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~however, 'he describes this as an 'lnternd1lsatlonf of
‘broader social norms and expectatlons. - He .descrlbesg

this prooess by lllpstratlng how,

SRR dealing with - the envxronment means carrylng,

. on a. continuing transaction which gradually changes
,one s relation to the environment. = Because there
is no consummatory climax, satisfaction has to
bev seen as lying in a ‘considerable series of
transactions in a trend ~of behaviour rather than
a goal that is achieved. (1959, 322)

k For,the school«aged child, achmevement and he development
of a semnse of competence 1is dependent on both internal

~and external factors. ~ On the ‘one hand, Anna Freudv_
finds that pleasure in  achievement 1is present in very
young children as’,a ‘latent capacity' (1965, 81). Her

theory suggests that the school-aged child is motlvatedv
to learn through his kown~ developlng sense of pleasurep

in  the finished product of ~activity. Furthermote;
she sees: this"cepacitj' as being an 1ndlspen31ble pre-
requisite for performance im school.  On the - otherV
hand, the child's intrinsic 'motivation‘kto‘ksuoCeed and'

to cope competently ‘with his environmeht, 'results from
his having certain specific c¢riteria for achievement.
This arises from the fact that the school-aged child
is evaluated according to standardised norms**enforced
by the ;educatlonal _system, and ;ofteh re- mnfo*ced by“
his parents. o According to White, these standards are
v internalised ando form part of the bases for the child's
sense of competence, One is reminded of the‘overechleVLng,,
student who fails to develop a sense of competence,
due to the stringent criteria for 'excellenceo’that ‘he
has internalised. ' o o

Erik Erikson whose stage theorv of development was
described in Chapter Two, defiues preadolescence as

being in the stage~of industry,  He says that,
RN oompetence is kthe‘»Speoific strength emetging
in a man's school age.  However, the stage- by~stage

~acqui51t10n ‘during human childhood, of each of
man's evolutionary gains, = leaves the mark - of'
infantile experience on his proudest achlevementsr
(1968, 234) e
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The lndiVLdual‘ early experiences of comxetence,‘ras

well as his Lnrernallsed criteria of avceptancp arfect

his experlence of competence at each stagc of deveLopmeﬂt;
‘ Erlkson, therefore, emphasises. the lmportant role piived
by the child's experience of competence through infancy

and childhood, in facilitating his ability to have a
sense of competence at preadolescence.

The lnrrlnSLC motivation of the preadolescent is described~
as being an important aspect of his development of
'competence. . (White, 1959; Hendrick in White, 19595

A Freud, 1965; Erikson, 1968). ~ Research has been carried

out im order to clarify the factors which encdurage‘

inhibit intrinsic motivation (see Deci, 1975; Metz,

19754 Staw, 1976) - An interesting fmndlng is the effect
extrinsic rewards have on the Lnd1v1dual‘ Cintrinsic
motivation ~ Rosenfield et al (1980) found that extrinsic

rewards - might increase 1ntrinsmc mokivation. ~ This

was. however depcndent on a number of factors. f'In‘the_

Eirst instance, where a, child experlences a reward out

of line with his own internal experience of competence,
‘his own intrinsic motivation is undermined. They propose

thaL the child might Ffeel that he has not been recognised

for what he has done, but rather for what was dome.
Thé“child’ ~ resistance to receiving feedbagk ‘that is

not in accordance with his own intermal experience has
also been discussed by others (Erikson, 1968; A Freud,

1965).  These findings suggest ‘that a child needs to
be recognised for who he is as well as for what he does.

If; ~on the other hand, a child ‘receives a  réward',in
line with his own sense of competence, the reward could
then be associated with his effort and ability, and

~in  turnm, his intrinsic motivation would = be enhanced.
(Rosenfield et al, 1980). In a study by Kruglanski,

quoted by these authors, rewards, congruent with a group

of  fourth grade children's experience of compétence‘f
were found to enhance their intrinsic motivation.
~In the experimental situation these ‘children were found
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to experience greater intrinsic pleasure,in ah-actiVity,

when not rewarded, than they ekperi2nced~iwh@n‘?rewarded;

“Rosenfield'et al conclude,

'when rewards were not tied to competence regardless
of whether they were contingent, higher rewards
would lead to a lesser intrinsic motivation.'
(1980: 374) ' o ' ,

Their view is supported by Erikson who says 'children

cannot be fooled by empty praise or condescending
encouragement. ' (in White, 1972: 235). This research
has ;importanty implications £for the 'natdre  of the iinteré
; Vention‘ used with under and ovefachieving ~children.

It serves to clarify the nature of the mdtivational‘

' Factors which drive the children to achieve.

“Achievement Motivation

A chapter on Competence motivation would be incomplete
without some reference being made to studies of achieve-

 ment motivation. ‘The primary theorist and researcher

in this field has been David McClelland.  He and‘Atkinson
have done a vast amount of research on this motive (1948,
1953) and see achievement motivation asl developing out

‘of growing expectancies of one's own capacities.  McClelland
defines & motive as ... a strong affective association

characterised by an anticipatory goal reaction and based
~on past association of certain cues, ‘with pleasure

of pain.' (1951: 466).  With achievement we therefore

see a need to 'compete with a standard of excellence,’
in anticipation of  success, and to avoid failure.
McGlelland  (1948) describes extrinsic motivation  as
being essential for achievement.  He does not see the

motive as being innate, but rather developing from the

repeated assoclation of internal drives with the external

motive.

McClelland sees competence 4s being'determined‘by external

criteria and in this relates competence to achievement.
He says, : L e

‘It follows that those cultures, or families which
stress '"competition with standards of excellence"

OISRy

R avcacrs e ol




32

'or insist that the child be able to perform certain
tasks well by himself - such cultures or families
should produce children with high achievement
motivation.' (McClelland et al, 1953: 275)

A person's sense of competence is therefore based on

his ability to achieve according to external criteria

and norms.

In McClelland's theory, motives are conceptualised as
having a learned component. Motivation arises through
the discrepancy between expectations and experiences,

with the concomitant anticipation of what might happen.

On initial reading of McClelland, one 1is struck by his

de-emphasis of internal motivation - for achievement.
However, his thesis that motives only emerge in directional

- form with learning, bridges the gap between his and

White's theory. External factors giVe~motiVes direction-
ability and focus the person's energies toward a specific

goal,  White (1959) and Erikson (1968) agree with the

view that motivation 1is shaped by external factors; 

specifically the particular cultural ethos within which

the 'person 1lives. They extend MeClelland's 'théory 

through their recognition of the dynamic process through

which the individual internalises external criteria

on an emotional rather than cognitive level.

‘ The“importénce of McClelland's theory for‘lthis; present

study rests in the role played by the child's environment
in creating and maintaining his motive to achisve.

 For the children in this study, the school assumes a
primary role both in clarification of criteria for achieve-
ment, and in the provision of guidance and support that

these ends be attained. ~ The preadolescent is seen
as being intrinsically motivated to deal with his world
in a competent way. His sense of competence is based

in his internalised sense of what his family, society
and culture expect of him, and in his own appraisal
of his ability to meet these expectations. A major
part of the preadolescent's life is spent in the classroom.
Consequently his experience of himself and his ability

to cope with classroom experiences on both an academic
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CHAPTER FIVE

* CRITIQUE OF SELF GONGEPT RESEARCH

‘Introduction

‘There has been alarge amount of Selt Concept research over
past three decades.
in thls area, the research has come under heavy cr1tic1sm,‘
both for its theoretical and methodological problems.
Wylie (1961, 1979), one of the most prolific critics
of  self concept research  has repeatedly questioned
‘the wvalidity of this construct; and the interpretations
The difficulties rest in the variability
of definitlon, the use of oountless, often very different

InspiLe of a great deal of interest

measuring instruments, and the questionable gemeral-
1isations and interpretations thai are made. ‘

 The problem of definition of the sélf'oohcept‘pas been
‘Zaddressed by many authors, including Crowne and Stéphens ,
(1961}, Shavelson et al (1976) and Wylie (1961, 1979).
v the first instance definitions of Self Concept are
'imprecise‘ and vary from study to study, . Shavelson
‘et al (1976) in a review of such studies trevealed
 seventeen  different conceptual dimensions on which
they could be classified’ (1976: 409). Given such
vatiability ~ and imprecision, there is no reason to
 believe‘thac measurement techniques, or the intérpretation
thereof, are equivalent, Consequently, much of the
research that 1s done, is done 'in vaccuol with dubious
'practioalfapplicabili&y."

'Shavelson et al (1976) define two ’other“areas that
are problematic as a result of this fundamental definitive
difficulty.  (hey say it is,,

‘..{ difficult to specify a) the population; of
~self concept items from which a representative

. /y&@g Sk
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fsample would be drawn for an instrument or b}

the population of -subjects for which, measuxement,'

techniques and instruments would be appropriate.’
(1976: 408) '

The abﬂence of a conclise and generally accepted definition
- of self ccncept;~influences “both the nature o£ the
‘instruments that are developed, and the applicab ity
~ that theyihave‘id terms offsubject populationd.  Where
~these two areas have not™'been carefully acknowledged

the researcher risks invalidating his findings

 The problem 70£ ‘genera?isability needs to be raised.

Shavelson et al (1976)‘~de50§%be the lack of empirically

demonstrated  equivalence  between different  measures
~of self concept making it impossible to generalise from
one study to another - where different instruments have

been used. A study by Zirkel (1971) quoted by Shavelson
et al demonstrated the lack of wvalidity in using the

- same test across different cultural grOupssf‘fk It is
apparent that specific criteria are necessary for test
construction, and these relate to fundamental character~ -
,istics of the group being s?udled.

Wylie‘f‘(1979)~makes the‘poiﬁt'that fthe most me“e551ve
,ything that emerges .. it the widespread occurance of
null or weak findings' in studtes relating self concepti
to achievement,~ ability and interpersenal relationsh;ps,

d;<aﬁ well as a host of other antecedant or censequent:‘
~wvariables (1979: 690). ,ed ‘She concludes, along with
>‘Sheveison et al  (1976)  that these methodological
: Lnadequecie are inherent in the existing self concept
 scales. ruruhermore, Wylie~ comments on the lack of
congruence between empirical findings and the common

sense or theoreticsl rationale for exploring certain
relationships. At a purely intuitive level, she maintains

the self concept should be importantly connected with:'

successful adaptaticn in 1ife, an area where 'theory
and conventfonal wisdom very confidently predict strong

trepds,' (1979: 690), yet ultimately an area where reseavrch
firdings fail to substantiate these hypotheses with

aryy validity. |
The problem of self concept research rests essentially

L
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in it's methodology, and the nature of the instruments
‘that are used. = Damon and Hart (1982) address this

‘problem by'emphasising thé‘importancé of having a develop-
mental perspective for the construction of instruments,
specmflcally with regard to understanding the development
of self conceptuall sation.  They say that is it important
that the test items on a self concept inventory reflect
the majOr ways 4in which self«understanding"is organised -
and reorganised through the life-span of thef'individual |
(1982: 842). Although a developmental perspéﬁtiVe
might be implied in one's definition of the self concept,
(Shavelson et al, 1976), it clearly is an issue which

" needs to be considered at the interpretive levelk‘as,
well., Cohsequently, the results of self concept scales.
should be interpreted with specmfic regard to the develop~k
mental stage of the subjects - '

The ‘process by which self-concept scores ars obtained
is also problematic.  Wylie (1961) comments on the
fact that each subject is his own best 'vantage point.
Given a phenomenclogical perépeﬁtive;‘the primary source
of information on the subject's self concept: must
nacessarily come from the subject himself. Traditionmally
the assessment has taken the form of a self report,
or altefnatiVely other's have made inferences from
Qbsemving the subject's behaviour.  Allport (1955)
argued that the individual has the right to be believed
when he reports on himself, however, this argument
has met with much opposition (Ofne ‘(1962), Rogenberg
(1969), Burns (1979)) for numerous reasous.

~Orne  (1962) deser cibes the demand characteristic in

psychological axp9riments.‘k‘ Here the subject“ attempts
to be whom he feels the experimenter wants or expects b
him to be.  The tendency for subjects to present them- Lo ’

selves as having favourable traits, in order to gain
_the approval and acceptance of the experimenter, is
also noted by Rosenberg (1969).  Burns (1979) says
that  this tendency results in subjects answering in
terms of response sets, the most pervasive of which
e defines as being acquiescence and social desire~
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ualisation independent of feelings toward the Self,
might be problematic. I : ;

Shavelson et al (1976) propose a model for the definition‘

of self concept. They say that ideally it Ls necessary
to define a construct in accord with a network of assoc-
jations and propositions, that relate the construct to
observable properties or qualities of the Self. That fis,

the within QOnStuot portion of the~construct‘definition

and other constructs, and the ‘between construct portlon
which are themSelves ~related to observables, 'In
clavifying this process they say, |

' the withln portion of the definition bpe01r1es‘,
the features of the construct and links them to

each other, and to observable attributes of  the
person. The between portion locates the construct
in a conceptual space that includes many other
constructs related to or independent -~ of the
construct.' (1976 410) o

Given that the Self Concept hau‘a multifaceted characLer
(Coopersmith, 1967; Plers and Harris, 19645 Purkey,
1970) the within construct aspects of the definition

may identify academic, social and physical self concept

facets and their inter-relationships. At the same
‘time, the between-construct may relate each of these
to other constructs, thus - the academic self ‘HOncept
might be more related to achlevement than. the physical
self concept.~ '

~Shavelson et al deﬁine self concept in broad terms
~as the ‘'person's perception of himself' (1976' 411;.

It is a means of explaining and predicting how one
acts, rather than an entity within a person. Their

dafinition rests on the idea that ‘'one's perceptions
of himself are thought to influence the ways in which
he acts, and his ‘acts in  turn influence the vays in
‘which he perceives himself.' (1976: 411). '

In their construct definition of the self concept,

R i b

Shavelson et al (1976) didentify seven erucial features,

They. say that the !Self Concept may be descrlbed as:
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~organised, multifaceted, hierarch*cal, stable, develop=-
mental, evaluative, differentiable’ (ibid) S '

TheVSelf concept is organised in so far as the individual
1s able to ‘iﬁtegrate his many expsriences in such &
way as to give them meaning,f ~ The multifaceted nature
of self concept arises from the way in which the
individual categorises hrﬁ experiences, through the
process of integrationi . The categories might include
~such areas as schoolq social, acceptance, attraetiVengss,
anxiety, provoking, etc.

, e . |
The third feature of the self concept 15 the hierarchical
way in which it's multifaceted features might be organised.
At the apex ‘of the hierarchy is general self concept,
whicn may be divided into two components: academic
self ‘concept ‘and nonmacademic self concept, which in

o ~turn might be broken down ’mto ‘more specific aspects.

| - The lower one goes on the hierarchy the more situation ,
I specific the individual's self concept becomes. At :
;ik ,thé lower 1@vels, inferred self concept is probably ;w
i strongly related to the individual’s actual self concept. o
i However, as sitvations become less specific and one
it moves up the hierarchy to general Self Concept, inferred
f?f ;self concept becomes less reliable, and the correspmndeucw
ji’ : 'betWeen observer and self decreases.
%if?% gg> : L The fourth faature is the stabilmty of general self
b o ‘ conicept.  As one moves down the hierarchy so the wli
ﬁ?a' f: o congcept 1s more situation specific and less ostable

Shavelson et al (1976) say that a change in general
¢! self concept would require numerous situation - specific

E%“ ~ instances, inconsistent with the general  concept.

In a study by Ludwig and Maehr (1967)quoted by Shavelson et
2 - al, success and failure in an ‘atheletic task was denonstrated

tb have no effect whilst changing their self concepts of their
physical ability.

" The déVelopmentAl aspect of self concept 1s important
(Engel, 1959). Whereas the self concepts of young
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Children tend to be global, umdlfferentlated and SlCuatlon
specific, the going process results in increasing
differentiation of the self concept, It is at the
stage that the thld starts co»ordmnatlng and intugrating“‘
the different aspects of his self concept, that it
acquires it's multifaceted character. |

The evaluative aspect of the self concept is variable
from individual to individual. ~ Evaluations might
be  made against ideal standards, against relative
standarde, le. peers; or against the perceived. evaluations
of SLgﬂLEIQﬁﬁL nthars., ‘ '

‘iyrinaliy the sell éoﬁtapt'i% a eoustruet that 1s differentw
iable from, yet related ko @Cher constructs

In the present study the stable, general self concept
of the pre-adolescent Ls examined. ‘ These children
“have ceachea the stage of deferentmatlon, with different
aspects of thelr experience comtributing to their general

self feeling, Although these may be less stable than _
the general self ~¢mmcepm muf,this ‘stage of the child's ' ‘ fﬁl

f ,ﬁavalopmanc3 different aspects might have a particular
welghting in terms of their effect on  general self concept
at this particular stage of development. e

Methodologieal. Considerations

In Self Concept research, the researcher depends primarily
on  the self raports on the subject, or alternatively
an  inferences which 'might' be made about ‘the subjecti's
gelf concept through observing ‘his behaviour,  Hoth
of  these means have been discussed briéfly' above.,
Given these shortcomings, &t is important to examine
the alternatives &hat are available to the researcher,
with specific reference to the methods adopted in this
study. ‘ '

The Self Report method of assessing the self concept
may take the Fform of: vrating scales, a check List,

b




Q sort, unstructured and free response methods, pTDJdCtlve
teChniques; and interviews. A combination of a. ratﬂng
scale and projective téchnLquesf will be wused in the
present stuay. ‘ N i |

Self Rating Scale

Most ratingf,SGales tend to be structured around setsl‘"
of statements which the subject endorses according
‘to. the3‘degreé to which he feels the item applies ox
characterises himself. B l"‘ywi‘ “   i L
~ Wylie's (1961) survey of published reseakch on
the self concept utilising rating scales, indicated
that most of these;‘stddies were inconclu51ve “because
of flaws iﬂf design,f='k She desecribed 80 lnstruments;k
‘most of whlch were used only once, and for which publlshed'b
‘frellable' i;£0rmation existed ﬁorf,only - one-third of
thpm, ‘ : S RO TR

’The:ﬂrating' scale produces a total score which
nsually obtained by summing the rating assigned.
to each item.  This summation tends to obliterate
- the uniqueness of the individual item responses
and thus obseures important clues to certain elements
of self perceptiou'  (Burns, 12 79 88)

Problems which mighti affent SCQréfg On.lthese' scales
‘includa ‘the 'halo! ~effect ~ whera  the subject might
vary oveyr a res pOnse on one item to ‘&nother‘ - This
,technlque also tends to be contaminated more than ochers
by response sets such as acqulescence and socmal desmre~‘
ablllty ' ‘ ‘

The Piers Harris Self Concept scale used in this study
attempts to control for acquiescence by dividing
statements equally between positive and negative Forms
“and between high and low reflections of the self concept.

“Burns (1979) notes that the present form of the test
could be improved by expanding the scale from" 'a*
,dichqtomous’ yes;no,' to a five-point scale which would
‘bé'more discriminating. : ' | '
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 Projective Techniques

~Resea1 Hers have used progectlve tcchnlques in an attempt
to. measure‘jthe"unconaCLOus Self Concept (Frledman,k
1955 : usaeu and Jonesg 1957' Linton and Graham, 1959 -
[ln Burns, 19/9] The ter“s are used thh the assumptlone»
that the individual is mnot. eonsc10us or aware of all
kthe"characterlstics about himself - which affect hlse :
being in the world. Research has indicated that people
«teﬁd'ito _eveluatee themselves more ,hlghly‘ unconecmously ’;
‘than conseiouslyk(Epstein,leES);ef HoWever, a progect1Ve' 
‘approach poses a‘unigue‘problémgf Burns says,

... to. prove a certain, progertive response or
‘score represents an unconscious  attitude towards
the self; it is necessary to prove mnot only that

~ the ;subjegt~ holds this attitude but also that

he is wunaware of it .,. Only if 1nferences from
self ~repert and - the projective measures differ
~are there ‘grounds for ,ewplorlng the more complex
assumption  that the latter is  exploring an
‘unconscicus self attitude. In any case projective

~ techniques are in a far more parlous state than

- -the more cnmmonly used ratings and attitude scales
for indexxng self attitudes in  respect of
reliability, validmﬂy - and  interpretation.'

Burns (1979 90) nE - R ‘

;PrOJectLve tests might give the researcher an unconscxous,,,
jaffectlve measure of self concept in centrast to the
 cognitive measure obtalned by self rating : scales.
~ The resulﬁ‘mlght be a more ueccntamlnated view of the;e
‘individual's self concept with - the standard problems
‘encountered  with Self~fepdrt  scales being overcome.
'Projeetive ‘tests do however, “have their own inherent

"problemsv in terms of validation and interpretation. o

A study by Savin~Williams"and Jaquish ‘(1981) found
the presented self and the experienced self not be

significantly related - thereby ,rationalising ‘the wuse
~of maltiple methods in assessing self esteem. " The
present study proposes to follow this approach.  Self

concept is defined according to the parameters set
out by Shavelson et al (1976). Self Concept is

) L i b s ekt
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conceptualised as having a general stable quallty which'_
fdoes not rwcessariiy' relate to ‘the Self Concept inferred:‘

| by others. ‘ Furthermore, it is conceptualised as ‘belngi" 
L e multifaceted with. an evaluative dimenSLon' and influenced‘
by the developmental process. . That is  th generafa

self concept though stable is Lnfluenced by the particular' ;
jweighting of its ccmponents ar different stages of develop»;f
‘ment. : ' ' ‘ £y

;Because of the disc:epancy between inferred ‘self conceptg’f
and self-reporfed seiif,eoncept, ‘this study wxll assess",
 the individual's Selfr'reported self ,concept,~by two
'e;different“methods; - The ome method is the utilisation
of Self raLing scale, with proven reliabillty and validity,
whiTSt the other method is the use of prcjective technlques~ o
where the wvalidity &nd reliability are questionable.i'i
Theseu'mo epproaches were alsc selected because of theirr'

:ability tc make, on the one hand, a cognitlve assessment
of the self ccnbept and  on tHe other, an essentlallyA'
,affectiVe emotieneleaseysgment of the self concept.
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CHAPTER SIX

THEORETICAL RATIONALE

An integration of the points'established in the pfecediﬁg
“chapters Will be presented in order to summarlse the
k'theoretlcal basis for the present study, and to. explaln.;,
kehe alms and hypotheses~ ‘ ‘ s

~ Theoretical OVerview

:fihe'»theoreticel orientetion' of the present"studykkisd
an  interactive ome. It ekamineS' the nature of the
Self Concept of the child as it effects and is affected
: by the environment in which the child lives. In chapter
 two Mthe, process of _the development of the Self ‘was
described. = It was suggested that this development
oecurs both through an innate, intfinSicd thCEssi of

~growth, and through h;;'medlatlon and  feedback bf,:'

signifieant others.  The child's motiler has been descrlbed
as belng tu; prlmary mediator of the child's sclf develan~
'*ment both in her facilitation of the chlld’s own 1ntr1n lcf
growth, and ino. the important feedback that —she gives
‘the rhild about himself" SR L
The development of the child's sense of competence is
a c¢entral motlvatlon (of growthdand learning) described
by Erikson (1968) and White (1%59)f - In ‘¢hapter two,
'Erlkson s . conceptualisation of  the shage of industry
is described with pertxcular relevance to the preadolescent
child. - Due to the primary role played by education
in the preadolescent child's life, the child's sense
of ‘academic competence {s taken to Dbe a fundameﬁtal
~ aspect of 'his competence motivation  at -this stage of

deve]opmentf~ : Although Piaget's theory of COgnitive
development gives us valuable Lnsights as to the develop—
mental process, particularly on a..cognltive level, the

‘present study has assumed a psychodynamic approch laying
emphasis on the emotional ~development of the child.
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It is important, however, to keep the stages of cognitive

growth, described by Piaget, in mind in the UndefStanding"
of the preadolescent. »

Anxiety has been described as a process in chapter three;:'
It is conceptuallaed as being both a response to~,and7

~a motivating factor in dealing with the world. Anx1eﬁy

in this utUdY has beeﬂ defined in terms of it! s function-
ality. It was proposed that when anxiety is too intense,

it is debilitating, and that there is an optimum levele

of anxiety ‘necessary to ;adaDtive functioning - and growth,

in the world. Ankiety is also seen in terms of being '
a response to a SLtuaLlon (A~State) and as a more pervasive

attitude’ toward the world in terms ,of anxiety prcneness

{(A-Trait).

~ In the present study, the factors relating to these
 different —eXperiencesf of anxiety are examined. The

assumption is that the nature of the anxiety that is

"experienced is dependent on the centrality of rhe stimulus,

to the child's self eonceptnk " The more situationally

' based‘eexperiences “of anxiety (A-State)~ might :elate,

to more pe#ipheral aspects of the Self Concept, whilst

- more. pervasiVe ,experienaesk;of anxiety k(AfTrait)e;might'
“be expected to related to more fundamental aspects of
~the self concept. | ' | | |

Criti01sms“of 'empirical _studies of thei Self ConCept
have pointed to the problems inhereau in the self comncept
scales and the process of assessment. 1hese criticisms

have been described in chapter five.  The present°studye‘~~
‘addresses this problem by introducing a two-fold assessment

of the self concept. A ,standardised‘,self report scale
is used and this is complemented by the use of a projective

~ battery. It has been suggested by Burns (1979) that

if these two measures can be found to be independent
of one another, the researcher then has some evidence
for the projective test revealing an unconscious attitude

‘toward the self. ~ Consequently, the conscious and un-

conscious attitudes toward the self are examined in

‘the present study. ‘The aim is to obtain a holistic
~assessment of the‘self concept of preadolescents through
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use of self concept.

Aims

This
1

present study aims :

to examine the relative roles played by the mother s

attitude toward the Chlld and the child's own sense

of competence in characteris;ng the fnauure_;of ‘the

preadolescent's feelings about himself,

to investjgate the value of combining a standardlsed‘
self concept scale with a pxogectlve ‘assessment
of self concept for enhancing the undervtanding

of the preadolescent self concept.

~ HYPOTHESES

H1

There is aISi nificant relatlonship between maternal

_acceptance ,and the preadoleacent s self «concept.

That is : a Llow disérepancyfybetWeen 'ﬁhe mother's

H2

Conversely, low scores on the verbal and arithmetic

H3

real and dideal ratings Efor her child will relate
to a high Self bonmept as rated by the presdolescent
Conversely, a high~discrepanqy;betweeu the mother's

real and ideal ratings for her child, will relate

to a low Self Gonceot as rated by Lhe preadolescent.

There is a,fsignifieane relatithhipf[betWeen‘ thef»

preadolescent s academic competence and his self
concept. R TN |

That is : high scores on the verbal and arithmetic
tests will relate to high self concept scores.

tests will related to low self concept scores

The projected self concept will account For different

aspects of the child's experience to those aspects
accounted for by the self concept scale,

) YA NPNP]
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‘That is: the projected self concept will measure
unconscious feelings that the Chiid has  about
himself whilst the self concépt‘scale,willkmeasure
the conscious attitude the child has about himself.

H4 The compOSiCe self concept scale accounts for
a broader spectrum of the preadolescent’s~experience
than does elther the projected self concept; or
the self concept scale. | - o

That is:  the composite self concept score Will_,‘ 
"inCOrporaﬁe 'unaoﬁscious attitudes 'COWardf‘tbef‘self,“' 
and conscious attitudes. These are diﬁferentiaﬁed

in terms of the child!'s unconscious experience
~of himself, and the 4conscious description of the
'self and consequently, wi.l account for a holistic
view of the child's Self Concept. g
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. HAPTER SEVEN

METHOD

Subjects :

The chilﬁren

The subJects of this study were white male and female
preadolescents. All the children ‘had~~just‘ completed
their fifth year of SQhooling and were preparing to
enter sixth grade, They were selected at random from
7four -e]emeﬁtary schools,‘ which fell within the middle
socio- economi.c class range.  The ch*ldren in this btudy‘
are considered normal in so far as none of them had
Ffailed at school, their Ffamilies were intact, and none
~had had any psychological intervewtion up to the time
of this study.  Children of this age were chosen for
the developmental réaSons discussed * in Chapter ~Two,,f
A further important criteria for their selection was
the consideration of the transformation that nhildrén
undergO',educatioﬁally in the sixth grade (Standard 1IV)
1n South African,Schools,f : & ' ~

The Mothers

‘The mothers in ﬁhis‘SEﬁdy were white‘middle‘CIéSSVWOmen
who were included because of their being the ‘blological
mothers oﬁ tha children in this study

;BiographiCaL_Data

Average age | | 10 yrs 11 mths
Average No of siblings | 2.8

Average position in the family| 1.9

Sex ' ‘ | 18 boys 18 gilrls




CHAPTER SEVEN

- METHOD

Subjects :

The‘ohildfen

The sdbjects of this study were white ‘male and female
preadolescents., ALl the children had just 'compléﬁed
their Eifth year of 'scbooling‘ and were preparing ,tof: 
enter sixth grade.  They were selected at random from
_four elementary schools, which Ffell within the middle
socio-economic class range. The children in thiskstudy
are consideredt'normalk in so far as none of them had
 Failed ‘at school, their families‘ were intact, and none
~had had any psychological intervention up to the time
of this studyi‘ Children of this ‘age were chosen for
~the developmental reasons discussed in Chapter Two.
& further important criteria for their selection was
~the consideration of the transformation that children
undergo educationally in the sixth grade (Standard IV)
in South African schools. | | |
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The Mothers

The mothers in this study were white middle class women
who were included because of their being the biological
mothers of the children Jn this study. ER

P e

- Biographical Data

Average age e | 10 yrs 11 mths
Average No of siblings | 2.8

Average position in the ramily| 1.9

Sex ; ‘ ~ ] 18 boys 18 girls
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:The Procedure

| U‘Mothefé and their children were invited to take part'

~in a study 1 child developm‘nt, The procedure was
explained to them and they were told that they would
be given the opportunity to talk about any concerns
- that they had about their children  Mothers were inter-
'vLewed individually accordfng to a standardispd dinterview

fqrmat (which explored their perceptions of their children

and themselves) whilst their children were assessed.

'The’Childten's’Assessment ,f‘ir

Eéch 'child"was iﬂdividually ngen the followzng battery

‘Of tests by a trained assessor using srandardised

Lnstruqtlons :

TESTS OF COMPETENCE |

WRAT The Wide Range Arithmetmc Test
 GATES The Gakes McGinitie Reading Test

SCHONELL The Schonell Silent Reading Test A

PROJECTED SELFiCONCEPT

DAP  Draw A Person Test
KFD The Kinetic Family Drawing Test

TAT The Thematin Apn”rceptlon Teat (3 Cards)

STANDARDISED ANXIETY SCALE Ll
The State-Trait Anxiety Scale (Spielberger, 1970)

 STANDARDISED SELF CONGEPT?SCALE o
The ‘Pierswﬂarris Self Concept Scale (Pliers &
Harris, 1964) | | | |

The Mcther‘s Interviéw'

Each mother was Interviewed according to an interview
format designed for this study . The interview expldred
the mother's perception of her child in different areas
of functioning and her attitude toward her child and
herself. | | |

Y
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MATERNAL ACCEPTANCE -
Semant‘.lc leferentldl for Real Chlld
Semantic leferentlal for Ideal Child

TEST MATERIAL

ationale‘fer the Selection of Competence Tests

‘ Combs' and Soper (1907) Found thaL a child had already
dlfferentlated his academic self concept 1nto two primary
areas by. grade one. - These ~areas are arlthmeclc and
reading. So £rom the beginning of a child's schooling,
his; sense of competence in the classruom is based on

‘his ability to read and to do arithmetic. It is for
these reasons that the Follow1ng tests were selected.

‘The Wide Range Arithmetic Test (MMY,NO, 7-36)

The arithmetic SUbCeSt,’l$VEL one, was selected to yield

computational achievement scores., Only the written
~ part was administered,  Level one was Standa“dised
on a population of 5868 individuals draw from & number

of states in the USA. Probability samplings ‘based

on the 1IQs of 1000 children from all socio—eccnomic
levels were studied to develop morms that would correspond
‘to the achievement of mentally average groups with
representative dispersions of scores above and below

 the mean.  Reliability studies on level one range from

.85 te .92,  The, authors weport on four methods that

. they have used to establish the validity of the test.
Scores are determined by grade and range from nursery
~s¢hool to sixteenth grade. | |

L e ot i . e =i - = - o e

Gates McGlntie Reading Test Arthur I Gates & Waller d McGiane b i
(1926-1965) e | Sy ,ﬁg
These tests are the revision of the original Gates Reading' i

Tests. A vocabulary test was selacted from this battery.

The vocabulary subtest is designed to measure the child's
~ability to analyse and recognise isolated words. In

the Primary Tests A & B this'is done with pictures only,
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in Test C a combination of both pictures and words and
in the survey test only words are used.. - The survey
‘test was chosen for this 'study, ' The child is required
to rvecognise the correct word from a given,115t°of'fi§é 
‘words.  Valic.ty evidence 1is vot presented, but the

‘reliability‘ estimates were ‘based onm slcernative forms
‘method ~ as well as split-halves procedure and the

correlations range from .67 to .94,  On the average

reliability  of most of the tests are of thev order of

above ,80.  (Mehrems & Lehmann, 1975). Mehrens and

Lehmann further report that these tests are extremely
popuiar withv1teachers;‘andqxappear,~t0 ,reflact current
‘methods of teaching reading.  The results,kare ‘prusented

in grade scores.

Schonnel Reading‘Tests‘

The silent veading test A was used in ,Eﬁisi‘studyQ

These tests were first developed by Schomnel in 1942.
New norms were published by Bookbinder (1970), the

publishers of the test (1972) and Shearer (1974).
The tests form a complete battery for the aséessmént
of wreading attainment. The Silent Reading Test was
selected to provide levels of rﬁadirﬁg comprehension
achievement, reliability and ‘Validity';'were reported
in Schonmel's work, Backwardness in the Basic Subjects

{4th Ed), 1948. The present test was scored according
to Schonnel norms published in his work, Diagnostic

and Attainment Testing, (1965).

Raticﬁalé~£or‘useyof Pypjecﬁive Tests

An ‘assumption of the TAT, as with the DAP and KFD, is
that the ptresent motivational and emotional conditions
of the subject affect his responses to an unstructured

S e S s B P
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‘test situation. There is also a wide body of research

which points to the temporarlness~or‘the TAT whlch mlghtpij

result 1n drfflcuLty dotectlng p'more endur1ng~personallty
tralts. Notw1thstandrng the llmltatlons of these tests,

‘researchers have attempted to measure the unconscious

,k‘Self';cOncept 'With‘~projective' tests o(Friédman;pu1955;‘r’
~ Mussen and Jones, 19575 Linton"endngraheﬁ,"1959)w‘p
"‘Burns (1979) says, ’ e
’{,,“to prove a certain prOJechve response Cor

- score represents - an unconscious attrtude towards
the self; it 1is necessary to prove ‘not only that

the subject holds this attltude, but also that}r'

he is unaware of it ... Only if inferences from:

self report and the projective measures dlffer,jvh
are there any grounds for explorlng the more complex

assumption that the latter is expOSLng an unconscxous
,\self attltude.' (1979 90) r S

']Projectlve ’tests ;are in a tenuous state ln respect of«lk

‘jrrellablllty, valldrty and lnterpretatron In tbts‘regard 1t}f’t‘

‘{becomes rmportant to address Lhe issue of lnterrater rell—

"9abillty

:vflnter—rater Rellablltty

‘eIn the present study mmaqualifled 1clinical]ppsychofogiSts;h'k
1ndependently rated the progectlve tests along fthreev
':jdimehsiOns accordlng‘ to spec1f1c crlterla.' - Each_ rater

had been trained in the same psychodynamlcally orlented rt“t*“

‘school of psychology,kw1th exposure to the same theoretlcal‘
'_foundatlons for c]rnlcal assessments¢ St

- Anastasi says,
St for prOJective 'technlques,~ a proper~"méesuref‘“
~ of scorer reliability should nclude not ounly the
more objective preliminary scoring, but alsao the
final lntegratlve and lnterpretlve stages. (1976, 579)
 One of her,,major:'crltlclsms of scorer rellabllrty ‘lsh”
ithek‘absence‘ of interpretive 'rellablllty - There may
‘be consenuus as to ‘the score given, however, she. questlons:
whether ~there is ~consensus as to it's meanlng - BShe
goes on to say that, ‘ o

t!.;r neither hlgh or low scorer rellablllty ceh
be directly generdllsed. to other scorers dlffcrlng -
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'appreciably from those utlllsed in »thev particulaf:]iyff:’

1/inVestigation,4 (1976 579)

Tn ‘the present study, the conceptual framework in WhlPh;~fﬂ>

'~each of the scoring crlterra fell was dlscussed with

~ the scorers. Scores ‘and concomitant lnterpretatlons“

were, therefore, based on their cllnlcal expertise - ‘and
hsome'oonSensus as to theneanlnv of each of the crlterlon,f

ﬁf,The-linterérater-irellabxllty 'co4effic1ent‘ raﬁged;afrém
.65 .99, with a co-efficient of .81 (0001) being

lobta ned tor an. overall self conoept score.‘

'n’Draw A PersonATest (DAP)

R

Thia test was orlglnally dev1sed oy Goodenough ln 1920
She used lt to assess the developmental and 1ntellectual

flevel of chlldren. l;g, She felt: that chlldren draw fromﬂdT]

:'the World Chey know,e rather than~ the world they seeftff
'fIn other words, a thlld ln draWLng EHI ObJECt -projécts7

'fid[hls own experlence, often alterlng the reallLy

Machover s (1949) stud] of human flgure drawingsj‘

 based it's intorpretatlons',on psychoana]ytLCt“theory,h "

lwith”'the?,baSLC premlse- that an] 1nd1v1dual draw1ng
Sperson 'taps both consclou ly ~and uncon501ously f'hls5
' whole system of psychlc value. G ‘ o

'The 1nd1v1dual' | lnternallseo body image;"eVOlwing, :
from a combination of his physical, physiological, .

psychic and interpersonal experiences;. determ1nes*~"‘

- the features he selects ‘in«‘drawing,_g person.wa;
'(Schlldkrout et al 1972 p3) o S

oppltz; (1968) uses Sulllvan interpersonal : theory~~

‘laS‘ a basis for her ;analysis of he draw a PEYSOn.;o*Qt
She fP s Ehat the Chlldls draw1ng represents his ' current‘w~“

state or menta] development and his attitudes and concerns

at any given ~moment. She offers well valldatedj"

wexperlmental norms “and'~t'emotionalk 1ndlcators 2 whlchfl
- she feels will reflect the child's ' anx1et1es, kconcernsf,

randhattitudes. : Clearly Koppltz integrates the develop—

l_mental perspective of Goodenough with the psychoanalytlc,

,emotlonal perspectlve ‘of Machover. - Her criteria- weref"

‘used in the rating of draw1ngs in this study (See~Append1x)~
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aoKioetic Family:DrSWiﬁgdd(KFD) e

’;.This 1test_ Qas‘ developed by Burns and Kaufman (1970)
‘iThe'child‘prOduceS'a ‘kinetic family drawing in response
dto the instructions t‘draw a picture of everyone iﬂ ;our
vcfamily,‘ including you; doing something : The author~
feels this technique offers a rich plcture of how the

"~Qcﬁild 1. >7eives ‘the membess ot his famlly in relation

¥

o himself and daily 1lf€- i The rationale for the \JSQ\*EUVIV

,_of this test is much‘ the same~ as that presented for
the‘DAP above. i An added dimension of t:he ‘(FD 15 the

,:",“"}‘illuStratiOU Of the child‘e perception of h"is oosu:ion
~in his family : Burns‘ and &eufman lisi a Vdrietv of

;ielements i :the drawing of a family which illustratp
'differing degrees fand intensities ,of: 'relating from
vv‘fconpartmentalisation (diSSQCiation) oii7a‘ total lack
igﬂof boundar:es (enmeshment) For detailed scoring of
'7this test see Appendix)["'”‘““"‘ :

'fThémetic Appe;ceptioh‘TeSﬁ;j;(TeT)_o -

: k

'This test was developed, by Murray\ et ai in‘IL938 1diThe&ii‘

aterialv consxsts of nineteen ecards oontainlng vague
_ ‘icture Eie blaCk and white, and one blank card The

‘subgect 55 asked to make up a story to fit eaoh picture,
a;‘jtelling wheL led up to ‘the event shown in the picture,
];describing what is happening ‘at  that time,a.eod_dwhet

the characters are xeeling and thinking,oahd then giving

the outcome,f

‘dA'ffair' amounc ‘ofgiﬁormative data 'hasf been*‘pnbiished,f~7"'

o‘j*eaarding ‘the most frequent - _response _cheracteristic
kgfor each card including the way eaoh card is perceived
o.thegjthemes developed o'emotional _tones expressed dj'
“rolesifascribed to ~charq,ters (Atkinsons 1958; Henry,
‘J‘1956)., . The Vthree oarderQelected for this study each
“have been ‘assomed~‘to‘ contain a parLicular emotional
pull' . Gard 1 ﬂhas, been assocxated ‘with e need to

7achieve, ~and ‘competeoce motivation, whilst Card 2 ‘Lw

,,;more specifically directed at family relationship, Whllsey*~”
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kKinetic amily Draw1ng (KFD)

’This test was developed by Burns end Kaufhan (1“70)~p
| The Chlld produces e,'klnetlc family’ drawing 1n responsep
to the 1nstructlons ,'draw a picture of everyone in yourf
v,famlly, including you, doing something The author
‘pfeels ;Lhis’ technlque offers a rlcn picture of how the
'iehildftperCelves the membere of his family in relatlonpn
to himself and daily life. The rationale for the use
’tyof this test is mucH the,'Same keS“‘that~‘présented~’forffp
- the DAP above : - An added d:.mensxon of . the KFD is thek
"flllustration k of the> Chlld‘ﬁ, perception of hls p051tlon,'

in his famiLy Burns and Tav ‘man llst a varlety of"”‘;”""‘
“elements kin_;th drawrng of a family which illustrate~gl

'fdiffering' degrees"Qnd- intensitlesj of-,relating from

7compartmentallsatlon : (dlssociatmon) to a  total ,iaok!7“i

| of boundaries (emmeshment).  For detailed scoring of
'ths test see Appendix) S M S -

vftTnematickAPPQrcentioh Test:tf(TAT)n

,,gThis test was developed by Wurray et al lnA1938 if'Thé 

 material 3consists ofc»n;neteen fcards~fcontain1ng _vague

le;pictures in~black and white, and one blank card. . The

‘_subject is as&ed ‘to make up a story to f*f each plcture,f‘u

telling what_ lcd 'up to the event shown in. the plcture,

w‘eoescriblng what is heppenlng at that time, and whatf

‘the characters are feelxng and thinking, and then glving'
7the outcome. ' : : : e

'fAf fair, amount ,off5normative ‘data has"been"‘publishedgf

,regardinof'i the most frequent 'reSponSe characterlstlc'-
nfor each carx rd including the way each card is percelved
the -themes developed, -emotional tones ‘expressed and-f
roles ascribed to characters“(Atkinson;"1958 Henry,u

1956). Thef,tnree cards selected for this studyi;each
~ have been assumed  to ncontaln a particulary»emotionel;"
;rpullfrwkf ~Card 1 has been: associated with a need to

achieve, and competence motivatior, whilst Card 2 1is
‘morekspeCifically directed'at family relationship, whilst




 Kihetic:Fémily~Drawihg (KED) '

  This: test was deVelOpéd by Burns and Kaufman 9(1970)

The Chlld produces a 'klnetic family' drawing in respouse
" to the inatructions ~'draw a picture of everyone in your 
: ;amlly, including you, doxng somethlng  The author ::
"féals this‘ téchﬁique offersk a rich picture of how the
“Chlld percexves’ theg members of his family in 1elatlon
 to himself and~daily lifeg,‘ The rationale for the use’
 _of~fthié} teSt}'is"mQCh: the same as that presented for
,‘th;e DAP above.  An added dimension of the KFD is ‘the
T,illusnratiéh; of the Chlld'ﬁ, perceptlon of his posxtion@
:ih"his ‘fa@ilyJ Burns snd Kaufman list a varxety of

S5elements in the drawiﬂg of a famlly which illustrate1 ‘

differing/ degrees ~and Lnten81ties ‘yofﬂ relatxny f“omf
; ;mepartmental1sat1on (dissouiation) to a total lackf"
_of boundaries '(enmeshment)ﬁ ~ For detailed scoring. of
:Ehls rest see Appendlx) R A

,11‘Thématic»ApperééétiOn Testf ;(TAT)' ‘
'This tast was devaloped by Murray et al in 1938.  The
"materlal ccnsists of nineteen ~cards contalnlng végﬁe
pictures in black and white, and one blank card.  The
f sub3ect is asked to make up 4 story to fit each plcture,

k~ﬂtelllng what led an to “the event shown in the plcture,f

 describing ;what is happening at~ that tlme:~jand«,what 
‘,che characterq dre feellng and chinklng} ahd‘theﬂ‘givingi 
' the outcome., : S NI

A 'fair‘fambunt ~of',normative data has been published
"~regarding - the most frequent response ~éhatactéri§tic
for each card lncludiwg the way each card is perceived,

‘vthé~ themes developed emotional tones expressed and
roles ascribed to characters (Atkinson, 1958; Henry,
1956). ~  The three cards f;electpd for this study each
have been',assumed ‘ to contain a particulav‘.emotlonal
~ 'pull',  Card 1 has been associated with a need to
achieve, and competence :motivationg Whilst Card 2 1is
. more specificallf dlrected at family relationshlp, whilst

‘mn&iﬁ - '
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"ianrpdrating the achlevement motlve., S The thlrd card]~
Selected was Card 17. ‘This card's content ls, more

ambiguous in terms of the emotlonal response it pull

however, it does,,tap one's anxiety and,ffantasy~,llfe,_f‘"9

~ (Bellak, 1975)

'Ratiﬁg c£'the,ProjeCtivelTests .

4

’In the preVlOUS chaptevs the mulct~faceted nétﬁre of
‘the Self Concept has been debcrlbed . Ther° has also ‘been
theoretlcal aupport for three rnajor aspects oL the Self

~ Concept.  These are detexmmned by P

a) t quagiuy~,yofﬂ» interpersonal relationships;
b :‘the individual's competence in - adapting to

"ls emvmronment'“'

~¢)  the nature ~ and 1ntensmty 6f1 athe;fkénxiety f">'r

experlenced by the 1nd1VLdual

}deéaly“ispeaklng ‘these three dlmeUSLons cover fhe non—f“
academlc and academic asppcts of snlf concept ~and,1nclude

;the affectlve orlentatlon,,

,These projectlve’ protocols were ra;ed_?bn‘ a ,SCalél:of1 

”fl to 5 on thn followmng ”rlt»rla ;;“

“ &; ‘the qualmty oE lnterpersonaL relatednesa,
b)  the adequacy or competence 6£  1nd1v1dual'
";functlonlng in the world;

e the degree to whlch the Vindividnalfsy‘ankiéty.f |
is Lunctxonah,‘ and motlvatlng to ~conStructivek  i

aaLion or*‘ dysﬁunctlonal ~and debllltatlng

(for detailed criteria see Appendlx)

“A' ¢0mpdsite' Self Coﬁuept score was galned by adding‘”

~ the scores obtalned on each of these crlterla., ) Ratiﬁgsy
were - done by . twe  qualified clinical psychologlsts.
The questlon :df,'intarwrater ‘reliablllty has been
 addressed. o '

iPlers Harrls Self Concept bcale

. This scale  was fdeveloped"by~ Piers and' Harris in,~i964.




A am ‘unpepular',

It was Cbnstructéd kfrOm, a pool of items 'defived.}from
Jersild's  (1952) collection of children’'s statements.

The final items' after

SéVeral‘~pildt

scale was reduced to 80 yes-no
studies.

'*I am a happy person', 'I cry easily

':It is a wide ranglng scale covering physical appearance,
dis=

social behaviour,

satisfaction and ccnﬁentment with SBLL«

,academia status, depreciation,

All s\atements

are equally divided between positive and negatlve forms,

thh scores
institutlonalised female retardates score  Significantly_«
lower than normal person: of thef‘éamé"chranIOgicalfi
age. The‘ P;eranarriq scale correlates 0;68 with

‘QQveral factorxal analyses have been made of

and between hlgh and low reflectlons
There is
set by revnraal of negative Ltéms. :

'Relia‘b‘iiity over a Evoedonth ahd Eour-manth period prodiced
a cest~retast co~efficient of .77. k
for 8,
.9 |
~ and the figure of
-~ by Cooper&mith (1967)

 Internal consistency
11 and 15 year old groups ranged from

Correlations with intelligence are low but positive,

"’:,'

regard ‘cc~ validiLy, the

:Lipsett*g‘scale.;

Six intarpretabla factors constantly appeara

are, happlness and ﬁatisfaction"soc1al behaviour; anxiety,

No . general factor emerges although the test is intendedf

popularity,

ko retlect general self concppt

The~8tate»Trait’Anxiety~lnventory F(Spielbérger, 1970)

This"séale ¢omprises two ‘SGParate self-report

(A-State) and trait anxiety = (A-Trait). The scale

was originally developed as a research instrument for

investigéting‘ anxiety in normal adults. It has;

Examples of these items Fre,,

of self concept.‘
an attempt to contrml the acquiescent response_j

.78 to

.32 1s comparable to the 0. 36 reportmd ,'

-he scale.‘,
Thesa‘”

‘academic ;competenca and phy51cal appearance.

scales
for measurlng two distinct anxlety ccncepts, state anxiety

also -

v




:,k:Ofk,thé

been tound usetul in the measurement of anxxety in Junlork

and sen101 high school StUdean‘ R
of 20

: The STAI A-Trait scale consiSts-

 wh1ch ask people to describe how they generally feel.
The A-State /scale also consists of 20 5tatéments  but.“
‘the instruCtions require subjects to indicate ‘how they

feel at a particular"moment in time.

-are avallable for large samples of COllage freshmen,

‘undergraduate college students, and high;sdhdol students. .-

'Rétestkreliabilitiéskéf”the’trait scale were Eigh ranging

from .73 to .86.  However, for the state scale for
which temporal stability‘vis not expected,
' qulte low (.16 to 54) . (1970)

‘,Kuder~Rlchardson reliabllltmes were “high for both scales

’w(;83_to 92)

théy were.

Anastasx repmrc\

'?‘The children's form of the STAI was ‘ﬁnavéilable, at the
Because

time that this pres sent research was undertaken ,
valldity and 'rellablllty obtalned in Junlor' hlgh
school samples, the
 In a pilot interview with a group of 11 year old ‘children,
it was found that that age group were able to . understand

' tne concepts in the STAI

Maternal ACceptamce”

A semantic differential for Real Child and Ideal Ciild

of diéhotomous
A high score
titude ‘toward the

was completed.
adjectives, on a

These~CQnsisted‘o£ lists

seven point  scales

represented a relatmvely negative

child, whilst a low score represented a relatlvely positive =

“attitude.
’was taken to represent the degree of maternal acceptance,
‘whilst the total
represent the mother's

The dlscrepancy between real and ideal items

score on the real fOrm was
rating of her Chlld
to positive or negative qualities. '

taken to

,originally; designed by
in which the

The seméntick differential was

Osgood (1957). He reports numerous ways

O I e

statemenCSg 

thét;;x'

adult form of the test was used el

“according

n

Normative data‘fkff’




. ?P’LI V.ol ey -
58
‘semantic ‘différential can 7be:,aoalysed o In thls study,7‘
the quantitative approach is applled with points ,on
the soale carrylng ‘their own numerical welght o Thati

is on a scale between good and bad a value of two will ,
be indlcatpve of a score clooer to good than bad, ~whilst'
a score of four will reflect a score closer to bad. than
good. - . The item by item analyses of real and ideal
ratings provid@s ‘the researcher with a quancltatlve
measure of the cogniscance between the way in which a
moLher eypelienc s her c¢hild and the way she would llke
to ,experlenﬂe her Ghlld ‘ ideal) ; - Furthermore, the
‘positiVe affirmatlon that“the, child receives from his
mother is thought to rnlate, to. the extent to Wthh she"
~accepts him,

~ The Mother's Interview

The interview explored, with open ended and structured
questions, the mother s percaption of her child in school,
with peers and his general ablllty to adapt to the:
’environment' (See Appendix for format). e
In the oresont study, responses of partioular relevance:f
: were to the questlons of ' ' =
a)  how do you see your child as d01ng at school |
b) how does your child get on with his peer group;
c)  is ,there anything you would like to changé
- about your Chlld ‘ o
(a) and (b) were rated on a three—pownL ;5ca1e‘§y poor;‘

average, good.  (c) was rated on a dichotomous scale
 yes or no. | | | L | |

- Y £ SR

ol N
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CHAPTER EIGHT

DATA ANALYSIS AND RESULTS

,Statiétical,PrOCedure‘

1

2)

3)

, Means, standard  deviations  and rangés', of'

rélevant; variables wsre ~Calculateﬁ ~ These
are summarised in Table 1 below. T e
The  Pedrsons  Product  Moment  Correlation

Coefficient was used to obtain the degree

of re]atedness, ~ or correspondence,, between
the relevant variables. It is lmportant

'to"note"that a correlation only describes
 the relationship between variables and not
causality or direction.  These results are

summarised in Table 2 below. o e e
The inter-rater reliability coefficient for
the two ratings for the progected self concept
was  caleulated by ‘means of pearsons
correlation cocfflcient A comp051te progected

~self concept score was ~calculated by addmng

the two ratings and obtaining a mean score.
This was then correlated with orher vari ables

to establlsh the  extent of correspondenoe

between this  medsure and  other varlables.k
These correlations are summarised in Table 2

‘below.

A,principal component analysis of‘the projécted
self concept and the self~rated‘ gelf concept
scores, was caleulated. - As this analysis
revealed two independent factors, a composite
self concept score was obtained by"adding' 
these two scores and calculating the mean.
The data was then analysed by means of a

stepwise Multiple Regression Analysis, with

the composite self concept score as dependent

variable and other related variables,  This
. APy e
WA ;
- S - s
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o ana]ysis demonstrated the cumulative improvement B
,in the predictive walue "off~the veriables
as they were added to the regression equation.

It s impoftant to know that the sample size isf noto

kconducxve to accuracy in a multiple 'regre55101 aﬁalysis

Ideally, ‘the sample size should have been substantially
"‘,Largev to use this form of: analyois with tested validity’

This is a serious limitation in terms of the interpretation
that might be mzde of the results.  The justif:cation

‘for this procedure however, rests on it's ability to

give some idez of the tendeucy that thmse results imply.

‘Reéultsf'

‘Thex Means, Standard Deviations, and Ranges calcueatede"

Y {

for the variables. These are summazised in Table i

TABLE 1  MEANS, STANDARD DEVIATIQNS; RANGES" :

VARIABLE MEAN]STD DEV | RANGE | MINIMUM MAXIMUM

l l
STATE | 37.1] | 32 | 25 | 57
- TRAIT | ] 38.5] 753 | 28 | 24 | 53
SELF CONCEPT | 61.1] 10.8 | 49 | 29 | 78
REAL | 50.7) 11,5 ) 51 | 24 | 75
IDEAL | 40,70 7 1 34 | 22 | 58
MATERNAL G | | S
ACCEPTANCE | 18,91 8.6 | 33 | 6 | 39
'VOCABULARY (GATES) | 14.6] 4.9 | 23 | 5 | 28
* ARITHMETIC (WRAT) | 34.11 3 | 13 | 27 | 40
| 7.6 | 27 | 12 | 39

27.2]

A Pearsons Product Moment Correlation was then‘calculated
to obtain the correspondence Dbetween the different

variables aad these results are summarised in Table
2. (8ee Page 61 ). ' L T

1
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A 51gniflcance level of' 0.05 'eﬁvfbetter‘ewes.]aSsumed to
reflect a statistically significant relationship between

the different variables

‘The %eliébility ;obtaiﬁedi betWEen

interrater kCOefficient
the two ratings of projected self coﬁcept was (r‘? .81,
P -.001). With a corxelaelon of more than .7, thesee

.varlables are considered tdtshere enough common variancek

to  be viewed as ~the same varlable

Coﬁsequently theye‘

were added to one another and theiyr mean  score obtainedg°

Thls h

~concept,

to
as discussed below.

~score was used represene‘; progected

'f!, o

Self Coneept Measures

An examination of the correlation ’matrix"indieateé that

there is a weak relaticnshlp between the

of seif‘ccneeptb That is the ?lers—Harris Self Concept

eelf.

two measuresf

Projected

total does not ‘relate sxgnlflcan*ly to  the
'Selﬁ Céncept;(r = .01, 0 = .05}).  This. Yesult suggestse -
thati'the’ktWQ‘ measures are in fact tappmng different,“'
,faspeCCS  of the «child's self eOﬂceptuallsatlon e Emt
~the pfineipal‘ CQmponentrianalySLS of the PrOJECted Se1£ L

- Concep: Score,
two independent factors were obtained.
;factor, the projected self concept produced an eigenvector
~of ,»7035~ whilst  the had  the
elgenvector of .70. Because these two measures
contrtbuted amOunﬁs “to  the two factors,
decided to 'cemposite self
: ‘Dy simmly adding two scores and calculatlng a mean.

Pmers~Harrlsf

equal

calculate a concept

oﬁ, the Piers-Harris
e;the’ State anXiety
‘level of significance (r - -.60).
that the higher the echild rates khimself,
likely to be.

anXiety in response to situations‘
k to his

-The;‘strongest correlates

anxiety measures. ‘correlates at a

These results quggest
the lower his
experience of anxiety is
to his
Anxiety), it
proneness (Trait Anxilety).

(State
anxiety

relates

also relates more stongly

.

and the Plers~Harrls ‘Self Concept score.‘p~‘
‘In the flrst’;‘k

1dent1cal~e

bothej

it was
?score 

total; are
<01

Althoughk:hisk

et it s
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The other'.siehificant‘ycdrrelate4ﬂOf;yth Plers—Harris
total is the mother's rating of her real child (r
'}.347'p = .05). The higher the mother rated her Chlld
, the more llkely the child was to rate hlmaElf highly
It is interescing to note that ,he~ chlld‘ , academic
competence measurss ;didk not relate to his Piers—harrls
‘tdtal, ~ That is,‘neither the ehild's verbal competence,'
, nor arithmetic competence"‘ related | aignlﬁicantly to
~ the way in 'wh'ic’hii the child rated himself. | Gol e

: In COntrest  the ‘only siguiflcant relationship to arlse  _ef
- with the prOJected self conGEpt is that with ‘the Gates
,vocabulary test (r = .35, p = .05}. The child's prOJected

selfhyaoncept carresponds withefthef-extent of “his verbal
. competence. ““It:iS'pcssible‘thatfthe verbally competent
"echild does better omn prc;ecCLVe tests and this- might ,

be as £  result of the ‘nature of the progective tests,
,and the sccring used ~ In the study, tﬁlv ‘p0551bllty«w

,was controlled for by loadlng the progecrive test battery
in favour”of non»verbal measures (drawxngs) o Further
"kseoarate scores were obtaxneu for each of the two drawzngs,
thxlst a slngle ~averaged score was talculated for the

 TAT stories. - It seems 1ike1y fherefore,'that“the;flndlng
that the child's unconscxous attitude"towafd himSelf
relates to his ewperlence of . Lompetence in coping w1th
his world neciflcally on a verbal level, was not blased
by the method of assessmeat. It is 1nte1estxng to
“note  that :fhek”absenee of correspondence between - the

o Chiid;sf verbal competence and the Plers~Harrls‘ CQCal
which 1is essentlally a verbal or non—verbal does not
lnfluence the results in the present study in a fundamental
way. . All other correlations with the prOJECCed. self

'concept were weak and not signmficant.

'Maternal,Acceptance and{Metexnal~Ratings

A e‘significant relationship emerges between ,'matefhal“7
aeceptaneek‘and the mother's rating of the quality of

" her child's peer relationships (r = ;61;;'p = .001).
How mothers see their child's  peer relatlonships

corresponds with the kdegfee to which they ‘aecept ‘their




'childfen‘ o1e is posalble that the mother S perceptlon
of the preadolescent’ competence with his peer -group,‘
affects the way in Wthh‘ she evaluates hlm, i Maternal

acceptance does mnot relate SLgnlflrantly to any of ‘the
.child's academic competence measures “(rt ranging from

-.04 to =.29).  These results imply ;that ’maternal~i
acceptance of a preadole9cent relates more strongly
to her perception of her child's peer feletionshipsg~

and social competence, than to his verbal or arithmetlc .

‘competence

The mother's rating of her child, in  terms‘ of positive

and mnegative qualities relates to her perceptlon of
ahie"competence, with»,hisf‘peers»\(f‘,x 42, P = .01) ~and
his verbal competence (r = =.41; p =,:Oi)* ‘ The'mother

of the preadolescent describes " her child in terms; of
“her = perception of khis cdmpetence‘ with his peers, and t'
rln terms of his verbal ablllty ‘_Motﬁers of preadciesceﬁts;“”'
appear “to place ~stress on the SOClal communlcatlve

‘competence of their cnildren at tth stage of development.
The ‘weak relat;onshlp between  the mother s ratlng and

the child’s arithmetic competence (r = =.12; p :  . .05)
suggests that verbal  competence is = more _inﬁluentlalf
in the 'mother’s ;reting_ than the child's more general
' ~academic competence. It is maiso possible that the

verbally competent child will do better on tests, althoughr
thls was not found to be a central issue ebove.

Verba?mCompetence,Meesures

‘Thef’Gates vocabul.  test relates significantly to Trait
Anxiety (r = =-.36; p = .05). The child's verbal
competence corresponds to his experience of basic anxiety.

Furthermore, in so far as trait anxiety is the measure
of anxiety proneness in the individual, the results
imply that there is a Lelationshlp between aux1ety prone—

ness ‘and verbal competence in preadolescents o The
more susceptlble Lhe child is to anxlety, ‘the less llkely
he is to be competent velbally or visa versa. - The
% A negetive correlation is due to reverse scoring

|
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”mother's°raeing,of her real child relateg to the Chlld s
everbalfoompetence, as does her ratiqg of the ideal Chlldn
(r = .48; p = .01). kThese results are expected as
the ra&{ngé kare,~related ‘to one  another; However, ,theyf
suggest that the criteria that ‘mother's use in rating' :
their preadolescent children corresponds witb the child‘ g

verbal competence. Verbal fluency 1is an lmportant
‘ability particularly in & society that places ogreet
stress on communication. oy - o

The  chi1dvs' reading ablllty relates to  his level of
trait anxiety (r = 4.35 p =+05). The anxiety proneness
of the preadolescent corresponds to his reading abllity .
'V'As‘,expected reading ability related to other measures
of - academic competence wich vocabulary (r = .36; p =
.05) . o [
:-The mother s rating of ethe"ohild*s general ~aoadEmio' ,
abillty also releﬁes ‘stfongly, to"his‘vreadingk ability

‘(rbs - 55; p = .001).  This result suggests that mother?s_ ‘
“ra‘. ctheir chiloren s ability at school in accord with -
the child‘s readlng competence. Their "ratiﬁgso'might‘r

falso be influenced by the feedback they get from echools,eo
in the chlld's report.,,k it is interesting to note that
Ehe‘fmaternal ,ratings in . this study relatedﬁ,to‘ readlng 
- ability and not to the test of arithmetic competence,
k'f thereby suggesting that redding is of particular meortance,
. to the mother

kTheie' is a 'signyflcant relationship' between the‘esex'
of the child and his reading ability (r = .32; p = 001).

Girls tend to be better readers than boys.  These findings
| substantiate much - other' research which found similar
- differences. There were no other esxgnxficant sex

differences between other variables

fArithmetic Competence Measure

No significant correlations were obtained between the
child's.arithmetic COmpetehce and other variables, besides
that with reading, ‘which,'was discussed above. Thefek4
were no sex differences in arithmetic competence. -

e,
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