anxiety, the format of the answer sheets and the 

style of test questions was varied. To achieve this goal, parts of three 

tests were incorporated into one self-concept test, and a single score 

was used for purposes of analysis. Several statistical tests were per

formed to determine whether there was a significant difference in the 

following null hypotheses: 

H
1 

There is no significant difference between the reported 

self-concepts of children living in one-parent homes and 

children living in two-parent homes 

H2 There is no significant difference between the reported 

self-concepts of male and female students 

H3 There is no significant difference between the reported 

self-concepts of students in grades one and three 

H4 There is no significant interaction between influences 

of home environment and sex of the child 
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HS There is no significant interaction between influences 

of the home environment and grade level in which the 

student is enrolled 

H
6 

There is no significant interaction between sex of the 

child and grade level in which the student is enrolled 

H7 There is no significant interaction between influences 

of the home environment, grade level in which the 

student ~s enrolled, and sex of the child. 

Conclusions 

It should be noted that the implications of these conclusions 

pertain to the sample included in this study, and the limitations imposed 

by definition and by selection should be observed. The following con

clusions, based upon the evidence presented in this investigation, 

appeared to be appropriate. Caution should be exercised in making broad 

applications of these conclusions to populations which are not similar in 

design. 

l. Among the population studied, there appears to be a signifi

cant difference between the reported self-concepts of children living in 

one-parent and two-parent homes. Based on the findings of this study, it 

would appear that home environments in which two parents provide direction, 

love, and stability tend to be characterized by more positive child 

self-concepts than is found in one-parent homes. Consideration must be 

given to the fact that these findings do not necessarily indicate that 

the difference is solely related to the number of physical beings present 

in the home, but rather this difference may be attributed to a multipli

city of variables which ultimately affect the physical, mental, end 
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emotional state of the parent/parents. It should also be noted that the 

significant forces which influence the positive development of self

concept may differ for each individual. The influences of the total 

environment must be analyzed. The tendency to characterize environments 

with global terms has hindered the study of specific components which may 

be pertinent and unique to an individual's needs. 

2. This study found a significant difference between the reported 

self-concepts of male and female students. Based on the findings, it would 

appear that in the primary grades females tend to have more positive self

concepts than do males. A study done by Campbell (1966) with fourth, 

fifth, and sixth grade students supports the findings that girls tend to 

have higher self-concepts than do boys. 

3. Among the population studied, there appears to be no signifi

cant difference between the reported self-concepts of students in first 

and third grade. Based on the findings of this study, it appears that the 

approximate two year difference in age between first graders and third 

graders does not statistically contribute to the development of a more 

positive or negative self-concept. Since there was no appreciable differ

ence noted, we may conclude that among students enrolled in the primary 

grades of Collier County, age is not a significant determining factor in 

self-concept development. Morse (1963) did find a significant difference 

in the reported self-concepts of elementary grade students and high 

school seniors. 

4. The findings of this study indicated no significant interaction 

between the influences of horne environment and sex. However, it should be 

noted, based on the results of the Fisher t-test, that two comparisons 

did indicate possible differences. The tendency toward interaction 
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between the variables of home environment and sex approached, but did not 

reach, statistical significance. 

5. Based on the findings of this study, there appears to be no 

significant interaction between the influences of home environment and 

grade level. 

6. Based on the findings of this study, there appears to be no 

significant interaction between sex and grade level. 

7. Among the population studied, there appears to be no signi

ficant interaction between the influences of home environment, grade 

level, and sex. However, it should be noted, based on the findings of 

the Fisher t-test, that two comparisons which approached significance, 

involved all three variables. There is a tendency for interaction, but 

one which did not reach statistical significance. 

Thus this investigation suggests, quite strongly, that the confi

guration of the home tends to influence the development of a child's self

concept, that females in the primary grades tend to report more positive 

self-concepts than do males in the primary grades, and that there appears 

to be no significant difference in the reported self-concepts of first 

and third graders. 

Recommendations 

The development of a positive self-concept is of primary concern 

to parents, school administrators, and teachers. This investigator 

suggested that identification of specific variables which may have a 

significant influence on the development of positive self-concepts could 

be useful. Concerned persons could use this information when identifying 

students who may have less than positive self-concepts and need individual 

attention designed to improve their self-concepts. 
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Educational recommendations 

A comprehensive school testing program should be equally concerned 

with the academic progress of the student and with his personal feelings 

about worth and abilities. Concern for the child's welfare must extend 

beyond academic achievement, for research has indicated that children 

with inherent ability, but with negative self-concepts, tend to be unable 

to achieve commensurate with their potential. Therefore, even when a 

school system can identify an individual's academic weaknesses, prescrip

tive assignments will tend not to increase understanding of the subject 

matter appreciably until such time as the child is convinced that he is 

able to achieve. Perhaps if more classes focused on the improvement of 

self-concepts, there would be less need for remediation in the basic 

subjects. The concern of parents and school personnel in regard to the 

child's personal, social, and academic adjustments should translate into 

workable programs that would provide necessary services for the develop

ment of more positive self-concepts. 

Interest in self-concept appears to have accelerated since the -mid-

1960's; however, it appears that various cultural, moral, and value 

changes which tend to be apparent in the nuclear family structure have 

created a less secure environment. Perhaps in the culture generally, 

there needs to be attention to and emphasis on the importance of positive 

self-concepts. A fact which has been mentioned earlier in this investi

gation and in other research is that the roots of a child's whole life 

pattern are normally developed during the first five years of life. This 

does not preclude the possibility that changes and adjustments can be 

made later in life, but emphasizes that the bases of attitudes are 

established in early years. This actuality would indicate that the parent 
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is the primary person who must become aware of the factors which influence 

self-concept development and that the school personnel must identify 

problems and make adjustments according to the specific needs of the 

students after they enter school. As the trend to educate the "whole-

person" accelerates, it must also make operational the global adjustments 

of the individual which include all aspects of academic and mental growth. 

Stenner and Katzenmeyer (1976, p. 357) made observations regarding 

the importance of self-concept and concluded, 

During the early school years, children's self-concepts 
develop and marked sex roles begin to appear. By developing the 
child's self-concept, schools have a seldom-recognized oppor
tunity to provide an asset that will truly serve throughout 
life. We are only now beginning to glimpse the magnitude of 
the role self-concept plays in child development. It is 
important to reexamine the practices and innovations of educa
tion, not only in light of how they affect academic develop
ment but also in the way they contribute to the development of 
a positive self-concept. 

Research recommendations 

Further study in areas related to this investigation would be 

warranted. Studies of the self-concept of children in one-parent homes, 

employing the longitudinal method of research, should be undertaken. 

There would be merit in comparing self-concepts prior to one-parent home 

situations and subsequently testing children for the duration that the 

environment remains one-parent. Perhaps one could determine whether the 

self-concept does change in relation to other environmental factors. 

Studies of children's self-concepts, using a matched pairs 

research technique, might compare those individuals who live with mother 

only to those who live with father only. Such research may indicate 

whether children could be more positively influenced by male or female 

authority figures in the home environment. 
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Studies might investigate the interaction of parent/parents' 

self-concept with self-concepts of their children. Such research may 

indicate whether children tend to be influenced by the parents' level of 

self-concept. 

Studies could hold parental income constant and compare reported 

self-concepts of children in relation to selected variables. Several 

studies have indicated that in situations where the single parent is head 

of the household there may tend to be less spendable income than in two

parent families. This research might indicate that the economic status 

of one-parent homes may tend to suppress the possibilities of children 

having adequate experiences and opportunities and therefore adversely 

affect the development of self-concept. 

The present study could be replicated with the same or different 

grade levels and the results compared to those of this study. Since some 

research indicates that self-concepts appear to be more negative as the 

student matures, a longitudinal study comparing levels of self-concept 

reported i n first grade cou l d be compared to those reported in the sixth 

grade. 

This study could also be replica ted using a stratified random 

sampling of one or more independent variables and the results compared to 

those found in this investigation. 
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3590 Bolero Way 
Naples, Florida 33942 

Office of the Principal 
School 

Naples, Florida 33940 

Dear 

School was randomly selected, using the table of random ---:-----numbers, to participate in a self-concept testing program in conjunction 
with my doctoral dissertation which is entitled: 

A COMPARATIVE STUDY OF SELF -CONCEPT: 
CHILDREN FROM ONE-PARENT HOME ENVIRONMENTS 
CHILDREN FROM TWO-PARENT HOME ENVIRONMENTS 

Please find attached: 

1. A copy of my research design which has been approved 
by my Doctoral Committee and Collier County Public 
Schools. 

2. A copy of an addendum which is included in my 
dissertation proposal. I will be using the CCPS 
test, "When Do I Smile" in place of Coopersmith's 
SEI as indicated in the addendum. Since the Otis
Lennon will not be given to 1st and 3rd graders, 
I will not complete that correlation. 

3. A copy of the Parent Permission letter. 

Please consider my three requests: 

1. It will be necessary for me to be in your office 
to randomly select my sample from your cumulative 
records. I will select individuals until I have 
attained the required number in each cell as out
lined. I estimate this will take one hour. 

2. At a future date, I would need your cooperation 
and the cooperation of your staff to release the 
designated children for approximately one hour 
for testing purposes. I would also need an area 
to administer the test. 
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3. I would need to have access to your SAT scores in 
order to find the percentile rank of my subjects 
and thereby perform a statistical correlation 
between self-concept and academic achievement. 

If you feel that my requests are reasonable, that the importance of my 
research is such that you would feel comfortable with the proposed 
plans, and that you could authorize my pursuing the investigation in 
your school, I would be most appreciative. To satisfy my requirements, 
I would need a written response from you granting me permission to 
include your school in my total investigation. 

If you have further questions or would like more clarification, please 
don't hesitate to contact me at my home, 262-7341. Thank you for your 
consideration, cooperation, and assistance. 

Sincerely, 

Karla Singer 



Office of the Principal 
School 

Naples, Florida 33940 

Dear 
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3590 Bolero Way 
Naples, Florida 33942 
March 1, 1977 

Subsequent to my last correspondence with you at which time I requested 
written permission to include your school in my doctoral dissertation 
research project, I have investigated the provisions of Public Law 
93-380 (Family Educational Rights and Privacy Act), and have found that 
under provision 99.31-6 I would be allowed to obtain directory informa
tion (sex, name, grade level), but I would not legally be allowed to 
obtain personally identifiable information (marital status) from the 
cumulative records. I have had this fact confirmed by Mr. Hugh Hayes, 
School Board Attorney. Although you as Principal could provide me with 
mu random sample, I question the legality of you disclosing to me the 
marital status without prior written consent of the individual parent. 
No study is worth a possible lawsuit. With all the stipulations and 
procedures that this law outlines, I do not at this time feel comfor
table with what I have proposed. 

Therefore, please be advised that I am amending items 1 and 3 of the 
requests as stated in my letter to you. I would propose at this time 
to send a cover letter, information sheet, and self-addressed envelop 
home with each of your first and third graders. (Please see attached). 
If the receipient is so inclined to provide the information and per
mission as requested, it will become their decision to volunteer the 
information and neither you nor I will be involved in the disclosure of 
any information which could be considered confidential. 

If you are receptive to this amendment I will assume that the permission 
to include your school will remain intact. However, please feel free 
to rescind your original permission if for some reason you are opposed 
to the amendment as stated above. 
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If at any time you have suggestions, opinions, or questions in regard 
to my methods or procedures, I would welcome your statements. Again, 
thank you for your time, consideration, and assistance. 

Sincerely, 

Karla Singer 
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March 12, 1977 

Dear Parent, 

I would be most appreciative if you would read this letter, consider 
the value of the research as proposed, and if you are so inclined, 
complete the attached information sheet and return it to me via the 
envelop provided, no later than March. 31, 1977. 

I have been employed by the Collier County Public Schools since 1968. 
During the past year and a half, I have been pursuing my Doctoral degree 
at Florida Atlantic University, Boca Raton, Florida. As a requi~ement 
for my doctoral dissertation, I must randomly select a sample and 
administer a self-concept test, the results of which could determine if 
there is a significant difference in the reported self-concepts of 
children from one-parent and two-parent home environments. My disser
tation is entitled: 

A COMPARATIVE STUDY OF SELF-CONCEPTS: 
CHILDREN FROM ONE-PARENT HOME ENVIRONMENTS 
CHILDREN FROM TWO-PARENT HOME ENVIRONMENTS 

My dissertation proposal has been approved and accepted by my Doctoral 
Committee and by the Collier County Public Schools. 

From the attached information/permission letters that I receive, 120 
children will be randomly selected as my total sample. These children 
will be given a self-concept test which will be a series of questions 
such as: How do you feel about talking to new children? The child 
will simply indicate a positive or negative response according to how 
he/she feels about the question. 

Under no circumstances will any information, test answers, or test 
results be released to any other person. All items will be considered 
as confidential information and will be destroyed at the conclusion of 
my research. After my sample is selected, the participants will be 
identified by number only. 

Since we are all concerned with the positive development of our children, 
and also concerned with providing them the opportunities to achieve to 
their highest potential in life, I trust you will find my research of 
value and to be a positive contribution to the field of education. 
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My credentials may be verified by contacting Mr. Clyde Quinby, 
Superintendent, CCPS, or Dr. V. M. Kerensky, College of Education, 
Florida Atlantic University, (305) 395-5100. A copy of my dissertation 
proposal is on file at the Superintendent's Office for inspection. 

My deepest appreciation for your consideration and assistance. 

Sincerely, 

Karla Singer 
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To the Parent: 

Please complete the following information and return to the sender via 
the envelop provided, no later than March 31, 1977. 

Name of the child: 
Last name First name 

Sex of the child: MaleD Female D 

Grade in school: First D Third D 

School attended: A D B D c D 
D D E D 

Child: lives with mother only D lives with both parents D 
other D 

Permission is given for Karla Singer to administer a Self-Concept test 
if the above named child is randomly selected for this research project: 

YESD 

Permission is given for the Principal of the above named school to 
release my child's Stanford Achievement Test scores to Karla Singer 
for purposes of correlation, if the above named child is randomly 
selected for participation in this research project: 

YESD 

Signature of the Parent 



Office of the Principal 
Elementary School ---------
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My sincere appreciation for the cooperation you and your staff extended 
to me on May 19, 1977, when I administered my Self-Concept test to the 
children selected from School. 

As stated in my original letter to you, I need to complete one more 
factor in regard to involvement with your school and that is to obtai n 
the Total Battery Percentile Rank and Stanine Score on the Stanford 
Achievement Test for my sample subjects. Please recall that I have 
obtained permission from the parents for release of thia information • 
.If it would be convenient to have a member of your staff complete the 
information, it would be appreciated; however, if this is not feasible, 
please notify me and I will come to your office and complete the 
information myself. 

Thank you once again for your assistance and cooperation. 

Sincerely, 

Karla Singer 

FIRST GRADE THIRD GRADE 

PR s PR s 
Student's Name Student's Name I 

I 

I 

I 
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SELF-CONCEPT TEST 

PART I (CTP - parts 1-B, 1-D, an~ 2-D) 

Sample: Do you have a dog at home? YES NO 

Complete each question by circling YES or NO on your answer sheet. 

1. Do children think you can do things well? 

2. Do other children often do nice things for you? 

3. Do you have fewer friends than other children? 

4. Do most of the boys and girls like you? 

5. Do your folks think that you are smart? 

6. Can you do things as well aa other children? 

7. Do people think that other children are better 
than you? 

8. Are most of the children smarter than you? 

9. Do you need to have more friends? 

10. Do you feel ~hat people don't like you? 

11. Do you have good times with the children 
at school? 

12. Are children glad to have you in school? 

13. Are you lonesome even when you are with people? 

14. Do people like to have you around them? 

15. Do most of the people you know like you? 

16. Do lots of children have more fun at home 
than you do? 

17. Are your folks right when they make you mind? 

18. Do you wiah you could live in some other home? 

19. Are the folks at home always good to you? 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 

YES NO 
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20. Is it hard to talk things over with your 
folks because they don't understand? YES NO 

21. Is there someone at home who does not like you? YES NO 

22. Do your folks seem to think that you are nice 
to them? YES NO 

23. Do you feel that no one at home loves you? YES NO 

24. Do your folks seem to think that you are not 
very smart? YES NO 
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SELF-CONCEPT TEST 

PART II (CCPS - "When Do I Smile", revised) 

Sample: How do you feel about eating ice cream? 

Complete each question by putting a ~ on the happy face or the sad face 
depending how you feel. 

1. How do you feel about going to school in the morning? 

2. How do you feel about the boys and girls in class? 

3 .. How do you think the boys and firls in class feel about you? 

4. How do you feel when you are in school? 

s. How do you feel about learning out of books? 

6. How do you think the teacher feels about the boys and girls 
in class? 

7. How do the boys and girls in class feel about the teacher? 

8. How do you feel when the teacher gives you something new to do? 

9. How do you feel when the teacher has you work together with 
other children in class? 

10. How do you feel about the things you do in school? 

11. How do you feel when the teacher has you work alone on a job 
or task? 

12. How do you feel when you get your report card? 

13. How do you feel when the teacher calls on you to answer a 
question in class? 

14. How do you feel about playing by yourself? 

15. How do you feel about having your picture takan? 

16. How do you feel about being invited to a party? 

17. How do you feel when you ta!te your report card home? 

18. How do you feel when you help your father or mother at home? 
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19. How do you feel about talking with your parents about 
problems you might have? 

20. How do you feel about your teacher and parents talking together 
about you? 

21. How do you feel when you visit your best friend's home? 

22. How do you feel about doing nice things for other children? 

23. How do you feel about talking to new children? 

24. How do you feel about most adults? 
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SELF-CONCEPT TEST 

PART III (PSCI) 

Answer each question by drawing a circle around the child that you think 
is most like you. 

Look at picture ONE. One picture shows children who are 

fighting. The other picture shows some boys who are sharing a ball and 

some girls who are sharing a doll. Draw a circle around the child you 

think is most like you. Do not worry about what anyone else thinks. 

Please do not look at anyone else's paper. Go ahead and draw a circle 

around the boy or girl you feel is "really" most like you. 

Look at picture TWO. Once picture shows a boy or girl building 

a little block house. The other picture shows a boy or girl who is not 

able to build a block house. Draw a circle around the boy or girl you 

feel is most like you. 

Look at picture THREE. The picture shows a group of children 

talking. One boy or girl is left out of the group and is not talking 

with the rest of the children. Draw a circle around the boy or girl 

that you think is most like you; the one left out of the group or the 

one of the children in the group. 

Turn the page and look at picture FOUR. These pictures show 

a boy or girl who is sad, and a boy or a girl who is happy. Draw a 

circle around the boy or girl that you feel is most like you. 
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Look at picture FIVE. The pictures show a boy or girl who can 

fix a puzzle, and a boy or girl who is not able to fix a puzzle. Draw 

a circle around the boy or girl you think is most like you. 

Look at picture SIX. The picture shows some boys or some girls 

at school who are playing together, and one boy or girl who is at school 

but who is not playing with the rest of the children. Draw a circle 

around the child that is moat like you, the child playing with the 

others or the child who is alone. 

Turn the page and look at picture SEVEN. This picture shows 

three children playing together, and one child who is left out. Draw a 

circle around the child you think is most like you. 

Look at picture EIGHT. One picture shows a boy or girl who is 

crying. The other picture shows a boy or a girl laughing. Draw a 

circle around the boy or girl you feel is most like you. 

Turn the page and look at picture NINE. These pictures show a 

boy or girl who can do his or her school work, and a boy or girl who 

cannot do his or her work. Draw a circle around the boy or girl you feel 

is most like you. 

Look at picture TEN. This picture shows a boy or girl who is 

angry, and a boy or girl who is happy. Draw a circle around the boy 

or girl you feel is most like you. 



119 

GIRL'S TEST 
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I. 
I. D. Number 

Sample: 

YES NO 

1. YES NO 9. YES NO 17. YES so 

2. YES NO 10. YES NO 18. YES NO 

3. YES NO 11. YES NO 19. YES NO 

4. YES NO 12. YES NO 20. YES NO 

5. YES NO 13. YES N\) 21. YES NO 

6. YES NO 14. YES NO 22. YES NO 

7. YES NO 15. YES NO 23. YES NO 

8. YES NO 16. YES NO 24. YES NO 
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I. D. Number II. 
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BOY'S TEST 
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I. 
I. D. Number 

Sample: 

YES NO 

1. YES NO 9. YES NO 17 0 YES NO 

2. YES ~10 10. YES l\'0 18. YES NO 

3. YES NO 11. YES NO 19. YES NO 

4. YES NO 12. YES NO 20. YES NO 

5. YES 00 13. YES 00 21. YES NO 

6. YES NO 14. YES NO 22. YES NO 

7. YES NO 15. YES NO 23. YES NO 

a. YES NO 16. YES 110 24. YZS NO 

I I 



128 

I. D. Number II. 

'-'@@ 

'·©@ 9. @@ 17. ©@ {\ 

'·©© 10. © @ 18. ©@ 
'·©@ 11. ©@ 19. ©© 
··©® 12. ©@ 20. ©@ 
'·©® 13. ©© 21. ©@ 
··©© [14 • ©@~'·©@ . v (""\ 

'· ©® ~5. @@ ~'·©@ v . I' 

'· ©@ 6. ©© ''· ©@ v '~ 

I 



129 



130 



131 



..... 
0 

c 
0 ... .. 
• ... 
e ... .. 
g. .. 
~ 

"' 
~ 

"' ... 
:a 

"' .. 0 
::0 

"' 0 ... 
g. ., 
0: 

132 

"' 0 
(/) 

,_ 
!-< CX> 

"" 
,_ 

"' u ... ., 
:z "' .. 
0 e >< 
u Cl .. 

,..l!-< 

" :z . -... :z c 
:z .... 
0:.-1"' 

~~ 
., 
::0 

,..lN< 

' I 

! 

r~ 
I 



LIST OF REFERENCES 

Ackerman, Nathan W. "Preventive Implications of Family Research." In 

Prevention of Mental Disorders in Children. Edited by Gerald 

Caplan. New York: Basic Books, 1961. 

Adler, Alfred. "Characteristics of the First, Second, Third Child." 

Children 3 (1928): 14. 

Altus, w. "Birth Order and Academic Primogeniture." Journal of 

Personality and Social Psychology 2 (1965): 872-876. 

Andrews, R. J. "The Self-Concept and Pupils with Learning Difficulties." 

Slow Learning Child 13 (1966): 47-54. 

Bills, Robert E. A System for Assessing Affectivity. Tuscaloosa, Alabama: 

University of Alabama Press, 1975. 

Blau, Peter and Duncan, Otis Dudley. The American Occupational 

Structure. New York: John Wiley, 1967. 

Blomqvist, John. "Some Social Factors and School Failure." International 

Review of Education 3 (1957): 165-173. 

Boyle, William T. The Single Parent Family: Some Social and Psycholo

gical Characteristics and Their Implication for Social Policy 

Decisions. Paper presented at the Annual Meeting of American 

Educational Research Association, Washington, D.c., 30 March-

3 April 1975. 

Brandwein, Ruth A.; Brown, Carol A.; and Fox, Elizabeth Maury. "Women 

and Children Last: The Social Situation of Divorced Mothers 

and Their Families." Journal of Marriage and the Family 

36 (1974): 498-512. 

Bronson, W. C.; Kelton, E. S.; and Livson, N. "Patterns of Authority 

and Affection in Two Generations." Journal of Abnormal and 

Social Psychology 58 (1959): 143-152. 

133 



134 

Brookover, w. B. "Self-Concept of Ability and School Achievement. 11 

Sociology of Education 37 (1964): 271-278. 

________ , et al. "Self-Concept of Ability and School Achievement II: 

Improving Academic Achievement Through Students' Self-Concept 

Enhancement." Cooperative Research Project No. 1636. East 

Lansing, Mich.: u.s. Office of Research and Publications, 

Michigan State University, 1965. 

-------- and others. "Self-Concept of Ability and School Achievement." 

Cooperative Research Project No. 2831. East Lansing, Mich.: 

Office of Research and Publications, Michigan State University, 

1967. 

Burchinal, Lee G. "Characteristics of Adolescents from Unbroken, Broken, 

and Reconstituted Families." Journal of Marriage and the Family 

26 (1964): 44-51. 

Burchinal, Lee G. and Rossman, J. E. 11Relations Among Maternal Employment 

Endices and Developmental Characteristics of Children." 

Marriage and Family Living 23 (1961): 334-340. 

Campbell, M. W. "Effect of the Broken Home Upon the Child." Journal of 

Educational Sociology 5 (1932): 275. 

Campbell, Paul B. "Self-Concept and Academic Achievement in Middle Grade 

Public School Children." Dissertation Abstracts 27 (1966): 

1535-1536. 

Carlton, L. and Moore, R. H. "The Effects of Self-Directive Dramatiza

tion on Reading Achievement and Self Concept of Culturally Dis

advantaged Children. 11 Reading Teacher 20 (1966): 125-130. 

--------· Reading, Self-Directive .Dramatization and Self Concept. 

Columbus, Ohio: Charles E. Merrill Books, Inc., 1968. 

Carter, Hugh and Glick, Paul C. Marriage and Divorce: A Social and 

Economic Study. Cambridge, Mass.: Harvard University Press, 

1976. 

Castaneda A. and McCandless, B. R. "Anxiety in Children, School Achieve

ment, and Intelligence." Child Development 27 (1956): 379-382. 



135 

Christensen, c. M. "Relationships Between Pupil Achievement, Pupil 

Affect-Need, Teacher Warmth, and Teacher Permissiveness." 

Journal of Educational Psychology 51 (1960): 169-174. 

Cogan, M. "The Behavior of Teachers and the Productive Behavior of 

Their Pupils." Journal of Exceptional Education 27 (1958): 

89-124. 

Combs, Arthur. "Motivation and Growth of Self." Perceiving, Behaving 

Becoming. Washington, D.C.: Association for Supervision and 

Curriculum Development, 1962. 

The Professional Education of Teachers: A Perceptual View 

of Teacher Preparation. Boston, Mass.: Allyn and Bacon, Inc., 

1965. 

Combs, Arthur and Snygg, Donald. Individual Behavior. New York: 

Harper and Brothers, 1959. 

Combs, Charles F. "Self-Perception and Scholastic Underachievement in 

the Academically Capable." The Personnel and Guidance Journal 

43 (1964): 47-51. 

Coop, Richard H. and White, Kinnard. Psychological Concepts in the 

Classroom. New York: Harper and Row Publishers, 1974. 

Coopersmith, Stanley. "A Method of Determining Types of Self Esteem." 

Journal of Educational Psychology 59 (1959): 87-94. 

----· "Self-Esteem and Need Achievement as Determinants of 

Selective Recall and Repetition." Journal of Abnormal and Social 

Psychology 60 (1960): 310-317. 

----· The Antecedents of Self-Esteem. San Francisco, California: 

W. H. Freeman and Co., Publishers, 1967. 

Davidson, H. H. and Lang, G. "Children's Perceptions of Their Teachers' 

Feelings Towards Them." Journal of Experimental Education 

29 (1960): 109-118. 

DeGroot, A. F. and Thompson, G. G. "A Study of the Distribution of 

Teacher Approval and Disapproval Among Sixth Grade Pupils." 

Journal of Experimental Education 18 (1949): 51-75. 



136 

Despert, J. Louise. Children of Divorce. New York: Doubleday and 

Company, Inc., 1953. 

Deutsch, Martin and Brown, Bert. "Social Influences in Negro and White 

Intelligence Differences." Social Issues, April, 1967, p. 27. 

Diggory, J. c. and Magaziner, D. "Self-evaluation as a Function of 

Instrumentally Relevant Capacities." Bulletin for the Associa

tion of International Psychological Applications 8 (1959): 2-19. 

Dinkmeyer, Don. Child Development: The Emerging Self. Englewood Cliffs, 

New Jersey: Prentice-Hall, Inc., 1965. 

Dolph, Eleanor J. A Comparative Study of Ordinal Position of the Chi l d 

and His School Achievement. Unpublished Doctoral Dissertation, 

The University of Colorado, 1965. 

Douvan, E. and Adelson, J. The Adolescent Experience. New York: John 

Wiley and Sons, Inc., 1966. 

Durr, W. K. and Schmatz, R. R. "Personality Differences Between High

Achieving and Low-Achieving Gifted Children." Reading Teacher, 

1964, PP• 251-254. 

Elder, G. H. "Family Structure: The Effects of Size of Family, Sex 

Composition and Ordinal Position on Academic Motivation and 

Achievement." In Adolescent Achievement and Mobility Aspirations. 

Chapel Hill, N.C.: Institute for Social Research, 1962, pp. 59-72. 

Ferris, Abbott Lamoyne. Indicators of Trends in the Status of American 

Women. New York: Russell Sage Foundation, 1971. 

Fink, M. B. "Self-Concept as It Relates to Academic Underachievement." 

California Journal of Educational Research 13 (1962): 57-62. 

Florida Educational Research and Development Council. Enhancement of 

the Self-Concept: A Case Study. Gainesville, Florida: Univer

sity of Florida, 1971. 

Freud, Anna and Burlingham, Dorothy. Infants Without Families. New York: 

International University Press, 1944. 

Freudenthal, Kurt. "Problems of the One-Parent Family." Social Work 

4 (1959): 44-48. 



137 

Froehlich, Clifford P. and Darley, John G. Studying Students. Chicago, 

Illinois: Science Research Associates, Inc., 1952. 

Gasser, Rita D. and Taylor, Claribel M. "Role Adjustment of Single 

Parent Fathers with Dependent Children." The Family Coordinator 

25 (1976): 397-401. 

Goode, William J. After Divorce. Glencoe, Illinois: The Free Press, 

1956a. 

----· Women in Divorce. New York: The Free Press, 1956b. 

"Family Disorganization." In R. K. Merton and R. A. Nisbet 

(Eds.), Contemporary Social Problems. New York: Harcourt, 

Brace, and World, Inc., 1966, pp. 425-426. 

Gordon, Ira J. Human Development: A Transactional Perspective. New York: 

Harper and Row Publishers, 1975. 

Gruenberg, Sidonie M. "Our Children Learn at Home." Childhood Education 

36 (1959): 158-161. 

Hamachek, Don E. Encounters with the Self. New York: Holt Rinehart and 

Winston, Inc., 1971. 

Hand, Horace B. "Working Mothers and Maladjusted Children." Journal of 

Educational Psychology 30 (1957): 245-246. 

Harria, I. D. Normal Children and Their Mothers. New York: The Free 

Press, 1959. 

Herzog, Elizabeth and Sudia, Cecelia E. Boys in Fatherless Families. 

Washington, D.C.: u.s. Department of Health, Education, and 

l-lelfare, Office of Child Development, 1971. 

----· "Families Without Fathers." Child Education, January 1972, 

PP• 175-181. 

Hetherington, E. Mavis; Cox, Martha; and Cox, Roger. "Divorced Fathers." 

The Family Coordinator 25 (1976): 417-428. 

Hill, R. "Social Stresses on the Family." In M. Sussman (Ed.) 

Sourcebook in Marriage and the Family, (3rd Ed.). Boston, Mass.: 

Houghton, 1968. 



138 

Holt, John. How Children Fail. New York: Pitman Publishing Corpora

tion, 1964. 

Hovocks, John E. and Jackson, Dorothy W. Self and Role. Boston, Mass.: 

Houghton Mifflin Co., 1972. 

Hughes, c. s. Self-Esteem and Achievement as Related to Elementary 

School Reporting Instruments. Unpublished Doctoral Dissertation. 

Kent State University, 1971. 

Jersild, Arthur T. In Search of Self. New York: Teachers College Press, 

1968. 

Kadushin, A. Single Parent Adoption: An Overview and Some Relevant 

Research. New York: Child Welfare League of America, 1968. 

Kelley, E. c. "The Fully Functioning Self." Perceiving, Behaving, 

Becoming. Washington, D.C.: Association for Supervision and 

Curriculum Development, 1962. 

Kowitz, G. T. "Test Anxiety and Self Concept." Childhood Education 

44 (1967): 162-165. 

Krantzler, Mel. Creative Divorce. New York: M. Evans and Company, Inc., 

1974. 

Kriesberg, Louis. Mothers in Poverty: A Study of Fatherless Families. 

Chicago, Ill.: Aldine Publishing Co., 1970. 

Kriesberg, Lois Ahlin and Kriesberg, Louis. Children of Separation and 

Divorce. Edited by Irving R. Stuart and Lawrence Edwin. 

New York: Grossman Publishers, 1972. 

Labenne, Wallace D. and Greene, Bert L. Educational Implications of 

Self-Concept Theory• Pacific Palissades, California: Goodyear 

Publishing Company, Inc., 1969. 

Landis, J. T. "The Trauma of Children When Parents Divorce." Marriage 

and Family Living 22 (1960): 7-13. 

Lecky, P. Self-Consistency: A Theory of Personality. New York: Island 

Press, 1945. 



139 

Lipsitt, L. P. "A Self-Concept Scale for Children and Its Relationship 

to the Children's Form of the Manifest Anxiety Scale." Child 

Development 27 (1956): 379-382. 

McCandless, Boyd R. and Trotter, Robert J. Childrens' Behavior and 

Development. New York: Holt Rinehart and Winston, 1977. 

McConnell, Theodore A. The Shattered Self. Philadelphia, Pa.: United 

Church Press, 1971. 

Mackie, James B.; Maxwell, Anabel D.; and Rafferty, Frank T. "Psycholo

gical Development of Culturally Disadvantaged Negro Kindergarten 

Children: A Study of the Selective Influence of Family and School 

Varrables." Draft of paper presented at American Orthopsychiatric 

Association Meeting, March 1967. 

Manis, M. "Personal Adjustment, Assumed Similarity to Parents, an 

Inferred Parental Evaluations of the Self." Journal of Consulting 

Psychology 22 (1958): 481-485. 

Maslow, Abraham. "The Positive View of Self." Perceiving, Behaving, 

Becoming. Ed. A. w. Combs. Washington, D.C.: Association for 

Supervision and Curriculum Development, 1962. 

Mendes, Helen A. "Single Fathers." The Family Coordinator 25 (1976): 

439-444. 

Meyers, E. Self Concept, Family Structure, and School Achievement: 

A Study of Disadvantaged Negro Boys. Ph.D. Dissertation, 

Teachers College, Columbia University, 1966. 

Mistry, z. D. A Study of the Self-Picture as Held by Selected Groups of 

Adolescent Girls, Prior to, and After School Leaving Age. 

Unpublished M.A. Thesis, University of London Library, 1960. 

Mitchell, J. v. Jr. "Goal-Setting Behavior as a Function of Self-Accept

ance, Over - and Under-Achievement, and Related Personality 

Variables." Journal of Educational Psychology 50 (1959): 93-104. 

Morse, R. J. Self Concept of Ability, Significant Others and School 

Achievement of Eighth-grade Students: A Comparative Investigation 

of Negro and Caucasian Students. Master ' s Thesis, Michigan State 

University, 1963. 



140 

Moustakas, c. The Authentic Teacher: Sensitivity and Awareness in the 

Classroom. Cambridge, Mass.: Howard A. Doyle Publishing Co., 

1966. 

Mukherjee, B. N. "Some Characteristics of the Achievement-Oriented 

Person: Some Implications for the Teacher-Learning Process." 

International Journal of Educational Sciences 3 (1969): 209-216. 

Musselman, J. W. "Factors Associated with the Achievement of High School 

Pupils of Superior Intelligence." Journal of Experimental 

Education 11 (1942): 53-68. 

National Center for Health Statistics. Monthly Vital Statistics Report. 

Rockville, Md.: National Center for Health Statistics, 1975. 

--------· Monthly Vital Statistics Report. Rockville, Md.: National 

Center for Health Statistics, 1977. 

Nye, F. Ivan. "Child Adjustment in Broken and in Unhappy Unbroken Homes." 

Marriage and Family Living 19 (1957): 356-361. 

Nye, F. Ivan and Berardo, Felix M. The Family: Its Structure and 

Interaction. New York: The MacMillan Co., 1973. 

Orthner, Dennis; Bro~~, Terry; and Ferguson, Dennis. "Single-Parent 

Fatherhood: An Emerging Life Style." The Family Coordinator 

25 (1976): 429-437. 

Overstreet, B. "The Role of the Home in Mental Health." In Mental 

Health in Modern ·Education, 54th Yearbook of the National 

Society for the Study of Education. Chicago, Ill.: University 

of Chicago Press, 1955. 

Pedersen, E. "Student Characteristics and the Impact of Perceived Teacher

Evaluation on the Level of Educational Aspirations of Adolescents." 

Unpublished ED.D. Dissertation, Harvard University, 1966. 

Pedersen, Frank. "Does Research on Children Reared in Father-Absent 

Families Yield Information on Father Influences?" The Family 

Coordinator 25 (1976): 459-463. 



141 

Penticuff, Joy. "Development of the Concept of Self: Implications for 

the Teachers' Role in Promotion of Mental Health." Educational 

Horizons, Fall 1976, pp. 15-18. 

Purkey, William Watson. The Self and Academic Achievement. Gainesville, 

Florida: The Florida Educational Research and Development 

Council, 1967. 

----------· Self Concept and School Achievement. Englewood Cliffs, 

New Jersey: Prentice-Hall, Inc., 1970. 

Radke, M. J. The Relation of Parental Authority to Childrens' Behavior 

and Attitudes. Minneapolis, Minn.: University of Minnesota 

Press, 1946. 

Raimy, v. c. The Self Concept as a Factor in Counseling and Personality. 

Unpublished Doctoral Dissertation, Ohio State University, 1943. 

Reed, H. B. "Implications for Science Education of a Teacher Competence 

Research." Science Education 46 (1962): 473-486. 

Rogers, c. R. "Toward Becoming a Fully Functioning Person." Perceiving, 

Behaving, Becoming. Ed. A. w. Combs. Washington, D.C.: 

Association for Supervision and Curriculum Development, 1962. 

Rosenberg, Harry M. "Trend of the u.s. Birth Rate." Science 

191 (1976): 424. 

Roth, R. M. "The Role of -self Concept in Achievement." Journal of 

Exceptional Education 27 (1959): 265-281. 

Ryans, David G. "Research on Teacher Behavior in the Context of the 

Teacher Characteristics Study." In B. J. Biddle and w. J. Ellena, 

(Eds.) Contemporary Research on Teacher Effectiveness. New York: 

Holt Rinehart and Winston, Inc., 1964. 

Sarason, I. G. "The Effects of Anxiety and Threat on the Solution of a 

Difficult Task." Journal of Abnormal and Social Psychology 

62 (1961): 165-168. 

Schorr, Alvin. Poor Kids: A Report on Children in Poverty. Nel-7 York: 

Basic Books, 1966. 



142 

Sears, o. and Sherman, v. S. In Pursuit of Self Esteem. Belmont, 

California: Wadsworth Publishing Company, Inc., 1964. 

Sears, P. s. "Levels of Aspiration in Academically Successful and 

Unsuccessful Children." Journal of Ab~ormal and Social Psychology 

35 (1940): 498-536. 

Sears, R. R. nRelation of Early Socialization Experiences to Self

Concepts and Gender Role in Middle Childhood." Child Development 

41 (1970): 267-289. 

Shaw, M. C. and Dutton, B. E. "The Use of the Parent-Attitude Research 

Inventory with the Parents of Bright Academic Underachievers." 

In The Self in Growth, Teaching, and Learning: Selected Readings. 

Ed. D. E. Hamachek. Englewood Cliffs, New Jersey: Prentice-Hall 

Inc., 1965. 

Shelton, L. Austin. A Comparative Study of Educational Achievement in 

One-Parent Families and in Two-Parent Families. Ed.D. Disserta

tion, University of South Dakota, 1968. 

Sherif, Muzafer and Cantril, Hadley. The Psychology of Ego Involvement. 

New Yorlc: John Wiley and Sons, 1947. 

Silberberg, Norman E. and Silberberg, Margaret. Who Speaks For the 

Child? Springfield, Ill.: Charles c. Thomas, Publishers, 1974. 

Solley, c. M. and Stagner, R. "Effects of Magnitude of Temporal Barriers, 

Type of Goal, and Perception of Self." Journal of Experimental 

Psychology 51 (1956): 62-70. 

Spaulding, R. "Achievement, Creativity, and Self-Concept Correlates of 

Teacher-Pupil Transactions in Elementary Schools." Cooperative 

Research Project No. 1352. u.s. Office of Education, Urbana, 

Ill.: University of Illinois, 1963. 

State of Florida. Florida Vital Statistics. Jacksonville, Florida: 

Department of Health and Rehabilitative Services, 1975. 

Statistical Abstract. Washington, D.C.: u.s. Department of Commerce, 

1975. 



143 

Stein, Robert L. "The Economic Status of Families Headed By Women." 

Monthly Labor Review . 93 (1970): 68. 

Stenner, A. Jackson and Katzenmeyer, William ·G. "Self-Concept Develop

ment in Young Children.'' Phi De 1 ta Kappan, December 19 76, 

PP• 356-357. 

Storey, A. G. "Acceleration, Deceleration, and Self-Concept." Alberta 

Journal of Educational Research 13 (1967): 12-18. 

Stott, Leland H. "Some Family Life Patterns and Their Relation to 

Personality Development in Children." Journal of Experimental 

Education 8 (1939): 148-160. 

Sullivan, Harry Stack. Conceptions of Modern Psychiatry• Washington, 

D.C.: William Alanson White Psychiatric Foundation, 1947. 

Symonds, P. M. The Psychology of Parent-child Relationships. New York: 

Appleton-Century, 1939. 

Teigland, J. J., et al. "Some Concomitants of Underachievement at the 

Elementary School Level." Personnel and Guidance Journal 

44 (1966): 950-955. 

The Child and His Image. Edited by Kaoru Yamamoto. Boston, Mass.: 

Houghton Mifflin Co., 1972. 

The Self in Growth, Teaching, and Learning. Edited by Don E. Hamachek. 

Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1965. 

Thomas, J. B. A Study of the Self-Concepts of Pupils in Their Final Year 

at a Streamed Junior School. Unpublished ~I.Ed. Dissertation, 

University of Wales, 1971. 

----------· Self-Concept in Psychology and Education. England: 

NFER Publishing Company, Ltd., 1973. 

Thomas, s. "An Experiment to Enhance Self-Concept of Ability and Raise 

School Achievement Among Low-Achieving Ninth-Grade Students." 

Dissertation Abstract 26 (1966): 4870. 

u.s. Census Bureau. Washington, D.C.: Government Printing Office, 1975. 



144 

Vital Statistics of the ,United States 1971. Rockville, Md.: u.s. 
Department of Health, Education, and Welfare, 1975. 

Waldman, w. E. and Gover, K. R. "Marital and Family Characteristics of 

the Labor Force." Monthly Labor Review 95 (1972): 4-8. 

Walsh, A. M. Self Concepts of Bright Boys with Learning Difficulties. 

New York: Bureau of Publications, Teachers College, Columbia 

University, 1956. 

Warren, J. R. "Birth Order and Social Behavior." Psychological Bulletin 

65 (1966): 38-49. 

Washburn, w. c. "Factors Associated with Levels of Self-Conceptualization 

in High-School Students." California Journal of Educational 

Research 12 (1961): 200-207. 

-----· "Patterns of Protective Attitudes in Relation to Differences 

in Self-Evaluation and Anxiety Level Amongst High-School Students." 

California Journal of Educational Research 13 (1962): 84-94. 

Wattenberg, w. w. and Clifford, c. "Relation of Self-Concepts to Beginning 

Achievement in Reading." Child Development 35 (1964): 461-467. 

Webster, Murray and Sobieszek, Barbara. Source of Self-Evaluation. 

New York: John Wiley and Sons, 1974. 

Wells, L. Edward and Marwell, Gerald. Self-Esteem: Its Conceptualization 

and Measurement. Beverly Hills, California: Sage Publications, 

Inc., 1976. 

Wessman, A. E. and Ricks, D. F. Mood and Personality. New York: Holt 

Rinehart and Winston, 1966. 

Westoff, Charles F. and Cohen, Wilbur J. "Trends in American Marriage, 

Childbirth, and Retirement." Intellect 106 (1977): 93-95. 

Wohl, Jonathan. A Study of the School Achievement and Adjustment of 

Children From One Parent Homes. Ed.D. Dissertation, University 

of Southern California, 1962. 

\?ylie, R. c. The Self-Concept. Lincoln, Nebraska: University of 

Nebraska Press, 1961. 



145 

Yeatts, Pearline Peters. Developmental Changes in the Self Concept of 

Children: Grades 3-12. Gainesville, Florida: Florida 

Educational Research and Development Council, 1967. 

Zahran, H. A. s. "The Self-Concept in the Psychological Guidance of 

Adolescents." British Journal of Educational Psychology 

37 (1967): 225-239. 



VITA 

Karla Singer 
3590 Bolero Way 

Naples, Florida 33942 
(813) 262-7341 

Karla Singer was born in Milwaukee, Wisconsin, in 1938, but 

raised and educated in Florida since moving there in 1948. She graduated 

from Coral Gables Senior High School in 1957, and received a B.s. degree 

from Florida State University in 1961. 

She has been employed by the Collier County Public Schools since 

1968, with the exception of the 1975-76 school year when she was on 

sabbatical leave. While enrolled at Florida Atlantic University during 

this period, she also worked in the Budget Department for the School 

Board of Palm Beach County. During the last ten years with Collier County, 

she has been an elementary school teacher, an Administrative Intern, and 

is currently the Assistant Principal at Pine Ridge Middle School, Naples, 

Florida. 

Karla Singer received a M.Ed. degree in Administration and 

Supervision from Florida Atlantic University in 1971, and an Ed.D. degree 

in Administration and Supervision from Florida Atlantic University in 

1978. 

She is a member of Phi Delta Kappa, Florida Atlantic University 

Alumni Association, Collier County Principals Association, and other 

local organizations. 

146 




	00_0cover
	00_1
	00_2
	00_3
	00_4
	00_5
	00_6
	00_7
	00_8
	00_9
	00_10
	00001
	00002
	00003
	00004
	00005
	00006
	00007
	00008
	00009
	00010
	00011
	00012
	00013
	00014
	00015
	00016
	00017
	00018
	00019
	00020
	00021
	00022
	00023
	00024
	00025
	00026
	00027
	00028
	00029
	00030
	00031
	00032
	00033
	00034
	00035
	00036
	00037
	00038
	00039
	00040
	00041
	00042
	00043
	00044
	00045
	00046
	00047
	00048
	00049
	00050
	00051
	00052
	00053
	00054
	00055
	00056
	00057
	00058
	00059
	00060
	00061
	00062
	00063
	00064
	00065
	00066
	00067
	00068
	00069
	00070
	00071
	00072
	00073
	00074
	00075
	00076
	00077
	00078
	00079
	00080
	00081
	00082
	00083
	00084
	00085
	00086
	00087
	00088
	00089
	00090
	00091
	00092
	00093
	00094
	00095
	00096
	00097
	00098
	00099
	00100
	00101
	00102
	00103
	00104
	00105
	00106
	00107
	00108
	00109
	00110
	00111
	00112
	00113
	00114
	00115
	00116
	00117
	00118
	00119
	00120
	00121
	00122
	00123
	00124
	00125
	00126
	00127
	00128
	00129
	00130
	00131
	00132
	00133
	00134
	00135
	00136
	00137
	00138
	00139
	00140
	00141
	00142
	00143
	00144
	00145
	00146
	00147

