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ABSTRACT

The purpose of this study was to determine whether
an eight-week, 20-hour parent training program could teach
parents to increase self-esteem, self-concept of academic
ability (SCAA), and academic achievement in their low-
achieving, early adolescents.

A parent training program was designed based upon the
findings of the major self-esteem and SCAA investizators.
The format of the program was small group and interactional,
utilizing cognitive presentations, discussion, role-playing,
and written responses.

A sample of 108 low-achieving early adolescents was
identified from a total population of 1380 junior high
school students. Invitations sent to the parents of these
108 students yielded 24 positive responses to participate
in training. Each child of the 24 parents was matched with
a control member on intelligence, age, sex, grade level, and
Parent Occupational Status.

The research design selected for the study was reported
by Kerlinger (19€6), number 17.7, as the compromise pre-test,
posttest control group design.

Nineteen parents of the original 24 completed the
program. Students' scores on the Coopersmith Self-Esteenm
Inventory (SEI), Brookover Self-Concept of Ability Test (SCAT)

and second and fourth quarter Grade Foint Averages (GPA) in
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English, Social Studies, Mathematics, and Science served as
dependent variables for the Experimental and Control groups.

In the analysis of the data, appropriate t-tests were
used to insure that the Experimental and Control groups did
not differ significantly on any of the dependent variables
prior to parent training.

One-way analysis of variance and direct mean comparisons
were used to test the null hypotheses that there would be no
significant differences between the Experimental and Control
group posttest scores on the SEI, SCAT and GFA.

The findings show that the parent training program was
not effective in increasing self-esteem, self-concept of
academic ability, or grade point average of the low-achieving,
early adolescents. Although mean comparisons did indicate a
weak trend on the part of the Experimental students to
outpace the Control students on pre- to post assessment SEI
and SCAT score increases. This trend was not observed for
changes in GPA.

These results tend to confirm the notion of stability
in the self-esteem and SCAA of early adolescents. They also
demonstrate the complexities involved in working with the
parents while taking data only from their children. Future
researchers in this area would be wise to consider lengthen-
ing the overall time period for the training, although not
necessarily increasing the absolute number of hours spent
in training. They would also do well to take some salient

measures on the parents, particularly attitudinal and child-
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perceived behavioral measures. Clearly such personality
variables as self-esteem and SCAA in early adolescents are
going to take time to change, and it seems unlikely that
there are going to be significant changes in the academic
achievement of such students prior to their enjoying positive

changes in their self-estimations.
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CHAPTER 1
INTRODUCTION

THE PROBLEM

Researchers have successfully demonstrated that parental
attitudes and behaviors exert an influence on children's
self-esteem (Rosenberg, 1965; Coopersmith, 1967; and Gilmore,
1974) as well as on children's self-concept of academic
ability (SCAA), (Brookover et al., 1962, 1965).

A positive correlation between self-esteem and acadenic
achievement has been found by numerous investigators (Fine,
1967; Purkey, 1970; Gilmore, 1974; and Dean, 1977), Similarly,
self-concept of academic ability has been found to positively
correlate with academic achievement (Brookover et al., 1962,
1965; Amarjit, 1972; and Krupczak, 1972).

In light of the above findings, the notion that training
parents to enhance their children's self-esteem and self-
concept of academic ability in the hopes of raising their
academic achievement, seems reasonable. The effectiveness
of such parent training has been investigated, but the results
have not been uniform.

Miles (1974), Toto (1973) and Turrall (1975) found no
significant increases in students' self-esteem following
parent training., However, Miles (1974) found a clear trend
toward higher self-esteem scores for students whose parents

had been in training. And Turrall (1975) found significant



increases in the self-esteem of sons whose fathers had been
through Adlerian parent training while the sons had partici-
pated in sensitivity training.

The results of studies focusing on enhancing students®
self-concept of academic ability (SCAA) have also been
mixed. Brookover et al. (1965) found significant increases
in students' SCAA and academic achievement following his
training of parents, while Birr (1969) found no significant
increases in either SCAA or academic achievement following
a seven-month parent training program.

Clearly, investigators present conflicting results in
the study of parent training effectiveness. Moreover, they
have studied various populations of parents and students.

One population which seems in particular need of study
in this regard is that of the low-achieving, early adolescent.
Low achievement during the early adolescent phase of develop-~
ment may well be symptomatic of self-esteem deficits. Rapid
physical and sexual maturation (Tanner, 1971), moodiness
and irritability (Hurlock, 1975), heightened self-conscious-
ness and a greater instability of self-image (Simmons,
Rosenberg, and Rosenberg, 1973) are the frequent concomitants
of low achievement during early adolescence.

The present study focuses upon this population in an
attempt to answer the question: What are the effects of
parent training on the self-esteem, self-concept of academic
ability and academic achievement of low-achieving early

adolescents?



BACKZRCUND OF THE PROBLEM

Achievement, the measured academic success of students,
is one of the most compelling reasons for the existence of
the modern public schools. As a goal of the schools,
achievement is particularly important when viewed in the
context of the society within which the schools operate.

That society is becoming increasingly more complex and
technocratic. It is a society which demands a great deal
of the responsible individual. Not only do students need
to have some understanding of the technocratic hardware
abounding in their daily enviromnment, but they need to have
the ability to compile, analyze and synthesize the masses
of data made available to them via the mass media in order
to make intelligent decisions about their changing world.

Yet at a time when achievement should be at an all-time
high because of advances in miniaturization and data pro-
cessing, just the opposite appears to be occurring. Achieve-
ment seems to be waning in the schools. Recent comparisons
of Scholastic Aptitude Test scores clearly indicate a decline
over the past decade (Ryor, 1977). This decline in achieve-
ment scores occurs during a period of substantial unrest
among taxpayers. The taxpayer rebellion is the behavioral
manifestation of an era in which parents are becoming more
aggressive regarding public education, and in some ways they
are bvecoming more discriminating consumers of the educational
product. Whereas the decade of the 1960's might be considered

one of efforts to humanize and find alternative educational
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sizeable portion of the student population.

A second concern which should be taken into account is
that of age and developmental period of the low achiever.
Although developmental authorities would generally agree
that early intervention will likely have more profound
effects on the child, the investigator notes the dearth of
parenting programs designed specifically for the parents of
early adolescents. A brief overview of the stresses which
normally operate on early adolescents helps clarify the
importance of focusing upon them as a school population in
particular need of effective intervention.

The early adolescent is subject to rapid growth and
changes in physical appearance. Most girls will have their
first menstruation and most boys their first ejaculation
during early adolescence ( Shock, 1960). This period of
rapid physical and sexual growth causes the adolescent to
undergo a series of painful reappraisals of himself, other
people, and the world. A period of instability follows
each of these reappraisals until a new integration takes
place (Gordon, 1975).

Along with physical changes, the early adclescent also
makes real changes in social relations. Peer relations
become very important during this period. Douvan and
Adelson (1966) believe that the young adolescent does not
actually choose friendship, but rather is driven to it.
Garrison's (1965) admonition to parents is most compelling

in this regard.



He states,

"Because peer pressure is the dominant
force during adolescence, parents have only
12 to 14 years in which to give the child the
judgment necessary for adult responsibilities.
Those who fail to acquire this during the
period of childhood and early adolescence are
at the mercy of their peers.”

(p. 279)

The early adolescent also undergoes institutional
changes in the move from self-contained sixth grade class-
rooms to departmentally-structured junior high schools.
Shannon (1960) investigated the effect of institutional
structures and found that the self-contained classroom was
best at maintaining attitudes of self-acceptance in students.

One of the most important aspects of the present study
ig that it focuses on the intervening variables of self-
esteem and self-concept of academic ability (SCAA) in the
early adolescent. These are the variables which are directly
affected by the above-mentioned stiresses as well as the home
stresses. Simmons, Rosenberg and Rosenberg (1973) studied
1,917 children in grades three to twelve. They found that
there is a definite disturbance in the self-image which
arises during early adolescence. Thus, the notion of train-
ing parents to raise self-esteem and SCAA in their children
appears particularly salient for the early adolescent period.

This concern over low self-esteem, low SCAA and low
achievement may be linked to larger and more visible concerns.
Low self-esteem has been correlated with negative and mal-

adaptive behaviors in adolescents. Underachievement, failure,



truancy, dropping out, pre-delinquency, delinguency and
criminality have all been linked to self-concept and self-
esteem variables in youthful populations (Fitts, 1971, 1972
a and ¢). In regard to delinguency alone, the scope of the
problem appears to be increasing. Empey (1978) notes that
over one million delinquency cases, excluding traffic
offenses, were handled by juvenile courts in 1973. This
represents an increase in cases of 124 percent over the 1960
figure, while the youth population increased by only 33 per
cent within this same period.

It would seem a safe assumption that a significant
portion of the low self-esteeming, low-achieving students
are those who cause some portion of the in-school problems,
i.e., class disruption, vandalism, verbal abuse of other
students and teachers, and sometimes, physical abuse of
other students and teachers. This latter possibility ought
not to be taken lightly. These are extreme cases, and cannot
be said to result from self-esteem or SCAA deficits, but
there is enough of a relationship in the literature to merit
efforts to remedy these problems.

Another reason why it is important to develop parent
training programs specifically focusing on parents of early
adolescents is because it may well be the last stage of
development in which parent training will prove effective
(Garrison, 1965). By the time the student experiencing low
self-esteem, low SCAA, and low achievement has reached late

adoclescence, the family inertia, the resistance to change,



will be higher than during early adolescence. If family
1ife has become more toxic, restrictive and destructive
than it is supportive, accepting and nourishing, then the
late adolescent's resentment of his parents as well as his
perception of himself will be difficult to change through
parent training.

The parents of early adolescents are at an important
stage in their own develcpment as parents. As their ele-
mentary age children grow into junior high school adolescents,
parents will need to feel secure in their knowledge of par-
enting as well as in their relationship with their child.
They will need to know what to expect of their early ado-
lescent, which behaviors and demands are reasonable and which
are unreasonable. They should be able to rationally discuss
issues and set parental expectations before negative situa-
tions develop. They should be knowledgeable and competent
in discussing sex, drugs, dating, home responsibilities,
school responsibilities, etc. The parent who cannot address
these issues in a non-authoritarian manner will likely
experience a real distancing on the part of the early ado-
lescent. The adolescent will cling to an involvement with
his peers, being unable to maintain an involvement with his
parents.

A number of studies have been done on the effects of
parent training on adolescents, although the bulk of such
studies have focused on younger children. Those which dealt

with adolescents yielded mixed results. Kuhlman (1973) and
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Conway (1971) found that adolescent academic achievement

was raised significantly following parent training, while
Turrall (1975) found no similar changes. Miles (1974), Toto
(1973) and Turrall {(1975) found no significant increases in
self-esteem of children whose parents participated in parent
training, although Miles' findings indicated clear trends
toward positive increases.

Brookover et al. (1965) found changes in both SCAA and
academic achievement following parent training, however,
their treatment phase lasted approximately seven months and
therefore seems impractical for large-scale applications.

Turrall (1975) in his review of the literature notes
the lack of any research on the self-esteem of adolescents
who are experiencing low achievement.

The absence in the literature of any parent training
programs designed specifically to enhance self-esteem,
self-concept of academic ability (SCAA), and increase
academic achievement in low-achieving early adolescents
within a reasonable time span (eight weeks) delineates the
parameters of the present investigation.

DEFINITION OF TERMS

1. Low-achieving early adolescents are students
selected from grades 7, 8, and 9 who meet all three of the
following criteria:

A. They are not emotionally handicapped, learning
disabled, nor neurologically impaired.

B. They demonstrate an ability-achievement discrepancy
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based on the following three levels:
i. A total score of 100 to 116 on the

California Short Form Test of Academic Ability (SFTAA) and
two or more D's or E's in the four major areas of English,
Social Studies, Mathematics, and Science on the Second
Quarter Report.

ii. A total score of 117 to 132 on the SFTAA
and two or more C's, D's, or E's in the four major areas,

1iii. A total score of 133 and above on the
SFTAA and two or more B's, C's, D's, or E's in the four
major areas.

C. They have received one or more Negative Teacher

Comments (NTC) on the Second Quarter Report. These are
codad comments based upon the teacher's perception of each
student's effort to achieve academically. They are taken
from the Second Quarter Report. Using the NTC, the teacher
is able to indicate, either singly or in combinations, the
following perceptions of the students' academic efforts:
a) Poor work and study habits, ©b) Inattentive, c) Poor
homework, and d) Disruptive.

Thus each low-achieving student must be free of any
debilitating conditions, demonstrate an ability-achievement
discrepancy, and have received one or more Negative Teacher
Comments.

2. Self-Esteem is operationally defined as that which
is measured by the Coopersmith Self-Esteem Inventory (SEI)
when reference is made to it as a criterion variable.

However, generally throughout the study a liberal definition
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is used to mean those attitudes towards the self by which a
person evaluates himself favorably or unfavorably.

3. SCAA (Self-Concept of Academic Ability) is opera-
tionally defined as that which is measured by the Brookover
(SCAT) Self-Concept of Ability Test (1962). It is a measure
of the evaluations and perceptions students hold of them-
selves in the academic sphere alone.

4, Academic achievement is operationally defined as
the Grade Point Average (GPA) in English, Social Studies,
lMathematics, and Science in grades 7, 8, and 9.

5. Parent training is that set of procedures developed
by the investigator to teach parents:

a. To accept their low-achieving children and
communicate that acceptance through the use of empathetic
responses.

b. To send positive parental messages to their
children in the form of praise, encouragement and affection.

c. To understand their own influence on their
children's academic self-concept, and to identify ways in
which they may be helping their children maintain 2 low
self-concept of ability.

d. To set clearly defined limits but encourage a
wide variety of behaviors within those limits for their
children.

The purpose of training parents to meet the above
objectives is to increase the self-esteem, SCAA and academic

achievement of their low-achieving early adolescents.
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The presentation format is a small group, lecturette,
role-playing, interactional model which meets for 2%-hour
weekly sessions for eight successive weeks. Development of
the cognitive aSpécts of the program rests heavily on the
findings of Coopersmith (1967), Rosenberg (19635, latteson
(1974), and Gilmore (1974).

6. SCAT (Self-Concept of Ability Test) is the test
devised by Brookover (1962) to determine a student's general

self-concept of academic ability.

Statement of Hypotheses

The research hypothesis is stated in the null form
since the evidence from the literature is conflicting in
regard to the degree of change in the dependent variables
following parent training. The three hypotheses to be
tested in the present investigation are as follows:

1. There is no significant difference between the
posttest SEI score means for the Experimental and Control
group students following parent training.

2. There is no significant difference between the
posttest SCAT score means for the Experimental and Control
group students following parent training.

3. There is no significant difference between the
posttest (Fourth Quarter) GFA means of the Experimental

and Control group students following parent training.
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Limitations of the Study

1. The volunteer population of parents of low-
achieving adolescents from a single junior high school
limits the generalizability of the findings.

2. Limitations of the instruments - Both self-
esteem and SCAA are operationally defined as that which
is measured by the respective instruments. There are
inherent limitations in the reliability and validity of
these instruments.

3. Limitations in the length of the training
program - The parent training was conducted for eight
weeks, a total of 20 hours of training. This may or may
not have been sufficient to produce significant change in

the students.



CHAPTER II

REVIEW OF THE LITERATURE

This second chapter is a presentation of the
literature and research findings which are relevant to
the questions and hypotheses set forth in Chapter I.
The pertinent studies are presented within the following
framework:
1. Early Adolescence
2. The Relationship between Self-Esteem and Achievement
3. The Relationship between Self-Concept of Academic
Ability (SCAA) and Achievement
L, Parent Influence on Self-Esteem
5. Parent Infiluence on Self-Concept of Academic Ability
6. Effects of Parent Training on Self-Esteem, SCAA,

and Academic Achievement

Early Adolescence

It is clear from the literature that early adolescence
is a distinct and unique developmental phase and ought not
to be confused with the psychological or biological devel-
opments of late adolescents.

Kazan (1971) in attempting to formulate a clearer
conception of early adolescence, emphasizes that there is

a specific psychological stage called early adolescence.
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he bases his thinking on two criteria: 1) the rapid physi-
cal growth characteristics of the early adolescent, whose
speed of physical development during this period is matched
only during the first five years of life; and 2) the new
cognitive ability of the early adolescent which enables
him to entertain more complex hypothetical questions, some
of which may be disconcerting, e.g., "Is there really a God?,"
"My parents have always seemed right, but now they seem to
know so little. Perhaps they are wrong about many of the
things they've taught me to believe in!," and a myriad of
other such concerns.

This new ability to think and question occurs just at
a time when the early adolescents are undergoing major
institutional changes according to Kagan (1971). The
student enters junior high school where many different indi-~
viduals hold varying opinions about studying, sex, authority
figures, alcohol and drugs, etc. Hany of the people holding
these new beliefs are important to the early adolescent and
therefore he finds it difficult not to believe what they tell
him. The student is forced to deal with the dissonance
between what he has been taught to think and believe at
home, and that which these new and attractive influences
promote.

Tanner (1971) studied the sequence, tempo and individual
variation in the growth and development of boys and girls
aged twelve to sixteen. He is in close agreement with

Kagan (1971) in his emphasis on the rapidity and sequence
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of growth during this stage. He compares this period of
physical development to that of the infant, but points out
that, unlike the infant, the early adolescent is highly
developed cognitively and emotionally. These qualities

"

enable the pubescent boy or girl to be a, ..fascinated,
charmed, or horrified spectator who watches the developments,
or lack of developments of adolescence." {(p. 907)

Tanner (1971) further emphasizes the importance of
developmental speed during early adolescence in noting
that students in American and Northern Euorpean schools who
are more physically advanced, score higher on tests of
mental ability than the less physically mature students of
the same age.

These physiological, cogni*ive, and institutional
changes have a marked impact on the personality of the
early adolescent. Hurlock (1967) states that the pubescent
child is often moody, irritable, sensitive, and quarrelsome.
She stresses the need for parents to recognize that there
is a relationship between the changes taking place in the
child's body and his behavior. If parents are overly
critical and punitive in their treatment of the child, it
will increase his feeling that he is not loved ner loveable,
thus widening the gap between parents and child. {p. 589)

Hurlock views this period of early adolescence as one
of the most difficult for the entire family. She states:

"The home climate is more likely to be poor
than good during the early years of adolescence,

when friction with different family members
is at its peak."
(p. 589)
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In a more recent publication, Hurlock (1975) reaffirms
her earlier conclusion. She writes:

"Family relationships, which began to deteriorate

during childhood, normally reach their low point
in early adolescence and begin to improve as parents,
siblings, grandparents, and other relatives treat
the adolescent as an adult or near-adult."
(p. 202)

Howard and Stoumbis (1970) similarly note that by adult
standards, the early adolescent is extremely emotional. He
seems unable to compromise or find an emotional half-way
mark. He tends to speak of people, places, and events only
in superlatives. The authors note that, "Although inclined
toward idealism, the early adolescent will probably become
quite self-centered and selfish." (p. 35)

Early adclescence, if it is to be a clearly delineated
developmental phase, ought to have its concomitant develop-
mental tasks. The major developmental theorists have not yet
devised such tasks specifically for the early adolescent,
but some tasks may be inferred for this stage from their
writings on adolescence.

Havighurst (1953) wrote of the eight developmental
tasks of adolescence. The last five tasks fit the period
of late adolescence, while the first three tasks fit the
early adolescent phase. A free adaptation of the first
three phases is as follows:

1. Accepting a changing body and learning to use that
body in effective and appropriate ways.

2. Achieving a masculine or feminine sex role which

is both satisfying and socially acceptable.



3. Eecoming comfortable with oneself and one's

peers and achieving more mature relations with those peers.

In Identity: Youth and Crisis, Erikson {1968) delineates

three specific tasks of adolescent development.

1. To maintain strong ego defenses against powerfully
intense impulses in the new, sexually mature and physically
powerful body.

2. To learn to consolidate the most important achieve-
ments in line with work opportunities.

3. To resynthesize all childhcod identification
in some unique way, anc yet one which is consonant with

the role offered by society.
(p. 156)

Erikson also differentiates between early and late
adolescence. A reading of the three above tasks demon-
strates that the first is meant for the early adolescent
phase. In this, the author is in agreement with the
later writers on early adolescence that it is a period
of marked physical and sexual maturation, both of which
have an impact on the early adolescent's personality.

Kagan (1971) does not write of specific tasks, but
rather of four preoccupying motives which he believes are
foreground for most American early adolescents. These are:

1. Resolving uncertainty over sexual adequacy.

2. Interpersonal power.

3. Autonomy of belief and action.

4

Acceptability to peers.
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Of these four motives, numbers two and three, power
and autonomy, seem to have the greatest potential for
causing disturban?es in the family systems of early adol-
escents. These family disturbances, particularly as they
effect the parent-adolescent relationship, may leave the
early adolescent hurt, confused, shaken in self-confidence,
and lacking in self-esteem.

Several other researchers have noted the tenuous
quality of self-esteem during early adolescence. Garrison
(1965) emphasizes that the self-image evolves from an
interaction of physical and social factors in the devel-
opment of the individual, and that during early adolescence
the self-esteem is greatly influenced by physical experience
because the body has greater realism than other aspects
of the personality.

One of the most important studies for pointing out
the crucial nature of the early adolescent phase is that
of Simmons, Rosenberg, and Rosenberg (1973). They performed
a cross-sectional study, measuring several dimensions of
self-image development in 1,917 urban school children,
grades three through twelve. The results of their study
indicate that a definite disturbance of the self-image
is shown to occur in adolescence, particularly early adol-
escence. This disturbance rises especially when the child
is twelve years old, which is the mean age for entrance
into junior high school. The authors write:

"During early adolescence, compared to the
years eight to eleven, the children exhibited"
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"heightened self-consciousness, greater instability
of self-image, slightly lower global self-esteenm,
lower opinions of themselves with regard to the
qualities they valued, and a reduced conviction
that their parents, teachers and peers of the same
sex held favorable opinions of them. They were
also more likely to show a high depressive affect.”

(p. 564)

It becomes clear from the above conclusions, as well
as the results of the other research presented, that the
following statements may be made with reasonable confidence:

1. Early adolescence is a specific and unique
developmental stage.

2. Early adolescence is a problematic stage for the
child, personally, interpersonally, and institutionally.

3. Early adolescence is a problematic stage for the
family of the child.

The literature has emphasized the rapid physical,
sexual, and cognitive growth of the early adolescent,
the institutional, social, and family changes associated

with this stage, and the concomitant instability and

lowering of the early adolescent's self-esteen.

The Relationship between Self-Esteem and Achievement

Two of the established authorities on self-esteem
are Rosenberg (1965) and Coopersmith (1967). It is
appropriate to begin this section with a clear understanding
of what is meant by self-esteemn.

In Society and the Adolescent Self-Image, Rosenberg

(1965) writes of the self-image, that it is, "an attitude

toward an object. The term 'attitude' is used broadly to
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include facts, opinions, and values with regard to the
self, as well as favorable or unfavorable orientation
toward the self." (p. 5)

In The Antecedents of Self-Esteem, Coopersmith (1967)

offers a more expanded definition.

"By self-esteem we refer to the evaluation
which the individual makes and customarily
maintains with regard to himself; it expresses
an attitude of approval or disapproval, and
indicates the extent to which the individual
believes himself to be capable, significant,
successful, and worthy. In short, self-esteem
is a personal judement of worthiness that is
expressed in the attitudes the individual holds
toward himself. It is a subjective experience
which the individual conveys to others by verbal
reports and other overt behavior."

(pp. 4-5)

Self-esteem then is not self-concept, although the
two are closely related, and at times are used interchanze-
ably in the literature. WYhile this section of the review is
specifically concerned with self-esteem, several authors
have written saliently on self-concept. Their findings
are reported here since their use of the term self-concept
so closely approximates the definitions of self-esteem.

In an early and critical review of the research on
gself-concept, Wylie (1961) concluded that the studies were
amgibuous and the results were frequently contradicting.
She noted that the use of different methodologies produced
different results. Further, she found that many of the
studies' subjects tended to overestimate rather than under-
estimate themselves. She reasoned therefore, that the

underachiever does not necessarily have a low self-concept.
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Eleven years later, Fitts (1972) arrived at a somewhat
more positive conclusion regarding the relationship between
self-concept and achievement. He reviewed over 90 studies
which measured self-concept using his Tennessee Self-Concept
Scale (T3C3) and summarized his findings as follows:

"An individual's general image of himself
as a person (as measured by the TSCS) will
usually show some slight relationship to his
academic achievement. If he has an optimal
self-concept, he is apt to use his intellectual
resources more efficiently, and this may be a
critical factor in his achievement if his
intellectual resources or educational background
are borderline.”

(p. 43)

Rushton (1966) in his review of the literature on
children, found that 70 percent revealed a positive
correlation beitween stability and adjustment, and academic
achievement. High self-esteem is closely related to

stability and good adjustment.

In his monograph, Self-Concept and School Achievement,

Purkey (1970) summarizes his review of the literature in
the statement:

",..the overwhelming body of contemporary research
points insistently to the relationship between
self-esteem and academic achievement and suggests
strongly that the self-concept can no longer be

ignored by parents and teachers.”
{(pp. v-vi)

This sense of a strong correlation between self-esteem
and achievement is epitomized by Gilmore (1974) in his oook,

The Productive Personality. Following an exhaustive

review of the literature, he concludes that of all the

personality factors which may be related to productive
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functioning, self-esteem is the one factor which repeatedly

appeared in the literature. Gilmore writes:
"In light of current theory and research,
«+., the concept of self-esteem appears to be

the most effective explanation of the differences
between highly productive and less productive

persons.”
(p. 15)

Garrison (1965), writing on adolescent development,
summarizes his literature review by concluding that male
achievers feel more positive about themselves than male
underachievers, but female underachievers are more ambivalent
with regard to their self-feelings because of their less
well defined role.

Similarly, Fine (1967) makes the connection between

self-esteem and achievement in his book, Underachievers.

He explains that underachievers have an expectation of
failure; they tend to put academic tasks off to the last
minute; they have personality characteristics that rationalize,
excuse and explain their problems. He indicates that they
are more hostile than other students, are suspicious of
others, and show little trust. All of this, he emphasizes,
stems from their poor self-esteem.

Of the many individual studies done on self-esteem, the
following are presented here because of their relationship
and salience to the present investigation.

More than 23 years ago, Blackman (1955) performed a
study on the personality and adjustments of students who
were underachievers and high achievers in reading. Using the

rRorschach and TAT projective instruments with 15 underachievers
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and 15 high achievers in the 8th and 9th grades, he found
that the underachievers differed from the high achievers
in their behavior maturity, emotional instability, attitudes
about physical contact and feelings of inadequacy. This
last characteristic is particularly related to low self-
esteem.

Chickering (1958) achieved similar results in his study
on self-concept and ideal self-conbept. He administered a
Q-sort two times to each of his 9th grade subjects. The
first time they were to describe themselves as they are, and
the second time as they would like to De. Thus he derived
a score which showed the congruency of their self- or ideal
self-concepts. He compared this score with each student's
academic achievement and found that the closer the congrusnce
between the self- and ideal self-concept, the higher the
academic achisvement. It seems safe to assume that high
self-esteem would be indicative of the students who were
highly congruent.

An early study which has important implications for
the present investigation is that of Shaw, Edson, and Bell
(1960). Using the Sarbin Adjective Checklist as a measure
of self-concept, they compared groups of achieving and
underachieving high school students. They found that
differences in self-concept did discriminate between high
and low achievers. Specifically, male underachievers tended
to have more negative feelings toward themselves than high

achieving males. But perhaps more importantly, they found
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that the underachieving males were more hostile than the
achieving males, and that this hostility was not a product
of the school framework, but was brought into the scheool.
This lends weight to the notion that the family, and par-
ticularly the parents of underachievers, have a great impact
upon their motivation to achieve.

Carter (1961) performed z study which is important
because it uses 725 seventh graders as subjects. This
grade for the great majority of students, epitomizes pubes;
cense and its inherent difficulties. He administered the
Stanford Achievement Test, the Henmon-Nelson Tests of Mental
Ability, and the California Study Methods Survey to each
student. In his analysis of the results, he concludes that
the high achieving students were happier in school, exhibited
better morale, and had more self-confidence. Eigh self-
confidence infers high self-esteem, particularly when
combined with high morale. Conversely, the low achievers
were less happy in school, had low morale and suffered from
a lack of self-confidence. These are the clear concomitants
of low self-esteem.

Similar findings were reported by Fink (1962) a year
later. His study used early adolescent subjects at the later
end of the phase, i.e., ninth graders. Working with 20
matched pairs of males and females, he administered the
California Psychological Inventory, the Bender Visual-Motor
Gestalt Test, the Draw-a-Person Test, the Gough Adjective

Checklist, a personal data sheet, and an essay on their future
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lives. Three psychologists judged the data on each student,
rating them on adequacy of self-concept. A chi-square was
performed correlating the judgments to the students' grade
point averages (GPA). The results confirmed that there is

a positive relationship between adequacy of self-concept and
academic achievement for boys. The relationship was not
clear for the girls.

In a similar study to Chickering's (1958), Gill (1971)
investigated the relationship between patterns of achlevement
and the self-ideal congruence of 408 ninth grade students.
Her findings reaffirm those of Chickering (1958), i.e., a
low level of self-ideal congruence is associated with under-
achievement. The relationship between self-esteem and self-
ideal congruence is not clearly established in the literature,
but it seems highly likely that low self-ideal congruence
is positively related to low self-esteem. The rationale for
this statement lies in the realization that the further the
subject perceives himself to be from his ideal self, the less
positive, confident, and pleased he will be with himself.
This perception defines the major parameters of low self-
esteen.

Following Gill's (1971) study, Kunce, Getsinger, and
miller (1972) published the results of a study on the
relationship between self-esteem and a series of variables.
The subjects of this investigation were 247 ninth grade students
Utilizing the abbreviated version of the Coopersmith Self-

Zsteem Inventory (SEI), they found only a nominal relaticnship
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between self-esteem, academic achievement, and home
environment.

Sontakey (1975) adds more weight to the notion that
self-esteem and achievement are related. In a study
attempting to identify the factors responsible for affecting
the achievement of bright students, he used 50 bright
underachieving and achieving male students. All subjects
were between 11 and 16 years old, i.e., all were early
adolescents. He gave each student a problem and study habit
inventory, a self-concept blank, and an interview. His
findings demonstrate that: 1) underachievers had more
emotional problems and needs than achievers, 2) they were
less cooperative and social than achievers, and 3) they had
less clear self-concepts than the achievers. Each of these
characteristics is far more indicative of low self-esteem
than high self-esteem.

llany and Many (1975) examined the relationship between
self-esteem and anxiety, both general and test anxiety.

They tested 4,367 students in fourth through eighth grade. So
the sample is representative of late childhood, pre-adoles-
cent, and early adclescent students. Their findings indi-
cate a moderate negative relationship between self-esteem

and general and test anxiety. Since high achieving students
are not characteristically anxious, this moderately supports
the self-esteem - achievement correlation.

A more recent investigation bty Dean (1977) examines

the influence of self-concept on verbal free recall and
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non-vertal paired associate learning tasks with gifted
seventh and eighth graders. Using the Coopersmith SEI, Dean
divided the subjects into high and low self-esteem groups
and administered his recall and paired associate tests. He
found that the high self-esteem students demonsirated
significantly greater mastery of all learning tasks than

the low self-esteem students. This study reconfirms the
positive relationship between self-esteem and achievenment,
but differs from the other studies in that is uses verbal
recall and paired associate learning rather than achievement
test scores or GPA as the achievement criteria.

This review has presented some of the relevant litera-
ture on self-esteem and achievement. An attempt has been
made to present studies dealing particularly with early
adolescent subjects. The overall results seem to indicate
a positive relationship between self-esteem and achievement

during the early adolescent period.

Trhe Relationship between Self-Concept of Academic Achievement

(SCAA) and Achievement

The Self-Concept of Academic Ability (scapr) is a
construct which was initially investigated by Brookover and
his associates (Brcokover, Paterson, and Thomas, 1962;
Brookover et al., 1965) and has continued to receive the
attention of researchers (Humphrey, 1968; Lewis, 1974; and

Cohen, 1974).
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The theoretical basis for Brookover's SCAA is the
self-concept theory of George H., kead (1934 known as
symbolic interaction theory.
In liind, Self, and Society (1934), Mead delineates
two stages in the full development of the self. He writes:
1. "...the individual's self is constituted simply
by an organization of the particular attitudes
of other individuals towards himself and towards
one another in the specific social acts in which
he participates with them."
and

2. "...at the second stage in the full development
of the individual's self, that self is constituted
not only by an organization of these particular
individual attitudes, but also by an organization
of the social attitudes of the generalized other
or the social groups as a whole to w?ich hg\belongs."

p. 158

llead's theoretical notions were formalized by Kinch (1968)
who further defined and clarified the manner in which the
self-concept developed from interaction with others.

¥inch expanded on the theory by offering a set of three
basic postulates from which a series of propositions were
derived. The three postulates are as follows:

"l. The individual's self-concept is based on his
perception of the way others are responding to him.

2. The individual's self-concept functions to
direct his behavior.

3. The individual's perception of the responses
of other toward him reflects the actual responses of

others toward him."
(p. 482)

Within these three postulates, there are four variables:
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1) The individual's self-concept (S), 2) his perception of
the responses of others toward him (P), 3) the actual
responses of others toward him (A), and 4) his behavior ().

From postulates 1 and 3 he derives a fifth proposition:

"5, The actual responses of others to the individual
will determine the way he sees himself (self-concept).”

(p. 482) -

A sixth proposition is then defived from postulates 5
and 2, or 3 and 4. That is,

“4. The actual responses of others toward the indi-
vidual will effect the behavior of the individual." (p. 482)
This model could then be expressed symbolically as

A -P -S -B. Thus indicating linearity from A (Actual
responses of others) to B (the behavior of the individual).
However, this is incomplete, since the final proposition is
as follows:

“7. The behavior that the individual manifests
influences the actual responses of others toward that
individual." (p. 483)

This final postulate thus completes the cycle, changing
what appeared to be a linear model into a circular or feed-

back model which Kinch expresses symbolically as:

>P <

A < P2
"'\» _ e

~3 5 e

The importance of Kinch's formal model is that it

helps elucidate the interactionist's contention that the



32

self-concept is formed through interaction with others,
and it demonstrates the notion that the individual's self-
concept is the intervening variable between the perception
of others' responses and the ultimate behavior of the
individual. -

Although Kinch's model offers the highest development
of the interactionist's self-concept theory in the complete-
ness of its circularity, Brookover énd his associates (1962)
also contributed importantly to the interactionist's theory.
Specifically, Brookover hypothesized that a student would
only learn what he perceived he was able to learn. He also
believed that this particular self-perception was acquired
as the student interacted with significant others who had
academic expectations of him. Brookover further contended
that it was not simply innate ability or intelligence which
waé the limiting)factor on achievement level, but also the
level of SCAA a student had which would operate as a func-
tionally limiting factor.

To test his hypothesis, Brookover and his associates
(1962) developed two scales: a General SCAA Scale measuring
student SCAA in all school subjects, and a Specific Subject
SCAA Scale to measure student SCAA in each of the four major
academic areas, i.e., English, Social Studies, Mathematics,
and Science. He administered these two scales to 1,050
7th grade students and compared the results to the students'
achievement in each subject, separately and combined. A

summary of the results of the study are as follows:



33

1. SCAA is significantly related to school achieve-
ment of 7th grade students. The correlation was .57 for
each sex.

5. When measured intelligence is controlled, SCAA is
positively related to academic achievement. With I.Q.
p~rtialled out the correlations were .42 for boys and .39
for girls.

3. High achievers have significantly higher SCAA than
low achievers with similar I.Q. scores.

L, Specific subject SCAA is related to achievement
in those subjects to the same degree that general SCAA is
related to achievement in all four subjects.

Following up on this study, Brookover et al. (1965)
undertook a longitudinal investigation as well as three
year-long experimental studies. The results of this work
further supports the authors' contention that SCAA is
significantly correlated with academic achievement. The
specific correlations for each grade level were:

for males, .57 for 513 7th graders

.63 for 731 8th graders
.61 for LL6 9th graders
.56 for 425 10th graders
for females, .57 for 537 7th graders
.65 for 751 8th graders
.64 for 508 9th graders
.59 for 517 10th graders
(p. 57)

They further found that SCAA is derived essentially

from the perceived evaluations of significant others; for

most students, SCAA is a functionally limiting factor in

academic achievement; and SCAA intervenes between evaluations
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of others and performance. In effect this means that a
relatively high SCAA is a necessary, but not a sufficient
condition for high academic achievement. A student with a
high SCAA may or may not be a high achiever, depending
upon other factors, e.g., modeling, identification, need
for achievement, etc.. But a student with a low SCAA is
very unlikely to achieve at a high level, regardless of
other factors.

One of the factors that appears to have a positive
relationship to achievement in a specific subject is the
tendency for the student to like that particular subject.
Humphrey (1968) gave a questionnaire to middle school
students who were from individually prescribed classrooms
(IFI) and non-IFI classrooms. She found that there was a
positive relationship between a student's specific subject
SCAA and the amount that the student liked that particular
subject. Although this does not necessarily indicate a
positive relationship between SCAA and achievement, it
seems safe to infer that achievement is likely to be higher
in the subjects the student prefers.

In a study designed to show the impact of significant
others on SCAA ard achievement, Lewis (1973) worked with
a group of low-achieving black students. She administered
a School Attitude Scale (Lewis, 1973), the Ceneral and
Specific SCAA Scales (Brookover, Paterson, and Thomas, 1962),
the Perceived Teacher Evaluation Scales (Brookover et al.,

1962), the Perceived Farent Evaluation Scales (Brookover et
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al., 1962) and the reading comprehension scores of the Iowa
Test of Basic Skills. 3he found that the significant others -
ffects 3CAA - affects achievement model of Brookover et al.
(1962, 1965) was not upheld for those students who had
regative, i.e., defensive attitudes toward school. But for
those with positive, i.e., non-defensive attitudes toward
school, the model was substantiated. These results seem

to indicate that a defensive attitude protects the self-
concept, which for these students has little or no relation-
ship to school achievement.

Cohen (1974) investigated the effect of alienation on
certain personality and school-related variables. He found
a negative correlation between SCAA and alienation. Since
alienation would likely operate as an antagonist to school
achievement, it seems reasonable to infer that those least
alienated would be the high achievers. Thus, the relation-
ship between SCAA and achievement is supported by inference.

In summarizing the findings of these SCAA-related
studies, there seems little doubt that the evidence supports
the contention that: 1) there is a positive relationship
between SCAA and academic achievement; and 2) SCAA operates
as an intervening variable between the evaluations of sig-

nificant others and academic achievement.

Parental Influence on Self-Esteem

This section presents an overview of the relevant
literature on the effect parents have on their children's

self-esteem.
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The literature related to these variables has its
roots in the writings of the self-theorists. In his
Zeneral Law of Interpersonal Relationships, Rogers (1961)
clarifies the powerful effect each person has on the other
ir an ongoirg dyadic relationship. Although he does rot
specify the parent-child relationship, it can te readily
inferred from his words.

He writes:

"The greater the congruence of experience,
awareness and communication on the part of one
individual, the more the ensuing relationship
will involve; a tendency toward reciprocal
communication with a quality of increasing
congruence; a tendency toward more mutually
accurate understanding of the communications;
improved psychological adjustment and functioning
in both parties; mutual satisfaction in the
relationsnip.”

(p. 3&4)

Combs and Snyggz (1959) are clear in their estimate
of the parental influence on children. They place it in
the forefront of all influences when they state that,

"lio experience in the development of the child's self-concept
is quite so important or far-reaching as his earliest
experiences in the family." (p. 134)

In her extensive review of the literature on self-
concept, Wylie (1961) concludes that a child's self-concept
is generally comparable to the view which he believes his
rarents hold of him. There is also limited evidence that

a child's self-esteem is related to the reported level of

esteem his parents hold for him.
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Fosenberg (1965) and Coopersmith (1967) are two highly
respected authorities on self-esteem. Thelr studies served
to clarify the usefulness of self-esteem as an interveninz
variable and spawned a decade of related investigations.

In Society and the Adolescent Self-Imase, Rosenberg

(1965) devotes three chapters to the effects of the family
on the adolescent's self-esteem. Working with 5,024 New
York State high school students, 15 to 18 years old, he
found that family structure, sibling position, and parental
tehavior all have an effect on the adolescent's self-esteem.
In examining the parent variable, Rosenberg chose to focus
on the effect of parental interest on child self-esteem.

In this regard he studied the adolescents' remembrances of
parental interest in the child's friends, the parents’
reaction to the child's report card, and the parents’
responsiveness to the child at the dinner table.

He found that: 1) the high self-esteem children
reported that their mothers knew most of their friends while
low self-esteem children recalled exceptional parental
indifference; 2) the high self-esteem children reported
their parents to be supportive or supportive/punitive in
reaction to their report card, while low self-esteem children
reported indifference to the report card; and 3) the low
self-esteem children reported that they rarely spoke at the
dirner tabtle, or that no one was interested in what they
said.

In summarizing his findings, Rosenberg writes:
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"Apparently more than deprecation and chastisement, and
certairly more than praise or support..., indifference
is assoclated with lower self-esteem in the child." (p. 1&1)

A later study which supports the contention that
punitive parental responses are less dangerous to the
child’'s self-esteem than indifference, was done by Rotins
(19€6). He studied the childhood records of psychiatric
patients ard found that strict discipline during the
adolescent years yielded the fewest adult sociopaths,
whereas a lack of supervision yielded the greatest number
of sociopaths., Although self-esteem is not a variable in
his study, it is safe to assume that it is at the opposite
end of the psychological continuum from a sociopathological
condition.

This notion that parental caring is communicated to
the child in many ways other than simply warmth and support
is reaffirmed by Coopersmith's (1967) investigation. He
telieved, as did 3rookover and his associates (1962, 1965),
that self-esteem is a judgment of one's worthiness and that
such judements are made in a person's immediate, effective,
interpersonal environment. For the pre-adolescent, this
effective interpersonal environment is largely and importantly
provided for him by his parents.

Wiorking with 1,748 pre-adolescent children, Coopersmith
(1967) studied the effect upon self-esteem of four different
parenting variables: acceptance, pernmissiveness and punish-

ment, training for independence, and democratic practices.
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He found that there are four basic criteria which operate
as antecedents of self-esteem. These are summarized as
follows:

1. A total or nearly total acceptance of the children
by their parents.

2. Clearly defined and enforced limits.

3. Respect and latitude for individual action that
exists within the defined limits.

L, Farental self-esteem.

Cocopersmith advises that all of the above are not
necessary for high self-esteem in children. There should
be more than one, and less tﬁan four operating in the home,
along with a minimum of devaluing conditions, such as
rejection, ambiguity, and disrespect.

In a similar study, Lanza (1970) investigated various
antecedents of self-esteem in relation to race and sex.
Gathering data from a late adolescent sample, he found
that neither race nor sex were significantly related to
self-esteem. He concluded that high self-esteem students
are likely to have:

1. Mothers with high self-esteem.

2. Parents who know most of their children's friends.

3. Fathers who are stable in their employment.

4, Parents who enjoy academic achievement in their
children.

5. Parents who have an affectionate and healthy

relationship in their marriage.
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This last condition for high self-esteem in children
has been more recently studied by Matteson (1974). She
administered the Coopersmith Self-Esteem Inventory and
two questionnaires from Bienvenu's Adolescent Communication
Inventory to 111 early adolescents in order to elicit
their perceptions of their communication with their parents.
The 10 males and 10 females with the highest and lowest
self-esteem scores were placed into two groups. The parents
of these students completed questionnaires on parent-
adolescent communication and marital communication and
adjustment.

She found that,

1. Adolescents with low self-esteem perceived
communication with parents as less facilitative than
adolescents with high self-esteem.

2. Parents of low self-esteem adolescents perceived
communication with spouse as less facilitative and rated
marriage less satisfying than high self-esteem parents.

3. Parents of low self-esteem adolescents perceived
parent-adolescent communication as more facilitative than
did the adolescents themselves.

Block (1971) in his longitudinal study arrived at
similar conclusions. He found that the best adjusted
adults, i.e., those most likely to exhibit high self-esteen,
were those who in childhood had warm relationships with
their parents in the context of a successful marital

relationship.
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Farental love, affection, and warmth have been found
to be related to high self-esteem in children bty several
researchers (Dinkmeyer, 1965; liedinnus, 1965; Sears, 1970;
. achman, 1970; and killer, 1971).

Conger (1971) writing of the importance of these
parenting responses to the development of the child states,

"A vackgzround of love and trust are, as
irik frikson asserts, fundamental. WJithout them
the child's chances of becoming a reasonably
happy, effective, contributing adult, of devel-
opinz a positive self-image and a sense of his
own identity, are seriously impaired.”

(p. 1121)

Another variable which has received some attention in
the literature on self-esteem is parental identification.
Erik Erikson (1968) has written eloquently on the identity
crisis of adolescence, and the ilmportance of 1ts teing
resolved in a positive and socially acceptable manner.

carlson (1958), in an investigation of rarental
identification with 43 6éth graders, found that the children
who identified with the more supporting of their two parents
were more self-accepting, less dependent upon social
relations, and more accepted by their peers. These are
all indicative of high self-esteem children.

A decade later, Stanford (1969) tested 71 students
and their parents. He found no systematic relationship
between self-esteem and parental identification.

Hollander (1973) administered three self-esteenm
measures to 36 males and 36 females who were undergraduates.
Ee fourd that with females, two of the three self-esteen

measures correlated positively with parental identification.
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These seemingly conflicting results demonstrate the
complexities involved in interpretinz self-esteem scores
when there are other complex factors operating.

Three examples of self-esteem research which demonstrate
the importance of careful interprefation are those of 3ruch,
et al. (1972); Thomas, et al. (1974); and Ziv, et al. (1977).

3ruch and his associates (1972) measured the self-esteem
of 159 high school males as well as their parents' self-
esteem and cultural classification. They found that both
black and white disadvantaged students had significantly
higher self-esteem scores, and that the older students had
lower father-esteem scores. This was not the case for mother-
esteem scores. The authors reasoned that the low father-
esteem and high self-esteem scores indicated a parental
devaluation which operated as a defense of the self-esteem
in the disadvantazed students. The discrepancy in esteem
scores was particularly vivid for disadvantaged seniors.

The authors interpreted this overestimation of personal
attributes as a psychological readying for independent func-
tioning in the near future.

Ziv, et al. (1977) also achieved apparently conflicting
results in their investigation of average and gifted under-
achievers. They administered a self-concept test based on
Osgood's Semantic Differential to 134 pre- and early
adolescents. They found in the average sample that
underachievers had lower self-concepts than achievers, but
unexpectedly in the gifted sample, the achievers had lower

self-concepts than the underachievers.
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One study on self-esteem which 1is outstanding for 1iis
demonstration of the need to carefully control the variables
and cautiously interpret findings, is that done by Thomas,
et al. (1974). ‘Working with 620 adolescents, they focused
on two main hypotheses; 1) that parental support is positively
related to the child's self-esteem; and 2) parental control
is positively related to the child's self-esteem. Controlling
such factors as sex, religion, and culture, they found that,

1. "Parental support is significantly and

consistently related to adolescent self-esteem
for males, females, lower class as well as
middle class subjects, Frotestants, Catholics,
Latins and Anglos. This is true for general
self-esteem as well as self-esteem Power and
self-esteem Worth.”

2. "Parental control has a much more specific

or selective influence on self-esteem. It is
positively correlated to high self-esteem in
Protestand males, but not for Catholic males.
It is negatively correlated to self-esteem
for lower-class Catholic males.”

(p. 3)

Another important finding of this study was contributed
by Gecas (1971). He studied parental behavior and contextual
variations in adolescent self-esteem and found that late
adolescent's self-esteem is highest in the context of
friends and lowest in the context of classroom. [oreover,
ne showed that parental support is context-bound, i.e., 1t
is related to late adolescent's self-esteem primarily when
adult frames of reference are used.

This tendency for late adolescents to derive more
satisfaction and personal self-esteem in the context of

friends rather than parents, is re-confirmed in an investi-

cation by O'Dornell (1976). His study further clarifies the
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ignificant other's academic evaluations of him. To test

0]

this hypothesis, the researchers gathered data from 110 high
and low achieving 7th grade students, giving each student a
one and one-half hour interview. The interview consisted of
two open-ended questions which the student filled out, and
an open-ended interview schedule.

To the question, "Who are the people who are important
in your 1ife?," virtually all of the students named their
parents.

To the question, "Who are the people who you feel are
concerned about how well you do in school?," parents were
named by 99 per cent of the male high achievers, 100 per cent
of the male low achievers, 94 per cent of the female high
achievers, and 96 per cent of the female low achievers.

Clearly, parents were named more often than any other
person in the students' lives as important to them and as
being concerned with their school success. Also, parents
were almost always the first people named by the students.

The researchers concluded that: 1) the hypothesis
regarding the positive relationship between a student's
SCAA and the image he perceives significant others hold for
him is supported; 2) family socio-economic status is positively
related to SCAA, but does not affect the correlation between
SCAA and achievement:; and 3) parents are almost universal
significant others for the student, and as such offer the
best hope of making positive changes in students’ SCAA.

In the second phase of this study, Brookover, et al.

(1965) performed three year-long experiments to determine



whether it was possible to increase students’' SCAA which
in turn would increase thelr academic achievement.

From a pool of 193 low achievers, they selected three
groups. Farents of these students were assigned to an
experimental, a placebo, and a control group. The experi-
mental group of parents underwent a year-long training
program designed to help them raise their images and
expectations of their low achieving children, and communicate
these new perceptions and expectations to them.

A second, independent experiment involved measuring
the effects of formal presentations by a person defined
as an "expert" on the SCAA and achievement of low achieving
students.

A third experiment fccused on studying the effects of
counseling on low achieving students, with the counselor
providing a set of high expectations to each student.

The results of these experiments indicate that a
significant increase in both SCAA and students' grade point
averages occurred only in the Parent Experiment.

In a similar experiment, Eirr (1969) sought to measure
the differential effects of parents and teachers on the 3CAA
of underachieving early adolescent students. He chose 120
students who received a "C" grade point average at the end
of the first marking period in English, Math, and Social
Studies, and whose I1.Q.'s ranged from &3 - 137. He trained
the parents of 30 students for a period of seven months in
methods to increase SCAA in their children. Ee simultaneously

trained 50 teachers to focus on raising another 30 students’
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3CAA by their responses to the students in the classroom.
A third zroup functioned as a control.

He found, 1) no significant association between STAA
and grade point average of students in the parents, teachers,
or control categories; 2) the parent group students had
nigher mean SCAA than the other two groups, but not signifi-
cant at the .05 level; 3) the same was true for students’
grade point averages in the parent group; and L) increases
in parents' perception of their child's ability led to increases
in the child's SCAA. This was significantly correlated.

It is not clear why Birr's findings were not as definite
as Brookover's, but it could be because there is no proven
methodology for teaching parents to raise SCAA in their
children.

In 2 later study, Lewis (1973) confirmed Brookover's
(1962 and 1965) findings particularly for nondefensive, low
achieving students. However, she found the Brookover model
was not substantiated for the low achieving student who also
had negative attitudes toward school. These students’
perceived evaluations of parents and their SCAA were dis-
proportionately high and unrelated to their achievement.

She interpreted the findings to mean that students with
negative attitudes toward school may maintain this attitude
as a defense of their self-concept.

A summary of the results of the above studies would
tend to indicate that there is a relationship between
parents’' perceptions of their children's academic ability

ard the child's SCAA. TFurther, the SCAA seems to function
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as an intervening variable between the child's perception

of significant other's evaluations of him, and his subsequent
performance in schoocl. As such, it is a functiornally limiting
variable which can place an upper 1limit on academic achieve-
ment. If optimum achievement for all students is one of the
hopes of education, then increasing students' SCAA becomes a

cogent goal of educators.

Effects of Parent Iraining and Counseling on Self-Esteem,

SCAA, and Academic Achievement.

Self-Esteem -

A number of investigators have focused upon the effects
of parent training on the child's self-esteem. Schofield
(1976), Kuhlman (1973), Perkins (1970) and Stearn (1970)
found significant increases in children's self-esteem fol-
lowing parent training, while Turrall (1$75), Miles (1974),
Overman (1974), and Toto (1973) found no such changes.

Three of these studies used adolescents or early adoles-
cents as their subjects, and thus are particularly cogent to
the present study. They are presented here.

Turrall (1975)investicated the differential effects
of sensitivity training and Adlerian parent training upon
the self-esteem of academic underachievers. He administered
the Coopersmith Self-Esteem Inventory and the Fumroy's
liaryland Farent Attitude Survey to measure the hypothesized
chanzes. The sensitivity training consisted of six successive

two and one-half hour sessions wnich were minimally structured
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personal zgrowth experiences. The Adlerian zroup had the

szme number and length of sessions, but consisted of an
informal series of readings, group discussions, and practical
demonstrations designed to help parents raise their adoles-
cents in a positive manner. Three groups were run. Group A
were students involved in the sensitivity training; Group b
were parents receiving parent training; and Group C was a
combination of both A and B.

Turrall found that neither sensitivity training nor
tdlerian parent training had any differential effect upon
students' mean GPA's, or upon students' self-esteem. However,
significant improvement in student self-esteem occurred when
sons participated in sensitivity training and fathers parti-
cipated in parent training. This finding came about as the
result of a three-month follow-up postiesting.

Toto (1973) in a similar study, sought to measure changes
in parent attitude toward child-rearing, as well as changes
in the adolescent's self-esteem following Adlerian training
or a group-centered experience. e administered the Coopersmith
Self-Ecteem Inventory to all 234 eights graders and invited
the parents of those whose measured self-esteem was in the
lower quartile. He randonly divided the parents into three
sroups: an Adlerlan lecture group, a group-centered group, and
a control group.

He found that: 1) parental attitudes toward child-rearing
moved in a positive direction; 2) no significant differences
occurred between the three groups following treatment; 3) stu-

dent self-esteem scores increased significantly for all three
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zroups; and L) there were no sisnificant zains ir self-esteem
as perceived bty the students®' teachers.

These results failed to demonstirate that changes in
self-esteem can be effected through parent training. Clearly,
researchers are not certain as to which types of training will
yield significant changes, if any.

biles (1974), like Toto (1975), conducted a comparative
analysis of the effectiveness of two types of interventions
in altering levels of self-esteem in adolescents. Her study
adds arother dimension in that it compared a direct approach
to an indirect approach, i.e., Verbal Reinforcement Group
Counseling (VRGC) with the students, and Parent Effectiveness
Training (PET) with the parents. UWorking with a total of
€2 adults and ¢0 students, she divided them randomly into
four groups: FET; FET-VR3C; VRGC; and control. Parents in
PET met for eight three-hour sessions, while students in
VRGC met for six forty-five minute sessions.

She found:

1. Significant differences among experimental and
control groups on students' classroom behavior as rated by
teachers. ,

2. Regarding student self-esteem scores following
treatment, the analysis of variance indicated significant
differences among treatment groups. However, post hoc com-
parisons failed to locate differences. Thus the findings
related to the effects of treatment groups on students’

self-esteem was inconclusive,



3. Students from two-parent families had sigrificantly
higher self-esteem than those from orie-parent families.

L. TFarents who had FET did not demonstrate higher
self-esteem scores than those who did not attend.

The importance of kiles' findings for the present study
is that she found the students in the three treatment zroups
were more positive in their self estimations from the pre- to
post assessment. In this regard she found that the PET and
FET-VR3C treatment groups enjoyed the largest gains. The
VRGC group showed a slight gain, while the control group
demonstrated a clear decrease on the self-esteem measure.
These results, although not conclusive, tend to suggest a
positive relationship between parent participation in train-
ing and children's self-esteem. This is all the more cogent
because this positive trend in seli-esteem scores occurred
in the space of approximately eight weeks, indicating a
rapid change for a personality variable which is generally
considered quite stable.

This review has presented evidence that parent training
tends to have a positive effect on the self-esteem of children,
and that this training can begin to show its effect on their

self-esteem within the space of eizht to fifteen weeks.

Self-Concept of Academic Ability (SCRA) -
Conway (1971), Birr (1969) and Brookover, et al., (1965)
are the main researchers in this area. Birr (1969) and

Srookover, et al., (1965) have teen extensively reviewed in
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the section entitled Parental Influence on SCAA, therefore
a brief summary of their findings will suffice.

Erookover and his associates trained a group of
parents of underachieving 9th graders. The training period
covered almost an entire academic year. During that time,
the trainers attempted, through films, tapes, and discussions,
to modify the images and expectations each parent held of his
child. They found that training the parents resulted in
significant increases in both SCAA and grade point averages
(SFA) for the students.

Birr (1969) held seven monthly meetings designed to help
parents increase their low-achieving child's SCAA. At the
conclusion of training he found no significant association
tetween SCAA and GFA for the students. The parent group
students did have a higher mean 5CAA and GFA than the other
two groups, although not at the .05 level. A siznificant
correlation as noted tetween the parents' perception of his
child's ability and the child's SCAA.

Conway's (1972) study was designed to measure the
effectiveness of parents' use of behavior modification to
increase their children's SCAA and academic achievement. He
trained parents of low-achieving pre-adolescents in a series
of nire 1}-hour behavior modification workshops over a three
month pericd. Utilizing an experimental group of 23 parents,
a placebo group, and a control group, he found that: 1) the
students of the experimental parents scored significantly
higher on selected sub-test of a standardized achievement

test; 2) experimental parents had significantly higher
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perceptions of their children's ability after training; and

3) the female students enjoyed signiflicantly greater increases
in achievement than the male students. The SCAA and GFA vari-
ables were also enhanced in the experimental group, but not
significantly over the control group.

Althouzh relatively few studies have been done in this
area, the investigations reviewed indicate that training
parents to increase thei;m;hiia;éﬁéEAA is éNQiaﬁie method
of treatment, and considering the functionally limiting aspect

of SCAA, should be seen as an effective intervention for low-

achieving students.

Academic Achievement -

Several investigators have measured the impact of parent
training on children's academic achievement. Bar-Lev (1976),
Larson (1972), and Conway (1971) used elementéry school
students as subjects. Gilmore (1974 and 19715. Perkins (1971),
Edgerly (1971), and Figott and Gilmore (1969 worked with early
adolescents, which makes their findings more salient to the
present study.

Pigott and Gilmore (1969) studied the effectiveness of
counseling parents in couples to ralse their child's academic
achievement. They chose students whose average grade was "C"
or below, and who placed in the 75th to 95th percentiles on
the Lorge-Thorndike I.Q. Test. ‘orking with a total of 27
families and 60 children, they found that the greatest
increases in academic achievement occurred with the 7th graders

This finding supports the contention that early adolescence is
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a period of egreat instability for the child, ard that an
increase of nurturance on the parent's part can often
produce positive changes.

Eirr (1969) trained 30 parents in seven monthly meetings
designed to teach them methods of behavior modification. FHe
also had 50 teachers focusing on increasing 30 other students’
SCAA. He found that the parent ﬁraining did increase Dboth
the SCAA and the GPA of the students, dbut not to a significant
degree.

In a study desizned to investigate the effects of group
couriseling with bright underachievers and their mothers,
Perkins (1971) found that mothers could be taught to be more
empathic and genuine. These changes resulted in significant
increases in the students' 5FA's. but more importantly,
Ferkins found that the changes in the students could be
effected bty workinz entirely with the mothers.

Silmore (1971) presented a summary of the results of
parent counseling done by students in a clirical practicum
class at Loston University. Iliany of the parents' children
were in their early adolescence. Of the four projects
presented, two found significant academic gains following
parent counseling while the other two showed zains but did
rrot reach statistical siznificance.

Throughout the past decade, Gilmore (1971 and 1974)
and his associates have worked with over 450 families. They
have run parent counseling projects at all levels of public
schooling. Each project has been desizgned for a control

sroup of matched academic achievement, I.Q. level, and



percentile rank on achievement tests.

The counseling usually occurs with small groups of
parents who attend 15 weekly i-hour sessions. The counselor
attempts to teach the parents techniques which will help
them be more empathic, nurturant, and expressive with thelr

children. These techniques are taught in order to railse the

self-esteem of the children, which in turn is expected to

promote improved academic aéhievemeg£; VSpeéificéily, parents
are counseled tc use such behavioral expressions as smiles,
words of approval, affection, and encouragement, and warn
demonstrations of physical affection.

Instead of measuring self-esteem changes through the use
of some standardized instrument, Gilmore chooses 1o assume
that increases in zcademic achievement directly indicate
increases in self-esteem.

In a review of the comparisons of parent-counseled and
control groups, Zilmore relates that 70 per cent of the
parent-counseled students demonstrated significant academic
improvement over the course of a year. On the social behavior

ratings of teachers, he found positive changes had occurred

e

n 80 per cent of the experimentzl students.
d

ol
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gerly (1971) also counseled the parents of early
adolescents to effect increases in academic achievement.

He met with parents in couples or in foursomes. The counsel-
ing consisted of giving direct suggestions and information

to the parents regarding their children, helping fathers

better organize their families, and teaching both parents

how to te more supportive of thelr child through the use of
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praise and attention while reducing the use of criticism
and punishment. He found that students did increase in
achievement, but the differences between the experimental
and control groups did not reach significance. In the
experimental group, €2 per cent gaired one or more grade
points, while 25 per cent lost points. In the control group,
25 per cent gained points, and 75 per cent lost points.
iowever, the experimental group enjoyed a significant
increasé over their prior years' marks. Moreover, 66 per
cent of the experimental group's siblings had higher grades
than in the prior year.

Turrall (1975) measured changes in achievement levels
of 135 9th, 10th and 1lth zraders following parent partici-
pation in Adlerian Parent Groups. He found that sensitivity
training and Adlerian Farent Groups have no differential
effect upon underachieving students®' GPA's.

In distinct contrast to this, Brookover, et al., (19653)
demonstrated that parent tralning can have a marked impact
upon adolescent student academic achievement. In their
1965 study, the researchers trained a group of parents to
modify the images and expectations they held of their
underachieving adolescents. At the conclusion of a year of
training, the experimental students demonstrated significant
increases in their GPA's.

Clearly, working with parents in a counseling and/or
training relationship is a viable means of altering parent
responses so as to encourage greater academic achievement

in adolescent studerts. Increasing nurturing and supportive
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parent responses tecomes somewnat crucial during the early

dolescent years when self-esteem is tenuous and other

W]

irfluences may lead to decreased productivity and decreased

happiness.

Summary.

This review of the literature has attempted to show

that: 1) there is an importéht and unique phase of develop-

ment called early adolescence; 2) there is a strong and con-
sistent relationship between an early adolescent's selfi-esteem
and his subsequent achievement in shcool; 3) there is a clear
association between SCAA and academic achievement, and this

ig particularly upheld during early adolescence; 4) parents
have a great impact upon the development of self-esteem in
their early adolescent children; 5) the model that significant
otners can increase a student's SCAA, which iIn turn can in-
crease his academic achievement, is particularly substantiated
for early adolescents; and é) training and/or counseling
parents can be an effective way to increase a child’'s self-

esteem, SCAA, and academic acnievement.



L:ZTHCES AL PRCGCEUURAS

The purpose of this chapter is to present the methods
ard procedures used to test the hypotheses of this investi-
catior.. The chapter is subdivided into the followine
sections: description and selectiorn of sample, treatnent,
desifr, instrumentatior, data collection, and analysis of

the data.

Cescription and Selection of the 3ample

(=}

he sample involved in this study includes a select
group of low-achieving, early adolescents and their parerts.
The low-achieving studernts were selected from the 7th, £th,
arnd 9th zrade population of a Forth Jhore Long Island, Few
York junior hish school. This school is part of a school
district which zerves the rnorthwest corner of the Town of
Frookhaver. ZIrookhaven is located in 3uffolk County, ap-
proximately hali-way tetween either ernd of Longz Islarnd. It

is the largest in land area of any Long Island Towrship.
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95.48 are classified as white, 1.82,. as black, and 2.5. as

ween the ages of 12 and 15, numbers 3,411. Gf this Zroup,
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orly 1.42. are tlack, ard .82 are other races (Jpeclel
Cencuses, “rookhaven Town, 197%).

“he school district encompasses a major ilew Yorx Itate
University Center, 5.U.I'.Y. at Stony Lrook. The university
employs many of the district's parents in a wide array of
occupationg, from grounds Xeepers to urniversity admiricstra-

tors ~he district also ercompasses an incorporated villave
which has the highes® median family income of any srookxhaven
villaze (3pecial Censuses, 1975). However, this 1s not %o

a5t that the school population is from predominantly

wealthy families. There is a wide range of socio-economic
levels represented, but the tulk of the population 1s middle
class. The median family income for iLrookhaven Town 1is
11,143, while the median family income for the school dis-
trict residents is somewhat higher at approximately 315,000
(3pecial Censuses, Income, 1976) .

Another reference system which can be used to classify
the school district is that established by the New York State
Pupil Zvaluation Frogram. They have drawn up a reference
cystem ctased on seven public and non-public community types.
Accordinz to their system, the school digtrict from which
the population was defined is a Type 5, (village and large
central districts having enrollments of over 2500 pupils).
This places the school district approximately hali-way Te-

ween Type 7, (small rural districts, enrollment less than
1100) and Type 1, (lew York City, porulation over 1,000,500).

(:ureau of Fupil Testire and Advisory Services, 1672) .
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Zach of the 1330 permanent record folders were eval-

each

Hh

vated ty the investigator to determine the I.4. o

student. The instrument used to deterninrne the I1.Q. of the

Academic Ability (J7rIaa),

hy

students was the Short Zorm Test o
(Jvllivar, Z., Charles .. arnd Tiezs, Z.; 1970). The test
is admiris ered a2t grade levels 2.&, 5.0, £.0 and 10.0 to
all students ir the district. TFor the purpose of this
investiration, the most recent 37Tid Total I1.3. Scores were
used to determine the students' academic ability. These
I.3. scores were then compared to each student's second
quarter srades in the four major academic areas: rzlish

Social Studies, ilathematics, and Science. Low-achievinz
students were those selected Lecause of the discrepancy
tetween thelr intelligerce and their academic achievement

as otserved at the conclusion of tre second quarter marking
period. The cecond quarter maris offered the latest official
~rade reports prior to parent trairing.

& system was devised to insure that discrepancies
between academic avility and achievement would te otserved

[y

at the hicher I.3. levels as well as the lower. Table 1

ct

rresents the sycstem and the criteria for selection.

4]

Students were placed into the three categories accord-
in~ to their 377aa I.3. 3cores: those scorings from 1CO to
11<¢; those scoring from 117 %o 1232 ard those scoring 1233
and atove. Tre 3FTAA ifarual (Sullivar, Z., Charles, .i.

iezs, 2.; 1670) rpresents percentile ranks for I.3.

~rA
ana
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Table 1
Selection Criteria ard Categorization

of Low-Achieving Zample

i‘ational Standard Achlevement
N Fercentile Deviations Criteria ' IT

Cate- SFTA
zory Total

(]

"1 100 to 116 50th to 8Lth 0 to *1 2 or more 1 or
D's or Z's more

2 117 to 132 8S5th to 98th +1 to +2 2 or more 1 cr
C's, D's, more
cr t's
3 133 and 63th to +3 and 2 or more 1 or
above 99.9th above 3's, C's, nore
D's or E's

t.ote: 1TC means legative Teacher Comments taxen from
Second Quarter Srade Report

scores pased on a norming population of 197,912 students.

2Lt

oy

Scores of 1C0 to 116 represent the 5Cth to th

[

rercsnt-

[

les, 117 to 132 revresents the 85th to the 9&th percentiles,
ard scores of 133 and above represent the $8th to the 99.9th
percentiles. The investigator chose the I1.3. scores of 100,
116 and 131 as logical divisions of the scale tecause their
percentile rarks correlate to the first, csecond and third
stardard deviations atove the mean. Therefore, a student
whose SFTAA I.4. total is between 100 and 116 can be consid-
ered to te functioning intellectually within the first

standard deviation atove the mean, those scorinz between

iy

117 and 132 are furnctioning withirn the first and second

standard deviations, and those scorins above 133 are func-



criteria such as the above for definins low

g

ilizir

]

vy

achievenment has beer a tyvical procedure for researchers.
Yornrich (1965) rotes the lack of any standardized pro-
cedures for selecting low achievers. EKe offers inrstead
a number of examples demonstrating the sundry criteria

e

which have been employed effectively by investizator

(6]

.

Among these examples are the following:

Soldterg (19595; ir a tgréé;fearréxﬁégi;é;talibfogram
to help bright underachievers at the high school level,
defined underachievers as tenth graders whose 1.Q.'s ¢n
the CTLi! were 120 and atove, and whose ninth year 3.F.A.
fell below £0 percent. Out of 102 tenth graders who
scored above a 120 I.%., 70 had achieved less than an 20
percent 3.r.A.

Jowan {(1957) defined underachievement in his study

ag gifted children, having I.4.'s of 130 and atove, who

fall in the middle third scholastically. He differentiated

between underachievers and severe underachievers. The
latter he defined as those with I.4.'s of 130 and atove
who fall in the Tottom third scholastically.

Zaymur and Fatterszon (1940) defined underachievers as
those hizh school students whose percentile rarx tased on
zrades was 25 or more points below thelr percentile rank
or the Differential Aptitude Test using the Vertal and
Atstract Reasoninz subtests.

Trese examples indicate the wide range in the decree
of precision which researchers have accepted in the defi-

ritiorn of underachievement.
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4c in the atove examples, the present study uses ar

acnievement-ability discrepancy as a basis for defining

low-achievement. However, in addition to thi=z criteria,

sach

rvestizator also insists that nore of the ctudents

of them has received at least one ITC as an indi-

cator of teacher dissatisfaction with thelr academic

efforts.

Trhe criteria used for selection in the present study

vielded a population of 108 low-achieving early adoles-

cents

. Table 2 presents data which tends to support

the notion %that the criteria were effective in selecting

a true low-achieving population.

Catezory, lumber, kean I.G., liean STA,
and
Tean lumber of legative Teacher Comments

For Low-Achieving 3Students, Irades 7,8,9

Category ii iiean I1.Q. f.ean 3JTA iiean Number
1 2o 107.49 1.567 3.33
2 25 119.L40 2.57 2.2k
3 3 141,67 2.75 2.30

llote:

1PC means legative Teacher Comments, which are
coded comments zivern on the quarterly reports.

They indicate: 1) Foor work and study hatits;

2) Inattentive; 3) Foor homework; and &) Disruptive.
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As other investizators have noted (Fine, 19467;
ornrich, 19¢5), iiale low achievers outnumber female low
achievers. In this sample there are nearly two and ore-
half times as many toys as girls. A comparison of the
mean I.Q. in each catezory with the appropriate Irade
Foint Average (3.F.A.) demonstrates that these students

perform nearly a le tuer crade below that which could be

reasonably expected for their intelligence. Combine this
Tact with the average number of negative teacher comments
received and the profile of low achievement becomes quite
clear.

In order to insure that the selected population was
underachieving due to normal causes, any student who had

been classified as learning disabled or emotionally handi-

capped by the district's handicap committee was withdrawn

from the selection. The resulting selected population
low-achievinz students totalled 108, which represents

7.83 of the school's enrollment.

Bal!

he _xperimenrtal Jample

In late liarch, 1979, the irvestizator sent out letters
to the parents of the 108 identified low-achievins students.
The letters explaired briefly the nature and roals cf the

rent trainirz prosram, and invited them to participate,

ko]
o

ations, parents

ct

the invi

[3Y

Tollowinz the sendin

o

o]

fhored or visited the investirator at the school to ask

\Q

uestiors and learn more avout the procram. This rezistration



period continued for two weeks. At the end of this period,
24 parents (couples zre counted as single parenting units)
rad responded favorably to the invitation to participate.

Thone calls were then made to each parent informing them

of the day ard time of their training sessions. & Ifollow-
T

up letter was then sent out to each parent regarding

4

day and meeting times. The intent of this letter was %o

furction as both a reminder as well as 2 continuedigéin-
Fforcement to participate, (see Appendix II).

The 24 parents who responded positively to¢ the invi-
tation represented 22.22 percent of the identified low-
achievers' parents. Due to certain administrative and
time constraints, as well as the uncertainty of the treat-
ment mortality rate, the decisicn was made to accept all
of the children of the responding parents as the Experi-
mental group for purposes of research design.

The Experimental group thus defined had the following
characteristics:

1. lineteen males and five females.

2. lineteen Category 1 students (100 to 11¢& I.Q.),
five Caterory 2 students (117 to 132 I1.¢.), ard no Cate-
zory 3 students (132 I.Q. and above).

3. Eleven 9tnh zraders, eight &th sraders, and five

7th graders.



“he Ceontrol Zample

In orcer to delineate an appropriate Control rroup
or statictical comparison, a number oI variatles were
exanired for their saliercy in descritins the menbers of

the Zrxperimental group. Five variatles were chosen

¢ veing the most effective overall descriptors of each

pre;iment%¥"group member. These variables are listed
ag follows:

1. Academic Ability, as measured by the most
recent ZTTAA Totzal I.Q. score.

2. Age, as indicated on officizal school records.

. Grade, as indicated on official school records.

3
L., 3Zex, female or male.

.

5. Farent Cccupational Status (F.C.IZ.), as a gross

w

measure of socioecoromic staitus. Irom the data availatle

icial school recordsz, parents were classified as

O
e
o
Fiy
by
™

frofessional, Zusiness, Uniformed, and Skilled.

The records of each of the 34 students whose parents

had decided not to participate in trzining were examined
for their similarity to Experimental group members. It

was thus possible to match each Zxperimental zroup

nember with a Control group member who had the same
intelligence, age, zrade, sex, and Parent Occupatioral
Status (P.C.3.). GCrade, sex, and P.C.3. were 2ll direct
matches, whereas intelligence z2nd age were allowed slight
variation since direct matching of these variables was

impossible. In ro case, however, did the SFTAA Total I.4Q.
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~core of an zxperimental and rmatched Control sroup menter

by

¢iTfer by more than five points, ror did the are differ

rroup members were thus identified.

Assisnmernt of Treatment 3rours

The initial letter sent to all 108 parents of the

@

identified low-achievers allowed -four. separate respons

stilities, (appendix I). Farents could indicate

e
[o]
0
0

whether they preferred a Tuesday, Thursday, or Saturday

o

rd if rone of these were possible, parents

e 29

meeting tim

o

could write ir a fourth meetinc time. Farents were asksd

to ircicate tneir first, secord and third choices in order

the Tuesday ard tThursday evenins meeting times. Orly two

were atle o arrangce their schedules so that they could
atterd the Tuesday ard Thursday groups.

The irvestizator was able to satisfy the parents’

i

meetirs time preferencec while at the same time maintairin

a rumerical balarnce. In this manner the investigzator was
arle to assi-tT. 12 parents to the Tuesday evening froup
ard 12 parenis to the Thursday evenins group. With the
exceptior of a sirzle parernt who moved from the Thursday
to the Tuesday sroup after the cecond session, all of the

rarents who completed the tralrirg pro

A
8]
2
2}
L}
[
2|
i
e
3
0]
[@3
o
ot
3
b
a3
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Tre investizator counducted toth the Tuesday ard
groups. No clear differerces were roted tetweer
the groups regarding the manner in which they engased in
parent trairine. Some initial resistance was noted ir
voth sroups. This resistance was particularly notad
toward the notion that the parents had had and contirued
to have an influence on their low-achieving childrer's
self-esteem, 3CAA, and academic achievement. However,
much of this resistance was worked throush by the ernd of
the second session. And by the third session 2oth Iroups
of parents seemed ready to work on their parenting
responses.

Treatment

kel
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ralse their child's self-esteem and self-concept of
academic atility (3CAA) in the expectation that this would

rcreases in academic achievement.

[

effect
The prosram was desisgred to incorporate cosritive,
affective and interactioral elements zo that varticiparts
would have the opporturity to beconme engafed on several
levels. Iach session was two ard one-half hours in lersth,
ard the meetings were held once a weeXZ for eigznt succes-
sive weeks. The rumber of sessions was decided upon aiter
a review of the literature revealed that even such a rela-
tively stable variable as self-esteem could be positively

aZfected within an eisnt-week rperiod (Ilchofield, 197<; ars



tut he did find a positive self-esteem increase in the

£ fathers who attended a six-session Adlerian
trainirg program, while the sons simultaneously attended
sersitivity trairing.

The theme for each zession was chosen after a careful
review ofrthé litératufé og éélf—eéfeem”énd SCAA. Ierti-
nert references are included in the outline of the prosram's
elements and activities which aprears in Appendix III.

The use of a theme for each pare;t training session
is similar to the Theme-Centered Interactional Lethod
developed by Cohen (1969). Whereas Conen’'s method devel-
oped from her group supervision of other therapists as a
way to maximize awareness of countertransference diffi-
cultiez, the present trairing desizn follows a more con-
fluent format. That is, the didactive-cognitive aspect
of each session is presented at the outset, this 1s followed
by the affective-experimental activity, ard these are
trourht to integration through discussion and interaction.
This type of desisn might best te termed a confluesnt
education desizn sirce there is a conscious attempt to have

the cosmitive and affective elements of the learning flow

together or intesrate (Lrown, 1971).

Instrumentation

N
-3
~

The Self-5steem Inventory (3£I), (Coopersmith, 19

€9



on that a child's self-ecteem can te nodi

s

‘re rot

throurh consiructive and rnourishine parertinz zenaviors

A

ie certral to Cooversmith's (19€7) work, The Antecedents

0f Zelf-Zisteem. Jith the presentation of this work,

Coorersmith established himself as an authority in the
fileld. He also produced at that time his Self-Esteem
Irventory (32I).

Ir. the present investigatior, major portions of the
experimertal treatment are focused on those parentingz
conditions which Ccopersmith idertified. For these
reasons, as well as the ample reliability ard validity
data supporting it, the Self-Lsteem Inventory was chosen
to measure global self-esteem in the low-achieving
students.

The instrumernt measures attitudes towards the selr

n the academic, family, social, and personal areas.

e

zecause there 1s a tendency for socialized responses to
emerye, Coopersmith added an eirht-item lie scale.
The 3ZI is composed of 58 items. Each item is a

short statement to which the subject is asked to respond,

"LixXe me) or "Unlike me." TZecause of the simplieity of
the statements and format, the test can te admiristered

effectively to a wide range of azes, from pre-adolescents

Reliatility data on the 3EI has been supportive.
Taylor and Reitz (1968) report a coefficient of .9C and

Fullerton (1972) reports a .87 for split half reliability.

70
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cct-retect reliability was found to te .88 over a Tive-
week period, and .70 over a three-year period by Coopersmith
“tudies to validate the 3ol have been done and seem
to indicate that the instrument is capable of measuring
that tody of self-perceptions we call self-esteem. Taylor
ard feitz {19¢8) found that the SEI correlated at .45 to
the Caliidrﬁia }ersohality Inventofy self-acceptance scale.
Coopersmith (1967) found that anxiety was negatively cor-
related with celf-esteem. 3Subjects reporting hish self-
esteem on the 351 had fewer psychosomatic complaints.
iatteson (1974) found in her study a significant correla-
tion between effective parent-child communication and the
cnild's I scores. Farental attitudes towards child
rearing have also been found to Te significantly related
o children's scores on the SEZI (Toto, 1973). Simeon and
Tornstein’'s (1971) study of 129 sixth grade children
cemonctrated that children with high Sil scores were more
likely to telieve that the people they liked reclprocated

thelr positive feelinss.

Jelf-Cornicent of Abilizy Test (SCAT)

“rookover and his associates developed this scale in
19¢0 as part of a rroject to determine the extent to which
perceived evaluations of significant others influence the
academic self-concept of children, (Lrooxover, 19€2).

Srookover's research staff developed =z =zet of 1¢

judged to measurs

multiple-cholce questions which wer

4]
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the cnild'sz perception of his ability to succeed in zchool.
They administered the questions to 47 severth grade
students. A& scalogram analysis of the responses yielded

an eight-question, Juttman type scale with 2 .91 coeffi-

[e]

ient of reproducivility. This eight-item scale was ther
administered to 1,050 seventh graders. Another scalogram
analysis of their responses indicgted cqefficients of
rebroducibility of .95 for males, and .96 for females.

t's method, the reliability of the scales was
found to be .22 for males and .77 for females.

Validation of the scale was done by measuring its
predictive power. Drawing a random sample of students
from the 1,050 tested, the predicted 3FA correlated with
the actual ZFA .71 for both males and females.

The most clear validations of the scale were the
findings of :srookover's 1965 study in which he demonstrated
that parents could te trained to rzise their child's 3CAaa.
rurther, he found that children who enjoyed increases in
3CAA tended to enjoy significant increases in academic
achlevement. Thus, the scale appears able to measure
children's SCAA which Erookover maintains is the irter-
vering variable between the child's perception of his
rarent's acadenic evaluation of nhim, ard his actual
academic achlevement. The specific correlations which
Zrookover found between 3CAA and academic achievement

in his 19<5 study are as follows:
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for males, .57 7th fraders
.c3 “th sreaders
.cl 9th graders
.50 10th sraders
#cr females, .57 7th szraders
LES 8th grazders
Lok Gth uraders
.59 10th gracers

The Short Form Test of Academic Avility (SFTAA)

Zullivar, Ciark, and Tlegs (1570) offer eviderce Ior

3

the raoliacility and validity of the SFTAA. Ir 2 study of

]

e

thne internal consistency of the lnstrument, correlation
ccefiicients usirgs the uder-Richardszon fornula vere

d on a cross-sectional subsample of the total
standardizatior. sample of over 197,000 students. Althoush
sorrelation coefficients were computed for each gzrade leval,
orly the 5th and &th srade are presented here tecause of
their relevarcy %o the present study. The resulting

correlations indicative of internal corsistency were .93

4,

‘or 5tn crade, and .92 for 8th srade (Sullivan, Clark, ar.d
Tiers, 197C, p. 49).

The authors also present an aralysis of interlevel
articulatior ty computing Fearson product-moment correlation
coefficients ior those srades that overlapped levels in the
=tardardizatior sample. The coefficients for Total I.%.

were determired for students who were tested with one level,

ther retested six weeks later with the next higher level.

rry

or the purroses of this study, the 5th zrade resulis are

relevant. The resulting Fearcon r was .&8 for the 5th

wn
(@]

sraders who were tested ard retested in this marnar (p.
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“irz2ily, the authors offer evidence of the stability

oi tre ETTAA by computirs Fearsor product-moment corrsls-
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th srades are .£9 and .92, respectively, for

Total 1.3, zcore. The second situation involves 2 lon:er

irterval of time, 1% nmonths. The Fearson r's calculate

Tor tne Total I.¢. score.
These data indicate that the SFTAA has zood internal
as well as test-retest reliability for those grades and
test levels that are relevant to this study.

7alidation of the 3FTAA ls presented by sSullivan, Clark,
ard Tiegs (1970). They calculated the correlatior tetween
SFTAA scores ard the 1963 Califorria 3hort-Form Test of
fental lLaturity scores. LUsing the Fearson r formula,
correlations of .7¢ and .&¢ were found for Total I1.3. scores
in srades 5 and 8, respectively.
a second set of correlations were computed between the
37TAA scores and scores on the California Achievemernt Tests,
1970 iditior (CAT-70). Total Battery scores and Total I.3.
scores were jound to correlate at .24 and .35 for 5th and
8th zrades, respectively.

Finally, a study by turket (1974) found that the 3FTAA
scores functiored as a measure of learning rate, while the
CAT-70 scores measured the amount of school material learred.

He cercluded this on the basis of deriving empirically
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o

ardins the recression curves oI tn

on
Ty

teztatle predictions re

+two cets of scores. riils resultes oifer consideratle eviderce
of the corsiruct validity of the 3FTAa.

Collection of Data

Data collection for this investization consisted of
three phases: the selection of the low-achieving population,

the-pretestingy ard-the posttestirg.

T"he selection phase irvolved the defining of the low-
achieving population by comparison of their mecst recent

~T7aa Total I.Q. scores with their second quarter :Fa.
q

SoLAA

This was done durinz the months of January and Fetruary,
1979.

The pretesting phase involved the administration of
+he 3EI and the 3CAT *to the selected low-achievirg students.
Thisz war done in a large group instruction room by two
courcelors who were not irvolved in the investigation.

Arny student absent from the large froup was tested irndivid-
u2lly or in small groups within several days of the first
adminictration. Fretesting was done during the first and
second weeks of April, 1979.

Tre treaimert phase of the study toox eight weexs.

It “e-ar. in the third weex of April, 1979 and continued
throush the second week of June, 1979.

tosttestinz toox place immediately followirg the last

training session, during the third weex of June, 1G79.

The data on the students’ JFA's tecame available on June



tal treatment, i.e., parent trairing,

P

wag run ty the investigator who hac post liaster's prepa-
ration in courseling and 1s currently a candidate for

the doctorzl decree in Counselor :ducation at 3t. John
niversity. The leader has teen a school counselor for

ten vears, a senior drus abuse counselor for Lrookhaven

Town, and a famlily therapist for the Long Island Y... .C.A.

Cutreach Jervices Agency. Le has z2lso been trained in
iroup therapy and group training techniques at iroup
Relations Orcoing Yorkshops in lew York City. The leader's
experience with parents has veen: 1) counseling parents
within the school setting, 2) designing and leading

evening parent training prosrams in the school, ard

3) practicing family therapy privately and for the Cutreachn

- . A

Services Agency.

Desgisn
The design to Te used in this study is the Compromise

est, rosttest, Control 3roup Design, rumber 17.7

r
L

-3

bd
(0]

%

descri Y

ed Ly xerlinger (19€¢, p. 2315). This desizn can
Se used wher. physical, finanrcial or time constrainte maxe
it impossible or impractical to use random selection ard

sigrment of subjects. The validity of this desizr. rests

a

m

upon the careful selection of a control zsroup which is
ratched to each memther of the experimental Eroup on a

rumtier of salient variatles. !erlirzer states that the
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varisnces and frsguency digtrioutions are noOT

Ir. the present study cacn of the 24 Cxperimental .roup

merbers were matched with a Control wroup member using the

[hie

second and third standard ceviation above the mean. The
instrument used to determine I.Q. is the SFTAA (Sullivan,
Charles, and Tiegs, 197C). In no case did the I1.2.'s of
a matched pair differ by more than five points.

5. irade Level - presently in the 7th, %th, or 9th

2. Sex - male or female.

4. Age - no differences greater than six months in
the azes of a matched pair of students.

g, Farent Occupational Status - This variavle
attempts to control ror gross socio-economic differences
attrivutabvle to parsent occupation. rour categorliss of
farent Cccupational 3tztus (¢.0.5.) were identified from
an inspection oi the ctudents' permanent records. These
caterories are as follows:

a. ‘IProfessional - doctors, lawyers, teachers, etc.

b, “usiress - mararers, merchandisers, salesmen, stc.
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¢. +iniformed - policemen, and city Firemern.
&. 35killed - catinetmzkers, plumbers, elec-
tricianz, etc.
The pre-test scores were analyzed statistically using

of mean differznces, the t-test of variarce

ot

the t-tes

differences beiween two dependent samples, and ar inspection

and comparicon of the 3Z&l, 3CAT, and 3FA score distributiors

Tosttest differences were analyzed using one-way

exlsted between gsroups on the 3zl, 3CAT, and 3P4 following

The aralysis of variance was run on a

trivac computer using tne One-.lay sub-program from the

Statistical Fackare for the 3ocial Sciences (3F33), (iie,

2t al., 1975).

A Siwple comparicon of pre-test and posttest score
neans wags dorne to determine whether any minor or insisnifi-
cant trends would be otserved between the Zxperimental and

Control Zzroups.

o
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This chapter is a presentation of the findirgs

[N

of this investigation pertinent to the research hypotheses

set forth in Chapter I.

These hypotheses were desigsned to help answer the
followings questions: 1) Can parents of low-achleving,
early adolescents be trained to increase self-esteem in
their children? 2) Car parents of low-achievire, early
adolescerts e trained to increase self-coricept of zacademic
ability ir their children? 3) Will trairing such parents
to increase toth self-ecsteem and seli-concept of acadenic

ty in their children have the zdditional effect of

fte

(=0

abil

raisin heir children's academic achievement?

iy
ct

This chapter is organized in the following manner:

+2y

irst, the data which are necessary for analysis of parent
attendance are presented; second, the data which are perti-
rent for analysis of pre-itreatment score means for Zxperi-

nental and Control sroup students are discussed; and

finally, the results for the hypotheses are examined.

dnalysiszs of larent Attendance

The rnumber of parentc actually participating in each

of the eisht training sessions 1s presented in Table 2.
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Zithin each week of training there were two ITreatmer.t

ng

secsiong, each acccmmodatin: half the parents. The data

15 presented as combined sessiors for clarity.

Table 3

farent Attendance Fer 3ession (Combined)

rarticipants Jleexly Training Sessions

1 2 > b 5 é 7 2

s.others - 2C 21 20 1t 15

15
athers - 9 10 3§ 9 9 _&
Totals - 29 31 28 27 24 21

rry

NS
N
=

ote: The orizinal numter participating is 24. This
figure combines couples into single parenti 12
units. The atove table shows the actual nunber
of mcthers ard fathers attendinge.

‘arents attending Tive (5) or more sessions are

bot

considered to have completed trainins. [Nineteen (19)
children had parents wno met this attendance criteria.

Ferernt trairing invectisators differ in their treat-

nert ol parent attendance data. iiles (1¢7L) coes not
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posttest scores of those adolescents wnose parents met
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Cow (167¢) is most specific regardins parent
terdance ard data collection. In his study of the
Sowmirs Iarent Cducation Prosram (Dowrning, 1971), he

ircluded in the firnal analysis of data those parerts

atterdin~ a majority of sessions and
zrnd follow-up evaluatlor. instruments.

“he presert investigator utilized the pre- and

2. They must have attended at least two sessiors

The development of these criteria rests upon the
following rationales: 1) This study involves a new prozram,
i.e., no previous data are available on this program, makireg
clear attendarce criteria an important control element; and
2) the prosram attempts to teach parents to ralse both
celf-esteem and ICAA in their children, thus mirimal attend-
ance ir sach of these arsas is essential.
able 2 demonstrates the continually changing attendarce
rattern throughout the eight-week period. Indeed, the
actual number attending differed each weex with the exception

ard eignth cessions which each had 24 attendins.
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Ireated as singzls parent urits in order to equate 19

Table I presents attendarce percentages for the 15

parert urnits who completed training.

Tavle &
umber and Yercentases of Parerts (In Urits)

"lho Completed Trairinz

Tarents (n=19) Sessions
lumber Fercentare Tuniver Fercentaze
° Lz2,1 ;- attended 8 1ce
2 2,8 attended 7 27,550

B
1
*

et

g

.octe: Couples are counted as =z

cessary to nave conp
avle L shows that lecs than half of the parents
attended 211 of the training secsions while over one-fifth
of them attended the minimal numter to be accepted as

havinz completed trainings.
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ts commencerert, completion, and

Commencement, Completion, and Treatmert

cortality Zates of farerts in Training

Catesories lLumber Fercentage
Commenced Iraining 24 100 ;&

Completed Trainirg 19 79.17.
[
-~

Table 5 indicates that slizhtly more than one-Iifth

expressing interest in and

of thosge parents
actually attendinrs ore or more trairing sesslons eventually
dropped out or attended so sporadically azs not to have
completed tralring.

These attendance rates are comparable to the rates

observed by other parent trainingz investizators. Turrall

for

(]

(1975, £. €2) indicates a total parent attsndance rat

@

traininz at 737 for mothers and 47, for fathers, whil
cox (197¢, p. 79) reports that £0.4E. of the parents who
besan trainin: azctually completed it. Since the Control

sroup for the study was composed of matched subjects, each

of these were deleted from the data prior to the quantitative
aralysis,



In the utilization of a non-random, matched corirol
croup, i1t is essential that the investisator demonstrates
that the matcned control group does not sisnificantly
diifer from the experimental zroup or any of trhe dependent
variatles. In this regard, Ferlinger (1966, p. 313) sus-

Zests that the pre-treatment score means and variancec

of the experimentzl and control groups bLe compared, as
well 2 the diztrivution of their scores.

able ¢ ofTers an analysis ol the differerces of the
rre-test score means for the Zxperimental (Zxp.) and
Control (Cont.) zroups on the three dependent variables:
Selfi-ecteem as measured by the Coopersmith Self-Zsteem
Inventory, Zeli-Corcept of Academic &bility as measured
by the lLrookover 3Jelf-Concept of Arility Test, and Jrade
eint Average (CFA) in the four major academic sutjectc

Tor the lecond Zuarter iarking Ferioed.

Table <

I-Test of lean Differencec on

rre-Tesct 521 Scores, ZCAT 3Scores,
and GIrA
Vari- irourp l.eans Critical

atles =xp. Cort. I-Value Interval Limits Frotarility

521 58.¢3 <fz.h2 L9483 (-2.101,+2.1C1) L.5. at .C%
3CAT 24.52 28.1¢ 1.4028  (-2.101,+2.101) I..3. at .05
3fa 1.89  1.77 549123 (-2.1C1,+2.2C1) .3, =2t .C3

84

cote: I.3. nmeans ot Sismiiicant at the .C5 level of provability.
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= uzs erceed the criticzl limits, ard thug th
fee] *1,“14L01hu differences in the pre-tes
the Zxperimen

variatles.

the sults of testing

Tatle 7
T-Tect of the Variance Differences on
fre-Test 3ZI Scores, 3CAT Scores,
nd ZPA
ireup
Vari- Variances Critica
atles  Lxp. Cont. 'I-Value Interval Limite ~Frotabllity
<1 222.(9 18L.70 .C19 (-2.101,+2.101) >.3. at .05
SCAT  25.63 24,92 -.382h  (-2.101,+2,101) I.S. at .05
ITA b7 .29 1.9033 (-2.101,+2.101) .Z. at .05

Lote: i..3. means Lot 3ignificant at the .05 level of
avility.

Ar. inspesction of Table 7 demonstrates that ther
no sisnificant differences between tne iances i

rre-test scores of the Ixperimental ard Zontrol

The final pre-test analysis to Te prezented

direct comparicon of score distributions betwszen

nerntal and Control zroups. Tatle 8 offers such

prob-

FTOuUpPS On

85
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Cistritution of Fre-Test

Tel, 3CAT, ana Zid

I

scorec
i1 Sceores SCAT Scores jrade toirt Averages
Lxper. Cont. Lxper. Cont. Liper. Cont.
h 72 35 37 2.750 2.25C
52 2 o2 34 2.75¢C 2.250
56 74 19 29 2.750 1.875
22 26 31 32 2.750 2.825
<0 5¢ 24 21 2.250 1.500
Lg o 25 29 . 875 1.375
56 23 23 19 1.425 1.000
al ch 27 35 1.500 2.125
g S2 27 29 1.375 1.¢25
&3 7L 23 25 . 500 1.750
74 L 33 2L 2.275 1.75C
2 74 27 2¢ 1.750 1.375
. 70 21 22 2,375 2.25C
e Ll 27 2L 1.375 1.750
1 LE 15 25 2.250 2.000
72 7¢ 29 2 2.250 1.275
4y aé 32 3 2.C0¢ 2.75C
z2 2 27 26 1.375 .625
cl. [ 27 27 1.125 1.375
1

0

}tl I

L21é <2.h211 2£.5238  22.1579 1.2947
52238 12,8330 5.0262  L.,991¢ LEE37 .33

.'c = Ztandard Leviations

inspection of Tatle $ demonstrates that the pre-test
orec on the three dependent variatles for votn sroups

S

€ rather evenly dictrituted across similar rarces.

is fact, comtii.ed with the comparable mears ard

ctandard deviations of the two sroups, leads to the
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One variazle which i1s rnot a deperdent variavlie in

tie irvestigation, but which was used as a part of ihsz

initial criteria for being celected as a low-achiever,

=M

is the rumter of negative teacher comments (1:7C) received
or the ~nd Quarter Report Card. Ir order to determinre
whather the two groupe were rated siznificantly different
' nerative comments prior to treatment, an
analysis of mean and variance diiferences wae performed.

1

matles 9 and 10 chow the results of this aralycis.

I-Test of the iean Differences in Dumbter

of liezative Teacher Commente (1.IC) 3iven

Or Second Quarter Report

jroup . eans Critical
Vvariable ZSxp. Cont. I-Yalue Irnterval Limits Zisrificance
Cerative
leacher
Comments: 2.79 2.1< -.832 (-2.101,+2.101) 1.3. 2t .03

Tote: .3. mezns .ot Sigrificant at .05 level of confidence.

ne %-value indicaoted in Tatls 9 demonctrates that

>

+here are no sismificant differences in the mean rumber oI
rerative teachsr commente made on The Second Suarter report

<= ¥ - WA T P + ] ~ i o’ ~ ey T =]
cardz of the Zxperimertal anc C r.trol zroup ctudentc.
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Jatlie 10 oifers thne results of the statisticzl t-test
ol the veriance differences Letween two deperndent _rours.

Thiz tect was periormed to determine if there were sig-
nificant variarce differences in the pre-test .7C's

tetwsen the Zxperimertal and Tontrol szroups.

-7Test oi the Variaznce Differences in llumber

oi lLegative Teacher Comments (X7C) 3iven Cn

Zecond quarter Report

Jroup

7ariances Critical
Variable Zxp. Cont. I-Value Interval Limits Significarce
Lexativ
feacher
Commants: 2.¢9 3.50 -.3%7 (-2.101,+2.101) N.S. at .05
Lotes :{.3., meanc ot 3isnificart at the .05 level of
corildence.

The resultinz i-value of -.54¢ is clearly not sizri-

Zieant at the .05 level, irdicatins that there are rno

i.nificart differences in the variances of the tw Froupsz
or: the number of negative teacher comments received on the
Luarter xeport, prior to treatment.

In cummary, the t-tests of mean and variance differercecs
or. the 5.1, 5CAT, IrA, and ['T7 variacles have all resulted
ir ron-significart t-valuez. %his fact, combired with the
comparizons of the score distritutions which also yielded

us to cor.clude that ths
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Experimertal aad Control groups did not differ signifi-
cantly on any of the main dependent variables prior to

the parents participating in traininge.

Main Hypotheses Teasting
The three main hypotheses to be tested have been

stated in Chapter I and are designed to answer the three

research questions set forth at the beginning ofﬁfhér
present chapter. They are each presented here along with
the data resulting from the statistical analysis and a

discussion of those results.

Hypothesis I: There will be no significant difference
between the posttest SEI score means of the Experimental
and Control group students following parent training.

To test this hypothesis, means and standard devia-
tions of the pre-test and posttest SEL scores were computed
for both the Experimental and Control group students. These
data are presented in Table 1ll.

A one-way analysis of variance was run to deteraine
whether significant posttest differences occurred between
the two groups. The results of this analysis are presented
in Table 1l2.

The analysis of variance yielded an I ratio of 050
which is not significant at the .05 level of probability.
Thus the null hypothesis fails to be rejected and there

is no significant difference between the SEI



90

!
o] L)
-~ Q
—t C L]
) < AN O
1y [¢}] o
| .
L Q
-y Gy [CANS]
o8 : Gy o~ —~
[o] ord . .
] 0] | (g8} N
K S O
Ui o [ fa iy
i (&) (o] o @ (&)
(o} Q a Q «Q wu -
& o b [ (0]
+ + @ (4] 1
<3 o ~ - o
o) o o - oY D G O
Ly = [ (SRS S} = ©
W rn — . - oo > 3
ot i3 O (0 [V S = (S (¥}
[ L1 D ~ Yy ] [ 50] - [oX)
[ 4 (¢} + 0O « o] CR! i . -
~ = oo — [QVIRNES
4 [ Qrh v N ) 0] 42 —} vy
of 9 i) Gt [ [ =~ SR VAY —l 5] ot ©) [QY]
i —~ i o of . . - 0] 0]
5 o) [} @ oy 1 2 >
& o2 No + S I e
it it 5] kA o 12}
o i o = D
9] T3 ot oLy Ry uy
@ £ [SEeN [SANYe]
by (& O O - (¢} [0} - o
" - o Ke Y . .
i N =F 0 + [SVRE o
B 1 ' ~ -
D S V] G4 —f
3 o I o) o
42 194 I
o [T oo O
B ¢ e ) [
o] o ! . .
- Woow [aR G4 o~
- N + e %
4>
&)
[ e
o i —~ ] @ )
&) roa ; [gN} Q » o
i i [ = 0y 54 I £
e e | oW " 51 + +
o b i [ SN o} [ o] B el
ot ! ) S~ Ll .




of variznce.

Zxperimerital Control
iroup Jroup
.eanrg 3.0, eang 3.5, ean Dififererces

= o - 1
Ire- 2(.32 5.03 2C.1C L.9% 1.3
~ 4 ' o
rost 27.72 L.71 22.1¢ L, 7L Lol
.ean
Chance +.79 C.C0o
An ipsrectior of Tanle 12 szhows that the ZCaAT msancs

=

Lxperimental ;roup were lower tThan the Control

by
(o]
a4
ot
5
(0]
t
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Tatle 15 offers a comparison of the pre- post Iiia
ieans and standard deviatior while the results of the
aralyels of variance or rourth gQuarter GFA's are preserted
in Tatle 1<,

Tatle 13
..eans ard Standard Deviations
ITre- and Fosttezt JFA lleans
Lxperimerntal Control
Zroup. Jroup
-eans 3.0, i.eans 5.0. I.ean Difference
ire-
2nd varter 1.2 L3 1.77 .54 12
rost
"th QJuarter 2.01 L2 1.95 L&2 N
Chanra: +.12 +,18
Table 10
rie-.Jay Analysis of Varlance
of the Ztudents' Lth Quarser
irade fFoint averages
(rn=22)
Tource af z3 053 - i
Tetween 1 .0373 0323 Noyan 790
ithin s 13.2733 Ls2hLL
Total 27 15.911¢

93



of variance uzed

Ir. cunmmery, the

to tezt the null hypotheses nave yielded I ratios which

are r.ot ziomilicant at the .C35 level of provability.

Thuz, for the post treatment ZZI, ZCAT, and 3I'A means,

the null nypotheses : to Le rejected, and we accept
r kS

that thers are ro

differerces between any
of the <xperimental and Control group score means fol-
lowiny warent training.

Althoush the three main hypotheses of the study

clearly fail to be rejected, and it has not been the

ny trends which may
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Table 17
Pre- and Posttest
SEI, SCAT, and GPA

Score Means

Pre- Post Change Difference
Exp. Minus
Expa Cont, Exp, Cont, Expa _Cont, Cont,

SET  58.63 62,42 62.42 63.58 +3.79 +1.16  +2.63
SCAT 26.5% 28.16 2732 28,16 + .79 0,00 + 479
GPA 1.89 1.77 2,01 1.95 + 12 + .18 - 06

An examination of Table 17 demonstrates that on two of
the threse dependent variables, the Experimental group out-
paced the Control group on the total change of pre- to
posttest score means.

On the SEI, the Experimental group had a total pre- to
posttest score mean increase of 3.79 points while the Control
group increased 1.16 points over the same period. This may
be indicative of a trend on the part of the Experimental
group to outpace the Control group on the SEI variable.
This consideration is tempered by the fact that for both
the pre- and posttests the Control group SEI means were
higher than those of the Experimental group.

As with the SEI menas, the SCAT scores for the Experi-
mental group show a mean, pre- post increase of «79 points.

No such positive change is observed for the Control group's

95
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¢. They remairn unchangzad at 2£.1579 cn coth tre
Tre- znd yoet assessments. This small Zxperimental :-roup
#2in could tentatively ve interpreted as a trend, althougn
it is conjectural whether or not such a.trend would con-
tinve to increasze until significance were reached. ZC24

“I: to e a relatively statle persorality

S
w
O
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o]
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o

kover et al., (1962, 19€5). Unlike the
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rresent program, he was able to effect significant changes

in ICAA, but his parent trairing was run over a ten-morta

Just the opbpocite trend can be observed in a comparison

of the pre- and post 3I'A meansz. In this case, the Control

'y

sroup clizhtly outypaced the <xperimental group in pre-

rost rairs. The Cortrol zroup yained .1&€ pointsz while

to the Fourth Juarter marxing periods.



CHAFTER V

It was the intent of this study to investizate the

effect of an eight-week (20-hour) parent training program

on: 1) the self-esteem, 2) the self-concept of academic
ability, and 3) the academic achievement of low-achieving,
early adolescents.

In order to ascertain the effectiveness of this mode
of intervention, the following questions and their con-

comitant null hypotheses were proposed:

Can parents of low-achieving, early adolescents
be trained to increase self-esteem in their children?

lNull Hypothesis 1

There will be no significant difference in the
posttest score means on the Coopersmith Self-Esteem Inventory
between the Experimental and Control groups following parent

training.

~

Question 2

Can parents of low-achleving, early adolescents
e trained to increase self-concept of academic ability in

their children?

97
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full Hyrothesis 2

There will be no sisnificant differerce in the
postiest score means on the Zrookover Self-Concept of
Ability Test between the Experimental and Control groups

following parent training.

Question 3

Does training parents of low-achieving, early

adolescents to increase their children's self-esteem and
self-concept of academic ability have the effect of
increasing their academic achievement?

Hull Hypothesis 3

There will be no significant difference in the
post treatment Grade Foint Averages (4th Quarter GPA)
between the Experimental and Control group students

following parent training.

Liethodology

Criteria were developed for the identification of
low-achieving, early adolescents. An inspection of the
permanent school records of 1,380 early adolescents yielded
a low-achieving population of 108 students. Invitations
were sent to the parents of these 103 students, inviting
them to participate in an eight-week parent training
program. Twenty-four (24) of the parents responded favor-
ably to the invitation. The parent training was designed
to help parents learn to effectively increase their

children's self-confidence as people and as learners
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ir. the hopes that this would positively aifect the children's
school achievement. The theoretical emphasis of the training
was baced largely on the works of Coopersmith (19€7), Erookover
(1965), Latteson (1974), and 3ilmore (1974).

Due to the relatively small number of parents availatle,

as well as certain administrative and time consiraints, the

entire group of responding parents was accepted as the

Sxperimental group. In order to develop a valid Controivgroup,
the investigator matched each of the 24 Zxperimental group
students with a corresponding Control group member. Intel-
ligence quotient, sex, zrade level, age, and parent occurpa-
tional status were the factors used in selectinz the Control
croup members from the remaining 8L identified low-achlievers.
Appropriate t-tests as well as analysis of variance was used
to determine whether any significant differences Tetween
Experimental and Control gzroup students on the specified
dependert variables existed prior to treatment. o sigrnifi-
cant differences were found. An inspection of the frequency
distribution of scores on the pretests all indicated no
significant differences in the distribution of scores between
the Experimental and Control group.

The statistical tool used to determine posttest differ-
erces between groups was the one-way analysis of variance.
O0f the 24 parent units who began training, 19 successfully
completed it. It was for these 19 who completed training
that the arnalysis of variance was computed on the students'

rosttest score means.
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ilain Evpotheses Testing

The findings of this investigation have demonstrated
that:

1. The eight-week (20-hour) training program for
the parents of low-achieving, early adolescents was not

ffective in helpinz parents learn to increase their

®

"

dren's self-esteem. The null hypothesis of no

[
[

h

[e)

ignificant differences in students' SEI score means

4]

Hh

ollowing parent training failed to be rejected.

2. The parent training program was not effective
in helping parents learn to increase their children's
self-concept of academic ability. The null hypothesis
of no significant differences ir students' SCAT score
means following parent training failed %o Gte rejected.

3. The parent training procram did not effectively

increase students' academic achievement. The null hypothesis
of ro siznificant differences in 4th Quarter GFA's failed

to be rejected.

Conclusions

Trhe following conclusions car be drawn from the results
of this study regarding the population of low-achieving,
early adolescents identified in this particular junior
nizh school: T

The eight-week parent training program designed
specifically to help parents of low-achieving, early adoles-

cents did not increase the self-esteem, self-concept of
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academic ability, nor srade point average of those
studentis.

These completely regative conclusions may be slightly
tempered by the fact that the Zxperimental group scores

did indicate a weak positive trend when compared to the

Control group scores on the SEZI and SCAT. In these two

cases it was observed that Experimental group score means

slightly outpaced the Control group score means over the
pre- to post assessment period. It is conceivable that
given enough time the Experimental score means would
continue in this positive trend to the point at which they
would be siznificantly greater than the Control group score
means. However, this notion ought to be taken as conjecture,
since there is no evidence from the data that the trend

would continue if there were a follow-up evaluation.

Discussion

In the discussion which follows, the investigator will
set forth a series of tentative rationales or answers to
the question: /hy was this parent Tralning program SO
ineffectual in producing positive changes in the self-esteem,
celf-concept of academic ability, and grade point averages
of the identified, Experimental group students?

1. Theoretical Ratiorale -

Self—esteem’theory nas developed largely out of the

work of Stanley Coopersmith (1967). The parent training
process utilized in this investigation has been larzely

derived from Coopersmith's writings. His notions of total
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prarental acceptance, clearly defined limits, and parental
celf-esteem formed much of the framework and focus for the
present training program. Since Coopersmith's authoritative
study (19¢7) successfully defined four tasic antecedents

of selfi-esteem, and these were all emphasized in the training
program, we might ask why this program did not produce

increases in self-esteem in the children.

Cne cdgsideration is that Coopersmith worked with 85
pre-adolescents and their mothers to draw the data for his
study. Ferhaps he would have found a somewhat different set
of antecedents had he worked with early adolescents. This is

not an unreasonable notion considering the substantial data

—

Simmons, Rosenberg and Rosenberg, 1973) demonstrating a

(o))

efinite disturbance in the self-image which arises in early
adolescence.
Arother consideration is the fact that Coopersmith's

data wers derived largely through interviews with mothers

f the pre-adolescent subjects. It is entirely possible

that the early adolescent may have some specific fathering
needs to maintain or increase self-esteem 3Some of the recent
data available on the impact of fathering on children are
impressive and would tend to support this notion {(Lamb, 1974).
If such fathering input is important, then the present train-
inz prosram which uses the results of Coopersmith’'s work with
mothers of pre-adolescents in an attempt to train the parents

of early adolescents may te at a distinet disadvantage.
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The results of the present study tend to support the
conclusions of hiles (1974), Turrall (1975), Overman (1974),
and Toto (1973) that parent training alone has little effect
on the child's self-esteem; and contradicts the conclusions
of Kuhlman (1973), Ferkins (1970), and Stearn (1970) who
found gains in children's self-esteem following parent

training. Thus, although Coopersmith’'s theoretical basis for

the antecedents of self-esteem are sound, parent training
practitioners are having mixed success in helping parents

enhance their children's self-esteem.

The second major theoretician focused upon in this
study is Brookover (1962, 1965). 3Building on lieade's (1934)
symbolic interaction theory, 2roockover hypothesizes that
students have specific ways of perceiving and evaluating
themselves in any academic context. He calls this self-
evaluation the self-concept of academic abillity (SCAA).

He further hypothesizes that the 3CAA results from the
child's perception of significant others' academic evalua-
tion of him. Thus, according to Brookover, if parents were
to consistently evaluate their child as academically strong,
the child would develop an enhanced SCAA. He further
theorizes that the SCAA is a functionally limiting inter-
vening variable between the parents' academic evaluation

of the child and the child's artual academic achlevement.
Thus, a child with a high SCAA would also be likely to
achieve well academically, 1l.e., the SCAA and actual academic

achievement would tend to be congruent.



104

In 1965, Brookover and his associates trained a group
of parents for nearly one academic year to raise their
children's 3CAA. He focused first on raising the parents’
perception of thelr children's capabilities, then teaching
them to communicate these hizgher academic evaluations to
their children in the hopes that this would lead to increases

in academic achlevement. His efforts produced positive

results. The children had significantly higher SCAA's and
GPA's than the control group children at the end of the
year.

The present training program sought to utilize Erookover's
findirgs in a way that would have the same results, not by
focusing on changes in the parents, but only upon changes
in the children. 1t is accepted that changes in the children
are the result of changes in the parents' perception of, and
treatment of, their children. The results of this investiga-
tion show that the students' SCAA was not raised by the
parents who were in training. Therefore the findings of this
study contradict those of Lrookover (1962, 1965) and support
those of Lirr (19€9) and Conway (1971) who found ro signifi-

cart increases in 3CAA following parent training.

2. esign of the 3tudy -

[}

This study used the Compromise Fre-test, Posttest,
Control Zroup Desizn, Design 17.7 (Kerlinecer, 19654, p. 315).
It is a compromise desisn because i% does rot use random
sampling and random assignment. Rather, it uses a matched

control group wherein each experimental group member is
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assizned a control member who is matched to them in intellli-
sence, sex, grade level, aze, and parent occupational status.
This method is considered weaker than random assiznment
since its internal validity is more difficult to support.
Yerlinger (196€) contends that a study designed in this

mannrer is still wvalid if the pre-test score means, variances

and frequency distributions are not significantly different

vetween the experimental and matched conirol zroups.

It is the suggestion of the present investigator that
if a matched conirol must be used, every attempt should bte
made to match on a troad spectrum of variables. It would
seem particularly useful fo include v rizllcs such as the
number of disciplinary referrals and the number of days
absent from school prior to treatment. Specific behavioral
indices such as these will greatly enhance the probability
that a valid control group has been assembled.

Another design limitation of this study which was
imposed because of a time consideration is the use of a
simple posttest immediately following parent training.

An improvement on this would be the inclusion of a follow-up
testing, perhaps one to two months following the conclusion

of training. This would elicit data showing the effects of

S &
training on the child over time. Since self-esteem and SCAA
are considered fairly stable personality variables, 1t would

appear reasonable to assume that significant changes might

h
ct

not show up immediately following training. Zut, i raining
has helped the parents begin to incorporate new response

patterns in the home, it is likely that changes in children's
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self-esteem and SCAA would become apparent sore time after

the corclusion of training.

2. Duration of Iraining -
The parent training program designed for this study
consisted of eight weekly sessions of two and one-half hours
in length. This provided a total of 20 hours of training

for parents. Considering that the goals were to increase

children's self-esteem, SCAA, and GFA, this might be judged

a relatively brief amount of time for training. However, with
the exception of Zrookover (1965) and Zirr (1949) who toth
used considerably longer training periods, the great majority
of parent traziners spent the same approximate time as this
investigator. Borlick (1966), Downing (1971), ililes (1974),
Turrall (1975) and Cox (1976) each ran six sessions of train-
ing. 3tambaugh (1971), Laine (1973), Frazier (1974) and
Overman (1974) each ran ten sessions of parent training.
Ynile Stearn (1971), Lillibridge (1971), Reiswiz (1973) and
Hanley (197L) each ran eight sessions of training as did this
investigator. Not all of these studies dealt specifically
with self-esteem or SCAA, but of those which did, only
Zrookover (1965) and Stearn (1971) rmanaged to increase
children's SCAA and self-esteen respectively through parent

training alone.

4. The Training Desizn -
The parent training design used in this study was
developed by the investigator svecifically to help low-

achleving, early adolescents. The content focus came
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A A

directly from the literature on seli-esteem and SCAA.

ard content Tor the zessions on ralsing 3Ca4, Coorersmith
(19£7) ard Gilmore (1974) provided the content for the
cessions on self-esteem, wnile the impetus for communication
setween family members came from matteson's (1974) findings.

Carxhuff's (1969) communication training paradizm was used

0 help parents become aware of levels of empathy and their

ct

own recponse styles. The eight sessions were divided broadly
into two sections, with the focus on raising self-esteem in
the first four sessions and raising SCAA in the last four.
Communication skills were emphasized and practiced throughout
the training.

Fach session followed a written outline which was given
to each parent. These outlines provided the format for
training. It was the intent of the investigator to elicit
severzl levels of responses from the parents: 1) written
(didactic and responsive); 2) covert written (private
written responses to awareness and insight training);

3) overt cognitive (discussion of content); 4) overt emotional
(verbal ard emotive sharing of failures and successes with
children). The written respornses provided the parents a

means of seeing their progress each weex, while the vertal
sharing helped develop group cchesiveness and a mutual support
vehicle.

In summary, the present parent training program utilized
didactic learning, interactionzl group process, response

srzctice and goal setting to arrive at the desired esteeming
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rilieu. These activities are similar to those employed ty

other parent trainers, notatly Jordon (1971), iLiller (1973),

lay (1578). Certainly there are other modes of
traininz which could be employed. New modes of trairing
should be explored to find the most efficien= and effective

processes.

5. marly Addolescent Subjects

Although a number of parent training studies have
dealt with parents of adolescents, few have specifically

trained parents of early adolescents. As discussed irn

Q)

hapter II of this study, the early adolescent is in a
urique developmental stage with its own specific pressures
ard develormental hurdles to overcome.

Tarmer (1971) emphasizes the rapid growth and variations
in the growth sequences which accompany early adolescence.
Zecause early adolescents are so aware of their changing
vodies and because their peers are especially critical of
physical differences during this stage, self-esteem may
become more dependent upon physical attributes such as height,
gtrength, weight, and shape during this peried (3arrison,
19¢5). If this is so, then maturation becomes a particularly
important threat to the interral validity of the study.
Random sampling and assignment would handle this problem,
tut ir such a study as the present one, where a matched
control had to be used, serious corsideration should be

ziven to the inclusion of some physical varlable for matching
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Limitations

Thisz study has several 1imitations. These are presented

1. Fhysical and financial considerations limited the
duration of the parent training to eight weekly sesslons
(20 hours). Longer training periods would likely offer

parents the time to digest and integrate the newly-learned

responses in a more thorough ard congruent manner.

5. The methods used did not allow for comparisons
of tnose students who were high and low in self-esteem or
SCAA. TFuture studies would berefit from first determining
whether or not low-achlevers were concomitantly low in
self-esteem or SCAA defore trying to raise these variables.

3. The sampling of low-achievers from a single junior

nigh school limits the generalizability of the results to

that school alore. Several schools should bte sampled for

increased sample cize and a greater ecross-section of sudbjects.
. A single instrument was used to measure selfi-esteenm

e

and z2nother to measure 35CAA. Althouzh SCAA has only one

extant measuring instrument, the Brookover SCAT, self-esteem
ray be measured using several instruments. Juch use o1
multiple instruments to gather data on a single variable can
orly increase the 1ikelihood that the more subtle charnges may

be detected and also provides a measure of test validity

through the comparison of results.
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Irplications for Tuture Ressarch

Irnerent in the results and conclusions of this stugdy
are the implications for future research in this area.
Zpecifically these are as follows:

1. The changes in the early adolescents' self-esteenm

which are attributable to that developmental staze should

be carefully explored, particularly in relation to academic

achievement.

2. Similarly, changes in SCAA attributable to the
early adolescent staze should be studied as it relates to
school rerformance.

3. The particular parental characteristics which are
positively associated with enhanced self-esteem and ScCAA

in early adolescents should be definitively determined.

=

study of this nature would be especially salient if it
gousht to determine specific maternal, paternal and inter-
actioral responses which correlated positively with early
adolescent self-esteem and SCAA.

L. Future investizators might well seek to determine
whether or not the self-esteem - achievement correlation
tends to hold up or Ffalter as the child moves from puberty
throush early adolescence to late adolescence.

5. A comparison study of different methodologies for
the training of parents to induce erhanced SCAA would be
highly desirable. Thig parent-to-child transmission process

3
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&, 4 replication of this study needs to be conducted

with an early adolescent populatior, and if possible, random

ssleciion and assipnment should be used to control for

raturation and contemporary events. This would increase

=]

the generalizability of the study and add to the literature
on self-esteem, 5CAA, and achievement.

7. A comparison study should te conducted with the

same type of sample uvtilizingz training in the following:
a. 3Self-esteem erhancement, alone.
b. 3CAA enhancement, alone.
c. GSelf-esteem and SCAA enhancement, combined.

This could help determine which or these variables is
more prone to change, and could additionally determine
wnether or rot there is an interactional effect which may
be tereficial.

8. A replication of this study should be performed
utilizing teacher- and parent-rated behavioral indices
rather than 3PA as the functional dependent variable. If
OF4 is to te used at all, it is recommended that the pre-
treatment JFA from the prior year's final grade report be
used, and that the post-treatment 3FA should come from the
present year's final grade report. It is further recomnended
that the parert training should be completed in the first
half of the school year, with the inclusion of one or two

follow-up sessions in the second half of the year to con-

solidate and reinforce the parents' newly-acquired responges.
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20TERT CUSLLAL LURFEY JUNIOR HISH SCHCCL
o
e
larech 29, 1979

Dear Tarents

“le have a new program which we are pleased to present
to you, and which may be of real interest to you. It's
called roject PRAISZ (Earenting to Ralse Achievement and
Increzse Self-Zsteem).

Project FRAISE is a series of highly informative and
provocative parent discusslon groups. Its purpose is to
help parents of adolescents learn ways to maximize their
children's achievement and to 1ﬂprove their self-confidence
as learners. The groups will meet for two and one- ~-half
hours each week for elrht (8) consecutive weeks, beginning
the week after Spring Yacation, that is, April 23rd lleat-
inzs will be held at the Suidance Suite at R. C. ilurphy
urior Hizh School, and coffes and tea will be available.

+though this program will be nade availatle to the
“Dneral puhllc, we ubouan you might be especially inter-
ested, csince we noted somewhat of a discrepancy between your
c“lld s intelligence and his or her second quarter academic
achievement. FProject PRAISE has been desigrned to have 1its
greatest effect upon adolescent students who are achieving
Telow their potentlal

In an attempt to schedule the groups at the most con-
erient time for evervone, a number of different meeting
times are presented. Please indicate the test time for you
Ty placing a "1" next to the most convenient time for you,
a "2" rext to the best alternative time, and a "3" next to
the slot that would not work into your schedule.

The program is plarned to tegin on ionday, April 23,
1975. ~rlease return this form to the Suldance 0ffice no
later than Wednesday, April 4th. If /ou nave ny questions,

you can call us directly at 987- 3176 or -2177. «e would
~reatlh appreciate your apendy response to our invitation, so
we can arrangZe OUr groups. e will call to inform you of

vour group meeting time during the week of April 9th.
Sincerely,
Aime Lacoste, Frinciral

Say wince-Irnis, Counselor
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Lunkber oi farents

o}

Schecdulinzs preference: Tuesday
Thursday
Saturday

If none of thece times are good
could you attend rroject FRAISE

lanrinz to attend: one two

Zvenirgs at 7:C0 F.IL.
Zveningzs at 7:0C F.lL.
Iiornings at 10:00 A.i.

for yvou, what day ard time
neetings?

SAT

I (iie) would like to participate in Eroject FRAISI:

.

IS,
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1)
are nleased that you have chosen to carticipate
in :”O]ﬁct A.nlog. The themes, activities ard
wnicn we nave plarned will ro doutt stinmulate
o develop nrew and tetter ways to increage our
n's achievement and self-coniidence.

oy
oL
nn o

i

o U1

H oo

D

Teczuse of the enthusiastic response to our invitation,
we were able Lo form two sroups. IZvery attzmpt was made to
i rarerts their lst cholce as to the group's meeting time.
thnis was not possitle, we went to the second choice.

“Your group will te meeting on Tuesday evenings from
7:00 p.m. to 9:30 p.A. Cuic [irst meetins will be on the
first Tuesday eveningz after Spring Yacation, that's April 2k,
1979. The croup will tb n continue to meet weexly on ITues-
day evenings riznt through to June 12, 1979, which will te
our last weetin:.

I am lookinz forward to meetinz you, hear inz your
cor.cerna, and sharin: with you %his prozranm which I've
desizned to maxe parenting more rleasurable and productive.

Sincerely,

129



AFP=ZIDIX III

Cutline of the Farent Training Frozran

Self-Zsteen -

Cescion I: Acceptance (Coopersmith, 1947)

a. Introductions

t. Zroup warm-up exercise

c. Cognitive presentation of Acceptance theme
1. ©rresentation
2. Interactional exercises

3. iritten resgonses

L. Goal setting - homework

Session II: Commurnication (Fart 1 (ilatteson, 1974)

a. Review of last session, questions, geoals, comments

t. Coznitive presentation of Zmpathy theme (3ilmore, 1974)

]

c. Zmpathy training derived from Carkhuff (19¢9)
e. Role-playinz uzinz empathic responses

. Julded fartazy, "Floor Flan"

. oal czetting - homework
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III: Communication (Fart 2) (iiatteson, 1974)

Zeview of last session, gquestions, goals, comments

a.
b. Tfresentation of new theme
1. 3ending messages: Iraise, EZncouragement,
4ffection, (Jilmore, 1G74)
c. Coznitive presentation
d. Interactionazl processing: brairstorming, self-ingquiry
e. Uritten responses: 1listing, ranking, refining
f. GJoal setting - homework
Segsion IV: Fracticing the lew Skills
a. Review of last session, questions, goals, comments
b. Presentation of role-playing situations
1. Tishbowl deslegn
2. All parents take both roles
c. Discuscion, share feelings
d. 3So-around: most important learning of today
Session V: Self-Concept of Academic Ability (SCAA)
(EZrookover, 1963)
a. Peview of last session, questions, goals, comments
b, Coznitive presentation on SCAA
1. ‘hat it is
2. How it can linit achievement
3. How parents influernce it
¢. Gulded fantasy: Farents' 3Caa
d. Share and discuss
e. CErainstorm: destructive responses to 3CaAA
£. 3ozl settinz - homeworik
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Session VI a Cnild's SCAA (Erookover, 1945,
Zirr, 19¢9; and CorwaJ, 1971)
a. ~feview last session, questions, goals, comments
c. Cormnitive presentation
¢. <Zelf-inquiry and interacticnal exercises on 5CiA
d. Farental "Future Tallk," encouraging or discour-
aging to 3Caa
1. Zrainstorming
2. Listing, prioritizing, refining
e. Joal setting - homework

Session VII: Clearing

T

Up Ceonfusions
Setting clearly defined limits (Coopersmith, 19¢7)

Sncourage wide variety of behavior within the limits
(Coopersmith, 19¢7)

1. Ffresent and discuss these conicepts
2. FRole-play confrontation over limits
3. Power: legitimizing it as a parent (Elder, 1963)

The expression of Anger and adolescent self-esteen
and 3CAA

«Q

oznitive presentation

Constructive and destructive expressions
- Directionality: who or what is the focug?
L. Interactional practice

Soal settinz - homewor:



YIII: Summing It A11 U

3

Cormitive overview of entire prosram

1976)

a.
v. Questions, comments, discussions
c. Clarification and refirement of new skills
1. Examples from nome: SUCCEeSSes, failures,
sticking poirnts
2. Role-playirg
&, Reinforcement ard Closure
1. Sirength Zombardment (Coopersmith, 19¢7;:
Caniield and ‘ells,
e. 3Share feelinge as a group

Closure ard good-byes
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APPENDI X IV

VITA

John A, liince-Ennis
January 27, 194k

suffolk County, New York

Ste—donaventureUniversity, Psychology, I961=""
1963

State University of New York at Stony Brook,
B.A., lusic, 1967

Long Island University, K.S., Counselor Education,
1970

State University of New York at Stony Brook,
Psychology and Social ‘ielfare, 1970~1971

St. John's University, Ph.D., Counselor Education
in the Division of Human Services and Counseling,
1580

Bay Shore Public Schools, hHusic Teacher, 1967-
1969

Town of brookhaven Drug Counseling Centers,
Senior Counselor and Consultant, 1G71-1973

Long Island Y.M.C.A. Cutreach Services Agency,
Family and Group Therapist, 1975-1978

Three Village Public sSchools, School Counselor,
1G69=-present

Private Practice, Individual and Family Therapist,
1977-present

Group Relations uUngoing Workshops (G.R.U.W.),
wew York City, 1§72, training in:
Gestalt Therapy
Fsychodrama
Reality Therapy
Family Reconstruction in Group Frocess
Improvisation Techniques in Group Treatment
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