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ABSTRACT

The preseat ~tudy is a three year longitudinal research project
which investiguuss the effect of social-smotional functioning in
preschool children en choeir later academic performance at primary
school. The aim of thiz study «5 to aisess whether preschool
social-emotional functioning was a predicrive fuctor £ leter
academic underachiessment.,

The variables of social-emotional functioning measured in this
study were achievement motivation, the child's sense of campetence,
and a two-factor model of social-emotiomal functioning, namely
Interest-Participation versus Apathy-Withdrawal, and Cooperation-
Cempliance versus Anger-Defiance. These variables were assessed in
the final year of nursery schocl. The achievement criteria meusured
in Grade I were Reading, Arithmetic, Vocsbulary and Position in
Class, while in Grade II Reading and Arithmetic were, All of the

atove variables were by formal psy ic tests or teacher
rating scales. Finally, when the subjects were in nursery school,
their intelligence was by the D M test,

and only those subjects who were within the nommal range of
intelligence were retained in the study.

Three psychuis.cric measures were used in nursery school to
assess scoial-emotional functioning, Animal Crackers measures
achievament motivation in the achool situation, and supplies
information on five factors of achievement motivation, namely School
Enjoyment, Self Confidence, Purposiveness, Instrumental Activity and
Self Evaluation. The Drayer and Haupt Competence Scale is a teacher
behavioural rating scale, and gives a measure of thc child's
competence, independence, and ability to cope in the preschool
environment. The Kohn Scales are also teacher rating scales, and
supply information on two bipolar factors of social-emotional

functioning in a preschool setting. Factor I is Interest—
Participution versus Apathy-Withdrawal while Factor 1II is
Cooperaticn-Conpliance versus Anger-Defiance. In Factor I,

Interest-Participation indicates the extent to which a child displays
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interest, assertiveness and curiosity, and involves himself in
classroom activities, In contrast, Apathy-Withdrawal indicates a
withdrawal €rou the classroom envirorment, and a lack of interest and
curiosity. In factor II, Cooperation-Compliance indicates the
willingness of the child to conform to mmles, regulations and
routines of the classrcaw, while Anger-Defiance indicates
rhelliocusness, disruptiveness and defianca:, and the ereation of
disturbances which upset classroom rautine.

In Graje 1, the tests used to measure academic and cognitive
functioning were the Soutlgate Reading test, the Young Mathematics
test, the Brimer and Dumn Vocabulary test, and a teacher ratirmg
assesswent of the child's Position in Class. In Grade II, the
chmki‘s ability an Reading and Mathematics were assessed by teacher
rating scales.

The correlation, or degree of relationship, between the
variable of somal-emoticnal functioning and th2 achievement criteria
was calculated by uslng & Pearson Product Moment Correlation
Coefficient. The relative contribution of the set of social~
emotional wariables on two achievement criteria, the Southgate
Readirry test and the Yoong Mathematics test was determined by a
linear multiple stepwise regression,

The results of the data analysed by the Pearson Correlations
indicate a relationship between variocus factors of preschool social-
emoticnal functiuning and the achievement criteria measured in Grades
1 and 1I, with the most coxrelations found between the Kohn Scales
ard achievenent or shievement. ‘The rel ip between the
two different sets of vuriables also differed according to the sex of
the child. In the regression equations, the Kohn factors were found
to account. for by far the largest proportion of explained varisnce in
the achievement criteria.

The implications of these results were explored, and the
importance of the early detection and remediation of sccial-emotional
difficulties in youny children was stressed.
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CHAPTER QNE

1. INTRODUCTION

1.1. Social-Emotional Functioaing and Academic Achievement ard

Underachievemont

This introduction includes a brief history of the
relati ip Wetween and various schools of psychology.
Far , the rel: between social-emotional functioning,
cognitive functioning and academic achievement will be examined in
some Jdetail. Finally, an approach to early childhood education,
which attempts to foster the development and integration of
affective and cognitive functioning will be presented, amd its
similurities to the aims of this present study will Dbe
demonstrated.

Theories about the relatiship betwzen emotional and social
functioning, and academic achievevent or underachievement, differ
considerably within the various s wols of psychology, and theiy
attitudes towards the relationship between education and

psychology, or psychoanalysis. In » controversial article,
Bettelheim (1972} appears peegimistic about any viable relationsnip
between lysis and educati He feels that up to the

pay
present the relationship between the two has bees “neurotic"
(p424), like a marriage where the two partners are aware of each
other's needs, but do not unlerstand each othar and canmot work
together, However, he ardmits that education and psychoanalysis are
similar ir their aims, which are, in his opinion, to enwale Man to
reach his highest potential, and, in doing so, to create a truly
hunan society.  However, although their ultimate eims may be
similar, thesr methods are entirely different. While education
attempts to perpetuate the existing order of the outside world,
psychoanalysis attempts to revolutionise the existing organisation
of the inner world.
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1In contrast, many other psychoanalysts and psychologists have
believed that they could make important contributions to education.
By 1920, Adler had established child-guidance clinics for mal-
adjusted and socially-disturbed children in Burope and the U.S.A.
(Kirk and Loxd, 1974). In these clinics he made use of
psychiatrists, psychologists and social workers, a practice still
erployed t~-ay, However, of far more relevance to this chapter was
his attempt to translate aspects of Indjvidual Psychology into
practical guidelines for educating children., He spent a great deal
of time lecturing o teachers in an attempt to instruct them in the
principles of human relationships and - eraction. He saw
the school as the prolonged arm of the ... .y, and considered that
a close partnership between home and school was essential (Adler,
1930; Handley, 1973}.

Adler also argued that the teacher should be able to notice
children with  fficuities, and act as a counsellor to both child
and parents. Iwo further issves raised by Adler still have
considerable relevance today. Firstly, he saw the classroom, not
simply @8 a place of instruction, but as possnseing an educational
purpose beyond this., This purpose was (o teach the child to live
with hig fellow man and to develop soxic'. interest. Secondly, he
enphasized that teachers should regan = class of pupils, not
merely as a corporate body, but as a uilection of individuals.
Bach child should be seen as unige- sl his own particular
problems should be recognized and undes:: - ky the teacher (Adler,
1930; Handley, 1973).

However, many other psyclwlogist:. in <he 1920's had different
theories about the methods and goals of w~ducation, The euphasis
was primarily on cuguition, and it wag assunad that the I.Q. score
wag the only, or st least the major, predictor of school achieve-
ment {Behrens and Vernon, 1978). However, it was also considered
by sawe that other factors, such as family background, perscoality
characteristics and attitudes and interests could contribute to
academic success or failure.
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As Cole (1974} has pointed out, the amphasis on I.Q. as the
major predictor of achieve went has not met with total succeas. In
the years that peychologists and educatirs attempted to predict
academic achievement using the I.0., or other intellective
variables, the results of the numercus stidies can be summarized by
stating that the avera'qu relationship betwsen I.Q, scores, or other
measures of intellectual functioning, and academic achievement,
range btween 0,50 and 0,79. Therefore, one-quarter to one-half of
the variability in acodemic achievement remaired unexplained,
Thus, research aimed at discovering an explanation for the variance
in achievement Mas had to chift towards the measurement of the role
of non-intellective variables, such as personality (Cole, 1974).
Wechsler hypothesized that “... intellectual achievement is
dependent to varying degrees upon a variety of determinants which
are wora of the nature of connative or personality traits rather
than of cognitive abilities" (wWechsler, 1971, pS51). It has been
swygested by Eysenck and Cockson (1969) tnat a lack of suitable
personality tests also contributel to the channelling of nost
research efforts into the cognitive field for such a long periocd of
timng, However, they note that in recent years there has been a
swing towards the i
(pl02) in relation to scholastic achievement.

ion of " L variables”

As a consequence of this incressing sensitivity to
psychological factors, Bruck and Bodwin {1962) note that educators
and psychologists have bhegun te share the assumption that
relationships exist boetween varicus facets of persohality and
specific ici abilities. This has resulted in oacademic

underachievement becoming the wost comon reason for referral to
school peychologists.  Unfortunately, this has also led, in some
cages, to the underachiever being equated with ‘“emctionally
disturbed", which "... has tended to obscure the growing evidence
that the underachievement is reully the outcome of several
interacting cavsal factors that exist, both within and outside of
the child” (Bruck and Bodwin 1962, piSl). This point will be
examined in more detail below.
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However, in spite of this increasing awareness of the
importance of psychological factors in education, Wohn {1977)
declares himself unhappy with the lack of empirical evidence into
these areas of the child, and the relation dp between these
factors and his performance at school., Despite the assumption of
many clinicians that i t is often closely related to a
child's social and emotional development, and to tne mature of the
resolution of his conflicts, Kohn still feels that researchers have
neglected this area at the expense of cognitive areas. There has
been a great deal of research into the poor academic performance of
lower c¢lass and minority group children, which showed that these
¢hildren had deficits in cognitive functioning which preceded their
entry into elementary school, This research precipitated the "war
on poverty" (p201), and the wnplementation of intervention programs
such as Haia Start, to reme’diate early coygnitive deficits, With
this repeated emshasis on preschool oognitive deficits as a major
cause of utderachievenent in elementery school, Kohn believes that
educators and psychologists still wend o ignore other factors,
such as amoticeal functioning, e cuotes Bateman {1966), who
pointed out that in spite of the mmportanve of emotional variables
to education, there lhiave been fow major attempts to use emotional
functioning as a predictive factor of later academic functioning,

80 that no clear-cut conclusions can be drawn about the cause and
effect of enwtional Ffuncticning and acadamic achievement,  Since
Bateman's article, little has been published to contradict her
view,

This issue of cause and cffect has also been discussed by
Chazan (1969) and Ructer (1974), and may be suwmarized in three
guestions.

1) How mlescly are emwotional functioning and acadend.c achievement
related?

2) To what extent are ewotional problems the cause, and to what
extent. are thay the effect uf academic underachievement?

7 T
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3) Are there specific forms of ewotional problems particularly
associated with i i and, co! .
specific forms of healthy emotional functioning associated with
academic achievenent?

The importance of clarifying the issue of cause and effect is
illustrated in studies by Kohn and Roswan (1972b, 1973), Kohn
{1977), and Westman, Rice and Berman (1957). Westman et al found
that children with adjustment problems in nursery school tend to
have adjustment problems later in both priwary and high schools,
and that these problems tend to be of the same order. Kohn and
Rosman also found that early preschool emotional difficulties often
persisted in later life, and that & child who was disturbed on one
syndrome early in life was likely to exhibit the same pattern some
yvears later. Furthemmore, they dizcoversd that certain preschool
apotional difficulties interfered markedly with a child's work, and
often led to underachievement. This is discussed in dQetail in a
later chapter.

Thus, if a child's academic functioning is deleteriously
affected by an emotional problem existing prior to the onset of
formal education, it is vital to identify and help the "at risk"
child, since the studies suggest that the emotional problem could
persist for same time, and may hamper the ¢hild's academic
performance throughout his school career For this reason, in the
present study, it was considered essentvial to assess aspects of the
enotional functioning of the children at nursery school prior to
school entry, and then to follow their academic progress in Grade I
and Grade IT. Although this aoild not entitle the author to claim
a causal relationship between the two factors, it would enable him
to ascertain whether there was any statistical relationship between
preschool emotional functioning and later academic performance in
primary school, Furthermore, it would hulp to establish whether
certain emotional difficulties are more closely associated with
academic uderachievement than others.
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An article by Wall (1973) illustrates some of the complex~
ities in the issue of cause and effect of these two variables. Le
feels that it may be too simplistic to ask merely whether under— q
achievement at school causes emotional difficulties, or vice versa. )
Failure to achieve often means different things to diffevent
chiidren, and reactions to it depend largely on the expectations of
the school, the parents and the child, In schools that stress
particular forms of intellectual success and inter-individual

campetition, underachievement may be very destructive for the child
whose development is otherwise healthy. 'The child’s ability to
i learn and aciieve may vary with envirommental factors, and
b different types of learning become possible with Gifferent stages
of develogment, However, at most schools, nowms prescribe that at
a certain age certain types of learning should be accomplished by
N the averagas pupil. FPurther, parencts often have expectations, and
- if the child f£ails to meet these expectations this can be a source
of anxiety or frustration to the parents, and hence to the child.
Thus, any marked difference between what the child is able to
o achieve, ard the expectations of the parents and teachers, may be
considered “deviant”, and the type and severity of a child's
preblem may well be strongly influenced by the school, his teachers
[ i and his parents.

wWall alsc points out that in agddition to the school or
teacher, the ¢hild's ability is also 2ffected by the “map" (pl5) of
his experiences, constructed fram his earliest years. This map is
i steadily modified as development proceeds, and is affected by
f genetic and envi 1 factors, i 1 relationships, and
| all of the affective and cognitive experiences he has had in
relation to people and things. This point is partioularly well
made by Shapiro and Biber (1973), and their “developmental~
i ional" to ed will be discussed in detajl
below.

one of the iritial problems awntered when discussing a
child's emotional functioning in relation to acadewic achievement
or underachievement is the plethora of labels in the literature
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used to describe a child whose behaviour is problematic and who is
urderachieving. This list of labels is impressive. Among them we
find terms such as “problem child" (Wall, 1973), “maladjustment"
(Chazan, 1969), "emotional disorder” (Rutter, 1974), "neurcticism®
{Banreti-fuchs, 1978; Entwistle and Cunningham, 1968) and
"instability” (Bysenck and Cockson, 1969; Wade, 19816).. Kirk and
lord (1974} note that Jjust as the professional terminology
referring to these chuldren is varied, so too is the cause of the
behaviour, and the behaviours themselves rarge from minor incidents
to manifesvations of serious, persistent problems. Many of the
definitions appear to be quasi~psychiatrie, and there is a general
lack of consensus regarding the target pcpulation. While surveying
variocus State departments of special euucation in America regarding
their respective terminology of pupils referred for emotiomal or
acadenic problems, Miller and Epstein (1979) found that 24 terms
were in use, the two nost common being “emoticnally disturbed" and
“emotionally handicapped”.

In contrast, we have the personal view of Knoblock (1973),
among others, who feels that a child labelled ‘“emotionally
disturbed" should not be seen merely from the perspective of a
Qeficiency model, but should also be valued for any positive
attributes he* may possess, and that the growth potential residing
in any ehild ought to be recognized, Thus, in the present study,
it was decided to adopt a more neutral and less judgevental label,
and to use the term "social-emotional functioning®, and relate this
to the child's academic performance, This term has been used by
Kohn {1977}, Kohn and Roswan {1972a, 1972b, 1273, 1974) and Zaal
{1979), and incorporates a large, global part of the child, such as
interpersonal  functioning and  development, self  concept,
competence, curiosity, interest in and mastery of environment, and
attitude to school, home and peers, A further advantage of the

* The pronoun "he" was used in the present study as a matter of
convenience to refer to the child, and stands for both he and
she.
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term is that it enables the researcher to examine the full spectrum
of a child's functioning, from disturbed to health, and to test the
relationship between both poles of this spectrum, and achievement
or underachievement.

In concluding this discussion on social-smotional functioning
and academic underachievement, there are several points in the
research findings that require same elaboration. fThere are often
large 4&i i in the i ti ing the relationship
between these two variables, 'These discrepancias have been noted
Ty such writers as Banreti-Fuchs (1978), Behrens and Vernon (1978),
Eysenck and Cockson {1989}, Peterson {1980) ard Rushton (1966) and

they offer several explanations for these find - Firstly, as
already noted, there is considerable incons "1 the terms
used to define emotional problems, as well as disparity in

the definitions of academic underachievement. Sww.adly, there are
large differences in the ages of the children being studied. This
is significant, for, as will be shown in the chaptars below, the
implications of academic underachievement may vary with age, as may
the type of problen associated with underachievement. Banveti-
Puchs (1978} claims that a nurber of researchers have fourd
differences in varicus personality variables associated with
urderachievenent whea corparing two or more different age groups.
A third criticism made by the above writers is that there is often
no differentiation between the sexes. Many studies have revealed
that males and females 3iffer markedly when various psychological
factors are correlated with academic achievement. Wall (1973)
quotes several studies showing that boys and girls differ from each
other, both quanti ely and qualitatively, in ewotional
adjustment and criteris of achievement, and in the relationship
between the two. Finally, in many studies, intelligence, or I.g.
scores, are not tested or taken into account. Thus, children who

may have very different I.Q. scores, are treated indiscriminately,
with the possible result that a child who is labelled as an
underachiever may in fact not have the potential to achieve well in
the academic field, simply because of a lack of cognitive or
intellectual ability.
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1.2 The Developmental-interactional Approach to Education

Having discussed aspects of the relationship between soccial-
emotional functioning and academic performance, it would be useful
to present a framework of early childhood education in which
social-emotional functioning, and ing~ 1} the entire affective
damain of the child, is seen ag a crucial, integral part of
intellectual, cognitive and hence, academic functioning. Paycho-
dynamic and developmental psychology form much of the basis for
this framework, and useful backgirourd: information is provided by
Biber and Frarklin {1967).

Biber and Franklin suggest that there is increasing evidence

that the quality of environmental stimulation in the child's
' earliest years has a major influence on his later intellectual
» functioning. This 1s consistent with the standpoint of
psychodynamic  psyehology, which has  always enshasised the
importance of early childhoud experience. Furthermore, they
maintain that the guality of any child's early learning experiences
potently influence to what degree he acquires a courageous approach
to the urknown, a desire to imutiate and discover, and a feeling of
conpetence and power through mastery, which in turn will give rise
to new desires for further lorations and Thus,
psychodynamic  psychology,  especially  the  understanding of
motivation and autonomous ego processes, has major implications for
early childhocd education. Biber and Pranklin believe that many
educators are extremely ptive to in psych gy, and
that education .d teaching methods bave been influenced by both
psychodynamic and develogmental psychology. They see much common
ground Petween these two areas of psychology. In particular,
development is seen by both as being characterized by qualitative
shifts in modes of experiencing the envirunment. These stages are
seen to occur in an invariant sequence, the earlier stages being

necessary precursors for the later. Also, both areas of psychology
are becoming increasingly aware of the vital interaction between .
cognitive and emotional functioning in the child. In general,
their theories make it possible to understand more clearly the
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interaction between the child and his eaviromment, in terms of
drives, feelings of wmastery, pleasure and Ffulfillment, and
conflicts that need to be resolved.

This large body of theoretical corcepts has served as a
franework for several to and el y schaol
education. However, Shapiro and Biber (1973) oee a lack ©of
consensus about what consuitutes a sound educational program, which
stems mainly from some flerce controversies in development
paycholegy., In particular, they see one major dichotomy in the
educational programs, The One approach stresses the imporfance of
cognitive and intellectual development, while ewotional growth is
virtually ignored. The other group of programs concentrate on
affective and emotional development, usually neglecting cognitive
functioning., However, an attempt has been made to overcome this

dichotany.

The Bank Street College of Education, with whou Shapiro and
Biber are associated, has been evolv.ng its own program, the
d i ional h, for the past fifty years, and
its central concepts have remained consistent. Its main sources
are the dynamic psychology of Frewd and his followers, such as
Hartmann and Erikson, and developmental psychologists such as
Piaget and Werner, who are concerned meinly with cognitive
developmerit, They have also drawn on the experience of educational
pioneers such as Susan Isadcs and Harxiet Johnson.

In the developmental-interacticnal approach, the school is
seen as responsible for nurturing the child's  psychological
development in a broad sense, encompassing affective, social, and
cognitive functioning. The "developmental’ aspect refers to an
identifisble pattern of growth, and modes of perce~tion and
vesponse, which becowe increasingly integrated and differential as
the child grows up. ‘“Interactional" refers firstly to the child's
interaction with his enviromment, which includes adults, peers and
the physical world, and secondly to the interaction between
cognitive and affective spheres of development.
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“It is a basic tenet of the developnental-interactional
approach that the growth of cognitive functions -
acquiring and ords_rmg information, judging, rsasom.ng,
problem sclving, using systems of symbols - cannot be
seperated from the growth ox personal and interpersonal
processes ~ the development of self-esteem and a sense
of identity, internalization of impulse control,
i xel to other

people”.
{shapiro and Biber, 1973, p6B9.)

Thus, an indespensible condition of this approach is the
i of these d 1 and the scheol
should prowote the integration, rather than the compartmental~
ization, of these functions.

Another vital responsibility of the scheol is to foster the
growth of ego-strength, and the individual's ability to deal with
his enviromnment at a level appropriate to his stage of development.,
An important concept of ego-strength is the child's sense of his
own competence, which he must be able to use in his interaction
with his environment and with other people, Allied to this is the
crucial task of the yourny child constructing a sense of self. One
of the most agreed upon concepts in psychology today is that a
child's sense of himself as independent and unique is constructed
from experiences with other people and cbiects, The quality and
shape of the "self" reflects images of inportant people in the
child's life, and also determines the quality of his future
encounters with other people and his environment.

Together with the forteriny of eyo~strength, the school is
also seen as responsible for the development of autonoey in the
child. The development of is again ied by the
child's sense of himself as unique, with his <wn thoughts and
feelings, and the ability to weke choices, initiate and experiment.
Since development is a function of the interaction between the
child and his enviromment, it is proposed that the iutonomous ego
processes of the child acguire increasing wotivation to engage
actively with the enviromment and fulfill his curiosity about it.
An Jportant point is that the avtoncmous ego processes are
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propelled by motivations independent of instinctual drives, and are
a resultant of the quality of support and restraint vhich govern
the child's first encounters, 1There is a strong similarity here
with White's (1959) “effectance motivation“, wnich is discussed in
detail in a later chapter. The autonomous ego processes will
stimulate exploration, curiosity and creativity, which is one of
‘the stated goals of the devel ital-is ional

Within the develogmental-interactional approach, the teacher
recognizes that conflict is an inevitable part of growth. The
¢hild does nol operate at one fixed developrental level, but
instead his growth is characterized by moments of equilibrium and
disequilibrium., Earlier, more primitive modes of organizatlon are
not simply eradicaced, and hz ch "3 may sametimes need to regress.
Through work and play, and tasks appropriate to the child's level
of development, the program provid :s grpartunities for the child to
shift as well as &
the assimilation of different experiences, the achievement nf new
integration, and the resolution of conflicts in both the ewotional
and cognitive spheres.

+ and creates opportunities for

From the above description of the developmental-interactional
approach, one can see that the teacher is the most vital figure in
the program, and her personal qualities are extremely important.
It is she who creates the climate of the classroom, and the
psychological and physical enviromment of the cnild's life. She
should be able to relate to each child as an individual, and should
not be surprisel or disconcerted at the developing child's
conflicts, guilts or anxieties. Another important role is that of
a liaison with parents and with other professionals, such as the
school psychologist, Thus, she must have the capacity to relate to
many different kinls of children, ani the knowledge to identify
thedr needs and strengths. "

Tne goals of this approach, as described by Shapiro and
Biber, are briefly listed below:-

s Werap, e
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1) To sirengthen the conmitment to and pleasure in work, to help
sustain curiosity about the envircoment, and to nurture the
intrinsic motivation tO pursue selected gozls,

2) To broaden and deepen sensitivity to experience and
environmental stimuli.

3) 'To pramcte cognitive poser and intellectual mastery.

4) To support the integration of the affective and cognitive
demains.

5} To nurture self , sulfs ng, and of

feelings, wishes, fears ami motives, whilc maintaining a sense
of being able to anfluence events,

6) To encourage differential interaction wath people. This
includes the capability of trust, and of withholding trust vhen
appropriate, and the comunication of ideas and feelings.

7) To pramote the capacity to participate in a social order in the
clagsrood.  This includes promoting the understanding that
trust and ibility are i 1, the partici i in
the search for solutions to problems, and the ability to accept
a rational system of controls and sanctions.

fhis chapter has stressed the interaction between the
affective and cognitive areas of the child, and the developmental-
interactional approach was deseribed in detail as a theoretical
framework evphasizing this concept, The author sees this
interaction between the two areas as crucial, and in the present
study, an attempt was made to objectively measure certain aspects
of affective, or social-emotionsl, functioning, and to assess their
relationship to cognitive ani acadumic functioning., The affective
areas meastred were feelings of solf~worth aml competence,
achievenent. wotivation, and a two factor wodel of social-emotional
functioning., These variables will be discussed in detail in the
following chapters,

T
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CHAPTER TWO

Self-Concept and Academic Achievement and Underachievement

The self-conce, & has consistently been viewed by theorists as
a central factor in huwan behaviour (Combs and Snygg, 1959;
Rogers, 1951}, Rogers (1947) defines self-concept as "the sum
total of all the characteristics the individual attributes to
himself, and the positive and negative values he attaches to these
characteristics” {pldG). The self-concept also refers to how the
individual perceives himgelf in texms of ability, value and worth.
(Calhoun and Morse, 1977). It is seen as arising Jfrom the
experience ot tne self as object, and enanates from a history of
interaction with others, and from the evaluation of how one has
coped with life. The frequency and nature of interactions with
others will nave a significant impact. Thus, as Ausubel and
Robinson (1969) note, the self-concept is obvicusly a very complex
entity, embracing mental, physical, emotional, moral and social
attributes,

In scme theories, the role of self-concept in initiating and
guiding bepaviour has been eguated with motivation {Combs and
Snygy, 1959; Rogers, 1951). According to Spears and Deese (1973},
the self-concept has often been thought of as a cognitive-
motivational system believed to explain and predict a variety of
behaviours, Conbs and Snygy state that the self-concept can be
seen as a "... convenient approximation of personality" which can
enable a researcher ".,.. to achieve an amazingly accurate
prediction of an individual's behaviour in & variety of settings*
(p128, 1959},

Trug, variations in behaviour in a wide range of performance
situations have been attributed to variations in individual
self-concepts, and academic acdhievement 15 one important area of
performance assuned to be related to self-concept (Purkey, 1970;
Smiley, 1967). However studies have failed to yield conclusive
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support for this assumption. Although marny researchers have found
a relationship between self-comcept and academic achievement (Bruck
and Bodwin, 1862; Cole, 1974: Behrens and Vernon, 1978;
Benveti-Fuchs, 19787 Rubin, 1978: Rubin, borle and Sandidge,
1977; williams and Cole, 1963) other studies failed to £ind any
significant relationship between these variables (Butcher, 1968;
Green, T.M. 1971: Spears and Deese, 1973; Williams, 1973).

Spears and Deese (1973) explain these contradictory results
as being due to an inadequate definition and analysis of
self-concept. They maintain that it nust be seen as a highly
complex construct cawprising diverse, and even contradictory,
subconstructs and including divergent ard perhaps inconsistent
benaviour. Wylie (1968) points out that often the self-concent is
stixlied as an oversimplified notion, while in fact it ought to be
treated as a very complex, abstract concept.

Another reason offered for the inconclusive results is the
tendency for researchers to assuce that academic achievement
constitutes a desirable, equally relevant and integral aspect of
every child's life (Jordon, 1981; Spears and Deese, 1973). This
leads to the assumption that a “good” self-concept will lead to
good academic achisvement. However, Jordan argues that “globai'
self-concept. mway be i of self. of school
performance {“academic self-concept”), and may be based on
dime..ions of experience other than school achievement. She
supports the milti~-dinensional model of self-concept offered hy
Shavelson, Hubner and Stanton (1976), which shows the multi-faceted
nature of the self-ccncept {har_ reflects the complexity of the
social environment., Jordan further suggests that the correlations
which are sanetimes found between global self-concept and accuemic
achievement may 3¢ due to a confounding of global and academic
self~concepts, and the resmlt of a failure to investigate
sinultanecusly the effects of each on a given behaviour,

Spears and Deese (1973) conclude that self-concept may hot
subsume motivation in  scheol, and that researchers should
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investigate the extent to which achlevement and conpetence in
school is sought or needed by the individual. School achievement
may only be expected when the child feels himself capable of {
success and when achir vement is important to maintaining a feeling

of competence. If a ¢hild does not have a need for competence in

academic tests, the belief that he is capable of adequately

performing these tests may not be sufficient to induce a good

academic performance. Jordan (1981) feels that a need for academic

achis it may be as a situati ific facet of

motivation, consistent with White's model (White, 1959).

’ Adding to the difficulties of researchers is a persistent
aonfusing of the terms 'self-concept" and ‘"self-esteem", the
problem of their definition, and the lack of and shortcomings in

. the anstruments availsble to measure self-concept, especially in
young children.

seif found in the literature. Of all the torms employed to
degeribe or identify some facet of the self, "self-concept" and
Yself-esteen” remain the most popular (Calhoun and Morse, 1977).
Others include "self~actualization", "self-importance",
“self-identity", “"self-evaluation” and “self-confidence". Many
researchers have concluded that it is almost impossible to
differentiate between these “self" tenas. Wylie (1961) has

‘ commented that “the tems ire so intertwined and overlapping in the
literature that the constructs mmst be discussed as a yroup"
(p40).

F! There are currently scores of theories and definitions of the

self-concept and swlf-esteon in parcicolar are often used

ly and i , although they are in fact two

geparate terms with self-esteem referring +to an  agpect of

self-concept, Calhoun and Morse (1977) see the self-concept as the

way an individual percelves himself and his behaviour, while
self-estean refers to the individuel's satisfaction with the self. -

As an exanple of the confusion of the terms, many researchers
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have used self-esteem scales, in particular the Cocpersmith
Self-Esteem Inventory, to measure self-concept (Butcher, 1968;
Green, ™.M, 1971: Jordan, 1981; Williams, 1973).

Calhoun and Morse (1977) feel that the importance of
clarifying these distinctions becames clear when we consider the
relative stability of -self-concept and self-esteem, The
gelf-concept may be altered only gradually through intense
stimulation from significant others, while the self-esteem iy
change from day to day ard in different situations, They feel that
it is essential to gain same agrecment in the diffeientiation
between the terms for the purpose of instrumentation.

However, because of the confusion between the terms, as well
as the camplex nature of self-concept, which does not lend itself
to easy definition, the designing of instruments to measure this
construct has proved difficult. Commenting on the assessment of
the self, Coopersmith (1959) has admitted that "it is an ephemeral
subject Jdifficult to deal with empirically" (pe3). Gergen {1971)
goes even further: "Clearly, we canrot measure it directly, as
there ls no direct access to another's private experie ce. The
most we can do is infer the nature of a particular experience fram
various overt behavioural indicators" (pl6). Jordan (1981l) agrees
and states that the self can be validly measured by self-report
only to the extent that knowledge about the self is both available
to and willingly disclosed by the subject.

Butcher (1968), while admitting that reliable instruments to
measure self-concept are very difficult to design, sees a need for
a continuing effort to draw up valid and effective instxuments, He
veported that the instrument used in his study (the Cocpersmith
Self-Esteem Inventory) was not adequ:te. Williams (1973) also
reported that the Coopersmith Inventory may not be adequately
sensitive to measurs the potentially unstable self-concepts of
young children and suggested that there nay not ke encugh
school-related items in this test. This point heads us on to two
further difficulties encountered in working in the area of the
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self~concept of the preschool child.

Anastasti (1968) has written on the difficulties of testing
preschool children in any field. Th: young child is often not
motivated to "do his best", and so the intrinsic appeal of the test
and the rapport with the tester must be relied upon to provide the
motivation. Other factors that may camplicate testing at this age
are shyness, negativism, distractibility, fatigue and fear.

Furthermore, the self-concept of the preschool child may be
tenuous and may not have reached a stable equilibrium, although it
will revertheless influence his adjustment at any specific time.
Psychologists are divided as to vhen the awareness of self, as
differentiated from the enviromment, can be said@ to have been
achieved, Williams (1973) feels that the young child's self-
concept may be subject to wide fluctuations in nood, and may vary
according to situations, oOr cyclically according to temperament.
As confirmation, she found low retest correlations on self-concept
of young children. Rubin {1978} has aleo found that results in the
literature indicate that self-concept ratings become more stable as
the child grows older and enters adolescence.

Thus traditional measures of self-concept  present
difficulties when working with the preschool child with regard to
application, ion, rarking and reliabilicy, The majority
of studies on self-concept heve been carried out on older children
and adults (Butcher, 1958; Williams, 1973) and it is @ifficult to
apply this i¢search to the pre-grade ¢hild,

In the present study it was considered best to use tests that
would restrict the measurement of the child's “self” to the school
situation, using only school-related items and problems, and to
obtain information from both the c¢hild and the teacher. The tests
chosen were Animal Crackers (Adkins and Baliff, 1973), and the
Dreyer and Haupt (196G). Sections of both tests assess aspects of
the "self" in the child, and his competence in meeting the demands
of social and non-social situations. These tests, and the reasons
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are discussed in
which describdes in detail the tests used in this

for their inclusion in this present study,
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CHAPTER THREE

Achievement Motivation and Academic Achievement
and Underachievement

Achievement rotivation has a long history of being related to
academic achievement (Peterson, 1980). Current studies in early
childhood education indicate that a yourn child's success in school
depends on his motivation for learning as well as his intellectual
abilities (Adkins and Baliff, 1973), Thus, motivation to achieve
has becane an increasingly important topic of research. Therefore,
the present study assesses motivation to achieve, and correlates
this measwement with other indicators of social-emotional
fanctioning in predicting later academic achievement or under-—
achievement.,

The concept of achievement motivation, or wueed for
achievement (n Ach), is considered to be one of the nost widely
used, and perhaps abused, concepts in educational psychology (Chan,
1978). The term has been used to incorporate various concepts such
as drives, intentions, desires and incentives, and a child's
approach to, persistence on, selection of and peformance on
cognitive tasks. It has also served to explain why children work
or Jo not work, learn or do not learn, and succeed or fail, 'The
degree to which a child is motivated to perform does appear to be
as important as intellectual skills and abilities in affecting
school achievement, In the course of this chapter, the theories of
writers such as ptkinson, MeClelland, and Ausubel will be examined,
as well as recent relevant studies in this field. However, before
reviewing the major writers in the area of achievement motivation,
it is necessary to briefly examine the major theorists of ‘he
development of human morivation. Erikson, White and Piaget all
stress the vital role of activity in the child, and his interaction
with the enviromment in learning, and in the attainment of
canpetence and personal identity. The major difference in these
theorists is that Erikson and White stress the affective components

TN




21
in motivation, while Piaget concentrates on the coynitive aspects.

Erikson (1950, 1963) describes each individual as passing
through eight stages, beginning with infancy, and progressing
through childhood, adolescence and adulthood. Each of these stages
is characterized by a crisis, and each one makes an essential
contribution to the evolution of the individual's ego identity.
Yor Erikson, the ultimate basis for a healthy personality is
security of personal identity., FErikson recognised the effect of
social factors cn the c¢hild's Qevelopment at each of the
psychogenstic stages, and saw human personality developing
according to steps detexmined by the individual's readiness to
approach and interact with a widening soeial spectrum. Thus, there
is an intricate balance between the instinct-governed child and his
environment and his own maturation and society's expectations of
him, Positive psychosocial development at each stage will depend
largely on how successful wie parents are in handling the
inevitable frustrations that represent the crisis at each stage.

Two of these stages, initlative versus guilt, and industry
versus inferiority, will be discussed because of their imporcance
in detemmining how the child will cope with the school situation
and hew motivated he will be to work.

The stage of initiative versus guilt occurs in the fourth or
£1fth year of life, with three new developments helping to bring
the ¢hild closer to his crisis, He is able to move about freely,
he has attained sane mastery of language, and in his imagination he
beyins to explore such frightening areas as sexval and guilty
feelings toward mother and father. If the child can pegotiate this
stage and everge with a sense of unbrcken initiative, it can serve
as a basis for a broader sense of ambition and independence, With
this stage comes the impending entrance into school, and the
child mast tame some of his exuberant imagination, and learn the
self-restraint and discipline necessary for formal education,
Brikson sees the unild as possessing an abundance of energy,
enabling him to quickly forget failures, and reapproach desirable
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goals with undiminished effort. The c¢hild is more ready than at
any other time to learn quickly and avidly, and to conbine with W
peers to construct and plan, and profit fully from association with
teachers, However, this is also the ocedipal period, and how it
will affect the child's later perscnality depends on how skillfully

l the parents manage to develop a sense of participation,
‘ responsibility and initiative out of the child's inclinations and
i interests, rather than impressing him with a sense of guilt. Only
ol a combination of early prevention and alleviation of hatred and
' guilt during this period will permit a peaceful cultivation of
j initiative, The danger of tuas stage is of guilt, hatred and
‘i resignation over goals and fantasies ocontemplated, including
i fantasies of aggression, jealousy and rivalry for the opposire sex
parent. A cruel and rigid superego developed at this stage may
' have di effects life. A cultivation of
i initiative is extremely important, for “initiative is a necessary
part of every act, and man needs a sense of iniative for whatever
he does" (1963, p247). It is obvious that initiative has very

important implications for mot.vation and achievement at school.

Erikson's fourth stage is industry versus inferiority, and he

believes that the early school years are very important to the

N child's development. At this stage, the child needs a feeling of
being useful, and a sense of being able to do and make things well.
He also learns to earn recognition by producing good things., His
status, not only in the family, but also among his peers, is
largely dependent on the number and kinds of things he can do.
Thus, his activities beccme less random and more aimful. ‘The
canger at this stage is the development of a sense of inadecuacy
and inferiority. This sense of inferiority may be due to, or may
throw him back upon, thoughts &f his failure in the oedipal
rivalry, and leave him with a lasting belief in his cwn inadequacy.
If there has been an insufficient solution of the preceding crisis,
he may still want his mother more than learning, and still may want
to be the baby of the house instead of the big boy at schcol., He
may continue to compare himself to his father, which would provoke
guilt, as well as a sense of inferiority. If the child despairs of
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his skills and abilities, or of his status among his peers, he may
be discouraged from identification with his peers and from showing
his true potential and ability at school.

White's Yeffectance model" can be seen as a supplement,
rather than a substitute for Erikson's libide model (Woodworth,
1964). While agreeing with Erikson's stages, and with the thecry
that some early motivation is psychosexual, White (1952, 1959)
feels that mich of what infants and children do is aimed at gaining
; competence and independence, and contends that Erikson's “sense of
1 industry" is based mainly on a sense of competence,

Wnite proposes a theory of wmotivation stressing the
importance of competence as a prerequisite for healthy perscnality
development. The term competence is used to describe a vast rahge

' of activities engaged in by the child to master his world - for
example locomotion, langusge, manipulation of objects and
interaction with people. He believes that research on curiosity
and exploratory behavicur warrants the conclusion that not all
motivation is based on tension reduction, Instead, he maintains
that individuals are motivated to make an effect on themselves and
on the world, even if it means ihcreasing tension.

"There is no longer any compelling reason to identify
either pleasure or reinforcement with drive reduction,
or to think of motivation as requiring a source of
energy external to the nervous system. This opens the
way for considering in their own right those aspects of
+». human behaviour ip which stimalation and contact
with the environment seem to be sought, and welcamed,
in which raised tensjon and even mild excitement seem
o be cherished for thelr own sake ... It is proposed
to designate this motivation by the term effectance,
. and to characterize the experience produced as a
i feeling of efficacy".
! (1959, p328~9).

Thus he stresses the stimulating power of the environment and
feels that the pursuit of competence is a major driving force. He
does not ignore organic needs, but their satisfaction is thought
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often to be secondary to the child's primary interest in becoming
acguainted with and dealing with the environment. 1

In his view, a great deal of the infant's behaviour is
oriented towards nonsexual goals in the pursuit of competence. For
example, when considering Freud's oral stage, he points out that
although the most important event of the period is probably to
obtain nourishment and cral stimulation, the feeding child engages
in many other activities, not strictly oral, such as playing with
the spoon and handling the food. He also takes exception to the
| importance attached by most psychoanalysts to toilet training, He
contends that the most important event for the two-year old child
are learning to play with toys, talking and walking, done with the
purpose ¢f gaining competence and self-esteem,

White argues that a whole range of human behaviours have been
: consistently ignored by theorists. Walking, exploring, playing and
perceiving have, for the most part, been scarcely considered, He
feels that each of these behaviours is derived from an intrinsic
need to deal effectively with the enviror =nt, and should thus be
considered as motivated behaviours, which result in a general
feeling of efficacy. The goal of these behavicurs is discovering
. i the effects that the child himself has on the enviromment, and the
environment on him.

Although these activities may be done for the fun of it, they
serve a serious biological purpose, Part of the fun way be
described as a feeling of efficacy, and the purpose is clearly that
of attaining competence in Jealing with the environment. The
long-term consequences of these behaviours are also important,
Humans must learn many behaviours to adjust to their world, and it
is only gradually, by continual exploration and experimentaticn,
that humans develop encugh responses to adjust to the environment.
Opportunities to explore and experiment within the school
! environment provide a potent weans of satisfying this need of the
developing child.
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White's effectance model resembles other theories which
stress the stimalating power of the enviromment, such as Piaget's
theme of assimilation and ion In to the
previous two theorists, Piaget examines the child's motivation and
development. from a cognitive, rather than from a dypemic, point of

view.

Piaget (1926, 1952, 1954, 1968) writes that although it is
obvicus that tht enviromwent exerts some effects on the child, it
does not simply mould behaviour by imposing itself on a passive
subject, Instead, from birth, the infant works actively to develop
knowledge. In order to do this, he secks contact with the
enviromment, and, instead of waiting for environmental events to
occur, the child seeks increased levels of stimulation and
excitation. Vhen an event occurs in his enviromment, the child
does not passively register it, but instead interprets it. It is
the interpretation, not the event itself, which affects his
behaviour, Thus, iutellectual development derives from the
interplay of the child with his enviromment.

Piaget's view of infancy is nmovel in several respects. For
example, in characterizing the newborn by as an active initiator
of behaviour, and emphasizing that even in the first few lays of
life the iafant often secks stimulation, he differed fram many of
the major theorists of the time. It had been claimed that the
organism seeks to escape fros any stimulation or excitation, and
when these phencmena occurred the child would take action to reduce
them, and return to the desired state of quiescence.

In contrast, Piaget (1952) wrote that not all behaviour could
be explained by the child’s reaction to undesirable stimuli, In
stressing action as the scurce of thought, he laid emphasis on two
genoral principles of functioning, organization and adaption.
Organization vefers to the general principle to systematize
processes into coherent systems, which could be either physical or
psychological. Adaption may be seen in terms Of two complementary
processes, accommodation and assimilation. Accommodation refers o
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the organism's tendency to modify its structures according to the
pressures of the environment, while assimilation involves using
current structures which can deal with the enviromwent. 1In this
section we are particularly concer:ed with assimilation, ard its
three different forms, functional assimilation, generalizing
agsimilation and recognitory sssimilation., The first two are of

particular interest as they assist in explaining the actavity and
motivation of the ¢hild, The principle of functional assimilation
states that when a c¢hild has a structure availeble, such as
sucking, there is a basic tendency to excercise this structure.
Generalizing assimilation is closely related to this. Since a
scheme needs exercise and repetition, it requi s cbjects to satisy
this need. Vor instance, the sucking scheme, which at first is
only used on the nipple, later tends to generalize to a variety of
¥ . objects, such as a finger, toy or blanket, The baby actively seeks
i out objects on which to exercise a scheme (functional assimila-
tion}, and when he has a structure available, he tends to general-
3 ize it to new objects (generalizing assimilation). This is clearly
manifested during the early yearc of language development. Plaget
{1925) concluded that much of the baby's language {(babbling and
repetition of sounds) is not socially directad at all. The pro-
' dnction of the sounds appears to provide ivs own satisfaction.
B Again this is consistent with the idea that new schemata seek out
ways to exercise thenselves, gimilar to White's theory of cope—
tencu. As Woodworth (1964) states, any act that relates the child
to his world seems to delight him. Woolworth feels that the theme
of conflict-free activities, so-called by Hartmann (1952), has much
in common with Piaget and White. The physical and psyehological
apparatuses, which include intelligence, perzeption, memery and
motility, as they mature, not only enable the child to cope with
his enviromment, It also provide dntrinsic pleasure of a
conflict~free nature.

Eaother important principle of motivation is described in
Piaget's explanation of curijosity. This involves an extension of
the prinsiple of assimilation, where the infant's attention is
directed at an event which is ‘“moderately novel" (Ginsburg and
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Opper, 1969, p3g). The moderately novel principle is a relativis- ‘
tic one, stressing that what determines curiosity is not
necessarily the physical nature of the object per se, but the
relation between the new object and the child's previous
experience. One object may elicit curiosity or boredem in two
different children. The lored child would either have had no ¥
experience, or a great deal of experience, with objects highly
similar, whereas the curicus child would have had experience with
objects moderately different. Again, the moderately novel
that stress avoidance

i
i principle is strongly at odds with theori
‘ of stimulation is the only motivation in a child.

i Piaget's thouwhts on motivation in a young child are clearly
seen in his discussion on equilibrium and disequilibrium.

"...a nead is always a manifestation of disequilibriim;
there is a neel when sowething either cutside ourselves
or within u8...1s changed, and hehaviour has to be
adjusted as a function of this change... encountering
an external object will lead 1o a need to play, which
in turn has practical ends, or it leads to a guestion
or theoretical problem,.. action terminates when a need
is satisfied, that is to say, when eguilibrium has been
re-established between the new factor that has proveked
the need and the mental organization that existed prior
to the introduction of this factor,"

{1968, pe-7).

. The process of cognitive develomtent is a gradual process of
construction, Iach stage in a child's ‘evelopment is an advance
over the previous stage. As cach stage is reached, the developing

! child achieves new modes of adaptiaon arxl the ability to assimilate
new concepts in the enviroment. It is only through playing,
exploring and questioning that the chikl cones to distinguish the
possible from the ilmpossible, the rational from the irrational,
For Piaget, this cognitive activity is an intrinsic and
constructive property of organic and mental lifie, as are eating and
breathing in the bioclegical sphere.

Having examined the development of general motivation in the
M young child, where the ewphasis has been on eirher the cognitive ar
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the dynamic of i ion, it is late to now
examine the relevance of ivation in an achi t sl i
The theories of achi ivation discussed below tend to

stress the interaction between cognitive and dynamic functicning,
and the importance of seeiny these factors as being intervelated,
rather than separate.

Achievement motivation (also called n Ach) in the school-
going child is discussed below, primarily according to the theories
of Atkinson, McCl~“land, and Ausubel (McClelland, Atkinsen, Clark
and Lowell, 1953), (Atkinson, 1964,) (Atkinson and Feather, 1966),

! (Ausubel and Robinscn, 1969), (Ausubel and Hanesian, 1978),

Iin Chan's {1978) vicw, hoth MeClelland and Atkinson regaxd
‘ the relative strength of n Ach as follaowing the “gensral expression
model”, which implies that motives are concurrently reflected in
both fantasy and overt behaviour. Thus high n Ach is associated
with high achievement and law n Ach with underachievement.
According to Peterson (1980), research at primary school level on
the relationship between n Ach and academic achievement, while
generally not dealiny with achievers and underachlevers, does
support the general expression metal of motivation.

The medel of Atkinson and MoClelland is based primarily on
ampirical data and mathematical moxlels, and postulates that
n Ach = £ (Motive x Expectancy X Incentive), Motive is seen as a
parsonality dispogition to strive for success and exparience and
pride in acconplishment. Bxpectancy is the subjective probability
! that performance on a given task will end in success, and Incentive

consaots of the strength and desirability of the reward.

The medel is baged on three major assumptions, fThe Efirst,

and perhaps most important, is that there is both an approach and

! avoidance motive in any child as regards success or failure. That
ig, the child will want to approach success but avoid failure. In

conbination, these two factors yield a desire for achievement which

may be positive or negative. If an individual's need to achieve is
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stronger than nis fear of failure, it is likely that he will
approact an achievement situation ano “ecome involved. However, if
the desire tc avoid failure is greater than the desire to achieve
success, he would seek to avoid achievement situations. (This
approach-avoidance conflict was used as a basis for a rocuearcn
study by Wade (1981a), and is described in detail below. Atkinson
{1964} consid -+ these two goml orientations to be personality
characteristics that endure, despite specific haptenings in the
child's life.

The second assumption is that the child's motivation to
succeed will be influenced by his perception of its Qifficulty.
Research shows that achievement-oriented children prefer tasks that
they <onsider to be moderately difficult, while very difficult or
vexy easy tasks are less preferred by these children.

The final assurmption is that the concept of n Ach is relevant
only in those situations in which the child perceives himself as
responsible for the end result and believes that his performance
will te: evaluated against a given standard of excellence.

Clearly, n Ach could affect the child's approach to tasks,
his interpretation of the outcome of tasks, his selection of and
persistence with tasks, -nd also that a child's personality is a
primary deteiiutant of which tasks will be mos effective in
motivating him (Chan, 1978). A highly achievement-motivated child
should respond positively to moderately or appropr’ ely difficult
tasks and select realistic academic tasks and goals. The child low
in n Ach is more likely to select inappropriate tasks, either too
simple or too difficalt. With a simple task he is almosc
guaranteed success, while with a very @ifficult task he can blame
his failure on the task and not reproach himself, Jhuy it is
possible that the child low in n Ach will define unrealistic
educational goals, select inappropriate tasks, and seek activities
that ensure the avoidance of failure. Similarly, high n Ach
children are more likely to persist while failing, while low n Ach
children are likely to stop working. Wediner, Frieze, Kukla, Reed,
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Rest and Roserbaum (1971) postulate that the high n Ach child
persists because he ascribes his failure to lack of effort, which
he can control, while the low n Ach child is likely to stop work,
because he sees failure to be the result of a lack of ability over
which he has no control.

Chan {1978} sees the child's reaction to failure as having
importance for psychologists and educators, who often seem
surprised by the lack of effort in a ¢hild who may be labelled as
lazy. This may occur because the child perceives a lack of ability
in himself, and this perception, which may not necessarily reflect
his actual ability, reduces his willingness to try or persist in a
potentially failing sitvation.

Finally, the intensity or value placed on incentivas varies
between individuals. ‘The high n Ach child attributes success to
his om effort and ability., and will respond to success with pride
and perscnal satisfaction. However, if the low n Ach c¢hild views
success as esternally controlled, he will not perceive the results
of his perfoyrmance to be a product of his ability. This reduces
the value of reinforcers, and lessens the motivational drive of
this child to approach achievement-related goals. ‘The child who
attributes success to luck or other external forces, can take
little pride in his cwn accomplishments,

Taking Atkinson's premise that all individuals have a motive
both to aveid failure and achieve success, and that for any
individual in me performance of a task, there is an approach-
avoidanze, or excitation-inhibition and conflict, Wade ({198la)
suggests that there will be two main coping tendencies in response

- sxiety caused by such a situation, The first would be
. wced in avoidance behaviour, with attempts to leave the task
situation, while in the second approach behaviour will lead to a
reduction of anxiety through task completion if coping strategies
radiate between anxiety and behaviour.

Wede reported higher levels of attalnment for highly anxious,
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highly motivated pupils (an inferred strategy of coping) than for
highly anxious, low motivated pupils (an inferred coping strategy
of avoidance). Wade also found that as regards classroom
behaviour, low motivated, highly anxious pupils showed a higher
incidence of fidgeting, gazing into space, negative behaviour and
disrupting the classroom, as well as lower frquencies of work
behaviour than highly anxious, highly motivated pupils,

Lastly, Busubel and Robinson (1969) concur that n Ach should
not be considered to be a reflection of a homogenecus variable.
Rather, thay felt that it comprised at least three components,
these being cognitive drive, ego-enhancement ~d affiliative
drive.

Cognitive drive centres around the need for knowledge
acyuisition and problem-solving techniques as ends in themselves,
the reward lying in the acquisition Jf knowledge and skills.
Ego-erhancement is oriented around the need for self-enhancement.
Thus, academic achievement would lead to earned status, generating
feelings of adequacy and self-esteem. The affiliative drive is
neither task- nor ego-oriented. Rather, achievement is seen as an
assurance for the child of the approval of significant other
persons in his life, primarily parents or parent substitutes, with
whom he identifies in a dependent sense and from whose approval he
acquires derived or earned status. The child who enjoys derived
status is motivated to retain this approval by meeting their
expectations, since this approval confirms his derived status.

The affiliative drive is seen as being the most prominent
component. of n Ach during childhood. However, at any age n Ach can
be influenced by any or all three components. Also, the strength
of the components is influenced by interaction between the
individual's basic and his i 1 relationships
with his parents, as well as factors of culture and social class.

In their theory, Ausubel and Robinson (1969) postulate a
eritical point in early childhood between the ages of two and three
years, during which time a child's relationship or identification
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with his parents begins to exhibit one of two basic forms which
will persist throughout school. These two relationships are

satellization or non-sattelization

In the satellization relationship, which is the type most
characteristic of the early parent-child relationship, the child
{the subordinate party) accepts a status dependent on that of the
parent (the superordinate party), and the parent unconditionally
accepts the child., The child (the satellizer) thereby acquires a
vicarious or derived status, wholly a function of the dependent

relationship and i of his own or o
Ausubel proposes that since the satellizer enioys derived status
with its ing feelings of intrinsic self-esteem, he will

have relatively little need to achieve in order Lo earn status
through Iis own performance. Since he is accepted on an intrinsic
basis by his parents, he does not view academic performance as a
measure of “is worth as a person, and achievement is merely a means
of weeting nis parents’ expectations and retaining their approval.

in the non-sateilization relationship, the child sees his

as a Y ot fact of life, requiring

certain of behavi and per: by the
parents., However, he does not accept a subordinate or deperdent

status as a persen. This non-satellizing child could be rejected
outright by his parents, or conditionally accepted in terms of his
current or potential performance. The only type of status that
this child can hope to enjoy is a primary or earned status,
reflecting his owm accomplishments. Busubel and Robinson
postulate that this non-satellizing relationship occurs for two
main reasons. Firstly, the child may be wwilling or unsble to
accapt. the subordinate dependent role. A child who is more
assertive and independent would be less willing to satellize than a
wmore dependent child. Secondly, the parents may be unable to give
unqualified, intrinsic acceptance to the child, Thus the
non-satellizer has to earn status through his own achievementa
since he possesses no derived status or intrinsic acceptance,
Because his feelirgs of self~esteem are alinost entirely dependent
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upon good performance and accomplisiments, academic achievement
would be very important to the non-satellizer. For this reason
Ausubel propeoses that thq non-satellizer will exhibit a higher
degree of n Ach than the satellizer. Horeover, the main component
of the satellizer's n Ach would be affiliative drive, whereas
ego-erhancemert would be the main component of that of the
satellizer, MAccording to the general expression model of Atkinson

and McClelland, this would mean that the non-satellizer, with a

higher degree of n Ach, would show higher levels of achievement.
However, other researchers, including Lagarus, Baker, Broverman and
Mayer (1957), have questioned the validity of this model, and have
proposed an “alternative channels medel”.  In this medel, fantasy
would serve as an alternative or substitute chennel for the
expression of n Ach when this motive is blocked fram behavicural
expression in reslity situations, and it would therefore follow
that an inverse relationship between n Ach and academic achievement
would exist in some situations.

The plausibility of an inverse relationship between n Ach and
academic achievement is evident in Ausubel's work, as he himgelf
stites chat the achievement of the satellizer is not 1y
in erior to that of a non-satellizer, even though the satellizer
may exhibit lower n Ach (Peterson 1980). This may be bevause two
important factors would interfere with the effect of high n Ach on
the academic achievement of the non-satellizer. These are fear of
failure, and a disablingly high level of anxiety. The non-
satellizer's feelings of sell are on s 8, and
he will be motivated to high goals in order to build up self-
esteem. However, these gosls may be unrealistic in relation to
his ability. This child then faces a high probability of failure,
and because most non-satellizers have no intrinsic self-esteem,
failure iz centrally tramatic to the self-esteem, and could

produce very high anxiety. This could result in a tendency to
retain a permanently demeged self-esteem, together with an anxiety
neurcsis which may flare up at any time. In the school situation,
this anxiety could be very disabling when dealing with new tasks,
tasks requiring improvization, or tests and exams.
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The satellizer would not experience this amount of trauma
with regard to failure or anxiety because he has intrinsic
self-esteem, He would also probably not experience the disruptive
effects of neurotic anxiety in school situations, tut instead would
experience a non-neurctic type of anxiety assoclated with a
learning situation.

Having dealt with scme of the major theorists in the area,
this section will now comncern itself with the results and
conclusions obtained from empirical research on this subject.

While devising their test for wotivation to achieve, Adkins
and Baliff (1973) found that achievement-motivated behaviour was
the result of the dynamic interaction of five variabues,  Although
the nature of their interaction may not bz completely clear, all
five ways of participating in the learning situation are considered
to be essential o achievement motivation. The five variables or
cemponents are 3chool Enjoyment, Self-Confidence, Purposiveness,
Instrumental Activity and Seif-Evaluaticn, and are discussed
in Appendix A, where this test is fully described.

In short, Adking and Baliff conclude that a child will be
motivated in achool only when he expects that achievement will
bring him pleasure, when he believes he can achieve, when he can
set up his own purposes to achieve, when he knows the instrumental
steps that will lead to achievemer and when he can accurately
evaluate his own perfommance.

In forming their conoept of achievewment motivation, adkins
and Baliff imade several assumptions about motivation vhich they
felt had been Jjustified by previous research. They assume that
motivation for achiovement is learned, and that a child acquires it
through interaction with his environment, and with significant
individuals in his life. e family is seen as extremely
influential in the early formation of the attitudes and values
reflected in motivation to learn. This continuing development of
motivation will depend on the models he observes, his experiences
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in the learning situation and, very importantly, his interactions
with his teachers.

These assumptions have been borne out by other researchers.
Experiments by Banner (1979) and by Parsons, Adler and Kaczala
(1982) have highlighted the effect of parents and their attitudes
on a child's achievement motivation, and actual achievement.
Banner, reviewing past literature, suggested that maternal
attituwdes fostaring ind and of the child
(suggestive of Ausubel's satellizing relationship) arc associated
with high levels of achievement, while protective attitudes,
limiting independence, related to low achievement. In her study
she found that mothers of underachieving sons were more dominant,
oporessively rigid and restrictive in the sense of being possessive

«d intrusive than mothers of average- and high-achieving sona,
Mothers of underachieving daughters were iore dominant, rigid and
restrictive in terms of being protective.

Parsons et al (1932) founit that the parents' perceptions of
and expectations for their children related both to the child's
self- and task-perceptions, and that the child's attitude towards n
Ach ana actual achievements was influenced more by their parents'
attitudes about their abilities than by their past performances.
They concluded that pavents influerce their child's achievement
attitudes through their impact as conveyors of expectancies
regarding the child's abilities, and not werely, as is widely
believed, through their power as role mxdels.

Finally, Wade (1981b) found that the home backgrounds of low-
achievement amotivated children showed a higher Lacidence of home
problems, such as divorce and marital conflict, than the
backgrounds of high n Ach children,

Ausubel and Robingon {19G69) also predict that different
teacher personalities would elicit either better or worse
motivation from the satellizer and non-satellizer. The
satellizing child, dominated in early years by affilliative drive,

I cinl
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would probably give of his best to a warm, sympathetic teacher
{parent surrogate). The non-satellizing child, with strong
ego-enhanceient drives and higher anxiety, would require a teacher
- who is non-threatening but orderly and directive in his approach,
so that channels to achis e, and to earned status,
are always clear to the child.

Although this is lative end unp ‘has shown
thet the social enviroment of the classroom, peer relationships,
and a liking or @isliking of teachers or school is a poteut factor
among low-motivated, under-achieving children.,

i Fry amd Coe (1980) emphasized the impact of the social g
climate of the clasgroom on social and emotiomal functioning of the
children, ani that various factors of n Ach are related to *hz

' clagsroom setting, A classrcom climate characterized by high

involvement and support by the teacher and good teacher-pupil

relationships, was positively correlated with high academic
motivation, desire for self-improvement, enjoyment of learning and
desire for academic success, Innovative teaching practices by the
teacher were wlsc correlated positively with enjoyment of learning.

In addition, pupils in classrooms with good teacher-support and

involvement enjoyed reading, folt enthusiastic about thelr grades

.. : and fel: significant az individuals. In contrast, classrooms

perceived +to e aothoritarian and teacher-controlled were
associated with antimschool feeling and a relative absence of
self-improvement Jesires or enjoyment of learming. Furthernore,
papils in these classrooms felt insignificant as individuals,
disliked scheol work and falt restricted by grades.

Banreti-Fuches (1978) found that male underachievers tended to
dislike school, had little ambition, were non-academically
oriented, felt the rules and regulations were too strict and that

teachers disliked them, The female underachievers constantly
anticipated failure, lacked a sense of accomplishment and felt
socially rejected. A dislike of school was also found to be

prevalent among poor achievers by Behwens and Vernen (1978).
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Thus, for the teacher and psychologist interested in
understanding the individual differences in children and their
attainments in school, achievement motivation appears to be an
aextremely important area of study. It may influence the child's
approach to school-related tasks, his interpretation of tasks,
task-persistence, selection of tasks and other achievement-related
behavicurs. In turn, achievement motivation appears to be
influenced by many factors such as individual personality, feelings
about the self, and relaticnships between the child wd his
parents, teachers, peers and scheol environment.

Having estaplished the significance of achievement
motivation, it was considerad important for this study to attempt
to measure it and relate it to the child’s actual achievement.
e Animal Crackers test appeared to offer considerable promise,
Firstly, as was duscussed in the previous chapter, the test
proviges two measurements of the child's "self" in relation te the
school situation. In view of the shortage of reliable tests of
the “self* for the preschool child, these two measures by
themselves were considered important. Furthermore, the test
purported to provide infonmtion about the child's attitule to
school, and hence to his teacher and peera, and of his actual
knowledge of the instrumental steps requirad to achieve, all of
which were considered very valuable.

It was also felt that in the future this test may be of value
to nursery school teachers. As Adkine and Daliff (1973) note, the
teacher necds to know how the child feecls about himself in the
school onvironeene, and whether or not learning and achievement ave
Lmportant to him. for sane children the complotion of o task
itself nay be inherently rewarding. For others the approval of
the teacher, peers Of PArcnts hwy provide the positive feelings
associated with achievement. If the teacher has specific
knowledge about these variables for each c¢hild, she can create
classroom activities and experiences that will capitalize on
motivations that the child alrsedy possesses, and that will help to
develop other attitudes that will assist in prowoting the child's
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future learning and notivation.

It should be relterated that although the primary aim of this
study was to discover aspects of sccial-emotional functioning that

are associated with ievement, it was of equal
importance to ascertain which aspects of functioning may be related
to achievement and bring this i on to the of

nursery school and primary school teachers.
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CHAPTER FOUR

Kohn's Two-Factor Model of Social-fmotional Functioning

and Academic Achievement and Underachievement

In contrast to the more limited and situation-gpecific
picture of the c¢hild's functioning and development offered in the
previous two chapters, the two-factor model of social-emotional
functioning devised by Kohn and Resman presents the researcher with
a global picture of the c¢hild's emotional and interpersoial
functicning in the preschool situation. The model does not merely
differentiate between the presence or absence of pathology, but
covers the entire spectrum from tealthy to disturbed behaviour.

Two of the rajor handicaps affecting youny, school~going
children are emtional impairment and academic underachievement
(Rohn, 1977).  Confimmation of this is provided by Rutter (1974),
who writes that of all the problens seen in school~aged children,

ieaming difficolties and evement are among the nost
camon, and that children who underachieve frequently suffer from
emotional or behavioural disorders. One of Kohn's rain aims in

his research was to attempt to clavify the relaticnship betwesn
emotional impalxment and academic underachievement which is closely
related to the child’s social and emotional development, Also,
although underachievement oan be correlated with many different
types of enoticnal difficulties in school children, the directicn
of cause and effect is not clear, since lack of achievement or
failure may create emotional problems,

Heowever, Kohn and Rosman worke] with preschool children and
investigated their emotioral functioning before they began school.
Twy were therefore in 2 position to determine whether emotional
cifficulties which exirced in the preschool child, thus anteda ing
the onget of foimal education, were related to underachievement in
later years.




40

A further criticianm of Kohn's towards research into this area
was that many ~ the researchers treated the term "emoticnal
disturbance’ in wn undimensional way, without differentiating
betweet varius types of disturbance or between the degrees of
severity of the disturbances, Kobhn (1977) hypothesized that
although early emot~ impajrment in preschool children may be
predictive of later ..sdemic underachievement, pot all .ypes of
impatrment are equally related to scholastic performance.

In a review of the literature on emotional distwlances in
young children, Kohn {1977) showed that in the previous 50 years
two major syndrames or factors had repeatedly emerged. He felt
that the recurrence of these findings had great theor. .cal as well
as practical significuance.

The first factor is a pattern of passive, shy, inhibited and
withdrawn behaviour, while the ¢ her is one of antisocial, hostile
and aggressive behaviour.  Tuls concurs with Rutter (1967), who
noted that this dichotany of g'mdromes has perhaps been cne of the
most universal of all the diagnostic distinctions in  child
psychiatry. Because Kohn's two-factor model is based on these two
syndromes, the main pointe ©f his literature reviews of the study
of these syndrames during the last 50 years are briefly presented
below (Kohn and Rosman 1972a, 1973; Kohn 1977).

In the 1020's and 1930's researchers f£irst began to
distinguish between 'personality problems” and “behaviour or
conduct. problens” (Paynter and Blanchard 1929). In the £irst
category, “personality p.oblems', thoy placed syiptons such as
shyness, apathy, exeussive day-dreanming, inferiority feelings and
fearfulness. These sywptaws primarily affect the individval and
his interral ur,'lju_smmxt. The second category included problens
which interfered with the child's adjusiment to norms  and
regulations of organized socliety and weas terrsad “conduct problems",
Exarples of this were stealing, fighting, temper tantrums, truancy
and defiance of authority. Several other authors also different-
iated between “personality problems® and “conduct problems". Under
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the £irst category were addad timidity, overiphibitedness,
seclusiveness and worrying, Under the latter, terms such as
assaultive tendencies, cruelty, malacious mischief, inadequate
guilt feelings, gang activities and absconding from hone were
added.

Peterson {1961) also identified two basic syndrames of
emotional disturbs-ce in samples of "normal" children rated by

teachers on the "Peterson Problem Checklist'. Factor analysis
rgair revealed two major syndromes which Peterson also called
weonality problems" and “conduct problems”. Peterson, like

was dissatisfied with these two terms. He felt that although
the .aganing of the tems was conveyed, Yoth problems are
expressions of personality, anmd both affect conduct. In one case
impul.as are expressed and society suffers, while in the other case
ampulses are inhibited and the individual suffers. Peterson found
that the generality of these two syndromes appeared enormous, and
~nat ths two factors remained the same, whether testing “normal"
or hospitalized children, delinquents in jail, young children or
adolescents and whether the source of information was a case
history, @ rating scale or a guestionnaire.

Finally, Schaefer, Droppelman, and Kalverboer (1965)
Geveloned ¢ Classroam Inventory to assess both desirable and
undesirable Lehaviour in a classroom setting., Three dimensions
were fourd o account for most of the variability of a child's
school  fnet
Extraversion v& Introversion; Factor II - Love vs Hostility;
Factor XIT - Migh vs Low Task Orientation. The first two factors
were found itc wrespond closely to the two categories of
personality and conduct problems used by Peterson and others,
However, Kohn (1977) feels that the importance of Schaefer's work
is that by testing both desirable and undesirable behaviour he
provided evidence that each factor not only represents z :yndrome
of emotional di ut also along a continuum to a
polar copposite in the realm of healthy functioning. This is
important in the light of Kohn's insistence that the two syndromes

ing, These dimensions were: Factor I -
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be seen as bipolar, possessing a healthy as well as a disturbed
dimension,

With the two factors in mind, Kohn and Rosman (1972a) began
to establish hewr own two-factor model of social-emctional
functioning 4 preschool children. These two factors will be
discussed at le,ch below in the discussion of their as

it becomes clearer during the couwrse of this research what
precisely was ineasured by each factor.

There has been a paucity of research studies tracing the
possible causes of these two fundamental syndrawes of emctional
impainvent (Kohn, 1977). Kohn hyj..thesized that one of the most
probable antecelents would be found in the parent-child relation—
ship. It is not the 1nt.ntion of this chapter to examine in any
great detail the etiology, dynamics or long-term prognosis of
either of the two syndromes, However, it is well to briefly
discuss these points t0 underline the vital importance of the early
detection, treatment and remediation of these "at rigk" children,
as Kohn (1977) found considerable evidence that these syndromes
tend to persist over long periocds of time.

After a brief review of the literature, Kohn concluded that
these two syndrones have different root causes, although both these
roots may be traced back to the family and the parent-child
relationship. Certain patterns of family interaction were found to
produce either one of these syndromes. The angry, defiant child
was often found to suffer from "parental rejection™ which was often
guite direct, the parents hwing openly hostile.

Three other stulles not reviewed Ly Kohn cend to agres with
this and add more detail to the picture. McCord, McCurd and Howard
(1961} found parents of very aggressive boys were rejecting,

unaffectionate, punishment~oriented and inconsistent in the use and

method of discipline, The parents themselves were often socially
deviant and their marital relationshir $ull of conflict. This
finding was conflrmed by Coopersmith (1967), who found that
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aggressive children tend to come from families in which rejecting,
punishing parents have low expectations for their children,  Such
children usually develop low self-esteem and he postulatd that
there may » a direct relationship between low self-esteem and
aggression. This point of view was also adopted in a study by
Bloom, Shea and Bun (1979), who administerud the Piers-Harris
Self-Concept Scale to a group of behavicurally-discrdered children

from six to twelve years old, referred to a child centre for
aggressive and antisocial behaviour. Conpared to the tggregate
N mean scores of normal children, the subjects' group score was very
significantly lower. Bloom et al concluded that the presence of
aggressive behaviour appears to be strongly acsociated with
depressed self-concept scores.

It appears as if less is known of the aetiology of withdrawn,
apathetic behaviour. Kohn (1977) found that this type of child
often came from a family envirorment in which he was intensely
i overprotected ana oeverely controlled,  There was a great deal of
“family repression” wi may include factors such as an extremely

daminating mother, a hyper-critical father, inconsistent parental
discipline and an extremsly unscoisble mother or father. The
child may . 1so suffer from a physical ueficiency, such as chronic
physical -mplaints, abnormal growth patterns, or awditory or

speech deficiency.

' Telford and Sawrey {1972) feel that the withdrawn child is of
partivular educational concern because he is not as attention~
seeking and disruptive as the aggressive child. The overly
aggressive child stands out as an individual whose adjustment to
school is not alequate, whereas the withdrawn child is likely to go
unnoticed, His behaviour never disrupts classroom procedures and
the teacher, busy with classroom control and teaching, can easily
overlook such a child. Withdrawn behaviour, therefore, can prove
extraenely serious because of 1 .iis tendency for it to go unnoticed
and undealt with, until it perhaps becones extremely pathological.
Telford and Sawrey claim that withdrawal serves to reduce anxiety.
The child perceives others as a source of discomfort and pain and
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finds sccial isolation less threatening than sweial contact.

A similar picture of the withdrawn child, is painted by
Givson (1976}, who sees the withdrawn child as fearful, secretive
and apathetic, unable to cope with everyday proolems and
experiencing great difficulties in forming relationships, Rather
than facing the realities of everyday life, the child turne to
daydreaming and fantasy as a means of escape. As Bernard (1973)
notes, this isolates the child even more, cutting him off fram
irteraction with peers, with the result that his already fragile
sense of reality can become even more shaky. Gibson, like Telford
and Sawrey, warns that teachers often ignore the withdrawn child,
focusing instead on the aggressive, disruptive child.

In an examination of the long-term prognosis of these
children, Kohn (1977} draws some extremely disturbing conclusions
from research which inclujed some extensive follow-up, as well as
retrospective, studies. In his sumary Keh points out that all of
the studies indicate the potential importance of these two major
childhood as +0 adult disorder: A number of
stidies support the view uhat the aggressive, defiant child has a

worse long-term prognosis than the withdrawn child for three nain
reasons. 4o is less likely to experience a remission of his
symptoms, he is at greater risk of developing a psychiatric
disorder requiring hospitalization, and he is more likely to clash
with the law in later life. However, where there is extreme apathy
and withdrawal the implicatimns for risk of adult pathology and
hogpitalization are very serious, Lastly, there is & trend for
emotional impaiment in chilihood to persist for long periods of
time, witn aggressive antisocial Iehaviour showing greater
stability, This nakes it, therefore, a stronger predictor of
future problems than withdrawn behaviour. Thus we can see the
urgent need for early detection and prevention frr the “"at risk"
vhild, as poor social-emotional sfunctioning may have serious
repercussions, not only for the child and his academic achievement,
but also for his adult future, and for society as a whole,

T N

TN



45

Having established this evidence of a two-factor model o..
social~enotional functioning, Kohn and Rosman (1972a) reported the
development of two instruments that could assess these two
dimensions of functioning in a preschool setting. The two
instruments, in the form of teacher-rating scales, were designed
with different theoretical pranises in mind. The Social Competence
Scale was designed to measure the youryy child's mastery of the
preschool environment, while the Symptom Checklist was intended as
an inventory of clinically important behaviours which could be
cbserved in a preschool setting. These two instruments were found
to gererate a assive amount of infommation and each was subjectsd
to a factor analysis. The Social Competence Scale yielded two
major factors, which were bipolar and which were labelled:

Factor I : Interest-Participation versus Apathy-Withdrawal;
Factor II : Cooperation-Campliance versus Anger-Defiance.

These factors that emerged were interpreted by Kohn and
Rosman to reflect the major adaptive demands which a preschicol
setting makes on a child, Firstly, now to use the opportunities
for learning and pleasurable play activities and interaction with
peers, and secondly, how to live within the rules and norms so that
an orderly group process cah be maintained.

The Symptom Checklist also yielded itwo major, unipolaxr
factors, labelled:

Factor I : Apathy-Withdrawals
Factor II : Anger-Defiance.

Felowing the factor analysis, Kehn and Rosman illustrated
more precisely what was measured by each factor. In Factor I,
Interest-Participation varsus Apathy-Withdrawal, the healthy pole
indicates the extent to which a child displays interest. curiosity
and assertiveness, and the extent to vhich he involves himself in
classxoom activities, uses the opportunities of the classroom and
setting through

obtains sati tion ate to a p
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positive interaction with peers. The disturbed pole indicates a
withdrawal from the opportunities of the classrcom, a lack of
interest and curiosity, and a failure to elicit the cooperation of
peers in carvying out classroom or play activities. Thus the
negative Factor I pole was conceptually similar to the "personality
problem” syndrome identified by other

In Factor II, Cooperation-Cempliance versus Anger-Defiance,
the healthy pole indicates the willingness of the child to conform
to rules, regulations and routines of the classroom, and comply
with the teacher's reguests and suggestions. The negative pole
indicates defiance, and the creation of disturbances which upset
notwal classroan routine. It also indicates rebellicusness,
disruptiveness and hostile interactions with peers, and is thus
similar to the "conduct problem" identified in the literature,

Since both Factors I and II are bipolar and the negative
poles appear to suggest "conduct” and "personality problems", Kom
and Rosman concluded that the two syndromes were both ends of a
conmtinuum that ranged fran apathy and withdrawal or anger and
defiance, on the Jisturbed poles, to interest and participation or
cooperacion and compliance on the healthy poles. Both instruments
focused on overt classroan behaviour, which enabled the researcher
to use the generally untapped resource of the teacher's knowledge
of a ¢hild's functioning.

In compiling the Social Competonce Scale Xohn and Kosman
approached social competence in the classroan on the basis of the
child's interpersonal relations, and assessad tne child's masta

of the preachool environment largely from the point of view of his
interpersonal functioning, In an attempt to define high and low
campetence, Kohn and Rosman initially used the work of Chance
{1959). Chance wrote that psychoanalytic theory describes an
irdividual's way of coping with conflict as comprising at least two
kinds of polar opposites; active versus vassive, and asceptable
versus unacceptable (or frieudly versus hostile).  When one
combines these two dimensions, one finds four different categories
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of behaviour, namely positive-active, negative-active, positive-
passive and negative-passive. (In this framework, "personality
probiem" can be seen as falling into the negative-passive section,
and "eondust problem" irto the negative-sctive sector.} Kohn and
Rosman used these categories as a starting point for the

iption of i 1 ioning in the classroam. They
made the auditional assumption that the positive-active sector
represented high~wewegent functioning, and that the other three

SeCLOrs rapy sy mpetent ways of functioning, namely: i)
dominesring, M wiour; ii) withdrawn, defiant behaviour;
and iii) passive, w., .ont behaviour. Supporting the contention
of Biber {1961), they also point out that the absence of
psychiatric symp is not sSarily with health.
Thus, with the Social Coawpetence Scale, they wanted to do more than
differentiate between the presence cr absence of pathology, but to
eover the entire spectrum from health to disturbance. In this way

they could differentiate between varicus levels of healthy
fanctioning. In contrast, the Synptom Checklis’. was designed to
aggess the presence or absence of behaviour generally considered
syrptomatic of emotional impaivment, and was intended as an
In devising this scale, they
drew on their eown clinical experience, as well as on recorded cuse
material, to compile a list of items Jdescriptive of symptons and
problems likeiy to be munifestod in a proschool setting, However,
although the difference in the nature of the two eoales has bece
made clear, in view of the very high correlations between the
corresponding factor Jlmnsions of the sciales, and for the purpose
of further i acing  the reliability of the

i y of sajor clinical

corresponding £actor scores were often peoled in Kohn and Rosman's
experinents,

In & further study Kohn and Rosman {1972a}, ad well as factor
analysing the twe scales, tested the crosg-instrument generality
and the lengitudinal persistence of the two facters. In view of
the high degree of generality of the two factor dimensions in the
1 bW were stulated The first was the
congruence hypotnesis, namely that in spite of the wide variety of
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labels used by different researchers, they were dealing with only
two major dimensions of social-emocional functioning, which have
considerable generality over a number of instruments. The secund
‘hypothesis, the persistence hypothesis, was that if a c¢hlld scored
high on one of the dimensions at one age level, then he will score
high on the same dimension at a later date.

These hypotheses were tested in a longitudinal study,
involving a samle of over a thousand children, divided egually
betwaen male and fenale, between the ages of 35 wo 70 months. The
children were rated i ly oy two on the Social
Conpetence Scale and the Symptom Checklist, as well as on the
Puterson Problem Checklist and the Schaefer Classroan Tnventory.

The wunildren were rated four times at six-gunthly invervals.
Sygnificant correlations wers found with the corresponding factor
dimensd e of both the Peterson and Schaefer scales, confirming the
wide gengrality of thuse two factors, and thereby confirming the
cogruence hyporhesis.  Kohn (1977) wrote that th: high degree of
cengrueni botween corvesponding factor dimensions fron instruments
developed  andependently by other rerearchers not only provided
enpdrical widenee of che uneralivy of the rwo-factor moael, but
he also feit that ot was rare in gocial science for a phencienon to
resppear with such regularity. Furthemors, he considered that the
emergence of these twh famtors would provide a major impatus for
research un acadanic achievenent and social-emotional functioning.
These two d i had £ ent1 in the 1 and
the recurrence of these findings promted great theoretical as well
as prectical significance, Bach teum of researchess had designated
their owm labels for tho synivones emerging from thear studies, and
*bis had led to a confusing proliferation of labels and doscured

the fact that similar dimensions of £ nctioning were being
studied.

The prediction made about the two factors in the persistence
hypothesis was also well-supported by their findings. This weant
that the two-factor model was measuring wore or less enduring
perscnality attributes, or predispositions, with the PFactor II
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dimension, Anger-Defiance, proving to be more stable over time than
Factor I, Apathy-i7ithdrawal.

To add further potency to the two-factor model, the validity
and clinical relevance of the model was also dewonstrated. Kohn
{1977) formulated two hypotneses for this study,

1) A group of c¢hildren with known psychiatric disorders will score
gsignificantly higher on Apathy-Withdrawval and Anger-Defiance

than a group of "normal" children,

2

within a group of “normal" children those judyed to be more
“digturbed” by independent raters will score ‘thigher on
Apathy-Withdrawal and Anger-Defiance than those judged to be
less disturbed,

In the study these hypotheses were both proved to be correct, and
the elinical validity anl relevance of the two~factor model was
well established.

Having systematically tested and validated the two-factor
medel, Kohn and Rosman from 1972 to 1977 began to investigate the
relationship between sogial-emotional functioning and academic
underachievement.

In the 2072 study they used their two scales to test the
hypothesis that a child's preschool sovdal-emotional functioning is
related to latsr academic functioning and intellectual achievement
(Kohn and Rosman, 1972b).

In the light of previous findings Kobh and Rosman suggested
that Factor I (Iiteres“-Participation vs. Apathy-Withdrawal), but
not Facter II (Cooperation-Compliance vs. Anger-Defiance) was
related to academic achievement., Thus thoy nade the following four
hypotlieses:

1} The higher a child scores on Interest-Participation while at
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nursery school, the better prepared he is in termms of the
general knowledye required ot school entrance, and he will
therefore scora bigher on a readiness tust.

2) fTne child who scores high on Interest~Participation pricy to
scheol entry will maintsin the momentuw acquired and will
continue to achieve ahove average in sorly grades of elementary
school,

3} The child's standing on Factor I is unrelated to achievement

at school entry, or in early grades of school,

43 In the early years of primary school the hypothesized patterns
Letween Factors I and IT hold ecrrally for boys and givls.

The first two hypotheses were fully confirmed, The data
shewed that the correlations of ractor I, as measured during the
pre-school period, with intellectual achievement, held up until the
end of second grade. The children high on Apathy-Withdrawal were
low achievers campared to children high in Interest-Participation,
The correlations with the Metrepolitan Readiness Test show that the
effect antadates the onget of formal education. The correlations
with later achievement meacuves indicate that the effect is
maintained twowgh the first twe years of fommal education.

The third hypothesi:. was confirmed for boys, but not for
girls, For boys, uonc of the correlavions bxatween the negative
pole of Facter IT (Anger-Defiance), amd academic achievement, was
significant. On the othuer hand, for girls, five out of the ten
eorrelations betwein the proschool social-~emotional measures and
sexond grade achicvement measwros wove significant, while none of
the correlations botween the proschool measures and the £irst grade
measures were significant. Tha results suggest that by the end of
the second grade, girls whe score high on Anger-Defiance are low in
achieveent when compared to girls who scove high on Cocperation—
Compliance. As a result of the finding, the fourth hypothesis
postulating e sex 3iffere was rot confl Kohn and Rosman
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suggest that a possible explanation for this finding may be that
girls, who are angry-defiant, form an Jncreasingly negative
relationship with their teachers, which is counter-productive to
achievement, Although the same situation should hold for boys,
they argue that anger or defiance appears to be more tolerated by
teachers and society in boys, and because of this greater
tolerance, any agsociation between anger-defiance and under-
achievement in boys will emexrge a* a later age level, if it emerges
at all.

In order to further clarafy the £indinge and xule out
possible spuricus £indings due to the effect of the background
variables on both the social-emotional and achievement variables,
the background variables were partialled out by cowputing partial
correlation coefficients. (The background variables were mother's
education, occupational level of household head, race, family
incove and minority-group status.) The Efindings still indiceted
thet the first three typothesis hold, even after eah of the
backgroand varasbles had been sepatately taken into account.
Furthermore, no  correlation was  found  between  Interest-
Participation and I.Q., which may have accounted “ac  the
correlation between this factor and avademic achievement,

Kohn and Posman argue that these findings firmly implicate
the Factor I dimension, Interest-Participation versus Aputhy-
Wiwddrawal, with intellectual functioning and school achievement,
The results suggest that a child who is curious, assertive and
alert will learn wore from his cnvironment than a child vho is
withdrasn and passive. The latter child will almost certainly have
diminighed contact with his environmont, and may oven act.vely
avold such contact, This argument is in line with other studies
quoted by Kohn and Rosman (1972 b) which suggest that emotional
indsneodence from peers and teachexs, the ability to operate
spc sneously and comstructively in a proschool setting, curiosity
and interest, are all predictive of further achievement and even of

high 1.Q. scores, BAll the above attributes are contained in the”

factor Interest-Participation.
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a  further suggestion by Kohn and Rosman is that the
Interest-Participation factor has implicaticns not Zor the child's
interaction with his enviroment, but also for his mentd.
activities, They feel that there is an increastug acceptance of
the concept of ‘mental activivy" as a mediator of intelligence.
Accerding to Pines (1970), Bruner feels that coping with and
learning about the environwent involves active mentul processes,
such as initiative, intenticn, hypothesis formation and testing,
and feedback fram outcome to preconception. It is possible that
the dimensions of Interest-Participation versus Apathy-Withdrawal
involve not only the child's overt behaviour in the enviromment,
but also the mental activities postulated by Bruner. Vhe child wio
! scores high on Interest-Participation may be more mentally alert
K and more active in hypothesis fommulation an? testing. in
contras:, the apathetic, withdrawn child nay be less alert, and not
interested in trying to make sense of vhat goes on around him and
i indifferent about fonnulating or confirming hypotheses about

: himself or his environment.

| Thug, the data suggest that for both sexes the relationship
between Factor I and intellectuai functioning predates the child's
ntry into scheo), and has its beginnings early in the child's
development., Kohn and Rosman feel this probably occurs during the
first three years of life.

On the other hand, the relaticnship between Factor IT and
intellectual fanctioning was lace clear, For bpoys there appeared
to be ne rel Jionship, while for garls sigificant correlations
eerged only with sccond-grade scores, However, in the course of
further research this relationship becawe clearer.

In their following study, Kohn and kosman (1973} expanded
their area 1 research to include the affects of a child's
disadvantaged status on his cognitive functioning., They explained
that in recent years there had been an increasing concern with the
low cducaticnal attaimment of lower-clasa »wd minority-group
children. This had led researchers to concentrate on the cognitive
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deficits in "disadvantaged children” in the preschool years, while
neglecting research into the velationship between emotional
development and academic achievement. Thus the purpose of the 1973
study was to determine, via hierarchical regression, the extent to
wi.ich cognitive ability at the preschool level is & Jaction of two
wein variables, background-demographic variables and eocial-
emotioral functicning, The background variahles included social
class, race, family size, family intactness and welfare status.
The sample comsistud only of boys from thres social classes. They
were rate; on the Social Competence Scale and Symptowm Checklist,
and cognitive ability was assessed by several intelligence and
cognition tests.

The major finding was that cognitive ability is a fuaction of
both background variables and social-emotional functiouing, and
that prediction of cognitive ability at a preschool level is

ially when i ion about both these variables
is available. In brief, background variables as a group accounted
for & to 228 of the variance in cognitive functioning, while
social-emotional factors accounted for 4,8 to 20,63 of the
variance, Jointly, they accounted for 12,7 to 34,5% of variance in
cognitive functioning.

In the light of previous findings, Kohn and Rosman had
expacted that background variables would account for significant
variance in cognitive functioning, but they axpressed surprise that
social-emotional variables rarnked almost equal in importance.

The results thus confimmed their hypothe~is that differences
in cognitive functioning between healthy and disturbed children are
already apparent in preschool years, and that the disturbed child
arrives at school ill-prepared, cognitively, for the acadeuic
demands., As they had hypothesised, not all dimensions of
social-emotional functioning were equally related to cognitive
functioning. In line with their previnus findings, Factor I, but
not Factor II, was significantly related to most of the cognitive
measures, However, it must be stressed that this finding applied
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only to boys, and only to the preschool period,

In a previous study, Kohn and Rosman (1972 b) had speculated
that Factor I {Irtersst-Participasion versus Apathy-Withdrawal) has
an influence on cognition 1. eerryti says, Firstly, the child who
onment.

scores high on this factor learns more shout his envi

through his curiosity, assertiveness and high ra.c o7 A,
They feel that this hypothesis was supported by the finding that
children scoring high on Interest-Participation did well on tasks
which drew heavily on past experiences, such as the Stanford-Rinet,
the Preschool Inventory, and one of the cognitive tests, Verbal
Cognition. Secondly, they had speculated that a child scoring high
on this factor is more mentally alert, and engages in mental
activites such as hypothesis formulation and testing, attention and
discrimination. They consider this supposition to be justified by
the high correlation between Interest-Participation and another of
the cognitive tests, Visual Cogniticn, Finally, they argue that
the correlation between Interest-Participation and Verbal
Expressivity implies that a c¢hild scoring high on the healthy pole
of Factor I is more articulate and engages more readily in
conversatjon than the apathetic child, and that it is plausible
that Verbal Exprer-ivity exerts an effect on all tasks requiving
overt verbalizatic

The implications of the three variables, jreschool
social~emotional functioning, cognitive functioning and demographic
variables for early elementary school achievement, were again
explored, one year later, in a longitudinal study (Kohn and Roswan,
1974). They also discussed a strategy of intervention directed at
the social- i 1 5 of demic perf Bile

reiterating the point that most intervention programmes focused
primarily on cognitive deficits.

The social-emotional and cognitive functioning of the
children were assessed during the preschool pericd, while criterion
variables of academic achievement were tested in second grade, The
subjects were all boys.
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Briefly, the results yielded the following information:

1} Cognitive varisbles accounted for 19 ~ 22 percent of variance
in achievement.

2) Demographic variables accounted for 19 ~ 22 percent  of
variance in achievement.

3) Social-Emotjonal variables accounted for 16 - 22 percent of
variance in achievement.

Again, the Factor I dimensions, Interest-Participation, was
significantly related to the achievement criteria. Thus, in
sumaxy Kehn and Rosman felt that the child most likely to utilise
his thowyht processes in a productive manner, and to make gains in
cognitive achievement, is one who is active, assertive, curious,
and involved in classroom activities. However, they concede that
more reseaxch is needed to demonstrate that such a child does
achieve in school, and that a child scoring high on Interest-
Participation does, in fact, exhibit these behaviours in the school
situation, and does engage in the kind of thought processes
‘hypothesized by Kohn and Rosman during previous studies, From
their study, they see sgsame implications for ies of
intervention. They hypothesize that social-emotional functioning,
relevant to intellectual functioning, consists of two components, a
person-specific component, that is, a personality predisposition,
and a situation-specific component. In previcus studies described
above, Kohn and Rosman had shown that their two-factor model showed
stability over time and across settings. This study again
deronstrated significant correlations between preschool personality

functioning and later school achievement, further evidence of a
per: ific This that over a

relatively wide range of learning conditions, children who are well
adjusted on Factor I learn more, and children who are disturbed on
this factor learn less,

In an earlier stady, (Kohn, 19G8), indirect evidence for a

situatior-specific component was found while testing various day
centres, Large centre-to-centre differences in the average amount
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of Apathy-Withdrawal and Anger-Defiance were found (in the study),
and these differences could not be acuounted for by differences in
the backgrounds of the children. Kohn and Rosman suggested a
chil@'s interest at school was to some degree a function of the
encouragement., approval and nurturance provided by the teacher, as
well as a function of the extent to which the lessons were designed
to ‘encourage creativity, experimentation and pleasure. This
¢ implies that a classroom and learning environment can be created to

a arouse optimal degrees of Interest-Participation.

The situation- and person-specific camonents of social-
emotional functioning thus suggest two types of strategies of
intervention to improve cognitive performance, one directed at
creating optimal learning enviromments, and the other to improve
the person-specific camponent of social-ewotional functionin The
latter would involve a therapeutic approach for the child high on
Apathy-Withdrawal, and Kochn and Rosman (1974) suggest that lonky,
. sustained corrvective emotional experiences would be recommended for
the withdrawn child in order to remediate both his personality
Aisturbance and his cogultive functionin:'., However, intervention
mst differentiate between the child whose underachievement stems
from cognitive deficits, and the child whose poor achievement is
largely accounted for by social-emotional disturbwnce.

Finally, in 1977, Kohn published a bock containing the
results of his most ambitious project to date, which covered a span
! of five years and studied more than 1 200 children {Kohn, 1977).
The main objective of this projec was to demonstrate the
usefulness of the two-factor mxiel of social-emotional functioning,
with three major foci. They were:

1) The prevalence oOf emotional impairment and  academic
underachievement in childhood,
2) 'The longitudinal persistence of aemotional impairment. "
3) To clarify further the relationship between emustional
impairment and academic underachievement.
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In the study, social-emotional functioning was measured by
Kohn's two-factor model, while academic attainment variables were [
assessed by stardardized testy. These were the Metropolitan School
Readiness Test, Vernal and Arithmetic tests from the Metropolitan
Achievement Test and various teacher ratings.

The two main £indings of interest for this present study were
the sex differences in emotional impairment, and a further
alucidation of the relaticnship Tbetween social-emotional
functioning and derd hi and x jevement.,

As regards sex differences, Kohn found substantial evidence
N in the literature that during the elementary school years,
emotional impairment was more widespread among boys than girls.
However, when locking at specific symptoms of impaired functioning,
he noted that idersble sex had been foud by
ressarchers. Among boys, acting-out behaviours, swh as stealing,
lying, attention-seeking, over-activity and temper-tantrums were
more prevalent, vwhile girls appeared to suffer more fram
difficulties such as shyness, anxiety, passivity, timidity and

fearfulness.

In Kohn's study two main findings appeared. Firstly, when
hoys were compared with girls during the preschool period and at
each subsequent grade level, boys were rated significantly more
disturbed on both syndromes, Apathy-Withdrawal and Anger-Defiance.
The result with respect to Apathy-Withdrawal was in marked contrast
to most previous research findings.  However, the boys were rated
far higher on BAnger-Defiance than on Apathy-Withdrawal when
compared to the girls. Secondly, as Kohn had expected, when the
two groups were exanined seperately the boys were found to be more
: impaired on the acting out syndrome of Anger-Defiance than on

Apathy-Withdrawal. Conversely, the girls as a group showed higher
levels of Apathy-Withdrawal than on Anger-bDefiance.

Thus, to some extent these findings were not supported by
previous researchers, many of whom had speculated that the higher
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degree of pathology generally found among boys arose from greater
Aifficulty cxperienced by boys in meeting academic requirements q{
‘Kohn, 1977). However, Kohn felt that this could not be the only
explanation since his research revealed sizeasble sex aifferences
vefore the onset of formal education. He hypothesized tnat the
difference between the sexes may be related to the greater amount
of aggression shown by boys from an early age (Feshbach, 1970).
This greater aggressiveness and boisterousness of boys ray be
perceived by day-care teachers as an oObstacle to the orderly
: conduct of classroom activities and thus the boys were marked
B higher on the scales for sggression.  The finding that the boys
| scored higher on Apathy-Withdrawal than girls did no: appear to
|
i
|

surprise Kohn. Despite previcus research in his hypothesis he had

anticipated slight, if any, sex d&i on Apathy-Wi wal
g and the sex difference on BApathy-Withdrawal was much less
significant than that on Anger-Defiance.

Kehn noted with alamm a marked increase in pathology and
underachievement as the children progressed through school. Doys
i fared worse than girls and their social-emotional functioning
) deteriorased markedly during the first two years of elementary
school. Both boys and girls showed increasing disparity between
actual and expected academic achievement during the £irst four
years of elementary school. Commenting on this, Kohn wrote that
“an appalling picture of emwotional impairment and academic
underachievement emerged” (1977, pl27). He felt that- it was
plausible that if curricula and teaching styles were more
jmaginative end  appealing, then the child’s social-emotional
functioning and cognitive functioning would improve. He also felt
that there was a probable Link between Interest-Participation
versus Apathy-Withdrawal and the extent to which the environment is
stimulating or borirg. Also, in recent years, the non-educational
aspects of school have gained increasing recognition. Biber
{1961) and HMinuchin, Biber, Shapiro and Zimiles (1969) have
maintained that as a socializing institution, the school is second
only to the family and can have considerable impact on the ¢hild's
mental health, for better or worse. Decreasing or increasing
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levels of disturbance ay be taken as indicative of the extent to
which the school is exerting a wholesome or i detrimental influence ‘
on a child's mental health, Kohn does cuucede, however, that the

negative impact of factors in the community beyond the family and

“ school cannot be ruled out as a possible explanation of the

i £indings.
|

Both the two major factors of preschool social-emotional
! » Apathy awal and  Angew~Defiance, correlated
: significantly negatively with the achievwment criteria, the
correlation for Apathy-Withdrawal being more significant than that
of Anger-Defiance. Thus, it was established that emotional
impairment, tested at a preschool level, was predictive of
i in e 'y school, with Apathy-Withdrawal being
g i the more potent predictor, In line with previcus research
£indings, emotional impairment was found to be wore closely
associated with poorer performance in Arithmetic than in Verbal
Achievement. This was also the first study to show Anger-Defiance
> be firmly implicated as a predictive factor of uander-

achievement.

Although all the factors showed persistence over time, the
acting-out behaviour of Anger-Defiance was more stable over time

. than the recessive behaviour of Apathy-Withdrawal. slkewise,
. Interest-Participation was less stable over time than .poeration-
° Compliance. Interest~Participation appears to be the rmost

delicate of the factors, requiring the wost careful environmental
- nurturance to e maintained and strenythened.

In evalueting Kohn's model, perhops the major contribution is

. in providing a unification of two important streams of
psychological research, namely oopetence and symptom formation.

It has been noted that the stwdy of campetence has been neglected

by both clinicians and researchers in developmental psy-hology

{Gaxmezy, 1977). instead, one finds in studies of children a

great deal of “problem” litersture, dealing with topics such as

adjustment difficulties, social fallurea and blocked
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potentialities, In the words of Murphy (1962) "... we became
cbsessed with failure ... thus there are thousands of studies I
dealing with maladjustment for each one that deals directly with
the ways of wmanaging life's problems with persoaal strength and
| adequacy"  (p2). However, in the last twenty years a
' i revitalization in developmental psychology has begun to provide us
|

with information attempting +o explain healthy as well as deviant

personality information in children. (Gammezy, 1977.) Kohn, in
| . his two factor model, sets deviant apart from healthy functioning,
and provides a continuum marked by these two polarities at cpposite
: ends., It is interesting to note that in the literature of adult
! psychopathology there are many studies attesting to the vital
N ‘ importance of campetence as a factor significantly implicated both
in the resistance to the of psyt ogy, or to the
rapidity of recovery when breakdown occurs.

As regards Kohn's division of symptoms into two major groups,
Garmezy sees one aspect of symptom formation that suggests a
similavity between chiidhood and adult disorgers. He notes that
the cluster of adult behaviour identified as "turning against the
self" versus "turning against others" is parallelled in Vohn's
two-factor model. Although Gammez, admits the continuity or
b discontinuity in life span developmental psychology, he feels that
. two of the most severe forms of peychopathology, chronic

schizophrenia and antisccial personality disorders, appear to lean
heavily in the direction of continuity of incowetence from
childneod through to adulthood. Thus Garmezy sees a restricted
congruence between childhood and adultvv ' =nd specific forms of

early and later symptom fommation. trates the critical
importance of early identificats . lntervention with
potentially disturbed preschool chiluw 3 Garmezy feels that

Kohs has gone a long way in helping to identify early signs of
inadequate functioning.

By using Kohn's two-factor model in this study, it was hoped
that a wide spectrum of a c¢hild's functioning could be assessed,
and related to academic performance. It was considered as
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potentialities, In the words of Murphy (1962) "... we became
obsessed with failu.e ... thus there are thousands of studies
dealing with maladjustment for each one that deals directly with
the ways of iwanaging life's problems with personal strength ard
adequacy"  (p2). However, in the last twenty years a
revitalization in developmental psychology has begun to provide us
with information attempting to explain healthy as well as deviant
personality infommation in children. (Garmezy, 1977.) Kohn, in
his two factor model, sets deviant apart from healthy functioning,
and provides a continuum marked by these two polarities at opposite
ends. It is interesting to note that in the literatur: of adult
psychopathology there are many studies attesting to the vitsl
importance of competence as a factor significantly implicated both
in the resistance to the of psy . Or to the
rapidity of recovery when breakdown occurs.

As regards Kohn's division of symptams into two major groups,
Garmezy sees one aspect of symptom formation that suggests a
similarity between childiwod an® :dult disorders. He notes that
the cluster of adult bebavicur i¢-.*ified as “turning against the
self" versus “turning against cuw:e® is parallelled in Kohn's
two-factor model. Although Garmezy admits the continuity or
discontinuity in life span developme:r<al psychology, he feels that
two of the most severe forms wf psychopathology, chronic
schizophrenia and antisocial personality disorders, appear to lean
heavily in the direction of continuity of incometence fram
childhood through to adulthood. Thus Gumrmezy sees a restricted
congruence between childhood and adulthood ard specific foms of
early and lator symptom foumation. This illustrates the aritical
importance of early identification of, and intervention with
potentially disturbed preachool children, and Garmezy feels that
Kohn has gone a long way in helping to identify early signs of
inadequate functionkng.

By using Kohn's two-factor model in this study, it was hoped
that a wide spectrum of a c¢hild's functioning oould be asseased,
and related to academic performance. It was considered as
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important to discover the types of healthy functioning that were
related to achievement as it was to ascertain the types of impaired
functioning associated with underachievement., Also, if it were
found that certain types of healthy functioning were associated
with achievement, it was felt that a knowledge of these particular
attributes would be of stme help in designing any forn of
intervention programme.

The studies by Kohn have demonstrated the practical value of
the two-factor mode} in clinical and mental health research. 'There
is also considerasble evidence for the relis "’“y and walidity of
the Kohn scales {Khan and Hoge, 1983 imension has been
shown to be a valid clinical indicacor, w be relacively
: indeperdent of the other, to predict umguely to itself, and to be
differentially related to achievement. The syndromes were found to
cover almost the entire spectrun of emotional functioning in the
classroom sitvation. An analysis of the curvilinear relationship

between the t  Jactors, and performance on the achievement tests,

T showed that v whole contimnm of social-emotional functioning,

i £fras health to disturbance, was involved in schocl learning, Not

only were emctionally impaired children bandicapped in school

dchievement, but emctionally healthy chi‘dren achieved better in

H academic subjects. For the above reasons, as well as the fact that

: . limited research has been done linking #1.. ucher scales used in the

present study (namely Anima. Crackers, .. Dreyer and Haupt), with

acadunic it is ize o m% the four factors in
. the Kohn scales will be more signific

performance than the factors in the othec

sdictors of academic

Vel Seales.
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CHAPTER FIVE

METHOD

5.1 Background to the Present Study

The present study is part of a larger investigation called
the Early Learning Project (Skuy and Shmukler, 1980). fThis was a
large scale lorgitulinal research project undertaken by the
Department of Hducation and the School of Psychology at the
University of i1e Witwatersrand.

The racionale for the Early Learning Project stemmed largely
from the al 1-1 ional to education (Shapiro
and Biber, 1973}, which was examined in depth in Chapter 1.
Briefly, the basic tenst of this approach is that the growth of
cognitive functioning connot be seperated from the growth of

1l and i 1 Thus, the emphasis is
placed on the i of devel L p which is
seen as critical to the later adjustment of the child,

Another aspect of the developmental-interactional approach
emphasizes the interaction between the child and his environment,
and the clavification of the rel ip existing Letween the
child's development anl the environments in which this occurs. The
school, and the hane, are thus seen as prowoting (o suppressing)
the child's psychological development in the broad sense, including
affective, sweinl and intellectual development.

The broad aims of the Early Learning Project were as followst

i) to assess the relationship between various developmental
factors, and initial primary school adjustment and
performance.

ii) to identify differences in the development of children in
various settings, including soclo-eomcmic status, school and
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hame epvironments and cultural backgrounds.

iii) to deveiop ate envi and i at the
preschool stage, and at initial school entry, for
accomodating differences and prowoting development and
competence.

This present study therefore had the advantage of having
available for analysis a comprehensive body of data, as a result of
the large sample and the administration of a formidable range of
standardized tests and rating scales,

5.2 Rationale for the Present Study

Inherent. in the developmental-interactional approach is that
the understanding of the cognitive processes of the c¢idild is a far
cry frar the understanding of the child himself. For Handley
(1973), the cbvicus question 1s why two children, with the same
1.0, score, and of the same age, sex and socio-econamic status, may
differ so markedly in their academic attainment, As has been
1 discussed, a great Jdeal of the resesrch into academic achievement
or underachievement hus shifted towards the study of the role
played by affective variables. However, as Kohn (1977) notes,
althougl researchers have found correlations between many affective
varisbles and underachievement in school-going children, the
question of cause and effect is not clear. There have been few
studies with the child ing primary school
for the first time, using social-emotional functioning as a
predictive factor of later achievement or underachievemmnt, so that
no clear-cut conclusions can be drmwn @bout the cause und effect of
social~emotional functicning amd acadenic attainment. In the
present study, the children were amsessed on both coriteria in
nursery school and in elementary school, and this provided an ideal
apportunity to further clarify the relationship between preschool
social~emotional and latex academlc achi
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5.3 H eses

In this study, the following three hypotheses were
formulated:

Hypothesis 1 Preschool social-emotional functioning is related to
later academic achi t and i .

Hypothesis 2 The relationship between preschool social-emotional
functioning and academic achievement. and
underachievement. will differ according to sex,

s esis 3 Interest-Participation, Ceoperation-Conpliance,
Apathy-Withdrawa., and Anger-Defiance are more
significantly related to, and more predictive of,
later academic performance than the variables in the
Animal Crackers or the Dreyer and Haupt tests.

5.4 Dpefinition of an Underachiever

The underachiever in this study was defined as a child whose
intellectual potential lies within the nomal range (i.e. whose
score on a test of intellectual ability is between 90 - 110) but
who is achieving academically or cognitively et a level below his

class average.

Academic achievement was measured by various cognitive tests
in Grade I, as well as teacher's ratings on subjects taught in
Grade II.

5.5 The Early Learning Proia+t Sample

The suojects for this project comprised 426 preschool
children from 12 nursery schools in the Johannesburg area, There
were 244 males and 182 females, and their ages ranged from 55 to 82
months. All were eligible for priwary school the following year.
The nursery schools were registered with the Department of Health
of the Johannesburg Municipality, and were classified by this
authority according to the socio-econcmic area they serve. The
project utilized this criteria for the classifications of the
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schools, and Table I shows the breakdown of the 12 sciools
[\ N according to their socio-economic classification,
&
: Table T
Upper-Middle (SES 1) Middle (SES 2) Low (SES 3)
Schools. No. Schools No. Schools | No.
A 39 D 36 H 27
B 128 E 44 I 18
c 17 F 36 J 8
G 30 K 12
' L 3
N Total number
of children 184 146 96

Table II gives the mean ages and the age range, for boys and girls
i in each of the three SES groups.

. Table IT
i S5 1 SS2 83
i Bos girls B Gils Boys Girls
M. 7 o 7 ® 5 s
e |Syrs10mths| 5yrsomms| Syrsiinehs| SyrsWmets| 5w 9mis| 5 yrs 9 mibs
Faze|4ys omhs| 5yrs s | Syrs imth | 5yrs 3mhs| 5 yrs 3mthe| 5y 3mns
w© k= o o ™ o
6 yrs 5 nths 6yrs 7mths] 6yrs 0 mhs| €yrs Imhs GESM:\'S 6 yrs 9 mhs
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The study suffered a severe attrition rate after the nursery
school stage, particularly with SES 3. The parents of a number of
the children from the upper-middle and middle SBES groups either
moved out of the Johanmnesbury area, or emigrated. A few children
were kept back at nursery school to repeat the year and a fairly
large number of children, especially from the SES 3 group, simply
disappeared,

Table 3 gives the nubers of hoys and girls for each SES
group over the two subsequent years of the study.

TABLE IIT
GRADE I (1979) GRADE II (1980)

SES 1

Boys 7 63

Girls _50 48

Total 129 116

SES 2

Boys 58 51

Girls 47 38

Total 105 =]

SES 3

Boys 29 19

Girle 24 _le

Total 53 37

5.6 The sample for the Present Study

The sample for the present study was taken fram the above
sample, but included only those children whose scores on the
Draw-a-Man Goodenough test fell within the normal range of
intelligence, that is between 90 - 110 points. A major criticism
of many studies investigating the relationship between emotional
factors and academic underachievement, is that intelligence, or a
score on any test of intellectual or cugnitive ability, is not
assessed and is therefore an imgortant uncontrolled variable. As
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a result children who may have very different cognitive and
intellectual abilities, are grouped within the same sample. A
child who scores below average on an intelligence or cognitive
test, and who performs poorly on acadenic subjects, cannot
necessarily be described as an underachiever, and may, in fact, be
& high achiever by his own intellectual standards. The Draw-A-Man
test is discussed in detail in Apperdix A.

TAELE IV

v
Valid cases = 394 Missing cases = 32
No. of children between 85 and 115 = 263 (66,75%)
Ho. of children above 115 ¥ 65 (16,49%)
No. of children below 85 66 (16,75%)
Mean = 100,19

Standard Deviation = 16,68

The number of children scoring between 90 - 110 was 200, 117
boys and 83 girls. However, due to the fairly high attrition rate
suffered by the project, by Grade II this nutber was considerably
Qiminished. Table V presents the muber of children in Grade I
and Grade II within the nommal range of intellectual ability
(90 - 110) according to sex.

TARLE V
GRADE I GRADE II
Boys 91 89
Girls 67 63
Total 158 152

It should be noted that the sample is no longer classified
according to socio-economic status (SES), and sex was the only
differentiating variable., Firstly, it was not considered feasible
to divide the sample further into smailer groups according to sex
and SES, as this would have necessitated the creation of nine
groups and the numbers in each group became too small for valid and
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reliable statistical results to be dbtained. Secondly, disad-
vantaged status has been found to be a handicap to cognitive
functioning and to a lesser degree to emotional functioning (Kohn,
1977).  Indeed, in the Early Leaming Project, Snell (1982) found
that low SES groups did not perform as 311 as the higher groups on
cognitive tests. However, the rationale behind using the DAP as a
scresning device was that any child, from any SES, who was lacking
in cognitive or intellectual skill, would not be included in the
sample, which only included children within the norxmal range of
intellectual #nctioning. Finally, as regards the deleterious
effects of disadvantaged status on social~emotional functioning,
although the children in the Barly Learning Project sample were
clagsed as low SES in terms of Wnite South Africans, they were not
realistically comparable to Kohn's (1977) definition of disadvan-
taged status, or low SES, as this tem included within its
proaneters minority race-group status, slum-dwelling, welfare
assistance or extreme poverty.

5.7 Procedure

The study was conducted in three separate phases. The
children were tested and rated at yearly intervals in nursery
achool, Grade I and Grade II. The testing programme was conducted
by this writer, and third year students from the School of
Psychology and the Department of Hducation, under the supervision
of Dr Shmukler and Prof Skuy.

The children were tested and assessed both individually and
in groups, and teacher rating scales were also utilized after the
teachers had received training from members of the research team.
A full list and description of the tests and rating scales used
during each phase is given below. Two types of measures were
used: i) itive and academi 2s and 1i) tests and rating
scales of social-emotional functioning.
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5.7.1 rPhase }

The nursery school children were assessed on u battery of
tests, measuring both cognitive and social-emotional functioning.
This took place in September 1978,

1) Cognitive Tes:

a) Goodenough Draw-A-Man (scored according to the procedure
set down in the Aston Index, Newton and Thomson, 1976).

ii) Social-Emotional Tests and Rating Scales

a) Animal Crackers : Test of Motivation to Achieve (Adkins
and Ballff, 1973).

b) Kohn Scale (Kohn and Rosman, 1972(a)).

¢} Conpetence Rating Scale (Dreyer and Haupt, 1966).

5.7.2 Phase II

The children, nos in Grade I, were assessed on three tests
measuring cognitive functioning, as well as a teacher rating scale
assessing academlc achievement., ‘This tock place in August 1979,

i) Cognitive Tests

a) Bnglish Picture Vocabulary Test {Brimer and Duon, 1963).
b) Southgate Reading Test (Southgate, 1971).

©) Young Group Hathematics Test (Young, 1973).

d} Teacher Rating Scale (to essess c¢hild's academic

performance as reflected by end of year "Position in
Class”) .

$.7.3 Phase IIT
Measures of the Grade II children's academic achievement were

teken fran teacher rating scales, This tock place in September
1980,
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i) Cognitive hssessments

a) Teacher's rating of child’s ability in Reading and
Arithmetic,

A full description of each test is given in Appendix A.

Statistical Design

i) t-tests were performed on the results cbtained for the
male and female groups for ail the social-emcticnal
variables used in this stuly, to test whether either of 1
the two groups scored significantly differently on any of \
these independent variables, The tests were two-tailed,
and a significance level of 0,05 or better was assumed.

The Pearson Product Moment Correlation Coefficient was
uszed to obtain the degrees of relationship, or

id

correspondence, between the cognitive, or academic
achievement criteria variables, and social-emoticnal
varisbles.  McCall (1970) points out that this formula
permits easy computation with a sarge mmber of subjects,
and, in addition, since the assumption underlying the
Pearson Product Moment Correlation is that the
relationship between the two variables is linear (Roscoe,
1949), the formila provides the appropriate sign for the
correlation coeflicient, indicating positive or negative
relationships. A significance level of 0,05 or better
was assumed.

1ii) rLinear maltiple regression was used to determine the
relative contributions of a set of predictor varisbles on
two separate dependent variables, Reading and Arithmetic,
The step-wise approach used entered the independent
variables inte a predictive equation in an order
corresponding to their contributions, selecting the best
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predictor first from the whole set of predictors, then

adding the second best, and so on, until all the 4
predictors have been related to the criteria in order of
importance,
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CQIAPTER SIX
RESULIS

As a first step, possible differences between male and female
subjects on the predictor variables were examined by means cf
t-tests,  Secondly, the data were analysed by means of a Pearson
Product Moment Correlaticn, Jn order o cxamine the relationship
between preschool social-emotional functioiing, as assessed by
standandized tests and rating scales, and loter academic
underachievement in Grades I aml II, as assessed by standardized
tests and teacher rating scales. An attenpt was also made to
determine whether the relationship between preschool social-
emotional functioning and academic underachievement differed
according to seX.

Finally, a stepwise mltiple regression was used to test the
nypothesis that certain factors of preschool social-emotional
functioning are more strongly related to, and more pred}.ctive of,
later  acadanic  undernchievement than  others, The s&tepwise
regression was used on two different criteria variables (Reading
and Mathematics) in order to £ind the best linear conbination from
the assessed prediction variables,

6.1 t-tests between Male and Female Groups (see Table VI)

As noted in the introductory chapters, there arve many
indications in the literature that males and females, and their
demt. 3 are & o Qifferently by different
social-emotional factors, and they arc reported to have cbtained
different scores on tests measuring these factors (Behrens and
Vernon, 1978; Kohn, 1977; Wall, 1973). Thus, t-tests were
performed on both groups for all the social-emotional variables
used in the study. If males and females obtained different scores
on the independent variables, it would affect the relationships
between these variables and the criterion variables, and the

irdependent variables would have to be treated differently for each

sex,
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J N
TAHLE VI Table of t-tests of Male vs Female on Social-Emotional
Variables
N =178
Y N of Males = 10l
f N of Females = 77
H 2zl Men Std Boror
TRIL
CROEES
1) Sdwol Bnjoyment.| 0,72 174 | 040
2) Self odfidere | -0,92 174 | 0,3%8 |
i
3) Puapcsiveness 1,49 174 { 0,137
4) Jostonentsl
Betivity 0,20 174 | 0,68
5) Self Pveluation 0,57 174 | 0,562
O, 518 176 | 0,915
i K
‘ sois
i Interest-
Participation 1L, 48 | 0,04
i Bpathy-
| Withdrawal -1,52 143 | 0,131
: {Jocperation-
Cpliance: =095 |4l | 0342
fiten = o
Defiarce | 2.8 | 34 | 0,081
IFEIR AD
BIE] SHE
1) 2EML (Eat) 2,0 @2 | 601 | 2,28 | 2,09 0,087 | 0,07
2) TeM 2 (Lacder) 1,4 16 | 0,255
3} ITEM3 (Blecks) 102 166 | 0,38
4) ImM4 (Boxes) [e2::) 164 | 0,3
5) IE5 (Costume) [ 0,05 166 | 0,963
OB | 19 | 166 | 0,056

Two-tailed tests, 0,05 level of significance
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Table VI shows the results .f the t-tests between males and females
on the independent variables. The tests were two-tailed arnd a
significance level of 0,05 or better was assumed.

As can be seen, the only variable that distinguishes between ‘
the two groups is an item from the Dreyer and Haupt Scale, ITEM 1
{X and another child (Y} are playing with a bat and a ball. They
appear evenly matched in gkill and control.  Scon, however, child
Y calls cut "I'm better than you. I hit more than you.”  Vhat
would X do in such a situation?) The males scored significantly
higher on "competence" than the females,

' 6.2 Relationship Between Predictor Variables and Measures of
Academic Achievement in Grade I and Grade IT

Using a Pearson Product Moment Correlation, scores on various
criteria of academic performance were inter-correlated with the
predictor variables of social-emotional functioning. ‘The criteria
used to assess academic performance were as follows:-

Grade I

Brimer and Dunn Vocabulary Test

Young Mathematics Test

Southgate Reading Test

Position in Class (as indicated on teacher's report)

Grade I
. Teacher’s Rating of Reading
Teacher’s Rating of Arithmetic

The predictor variables of social~emotional functioning, on
which the children were tested in nursery schwol, were as followsi-

Animal Crackers (5 factors, and a total score)

Kohn and Rosman Scale (4 factors)
Dreyer and Haupt Scale {5 factors, and a total score)
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As noted above, there are indications that the academic
performance of males and females are affected differently by
different social-ewotional factors. Thus, three different
corvelation tables were drawn up, one for the whole sample, and one
each for the male and fanale samples,

Sigm.ficance levels of 0,05 or better were assumed, and the
significance ©of the correlation coefficients are noted with
asterisks.

An inspection of the tables indicates that the majority of
the correlations cbtained in this study are not high. Many
writers (McCall, 1970; Roscoe, 1959) have pointed out the problem
of obtaining large correlation coefficients in the behavioural
suiences, and, in a stody of this nature, one would be suspicious
of ‘ery high correlations, What is of particular interest is the
direction and significance of the degree of association betwsen
varisbles. The correlations are not taken to indicate anything
with regard to cause and effect. Campbell and Stanley (1963)
discuss the difficulties in inferring causality from correlational
data.,  They point ocut, however, that correlations are useful for
suggesting hypotheses regarding causulity. This is because while
the significance of a correlation does not provide evidence that
one varisble had a causal effect on the other, the absence of a
relationship leads to the positive couclusion that they did not
causally influence one ancther.

(In some cases, because of incovplete teacher rating forms,
or absentecisn on the child's part, certain variable scores were
wissing, In the case of tlwse missing values, & mean score was
substituted before the correlation waa calculated.)

Total Sample {See Table VII)
Animal Crackers

The correlations between the Animal Crackers variables and the
criterion variables are very scant, The significant correlations
are Self-Eval ation with two Grade I measures, Southgate Reading
and Position in Class, and with Grade II Reading, Purposiveness
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FARLE VII Correiation Coefficients Between Academic Achievements, in Grade I
and Grade II, apd the Predictors

4t

76

r
Grade I §= 152
GRAE IT
BNIMRL,
Schoal =
Erviyment.
Salf 8
Coridence
i
Puncsiveress | PURP Jer*
ey [
Activity 2404
Self SE
Evalaticn Jdoger | aase | osee |
:
TOL ey
o !
SCALFS
Interest~ YR
Participatien il 262 Jgger 170
iy KEE
ﬁﬁmﬁl ~S5F | ~dE% [ - 300w
Cogperation- | K%
Qarglliznce B A el
Arger- KN
Defiance =1 = A70F S il M-t
FEVER BD
HAPT SHE
Bat. mEM 1l 272 Jgax
LaXer TrM2
Blodks ImM 3
Bowes ITEM 4 A w147
Costume TEM 5
TR B "
Significance *p 0.05
Levels **p o 0,01
% p 0,001
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also correlated positively with Southgste Reading, and Instrimental
Activity with Grade II Arithmetic.

Kohn and Rosman Scales

Different factors of this scale correlated with all the
criterion variables. The two negative factors {Apathy-Withdrawal
and Anger-Defiance) both correlated negatively with Vocabulary and
Southgate Reading, while Anger-Defiance was also correlated
negatively with Grade II Reading and Arithmetic, and
Apathy-Withdrawal with Young Mathematics.

The two positive factors, Interest-Participation and
Cocperation-Compliance were both positively related to Young
Mathematics, Southgate Reading, and Grade II Reading. In
addition, Interest~Participation wu.s also positively related to
Grade I Position in Class, while Cooperation-Compliance correlated
positively with Grade II Arithmetic.

It should be noted that all four factors were significantly
related to Southgate Reading, and that three were related to Young
Matheratics and Grade II Reading. All the correlations between
the jositive factors and the criterion variables were positive,
while the negative poles correlated negatively with the dependent
variables.

DPreyer and Haupt Scale

. The significant relationships between these variables, and
the criterion variables, were few. Item 1 was significantly
related to Vocabulary and Southwate Reading, while Item 4 was
correlated significantly with Young Mathematics and Southgate
Reading. The Total score was also significantly related to
Southgate Reading.
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Total Male Sawple (see Table VILI)
2Animal Crackers

There wery e significant correlations between any of the
Animal Crackers items and the criterion varisbles,

Kohn and Rosman Scales

Again, the Kobn and Rosman Scales provided most of the
significant relationships, As with the total sample, the two
positive factors, Interest-Participation and Cooperation-Copliance
correlated positively with Southgate Reading, with Interest-—
Participation again relating significantly to Position in Class,
and Cooperation-Cawpliance again positively correlated with Grade
II Reading, and also Grade II Arithmetic.

As in the cotal sarple, negative Factor I (Apathy) related
negatively with Southgate Reading, am<l negative Factor II (Anger)
with Vocabulary. Both of these negative factors were negatively
related to Grade II reading and avithmetic, as they were in the
Total Sample.

Dreyer and Haupt

There were only two significant correlations, Item I with
Vocabulary ami vith Southgate Reading.

TOTAL FEMALE SAMPLE (see Table IX)
Aniral Crackers

With the Female Sample, there were more significant
correlations than with the total sample. Three of the factors,
School Enjoyment, Self-Confidence and Self-Bvaluation, znd the
Total Animal Crackers score, correlated with Grade IT Reading. The
Total score also correlated with the Southgate Reading, and
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TABIE VIIY  TOTAL MALE SRMPLE N = 91
Grede T N= 9l Grade I N=£
GEET i
¢ UMD Voo Mathe- Positicn
CRACKERS lary | meticg| Realirg | inClass| Readirg| Arittmetic
| Scool. =
| Erjoyment.
Self 8
Qnfidence
Purpcaiveness | B2
Instrumental | TA
oy Activity
N Self SE
Evaliatim
L SEOF
e
SONLES
Participation el 200
Apetiy- R
Atiriren =312 -2 225
: Qxcperation- | KREXP
' Compliance o wAdgk 034
Arcpr- KRy
| Defiznce = 1S0% - 2AL¥ =197
: THEVER AD
HALPT SHE
Bat TEML| 200% < uid
! Latier M 2
Blocks IT8M 3
Baes M4
Costure ™mM 5
TOTPL
Significance * p  0.05
Lavels ** 5 0.0L
** D 0,001
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TABLE IX TOTAL FEMALE SAMPLE N = 67
Grede I N =67 Gradke IT = 63
GHET =
ORKERS lary retics| Reading | in Class| Resdimg] Arittmetic
Schoal =
Exrioyrernte i
Self x<
Ortidence <303
Purpesiveness | HFP Q6%
pr.8
Activity
Self =03
Evalwtion S1kRE
TR 0T 2P A2 EE
hio:
SHES
Interest- KRFLP
Particigation 31| 220
KRN
il Y - 252 -
Quperatior | KREP
Compliance J525M 3z 323 2%
Anger- KR
Defiarce RSl et il B i 3B | - 240%
TREVER D
HALET SE
Bat M 1 259k
Lacier TTEM 2
Blaks T 3
Bnes IMM 4| JZ7avk P
Qstume M 5
TOTRL
Significance *p  0.05
Levels ** p  0.01
*E p o 0.001
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Purposiveness with Position in Class.

Kohn and Rosman Scale

The correlations with the second factor ({Cooperation-
Compliance versus Anger-Defiance) were particularly prevalent.
Anger-Defiance was negatively related to Vocabulary, Young
Mathematies, Southgate Reading, and Grade II Reading and

ic, while Ct ion-Compliance was positively related to
all these vaerisbles except Vockoalary.

Interest-Participation was positively related to Vocabulary
and Young i while \pa Ehy-~i ) correlated
negatively with Vocabulary and Southgate Reading,

Dreyer and Haupt Scales

As with the two previous samples, there were few
correlations. Jtem 4 correlated positively with Vecabulary and
Southgate Reading, and Item 1 with Grade II Arithmetic,

Sumrary

The Animal Crackers test and the Dreyer and Haupt Scale
provided few correlations, and no discernible patterns. (The only
significant relationship to be repeated was that of Self-Evaluation
with Grade II Readiny in the Total and the female samples).

By contrast, the Kohn and Rosman scales featured prominently
in all three samples, Cooperation-Coapliance and Anger-Defiance
were significantly correlated with Grade II Reading and Arithmetic
in all three samples, and in the male sample Apathy-Withdrawal was
negatively correlated with the two Grade II criteria as well.

Southgate  Reading rrelated  with \pathy 1
(negatively) and Cooperation-Compliance (positively) in all three
amples, with I rticipation (p 3 ) in the male and
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the total sample, and with Anger-Defiance (negatively) in the
fanale and the total sample.

Young Mathematics was related to Interest-Participation and
Cooperation-Compliance (both positively) in both the total and the
female sanples.

Vocabulary was negatively correlated with Anger-Defiance in
all three samples, and with Apathy-Withdrawal in the female and
total samples. Finally, Position in Clase was positively
correlated with Interest~Participation in the male and in the total
sanples.

6.3 Linear Stepwise Multiple Regression

The £inal stage of statistical analysis 3in this study
involved linear multiple regression. This procedure investigates
the contribution made by a corbination of independent variables,
X, to a dependent variable, Y. Specification of this
relationship takes the format of a linear function between the
dependent and independent variables:

yl=aA+ 8 X+ By way ok Bk X

where Y1 is the estimated value of the dependent. variable y;
A is the y ~ intercept of the regression line;

By is the regression coefficient: and

X; is the value of the independent variables,

The A and By coefficients are selected according to the
least sguares principle, which implies that the sum of the sguared
residuals (Y ~ ¥Y1)2 s minimized (Nie, Hull, Jenkins,
Steinbrenner and Bent, 1975).

This method allows for the detemination of the relative

contributions of a set of predictor variables on a single dependent
variable, and, in addition, it has the potential for a stepwise
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‘approsch which enters variables into the predictive eguation in an
omder correspording to their contributions. In the stepwise
regression programme in the SPSS marwal (Nie et al, 1975), the
computer autamatically selects the best predictor first from the
whole set of predictors, then adds the second best, the third, and
50 on, until all the predictors have been related to the criterion
in order of importance.

There are various methods, such as beta weights and
unstandardized regression weights to assess the effect of the
independent variable X1, on the dependent variable, Y. There are
also two F-tests, and this study makes use of one. This F-test
provides an indication of the significance of the multiple
correlation coefficient (multiple R), while the other examines the
significance of the regression coefficient (Bj. This latter test
was not used in this study,

According to Kerlinger (1973), this statistical procedure is
an extremely useful one and is based on powerful mathematical
methods, Although he warns of cextain limi tions and difficulties
in the use of this technique, there are clearly a number of
advantages.

Firstly, linear multiple regression allows for a flexible
approach in analysing the data, which is not limited to searching
for direct causality, and which allows for the examination of the
moye coaplex aspects of the interrelationships between the
variables.

Secondly, the technigue provides both a descriptive and an
inferential analysis of the data.

Thirdly, the contribution of the variance gives both the
descriptive and inferential power to the technique.

PFinally, in the present study, in which an attempt is being
made to examine issues on a wide range of data, and the nultiple
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R's tend by necessity to be low, this technique can improve
understanding by highlighting the smaller contributions.

When using this technique, it dis important that the
independent, or predictor, variables are also independent from each
other. That is, one may not use variables which are highly
correlated with each other, nor may one use an overall, or
camposite, test score, with the scores
which make up the overall score. Thus, for example, one may not
include the overall Animal Crackers score in the same regression as
the five component scorus, For this reason, the total Anmimal
Qrackers score and the total Dreyer and Haupt scores were not
included in the regressions, &imilarly, since the positive and
negative poles of the Kohn scales were polar opposites, and were
thus perfectly negatively correlated with each other, they could

not be included in the same regression.

Thus, four analyses, using stepwise regression, were carried
out on the whole sample. The analyses were:

A) southgate Reading Test (Grade I) with twelve irdependent
variables. These consisted of the five conponent scores of the
Animal Crackers test, the five items fram the Dreyer and dHaupt
test, and the two positive poles from the Kohn scales, namely
Interest~Participation and Cooperation-Compliance,

Southgate Reading Test with the five Animal Crackers and five
Dreyer and Haupt items, as well as the two negative poles from
the Kohn scales, Apathy-Withdrawal and Anger-Defiance,

Q) Young Mathematics Test (Grade 1) with the same independent
variables as in A,

Young Mathematics Test with the same independent variables as
in B.

B

D

Table X shows the predictors used in the Regression Analyses
against the two criteria, Reading and Mathematics.

In tables XA, XB, XC and XD the following information is
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TABLE X Regression Analyses of Factors with both Reading and
Mathematics as Dependent Variables

ANIMAL CRACKERS

SE
sc
PURP
1A
SFBE

KQEN SCALES

KRFIP
KRE2P
KRFIN
KRE2N

Scheol Enjoyment
8elf Confidence
Purposiveness
Instrumental Activity
Self Evaluation

Interest~Participation
Cooperation-Compliance
Apathy-Withdrawal
Bnger-Defiance

DREYER AND HAUPT SCALE

ITEM 1

ITEY 2

ITEM 3

ITEM 4

ITEM 5

and anctlwer child are playing with a
bat and ball, They appear evenly matched in
gkill and coatrol.  Scon, however, child X
calls out “I'm better than you. I hit more
than you."  What would do in such a
situation?

Child X and are hoth pulling at a
ladder, eoch screaming loudly: "I had it
firgt." What would do in such a
situation?

is building a garage. Child X has
been annoying him by remeving blocks and
telling him how silly his garage looks.

What would do in such a sitvation?

The teacher brings a collection of boxes of
different sizes, shapes and colours, ete, to
school and puts them on the table, What
would do in such a situation?

is dressing up in a costume and having
difficulty with some pleces of apparel.
What would do in such a situation?

. & . & B T ™ T T Y
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provided:

The miltiple R indicates the multiple correlation between the
criterion variable and a linear combination of predictors. r2
indicates how much of the comwon variance is explained by the
linear combination of predictors, and reflects the overall accuracy
of the prediction equation (Nie et al, 1975), The P~test is
applied to test whether the dbserved linear asscciation is
statistically significant, together with the overall equation, as
well as determining the significance of the Multiple R. The

regression coefficient is the wvalue obtained in the chosen
equation, which raises the explained variance hy the amount
stated.

fable XA Stepwise Regression with Southgate Rending as the
Dependent Variable

The prediction offered by the independent variables is fairly
low, yet as stated sbove, even small contributions to the explained
variance cannot be lightly dismissed,

Adopting the equation that raised the explained variance by
at least 2 percent, the followlng result was cbtaineu:

Reading = 0,197 {Constant} + 0,252 (& Conpliance) + 1,088
(ITEM 1) + 0,257 (Interest~Participation) + 0,480
{Purposiveness) .

The multiple R in this equat.ion is 0,466, The centribution
of the dbove variables in e equation accounted for 19,9 percent
of the variance in Reading. The two positive Kohn fsators were
both important Cooparation-Compliance by itself accounted for
10,7 percent of the variance, while Intcrest-Participation
accounted for 2,4 pexcent, Jointly, they accounted for 13,1
parcent of the variance. ITEM 1 (fram the Dreyer and Haupt scale)
accounted for 4,3 percent, and Purposiveness, from the Animal
Crackers test, accounted for 2,5 percent of the variance in
Reading.
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Sumnary Teble of the Multiple Correlations with Reading as the
Dependent. Variable, and the Regression Bquation
TRELE XA
B READING
Coefficient that raises
MILTIBLE R B2 E the explained variance
by at least 2%
KRE2E 0,328 0,107 11.822%% 0.252
ITEM 1| 0.387 0.3150 8,652%% 1.088
KRFIP 0.417 0.174 6,804%* 0,257
PURP 0.446 0.19% 5.940%* 0.480
A 0,459 0.211 §.076** | 0.197 (Constant)
SFB 0.473 0.224 4.516%*
sc 0.476 0.227 3.,890%%
ITEM 3| 0.479 0.229 3.419%*
ITEM 41 0,480 0.231 3.029%
ITEM S| 0.481 0.231 2.703**
IT™M 2} 0.48% 0.23) 24324k
SE 0.48) 0.231 2,208%*

Significance Level ** p 0.0

Regression Erquation = READING = 0.197 (Constant) + 0.252 (KRF2P) +
1,088 (ITEM 1) + 0.257 (KRFIP) +
0,480 (PURP)

R = 0.446 R2 = 0,199 F = 5.949%% 4+ 96 df

5,
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Table XB Stepwise Regression with Souti ~ate Reading as the
Dependent. Variable [

Compared to the previous result, slightly less of the
variance in Reading was accounted for. The following equavion,
which raised the =xplained variance by at least 1 percent, was
adopted:

Reading = 14,784 {Constant) -~ 0,300 (Apathy-Withdrawal)} + 0,573 |
! (Purposiveness) + 1,351 (ITEM 4) - 0,345 (Instrumental
N Activity).

i

A miltiple R of 0,425 was obtained, accounting for 16,82 of

the variance by the cavbination of predictors. The negative Xohn

i facte”  Apathy-Withdrawal, was very important, and alone accounted

o for ¢,3 percent of the variance in Reading. Also important were

. Purposiveness, which accounted for 3,4 percent of the variance,

ITEM 4, which accounted for 2,9 percent of the variance, and

InFtrumental Activity, which accounted for 1,2 percent of the
variance.

It i3 noteworthy that three of the Kolin factors, two positive
and one negative, figured prominently in both these equations, amd
accounted for a large percentage of variance in Reading. It is
also interesting that Purposiveness was the only factor which was ’
included in both equations, Finally, it should be noted that both 1
the Animal Crackers variables included in the equations,

Purposiveness and Instrumental Activity, concern the c¢hild's
.l ability, preparedness and Imowledge of the correct procedures o
k beceme involved in, and execute, various school tasks.

Table XC Stepwise Regression with Young Mathewatics as the
Dependent Variavle

The only sigrificant factor in this regression was Imterest-
Participation, which accounted for 4,2 percent of the varianve in
Mathematics. The multiple R was 0,204, Since only one factor
was significant, no equation was adopted.
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Table of the Multiple Correlations with ing as the
Dependent Variable, and the Regression Equation

TARLE X8

B READING
Coefficient that raises
MILTIZLE R B2 E the explained variance
by at least 1%
KRFIN 0.304 0.093 10.109%* ~0.300
PURP 0.356 0.127 7.100%% 0,573
ITEM 4 0.395 D.156 5.987%% 1.351
n 0.410 0.168 4.852%% ~0.345
.68 | #.0

SFE 0.425 0.180 4,177** 14.784 (Constant)
ITEM 1 0.435 0.389 3.665%*
SE 0.438 0.192 3. 147%*
sC 0.438 0.193 2,752%
iTEM 5 0.441 0.195 2,441
KRE2 0.442 G.195 2.186*
ITEM 3 0.443 0.196 1,974%
ITEM 2 0.443 0.196 1.792
Significante ** n 0,01
Levels *p o 0,05

Regra. ..un Equation = RTADING = 14,784 (Constant - 0.300 {KRFIN) +
0.573 (PURP) + 1.351 (ITEM 4) ~
0.345 (1)

R = 0.410 R? = 0.168 P o= 4.852%¢ 4+ 96 af

-




Sumuary Table of the Multiple Correlations with Mathematics as

the Dependent Variable, #nd the Regression Equation

TAHLE XC
C _MATHEMATICS
MITIPIE R B2 b
KRETP 0.204 0,042 ] _ 4.317% 3
KRF2B 0.239 0.057 [ _2.973
ITEM 1 0.269 0.072 | _ 2.526
IEM 3| 0.207 o088 2.328
ITRM 4] 0.319 0.102| 2.164
SB 0,338 0.114| 2.016
SFE 6.345 0.119]  1.797
PURP 0.349 0.122|  1.590
m 0.353 0.124| 1.438
ITRA5|  0.35 0.227) 1.309
M2l 0.359 0.120] 1,97
s 0,360 0.130) 1,095

Significance Level * p 0,05

Nt o v
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Table XD Stepwise Regresgion with Young Arithmetic as the
Dependent: Varisble

None of the independent varisbles in this regression was
significant, and thus 1o equation was selected.
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Sumary Table of the Multiple Correlations with Mathematics as
the Dependent Variable, and the Regression Equation

TABLE XD

D_ MATHMATICS
MATIPIE R RZ F

ITRM 4] 0.183 0.033|  3.413
KRETH 0.240 0.058|  2.991
3| 0,270 0.073|  2.541
SET 3 0.299 08991 2371
el 0.324 0.105| 2.221
SFE 0.334 0.132| 1.972
URP 0.338 0105 | 1,719
IARE 0,343 0.117| 1,529
ITRAS| 0,345 0.119f  1.363
2l 0.348 o2l 1.237
SCT 2 0.349 0322 |  1.121
KRE2N 0.350 0.322 | 1.022
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CHAPTER SEVEN
DISCUSSION

In the following discussion, the results of the t-tests will
first be briefly examined, Then the three hypotheses formalated in
this stidy will be discussed in detail with reference to the
results obtained, £irstly with the Pearson Product Moment
Correlation Coefficients, and then withh the stepwise multiple
regression.

7.1 Sex Differences as Revesled in t—tests between Male and Female

Groups on the Independent Variables

The results i from each ic test will be

discussed separately.
A) pnimel Crackers: A test of Motivation to Achieve

There were no significant differences between males and
females on any of the five subtests, nor on the total score.
Adkins and Baliff (1973) obtained means, distributions and standard
deviations for various ethnic subgroups of children, and for both
sexes, but they made no mention of any significant sex differences.
Since no reference was made to sex dif .rences in the test manual,
they do not appear to ltave regarded this as a significant factor.

B) Dreyer and Haupt. Campetence Scale

The results of the present study indicated that the male
group scored significantly higher on item 1% than the female group,

* X and another c¢hild, Y, are playing with a bat and ball. They
appear evenly matched in skill and control. Soon, however,
child ¥ calls out "I'm better than you. I hit more than you."
What would ¢hild X do in such a situation?

. Nt e e w4 owe e
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This result contradicts the f£inding of Dreyer and Hacopt (1966) that
there were no sex differences.

This item appears to require elements of assertiveness,
confrontation and perhaps aggressiveness. Since the boys scored
higher on Kohn's factor of Anger-Defiance, which implies

on and asserti it is not too surprising that boys
scored significantly higher than girls on this item. However, it
is surprising thht boys scored slightly (but not significantly)
higher on all four of the other itemg, It would seem to umply that
the teachers, who f£illed in the questionnaire, saw boys as more
conpetitive, independent, capable of handling difficult situations,
and of solving problems in the school situation., Again, this may
be a result of boys showing more assertive and aggressive
be.aviour, and the girls demonstrating more shy, and withdrawn
behaviour. Despite Kohn's argument, the teachers may have seen the
beoys' type of behaviour as being more competent., The other
possibility is that the raters in this study, who assessed the
completed questionnaires, judged these qualities of assertiveness

to be rmore "competent” .

C) Kohn's Two-Factor Model of Social-Buotional Functioning

In the present study, boys scored higher on Anger-Defiance,
but the difference did not quite reach significance (p = 0,06). B2s
regards the Apathy-Withdrawal factor, there was no significant
difference between the two Groups. This lack of significant
differences hetween the two groups is opposed to Kohn's findings,
but is in line with the bulk of research in this area examined by
Kohn (1977).

In his largest study, Kohn {1977) found that boys scored
significantly hijher on both Anger-Defiance and Apathy—-wiﬂmdr'awal.
However, the difference between the sexes on Apapthy-Withdrawal was
considerably staller than on Anger-Defiance. (Kohn dealt only with
‘the negative poles in this part of his study, and therefore did not
mention any sex differences in Interest-Participation or
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Cooperation-Compliance. )

From his examination of the literature, Kohn expected boys to
score higher on Anger-Defiance, but he admits that his £inding
ry to the large majority of
stwdies, In his survey of relevant research, Kohn found that hoys
showed a  far ‘Thigher prevalence of anti-soscial, aggressive,
acting-out behaviour than garls, while a higher proportion of girls
than hoys showed neurctic, shy and withdrawn tendencies.

Apathy-1i 1l was

The differences in findings between this study and Kohn's
regarding Anger-Defiance may be to same extent due to the
difference between the two samples used. The major differences
between the two are family status, socio-economic and ethnic
status. In Kohn's sample, the children came from lowar-.
lower-middle, and middle class families, slightiy more than 50% of
which were one-parent houscholds. 56% of the children were black,
27% were white, and 17% Puerto Rican. Bbpproximately 45% of the
families had annual incomes Of below $5000, and 9% had an amnual
income of below $3000. The children in the sample for this
present stwly were all white, and most came from middle- or
upper-class families. tnly 16% of the entire sample came from
one-parent. families,

Kohn found that race and ethric variables accounted for a
small but significant portion of variance in Anger-Defiance, and
that white children rated lower on this syndrane than black or
Puerto Rican childrea. Disrupted family life was the most potent
desayraphic predictor of disturbed behaviour, and hoys suffered
from this wore than girls, especially “n the Anger-Deflance factor.
Thus, one would expect less Anger-Lefiance from the children in
this present study, than fram the children in Kohn's study,
especially from the boys. Therefore, the finding that boys scored
higher, albeit not significantly, then girls, appears reasonable.

Although Kohn admits that his finding that boys scored
significantly higher than girls on Apathy-Withdrawal was contrary

. - N $Pus o Td G i i

P

T

. b

Y



96

to other research findings, he unfortunately does not attempt to
explain this result. It is therefore difficult to ascertain why
the present study differed fiom Xohn's, in which the girls scored
siightly, but not significantly, higher than boys on this factor,
However, this result is in line with most of the studies in this
field (Kochn, 1977). Moreover, the sample Jifferences already
mentioned above way have had a significant influence on this result
as wall.

7.2 Discussion of Hypotheses

In this study, the following three hypotheses were
formulated:~

Hypothesis 1 social- ional ctioning is related to
later academic achi, t and i t

0 sis 2 The relationship between preschool social-emctional
functioning and academic achievement and under-
ach; it will differ ing to sex,

Hypothesis 3 Interest-Participation, Cooperation-Compliance,

Apathy-Withdrawal, and Anger-Defiance are wmore
significantly related to, and more predictive of,
later academic performance than the variables in the
Animal Crackers or the Dreyer and Haupt tests,

Hypotheses 1 and 2 will be examined trgether in this
ai i whiils T is 3 will be examined separately.
Hypotheses 1 and 2 will ve discussed with reference to the results
obtained by the Pearson Praduct Moment Correlation Coeffiecients.
Hypothesis 3 wiil be examined with reference to the rosults
obtained from the Linear Multiple resgion, In the di ion of
Hypotheses 1 and 2, the results of each psychawtric measure of

social-emotional functioning will be discussed separately.
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7.2,1 Hypotheses 1 and 2
B) Animal Cracker: A Test of Mocivation to Achieve

The most swprising feature of (':he results of this test is
that, while there are a few significant correlations between
motivation to achieve and the adiievement criteria for girls, there
are no significant correlations for boys, Thus, in this test,
hypothesis 2 was confirmed, and hypothesis 1 was confirmed for
girls, Since there were no sex differences in the t-tests for
Animal Crackers, the tesc itself could not have been an influencing
factor in the resulr.

Bpecifically, for girls, achievement motivation and reading
appear to be strongly related, Three sections of the Animal
Crackers test, namely School Enjoyment, Self-Confidence and Self-
Evaluation, as well as the Total score, were correlated with Grade
II Reading, The Total score was also correlated positively with
Grade I Reading, while Purposiveness was significantly related to
Ponition in Class (Grade I).

While Adkins and Baliff (1973) warn that the five sections of
the test may not be as statistically reliable as their combination
in the Total score, they do provide useful information on aspects
of n Ach and their relationship to actual achievement, The fact
that three sections of the test, including Self-Confidence and
Self-Evaluation, as well as the Total, correlate with Grade II
Reading, vhile only the Total score correlates with Grade I
Reading, leads one to make two tepmative suggestions, Firstly,
that weasures of the "self" in girls are strongly related to
achievement, particularly reading, and secondly, that this
relationship may incresse as the child progresses through school,
These points will be dealt with in more detail below, when the
results of the conbined sample are discussed.

In an attempt to explain these results, particularly the sex
difference, it would be helpful to examine three recent studies, by
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Peterson {(1980), and Wade (198la) and (1981b), whose research g

indicates the complexity of the concept of achievement motivation, 1
which is not always acknowledged by researchers. They also suggest
that the relaci ip between achi i and

achievement is far from straightforward, and that other personality
variables may interact with n Ach, and further complicate its
relationship with achievement, Finally, Wade's research shows that
the relationship between these two variables may differ according
*o sex,

H Peterson (1980) chose to study only boys, because, as her

Y literature review showed, boys and girls often show very different

: patterns of relationship between various personality variables and
acadenic achievement, and she felt that there was a need to treat
the sexes Jdifferently. Implicit in this rationale is that a study

! of girls may have produced very different results to those obtained
with boys.

In her study, she found that there was o difference in the

of achi ion between achievers and under-
achievers. Although she postulated that achievers and under-
achievers would not differ in the strength of their motivation to
achieve, she felt that the notives underlying the achievers' and
the underachievers' n Ach would differ considerably. She saw n Ach
as a perscnality variable profoundly influenced by the self-
concept, and a central assunption in her thesis is that the
i achiever has a self-concept based on intrinsic self-esteen, while
the underachiever has a sgelf-concept baged on extrinsic selfe

esteem, If the underachiever has a self-concept based on extrinsic
self-esteen, he would have a very strony need to earn self-esteem
through accomplishments and achievements, and would therefore
exhibit a high n Ach. However, through the work of Atkinson (1964)
and Ausubel and Robinson (1969), one would reason hat the under—
achdever would also have a strong fear of failure, and that failure
would be traumatic to him because he has little or no intrins.c
self-esteen.,
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According to the theory of Ausubel and Robingon on the
satellizer and nonsatellizer, discussed above, it was also
postulated that sause the nonsateilizer's self-esteem is
dependent upon his own achievements he would be highly motivated
cowards achievement in order to enhance his self-esteem. However,
according to their reme ~ing, the high n Ach of this child may not
be converted into ac, achievement for two main reasons, These
are a disruptive level of anxiety and a fear of failure, Bince the
very high level of athievemant constantly needed hy the
nensatellizer may not be commensurate with his actual abili », he
faces a fairly high probability of failure. As mentioned abowve,
any fajlure is likely to be trauwmatic to this child, and will
probably cause acute amxiety. This in turn may 1 4 to the
develomment of a danaged self-esteem, together with an anxiety
neurcsis which would prove dfsruptive in the work environment,
especially when the child is raced with tests or nowvel learning
situations. Tnus, it is agparent that if a child does not possess
intrinsic self-esteem, it may be very di“ficult for him to
transform his expressed n Ach into reality.

In this way, anxiety, and the handling of anxiows feelings,
may prove to be important interacting variasbles in the relationship
between n Ach and actual achievement, Peterson hypothesized that
underachievers would show more anxiety, and less sbility to handle
angious feelings, than achievers. Her results demonstrated that
although there was little difference in their levels of anxiety,
the underachievers showed a marked inability to handle anxious
feelings, while achievers showed the ability to deal with anxious
feelinus constructively, Instead of being overvhelmed by these
fewlings, the achlevers wexe able to put them into perspective.
This implied that achievers were able to gain insight into their
problems, and were in a better position than underachievers to
handle problans in a constructive manner, In an anxiety-provoking
eituation, suzh as a test, achievers are morc likely to handle
their arxiety and perform creatively and productively, in contrast
to the underachievers, who are likely to have their efforts
digrupted by anxiety, which will make achievement Aifficult.
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Two studies vy Wade (1981a, 1981b) also dealt with anxiety,
and appear to make this role even more clear. Wade believed that
the relationship Dbetween achievement motiration and actual
achievement may be more complex for boys than for girls, Her
studies were based on the premise that measures of anxiety and of
achdevement motivation mey be indicative of coping strategies. As
previouzly mentioned, Atkinson's (1964) theory of achievement
motivation makes the assuption that all individuals have both a
motive to achieve success and a motive to avoid failure, This
implies that for any individual in a task situation there is an
approach-avoidance, or excitation~inhibition confict.

Wade (198la) swggested that a high score on achievement
nrotivation together witn a high score on anxiety might indicate a
aop g strategy of approach, and may be related 0 high
achisvenksri, On the other hand, high amxiety, coupled with low
aschieverent wotivation, might be indicative of a coping strategy of
aviidance, leading to low achievement. This hypothesis was largely
porne vut, although again there were considerable sex dirferences.

Fer Yoys, there were significant differences jn amndemic
achievemant between highly-anxious highly-motivated and highly-—
anxious low-motivated pupils, while for girls there was much less
Aifference, There was, however, a close link between anxiety,
motivatio:: and actual ability for girls. Wade felt that this may
wean that. ktkinson's wotivetional pattern is less relevant for
girls whwr Jur boys, Instead, girls are probally more conformist,
and their »rfective tendencies may terd to be preciuded by
situational deands.

The cciormity of girls appears to be well established.
Freedman, Carlemith and Sears (1974) write that in past research,
pex is the strongest and most consistent factor that has
differentiated pecple in the amount that they conform, with females
conforming far wore than males. In to the male 3]
of initiative, success and achievement (Marlowe and Gergen, 1969),

our culture prescribes docile, submissive, passive and cawpliant
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behaviour in the femole, behavicur that often overrides any other
personality variable. fThus, given high levels of anxiety, Wade
feels that little ‘“ifference may be expected in cognitive
perfonmance by girls, while for boys, high levels of amxie’y could
have a detrimental effect on performance, unless moderated by very
high levels ~f achievement motivation.,

In her studies, Wade included three distinct teaching styles,
and found that the relationship between the boys' achievement
motivation, anxiety, and actual achievement alsc varied with styles
of teaching. This led her to two further speculations, which
applied primarily to bxys. fThe first was that the presence of
extrinsic motivational incentives, given Ly teachers, has a
differential effect on achieve mt according to levels of
motivation and anxiety, and according to sex. Here she stressed
the importance of trait interaction as a variable when using
motivation as a predictor, since Atkinson's (1964) theory makes no
allowance for interaction. he second speculation was that
additional extrinsic incentives stemming from outside the
classroom, such as parental encouragement, mediated between ability
and achievement, again especially for boys.

As well as differences in achievement, Wade (198lb) felt that
differences in classroam behaviour between boys and girls may be

caused by extrinsic motival 1o ives, given by pavents and
teachers. The parents of the highly-motivated, highly-anxious boys
appeared to be more "pushing" than the parents of the other
children. She concedes that this iz not unexpected in terms of sex
role and parental ambition, and feels that parents are more pushing
in respect of their wons then their dawters, and that this may
2dd to anxiety in thuse boys.

There are two important issues stemming from Wade's studies,
Firstly, the Lnteraction of other personality traits, such as
anxiety, has an effect on the relaticnship between achi
motivation an@ achievement, especially for boys, Secondly, the
attitude of the tawdhes and parent, ewd dwir relationship with the
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child, is an important factor in achievement motivation, again more
50 for boys. The importance of the parent and the teacher on
achievement and achievement rwtivation is well documented (Adkins
and Baliff (1973), Ausubel and Robinson (1969), Banner, (1979),
Banreti-Fuchs {(1978), Behrens and Verron (1978}, Fry and Coe (1980)
and Parsons et al (192%)). However, Wade is the only writer in
this group to produce evidence that the achievement motivation of
boys may be more susceptible to negative influence frem teachers
and parents than girls.

If one accepts the conclusion that teachers play a lavge role
in achievement motivation and achicvement, an! that their
interpersonal relationships with their pupils are especially
important, then there is a large body of literature sugyesting that
the relationship between teacher and boy is far more likely to be
negative than that between teacher and girl (Smell, 1982). Grex- ¥
(1977) feels thak are more positively disposed tewards the
‘behaviour and work of girls, and might be more willing to tolerate
problems in girls than in boys, To aggravate the situation, Rutter
{1974) states that Loy “re more difficult behaviourally at school,
and present more behavioural proble s than girlc. Further, Gross
(1978) »+3 Kagan (1964} write that boys may be socialized
differe . ly towards school than girls, and as a result may view
school, wnd academic work, more negatively. Hen, the hbuy-teacher
relationship is more likely to be negative. Thus, if Wade's
finding that the i of has a di ial effect on
achievement potivation according to sex is correct, then the
achievement motivation, and achievement, of boys, is moxe lisble to

suffer.

From the above discussion, it is apparent that achievement
motivarion, which is one of the most widely used, and abused,
concepts in educational psychology, is also an extremely camplex
concept, and difficult to me-sure and define. It does not appear
as if these is a simple, straightforward relationship between
achievemeny motivation and actual achievement, and it is likely
that other personality variables, such as anxiety and self-esteem,
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as well as teacher-pupil relationships, interact with achievement
motivation, and complicate its relationship with achievement,
especially when dealing with boys. However, if a _imple
correlation between aspects of achis it ivati and criteria
of school achievement is sought, it appears as if it is far more
likely % be found in a sample of girls, rather than boys, as was
the case in this present stuly,

As regards the total sample, the correlations between the
Animal Crackers test and the achievement criteria were scant. The
section of the test which correlated the most with the achievement
criteria was Self-Bvaluation, which correlated significantly with
Grade I Reading, Grade II Reading, and Position in Class. The
other two sections which correlated with the achievement criteria
were Purposiveness, with Grade I Reading, and Instinmental
Activity, with Grade II Arithmetic. Purposiveness is defined by
Adxins and Baliff {1973) as the ability to set up purposes for
directing behavicur, and an ability to wor'. wwards future guals,
It implies an awareness of the future unplications of present
behaviour, and reflects a practical attitude towards work.
Instrumental Activity is closely related to Purposiveness, and
suggests a knowledge of, and an ability to engage in instrumental
steps towards accomplishing established purposes.  This component
also reflects an orientation towards autoncmous activity, and an
akility to initiate specific behaviour that will ensure success in
the task at hand, These concepts are mirrored in Peterson's
(1980) study. She claimed that achievers have a more realistic
sense of what is involved in achievement, and the steps needed to
accorpiish a task. They alsc display more overt and mental
activity concerned with actually doing something about attaining an
achievement goal. Thus, these two sections of the test appear to
be important elements in  both achievement motivation and
achievement, and this was further illustrated in the Regression
equations with Grade I Reading, which are discussed below.

It is interesting to note that of the measures of "self" in
Animal Crackers, 't is Self~fvaluation, and not Self-Confidence,
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which appears to be the wore important. For the purposes of the
test, Adkins and Baliff defined Self-Evaluation as the child's
ability to evaluate his own performance. It is reflected in items
that test whether a child knows when his work is right, when he is
doing well at scheol, what he can and cannot do, and whether he
always does his best.  Again, this can be compared to the picture
of the achiever paintad by Peterson (1980}, With his self-concept
based on intrinsic self-esteem, he shows the ability to judge
himself, and his perfommvance, accurately and realistically.

Since Self-Evaluation is the varisble of the test that
correlates the most with the achievewent criteria, especially
Reading, it is worth examining wvery htriefly some studies
investigating the relationship between measures of the "self" and
acadenic achievement. Many investigators have found a positive
relationship between "self-esteem” or "self-concept", and various
criteria of achievement, usually reading, or language ability, and
arithmetic (Chang, 1976; Cole, 187!- Rubin, Dorle and Sandidge,
1977; Williams and Cole, 1968).  However, most of these studies
were performed on older primary school children. Also, as moted
above, a great deal of criticism had been levelled at many of these
studies. In meny of these studies, self-concept appeared to be
inadequately and simplistically defined and measured, and the terms
self-concept. and self-esteem were often used synonymously and
interchangeably.

Few studies have been made of the very young child, and those
that have been performeu have reported conflicting results
{Williams, 1273). A brief lock at same of the studies bear out
her contention. Rubin (1978) hypothesized that the child's
gelf-esteem would be less fiomly established at an zarly age, and
would become more stable, and more highly correlated with
achievement, as the child grew older. This hypothesis proved
correct. In her longitudinal study, the correlation between
self-esteem and achievement was tenuous in nine year ol? children,
but became much stronger with children aged twelve and fifteen
years. Rubin stressed in her study the need for more relisble and

Tt

A




105

valid measures of the self-esteen of young children. Williams
(1973) and Butchex {1968) found no relationship between self-esteem
and academic achievement in young children. Both used the
Q ith Self- I y (SEI), and both expressed same
dissatisfau.don with this test,

The fact that there were correlations between Selr-
Evaluation, and Reading in Grades I and II, ard positicn in class,
may mean that this component of the Animal Crackers test is in suve
ways more sensitive in measuring aspects of the "self" in very
young chaildiren than many other instruments, such as the SEI used by
Butcher and Williams. It also highlights the importance of
feelings of "self" in the areas of achievement motivation and
achievement..

In sumrary, achievement motivation, as measured by the Animal
Crackers test, was significantly related to certain criteria of
achievemant in girls, in particular Reading. In contiast, there
was no relationship between any camponent of achievenent motivation
and the acnjevement criteria for boys. It was hypothesized that
the relationship between these two varisbles is an extremely
complex one, and may be profoundly influenced by other personelity
variables such as self-concept, seli-esteem and anxiety, or by
inportant figures in the loys' lives, such s parents and teachers,
In the total sample, Self-Bvaluation was found to be the most
significant variable in the relationship betwsen ach  sement
motivation and academic achievement.,

B) The Dreyer and Haupt Questionnaire

In order for the teacher to assess the child's competence, an
adaption of the Dreyer and Haupt questicnnaire was used. The
questiomnaire, and the factors that it assesses, have been
discussed above and the description of the test appears in
Appendix 1.

As was mentioned above, this questionnaire was used in the
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present study mainly as an adjunct to the Animal Crackers test,
However, in contrast to Animal Crackes, this questionnaire gives an
indication of the nursery school teachev's own view of the child's
conpetenc and ability to cope in the preschool situation.

strelitz (1977) noted in her study that the teacher and the
child may view the child's cawpetence somewhat differently. In
this study, che usel the questionnaire to measure hoth the

teacher's and ~ Ald's evaluation of the child's competence.
Although she “tive correlation bx tween the two Gifferent
sets of asset ¢ correlation was fairly low, and Strelitz

that ance way be p i differently by teacher

and child, although she &id no. elaborate much on this idea.
However, she reportad that the nursery school teacher's evaluation
of the childrens' campetence for less of the explained
variance in the childrens' adjustment to primary school than the
childrens' own assessmant Of their conpetence. Unfortunately, a
confornding factor may have been that assessments of adjustment to
prisary school took place during the first term of the academic
year, and Strelitz felt that many of the chiidren may have been
experiencing stress caused by the transition from nursery school to

primary school.

In the light of Stralitz' study, it was dafficult to predist
vwhat results, af any, would be obtained i this present study.
However, it was felt that the teachers' assesameuts of e
preschool childrens' competence would lave same relationship with
tha achievement criteria.

In the present stily, the corruvlations between the Droyer and
Haupt ¢uestionnaire and the achievemont criteria were almost
exclusively with verbal skills, these being either Grade I
Veoeabulary or Grade I Southgate Reading. Only two items from the
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questionnaire, Ttem 1 ard Item 4%, and in one case, the Total
score, correlated with the criteria.

For the male sample, only Item L correlated significantly
with the cognitive variables, namely Grade I Vocabulary and Grade I
Reading. It was not surprising that the wale, rather than the
feale, sample should show these correlations since the males
scored seignificantly higher than the females on Item L in the
t-tests. Thie item reflected cumpetence in the form of
assertiveness and compecition, and one may expect bhoys to score
higher than girls. It is interesting, however, that this item
should correlate with verbal skills, It seems to indicate that
these boys are compatent, in the senge of assertiveness and
campetition, not only in the social situvation, where verbal ability
may play an inportant role, but are also verbally competent in the
acajemic situation.

In the fawle sample, JTeem 4 corrvelated positively and
significantly with the same cognitive critevia as the boys, Grade I
Voonis:lary and Grade I Realing., Item 4, in contrast to Item 1,
does not deal with cametition and assurtiveusas, but rather with
Lurlosity,  creatavity aud  dwagination. Since chere was no
sigrificant difforence botween males and fanales on this item in
the t-test, the results suygest that cowetence, in this sphere of
ability, is related to verbal skalls amony girls, lLut not boys.
However, a very surprising rosult was that for girls, iten }
correlated sxnificantly with Grade IT Avithmetic, This is the
only correlation between the Dreyer and flaupt scale and a Grade 1T
achievement criterion. The result may indlcate that os girls grow
older, 2 certuin arount of assertivoness and copetitiveness, which

* Item 1: Child Y and another child are playing with a bat and

T, They appear evenly matched in skill and control.  Soon,

hosever, c¢hild X calls out "I'm better than you. I hit more
than you,"”  What would child ¥ do in such a situation?

Item 4: The teacher brings a collection of boxes of dififerent

51z8s, shapes and colours, otc, to school and puts them on the
toble.  What would child ¥ do in such a sitvation?
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was found to be far more prevalent in boys, is of assistance in
Arithmetic achievement, an area where boys are often considered
superior (Anastasi, 1958).

In the Total sample, Item 1 was correlated with Grade I
Vocabulary and Grade I Reading, and item 4 with Grade I Reading,
and Grade I Arithmetic, ond the Total questionnaire score with
Grade I Reading., Again, the items correlate mainly with vexbal
abilities.

In summary, there are two min points of note in these
results. Firstly, the teacher's evaluation of a preschool child's
competence, as defined by Dreyer and Haupt, is mainly related to
verbal skills, namely Reading or Vocabulary, and the items of the
questionnaire which correlate with these skills differ from male to
female., Thus, both hypotheses 1 and 2 were confirmed,

Secondly, the relationship between the evaluation of

and the achi it oriteria are almost exclusively

confined to Grade I. It would appear as L1f the nursery school

teacher’s assessment of this particular variable has velue and

predictive validity for a short duration, and bears Llittle
relationship to academic achievement in Grade II.

C) Kohn's Two-Factor Model of Social-Emotional Functioning

The results of this sty support the first hypothesis that
the presence of emotional problems prior to school entry is related
to later academic ievement In healthy social-

emotional functioning in the preschoul child is related to later
achievement at primary school. All of the four poles of Kohn's
bipolar ewo-factor model correlated either positively or negatively
with many of the achievement criteria for the whole sample, and for
the male *~d female sanples 1y, In iti there
wore different patt in the relationsl between the criteria
variables and the Kohn factors for the male and female saemples,
thue confimming the second hypothesis regarding sex differences.
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For clarity, the relationship between each bipolar factor and the
achievement criteria will be discussed seperately,

Pactor 1 : Interest—Participation vs. Apathy-Withdrawal

Both factors were fully defined in Chapter 3, and will be
very briefly sumarized here, Interest-Participation denctes
interest and curiosity in the child, positive interaction with
peers and irwolvement in classrocm activities. By contrast,
pathy-Hithd 1 indicates shyness, passivity, lack of interest
and curiosity, and isolation from peers. Previous £indings by
Kohn and Rosman (1972b, 1973, 1974) firmly implicated Interest—
Participation with later achievement. They postulated that this
varisble intluenced learning, and hence achievement, in two ways.
Firstly, a child who is curicur and alert will leamn more ly
interacting with, and trying to moke sense of, his environment.
Secondly, it was felt that this factor had a stimulating effect on
the c¢hild's mental activities, involvinyg inner mental processes
such as initiative, i i and  hyy s i and
testing., In contrast, the shy, ivhibited ¢hild isolates himgelf
from people and objects, is listless in his mode of thinking, and
indifferent about forming or testing hypotheses about his
environment.

Kohn and Rosman further suggested that, both at nursery
school ané primary schor! levels, Interest-Porticipation was to
sare degree a function .« upproval, encouragement and nwrturance
provided by the teacher, as well as a function of the extent to
which lessons and activities wore desd to creativity,

] ation and pleasure This implies that a learning

environwent can be oreated to arcuse optimal degrees of lnterest—
participation, However, they also watned that Interest~
Participation was less ogtable over time than Cooperation-
Compliance, and that it was the wost Jdelicate of all the factors,
vequiring the most careful environmental nurturance o be
maintained, These polnts ave extremely important in the light of
the results cbtained in this present study. In thelr eariier
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studies, Interest-Participation ve Apathy-Withdrewal was found to
be very firmly related to achisvement, while the relationship
between Factor II (Cooperation-Camplience vs Anger-Defiance) and
achievement was tenuous, and was only findly established in a later
study,

It was Qisappointing, therefore, that in this present study,
Interest-Farticipation obtained less correlations with the
achievement criteria than the other poles, There also appeared to
be Llittle pattern in the oorrelations, both with Interest~
Participation and Apathy-Withdrawal, in contrast tc Kohn's (1977)
results. However, Kohn used only two achievement varicbles,
Verbal and Arithmetic Achievement, from the Metropolitan
Achievement Tests, as well as teacher ratings of Level within
Grade, Grade Placement and Academic Standing.  (level within Grade
and Academin Standing were similar to the Position in Class used in
this present study.) Also, 3s mentioned in Chapter 4, the sample
used by Kohn differed vastly from the sample used in this study, sn
terms of size, socio~economie status asd ethnic groups, Further-
more, the two saiples of children may well have been exposed to
very Jifferent teaching methods anl classroan envirormments.
Finally, Kohn's sample were all third grade pupils, ‘ile the
children in this present stody were tested or rated in both Grade T
and Grade II. For these reasons, the results of this study wexe
not expected to mirror exactly those cbtained by Kohn. He found
that for both boys ad girls, Interest-Participation was positively
related to Verbal and Aritimetic Achicvement, as well as Level
within Grade, while Apathy-Withdrewal was negatively related to all
these criteria for hoth sexes,

In the present ctuly, the Interest-Participation scores for
the *otal sample woere positively correlated with Grade I
Mathematics, Grade I Reading, Pesition in Class {Grade I), and
Grage II Reading. For the male sample, Grade I Reading and
Foocdon dn Cless were positively ocorrelated with interest~
Participation, while for females Vocabulary (Grade I) and Grade I
Mathematics were positively correlated with this pole, 'As regards
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Apathy-Withdrawal, in the total sample this was negatively
correlated with Vocabulary, Grade I Mathematics and Grade I L
Reading. For the males, there were negative correlations wit
Grade I Reading, Grade II Reading and Grade II Arithmetic, while
for the female sample there were negative correlations hetween
Apathy-lithdrawal, and Vocabulary and Grade I Reading. There are
several features in these results that deserve some elaboration,

Firstly, it is interesting that fewales scoring high on
Interest~Participation scored high on Grade I Mathematics, while
the males scoring high on Interest-Participation scored high on
Grade I Reeding. Kohn (1977) quoted several sources, including
Anastasi (1958}, who cite evidence that, in the general population,
girls perfonn better on tests depending on vertal skills, while
boys score higher on test of arithmetic reasoning. Kohn expected
his results to be in line with these research findings, but,
although he founi girls to be superior to boys in verbal
achievemant, he found no sex difference in arithmetic perfonmance.
Therefere, the finding of this present study that girls, but not
boys, who scored high in Interest-Participation achieved weli in
Vocabulary would appear O e in agrearent vith Kohn, However,
gnell (1982) found a fairly large amount of disagreeent in the
literature regarding reading, and concluded that no definitive
statement could be made concerning sex differences in wzeading, on
the other hand, she found chat research indicated that gixis
achieved less well then boys in arithmetic, probably because of
cultiral and sex~role expectations. In her study, however, she
fourd no sen differonce in either arithmetic or reading. Thus, the
results of Jls present study shewing rhat o high level of

Taterest-Participation is related to high Mathomatie achievement in
girle amd high Reading achievement in buoys moy be in contrast to
other research findings, although there appears to be some
controversy and discrepancy on this point. It could be argued that
bacause ch..dren vho score high on Interest-Participation are more
creative and curjous, they may be regarded as "exceptional"
children, in thac their work may be less stereotyped, and may not
conform to the nomm, Instead, their interests and creativity may
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be channelled into many diverse areas. These may irclude subjects
in which their own sex are not expected to excel, according to
sex-role conformity. If this is so, the dimensions of Interest—
Participation become all the more valuable and desirable.

The results of this present study were i) agreament with Kohn
{1977) in that he fourd that Factor I, but not Factor IIL, wes
associated with Level within Grade. Its equivalent in this study,
Position in Class, was related to Interest-Participation in both
the total and male samples.

However, there is another important discrepancy in the
results of the present study and that of Kohn's (1$77). He found
that the nerative poles of both Factors I and II, suggesting
emotional impaimwnt, are mure closely related to poor achievement
in Arithretic than in Verbal tests, and he cited other research
confirming this. In this present study, Grade I Reading was
related to Apathy-Withdrawal in all three samples, while Grade I
Mathematics and Apathy-Withdrawal were related only in the total
sample. Furthemmore, in the negative poles of both factors there
are far more correlations with Grade I Reading than with Grade I
Mathematics. In fact, the amount of correlations between Grade I
Reading ant all four poles is a noteworthy factor in this study.

One esplanation for the higher nurber of correlations with
Grade I Reading than with Grade I Mathewatics may be in the actual
tests used in this study. The Southgate Reading Test has been
used “extensively and continually since its construction" (Pumfrey,
1976, p 101) in national and local surveys in Britain. The
reliability of the test is said to be 0.9545 {Southgate, 1971), and
extensive validation studies have been carried out. On the other
hand, no studies on relisbility or validity are quoted for the
Young Mathematics Test. Thus, while the Southgate Reading Test
appears to offer a very accurate and valid picture of reading
ability, the accuracy and validity of the Young Arithmetic Test is
unknown, and is in question, It seems possible that it is not
offering a valid n-asurement of Mathematical ability. However, as
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the results stand, Interest~Participation vs Apathy-Withdrawal
stards as a very powerful influence in Grage I Reading, Woth
positively and negatively.

Finally, it is irierecting that for males, underachievement
appears to become mor. svwvti - ralated O Apathy-Withdrawal as the
c¢hild grows older. In Grade Il, Loth Reading and “rithmetic are
negatively cortelated with this factor, s O suggest
that Apathy-Withdrawal becomes more of a hindrance ¢ tne boys'
achievement as they progress through school, while it is unrelated
to the girls’ achievement in Grade II, Thie result highlights the
warning given above. The apathetic, witddrawn child, becausa of
the very nature of his 4i may go letely unnoticed by
the teacher, in contrast to the angry, acting-out child, With the
very withdrawn child, often the only characteristic that is noticed
is one of the resultant “symptoms” of the problem, which is the
underachievement, for which he may be punished, or labelled as lazy
or stupid. Apathy-Withdrawal appears to affect the work of boys
far nore than girls, which may be expected, since most research
indicates that this behaviour is more wiemmmon, and peéhaps wore
pathological, in boys than girls (Rutter, Tizard and Whitmore,
1970).

In & ion, while it is clear that Interest-Particpation
is related to later achievement, and Apathy-Withdrawal to later
underachievement, it is Qisappointing that there were not more
correlations with Interest-Participation and the achievement
criteria, and that a more consistent pakttern did met emerge.
Interest-Participation appears to be a far more healthy and
desirable attribute than Cocperation-Compliance (Kohn, 1977) and it
is disturbing that children who demonstrate this -“tribute in
nursery school do not show better academic achievement in
elementary school. It is even more disturbing when one examines
the pattern for Factor II, Cocperation-Campliance vs Anger-
Defiance, as a very clear pattern emerges, and achievement and
underachievement appear to be strongly related to this factor,
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Factor IT : Cooperation-Compliance vs Anger-Defiance

Cooperatio-Compliance refers to the willingness of a child
to confomm to the regulations and routines of the classroom, and to
camply with the teacher's requests and suggestions, Conversely,
Anger-Defiance denotes rebelliousness, disruptiveness, creation of
disturbances that upset c¢lassroom routine, amd hostile and
aggressive interactions with peers. Although Cooperation=
Compliance is seen as the positive pole of Anger-Defiance, Kohn
{1977) does not appear convinced that it is always healthy or
desirable. He sees a danger that a cooperative, compliant child
may beceme so obedient and “good” that he gives up his own
initiative and creativity. In his research, he found that over
time Oocperation-Compliance predicted to Apathy-Withdrawal and
hypothesized that the quality of a child's environment largely
determined the direction and period of time of the change, if any
occurred. However, he discovered that Anger-Defiance was more
stable over time than its comnterpart in Factor I, Apathy-
Withdrawal. This was confirmed in this present study, and both
poles of Factor II were found to be more stable over time than
those of Factor I, in that both poles correlated with both Grade IT
achievement criteria for all three samples.

Specifically, Cooperation-Compliance was positively
correlated with Grade I Mathematics for both the total and the
female samples. It was also positively correlated with Grade I
Reading, Grade II Reading, and Grade II Arithnetic for the total,
male and female samples. Anger-Defiance was negatively correlated
with Vocabulary in all three samples, with Grade I Reading in the
total and female samples, and with Grade I Mathematics in the
female sample. Finally, like Cooperation-Compliance, Anger-
Defiance was correlated eignificantly with Grade II Reading and
Grade II Arithmetic, for all three samples, this time, however,
negatively.

Thus, the pattern that emerged was fairly clear. With one
exception, Cooperation-Coampliance was related to Reading and
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Arithmetic in all three samples in both grades. Anger-Defiance
was related mainly to verbal achievements (Vocabuiary and Reading)
in Grade I, and was related to Avithmetic and Reading for all three
samples in Grade II,  Againh, this last result for Grade I was in
contrast with Kohn's contention that an emoticpal difficulty, in
this cuse Anger-Defiance, is more strongly related to poor
achieverent in Arithmetic rather than in Verbal skills, This wis
discussed sbove, and the reason for this result could once more lie
in the actual tests used, the Soutlyate Reading Test and the Young
Mathematics Test, and the possible difference in their reliability
and validity.

The results of this present study are in complete oontrast to
Kohn's previous findings that both poles of Factor I were nore
strongly related to achievement or underachievement tran those of
Factor II. Indeed, in three studies (Kohn and B 1, 1972b,
1973, 1974) either no correlation was found between the two poles
of Factor II, and the achievement criteria, or else a very tenucus
one existed for girls only. It was only in 1977 that it was
firmiy established that Factor II was also related to achievement,
although less sign.Zicantly than Fator I.

In order to explain these results, it is necessary to examine
Kohn and  Rosman's  (1973) argument that social-emotional
functioning, relevant to intellectual functioning, consists of two

camponent.s. These are a person-specific component, that is a
personality predisposition, and a si Lon-¢ ific
The per! ific that over a fairly wide

range of learning corditions, ¢ child who is well-adjusted learns
more, and a child who is disturbed learns less, However, it is
the situation-specific conponent that is of particular interest in
this discussion, In 1968, Kohn found large school-to-school
differences in the average amount of Bpathy-Withdrawal, and
Anger-Defiance, in children, that could not be accounted for in the
backgrounds of these children. He therefore suggested thac a
child's interest, or lack of it, at achool, and his level of
Interest-Participation, Apathy-Withdrawal, Coq ~ration-Compliance,
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or dngex-Defiance, was to some degree a functioen of the teacher’s
encoursgement and nurturance, and a function of the extent to which
lessons, or classroom activities, and the escial climate of the
classroam, encouraged creativity and experimentation, As
mentioned previcusly, Kohn concluded that optimal degrees of
Interest-Participation could be arcused by the correct learnirg
environment., It was also demonstrated in the asbove discussion
that I Participation the least correlations of all
the four poles with the achi criteria One may

from this that, either becanse of different teaching methods
employed, or because of the nature of the school system in this
country, Interest-Participation, and its concomitant attributes of

creativity and curiosity, are not nurtured or encouraged in the
classrodn. Furthermore, the fact that Cocperation-Compliance is
far more strongly related to the Achievement criteria than
Interest-Participation, in tums of the nurmber of correlations
obtained, implies that in both Grade I and Grade II children who
are cbedient and compliant achieve better than other children,
One may imply further that the children in this study might have
been encouraged by teachers, and by the classroom enviromments to
be obedient and "good", rather than to allow their creativity and
curiosity to develop.,  Since the relationship between achievement
and Cooperation—Compliance appears ¢o become larger ia Grade IT,
one may assute that this pattern continues through school. If
these implications and assumpticns are correct, then it would
appear to be a rather sad reflection on our school system if a
child's curiosity and creativity is not allowed to develop to its
full potential, or indeed, if these qualities are sowehow stifled
in to ity and ohedience, in the guest for
academic achievement.

Finally, although it was stated above that, in the male
sample, Apathy-Withdrawal becomes more strongly related to
i t as the boy progr through Grade II, it would

also appear from these results that in all three samples the
acting-out, angry, defiant child, underachieves to a greater extent

than the recessive, withdrawn ~hild, again in contrast to Kohn's
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findings. It may be that, if cbedience and compliance are actively

in the classcoom, and
then the acting-out child will be perceived by the teacher to be
disruptive of classroom routine, and more of a nuisance than the
withdrawn <hild. The reiationship betwoen the angry, defiant child
and the teacher may becane increasingly negative, and the child's
work may suffer accordingly. However, it is also possible that the
emotional disturbance of the acting-out child, especially the
female, may be more disruptive to efforts to work and achieve ihan
that of the withdrawn child,

as desirable qualities,

To sunrarize, the results support hypothesis 1, in that the
presence of emotional difficulties prior to schecl entry are
strongly related to later academic underachievement. Also, a
result of great importance is that healthy social-emotional
functioning in the preschool child is related to achievement in
privary school, ALl of the four poles of Kohn's scales correlated
either positively or negatively with most of the achievement
criteria for the whole sample, and for the male and female samples
independently. In addition, there were different patterns in the
relationships between the achievement criteria and the Kohn factors
for the male and female samples, thus confirming hypothesis 2.

The dimportance of FKohn's model is evident, and its
significance for preschocl and primary school children beccmes even
more apparent in the third stage of the results, the stepwise
multiple regressions. It will be shown that in the regressions,
three of the four poles of Kohn's scales are extranely important
predictors, accounting for the largest amounts of explained
variance in the selected criteria.

7.2.2 Hypothesis 3

This  hypothesis states  that  Interest-Participation,
Cooperation-Compliance, Apathy-Withdrawal and Anger-Defiance are
rore significantly related to, and wmore predictive of, later
academic perfomvance than the variesbles in the Animal Crackers or
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the Dreyer and Haupt tests.

A multiple stepwise regress.on technique was used to test
this hypothesis on two achievement criteria variables in Grade I,
the Southgate Reading Test and the Young Mathematics Test. As
mentioned above in the results sectiun, this mathod allows for the
determination of the relative conuribution of a set of predictor
varizbles on & single dependent variable, and enters these
variables into a predictive equation in an order correspording to
their contributions. This technique, .eing both descriptive and
inferrential, enables the hypothesis to be “ested, in that it
selects the best predictors and gives an indication of their
efficiency as predictors of the criteria selected,

In this study, results were only obtained for the total
sample with the stepwise regression. Although this statistical
technique was attenpted for male and female samples seperately, the
relatively small number in each sample dictated that the degrees of
freedam obtained were too small to allow for accurate and reliable
interpretation of results.

In all of the equations chosen, the explained variance
accounted for by the predictors is low. However, it should be
noted that only social-emotional factors we-: used in  the
regression analysis. If cognitive factors, sus os dntellectual
potential, schocl readiness tests of verbal and arithmetic skills,
and other indicators of academic ability had been included among
the predictors, the cxplained variance for both the Southgate
Reading Test and the Young cs Test would 1y have
been raised substantially.

In most of the studies veviewed in the first four chapters of
this dissertation, tests of Reading, or Verbal Achievement, and
Arithmetic Achievement, were the two criteria mwost often used to
measure Academic Achievement, In this study, it was decided to
adopt the same two criteria. It was felt that the formalized
Southgate Reading Test and the Young Mathematics Test, measured in
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Grade I, would probably yield a more thorough assessment of the
child's ability in these two areas than the teachers' rating scales
canpleted in Grade IT.

It was noted in the Results chapter that, when using this
cechnique, it is important that the independent, or predictor
variables are aiso independent. That is, one may not use variables
which are highly correlated with each other, nor may me use an
overall, or camposite test score together with the seperate
conponent scores that make up the overall score. Thug, for
example, one may not include the cwerall Animal Crackers score in
the same regression as the five camponent scores. Therefore, the
total Animal Crackers score and the total Dreyer and Haupt score
were not included in the regressions. Similarly, since the
positive and negative poles of the Kohn scales were polar
opposites, and thus perfectly negatively correlated with each
other, they could not be included in the same regression.

Thus, four analyses were carried out on the whole sampie.
The analyses were:

Regression &

Southgate Reading Test with the five scores of Anymal Crackers, the
£ive items from the Dreyer and Haupt test, and the two positive
poles from the Kohn scales, namely Interest-Participation and
Cooperation-Compliance.

Regression B

mal Crackers scores and the
she two negative poles from
al arxl Anger-Defiance.

Southgate Reading Test with the
five Dreyer and Haupt items
the Kohn scales, namely Apati,

Regression C

Young Mathematics Test with the same independent variables as in
Regression A above.
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Regression D

Young Mathematics Test with the same independent variables as in
Regression B above.

J Regression A

The prediction offerred by the independent variables was
fairly low, yet, as is previously discussed in the dissertation,
even small contributions to the explained variance cannot be
regarded lightly. BAn equation which raised the explained variance
. ! by 2 percent was adopted, and contained four varisbles, all of
N | which were significant at the 0,01 level. The contrikution of the

four variables in the equation accounted for 19,9 percent of the
variance in Reading. The two positive Kohn factors were both
important. Cooperation-Campliance by itself accounted for 10,7
percent of the variance, while I Participati for
2,4 percent. Jointly, they accounted for 13,1 percent of the
variance. The Dreyer and ssupt Item accounted for 4.3 percent, and
Purposiveness, from Anima? -% -kers, accounted for 2,5 percent of

the variance in Realing.

It is of some concert t it Cooperation-Corpliance accounted

for a larger amount Of explained variance than Interest—

[ Participation. Kohn  congidered +hat although  Cooperation-

Compliance is the positive pole of Anger-Defiance, this behaviour

is not always healthy or desirvable, In his research, Kehn (1977}

found that amounts of Cooperation-Coanpliance and Anger-Defiance may

be a function of the school envirooment @l the attitude of the

teacher, He found that over time, Cooperation-Conpliance predicted

to Apathy-Withdrawal, largely as a result of the schwol
enviromment.

A possible explanation for these results may be that
cogperative~-campliant children do better in a structured situation
than the interest-participating child. Whereas the interest~
participating child may be using his own creativity and iniative
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and not steadfastly following the pace dictated by the classroom or
the teacher, the cooperative-campliant child is chedient, follows
rules and regulations, and is well disciplined. fThe latter would
appear to be ideal attritutes for a formal testing situation. such
as the Southgate Reading Test.

Furthermore the tea:hing methods in this country might be
beteer suited to children who follow imstructions and do not
guestion the subject watter being tawht in a ocurious or
exploratory  way. Assuming that this method of teaching
predominates in our schools the tes y well prefer to teach a
cooperative-conpliant child, s, may upset the teaching
patterns and classroom rcutines less than a curious, questioning
child. If the teacher does prefer teaching the cooperative,
compliant child, it is natural that he would do better in tests of
academic achievement.

«wver, it is encouraging that the Interest-Participation
was al. found in the regression to e the third most potent
predictor of reading. Kohn felt that this was the healthiest pole,
denoting aspects of creativity, curiosity and alertness, as well as
active interaction with, and activity in, the classroon

enviromment.

It is noteworthy that the - tond and fourth factors in the
regression equation also imply & sty and involvement within the
environment.. The Dreyer ami ’+.i> Item 1 denotes elements of
assertiveness and competitivenes.. :wiie Purposivensss concerns the
child'y ability to set up pury . = Ior directing his behaviour,
Apart from Coperation-Complianc:. e other three factors in the
equation all dmply active, meanirgiui participation in the learning
process.

Since the Kohn factors, Cocperation-Compliance and Interest-
Participation, were the Flrst and third most potent predictors in
the equation, hypothesis 3 was confixmed.

M s,

W Fe e e S WAL AR




122

Regression B

Compared to the previous scesult, slightly less of the
variance in the Southgate Reading Test was accounted for., An
equation which raised the explained varience by 1 percent was
adepted, and again contained four variables, all of which were
significant at the 0.0l level. The contributivn of the four
variables accounted for 16,8 percent of the variance in Reading.
The negative Kohn factor, Apathy-withdrawal, was very important,
ard alone accounted for 9,3 percent of the variance in Reading.
Also imgortant were Purposi , which for 3,4 percent
of the variance, Item 4 from the Dreyer and Haupt scale, which
accounted for 2,9 percent of the variance, and Instrumental

Activity {from Animal Crackers), which accounted for 1,2 percent of
the variance.

The importance of Apathy-Withdrawal in the regression
equation was expected in the light of Kohn's previous research
{Kohn, 1977). As noted above, researchers have warned of the
danger of ignoring a child who is seen as apathetic and withdrawn
in the school and classroom setting. T.is child remains quiet and
uninvolved in the classroum, rather than being curious, and
interacting in a participating way. The veacher may attempt to
entize the child to participate in classroom activities, and will
most likely fail., Since she can only give a limited amount of
attention to each child, the teacher may tend to deal rather with
the children who make themselves seen or heard, such as the angry,
defiant child, Thus the scadamic problems of the withdrawn child.

This may ailso explain the finding with regard to the lack of
importance of Anger-Defiance in the regression, since the evctional
and academic Jdifficulties of the acting-cut child is more likely to
be dealt with by the teacher. fThe univwportance of Anger-Defiance
in this regression analysis was not entiresly unexpected when taking
into account Kohn's previcus zesearch. In two studies, Kohn and
Rosman (1972b, 1973) found that fov boys, Anger-Defiance was not
significantly correlated with the achievement cxiteria, It was
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only established later that Angexr-Defiance was significantly
related o academic underachievement for bLoys and yirls (Kohn,
1977).

Phe other three factors in the equation account for a similar
amount of explained variance as the last three factors in
Regn~ssion A. They are also eimilar to these factors in Regression
A, and are directly opposite to the conponents found in Apathy~
Withdrawsl, The Dreyer and Haupt Item 4 deals with creativity,
curiosity and imagination, similar to the qualities found in

Interest~Partici i I 1 Aotiraty the child's
knowledge of and ability to engage in .ostrumental steps leading
towards aestablished purposes. Other gqualities dimvolved in

Instrunental Activity are an orientation towards —autoncmous
activity, and approprixte use of tame.

The bmportance of Purposiveness was illustrated by the fact
that it was the only tor which was included in both equations.
This factor concerns the c¢hild's ability and preparedness, and
knowledge of the correct procedures to become involved in, and
execute various classroom tasks, and an sbility to set up purposes
for directing his behaviour. fThe occurence of Purposiveness and
Instrumental Activity in the equation illustrate the Ywportance of
active, directed, ity in the cl

Bince Apathy-Withdrawal wos the most potent predictor in the
equation, and accounter for hy far the largest amount of explained
variance, hypothesis 3 was confixmed.

Regression C

The only significant variable in this equation was
Interest~Particivation, fram the Kohn scale. It was significant
at the 0.03 level, and accounted for 4,2% of the variance in Young
Mathematics, Since only one variable was significant, no equation
was adopted.  Hypothesis 3 was not confirmed.
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sicn D

None of the varisbles in this regression were significant,
and no equation was adopted, Hypothesis 3 was not confirmed.

The lack of significant results in regressions C and D, with

the Young Mathematics Test as the variable, 1
with the lack of significant results in the Pearson Correlations, a
matter which was discussed earlier in the chapter, One

explanation for the higher number of correlations with Reading
rather than with Mathematics, 'wnd the lack of significant results
in the regressions with Mathematics may lie in the actual tests
themselves. While the Southgate Reading Test appears to offer a
very accurate and valid measure of reading ability, the accuracy
and validity of the Young ilathematics Test is unknown, and it
appears as if it may not present the researcher with a valid
measurement of Mathematical ability. However, the regressions
again ewhasize the importance of the Kohn scales as preschool
predictors of later academic achievement.

In summary, there were three major predictive variables which
accounted for much of the explained variaxce in Reading, namely
Cooperation-Corpliance, Apathy-iithdrawal and Purposiveness. Two
of these variables are Kohn factors. Thus, hypothesis 3 was
confimmed with regard to Reading.

For the mathematics test, only one variable, Interest-
Participation was found to be significant in Regression C, and no
variables were significant .1 Regression D, Thus, no equations
were adopted for these two regression analyses, and hypothesis 3
was rejected for Mathematics. However, this result must be seen in
the light of the criticisms of the Young Mathecatics test,
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CHAPTER EIGHT

CONCLUSICN AND IMPLICATIONS OF THE STUDY

This study has established that a relationship between
social-emotional functioning and acrilemic achievement does exist.
A1 three of the hypotheses were, in the main, confirmed, and it is
apparent that preschool social-emotional functioning is a predictive
factor of later academic achievement. It was found that not only
were emotional difficulties predictive of later underachievement, but
of equal importance, it was established that healthy emotional
functioning was a predictive factor of good achievement in primary
school, The study has therefore identified children in the preschool
stage who are at risk of developing academic problems in primary
school, The ions of achi and i appear
to be fairly well laid down before the onset of formal education, and
without some form of intervention a tragic waste of potentially

talented pupils, who may be experiencing certain types of social and
emotional difficulties, seems insvitable.

The interdependence of emotional and acadewic functioning
highlights the importance of seeing the child from a perspective
which links the cognitive and intellectual development of the child
with his i ard inter 1 Such a ive
is exeplified by the devel 1-1 ional model of i
This model stresses that the child's sense of competence and
self-worth is directly linked to his interaction with, and feedback
from, his environment. Psychodynamic psychology stresses the
importance of the early environment on the child's feelings of self,
and this study has also emphasized the important role of the school
environment on the child's development. The school enviromment is a
crucial initiator of the child's future ability to interact in a
healthy way with his wocld. “herefore, the school has a
regponsibility to identify the chi.. s level of develcpment amd to
recognize the importance of the interaction between the environment
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and the child, as well as the continual interaction between the
child's cognitive and affective spheres.

Thus the responsibility falls upon both the parent and the
teacher to pramte and foster a healthy developmental environment.
For the parent, the main function appears to be the facilitating of
the development of a sense of self worth, competence, initiative and
industry in the child, However, a discussion of the general role of
the parent is beyond the scope of this study, The main task of the
teacher lies in the recognition of preblems in the pupil.

The role of the teacher in the smotional damain of the papil
has sometimes keen a subject of coniroversy, and a vital question is
who should take the responsibility of identifying, diagnosing and
remediating an emotional problem in a child. Same researchers have
suggested that the teacher should attempt to recognize or diagnose
symptams of emotional difficulties in a pupil, and should institute

ic envi ard form ic relationships with such
pupils {Adkins and Baliff, 1973; adler, 1930; Butcher, 1968; Cole,
1974). With respect, this author would like to disagree with t=se
distinguished writers. Many of the teachers in this country rec .e
little training in the diagnosis, remediation or treatment of
emotional difficulties in children. Also, the teachers carry a heavy
burden merely to complete their hours of teaching. At the least, the
primary school teachers are expected to teach the “three Rs", and
maintain classrxoom order. There is also scme pressure on them from
outside bodies to lock ocut for gifted children in the classroas, and

to make the class stimulating for them, At the same time, the
teachexr is supposed to accept the slow child and avoid making him
feel infericr. Finally, the same teacher is supposed to identify
children with learning disabilities.

This would appear to be enough work without becoming part-time
therapists., However, this is not to suggest that the teachers have
no role in the identification of children with ewotional
Qifficulties. One of the nost rewarding aspects of this study was
working closely with nursery and primary school teachers, and noting,
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almost without exception the keen interest, regard and sensitivity
that the teachers displayed towards all the pupils, It is suggested
that the teachers would constitute extremely good and accurate
referral agents.

Thus, the most constructive proposal would be for schools to
employ more full-time clinical or counselling psychologists, and meke
them a more integral part of the school system., They would have two
major functions. These would be the assessment and diagnosis of
children, and therapeutic intervention with those who have social~
emotional difficulties. Since the academic efforts of children
appear often to be hampered from Grade 1 onwirds by social and

emotional difficulties, it is thav sy of tests,
assessing cognitive ard social-emotional func 2 administered
by the psychologist to every class of childx txy to school,

and that the child be assessed at intervals througrout school. Also,
the class teacher may refer any child who presents with problems in
the classroom or playground environments to the psyciologist.

Al: too often only the " *, pamely i t, is
treated ively and ically by

and parents (Peterson, 1980), With the help of a psychologist, the

teacher may be able to discover the underlying cause, which in many

cases may be an emotional one. Also, it appears to be important in
most cases for any school psychologist to involve the parents of
children with emotional diffi ies ic the of these
children. It was noted previcusly in the discussions of the

development of the self, achievement motivation, coupetence, Anger—
Defiance and Apathy-Withdrawal, that most writers see the parents as
a crucial factor in the formation of these personality variables, It
would seerm as though if one is to attempt to treat children who axe
struggling in any of these areas the cooperation and participation of
the parents would be crucial.

Mary parents have became slightly ‘“misguided” in  the
conpetitive, achievement~oriented society which has become the norm,
and may have lost sight of qualities other than achi valuing
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the achievement wore than their child (Peterson, 1980). They may
interfere with their child because of their lack of awareness of the
Qevelopmental processes through vhich the child passes. As White
{1972) has poignantly written "Attaining a sense of competence in the
early years is no mean achievement. The human enviromment often
seems little disposed to welcome it* {1$/2, p2l5.) The presence of a
school psychologist may hopefully alleviate this situation to scme
extent. He or she may be able to instruct the parents, or give
general talks on child develogment, and stress that each child
develops at Wis own rate, according to his own pattern, and not
according to chronological age or societal demands,

The enghasis has been laid on the appointment of clinical, or
counselling, psychologists to be appoirted in the school, since in
this study the traits a mw’f*ﬂi with i appear to be
core personality variables, such as low achievement motivation, a low

sense of self, a low sense of campetence, and the areas dealt with in
the Kohn scales, which, as observed, are often forerumners to more
serious emotional disturbances _n the child. It would appear that
the remediation of such problems in the child may well require
therapeutic interveution Ly a trained clinician or counsellor.

Finally, although it has not been recommended that teachers
institute therapeutic interventions with the children they should
note that the fostering of Interest-Participation in their pupils
{i.e. the encouraging of interest, curiosity, creativity,
agsertiveness, and an active invol nt in clagssroon ivities) may
lead to greate. school enjoyment and academic achievement.

As regards future research, an attewpt should be made to extend
the thrust of the present stwiy, which locked at the relationship
between social-emotional functioning and intellectual performance in
white upper class children, to the requirements of different
population groups.

In texms of education in the Soutly African setting, there is a
pressing need for research into the effects of early deprivation,
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and the develoupment of programmes to counteract the possible effects
of this. A major challenge in the formulation of future xesearch

is the devel nt of an iate theorrtical framework
that takes into account all the influences in a child's life, as well
as the development of suitable, adequate tests for all the
underpriviledged groups.

The theorstical model discussed in this present study, namely
the deve! 1-i ional to the i of young
children, has the advantage of being a continually evolving
programme, that stresses the interaction between a child's social and
emotional growth, and the envirooment. This model could be used az
an important starting point for examining education within a broader
framework that incorporates all of the aspects of the child's
development from ail o= ¢ and racial n

Future research with children of other ethnic groups will be
hampered by the shortage of valid, relisble measurements of their
social and emotional development, and there is thus an urgent need to
construct tests that could resolve this shortage. The lack of
appropriate tests is further exacerbated by the lack of research data
on children in the black population, It will therefore also be
important to accumalate a store of research data on other ethnic
groups as soon as possible.

LIMITATIONS OF THE STUDY

1} Perhaps the major limitation of this study was the use of the
Godenough-Draw-A-Man test as a measure of intellectual sbility,
since this test remains essontially a test of non-verbal
intellectual functioning, Unfortunately, no cther adequate group
intelligence test for preschool children appeared to be
available.

A far more adequate and satisfactory measure of intelligence

would have been obtained by using certain other formal
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intelligence tests, such as the WPPSI. However, this, and many
other intelligence scales, cannot be used as a group test. As
Anastasi (1968) notes, f£or most intelligence tests at the
preschool ages, individual testing is required, and it would have
been an impossible task to attempt to test 420 children
individu (ly on any formal intelligence scale.

However, the Goodenough-DAP Test is suitable for preschool
children, and in many ways the test does have considerable
merits. These merits, and the disadvantages, are discussed fully
in Appendix A. The Draw-a-Man test has for many years been used
extensively in clinics and in research stulies as a measure of
intellectual functioning, although it is often used as &
supplement to other verbal scales of intellectual ability
(Anastasi, 1968).

In this study, as in many others, a measure of personality, in
this case achievement motivation, was tested only once, It must
be borne in mind that this type of variable is not static, but (s
changeable, especially in young children, and ideally should be
measured on several occasions over a period of time. Although
this problem was overcome with the Kohn and Rosvan, and the
Dreyer and Haupt scales, where teachers rated children whom they
had xnown very well over a period of time, the drawback here was
a possible "halo effect", where the teachers may have been unduly
influenced by a single favoursble (or unfavourable) trait, which
may have coloured their judgement of a child's other traits.

An inherent limitation of correlational data is that one can draw
no specific conclusions about cause and effect between dependent
and dirdependent variables, Another problem is  that the
correlations obtained may be an artifact of a third conmon
variable, and thus interpretations made fram correlational
methods must be made with same caution.

In the o regression analyses in this study, a significant
proportion of the variance was not accounted for. However, this
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would have been improved if variables other than social-emotional
factors had been entered into the analysis. For instance, in the
regression equation with Reading as the criterion, if other
indicators of intellectual ability, such as vocabulary and
spelling ability, and school readiness, had been used, then the
explained variance would have been substantially raised,

The sample of the stwly suffered a severe attrition rate after
the nursery school stage, despite vigorous efforts to locate
missing children. This would appear to be a hazard of many
longitudinal studies. However, the considerablz benefits
inherent in longitudinal studies far outweighs any such
limitation,
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APPENDIX A

DESCRIPTION OF TESTS USED IN THE STUDY

Al TESTS OF SOCTAL-EMOTTONAL FUNCTIOVING

A.l.1 Animal Crackers : A Wost of Motivation to Achieve

Animal Crackers measures achievement motivation in young
children (Adkins and Baliff, 1973). The purpose of this test is to
provide ‘infcmatim on five important variables of achievement-
wriented Dehaviour, which are not primarily attributable to
intellectual abilities. Achievement oriented behaviour is regarded
as a result of the dynamic interaction of these five variables, and
each of these five areas is hypothesized to be an essential component
of achievement. motivation. Although the nature of their interaction
is not corpletely clear, all five ways of participating in the school
situation are rejarded as essential to achievement motivation,

‘These five variables are:

1) School Enjoyment: This variable attempts to ascertain whether
the child expects to enjoy working and accawplishing in school. The
degree to which the child expects pleasure frar achieving in school
is reflected in items in which he imdicates whether lie likes to learn
and whether he prefers certain learning activities to other
activities.

2) Self-Confidence: This area focuses on the child's concept of
himself as successful or unsuccessful in achieving his goals, The
items dealing witn this area describe situations of winning and
leading, and relate generally to the c¢hild's self-image.

3) Puposiveness: The child's ability ©o set up purposes for
directing his behaviour is reflected in this area. The itams suggest
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working towards future gosls, A comon dencminator for these items
might be an awareness of the future implications of present
‘behaviour,

4) Instrumental Activity: Closely related to purposiveness of
behaviour is the nnowledge of and ability to engage in ingtrumental
steps towards accarplishing established purposes. Items in this area
deal with an orientation toward autonamous activity, the appropriate
uge of time, and interaction with others.

5} Self-Bvaluation: The items in this area attempt to ascertain the
¢hild's ability to evaluate his performance.  Self-evaluation is
reflected in items that test whether the child Xnows when his work is
right, when he is doing well in school, what he can and cannot do,
and whether he always does his best.

Thus it imay be seen that measurement of the self is an
important part of this test, although it was designed primarily to
measure achievement motivation. While Adkins and Baliff warn that
these individual areas measured on their own are not as statistically
sourd as their combinaticn in the whole test, they do provide useful
information on patterns of perfomance in children, The test can
provide the researcher with knowledge of how a child feels about
himself in the school situation, and his image of himself,

Animal Crackers enploys an by projective i that

requires the c¢hild to choose between alternative behaviours,
described verbally, that show differences in motivation. The

behaviour is engaged in by a variety of anumals. Each test item
consists of an illustration of two identical animals and two verbal
descriptions of the animals' behaviour. The child is told that he
has his “own animals®, and that L. animals behave as he behaves,
They like what he likes and they do what he does. The examinex
points to each animal in turn and describes its activity, or
behaviour, and asks the child to identify his own animal,

The test was administered to groups of five children at a time,
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A practice session of about 10 minutes was completed to provide
treining in the mechanical aspects of the task. The testing time
ranged £rom 30 to 45 minutes,

The examiner wes equipped with 1 Administration Booklet and 1
Examiner's manual, while each child was exquipped with 1 test booklet,
1 peacil and 1 eraser. The children were placed far apart so that no
copying could occur. The testing was generally scheduled for early
in the morning after the children had settled into their daily
routine, and it was planied so that the scheduled time &id not
conflict with special events, break-time, tea-time, etc,

Adkins ard Ballif determined the reliability of Animal Crackers
by the extent to which scores were consistent and accurate, Tnternal
consistency was by reliability coefficients as
KR20s {Kuder-Richardson fommula 20). They found that the KR20
reliability cocefficients for the 12-item component scores ranged from
0,65 to 0,82. For the total test, the KR20 reliability coefficient
was 0,90.

Adking and Baliff also made some assumptions about the validity
of Animal Crackers, They claim content validity through the
construction of items in accord with general theory, and that
i ion of factors f evidence for construct validity.
Because Animal Crackers retained the theoretical basis of its
predecessor, a test called "Gumpgookies”, evidence for criterion

validity was assuned in same of the research on this earlier test.
Findings included low positive correlations with age and
intelligence, and statistically significant relationships between
test scores and teacher rating scales of motivation.

A.1.2 The Dreyer and Haupt Campetence Scale

An adaption of the campetence schedule of Dreyer and Haupt
{1966) was used in order to measure the teacher's appraisal of the
child's campetence, This same adaption was used by Strelitz (1977).
Dreyer and Haupt (1966} used a structured doll-play interview,
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presencing 5 social and non-social problem situations, dealing with
such content as competition, independence and reaction to 4
frustration, The situations were presented through a combination of
verbsl instructions and manipulation of the Goll figures. With the
dolls used as a medium, the child was asked what he would do to cope
with the situation. However, like Strelitz (1977), in tuis study a
Aifferent techniqgue was used. The teacher was given a list of the
same five problem situations that the child might encounter, and was
asked to describe how the child would, in her opinion, handle the
situation, By this means, it was hoped to discover if the child wus
seen by the teacher as being capable of meeting the demands of social
and non-social situations at school, In this way, the Dreyer and
Haupt Scale was seen as an adjunct to the Animal Crackers measures of
“self", which assessed how the child felt ebout himself in the school
situation. The teachers’ answers were warked on a three-point scale,
ranging from a campetent resporse to an incompetent response, The
following definitions, given by Haupt and Dreyer, were used in the
storing:

Cametence:  The child is seen by *be teacher as effectively
capable of handling the situation, or problem, functioning by his o
efforts, For example, the child will remain with the situational
problem, state his intended action, or implies that he will act.

ﬁ Incampetence: The child is seen by the teacher as unable, or

) incapable of handling the situation or problem by himself, For
example, he mway walk away from the situation, or cail the teacher for
help in a way thet clearly indicates his own feelings of incapacity,
or he may insist that he cahnot do it.

A list Of scoring criteria was drawn up by 4 raters, two of
them doctors of psychology, and 2 of them candidates for master of
peycholeyy  degrees. In 1977, Strelitz found that intei-rater
reliability of each item was 0,84 or greater,

The  mpetence Scale was included ia the Barly Lewming
Project's teacher questionnaire, and was scored by the class
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teachers.

A.1.3 The Kohn Rating Scale

The Social Competence Scale is one of the two teacher rating
instruments designed by Kohn and Rosman (1972(a), 1972(b}) and Kohn
(1977}, which focus on the child's overt classroam behaviour, and his
behavicur in the school setting. ‘The Social Competence Scale was
designed to assess a c¢hild’s functioning in the preschool setting,
and more specifically a young child's mastery of the »reschool
enviromment, and the quality of his interpersonal relationships. The
Social Competenice Scale measures the whole range of functioning from
health and disturbance and therefore permits discrimination not only
of varying Qegrees of disturbance, but also of varying degrees of
healthy functioning.

Factor analysis showed that the Sociat Competence Scale
measured 2 major and relatively crthogonal dimensions, or factors, of
social~emotional behaviour. The two factors of the scale are bipolar
and are called:

Factor I : Interest-Participation versus Apathy-Withdrawal,
Factor II : Cooperaticn-Compliance versus Anger-Defiance,

The Factor I dimensions reflect the use of opportunities
available in the classroom. The positive items indicate interest,
assertiveness and involvement in classroom processes, and positive
interaction w'th peers, The negative items indicate withdrawal from
the oppor ies of the classroom, lack of curiosity, passivity, and
failure to elicit the ocooperation of peers in carrying out

activities.

The Factor II jtems deal with conformity to the rules and
routines of the classrvom. The positive items indicate living within
the classroom structure, complying with rules, and cobeying the
teacher. The negative items reveal rebelliousness, disruptiveness

a2
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and hostility.

The Kchn Social Competence Scale was included in the Early
Learning Project +eacher questionnaire, and was scored by the
classroom teacher, on a five point scale, (From "never”, or "almost
never" . indulges in the activity menticned in the question, to
"always", or “almost always".)

oOf the 64 items of the scale, the 20 items with the highest
positive and negative loadings on Factors I and II of the Social
Campetence Scale, according to Kohn's factor analysis (Kohn, 1977)
{Kchn and Rosman, 1972(a)), were used. It was felt that the teachers
could not possibly £ill in the entire list of items for each child,
as well as completing the extensive Early Learning Project
questiomaire.

The Kohn Symptom Checklist was devised in conjunction with the
social Competence Scale. The Checklist was designed as an inventory
of clinically important behaviours which could be observed in the
preschool setting, and was intended to cover major clinical symptoms
manifested by the child, vhich are gener.lly considered indicative of
emotional impairient. The Symptom Checklist measures only varying
degrees of pathology, whereas the Social Competence Scale measures
the whole range of functioning from health to disturbance.

The Symptom Checklist also measures two major factors. These
twe factors cover types of functioning similar to the negative poles
of the two factors of the Social Campetence Scale. The two factors
are unipolar, ard are labelled:

Pactor I : Apathy-wWithdrawal
Factor II : Anger-Defiance

Factor I items denote passivity, withdrawal and inhibition of

functioning, while Factor II items cover feelings of anger, hostility
and defiance.

j ) - e e
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Of the 49 items in the scale, the 10 items with the highest
loadings on Factors 1 and II, according to Kohn's factor analysis
(Kebn, 1977, Kohn and Roswan (1972(a)) of the Symptom Checklist, were
used. As previously stated, it was felt that the teachers were
already overburdened with th- amount of questionnaires required to be
compieted, Validity of long questionnaires may be in doubt.

In view of the high correlation between the corresponding
factor dimensions of the Symptom Checklist and the Social Competence
Scale and for the purpose of further increasing the reliability of
measurement, Kohn {1977) pooled the corresponding factor scoves from
the two scales. The same procedure was carried out in this study.

Therefore, follawing Kohn and Rosman (1972a), and Kohn {1977),
for the purposes of this study the two scales were combined into one.
The thirty items used in this study were listed in two of Kohn's
publications (Kohn and Rosman, 1972a; Keohn, 1977).

As could be expected from the apparent similarity across the
Symptaw Checklist and Social Competence Scale imensions, when Kohn
(1977) measured the magnitude of their linear correlations, he found
that the correspording Factors were highly correlated. The
correlation for Factor I was -0,75, and for Factor II was -0,79,
(High Soc’al Competence scores indicate high competence, whereas high
Symptom  Checklist scores indicate a large mumber of negative
Y }  The correlation between Factors I and II on both
instrunents were low, being ~0,13 and ~0,25 respectively.

Kohn found high interrater reliability (teacher versus
principal) in the global ratings (i.e. the Symptom Checklist and
Social Conpetence Scale canbined). The correlaticn was 0,82. The
interrater correlations between pairs of teachers were 0,73 for both
Factors of the Symptom Checklist, and 0,77 and 0,80 for Factors I and
1II respectively on the Social Campetence Scale.

Validation of the Symptom Checklist an@ the Social Competence
Scale was found with high correlations with both the Peterson Problem

T
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5 Checklist {1960) and the Schaefer Classroam Behaviour Inventory
N (1965). The median of the correlaticn between the corresponding i
instruments and the Kohn Scales was 0,78,

A.2 TESTS OF COGNITIVE FUNCTIONING

A.2.1 Young Group Avithmetic Test

This is a simple test Of ical ing
for administration to children of a wide range of ability from the
o ages of 6.6 years to 8.6 years. Norms are provided from below 5.6
years to 10.2 years. No reading is involved as the test is orally
administered,

¢ The test was administered iniividually, Scoring was followed
according to the criteria set down in the marmual, One half of the
test (the front page) was administered hefore the mid-morning break,
and the second half (the second page) immediately after the break.

The first half of the test is divided into two sections, an
cral and a computation section. The oral section consists of fifteen i
items, The question is read slowly and distinctly, and seven seconds
are allowed before the next question. The questions consist of a

series of pictures of ¢bjects (apples, boats, cups, etc) and the
. child is asked a question sbowt the nurber of objects in the picture, !
or how many are missing, et¢. The computation section consists of
fifteen items, which involve the addition of two nurbers, Eight
minutes are allowed for the children to work out the fifteen items.

The second half of the test follows the same format, with
fifteen oral questions concerning a series of pictures, and Fifteen !

computation items, involving subtraction.

No studies on reliability and validity are quoted by the author "
{Young, 1973).

Yo . o« i



A.2.2  Southgate Group Reading Test ¢ Test 1

The Southgate Group Reading Test is a test for the dbjective
aspessment of reading sbilities of children (Pumfrey, 1976). It was
especially devised for use with children in the early stages of
reading acquisition. Southgate (1971) felt that many other reading
tests suffered fram two main limitations. Either they are individual
tests, or if they are group tests, their norms do not extend far
below a reading age of seven years.

This test is enwisaged as & preliminary survey of reading
ability. It provides the tester with a simple, speedy and relizble
method of making a preliminary assessment of the reading ability of
pupils still in the initial stages of learning to read.

The test is contained in an illustrated booklet, and consists
of 30 items. 16 of the items in »lve salecting a word to match the
picture named by the tester. The child is required to find the
correct word, out of 4 possible alternatives, corresponding to the
picture shown, and draw a ring around it., In the other 14 items, the
¢hild has to underline cne word dictated by the tester, from a set of
5 words. The child begins with 4 practice items, during which the
tester helps the c¢hild, and mukes sure that he has drawn a circle
arcund the correct item.

A maximum of 20 children per group is advised for testing., The
test is not timed, but the total time taken is usually 15~20 minutes.
The c<hildren are seated, facing the tester, each with a pencil, and
spread out so that copying is impossible. If a child draws a ring
arourd a word, and then tells the tester that he has drawn it around
the wrong word, the tester should tell him to cross it out and draw a
ring around the word that he really wants, If a child says that he
carnot. £ind a word, the tester tells him to leave it. A chil?l whd is
a poor reader will be unable to f£ind many of the correct words
towards the end of the test, If the tester sees that a child is in
difficulty, he should tell the child that if he cannot find the right
word, he should leave the box empty.

*
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A table of norms is given, which comprises raw scores from 5 to
27. From the raw scores, reading ages can be obtained. The reading
ages vary from 5.9 years to 7.9 years, (Southgate feels that the
test will be most usuful for children between 6 and 7.5 years old.)

Pumfrey {1976) states that this test has been used extensively
in national and local surveys in England. He, like Southyate, feels
that the reliability and validity of the test have been proved, and
are satisfactory. The test was standardized on 2,329 children from
Worcester in 1957. Extensive validation studies have been carried
out on this test. Correlation: of between 0,87 to 0,95 have been
reported, The reliability of the test is said to be 0,9545 (Snell,
1982).

A.2.3 PBrimer and Dunn English Picture Vocabulary Test

The Brimer and Dunn English Picture Vocapulary Test (E.P.V.T.)
was devised in 1963, as an adaption of the Peabody Picture Vocabulary
Test, However, the authors completely reconstructed the test for use
with children in England,

The E.P.WV.T., Test 1, was designed for children from 5 years to
8 years 1l wonths, to assess levels of listening vocabulary, but the
test results can be more generally interpreted as a measure of verbal
ability, and vocabulary. '

One important characteristic of the E.P.V.T., and where it
differs from most vocabulary, and verbal tests, Is that it does not
require the c¢hild to have any reading attainment, and is therefore
functionally independent of reading skil! (Pumfrey, 1976). The test
can thus be adminlstered irrespective of any reading skill displayed,
and can give information on the c¢hild's degree of wverbal

. ion, which is &i tically relevant to the understanding
of reading difficulties and other verbal learning handicaps. The
test may be used in any situation in which a measure of verpal
ability is required, ard Brimer and Dumn feel that the test possesses
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advantages over non-verbal tests as reading-free predictors of future
language attainment.

Test 1 is designed only for individual administration, as
Brimer and Dunn feel that young children are unlikely to perform well
in group conditions. The test consists of 40 items, preceded by 3
practice items. Bach test item is constituted by a page of 4
numbered pictures, and a word spoken by the tester, The subject rust
+ell the tester the number of the appropriate picture, or simply show
the tester the apprupriate picture.

There is no tize limit for the testing, and testing proceeis at
the rate set by the subject. The child should be seated comfortably,
facing the tester., Uhe tester should adjust his position s¢ that he
can see the selected picture if the child responds by pointing. Only
one page of 4 pictures is shown at one time, and the child should
have a full face view of the page fran a comfortable viewing
position.

The testing proceeds until the subject makes 5 errors within a
space of 8 consecutive items, This is termed the ceiling point. The
raw score is chtained by mbtracting the nuwber of errors in the
test, up to and including the ceiling item, firom the nunber of the
ceiling item,

Standard scoves are provided for the test. They are
numerically like intelligence quotients, but are not derived from a
ratio of wental age to chronological age. They are normalized scores
with a mean of 100 and a standard deviation of 15, The standard
score relates a particular child's perfonvance to that of a child of
the same chronological age on whom the test was standardized,

The stundardization was carried out on samples of 3240 and 5084
Wiltshire children, selected so as 0o ensure close agreement with
English national characteristics, Pumfrey (1976) feels that the
internal consistency reliabilities of the test are fairly high, from
0,87 to 0,89, Re-test reliabilities are to be published soon. He
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feels that the content validity is adeguate, although other evidence
of validities is sparse and the intercorrelations presented are open
to many interpretations. Brimer and Dunn admit that the evidence of
validity is so far limited.

A.2.4 Goodenough Draw-A-Person Test

The Draw-A test was G ped  in 1926,
Harris (1963) felt that of the many intelligence tests, the
Goodenough  Draw-a-Man was perbaps the most unusual in basic
conception, brevity and general convenience. It has been widely used
to survey the intellectual status of young children, 0 study
children with hearing handicaps, suspected neurological deficiencies,
and sgvere intellectual and 1 defici i It had also
‘been uged to study personality, delinguency and adjustment problems.
It is also part of the Aston Imdex, a battery of tests designed to
assess learning disabilities.

Emphasis is placed upon the subject's accuracy of drawing a
‘human £igure, rather than on any artistic skiil, and items are scored
for the inclusion of pody parts. However, the scoring guide is not
only for large bxly parts, such as head, trunk, ams and legs, but is
alsc for smaller, more intricate body items such as eyes, nose,
nostrils, lips, ears and fingers. Clothing items, such as hats,
coats, shorts, belts, trousers and shoes, are also scored.

The Goodenough Draw-A-Person test was chosen in this study as a
reliable and efficient group test of intelligence, as it was found to
be impossivle to test all the children on an indiviaual intelligence
test,

As regards group tests, it was felt that there were
i with i antelligence tests. As noted by
Bnastasi (1968), individuals unaccustomed to testing may be samewhat
disadvantaged and handicapped on group tests, {It must be noted that
children from certain of the nursery schools had been exposed to
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extensive testing, while children from other nursery schools had
experienced no testing.) A test such as a group intelligence test
can be a much i for a child than for one
with months or years of school experience, Moxeover, preschool
children arve likely to be difficult to test as they have little
interest in their performance, £ollow their own impulses and are
difficult to coerce. In conclusion Anastasi (1968) points out that
the testing of preschool children presents many problems in
administration and scoring, and she feels in general that all tests

for hildren ouwght to Thave individual
administration ard scoring, and requires a specially trained
examiner, who is alert to signs of fatigue, drowsiness, fear,
ipattention and othex adverse conditions.

T was felt that a Jrawing test would minimize these effects,
As Burns and Kaufman (1972) point out, most children love to draw,
ard rost often they will produce pictures of humans.

Anastasi (1968) reports that the reliability of the
Goodenough Draw-A-Person test has been investigated in numerous
procedures. A high retest correlation was found, and McCarthy found
high solit-half, amd scerer, relisbility, Readministration of the
test showed no significant Qifference in performance on different
days. Examiner effect, and the effect of art training were found to
be miniil., Motor coordination was also fouwd o play a negligible
role. 'The majority of correlations with othexr intelligence tests
were fuund to be over 0,50 {Anastesi, 1968). McCarthy (1944) claims
a good degree of validity for the DAP, with a correlation of 0.74
with the stanford-Binet. She feels that it is attractive as both a
clinical and a research tool.

For reasons of space, only the protocols of the tests of
social-emotional functioning are given in the following Appendixes.
The tests of cognitive functioning are lengthy, amnd are also readily
available.

only certain items from the teacher rating scales were used in
this study.
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ANIMAL CRACKERS TEST ITEMS

The alternatives for each item should be read with equal animation and appropriate
emphasis, 4ndicated by the underlining of certain words. Words that are underlined
once should be read with h, o5e d twice ghould be read
with heavy emphssls. NOTE THAT THE RESPONSE POS“TIONS INDICATED HERE IN THE
EXAMINER'S MANUAL ("RIGHT" OR “LEFT" DESIGNATION IN PARENTHESES PRECEDING EACH
RESPONSE ALTERNATIVE) REFER TO THE CHILD'S RIGHT OR LEFT--THE OPPOSLTE OF THE
POSTTIONS IN THE ADMINISTRATION SCOKLET, ON THE ITEM CARD, AND IN THE "DIRECTIONS
FOR GROUP ADMINISTRATION" IN THIS MANUAL, WHICH REFER TO THE EXAMINER'S RIGHT OR
LEFT.

1. (teft) This bear shows its school work to the feacher.

{right] This bear hides its school work.

2. (%eft) [This penguin colors a plcture as fast as it can.

(right) Tbils penguin colors inside the lines of a picture.

3. (right, This pony reads when it should be reading.

fleft) Ihis pony plays when it ghould be reading.

4. (right;, This puppy is slow getting teadv for school.

(left) This puppy is fagt getting ready for school.

5. (right; This lamb watches the teacher put things away.

(left) This lamb helps the teacher put things oway.

6, (left) This lion wants someone to help it write.

(right, IThis lion writes with no help.

7. (right) Ihis monkey thinks puzzles are bop hard.
This

(left) monkey con put puzzles topether.

8. (lefi) Ihis rabbit likea to spend the day at school.

(right, 1s rabbit likes to stay at home.

B
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10,

12,

13,

14,

16.

ie,

(right)
(left)

(teft)
(right)

(1eft)
(right)
(vight)

(left)

(le5)
(right)

(right}
(left)
(right)
(ilefe)
(iefs)

(right)

(left)
(vight)

(Toft)
(right)

Y

IThis kitten fecds ite pet every dey.

This kitten forgets to feed its pet some days.

This elephant tries to catch the ball.

This elephant lets the ball xoll away.

Thig duck looks ocutgide when the teacher writes on the board.

This duck watches when the teacher writes on the board.

This giraffe alvays does its best.

This giraffe does its best when soweone ils watching.

This bear tries to learn a mew dance.

Ihis bear keeps on doing an old dange,

Thig panguin agks the teacher what it mugt do to fimish irs work.

Ihis penguin knows what it must do to finigh irs work.

This pony wants to gome to school tomorrow.

Ihis pony wants to stay at home tomorrow.

This puppy knows the way to the stor..

IThis puppy wants someone to ghow tha way to the stora.

This lamb stops playing Lf it does not win.

This lauwb keeps on txying to win.

Tads lion likew school a little bit,

This lion likes school very much.
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(rigii’ This monkey learns to sing a song with the others.

(left) ig monkey talke while the others are learning a song.

(right) Ihis rebbit will gry to do only easy things.

(left) This rabbit will try to do gome hard things.

21, (right) Ihis kitten keeps working and finishes its house.
(left) This kitten stops working because its house fell down.

22, (right) This elepl .t wants to work a little lomger.

(left) Inis elephant wants to sgop working mow.

23, (lefe) [Ihis duck gets its things ready for a bus ride.

. {right) TIhis duck watches the pthers get ready for a bus ride.

24, (right) This giraffe is roo little to hit a ball.

(left) This giraffe gan hit a ball,

25. (left) This bear can only do easy things well,
(right) This bear can do some hard things well.
. 26. (Ieft) This penguin wants to learn - wmething new today.
(right) This penguln wante to uo what it learned yesterday.
27. (right) Jhis pony's mother makes it go to school,
b (left) Xhis pony is glad it goes to school.
|
28. (left) This puppy showa the things it makes to others.
{right) Ihis puppy hides the things it makes. -

40
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31,

32.

33.

34,

(left)
(right)

(right)
(lefs)
(left)

{ri-}

(left)

(right}

(right)
(left)

‘left)
(right)
(right}
(left)
(r4n%)
(left)

(wight)
(Left)

148
Something bad will happen to this lamb.

Something good will happen to this lamb.

This lion stops t- look at its work to be gure it Ja right.

Ihis lion hurries to finish its work as fast ae it can.

is menkey tells its friends that gchoos is hard work.

This monkey tells its friends that school is fum.

This rabbit knows it can tel’ a funny story.

This rabbit does not know if its story is fumny.

is kitten puts the puzzle piece anywhere.

his kitten puts the puzzle piece where it fits.

This elephant tries again if its work is get right.

This elephant stops tryinmg if its work is mot right.

This duck tries to write.

1s duck watches the gt

r one write.

is glraffe does good work in school.

is giraffe doeg mot know if its work is good or bad.

This bear's mother rells it what o take to school.

Ihis bear knows what it ghould take to school.

Ihis penguin does not knmow what it will make with clay.

penguin tells the others what it will meke with clay.
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43,

44,

45.

46.

(te5t)
(wight)

(Teft)
(2ight)

(te5)
(right)

{left}
(right)

(lefe)
(right)

(right)
(teft)

(right)
(left)

(right)
(left)

(lefs)
(right)

(left)
(right)

149

This pony keeps its flower to ghow the others.

This pony throws its flower away.

This puppy goes out to play if it cannot write its name.

This puppy Writes sgain 1f it cannot write its name.

This lewb likes to sit far from the teacher.

This lamb likes to git pear the teacher.

This lion can do what the teacher says to do.

This lion asks the teacher to ghow it what to do.

This monkey cannot find the things it makes.

This monkey keeps the things it makes.

This vebbit starts to paint a pleture with the first color
it sees. m——

This rabbit loots for the right coler to paint a picture.

This kitten is yorking.

This kitten is looking around.

This elephant thinks its clown is good.

This elephant wonders if Its clown is good.

This duck tries to do things well.

This duck does not care if it does things well.

This giraffe forgets what the teacher says to do.

Tiis glraffe does what the teacher says to do.

Merad.
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(left, This pony keeps its flower to show the others.
keeps

(right) This pomy throws its flower away.

(left) 15 puppy goes out to play if it cannot write its name.

(right) This puppy writes sgain if it cannot write its name,

(left) Thie lamb likes to sit far from the teacher.

{right? ig lamh likes to sit pear the teacher.

{lefe) s lion can do what the teacher gays to do.

(right} is lion asks the teacher to ghow it what to do.

43. (left) This monkey cenmot find the thi :- -: makes.

(right) This monkey keeps the things it maskes.

bb.  (right) is rabbit starts to paint a pleture with the f£irst color

(left) This rabbit looks for the right coler to paint a picture.

45, (right) Thig kitten is working.

(left) Thig kitten 1s looking around.

46. (right) This elephant thinks its clown is good,

(tefs) is elephent wonders if its clown is good.

47, (left) hig duck tries to do things wall.

(right) This duck docs not care if it does things well.

48, (left) his siraffe forgets what the teacher says to do.

(right) This giraffe does what the teacher says to do.

Mo,y - -
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49,

50,

52,

53,

54.

87,

(right)
(left)

(vight)
(left)

(vight)
(Teft)

(1eft)
(right)

(right)

{left)

(right)
(1eft)

(right}
(lers)

{left)
(right)

{lefe)

{right)
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This bear can gnly do things if the teacher helps.

This bear can do some things by itself.

This penguin is tired of going to school,

Ihis penguin is glad it goes to gchool.

Ihis pony watches the teacker ghow how to do something.

Ihis pony looks around when the teacher ghows how to do something.

This puppy tvies harder when it does poor work.

This puppy thinks all its work is the same.

This lsmb stops tryimg if there is po prize.

15 lamb keeps on trylng even if there is o prize.

Ihie 1fon can dress itself.

This lion needs help getting dressed.

This monkey 1ikes to play

tside wien others read,
This monkey likes to get books to read.

This rabbit is tired of its toy and leaves it

This vabbit thinks of a new way to play with its toy.

This kitten works hard to learn to read,

This kitten will learn to xead only If it is gasy.

Ihis elephant never wins a game.

Ihis elephant sometimes wins a game.

43
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59. (left) This duck stops trying to write numbers.

{right) This duck can learn to write numbers.

60. (right) fThis giraffe likee to learn some of the time.

(left) This giraffe likes to play all of the time.
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DREYER AND EAUPT COMPETENCE QUESTIONNATRE

Describe hew you believe the child named on this form would handle
the following situations.

1. and another child are playing with a bat and
ball, They appear evenly matched in skill and control. Soon,
however, c¢hild X calls cut: *I'm better than you, I hit more
than you'',

What would o in such a situation?

2, hild X and are both pulling at a ladder, each
soreaming louwdly: I had it First".
What would do in such a situation?

3. is working on a task. Child X has been <asing
him by telling lum how silly he is,
hat would do in such a situation?

4., The teacher brings a collection of boxes of differert sizes,
shapes and colours ere, to school, and puts them on the table.
What would do in such a situation?

5, ... Changes his shoes after gym and is having
difficulty with his laces.
What would do in such a situation?
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KOEN RATING SCALE
RATING CRITERIA
Rate each child on a five point scale as defined below
1 2 3 4 5
never or sometimes about half usually almost all
‘hardly ever the time of the time
or always

v
2)
3)
4}
5)
7

8

9

10,

11)
12)

13}
14,

18)
16

Child gets others interesteld in what he's doing

Child manifests interest in many and varied types of things
Cnild displays enthusiasm about work and play

Cnild wan give ideas to other children as well as go along with
their ideas

Child is able to express his own desires or opinions in a group
Child has difficulty getting the attenticn of the group

Child demcnstrates little interest in things and activities of
his environment

Child fails to secure cooperation when he has to direct
activities

Child is at a loss without other children directing him or
orgamzing activities for him

Child sperdds time sitting aerouwd, looking around, or wandering
around aimlessly

Cnild cooperates with rules and regulatious

Child  responds  with Danediate  oomplionce w0 teacher's
directions

Child is able to accept teacher's ideas and sugyestions for play
or ways of playing

Child makes transition from one activity to the next easily
Child puts things away carefully

Child disrupts activities of others

i -

TAY




17}

18)

19

20)
21)
22)
23)
24

25)
26

27

28

29)

30,

156

Child espresses open defiance against teacher's rules and
regulations

Child is hostile and aggressive with other children (teases,
taunts, bullies, etc.)

Child tries to prevent other children from carrying out
routines

Child quarrels with other children

Keeps to himself; remains aloof, distant

Fails to play with other children

Fails to take part in activities unless urged

Has a mournful, downcast expression, locks solemn, seldom
sniles

Stares blankly into space

Gets angry when interrnupted at play by adults as part of nomwsl
routines (not punishment)

Trexts other children with Jdeliberate cruelty; bullies other
children or hits or picks on them

Screans, bangs objects, ete., when angry, irritated or
frustrated

Fuils to cbey or follow instructions or directions of adult:
"talks back" to adults

Gets angry or amnayed when addruused Ly adult, even in a
friendly manner (not reprimand)

e g » Il
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ALl ini’ormabion is for Research purpeee: only and is strictly
confide

EARLY LEABNING PROJECT
REMORT ON CHILDREN FOR GRADE I, 1979 |

NAME OF CHILD:

INSTRUCTIONS: Please complete this form in respect of the
abovementioned child, We realise that Schools have éliﬂerent
hesdings under which they report on their children's progress.

Ve would appreciate it if you used just those hesdings that apply
to your school. Any additional or alternative headings which

i ou use, nay be added in the spaces provided.

P‘Lause f£11l in the results in terms of the code that you usually
usa (e.g. 1uVery Good, SsWeak), but kindly indicate whe code
being used in the spsoe provided below.

I you don't have the information for any of the heasiings provided,
it is quite in order for these to be omitted.

Thank you very much.

BCHOL#SPIS T ROGRESS I’l‘ez‘m Term [Term
4 2 .

1. ENGLISE i
(&) Reading
Comprehension
‘Tachnique
Independent Reading

by viritben Work T
Spelling i
Creative Writing [
Written Languege

5
o
|
T

. {¢c) Orsel i
Speech '
Conversation Skills |
T
i

Language Structure
language Understanding
t

T
2. AFRIKAANS i
Lees !
Nondeling i
Taal en Opstel ) |
Spel en Diktee N i

F.T.0.

- FIPEErY ..‘h:‘d?n W Tt M Vil
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i ATHENATICS 1 2 5
Mental Arithmetic
Wpitten Arithmetic
Maths. (Algebra, Sets Bte.)

HBREW
BSiddur
" ReEdIng
T History-Laws & Customs
Chumash
Oral )
writteny

5. Health Education/Biology

v, Kature utudy/study of
knvironment

7. arhis & Crafts

8. Handwriting

9, HReligious Instruction

PERSUHAL SKILLS irn |

3¢l CTonfidence SCHCOL ATTENDANCE:Dsys Absent,
Independance FASS/FALL:

Co-opsration with Class | . POSITION IN QLASS:

Mates and Teachers [ n ' + :
Targicipation in School One of éelow A*}erwge Above Orle of
wife Foorer  Aversge Average Best
studat

Attention/Concentration
Interest in Fusic BEMARKS: (Speciml Achievements,
Pergeverance Teacher Comuents Evc.)

Interest in Fhysical
. setivities

Interest in Manual
Activities

Eagerness to Learn

ADDITIONAL HRADINGS: CODE:

. . a Nt e s Tod e rmd . Bl s ol il .
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All information is for Research purposes only and is ghtrictly
confidential.

EARLY LEARNING FROJECT
TEACHER RATING SCALE

ame of Child:

Hdane of Teacher:

S0l s,

Dgap Teacher,

The child (children) we are asking you to rrte is (are) pam of
& 3twdy on Barly Learning initiated two years ago.
currently evaluating their nrogress, and would be most grateful
for yo..! so-operation.
1. Frieas¢ indicate your impression of
on veck of the ivems below. Do so by pla~ing an 'X' &t the
poilnt sorresponding te the deseription you select in each case.

2. TPlease put ur 'X' gt one of the five poles only.

8B, X

! i T T

4+ In reletion to the rast of his/her class, how would you
agiess his/her reading ability.

Very Weak Veak Average OR Good QOutstanding
Varies
(Sometimes
adequate,
sometimes not)

P.I.O.

Wtave e e o A

ko
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2. In relation to the rest of his/her class, now would you 67
assess his/her arithmetic ability.

i i i
B I
Very weak Weak Average OR Good Outstanding
Varies
{Sometimes
adequate,

aometimes not)

3, If a problem, c: difficulty, or new situation arises, how
does (s)he hare .2 it?

: o
. i
t

Totally Tends to Is inconsis- Tends to Generally

unable to handle it tenty handle it handles it by
handle the poorly; is sometimes fairly himself/herself -
provlem or mildly handles it construct- very effectively,
situation defensive or poorly, some~ ively & constructively
(e.g. cries, aggressive tines effectively and appropriately
runs for help, adequately

is sggressive or
mekes situation
worse}

4, How well does (s)he get on with classmates?

T
i :
Extremely Rather Does get Rather Extremely

poorly; poorly (has on weil with well{ (s)he well (people

‘has no friends/ few friends; some child- Las good seek his/her

.g very isoclat- does not ren, but not friends; friendship;

ed/cets keep them for others; (s)he relates (s)he has

peoples' backs long) nay hsve a quite well) good friends;

up) friend relates very
well)

5. To what extent does (sdhe obey classroom rules?

I I

bxtremely Tends to be Is incon- Tends to Extremely
dis bedient/ disobedient sistent; co-operate  co-operative
unes ~oparative & unco- is some= & obey the & obedient
operative moct times sules most
of the time co-operative, of the time
other timee
not
P.T.0.
3/aees

Weapa o e P
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