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ABSTRACT

The present ntudy is a three year longitudinal research project 
which investigates the effect of social-enotional functioning in 
preschool children on chair later academic performance at primary 
school. The aim of this study to assess whether preschool
social-emotional functioning was a predicrive factor 'f later 
acadenic underachie /arent.

The variables of social-emotional functioning measured in this 
study were achievement motivation, the child" s sense of competence, 
and a two-factor model of social-emotional functioning, namely 
Interest-Participaticn versus ApathyWithdrawal, and Cocperation- 
Goipliance versus Anger-Defiance. These variables were assessed in 
the final year of nursery school. The achievement criteria measured 
in Grade I were Reading, Arithmetic, Vocabulary and Position in 
Class, while in Grade II Reading and Arithmetic were. All of the 
above variables were measured by formal psychometric tests or teacher 
rating scales. Finally, when the subjects were in nursery school, 
their intelligence was assessed by the Gcodenough Draw-A-Man test, 
and only those subjects who vrere within the normal range of 
intelligence were retained in the study.

Three psychuu—cric measures were used in nursery school to 
assess scoial-enotional functioning. Animal Crackers measures 
achievement motivation in the school situation, and supplies 
information on five factors of achievement motivation, namely School 
Enjcyment, Self Confidence, Purposiveness, Instrumental Activity and 
Self Evaluation. The Dreyer and Haupt Competence Scale is a teacher 
behavioural rating scale, and gives a measure of the child's
ccrpetence, independence, and ability to cope in the preschool
environment. The ICohn 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 II is
Cooperation-Ccnpliance 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 from the clastrcom environment, and a lack of interest and 
curiosity. In factor II, Oxperation-Ccxipliance indicates the 
willingness of the child to conform to rules, regulations and 
routines of the classroom, v#iile Angar-Defiance indicates 
rebelliousness, disruptiveness and defiance, and the creation of 
disturbances which upset classroom routine.

In Grade I, the tests used to measure academic and cognitive 
functioning were the Soutiyate Reading test, the Young Matitematics 
test, the Brimer and Dunn Vocabulary test, and a teacher rating 
assessment of the child's Position in Class. In Grade II, the 
child's ability in Reading and Mathematics were assessed ty teacher 
rating scales.

The correlation, or degree of relationship, between the 
variable of social-emotional functioning and the achievement criteria 
was calculated fcy using a Pearson Product Moment Correlation 
Coefficient. The relative contribution of the set of social- 
erotional variables on two achievement criteria, the Southgate 
Reading test and the Young Mathematics test was determined fcy a 
linear multiple stepwise regression.

The results of the data analysed by the Pearson correlations 
indicate a relationship between various factors of preschool social- 
erotional functioning and the achievement criteria measured in Grades 
I and II, with the nost correlations found between the Kohn Scales 
and achievement or underachievement. The relationship between the 
two different sets of variables 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 prqxsrtion of explained variance in 
the achievement criteria.

The implications of these results were explored, and the 
inportance of the early detection and remediation of sccial-emotional 
difficulties in young children was stressed.
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CHftPngR CHE

1. BmODUCTION

1.1. Soclal-Bnotlcnal Ftmctioning and ftcadanic flchievaient ard
UndaraAievement

This intrcduction includes a brief Mstoi'y of the
relationship between education and various schools of psychology. 
Furthermore, the relationship between social-emotional functioning, 
cognitive functioning and academic achievement will be examined in 
seme detail. Finally, an approach to early childhood education, 
which attempts to foster the development and integration of 
affective and cognitive functioning will be presented, and its 
similarities to the aims of this present study will be
demonstrated.

Theories about the relatict.thip between emotional and social 
functioning, and academic achievui'ent or underachievement, differ 
considerably within the various s 'tools of psychology, and their 
attitudes towards the relationship between education and 
psychology, or psychoanalysis. In controversial article, 
Bettelheiin {1972} appears pessimistic about any viable relationship 
between psychoanalysis and education. Zta feels tliat up to the
present the relntionsMp between the two has been "neurotic"
(p424), lise a marriage where the two partners are aware of each 
other1 s nee Is, but do not understand each other and cannot work 
together. However, he admits tliat education and psychoanalysis are 
similar ir their aims, wlilch are, in his opinion, to enable Man to 
readi his highest x̂itential, and, in doing so, to create a truly 
hunan society. However, although their ultimate aims may be 
similar, their 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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In 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- 4
adjusted and socially-disturbed children in Europe and the U.S.A.
(Kirk and lord, 1974). In these clinics he made use of 
psychiatrists, psychologists and social workers, a practice still 
employed t- ay. However, of far more relevance to this chapter was 
his attempt to translate aspects of Individual Psychology into 
practical guidelines for educating children. He spent a great deal 
of time lecturing to teachers in an attempt to instruct then in the 
principles of hunan relationships and * .enaction. He saw
the school as the prolonged arm of the aitd considered that
a close partnership between heme and school was essential (Adler,
1930? Handley, 1973).

Adler also argued that the teacher should be able to notice 
children with fficulties, and act as a counsellor to both child 
and parents. IWo further issues raised by Adler still have 
considerable relevance today. Firstly, he saw the classroom, rot 
simply as a place of instruction, but as lossussing an educational 
purpose beyond this. This purpose was v:» teach the child to live 
with his fellow man and to develop socx:, . interest. Secondly, he 
emphasized that teachers should regar •; class of pupils, rot 
merely as a corporate bod%, but as a ..xklection of individuals.
Each child should be seen as uniqu • rnd his own particular 
problems sliould be recognized and unde; : - by the teacher (Adler,
1930; Handley, 1973).

However, many other psycliologist:. -.he 1920's had different 
theories about the methods and goals vf education. The emphasis 
was primarily on cognition, and it was assuned that the 1,0. score 
was the only, or at least the major, predictor of school achieve­
ment (Behrens and Vernon, 1970), However, it was also considered 
by some that other factors, such as family background, personality 
characteristics and attitudes and interests could contribute to 
academic success or failure.



As Cole (1974) has pointed out, the anphasis on X.Q. as the 
major predictor of achieve rent has rot met with total success. In 
the years that psychologists and educators attempted to predict 
academic achievement using the I.Q., or other intellective 
variables, the results of the numerous studies can be summarized by 
stating that the average relationship between I.Q, scores, or other 
measures of intellectual functioning, and academic achievement, 
range btween 0,50 and 0,75. Therefore, one-quarter to one-half of 
the variability in acodenic achievement remained unexplained. 
Thus, research aimed at discovering an explanation for the variance 
in achievement 'ias had to shift 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 irore of the nature of coruiative or personality traits rather 
than of cognitive abilities" (Wechsler, 1971, pSl). It has been 
suggested by Eysenck and Cookson (1909) tnat a lack of suitable 
personality tests also contributed to the channelling of most 
research efforts into tho cognitive field for such a long period of 
tune. However, they note that in recent years there has been a 
awing towards the Investigation of "temperamental variables" 
(plOD) in relation to scholastic achievement.

As a ccnaequenct! of tills increasing sensitivity to 
psychological factors, Bruck and Bodwin (19G2) note tliat educators 
and psychologists hive begun to share the assumption that 
relationships exist between various facets of personality a.id 
specific cognitive abilities. This hag resulted in academic 
unilerachievaner\t bsccminci the most c o m m  reason for referral to 
stiiool psycliologiEita. Unfortunately, this has also led, in some 
cases, to the unierachievor being wjuataJ with "emotuonally 
disturbed", which "... has tended to obscure the growing evidence 
that the underachieve!nent is really the outcome of several 
interacting causal factors that exist, both within and outside of 
the child" (Bruck ami Godwin 1962, plQl). This point will be 
examined in more detail below.



However, in spite of this increasing awareness of the 
importance of psychological factors in education, Kohn (1977) 
declares himsejf 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 underachicvtiment is often closely related to a 
child's social and emotional development, and to tne nature 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 academe performance of 
larer class and minority group children, which shewed that these 
children hzul deficits in cognitive functioning which preceded their 
entry into elementary school. This research precipitated the "war 
on poverty" (p201), and the implementation of intervention programs 
such as Iiaid Gtart, to remediate early cognitive deficits. With 
this repetiT.zd emphasis on preschool cognitive deficits as a major 
cause of uiUeraehievement in elementary school, Kohn believes tliat 
educators and psychologists still to ignore other factors,
such as emotional functioning. Ho cjuotes Bateman (I960), who 
point*} out tlvat in spite of the importance of emotional variables 
to education, there have been fsv mjor attempts to use emotional 
functioning as a predictive factor of later academic functioning, 
so tliat no clear-cut conclusions can be drawn about the cause and 
effect of emationat functioainq atid acadaruc achievement. Since 
Bateman's article, little hue been published to contradict her

Tins issue of cause and effect M s  also been discussed by 
Chazan (1969) and Rutter (1974), and m y  tie summarized in three 
questions.

1) Hew closely are orotional functioning and academic achievement 
related?

2) To what extent are emotional problems the cause, and to what 
extent are tiiey tiie effect of academic underachievement?



3) Are there specific forms of emotional problems particularly 
associated with academic underachievenent and, conversely, 
specific forms of healthy emotional functioning associated with 
academic atihievenent?

The importance of clarifying the. issue of cause and effect is 
illustrated in studies by Kohn and Roswan (1972b, 1973), Kohn 
(1977), and Mestman, Rice and Berman (1957). Westman et al found 
that children with adjustment problems in nursery school tend to 
have adjustment problems later in both primary and high schools, 
and that these problems tend to be of the same order. Kohn and 
Rosnan also found that early predchool emotional difficulties often 
persisted in later life, and that a child Who was disturbed on one 
syndrom early in life was likely to exhibit the same pattern some 
years later. Furthermore, they discovered that certain preschool 
emotional difficulties interfered markedly with a child's work, and 
often led to underachievement. This is discussed in detail 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 some time, and may hamper the child's academic 
performance throughout his school career For this reason, in the 
present study, it was considered essential to assess aspects of the 
emotional functioning of the children at nursery school prior to 
school entry, and then to follow their academic progress in Grade 1 
and Grade II. Although this *>\ld 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 acadatiic performance in 
primary school. Furthermore, it would help tc establish whether 
certain emotional difficulties are nore closely associated with 
acadenic underachievement than others.



An article by Wall (1973) illustrates sane of the complex­
ities in the issue of cause and effect of these two variables, he 
feels that it nay be too simplistic to ask merely whether under­
achievement at school causes emotional difficulties, or vice versa. 
Failure to achieve often means different things to different 
children, 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 
competition, underachievement may be very destructive for the child 
whose development is otherwise healthy. The child’s ability to 
learn and achieve nay vary with environmental factors, and 
different types of learning become possible with different stages 
of development, Horever, at most schools, norms prescribe that at 
a certain age certain types of learning should be accomplished by 
the average pupil. Further, parents often have expectations, and 
if the child fails 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 
achieve, and the expectations of the parents and teachers, may be 
considered "deviant", and the type and severity of a child's 
problem may well be strongly influenced by the school, his teachers 
and his parents.

Wall also points out that in addition to the sciiool or 
teacher, the child's ability is also affected ky the "map" (pl5) of 
his experiences, constructed from his earliest years. This map is 
steadily modified as development proceeds, and is affected by 
genetic and environmental factors, interpersonal relationships, and 
all of the affective and cognitive experiences he has had in 
relation to pecple and things. This point is particularly well 
made by Shapiro and Biber (1973), and their "developmental- 
interactional" approach to education will be discussed in detail

One of the initial problems ovntered when discussing a 
child's emotional functioning in relation to acaderdc achievement 
or underachievement is the plethora of labels in the literature



used to describe a child whose behaviour is problematic and who is 
underachieving. This list of labels is inpressive. Among then we 
find terms such as "problem child" (Wall, 1973), "maladjustment" 
(Chazan, 1969), "emotional disorder" (Rutter, 1974), "neuroticism" 
(Banreti-Fuchs, 1978? Entwistle and Cunningham, 1968) and
"instability" (Eysenck and Codkson, 1969? Wade, 1981a). Kirk and 
Lord (1974) note that just as the professional terminology 
referring to these children is varied, so too is the cause of the 
behaviour, and the behaviours themselves range fron minor incidents 
to manifestations of serious, persistent problems. Many of the 
definitions appear to be quasi-psychiatric, and there is a general 
lack of consensus regarding the target population. While surveying 
various State departments of special education in America regarding 
their respective terminology of pupils referred for emotional or 
academe problems, Miller and Epstein (1979) found that 24 terms 
were in use, the two rost common being "emotionally disturbed" and 
"emotionally handicapped".

In contrast, we have die personal view of Knoolock (1973), 
among others, who feels that a child labelled "emotionally 
disturbed" should not be seen merely fron the perspective of a 
deficiency model, but should also be valued for any positive 
attributes he* may possess, and that the growth potential residing 
in any Child ought to be recognized. Thus, in the present study, 
it was decided to adopt a rrore neutral and less judgemental label, 
and to use the term "social-emotional functioning", and relate this 
to the child's academic performance. This term has been used by 
Rdhn (1977), Kohn and Rosman (1972a, 1972b, 1973, 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



term is that it enables the researcher to examine the full spectrum 
of a child's functioning, from disturbed to health, and to test tlie 
relationalu.p betwsen both poles of this spectrum, and achievement 
or underachievement.

In concluding this discussion on social-emotional functioning 
and academic underachievenent, there are several points in the 
research findings that require seme elaboration. There are often 
large discrepancies in the research investigating the relationship 
between these two variables. These discrepancies have been noted 
by such writers as Banreti-Fuchs (1970), Behrens and Vernon (1978), 
Eysenck and Codkson (1959), Peterson (1980) and Ruihton (1966) and 
they offer several explanations for these fiiv3 * firstly, as 
already noted, there is considerable income " i the terms
used to define emotional problems, as well as disparity in
the definitions of acadenic underaohievement. Si*-_Mdly, there are 
large differences in the ages of the children being studied. This 
is significant, for, as will be shewn in the chapters below, the 
implications of acadenic underachievement may vary with age, as may 
the type of problan associated with underachievement. Banreti- 
Puclis (1978) claims that a number of researchers have found 
differences in various personality variables associated with 
underachievement when comparing 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 /rales and females differ markedly when various psychological 
factors are correlated with acadenic achievement. Wall (1973) 
quotes several studies showing that boys and girls differ fron each 
other, both quantitatively and qualitatively, in emotional 
adjustment and criteria of achievement, and in the relationship 
between the two. Finally, in many studies, intelligence, or I.Cj. 
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 car 
intellectual ability.
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1,2 The Developnental-Inteiacticxial Approadi to Education

Having discussed aspects of the relationship between sccial- 
emotional functioning and academic performance, it wDuld be useful 
to present a framswDik of early childhood education in which 
social-enotional functioning, and ind-* 1 the entire affective 
danain of the child, is seen as a crucial, integral part of 
intellectual, cognitive ani hence, academic functioning. Psycho­
dynamic and developmental psychology form much of the basis for 
this framework, and useful background information is provided by 
Biber and Franklin (1967).

Biber and Franklin suggest that there is increasing evidence 
that the quality of environmental stimulation in the child1 s 
earliest years has a major influence on his later intellectual 
functioning. This is consistent with the standpoint of 
psyclKdynamic psychology, which has always emphasised the 
importance of early childhood experience. Furthermore, they 
maintain that the quality of any child's early learning experiences 
potently influence to what degree he acquires a courageous approach 
to the unknown, a desire to initiate and discover, and a feeling of 
coinpetence and power through mastery, which in turn will give rise 
to new desires for further explorations and encounters. Thus, 
psychodynaiaic psychology, especially the understanding of 
motivation and autonomous ego processes, has major implications for 
early childhood education. Bioer and Franklin believe that many 
educators are extremely receptive to advances in psychology, and 
that education v id teaching methods have been influenced by both 
psychcdynainic and developmental psychology. They see much common 
ground between these two areas of psycliology. In particular, 
development is seen by both as being characterized by qualitative 
shifts in mcries of experiencing the environment. 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 erotional functioning in the child. In general, 
their theories make it possible to understand irore clearly the



interaction between the child and his environment, in terms of 
drives, feelings of mastery, pleasure and fulfillment, and
conflicts that need to be resolved.

This large body of theoretical concepts has served as a 
framework for several approaches to preschool and elementary sch-Jol 
education. However, Shapiro and Biber (1973) see a lack of
consensus about what constitutes a sound educational program, which 
stems mainly from some fierce controversies in development 
psychology. In particular, they see one major dichotomy in the 
educational programs. The one approach stresses the importance of 
cognitive and intellectual development, while emotional 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 overcane this 
dichotany.

The Bank Street College of Education, with whan Shapiro and 
Biber are associated, has been evolv.ng its own progran, the 
developmental-interactional approach, for the past fifty years, and 
its central concepts have remained consistent, its main sources 
are the dynamic psychology of Freud and his followers, such as
Hartznam and Srikaon, and developmental psychologists such as
Piaget and Vtemer, who are concerned mainly with cognitive 
development. They have also drawn on the experience of educational 
pioneers such as Susan Isaacs and Harriet Johnson,

In the developmental-interactional approach, the school is 
seen as responsible for nurturing the child1 s psychological 
development in a broad sense, encompassing affective, social, and 
cognitive functioning. The "developmental" aspect refers to an 
identifiable pattern of growth, and modes of perce-'tion and 
response, which become increasingly integrated and differential as 
the child grows up. "Interactional" refers firstly to the child's 
interaction with his environment, which includes adults, peers and 
the physical world, and secondly to the interaction between 
cognitive and affective spheres of development.



"It is a basic tenet of the develqpnental-interactional 
approach that the growth of cognitive functions - 
acquiring and ordering information, judging, reasoning, 
problen solving, using systems of symbols - cannot be 
separated frcm the growth or personal and interpersonal 
processes - the development of self-esteem and a sense 
of identity, internalization of impulse control, 
capacity for autonomous response, relatedness to other 
people",

(Shapiro and Biber, 1973, p689.)

Thus, an indespensible condition of this approach is the 
interdependence of these developmental processes, and the school 
should promote the integration, rather than the ccnpartmental- 
ization, of these functions.

Another vital responsibility of the school is to foster the 
growth of ego-strength, and the individual's ability to deal with 
his environment 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 young 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 objects. The quality and 
shape of the "self" reflects images of important people in the 
child's life, and also determines the quality of his future 
encounters with other people and M s  environment.

Together with the fcrtenng of tyo-strength, the school is 
also seen as responsible for the development of autonomy in the 
child. The development of autonomy is again accompanied by the 
child's sense of himself as unique, with his own thoughts and 
feelings, and the ability to make dioicee, initiate and experiment. 
Since development is a function of the interaction between the 
child and M s  environment, it is proposed that the autonomous ego 
processes of the child acquire increasing motivation to engage 
actively with the environment and fulfill M s  curiosity about it. 
An important point is that the autonomous ego processes are
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prcpelled by irotivations independent of instinctual drives, and are 
a resultant of the quality of support and restraint ttMch govern 
the child’s first encounters. There 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 developmental-interactional approach.

Within the developmental-interactional approach, the teacher 
| recognises that conflict is an inevitable part of growth. The
. j child does not operate at one fixed developmental level, but
j instead his growth is characterized by rroraents of equilibrium and

disequilibrium. Earlier, more primitive modes of organization are 
, not simply eradicated, and :h? ch d may sometimes need to regress.

Through work and play, and tasks appropriate to the child's level 
of development, the program providss cpportunitj.es for the child to 
shift backwards as well as forwards, and creates opportunities for 

i the assimilation of different experiences, the achievement '->£ new
integration, and the resolution of conflicts in both the emotional 
and cognitive spheres.

Fran 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 environment of the child's life. She 
should be able to relate to each child as an individual, and sliould 
not be surprised or. disconcerted at tne 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 kinds of children, and the knowledge to identify 
their needs and strengths.

The goals of this approach, as described by Shapiro and 
Bibar, are briefly listed belcws-

I



1) To strengthen the ccnndtment to and pleasure in vork, to help 
sustain curiosity about the environment, and to nurture the 
intrinsic motivation to pursue selected goals.

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

3) To pronote cognitive paver and intellectual mastery.
4) To support the integration of the affective and cognitive 

dorains.
5) To nurture self-esteem, SLlf-understanding, and acceptance of 

feelings, wishes, fears and motives, wlulu maintaining a sense 
of being able to influence events.

6) To encourage differential interaction with people. This 
includes the capability of trust, and of withholding trust when 
appropriate, and the communication of ideas and feelings.

7) To promote the capacity to participate in a social order in the 
classroom. This includes promoting the understanding that 
trust and responsibility eru reciprocal, the participation in 
the search for solutions to problans, and the ability to accept 
a rational system of controls and sanctions.

This chapter lias stressed the interaction between the 
affective and cognitive areas of the child, and the developmental- 
interactional approach was described in detail as a theoretical 
framework emphasizing this concept. The auttior sees this 
interaction between the two areas as crucial, and in the present 
study, an attaipt was made to objectively measure certain aspects 
of affective, or social-emotional, functioning, and to assess their 
relationship to cognitive an! acadmic functioning. The affective 
areas measvred were feelings of self-worth anil competence, 
achievement motivation, and a two factor model of social-emotional 
functioning. These variables will he dlocuaseJ in detail in the 
following chapters.
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CHAPTER TWO

Self-Concept an3 Academic Achievement and Underachievement

The eelf-conct.t lias consistently been viewed by theorists as 
a central factor in human behaviour (Centos 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" (pl4G). The self-concept also refers to how the 
individual perceives himself in terms of ability, value and worth. 
(Calhoun and Morse, 1977). It is seen as arising fran the 
experience ot tne self as object, and titanater, 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 obviously a very complex 
entity, embracing mental, physical, emotional, moral and social 
attributes.

In sane theories, the role of self-concept in initiating and 
guiding benaviour has been equated with motivation (Combs and 
Snygy, 1959; Rogers, 1951). According to Spears and Deese (1973), 
the self-concept lias often been thought of as a cognitive- 
motivational system believed to explain and predict a variety of 
beliaviours. Combs and Snygg state that the self-concept can be 
seen as a "... convenient approximation of personality" which can 
enable a researcher "... to aclueve an amazingly accurate 
prediction of an individual's t>eiinviour in a variety of settings" 
(pl28, 1959).

Thus, variations in behaviour in a wide range of performance 
situations have been attributed to variations in individual 
self-concepts, and academic acMevement is one important area of 
performance assumed to be related to self-concept (Purkey, 1970; 
Smiley, 1967). However studies liave failed to yield conclusive



support for this assumption. /J.though nary researchers liave found 
a relationship between self-oo'icept and acadonic achievement (Bruck 
and Bodwin, 1962; Cole, 1974; Behrens and Vernon, 1978; 
Benreti-Fuchs, 1978; Rubin, 1978; Rubin, Dorle and Sandidge, 
1977; Williams and Cole, 1968) other studies failed to find 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 must be seen as a highly 
complex construct coiprising diverse, and even contradictory, 
subconstructs and including divergent and perhaps inconsistent 
behaviour. Wylie (1968) points ait that often the self-concent is 
studied as an oversimplified notion, vhile 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 assume that academic achievement 
constitutes a desirable, equally relevant and integral aspect of 
every child's life (Jordan, 1981; Spears and Deese, 1973). This 
leads to the assumption that a "good" self-concept will lead to 
good academic achievement. Hovever, Jordan argues that "global" 
self-concept may be independent o:: self-assessments of school 
performance ("academic self-concept"), and may be based on 
dim*’ ions of experience other than school achievement. She 
supports the multi-dinensional model of self-concept offered by 
Shavelson, Hubner arxi Stanton (1970), which shews the multi-faceted 
nature of the self-ccncept that reflects the complexity of the 
social environment. Jordan further suggests that the correlations 
which are sanetimes found between global self-concept and academic 
achievement may 1* due to a confounding of global and academic 
self-concepts, and the resu]t of a failure to investigate 
simultaneously the effects of each on a given behaviour.

Spears and Deese (1973) conclude that self-concept may not 
subsune motivation in school, and that researchers should



investigate the extent to which adhievement and competence in 
school is sought or needed by the individual. Sdhcol achievement 
may only be ejected v»hen i^e child feels himself capable of 
success and when achi < parent is important to maintaining a feeling 
of competence. If a child 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 acadsnic 
achievement may be construed as a situation-specific facet of 
motivation, consistent with Vihite's model (White, 1959).

Adding to the difficulties of researchers is a persistent 
confusing of the terms "self-concept" and "self-esteem", the 
problem of their definition, and the lack of and shortcomings in 
the instruments available to measure self-concept, especially in 
young children.

There are currently snores of theories and definitions of the 
self found in the literature. Of all the tc-rms employed to 
describe or identify seme facet of the self, "self-concept" and 
"self-esteem" remain the most popular (Calhoun and torse, 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. M/lie (1961) has 
conmented that "the term cure so intertwined and overlapping in the 
literature that the constructs nust be discussed as a group" 
(p40).

Self-concept and selfSenteam in particular are often used 
synonymously and intercliangeubly, altnough they are in fact two 
separate terms with self-esteem referring to an aspect of 
self-concept. Calhoun and Morse (1977) see the self-concept as the 
way an individual perceives himself and his behaviour, while 
self-esteem refers to the individual's satisfaction with the self.

As an exarnplo of the confusion of the terms, many researchers



have used self-esteem scales, in particular the Coppersmith 
Self-Esteem Inventory, to measure self-concept (Butcher, 1968; 
Green, T.M. 1971; Jordan, 1981? Williams, 1973).

Calhoun and Morse (1977) feel that the importance of 
clarifying these distinctions becomes clear when we consider the 
relative stability of -self-concept and self-esteem. The 
self-concept may be altered only gradually through intense 
stimulation frcm significant others, while the self-esteen may 
change frcm day to day and in different situations. They feel that 
it is essential to gain some agreement in the differentiation 
between the terms for the purpose of instrumentation.

However, because of the confusion between the terms, as well 
as the corplex nature of self-concept, which does not lend itself 
to easy definition, the designing of instruments to measure this 
construct has proved difficult. Garmenting on the assessment of 
the self, Cocpersmith (1959) has admitted that "it is an ephemeral 
subject difficult to deal with empirically" (p93). Gergen (1971) 
goes even furthers "Clearly, we cannot measure it directly, as 
there is no direct access to another's private experience. The 
rrost we can do is infer the nature of a particular experience frcm 
various overt behavioural indicators" (pl6). Jordan (1981) agrees 
and states that the self can be validly measured fcy self-report 
only to the extent that knowledge about the self is both available 
to and willingly disclosed fcy 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 instruments. He 
reported tliat the instrument used in his study (the Coopersnith 
Self-Esteem Inventory) was not adequ :te. Williams (1973) also 
reported that the Coopersmith Inventory nay not be adequately 
sensitive to measure the potentially unstable self-concepts of 
young children and suggested that there may not fce enough 
school-related items in this test. This point heads us on to two 
further difficulties encountered in working in the area of the



self-concept of the preschool child.

Anastasti (1960) has written on the difficulties of testing 
preschool children dn any field. Th< >"oung 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 complicate 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 nevertheless influence his adjustment at any specific time. 
Psychologists are divided as to when the awareness of self, as 
differentiated from the environment, can be said to have been 
achieved. Williams (1973) feels that the young child's self- 
concept may be subject to wide fluctuations in need, and may vary 
according to situations, or cycl’-ally according to temperament. 
As confirmation, she found low retest correlations on self-concept 
of young children. Rubin (1978) has also found tlrat results in the 
literature indicate that self-concept ratings become rrore stable as 
the child grows older and enters adolescence.

Thus traditional measures of self-concept present 
difficulties when working with the preschool cliild with regard to 
application, comprehension, ranking and reliability. The majority 
of studies on self-concept have been carried out on older children 
and adults (Butcher, 1968? Williams, 1973) and it is difficult to 
apply this research to the pre-grade child.

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-re]ated items and problens, and to 
obtain information from both the child and the teacher. The tests 
chosen were Animal Crackers (Adkins and Baliff, 1973), and the 
Dreyer and Haupt (1966). 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



‘ for their inclusion in this present study, are discussed in
Appendix A, which describes in detail the tests used in this



CHAPTER THREE

Achievement Motivation and Academic Achievement 
and Underachievement

Achievement motivation has a long history of being related to 
academic achievement (Peterson, 1980). Current studies in early 
childhood education indicate that a youna 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 became an increasingly important topic of research. Therefore, 
the present study assesses motivation to achieve, and correlates 
this measurement \/ith other indicators of social-emotional 
functioning in predicting later acadenic achievement or under­
achievement.

The concept of achievement motivation, or need for 
achievement (n Ach), is considered to be one of the most 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 do 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 Atkinson, tMcClelland, 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 the 
development of human motivation. Erikson, White and Piaget all 
stress the vital role of activity in the child, and his interaction 
with the environment 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 oorponenta
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in motivation, While Piaget concentrates on the cognitive 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. 
FOr Erikson, the ultimate basis for a healthy personality is 
security of personal identity. Erikson recognised the effect of 
social factors cn the child's development at each of the 
psychogenetic stages, and saw human personality developing 
according to steps determined *cy the individual' s readiness to 
approach and interact with a widening social spectrum. Thus, there 
is an intricate balance between the instinct-governed child and his 
environment and his cwn maturation and society's expectations of 
him, Positive psychosocial development at each stage will depend 
largely cn how successful uie parents are in handling the 
inevitable frustrations that represent 1:he crisis at each stage.

Tvno of these stages, initiative versus guilt, and industry 
versus inferiority, will be discussed because of their importance 
in determining how the child will cope with the school situation 
and haw motivated lie will be to work.

The stage of initiative versus guilt occurs in the fourth or 
fifth year of life, with three new developments helping to bring 
the child closer to his crisis. He is able to neve about freely, 
he has attained sane mastery of language, and in his imagination he 
begins to explore such frightening areas as sexual and guilty 
feelings toward irather and father. If the child can negotiate this 
stage and emerge with a sense of unbroken initiative, it can serve 
as a basis for a broader sense of ambition and independence. With 
this stage cones the impending entrance into school, and the 
child must tame sane of his exuberant imagination, and learn the 
self-restraint and discipline necessary for formal education. 
Erikson sees the unild as possessing an abundance of energy, 
enabling him to quickly forget failures, and reapproach desirable



goals with undiminished effort. The child is more ready than at 
any other time to learn quickly and avidly, and to combine with 
peers to construct and plan, and profit fully frcm association with 
teachers. However, this is also the oedipal period, and hew it 
will affect the child's later personality depends on hew skillfully 
the parents manage to develop a sense of participation, 
responsibility and initiative out of the child's inclinations and 
interests, rather tlren impressing him with a sense of guilt. Only 
a corbination of early prevention and alleviation of hatred and 
guilt during this period will permit a peaceful, cultivation of 
initiative. The danger of tnia stage is of guilt, hatred and 
resignation over goals and fantasies contemplated, including 
fantasies of aggression, jealousy and rivalry for the opposite sex 
parent. A cruel and rigid superego developed at this stage may 
have disastrous effects throughout life. A cultivation of 
initiative is extremely important, ^or "initiative is a necessary 
part of every act, and nan needs a sense of iniative for whatever 
he does" (1963, p247), It is obvious that initiative has very 
important implications for nDt.'.vation and achievement at school.

Brikson's fourth stage is industry versus inferiority, and he 
believes that the early school years are very important to the 
child's development. At this stage, the child needs a feeling of 
being useful, and a sense of being able to do and make tilings well. 
He also learns to earn recognition ty producing good things. His 
status, not only in the family, but also among M s  peers, is 
largely dependent on the number and kinds of tilings he can do. 
Thus, his activities become less random and more aimful. The 
Linger at this stage is the development of a sense of inadequacy 
and inferiority. This sense of inferiority may be due to, or may 
threw him back upon, thoughts Of lus failure in tiie oedipal 
rivalry, and leave him with a lasting belief in M s  cwn inadequacy. 
If there has been an insufficient solution of tiie preceding crisis, 
he may still want M s  mother more tlian learning, and still may want 
to be the baby of the house instead of the big bey at school. He 
may continue to compare himself to his father, which would provoke 
guilt, as well as a sense of inferiority. If the cMld despairs of



his skills and abilities, or of his status among his peers, he may 
be discouraged fron identification with his peers and from shewing 
his true potential and ability at school.

White's "effectance model" can be seen as a supplement, 
rather than a substitute for Brikson's libido model (Woodworth, 
1964). While agreeing with Brikson's stages, and with the theory 
that some early motivation is psycho sexual, White (1952, 1959) 
feels that much of what infants and children do is aimed at gaining 
ccryetence and independence, and contends that Brikson's "sense of 
industry" is based mainly on a sense of competence.

White proposes a theory of motivation stressing the 
importance of ccnpetence as a prerequisite for healthy personality 
development. The term oonpetence is used to describe a vast range 
of activities engaged in by the child to master hisi world - for 
exeuiple locomotion, language, manipulation of objects and 
interaction with people. He believes that research on curiosity 
and exploratory behaviour 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 increasing 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 in which stimulation and contact 
with the environment seat to be sought, and welcomed, 
in which raised tension and even mild excitement seem 
to be cherished for their cwn sake ... It is proposed 
to designate this motivation by the term effectance, 
and to characterize the experience produced as a 
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



often to be secondary to the child's primary interest in becoming 
acquainted with and dealing with the environment.

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 oral 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 tiiat the most important event for the two-year old child 
are learning to play with toys, talking and walking, done with the 
purpose cf gaining competence and self-esteem.

White argues that a whole range of human behaviours have been 
consistently ignored toy 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 environ snt, and should thus be 
considered as motivated behaviours, which result in a general 
feeling of efficacy. The goal of these behaviours is discovering 
the effects that the child himself has on the environment, 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 tray be 
described as a feeling of efficacy, and the purpose is clearly that 
of attaining competence in dealing 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 experimentation, 
that hurans develop enough responses to adjust to the environment. 
Opportunities to explore and experiment witnin the school 
environment provide a potent means of satisfying this need of the 
developing child.



White1s effectance model reeanbles other theories which 
stress the stimulating power of the environment, such as Piaget's 
thane of assimilation and accarmcdatlon. In contrast to tiie 
previous two theorists, Piaget examines the child's motivation and 
development frcm a cognitive, rather than from a dynamic, point of

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

Piaget's view of infancy is novel in several respects. For 
example, in characterising the newborn baby as an active initiator 
of behaviour, and emphasizing tiiat even in the first few lays of 
life the infant often seeks stimulation, he differed frcm many of 
the major theorists of the time. It had been claimed that the 
organism seeks to escape frcm any stimulation or excitation, and 
when these phenomena occurred the child would take action to reduce 
then, and return to the desired state of quiescence.

In contrast, Piaget (1952) wrote tiiat not all beliaviour could 
be explained by the child's reaction to undesirable stimuli, In 
stressing action as the source of thought, he laid emphasis on two 
general principles of functioning, organization and adaption. 
Organization refers to the general principle to systematize 
processes into coherent systems, which could be either physical or 
psycliological. Adaption may be seen in terms of two complementary 
processes, accommodation and assimilation. Accomodation refers to



the organism's tendency to modify its structures according to the 
pressures of the environment, while assimilation involves using 
current structures which can ileal with the environment. In this 
section we are particularly concerned with assimilation, and its 
three different forms, functional assimilation, generalizing 
assimilation and recognitory assimilation. The first two are of 
particular interest as they assist in explaining the activity and 
motivation of the Child. The principle of functional assimilation 
states that when a child has a structure available, such as 
sutiking, 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. 9 objects to satisy 
this need. For instance, the sudting scheme, which ct 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 
out objects on which to exercise a scheme (functional assimila­
tion), and when he has a structure available, he tends to general­
ize it to new objects (generalizing assimilation). This is clearly 
manifested during the early yearc of language development. Piaget 
(192u) concluded that much of tha baby's language (babbling and 
repetition of sounds) is not socially directed at all. The pre­
diction of the sounds appears to provide its cwn satisfaction. 
Again this is consistent with the idea that new schemata seek ait 
ways to exercise themselves, similar to White's theory of compe­
tency. As Woodworth (1964) states, any act that relates the child 
to his world seems to delight him. Wooiworth feels that the theme 
of conflict-free activities, so-called by Hartmann (1952), lias much 
in common with Piaget and White. The physical and psychological 
apparatuses, which include intelligence, perception, memory and 
motility, as they mature, not only enable tne child to cope with 
his environment, but also provide intrinsic pleasure of a
conflict-free nature.

Another important principle of motivation is described in
Piaget's explanation of curiosity. This involves an extension of
the principle c£ assimilation, where the infant's attention is
directed at an event which is “moderately novel" (Ginsburg and



Opper, 1969, p39). The rrederately ravel 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 boredom in two 
different children. The bored child would either have had no 
experience, or a great deal of experience, with dbjects highly 
similar, whereas the curious child would have had experience with 
objects moderately different. Again, the moderately novel 
principle is strongly at odds with theories that stress avoidance 
of stimulation is the only motivation in a child.

Piaget's thoughts on Motivation in a young cliild are clearly 
seen in his discussion on equilibrium and disequilibrium.

"...a need is always a manifestation of disequilibrium? 
there is a need when semething either outside ourselves 
or within ag.. .is changed, and behaviour has to be 
adjusted as a function of this change... encountering 
an external object will lead to a need to play, which 
in turn has practical ends, or it leads to a question 
or theoretical problem... action terminates when a need 
is satisfied, titat is to say, when equilibrium has been 
re-established between the new factor tiiat has provdsed 
the need and the mental organization that existed prior 
to the introduction of this factor."

(19G0, pG-7).

The process of cognitive developoent is a gradual process of 
construction. Each stage in a child's development is an advance 
over the previous stage. As each stage is reached, the developing 
child achieves new moles of adapt*un anti the ability to assimilate 
new concepts in the environment. It is only through playing, 
exploring and questioning that the child ocmea to distinguish the 
possible from the impossible, the rational from the irrational. 
For Piaget, this cognitive activity is an intrinsic and 
constructive property of organic and mental life, as are eating and 
breathing in the biological sphere.

Having examined the development of general motivation in the 
young child, where the emphasis has been on either tire cognitive or



the dynamic components of motivation, it is appropriate to new 
examine the relevance of irotivation in an achievement situation. 
The theories of achievement motivation discussed below tend to 
stress the interaction between cognitive and dynamic functioning, 
and the importance of seeing these factors as being interrelated, 
rather than separate.

Achievement motivation (also called n Ach) in the school- 
going etiild is discussed belqw, primarily according to the theories 
of Atkinson, McCl-'Mand, and Ausubel (McClelland, Atkinson, Clark 
and Lowell, 1953), (Atkinson, 1964,) (Atkinson and Feather, 1966), 
(Ausubel and Robinson, 1969), (Ausubel and Hanesian, 1978).

In Chan’s (1978) view, both McClelland and Atkinson regard 
the relative strength of n Ach as following the "general expression 
model", which implies tiiat motives are concurrently reflected in 
both fantasy and overt behaviour. Thus high n Ach is associated 
with Mgh achievenent and low n Ach with underachievement. 
According to Peterson (1900), research at primary school level on 
the relationship between n Ach and academic achievement, while 
generally not dealing with achievers and underachievers, does 
support the general expression troJai of motivation.

The model of Atkinson and McClelland is based primarily on 
empirical data and mathematical models, and postulates that 
n Ach = f (Motive x Expectancy x Incentive). Motive is seen as a 
personality disposition to strive for success and experience and 
pride in accomplishment. Expectancy is the subjective probability 
that performance on a given task will oral in success, and Incentive 
consists of the strength and desirability of the reward.

The model is based m  three major assumptions. The first, 
and perhaps most important, is that there is both an approach and 
avoidance motive in any child as regards success or failure. That 
is, the child will want to approach success but avoid failure. In 
combination, these two factors yield a desire fbr achievement which 
may be positive or negative, if an individual's need to adliieve is



stronger than his fear of failure, it is likely that he will 
approach an atihievenent situation ano heccme involved. However, if 
the desire to 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 rcuearcn 
study by Wade (1981a), and is described in detail belew. Atkinson 
(1964) cons id -■ these two goal orientations to be personality 
characteristics that endure, despite cpecific happenings in the 
child's life.

The second assumption is that the child's motivation to 
succeed will be influenced by his perception of its difficulty. 
Research shews tiiat acihievenent-oriented Children prefer tasks that 
they consider to be moderately difficult, while very difficult or 
very easy tasks are less preferred by these children.

The final assumption 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 '.n. 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 in a 
primary detei.iu.iant of which tasks will be rro: effective in
motivating him (Chan, 1978). A highly achievement-motivated child 
should respond positively to moderately or appropr •.sly difficult 
tasks and select realistic academic tasks and goals. The child lew 
in n Ach is more likely to select inappropriate tasks, either too 
simple or too difficult. With a simple task he is almost 
guaranteed success, while with a very difficult task he can blame 
his failure on the task and not reproach himself. Jhusj it is 
possible that the child lew 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 lew n Ach 
children are likely to stop working. Weiner, Frieze, Kukla, Reed,



Rest and Rosenbaim (1971) postulate that the high n Ach chi Id 
persists because he ascribes his failure to latik of effort, which 
he can control, while the lew 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 ty the lack of effort in a tihild who nay 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 situation.

Finally, the intensity or valuu placed on incentives varies 
between individuals. The high n Ach child attributes success to 
his cwn effort and ability, and will respond to success with pride 
and personal satisfaction. Hcwever, if the lo*> n Ach child views 
success as externally controlled, he will not perceive the results 
of his performance 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 own accomplishments.

Taking Atkinson's premise that all individuals have a motive 
both to avoid failure and achieve success, and that for any 
individual in .he performance of a task, there is an approach- 
avoidan-re, or excitation-inhibition and conflict, Wade (1981a) 
suggests that there will be two main coping tendencies in response 

* .-.nxiety caused by such a situation. The first vould be 
■.tad 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 
rrsdiate between anxiety and behaviour.

Wc.de reported higher levels of attainment for highly anxious.



highly motivated pupils (an inferred strategy of coping) than for 
highly anxious, lew motivated pupils (an inferred coping strategy 
of avoidance). Wade also found that as regards classroom 
behaviour, lew motivated, highly anxious pupils shewed a higher 
incidence of fidgeting, gazing into space, negative behaviour and 
disrupting the classroom, as well as lever frquencies of work 
behaviour than highly anxious, highly motivated pupils.

Lastly, Ausubel and Robinson (1969) concur that n Ach should 
not be considered to be a reflection of a homogeneous variable. 
Rather, tv.iy felt that it ccnprised at least three ccnponents, 
these being cognitive drive, ego-enhancenent d affiliative

Cognitive drive centres around the need for knowledge 
acquisition and prcfolem-solving techniques as ends in themselves, 
tiie reward lying in the acquisition jf knowledge and skills. 
Ego-erihancement 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 frcro 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 ccnponents id influenced by interaction between the
individual's basic temperament and his interpersonal relationships 
with his parents, as well as factors of culture and social class.

In their theory, Ausubel and Robinson (1969) postulate a
critical point in early childhood between the ages of two and three
years, during which time a child's relationship or identification



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 tne 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 chile (the satellizer) thereby acquires a 
vicarious or derived status, wholly a function of the dependent 
relationship and independent of his cwn competence or performance, 
Ausubel proposes tiiat since the satellizer envoys derived status 
with its accompanying feelings of intrinsic self-esteem, he will 
have relatively little need to achieve in order -o earn status 
through his cwn performance. Since he is accepted on an intrinsic 
basis by his parents, he does not view academic performance as a 
measure of his worth as a person, and achievenent is merely a means 
of meeting iiis parents’ expectations and retaining their approval.

In the non-sateilization relationship, the child sees his 
dependency as a necessary but temporary fact of life, requiring 
certain standards of behaviour anJ performance expected by the 
parents. However, he does not accept a subordinate or dependent 
status as a person. This non-sat@lliz.ing child could be rejected 
outright by his parents, or conditionally accepted in terms of M s  
current or potential performance. The only type of status that 
this child can hope to enjoy is a primary or earned status, 
reflecting his ovn accompl iahments. Ausubel and Robinson
postulate that this non-satellizing relationship occurs for two 
main reasons. Firstly, the child may be witfilling or unable to 
accept the subordinate dependent role. A child wto is more
assertive and independent would be less willing to satellite than a 
more 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 achievements 
since he possesses no derived status or intrinsic acceptance. 
Because his feelings of self-esteem are almost entirely dependent



upon good performance and accomplishments, academic achievement 
would be very important to the non-satellizer. For this reason 
Ausubel proposes that the non-satellizer will exhibit a higher 
degree of n Ach than the satellizer. Moreover, the main component 
of the satellizer’s n Ach vould be affiliative drive, whereas 
ego-erihancement would be the main canponent of that of the 
satellizer. According to the general expression model of Atkinson 
and McClelland, this would mean that the non-satellizer, with a. 
higher degree of n Ach, would shew higher levels of achievement. 
However, other researchers, including Lazarus, Baker, Brovermsn and 
Mayer (1957), have questioned the validity of this ncdel, and have 
proposed an “alternative channels model". In this model, fantasy 
would serve as an alternative or substitute channel for the 
expression of n Ach When this motive is blocked fran behavioural 
expression in reality situations, and it vould therefore follotf 
ttiat an inverse relationship between n Ach and academic achievement 
would exist in sane situations.

The plausibility of an inverse relationship between n Ach and 
academic achievement is evident in Ausubel's work, as he himself 
st *tes chat the achievement of the satellizer is not necessarily 
in, erior to that of a non-satellizer, even though the satellizer 
may exhibit lover n Ach {Peterson 1930). This may be because 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 self-esteem are dependent on success, and 
he will be motivated to high goals in carder to build up self­
esteem. However, these goals 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 is centrally traumatic to the self-esteem, and could 
produce very high anxiety. This could result in a tendency to 
retain a permanently damaged self-esteem, together with an anxiety 
neurosis 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.



The satellizer vould not experience this amount of trauma 
with regarri 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, but instead would 
experience a non-neurotic type of anxiety associated with a 
learning situation.

Having dealt with seme of the major Theorists in the area, 
this section will new concern itself with the results and 
conclusions obtained from empirical research on this subject.

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

In short, Adkins and Baliff conclude that a child will be 
motivated in school 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 lenews the instrumental 
steps that will lead to acliieventer and when lie can accurately 
evaluate his own performance.

In forming their concept of achievement motivation, Adkins 
and Baliff made several assumptions about motivation which they 
felt had been justified by previous research. They assume that 
motivation for achievement is learned, and that a child acquires it 
through interaction with his environment, and with significant 
individuals in his life. The 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 
attitudes fostering independence and acceptance of the child 
(suggestive of Ausubel's satellizing relationship) arc associated 
with high levels of achievement, vAiile protective attitudes, 
limiting independence, related to lew achievement. In her study 
she found that mothers of underachieving sens were more dominant, 
oppressively rigid and restrictive in the sense of being possessive 
..nd intrusive than mothers of average- and high-achieving aoris. 
Mothers of underachieving daughters were more dominant, rigid and 
restrictive in terms of being protective.

Parsons et al (1932) found that the parents’ perceptions of 
and expectations for their children related both to the child's 
self- and task-parcoptions, 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 parents Influence their child's achievement 
attitudes through their impact as conveyors of expectancies 
regarding the Child’s abilities, and not merely, as is widely 
believed, through their power as role models.

Finally, Wade (1981b) found that tlie home backgrounds of lorf- 
achievement motivated children shewed a higher Incidence of home 
problems, such as divorce and marital conflict, than the 
backgrounds of high n Ach children.

Ausubel and Robinson (19C9) also predict that different 
teacher personalities would elicit either better car worse 
motivation from the satellizer and ron-satellizer. The
satellizing child, domnated in early years by affilliative drive,



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

Although this is speculative and unproven, research has shorn 
that the social environment of tlie classroom, peer relationships, 
and a liking or disliking of teachers or school is a potent factor 
among lew-motivated, under-achieving children.

Fry and Coe (1980) emphasize! the inpact of the social 
climate of the clasurocm on social and emotional functioning of the 
children, and that various factors of n Ach are related to »be 
classroom setting. A classroom climate characterized by high 
involvement and support ly 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 tlie 
teacher were also correlated positively with enjoyment of learning. 
In addition, pupils in classrooms with good teacher-support and 
involvement enjoyed reading, fult enthusiastic about their grades 
and felt significant as individuals. In contrast, classrooms 
perceived to be authoritarian and teacher-controlled were 
associated with anti-school feeling and a relative absence of 
self-inprovement desires or enjoyment of learning. Furthermore, 
pupils in these classrooms felt insignificant as individuals, 
disliked school work and felt restricted by grades.

Banreti-Fuche (1970) 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 than. 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 Behrens and Vernon (1978).



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 
extremely important area of study. It may influence the child's 
approach to school-related tasks, his interpretation of tasks, 
task-persiat ence, selection of tasks and other achievement-related 
behaviours. In turn, achievement motivation appears to be 
influenced by many factors such as individual personality, feelings 
about the self, and relationships between the child ind his 
parents, teachers, peers and school environment.

Having established the significance of achieveroant 
motivation, it was considered important for this study to attempt 
to measure it and relate it to the child1 s actual achievement. 
The Animal Crackers test appeared to offer considerable promise. 
Firstly, as was discussed in the previous chapter, the test 
provides two measurements of the child's "self in relation to the 
school situation. In view of the sliortagc of reliable tests of 
the "self" for the preschool child, these two treasures by 
themselves were considered important. Furthermore, the test 
purported to provide information about the child's attitude to 
school, and hence to his teacher and peers, and of his actual 
knowledge of the instrumental stops required to achieve, all of 
which wore considered very valuable.

It was also felt that in the future this test may be of value 
to nursery sdiool teachers. As Adkins and Daliff (1973) note, the 
teacher needs to knew hex# the child feels about himself in the 
school environment., and whether or not learning and achievement are 
important to him. For sane children the completion of a task 
itself may be inherently rewarding. For others the approval of 
the teacher, peers or parents nuy provide the positive feelings 
associated with achievement. If the teacher M s  specific 
knowledge about these variables for each child, she can create 
classroan activities and experiences that will capitalize on 
motivations that tie child already possesses, and that will help to 
develop other attitudes that will assist in pranoting the child's



future learning and motivation.

It stiould be reiterated tiiat althcxigh the primary aim of this 
study was to discover aspects of social-emotional functioning that 
are associated with unfierachievenant, it was considered of equal 
importance to ascertain which aspects of functioning nay be related 
to achievement and bring this information to the attention of 
nursery school and primary school teachers.



CHAPTER FOUR

Kdhn's Two-Factor Model of Social-BnotiOTial Functioning 
and Academic Achievement and Underatfluevgnent

In contrast to the more limited and situation-specific 
picture of the Child's functioning and development offered in the 
previous two chapters, the two-factor model of social-emotional 
functioning devised by Kohn and Rosman presents the researcher with 
a global picture of the child's erotional and interpersc lal 
functioning in the preschool situation. The model does not merely 
differentiate between the presence or absence of pathology, but 
covers the entire spectrum from healthy to disturbed behaviour.

Two of the major handicaps affecting young, school-going 
Children are erotional impairment and academic underachievement 
(Kohn, 1977). Confirmation of this is provided by Rutter (1974), 
who writes that of all the problems seen in school-aged children, 
learning difficulties and underachievement are among the most 
common, and that children who underachieve frequently suffer from 
emotional or behavioural disorders. One of Kohn1 s main aims in 
his research was to attempt to clarify the relationship between 
emotional impairment and academic underachievement which is closely 
related to the child's social and emotional development. Also, 
although underachievement can be correlated with imn% different 
types of emotional difficulties in school cluldren, the direction 
of cause and effect is not clear, since lack of achievement or 
failure may create motional problems.

Hcwever, Kohn and Rosman worked with preschool children and 
investigated their emotional functioning before they began school. 
They were therefore in p. position to determine whether emotional 
difficulties Which existed in the preschool child, thus anteda ing 
the onset of fciiml education, were related to underachievement in 
later years.



A further criticism of Kdhn's towards research into this area 
was tiiat rraiiy " the researchers treated the term "emotional 
disturbance" in on undimensional way, witirout differentiating 
betweei vari. «s types of disturbance or between the degrees of 
severity of the disturbances. KOhn (1977) hypothesized that 
although early emof impairment in preschool children may be 
predictive of later ...ademic underachievement, not all .ypes of 
impairment are equally related to scholastic performance.

In a review of the literature on emotional disturbances in 
young children, Kdhn (1977) showed that in the previous 50 years 
two major syndrortes or factors tud repeatedly emerged. He felt 
that the recurrence of these findings had great theon _cal as we.ll 
as practical significance.

The first factor is a pattern of passive, shy, inhibited and 
withdrawn behaviour, while tins i. her is one of antisocial, hostile 
and aggressive behaviiour. Tw.'.s concurs with Rutter (1967), who 
noted tiiat this dichotomy of syndromes has periiaps been one of the
most universal of all the diagnostic distinctions in tituJti
psychiatry. Because Kdhn1s two-factor model is based on these two 
syndromes, the nuin joints cf his literature reviews of the study 
of these syndromes during the last 50 years are briefly presented 
belcw (Kohn and Rosman 1972a, 1973; Kdhn 1977).

In the 19201s and 19301s researchers first began to
distinguish between "personality problems" and "behaviour or 
conduct problems" (Paynter and Blanchard 1929). In the first 
category, "isrsonality problems", they placed symptoms such as 
shyness, apathy, excessiw day-dreaming, inferiority feelings and 
fearfulness. Those symptans primarily affect tiie individual and 
his internal adjustment. Die second category included problems 
witich interfered with tiie child's ad junf "lent to norms and 
regulations of organized society and was tem-jd “conduct problems". 
Examples of tiiis wire stealing, fighting, temper tantrums, truancy/ 
and defiance of autiiority. Several other authors also different­
iated between "personality problems" and "conduct problems". Under



the first category vrere zddad timidity, overinhibitedness,
seclusiveness and vrorrying. under the latter, terms such as
assaultive tendencies, cruelty, malacious mischief, inadequate 
guilt feelings, gang activities and absconding frcm hare were

Pet< rson (1961) aJso identified bnO basic syndrones of
errotional disturbs 'ce in samples of "normal" children rated ty 
teachers on the "Peterson Problem Checklist". Factor analysis 
r.gaw, revealecl two major syndrcmes which Peterson also called 
"„.-eTPc:Hlity problens" and "conduct problems". Peterson, like

was dissatisfied with these two terms. He felt that although 
the? ,,"leaning of the terms was conveyed, both problems are
expressions of personality, and both affect conduct. In one case 
inpul--?5 are expressed and society suffers, vfriile in the other case 
.'.Trpulstii are inhibited and tlie individual suffers. Paterson found 
thac. the generality of these two syndrcmes appeared enormous, and 
’.n-it t};*:. two factors renained tlie same, whether testing "normal” 
or hospitalized children, delinquents in jail, young children or 
Adolescent.a snd vMetiier the source of information was a case 
history, a. rating scale or a questionnaire.

Finally, Schaefer, Drqppelman, and Kalverboer (1965) 
develoned (. Classroon Inventory to assess both desirable and 
undesirable, yeriaviour in a classroom setting. Three dimensions 
were feurd tc account for mast of the variability of a child's 
school fimc'i-.c ring. These dimensions were: Factor I -
Extraversion >'=. Introversion; Factor II - Love vs Hostility; 
Factor III - Hi\ih vs Lov Tasi: Orientation. The first t^o factors 
were found ix. c-irrespr̂ nd closely to the two categories of 
personality ard ce-iducc problems used ty Petersen and others. 
However, Kchn (1977) feels that the importance of Schaefer's work 
is that ty testing both desirable and undesirable behaviour he 
provided evidence that each factor not only represents a ryndrme 
of emotional disturbance, but also extended along a continuum to a 
polar opposite in the realm of healthy functioning. This is 
important in the light of Kohn's insistence that the tvo syndromes



be seen as bipolar, possessing a healthy as well as a disturbed 
dimension.

With the two factors in mind, Kohn and Rosnan (1972a) began 
to establish Yui.ur own two-factor model of social-erotional 
functioning x\ preschool children. These two factors will be 
discussed at len^ch below in the discussion of their research, as 
it becomes clearer during the course of this research what 
precisely was measured ty each factor.

There has been a paucity of research studies tracing the 
possible causes of these two fundamental syndromes of emotional 
impairment (Kdhn, 1977). Kohn hyp .thesized that one of the most 
probable antecedents would be found in the parent-child relation­
ship. It is not the intention 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 to underline the vital importance of the early 
detection, treatment and remediation of these "at risk" children, 
as Kohn (1977) found considerable evidence that these syndromes 
tend to persist over long periods of time.

After a brief review of the literature, Kohn concluded that 
these two syndromes have different root causes, al enough both these 
roots m y  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 frun "parental rejection" which was often 
quite direct, the parents being openly hostile.

Three other studies not reviewed by Kohn tend to agres with 
this and add more detail to the picture. McCord, McCord and Howard 
(1901) found parents of very aggressive bo/s were rejecting, 
unaffectionate, punishment-oriented and inconsistent in the use and 
method of discipline. The parents themselves were often socially 
deviant and their marital relationship full of conflict. This
finding was confirmed by Coppersmith (1967), who found that
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aggressive children tend to cone fran families in which rejecting, 
punishing parents have lorf expectations for their children. Such 
children usually develop lew self-esteem and he postulatd that 
there may b* a direct relationship between lew self-esteem and 
aggression. This point of view was also adopted in a study by 
Bloan, Shea and Bun (1379), who administerud tlie Piers-Harris 
Self-Concept Scale to a group of "oehaviourally-disordered children 
fran six to twelve years old, referred to a child centre for 
aggressive and antisocial behaviour. Compared to the aggregate 
mean scores of normal children, the subjects' group score was very 
significantly lo/rer. Bloan et al concluded tiiat the: presence of 
aggressive behaviour appears to be strongly uosociated with 
depressed self-concept scores.

It appears as if less is knovn of the aetiology of witlidrawn, 
apatlietic behaviour. Kohn (1977) found that this type of child 
often came from a family environment in which he was intensely 
overprotected atu severely controlled. There was a great deal of 
"family repression" w;». 'ray include factors such as an extrerely 
doninatir.g irother, a hyper-critical father, inconsistent parental 
discipline and an extrenaly unsociable mother or father. The 
child ray ■ Iso suffer from a physical uuficiency, such as etirorde 
p>iysical ntplaints, abnormal growth patterns, or auditory or 
speech deficiency.

Telford and Sawrey (1972) feel that the witlidrawn child is of 
particular educational concern because he is not as attention- 
seek'Lnj and disruptive as the aggressive child. Tlie overly 
aggressive diild stands out as an individual whose adjustment to 
schcol is net adequate, whereas tiie witlidrawn 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 
extremely serious because of i ds tendency for it to go unnoticed 
and undealt with, until it per naps becates extrenely pathological. 
Telford and Sawrey claim that withdrawal serves to reduce anxiety. 
The child perceives others as a source of discomfort and pain and



finds social isolation less threatening than social contact.

A similar picture of the witlidrawn child, is painted fcy 
Gibson (1976), v*io sees the withdrawn tiiild as fearful, secretive 
and apathetic, unable to oope with everyday problems and 
experiencing great difficulties in forming relationships. Rather 
than facing the realities of everyday life, the child turns to 
daydreaming and fantasy as a means of escape. As Bernard (1973) 
notes, this isolates the child even more, cutting him off fran 
interaction with peers, with the result that his already fragile 
sense of reality can become even rrore shaky. Gibson, like Telford 
and Sawrey, warns that teachers often ignore the witlidrawn child, 
focusing instead on the aggressive, disruptive child.

In an examination of the long-term prognosis of these 
children, Kahn (1977) draws sane extremely disturbing conclusions 
fran research which included some extensive follcw-up, as well as 
retrospective, studies. In his sunmary Kch'i points out that all of 
the studies indicate the potential importance of these two major 
childhood syndrernes as forerunners to adult disorders. A number of 
studies support the view that the aggressive, defiant child has a 
worse long-term prognosis than the withdrawn child for three n&in 
reasons. Ho is less likely to experience a remission of his 
symptoms, he is at greater risk of developing ?. psychiatric 
disorder requiring hospitalization, and he is more likely to clash 
with the law in later life. However, vfoere there is extreme apathy 
and withdrawal the ynplicafinns for risk of adult pathology and 
hospitalization are very serious. lastly, there is a trend for 
eirotional impairment in chil-llioorl to persist for long periods of 
time, wiUi aggressive antisocial behaviour shewing greater 
stability. This makes 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" 
child, as poor social-emotional functioning may have serious 
repercussions, not only for the child and his academic achieverent, 
but also for M s  adult future, and for society as a whole,



Having established this evidence of a two-factor model o.. 
social-emotional functioning, Kohn and /tosman (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 premises in mind. The Social Competence 
Scale was designed to measure the young child's mastery of the 
preschool environment, while the Symptan Checklist was intended as 
in inventory of clinically important behaviours vrtiich could be 
observed in a preschool setting. These two instruments were found 
to generate a massive amount of information and each was subjected 
to a factor analysis. The Social Ccnpetence Scale yielded two 
major factors, which were bipolar and which were labelled:

Factor I : Internst-Participation versus Apathy-Withdrawal;
Factor II : Cooperation-ccnpliance versus Anger-Defiance.

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

The Symptom Checklist also yielded two major, unipolar 
factors, labelled:

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

Folowing the factor analysis, Kohn and Rosman illustrated 
more precisely what was measured ty each factor. In Factor I, 
Interest-Partieipation versus Apathy-Withdrawal, the healthy pole 
indicates the extent to vAiich a child displays interest, curiosity 
and assertiveness, and the extent to which he involves himself in 
classroom activities, uses the opportunities of the classroom and 
obtains satisfaction appropriate to a preschool setting through



positive interaction with peers. The disturbed pole indicates a 
withdrawal from the opportunities of the classroom, a lack of 
interest and curiosity, and a failure to elicit the cooperation of 
peers in carrying out classroom or play activities. Thus the 
negative Factor I pole was conceptually similar to the "personality 
problem" syndrome identified ky other researchers.

In Factor II, Cocperation-Ccnpliance 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 requests and suggestions. The negative pole 
indicates defiance, and the creation of disturbances which upset 
normal classroom routine. it also indicates rebelliousness, 
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", Ktihn 
and Roman concluded that the two syndromes were both ends of a 
continuun that ranged fron apathy and witlidrawal or anger and 
defiance, on the disturbed poles, to interest and participation or 
cooperation and compliance on the healthy poles. Both instrunents 
focused on overt classroom behaviour, which enabled the researcher 
to use the generally untapped resource of the teacher's knowledge 
of a child1s functioning.

In compiling the Social Competence Scale Kohn and Bosnian 
approached social competence in the classroom on the basic of the 
child's interpersonal relations, and assessed tu? child's mastery 
of the preschool environment largely iron the point of viav of his 
interpersonal functioning. In an attempt to define high and I w  
competence, Konn and Roman initially used the work of Chance 
(1959). Chance wrote that psychoanalytic theory describes an 
individual's way of coping with conflict as comprising at least two 
kinds of polar opposites; active versus oassive, and acceptable 
versus unacceptable (or friendly versus hostile), When one 
combines these tvo dimensions, one finds four different categories



of behaviour, namely positive-active, negative-active, positive- 
passive and negative-passive. (In this framework, "personality 
problem" can be seen as falling into the negative-passive section, 
and "conduct problem" irto the negative-active sector.) Ktihn and 
Rosinan used these categories as a starting point for the 
description of interpersonal functioning in the classroom. They 
made the additional assumption that the positive-active sector 
represented high~>'-’"^tent functioning, and tliat the other three 
sectors raprW" npetent ways of functioning, namely: i)
domineering, h. .viour; ii) witiidrawn, defiant behaviour;
and iii) passive, ^  ^ent behaviour. Supporting the contention 
of Biber (1961), they also point out that the absence of 
psi'chiatric symptoms is not necessarily synonymous with health. 
Thus, 'tfith die Social Ccnpatence Scale, they wanted to do more than 
differentiate between the presence or absence of pathology, but to 
cover the entire spectrum from health to disturbance. In this way 
tlxey could differentiate between various levels of liealthy 
functioning. In contrast, the Synptom Checklist was designed to 
assess the presence or absence of behaviour generally considered 
synptcmatic of emotional impairment, and was intended as an 
inventory of iiojor clinical symptoms. In devising this scale, they 
drew on their ovn clinical experience, as well as cn recorded ease 
material, to compile a list of items dvucn^itive of symptoms an-i 
problems likely to be minifesto-l in a presdiool setting. However, 
although the difference in the nature of tiio two s-.Mlea 1ms betn 
made clear, in view of tlx; very high correlations between the 
corresponding factor •.iiinenoions o£ the scales, and for the purpose 
of further increasing the reliability of measurement, the 
corresponding factor scores were often pooled in Kolm and Itoanan'e 
exiieriinents.

In a further utudy Kohn and Roman (1972a), as well as factor 
analysing the two scales, tested the cross-insirunent generality 
and the longitudinal persistence of the tvro factors. In view of 
the high degree of generality of the two factor dimensions in the 
literature, two hypotheses were postulated. The first was the 
congruence hypothesis, namely that in spite of the wide variety of



labels used by different researchers, they were dealing with only 
two major dimensions of social-erroclonal functioning, which have 
considerable generality over a number of instruments. The second 
hypothesis, tiie persistence hypothesis, was that if a child scored 
high on one of the dimensions at one ago level, then he will score 
high on the same dimension at a later date.

These hypotheses were tested in a longitudinal study, 
involving a saiiple of over a thousand children, divided equally 
between mule and female, between the ages of 35 to 70 months. The 
children were rated independently by two teachers on the Social 
Competence Scale and the Symptom Checklist, as well as on the 
Peterson Problem Checxlist and the Schaefer classroom inventory. 
The children were rated four tunes at six-monthly intervals. 
Sxgnificar.t correlations were found witii the corresponding factor 
dimensi'jas of botli the Peterson and Scliaefer scales, confirming the 
wide generality of these two factors, and thereby confirming the 
coyruenne hyixsrhssis. Kohn (1977) wrote that ths high degree of 
ucrwruen,.1!.' Uetweon tx>rvei»j«Dn.iii«g factor dimensions from instruments 
tltivelotxxi independently by other rG.'oarchers not only provided 
enr-xrical evidence of tiie -t.’nerality of the two-factor mooel, but 
he also felt tiiat it was rare in social science for a phenomenon tc 
re-appear witli such regularity. Furthermore, he considered tliat the 
emurgence of these twj factors would provide a major inpetus for 
research, on academic uchievmient and social-enotional functioning. 
Tlivse two dimensions had frequently apixsared in the literature and 
the recurrence of these? findings premia -i great theoretical as well 
as practical significance. Bach teum of researchers had designated 
their own labels for the eyivlroineg emerging fraa their studies, and 
thio had led to a confusing proliferation of labels and Sbacured 
the fact tliat similar dimensions of f motioning were being 
studied.

The prediction made about the two factors in the persistence 
hypothesis was also well-supported by their findings. Tlnia meant 
that the two-factor model was measuring more or less enduring 
personality attributes, or predispositions, with the Factor II



dimension, Anger-Defiance, proving to be more stable over time than 
Factor I, Apathy-Withdrawal.

To add further potency to tne two-factor model, the validity 
and clinical relevance of tlie model was also demonstrated. Kohn 
(1977) formulated two liypotneses for this study.

1) a group of children with known psychiatric disorders will score 
significantly higher on Apathy-Withdrairal and Anger-Defiance 
than a group of "normal" children.

2) Within a group of "normal" children those judged to be more 
"disturbed" by independent raters will score higher on 
Anathy-Withdrawal and Anger-Defiance than tliose judged to be 
less disturbed.

In the study these hyjjotheses were both proved to be correct, art’, 
the clinical validity and relevance of the two-factor model was 
well established.

Having systematically tested and validated the two-factor 
model, Kohn and Rosman fro it 1972 to 1977 began to investigate the 
relationship between social-erotional functioning and academic 
underachievemont.

In the 1972 study tliey used their two scales to test the 
hypothesis that a Child's preschool social-emotional functioning is 
related to later acadtsnic functioning and intellectual achievement 
(Kohn end Rosman, 1972b).

In the light of previous findings Kohn and Rosman suggested 
tiiat Factor 1 (Ii;teresi--rarticipation vs. Apathy-ttithdrawal), but 
not Eictcr II (Coeperatiat-Ccniiliance vs. Anger-Defiance) was 
related to academic achievement. Thus they r.edr the following four 
hypotl'ieses:

1) The higher a child scores on Intereat-Participation while at



nursery school, the better prepared he is in terms o£ the 
general Knowledge required ot school entrance, and he will 
therefore score higher on a readiness tust.

2) Tne child who scores high on Interest-Participation prior to 
sclicol entry will maintain the monentun acquired and will 
continue to achieve above average in lorly grades of elementary 
school,

3) The child's standing on Factor II is unrelated to achievement 
at school entry, or in early grades of school.

4) In the early years of primary sdiool the hypothesized patterns 
between Factors I and II hold ecfilly for beys and girls.

The first two hypotheses were fully confirmed. The data 
shewed that the correlations of Factor I, as measured during the 
pre-school period, with intellectual achievement, held up until the 
end of second grade. The children high on Apathy-Witiidrawal were 
low achievers compared to children high in Interest-Participation. 
The correlations with the Metropolitan Readiness Test show that the 
effect antedates the onset of formal education. The correlations 
with later achievement nmnures indicate that tnc effect is 
maintained through the first two years of formal education.

The third liypothorit. was confirmed for beys, but not for 
girls, tor beys, none of the correlations between the negative 
polo of Factor II (Angf.r-Dcfiance), and acadanic achievement, was 
significant. On the other hand, for girls, five out of the ten 
correlations between thu proocliool social-emotional measures and 
second grade achievement measures were significant, while none of 
the correlations between the preschool measures and the first grade 
measures were significant. The results suggest tliat by the end of 
this second grade, girls Who score high on Anger-Dofiance are low in 
achievenent when ccnpared to girls Who score high on Cccperation- 
Cnnpliance, As a result of the finding, the fourth hypothesis 
postulating no sex difference was not confirmed, hohn and Roanan



suggest that a possible explanation for this finding may be that 
girls, tho are angry-defiant, form an increasingly negative 
relationship with their teachers, which is counter-productive to 
achievement. Although the same situation sliould iiold 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 association between anger-defiance and under- 
achievement in boys will emerge at a later age level, if it emerges

In order to further clarify tiie findings and rule out 
possible spurious findings due to the effect of the background 
variables on both the social-emotional and achievement variables, 
the background variables were partrailed out by computing partial 
correlation coefficients. (The background variables were mother's 
education, occupational level of household head, race, family 
inca.ie and nunority-group status.) The findings still indicated 
that the first tliroo hypothesis hold, even after each of the 
background variables had been separately taken into account. 
Purtiicntore, no correlation was found between Interest- 
Participation and I.Q., which ray have accounted "nr tl'ie 
correlation betweon tins factor and academic achievement.

Kolin and Posraa argue that tlieso findings £im,ly implicate 
the Factor I dimenis: on, Intere^t-Participation versus Apathy- 
WiuKirawal, with intellectual functioning and school acliievement. 
The results suggest tint a child who is curious, assertive and 
alert will learn wort from M s  environment tlian a child who is 
withlrawn and passive. The latter child will almost certainly have 
diminished contact with his environment, and ray even actively 
avoid such contact. Tliis argument is in lino with other studies 
quoted by Kohn and Roanan (1972 b> which suggest that emotional 
indwm.'dence from peers and teachers, the ability to operate 
ape v.neouely and constructively .in a preschool setting, curiosity 
and interest, are all predictive of further achievement and oven of 
high I.Q. scores. All the above attributes are contained in the' 
factor Interest-Partioipation.
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A further suggestion by Kohn and Rosman is thftt the 
Interest-Partioipation factor has implications not for the child's 
interaction with his environment, but also for his mentcu 
activities. They feel that there is an increasing acceptance of 
the concept of "mental activity" as a mediator of intelligence. 
According to Pines (1970), Bruner feels that coping with and 
learning about the environment involves active mental processes, 
such as initiative, intention, hypothesis formation and testing, 
and feedback fran 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 environment, 
but also the mental activities postulated by Bruner, '.he child who 
scores high on Interest-Participation may be more mentally alert 
and more active in hypothesis formulation and testing. In 
contrati, the apathetic, withdrawn child may be less alert, and not 
interested in trying to make sense of what goes on around him and 
indifferent about formulating or confirming hypotheses aliout 
himself or his environment.

Thus, the data suggest that for both sexes the relationship 
between Factor I and intellectual functioning predates the child's 
ntry into schoo), 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, tlie relationship between Factor II and 
intellectual functioning was less clear. For boys there appeared 
to be no rel sdonehip, while for girls significant correlations 
emerged only with second-grade scores. However, in the course of 
furtlier research thin relationship become clearer.

In their following study, Kohn and Rosman (1973) expanded 
their area if research to include the affects of a child's 
disadvantaged status on his cognitive functioning. They explained 
that in recent years there liad been an increasing concern with the 
lew educational attainment of lower-class minority-group
childrei. Tliis had led researchers to concentrate on tine cognitive



deficits in "disadvantaged children" in the preschool years, while 
neglecting research into the relationship between emotional 
development and academic achievement. Thus the purpose of the 1973 
study was to determine, via hierarchical regression, the extent to 
which cognitive ability at the preschool level is a / .motion of two 
main variables, background-demographic variables and social- 
emotional functioning. The background variables included social 
class, race, family size, family intactness and welfare status. 
The sample consisted only of boys from three social classes. They 
were rated on the Social Competence Scale and Symptom Checklist, 
and cognitive ability was assessed by several intelligence and 
cognition terts.

The major finding was tiiat cognitive ability is a function of 
both background variables and social-emotional functioning, and 
that prediction of cognitive ability at a preschool level is 
substantially enhanced when imfonnation about both these variables 
is available. In brief, background variables as a group accounted 
for C to 22c of tne variance in cognitive functioning, while 
social-emotional factors accounted for 4,8 to 20,6% 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 
expected that background variables would account for significant 
variance in cognitive functioning, but they expressed surprise that 
social-emotional variables ranked almost equal in importance.

The results thus confinned their hypothesis 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 academic 
denands. As they had hypothesised, not all dimensions of 
social-emotional functioning were equally related to cognitive 
functioning. In line with their previous findings, Factor I, but 
net Factor II, was significantly related to most of the cognitive 
measures. However, it must be stressed that this finding applied



only to toys, and only to the preschool period.

In a previous vLudy, Kohn and Roanan (1972 b) had speculated 
that Factor I (Intere t̂.-Partic ipat: on versus Apathy-Withdrawal) has 
an influence on cognition i.. t*:-rsr , Aym. Firstly, the child who 
scores high on this factor learns more aheut his eî ".-Lvximent 
through his curiosity, assertiveness and high ra .c 
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-Binet, 
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 Cognition. Finally, they argue that 
the correlation between Interest-Participation and Verbal 
Expressivity implies that a child scoring high on the healthy pole 
of Factor I is more articulate and engages more readily in 
conversation than the apathetic child, and that it is plausible 
that Verbal Exprer-'vity exerts an effect on all tasks requiring 
overt verbalizatic

The implications of the three variables, jTeschcol 
social-emotional functioning, cognitive functioning and demographic 
variables for early elementary school achievement, were again 
explored, one year later, in a longitudinal study (Kdhn and Rosman, 
1974). They also discussed a strategy of intervention directed at 
the social-enotional components of academic performance, ,hile 
reiterating the point that most intervention programmes focused 
primarily on cognitive deficits.

The social-enotional and cognitive functioning of the 
children were assessed during the preschool period, while criterion 
variables of acadenic achievement were tested in second grade. The 
suojects were all boys.



Briefly, the results yielded the following information:

1} Cognitive variables- accounted for 19 - 22 percent of variance 
in achie'/ement.

2) Denographic variables accounted for 19 - 22 percent. of 
variance in achievement.

3) Social-Emotional 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 
surrmary Ktihn and Rosman felt that the child most likely to utilise 
his thouyht processes in a productive manner, and to make gains in 
cognitive achievement, is one Who is active, assertive, curious, 
and involved in classroom activities. itovever, they concede that 
more research is needed to demonstrate that such a child does 
adiieve in school, and that a child scoring high on Interest- 
Participation dees, in fact, exhibit these behaviours in the scliool 
situation, and does engage in the kind of thought processes 
hypothesized ky Kohn and Rosman during previous studies. Fran 
their study, they see acme implications for strategies of 
intervention. They hypothesize that social-errotional functioning, 
relevant to intellectual functioning, consis’s of two components, a 
person-specific component, that is, a personality predisposition, 
and a situation-specific component. In previous studies described 
above, Kohn and Rosman had shewn that their two-factor mcdel shewed 
stability over time and across settings. This study again 
demonstrated significant correlations between presctiool personality 
functioning and later school achievement, furthei. evidence of a 
person-specific component. This corrponent suggests tixat 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 study, (Kohn, 19G8), indirect evidence for a 
situation-specific component was found while testing various day 
centres. Large centre-to-centre differences in the average amount



of Apathy-WitMrawal and Anger-Defiance were found (in the study), 
and these differences could not be accounted for by differences in 
the backgrounds of the children. Kahn and Rosman suggested a 
child1 s interest at school was to seme 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 classrocm and learning environment can be created to 
arouse optimal degrees of Interest-Participation.

The situation- and person-specific corponents of sccial- 
emotional functioning thus suggest two types of strategies of 
intervention to improve cognitive performance, one directed at 
creating qptijnal learning environments, and the other to improve 
the person-specific component of social-emotional functionir. The 
latter vould involve a therapeutic approach for the child high cn 
Apathy-Withdrawal, and Kchn and Rosman (1974) suggest that long, 
sustained corrective emotional experiences vrould be recommended for 
the withdrawn child in order to remediate both his personality 
disturbance and his cogî 'tive function in-;. However, intervention 
must differentiate between the child whose underachievenent stems 
frcm cognitive deficits, and the child whose poor achievement is 
largely accounted for ky social-enotional disturbance.

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

1) The prevalence of emotional impairment and academic
underachievement in childhood.

2) The longitudinal persistence of emotional impairment.
3) To clarify further the relationship between emytj.cml

impairment and academic underachievenent.



In the study, social-emotional functioning was measured by 
Kchn's two-factor model, while academic attainment variables were 
assessed by standardized tests. These were the Metropolitan School 
Readiness Test, Verbal and Arithmetic tests frcm the Metropolitan 
Achievement Test and various teacher ratings.

The two main findings of interest for this present study were 
the sex differences in emotional impairment, and a further 
elucidation of the relationship between social-emotional 
functioning and academic achievement and underachievenent.

As regards sex differences, Kohn found substantial evidence 
in the literature that during the elementary school years, 
emotional impairment was more widespread among beys than girls. 
Hcwever, when looking at specific symptoms of impaired functioning, 
he noted that considerable sex differences had been found by 
researchers. Among beys, acting-out behaviours, such as stealing, 
lying, attention-seeking, over-activity and bemper-tar.trans were 
more prevalent, \rtiile girls appeared to suffer more frcm 
difficulties such as shyness, anxiety, passivity, timidity and 
fearfulness.

In Kbhn's study two main findings appeared. Firstly, when 
beys were carpared 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 beys were rated 
far higher cm Anger-Defiance than cm Apathy-WitMrawal when 
compared to the girls. Secondly, as Kohn had expected, when the 
two groups were examined separately the beys were found to be more 
impaired on the acting out syndrome of Anger-Defiance than on 
Apathy-Withdrawal. Conversely, the girls as a group shewed higher 
levels of Apathy-Withdrawal than on Anger-Defiance.

Thus, to seme extent these findings were not supported by 
previous researchers, many of wbcm haa speculated that the higher



degree of pathology generally found among boys arose fron greater 
difficulty experienced by beys in meeting academic requirements 
(Ktihn, 1977). However, Kohn felt that this could not be the only 
explanation since his research revealed sizeable sex differences 
before the onset of formal education. He hypothesized tnar the 
difference between the sexes may be related to the greater amount 
of aggression shown by beys fron an early age (Feshbauh, 1970). 
This greater aggressiveness and boisterousness of boys nay be 
perceived by day-care teachers as an obstacle to the orderly 
conduct of classroom activities and thus the boys were narked 
higher on the scales for aggression. The finding that the boys 
scored higher on Apathy-VJithdrawal than girls did not appear to 
surprise Kdhn, Despite previous research in his hypothesis he had 
anticipated slight, if any, sex differences on Apathy-Withdrawal 
and the sex difference on Apathy-Withdrawal was much less 
significant than that on Anger-Defiance.

Kohn noted with alarm a marked increase in pathology and 
underatihievenent as the children progressed through school. Boys 
fared worse than girls and their social-emotional functioning 
deteriorated markedly during the first two years of elementary 
school. Both Ixays and girls shewed increasing disparity between 
actual and expected acadanic achievement during the first four 
years of elementary school. Cementing on this, Kohn wrote that 
"an appalling picture of emotional impairment and academic 
underachievanent emerged" (1977, pl27). He felt that-it was 
plausible that if curricula and teaching styles were more 
imaginative and 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 boring. Also, in recent years, the non-educational 
aspects of school have gained increasing recognition. Biber 
(1961) and tlinuchin, 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 child's 
mental health, for better or worse. Decreasing or increasing



levels of disturbance may 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 concede, however, that the 
negative impact of factors in tiie community beyond the family and 
sctiool cannot be ruled out as a possible explanation of the 
findings.

Both the two major factors of preschool social-emotional 
functioning, Apathy-Withdra^al and Ang$: '-Defiance, correlated 
significantly negatively with the achievment criteria, the 
correlation for Apathy-Nithdrawal being more significant than that 
of Anger-Defiance. Thus, it was established that motional 
impairment, tested at a preschool level, was predictive of 
underachievement in elementary school, with Apathy-Withdrawal being 
the more potent predictor. In line with previous research 
findings, emotional impairment was found to be more closely 
associated with poorer performance in Arithmetic than in Verbal 
Achievement. This was also the first study to shew Anger-Defiance 
to be firmly implicated as a predictive factor of under-
achievement.

Although all the factors shewed persistence over time, the 
acting-out behaviour of Anger-Defiance was more stable over time 
than the recessive behaviour of Apathy-WitMrawal. likewise, 
Interest-Participation was less stable over time tiian l-vpcration- 
Gcnpliance. Interest-Participation appears to be the most
delicate of the factors, requiring the most careful environmental
nurturance to oe maintained and strengthened.

In evaluating Kohn's model, perhaps the major contribution is 
in providing a unification of two important streams of
psycliolcgical research, namely cctipetence and synptan formation. 
It has been noted that the study of competence has been neglected 
by both clinicians and researchers in developmental psychology 
(Garmessy, 1977). instead, m e  finds in studies of Children a 
great deal of "problem" literature, dealing with topics suCh as 
adjustment difficulties, social failures and blocked



potentialities. In the words of Murphy (1962) "... we became 
obsessed with failure ... thus there are thousands of studies 
dealing with maladjustment for each one that deals directly with 
the ways of managing life's problems with personal strength and 
adequacy" (p2). Hcwever, 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 information in children. (Garmezy, 1977.) Ktihn, in 
his two factor model, sets deviant apart from healthy functioning, 
ard provides a continuum marked by these tvro polarities at opposite 
ends. It is interesting to note that in the literature of adult 
psychopatiTolcgy there are many studies attesting to the vital 
importance of competence as a factor significantly implicated both 
in the resistance to the encroachment of psychopathology, or to the 
rapidity of recovery when breakdown occurs.

As regards Ktihn1 s division of symptoms into two major groups, 
Garmezy sees one aspect of symptom formation tiiat suggests a 
similarity between childhood and adult disorders. He notes that 
the cluster of adult behaviour identified as "turning against the 
self" versus "turning against others" is parallelled in i'chn's 
tvo-factor nodel. Although Gamet.. admits the continuity or 
discontinuity in life span developmental psychology, he feels that 
two of the most severe forms of psychopathology, chronic 
schizophrenia and antisocial personality disorders, appear to lean
heavily in the direction of continuity of incompetence frcm
childhood through to adulthood. Thus Garmezy sees a restricted 
congruence between chililhood and adulth'" 1 =nri specific forms of 
early and later symptom formation. trates the critical
importance of early identificati . intervention with
potentially disturbed preschool chiL, .d Garmezy feels tiiat
Kohn has gene a long way in helping to identify early signs of 
inadequate functioning.

By using Ktihn1 s two-factor model in this study, it was hoped 
that a wide spectrum of a child1 s functioning could be assessed, 
and related to academic performance. It was considered as



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 managing life's prtiblens with personal strength and 
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 information in children. (Gamezy, 1977.) Ktihn, in 
his two factor trotiel, sets deviant apart fran healthy functioning, 
and provides a continuum marked ky these two polarities at opposite 
ends. It is interesting to note tiiat in the literature of adult 
psychopaWiology there are many studies attesting to the vital 
importance of competence as a factor significantly implicated both 
in the resistance to the encroachment of psychopathology, or to the 
rapidity of recovery when breakdown occurs.

As regards Kohn's division of symptoms into two major groups, 
Gamezy sees one aspect of symptom formation that suggests a 
similarity between tihildltood air" jdult iisorders. He notes that 
tlie cluster of adult behaviour ic - / ified as “turning against the 
self" versus "turning against s" is parallelled in Kohn's 
two-factor model. Although Gazmezy admits the continuity or 
discontinuity in life span developne: %al psychology, he feels that 
two of the most severe forms psychopathology, chronic 
schizophrenia and antisocial personality disorders, appear to lean 
heavily in the direction of continuity of inccnpetence fran 
childhood through to adulthood. Thus Gannezy sees a restricted 
congruence between childhood and adulthood and specific forms of 
early and later symptom formation. This illustrates the critical 
importance of early identification of, and intervention with 
potentially disturbed preaclrool children, and Gamezy feels ttet 
Kchn has gone a long way in helping to identify early signs of 
inadequate functioning.

By using Kohn1s two-factor model in this study, it was hoped 
that a wide spectrum of a child's functioning oould be assessed, 
and related to academic performance. It was considered as



important to discover the types of healthy functioning that were 
related to achievement as it was to ascertain the types of inpaired 
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 sane help in designing any form of 
intervention progranme.

The studies ty Kohn have demonstrated the practical value of 
the two-factor trcde.l in clinical and mental health research. There
is also considerable evidence for the reli.- y and validity of
the Kdhn scales (Khan and Hoge, 1983 mansion has been
shown to be a valid clinical indicator, to be relatively 
independent of the other, to predict uniouely to itself, and to be 
differentially related to achievement. The syndrcmes were found to 
cover almost the entire spectrum of emotional functioning in the 
classroom sittwHon. An analysis of the curvilinear relationship 
between the t factors, and performance on the achievement tests, 
showed that x. whole continuum of social-emotional functioning, 
fran health to disturbance, was involved in school learning. Not 
only were emotionally iiiyaired children handicapped in school 
achievement, but emotionally healthy dhx'dren achieved better in 
academic subjects, tor the above reason;:, as well as the fact that 
limited research has been done lihking ti.. .•■•.her scales used in the 
present study (namely Aninaj. cracxers, ... i Dreyer and Haupt), with 
acadtiTiie performance, it is hypothesis' ' :a-- the four factors in
the Kohn scales will be irore signifk . .. ; .."Gdictors of academic 
performance than the factors in the otlv r,.o scales.



CHAPTER FTVE 

METHOD

5.1 Background to the Vrasent Study

The present study is part of a larger investigation called 
the Early Learning Project (Skuy and Shmukler, 1930). This was a 
large scale longitudinal research project undertaken fcy the 
Department of Education and the School of Psychology at the 
University of Vie Witwatersrand.

The rationale for the Early Learning Project stanned largely 
from the developmental-interactional approach to education (Shapiro 
and Biber, 1973), which was examined in depth in Chapter 1. 
Briefly, the basic tenet of this approach is tliat the growth of 
cognitive functioning cannot be separated from the growth of 
emotional and interpersonal processes. Thus, the emphasis is 
placed on the interdependence of developmental processes, 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 clarification of the relationship existing between the 
child's development anl the environments in v#iitih this occurs. The 
edrool, and the heme, are thus seen as promoting (o’* suppressing) 
the child's psychological development in the broad sense, including 
affective, social and intellectual development.

The broad aims of the Early Learning Project were as follows:

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

ii) to identify differences in the development of cliildren in
various settings, including socio-oca.cmic status, school and



heme environments and cultural backgrounds.
iii) to develop appropriate environments and strategies at the 

prestihool stage, and at initial school entry, for 
accommodating differences and proroting development and 
competence.

This present study therefore had the advantage of having 
available for analysis a carpreheinsive 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 o£ the cognitive processes of the c'xild is a far 
cry frar the understanding of the child himself. For Handley 
(1973), the obvious question is vAij t-xv children, with the same 
I.Q, score, and of the sane age, sex and socio-eccnanic status, may 
differ so markedly in their academic attainment. As has been 
discussed, a great 'leal of the research into academic acliievement 
or underatihievemenL has srufted towards the study of the role 
played by affective variables. However, as Kohn (1977) notes, 
although researchers have found correlations between many affective 
variables and underachievcnent in school-going children, the 
guesti.cn of cause anti effect is not clear. There have been few 
studies concerned with the preschool child entering primary school 
for the first time, using soeia1-e.notional functioning as a 
predictive factor of later achievement or underachievemont, so that 
no clear-cut conclusions can be drawn aliout the cause and effect of 
social-emotional functicsiing ojxI acadanic attainment. In the 
present study, the children were assessed on both criteria in 
nursery school and in elanentary school, and tliis provided an .ideal 
apportunity to further clarify the relationship between preschool 
social-emotional functioning and later academic achievement.

* T..1L



5.3 Hypotheses

In this study, tlie following three hypotheses were
formulated:
Hypothesis 1 Preschool social-motional functioning is related to 

later academic achievement and underachievement. 
Hypothesis 2 The relationship between preschool social-emotional

functioning and academic achievement and 
underachievement will differ according to sex. 

Hypothesis 3 Interest-Participation, Cooperation-Ccmpliance,
Apathy-Withdrawa., and Anger-Defiance are more 
significantly related to, and more predictive of,
later acadenic performance than the variables in the
Animal Crackers or the Dreyer and Haupt tests.

5.4 Definition of an Underachiever

The underachiever in this study was defined as a child whose 
intellectual potential lies within the normal range (i.e. whose 
score on a test of intellectual ability is between 90 - 110) but 
wno is achieving academically or cognitively at a level be Lew his 
class average.

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

5.5 The Early Learning Pro^s-rt Sample

The subjects for this project corprised 426 preschool 
children from 12 nursery schools in the Johannesburg area. There 
were 244 males and 182 females, and their ages ranged frcm 55 to 82 
months. Ail were eligible for primary 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-econonic area they serve. The 
project utilized this criteria for the classifications of the

-T-.V t
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schools, and Table I shews the breakdown of the 12 so, tools 
according to their socio-econcmic classification.

Upper-Middle (SES 1) Middle (SES 2) Law (SES 3)

Schools No. Schools No. Schools

Total number
of children

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

Table II

EESl

B*s Girls

117

fen 5 vrs 10 nths 5 yrs 9 nths 5 yrs 11 nths 5 yrs 11 nths 5 yrs 9 nths 5 yrs 9 nths

£ 3 £ 4 yes 9 nths 

6 yrs 5 nths

5 yrs 3 nths

6 yrs 7 nths

5 yrs 1 nth

6 yrs 10 rflhs

5 yrs 3 mths

6 yrs 9 nths

5 yrs 3 nths

6 yrs 8 nths

5 yrs 3 nths

6 ws 9 nths



The study suffered a severe attrition rate after the nursery 
school stage, particularly with SEE 3. The parents of a lumber of 
the children from the upper-middle and middle SES groups either 
moved exit of the Johannesburg area, or emigrated. A few children 
were kept back at nursery school to repeat the year and a fairly 
large number of children, especially frcm the SES 3 group, simply 
disappeared.

Table 3 gives the nurbers of boys and girls for each SES 
g roup over the two subsequent years of the study.

GRADE I (1979) GRADE II (1980)

Beys 79 S3
Girls _50 48
Total 129 116

Boys 58 51
Girls _47 38
Total 105 89

Beys 29 19
Girls _24 18
Total 53 37

5.6 The sample for the Present Study

The sample for the present study was taken frcm the above 
sample, but included only those children whose scores on the 
Draw-a-!4an 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 cognitive ability, is not 
assessed and is therefore an important uncontrolled variable. As



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 academic subjects, cannot 
necessarily be described as an underachiever, and may, in fact, be 
a high achiever by his own intellectual standards. The Draw-A-Man 
test is discussed in detail in Appendix A.

TABLE IV

Valid cases = 394 Missing cases == 32
No. of children between 85 and 115 - 263 (66,75%)
No. of Cliildren above 115 - 65 (16,49%)
No. of children below 85 66 (16,751)
Mean - 100,19
Standard Deviation = 16,68

The number of children scoring between 90 - 110 was 200, 117 
beys and 33 girls. However, due to the fairly high attrition rate 
suffered by the project, by Grade II this nurtoer was considerably 
diminished. Table V presents the number of children in Grade I 
and Grade II within the normal range of intellectual ability 
(90 - 110) according to sex.

TABLE V

GRADE I GRADE II
Boys 91 89
Girls J57 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 snailer 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



reliable statistical results to be obtained. Secondly, disad­
vantaged status has been found to be a handicap to cognitive 
functioning and to a lesser degree to erotional functioning (Ktihn, 
1977). Indeed, in the Early Learning Project, Snell (1982) found 
that lew SES groups did not perform as ill as the higher groups on 
cognitive tests. However, the rationale behind using the DAP as a 
screening device was that any child, fraa any SES, who was lacking 
in cognitive or intellectual skill, vould not be included in the 
sample, which only included children within the normal range of 
intellectual f-motioning. Finally, as regards the deleterious 
effects of disadvantaged status on social-enotional functioning, 
although the children in the Early Learning Project sample were 
classed as lew SES in terms of White south Africans, they were not 
realistically comparable to Kohn's (1977) definition of disadvan­
taged status, or lav SES, as this term included within its 
pa .-a.Teters minority race-group status, slizn-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 
school. 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 Etiucation, under the supervision 
of Dr Shmukler and Prof Sltuy.

The children were tested and assessed both individually and 
in groups, and teacher rating scales were also utilized after the 
teachers liad received training fran members of the research team. 
A full list and description of the tesf-s and rating scales used 
during each pliase is given below. Two types of measures were 
used: i) cognitive and academic rreasurtis and ii) tests and rating 
scales of social-enotional functioning.
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5.7.1 Phase 1

toe nursery school children were assessed on u battery of 
tests, measuring both cognitive and social-motional functioning. 
This took place in September 1970.

i) Cognitive Tea':

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

ii) Social-Eaotional Tests and Rating Scales

a) Animal Cradkers : Test of Motivation to Achieve (Adkins 
and Baliff, 1973).

b) Kohn Scale (Kahn and Rosman, 1972(a)).
c) Competence Rating Scale (Dreyer and Haupt, 1966).

5.7.2 Phase II
The children, notf in Grade I, wort1 assessed on three tests 

measuring cognitive functioning, as well as a teacher rating scale 
assessing academic achievement. This took place in August 1979.

i) Cognitive Tests

a) English Picture Vocabulary Test (Brimer and Dunn, 1963).
b) Southgate Reading Test (Southgate, 1971).
c) Young Group Mathematics Test (Young, 1973).
d) Teacher Rating Scale (to assess child's academic 

performance as reflected by end of year "Position in

5.7.3 Phase III

Measures of the Grade II children's academic achievement were 
taken frun teacher rating scales. This tock place in September
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i) Cognitive Assessments

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

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

5.8 Statistical Design

i) t-tests were performed on the results obtained for the 
male and female groups for all the social-emotional 
variables used in this stixly, to test whether either of 
tite tvro groups scored significantly differently cm any of 
these independent variables. The tests were two-tailed, 
and a significance level of 0,05 or better' was assumed.

ii) The Pearson Product Moment Correlation Coefficient wns 
used to obtain the degrees of relationship, or 
correspondence, between the cognitive, or academic 
achievement criteria variables, and social-emotional 
variables. McCall (1970) points out that this formula 
permits easy carputation with a -targe number 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, 
1959), the formula provides the appropriate sign for the 
correlation coefficient, indicating jositive or negative 
relationships. A significance level of 0,05 or better 
was assumed.

iii) Linear multiple regression was used to determine the 
relative contributions of a set of predictor variables on 
two separate dependent variables, Reading and Arithmetic. 
The step-wj.se approach used entered the independent 
variables into a predictive equation in an order 
corresponding to their contributions, selecting the best



predictor first from the whole set of predictors, then 
adding the second best, and so on, until all the 
predictors have been related to the criteria in order of 
importance.



As a first step, possible differences between male and female 
subjects on the predictor variables were examined by means c£ 
t-tests. Secondly, the data were analysed ky means of a Pearson 
Product Moment Correlation, order to examine the relationship 
between preschool social-emotional functieling, as assessed by 
standardized tests and rating scales, and later academic 
underachievement in Grades 1 and II, as assessed by standardized 
tests and teacher rating scales. An attempt was also made to 
determine whether the relationship between preschool social- 
emotional functioning and academic underachievement differed 
according to sex.

Finally, a stepwise multiple regression was used to test the 
hypothesis that certain factors of preschool social-emotional 
functioning are more strongly related to, and more predictive of, 
later academic undemchievenvsnt than others. The stepwise 
regression was used on two different criteria variables (Reading 
and Mathematics) in order to find the best linear combination fron 
the assessed prediction variables.

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

As noted in the introductory chapters, there are many 
indications in the literature that nnlfifl and females, and their 
academic performances, are affected differently by different 
social-motional factors, and they are reported to have Obtained 
different scores on tests measuring these factors (Belirens and 
Vernon, 1970; Ktihn, 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 
independent variables would have to be treated differently for each



TRBUB VI Table of t-tests of Male va Female on Social-Erotional 
Variable?

N = 178
N of Males - 101 
N of Females = 77

2-tail Nteai ritd Enor
  ____________ u- ̂ digs df prb (We ftaale Dfeia Fbrale

QgQCTB_________,_________  .____,______ ,_______,______,______
1) Sdrol Ehjyrtnt -0,72 174 0,4/0
2) itelf Grimarce -0,52 174 0,358
3) Eurpcsivoness 1,49 174 0,137
4) instrvnental 

Activity 0,20 174 0,839
5) £lelf EvQlmtiCTt 0,57 0,569

o,u 0,925

itirtkipetim 1,80 149 0,074

Withdraal -1,52 143 0,131
(Iqpaaticrt-
UspLianoi -0,95 141 0,342

DsftanB 1,89 141 0,061
OBfliRAD
tHPrSMB
1) HEM 1 (Bat) 2,01 m 0,0%) 2,249 2,039 0,057 0,079
2) :nSM 2 (ladder) 1,14 166 0,255 1
3) m u  3 (mo±s) 1,02 166 0,308
4) 1OTM4 (Bres) 0,20 164 0,329
5) ITEM 5 (Ocstura) 0,05 0,963

1.UBL 1,92 0,056

Two-tailed tests, 0,05 level of significance



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

As can be seen, the only variable that distinguishes between 
the two groups is an item frcm 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 skill and control. Scon, however, child 
Y calls out "I'm better than you. I hit more than you." What 
would X do in sutih a situation?) The irales scored significantly 
higher on "competence" than the females,

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

Using a Pearson Product ffcment Correlation, scores on virious 
criteria of academic performance were inter-coirelated 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 II
Teacher's Rating of Reading
Teacher's Rating of Arithmetic

The predictor variables of social-emotional functioning, on 
Wliich the children were tested in nursery school, were as followsi-

Ardmal Crackers (5 factors, and a total score)
Kohn and Rosman Scale (4 factors)
Dreyer and Haupt Scale (5 factors, and a total score)



As noted above, there are indications that the academic 
performance of males and females are affected differently by 
different social-emotional factors. Thus, three different 
correlation tables v*sre drawn up, one for the vfoole sample, and one 
each for the male and female samples.

Significance 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 obtained in this study are not high. Many 
writers (McCall, 1970? Roscoe, 1959) have pointed out the prdblem 
of obtaining large correlation coefficients in the behavioural 
sciences, and, in a stirly of this nature, one would be suspicious 
of /ery Mgh correlations. What is of particular interest is the 
direction and significance of the degree of association between 
variables. 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 out, however, that correlations are useful for 
suggesting hypotheses regarding causality. This is because while 
the significance of a correlation does not provide evidence that 
one variable had a causal effect on the other, the absence of a 
relationship le^ds to the positive conclusion that they did not 
causally influence ono another.

(In sane cases, because of inccnplete teacher rating forms, 
or absentee!sn on the child's part, certain variable scores were 
missing. In the case of these missing values, a mean score was 
substituted Ixsfore the correlation waa calculated.)

Total Sanple (See Table VII)

Animal Cradkers

The correlations between the Animal Ci ackers variables and the 
criteria variables are very scant. The significant correlations 
are Self-Eval ation with two Grade I measures, Southgate Reading 
and Position in Class, anS with Grade II Reading, Purposiveness
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'CABLE VII Qjrrelation Coefficients Between Academic Achievements, in Grade I 
and Grade II, and the Predictors

TDIMj gMHJE N - 158 O a ^  II N= 152
OVCE I H= 158

PACE I C3W

CTKXEBS a : Saitihgate ItiBitim
Baddtg ArithtBtic

EZryyraTt

QirEkJa-ce

PurpcBiveneRS
Instnrantal
Activity .140**

Bvelmtim

'Era, S0DT

Irteest-
Farticifaticn .192** .252** .1©**

-.155* -.161* -.33***
Cfcqpecatim-
Ctnpliarre .171* .295*** .403***

DeEuarce -.m* -.170* -.2CB**
QBHISD
EMTS3IE

.172* .184*

Boks HEM 3
Bates UEM4 .141* .14T
OBtuns ITO1 5
TOISL .195**
Significance * p 0.05
Levels ** p 0.01

*** p 0.001



also correlated positively with Southgate Reading, and Instrumental 
Activity with Grade II Arithmetic.

Kohn and Rosman Scales

Different factors of this scale correlated with all the 
criterion variables. The two negative factors lApathy-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-Ccnpliance were both positively related to Young 
Mathematics, Southgate Reading, and Grade II Reading. In 
addition, Interest-Participation w s  also positively related to 
Grade I Position in Class, while Cooperation-Ccmpliance 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 
Mathematics and Grade II Reading. All the correlations between 
the positive factors and the criterion variables were positive, 
while the negative poles correlates negatively with the dependent 
variables.

Dreyer and Kcupt Scale

. The significant relationships between these variables, and 
the criterion variables, were few. Item 1 was significantly 
related to Vocabulary and Southgate Reading, while I tan 4 was 
correlated significantly with Young Mathematics and Southgate 
Reading. Hie Total score was also significantly related to 
Southgate Reading.
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Total Male Sample (see Table VIII)
i

Animal Crackers

There wen no significant correlations between any of the 
Animal Crackers items and the criterion variables.

Kdhn and Bosnian Scales

Again, the Kohn and Rosman Scales provided most of the 
significant relationships. As with the total sample, the two 
positive factors, Interest-Participation and Cocperation-Conpliance 
correlated positively with Southgate Reading, with Interest- 
Participation again .relating significantly to Position in Class, 
and Cooperatior.-Catpliance again positively correlated with Grade 
II Reading, and also Grade II Arithmetic.

As in the total sample, negative factor I (Apathy) related 
negatively with Southgate Reading, and negative Factor II (Anger) 
with Vocabulary. Both of these negative factors were negatively 
related to Grade II reading and arithmetic, as they were in the 
Total Sample.

Dreyer and Haupt

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

TOTAL IT-MALE SAMPLE (see Table IX)

Aninal 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-Evaluation, ,-jod the 
Total Animal Crackers score, correlated with Grade II Reading. The 
Total score also correlated with the Southgate Reading, and



TABLE VIII TOTAL MftLE SAMPLE N = 9 1

VccEbj- htethe- 
lary itBtics EOsitim 

teaflirg inC

ErrjcyiEnt

Significance
Levels

♦i'll, u 4 4— W4 ■. 2



TABLE DC TOTAL EBttftlfi SAMPLE N  =  67

Grade I N= 67 Grads: H  * 63

OKBHS
Sajti-rate
iteadsry

Etsiticn
Rffidirr, Arithretic

Ehyyrmt .449***

CCntidsnce .333*
Purp3ei%BKss EUF ,216*
Instmimtal
Activity

EvahBtim .511***
TOPL S50T .22SJ* .421***

Bmarest-Partidpatim .316** .223*

-J82**
Ozrerad.cn-
Ctnpliarce .523*** .33:2** .323** .242*

r^aros -.296** -.343** -.^1** -.383** -.241*
nesERAD
»terscKE

ran .259**
ra-12
HEM 3
HEM 4 .272** .278**

Otstuna raws
TOTAL

Significance



Purposiveness with Position in Class.

Kcfan and Bosnian Scale

The correlations with the second factor (Cooperation- 
Canpliance versus Anger-Deflance) were particularly prevalent. 
Anger-Defiance was negatively related to Vocabulary, young 
Mathematics, Southgate Reading, and Grade II Reading and 
Arithmetic, while Cocperation-Ccnpliance was positively related to 
all these variables except voov-itary.

Interest-Participation was positively related to Vocabulary 
and Yeung tlathanatics, while ^athy-tVithdrawal correlated 
negatively witii Vocabulary and Southgate Reading,

Preyer and Haupt Scales

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

Summary

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 Reading in the Total and the female samples).

By contrast, the Kohn and Rosman scales featured prominently 
in all three samples. Cooperation-Ca.pliance and Angar-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 tv© Grade II criteria as well.

Southgate Reading correlated with Apathy-Withdrawal 
(negatively) and Ccoperation-Ccrnpliance (positively) in all three 
samples, with Interest-Participation (positively) in the male and



the total sample, and with Anger-Defiance (negatively) in the 
female and tire total sample.

Young Mathematics was related to Interest-Participation and 
Cooperation-Canpliance (botli positively) in both the total and the 
female samples.

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

6.3 Linear Stepwise Multiple Regression

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

Y1 = A + 83, X], + B2 X2 .... + Bk Xk
where Y* is the estimated value of the dependent variable y;
h is the y - intercept of the regression line;
B) is the regression coefficient; and

is the value of the independent variables.

The A anl coefficients are selected according to the 
least squares principle, which implies that the sum of the squared 
residuals (Y - Y )̂2 is minimized (Nie, Hull, Jenkins,
Steinbrenner and Bent, 1975).

This method allows for the determination 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



approach which enters variables into the predictive equation in an 
order corresponding to their contributions. In the stepwise 
regression programme in the SPSS manual (Nie et al, 1975), the 
computer automatically selects the best predictor first from the 
whole set of predictors, then adds the second best, the third, and 
so on, until all the predictors have treen related to the criterion 
in order of importance.

There are various methods, isuch as beta weights and 
unstandardized regression weights to assess the effect of the 
independent variable X]_, on the dependent variable, Y. There are 
also two F-tests, and this study makes use of one. This F-test 
providias an indication of the significance of the multiple 
correlation coefficient (multiple R), while the other examines the 
significance of the regression coefficient (B). 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 certain 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 vftiich allows for the examination of the 
more ccnplex aspects of the interrelationships between the 
variables.

Secondly, the technique provide^ 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.

Finally, in the present study, in which an attenpt is being 
made to examine issues on a wide range of data, and the multiple



R's tend by necessity to be low, this technique can improve 
understanding by highlighting the smaller contributions.

When using this technique, it is important that the 
independent, or predictor, variables are also independent £ron each 
other. That is, one may not use variables whitih are highly 
correlated with each other, nor nay one use an overall, or 
composite, test score, together with the separate ccrnponent scores 
which make up the overall score. Thus, for example, one may not 
include the overall Animal Crackers rcore in the same regression as 
the five ccnponent scores. Bor this reason, the total Animal 
Crackers score and the total Dreyer and Haupt scores were not 
included in the regressions. Similarly, 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 independent 
variables. These consisted of the five ccnponent scores of the 
Animal Crackers test, the five items fran the Dreyer and Haupt 
test, and the two positive poles fran the Kohn scales, namely 
Interest-Participation anti Cocperation-Carpliance.

B) Southgate Reading Test with the five Animal Crackers and five 
Dreyer and Haupt items, as well as the two negative poles fran 
the Kolm scales, Apathy-Wititdrawal and Anger-Defiance.

C) Young Mathematics Test (Grade I) with the same independent 
variables as in A.

D) Yajng Mathematics Test with the same independent variables as 
in B,

Table X shews 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



TABLE X Regression Analyses of Factors with both Reading and 
Mathematics as Dependent Variables

ANIMAL CRACKERS

KCHN SCALES

School Enjoyment 
Self Confidence 
Purposiveness 
Instrunental Activity 
Self Evaluation

Interest-Participation
Cooperation-Con^liance
Apatiiy-WitMravnil
Anger-Defiance

DREyER AND HAUPT SCALE

 and anotl.iar cliild are playing with a
bat and ball, They appear evenly matched in 
skill and control. Scon, Vicwever, cliild X 
calls cut "I'm better tiian you. I hit more
than you." Vflvat would do in such a
situation?

Child X and are both pulling at a
ladder, each screaming loudly: "I had it
first." What 'would do in such a
situation?

 is building a garage. Child X lias
been annoying him by rancving blocks and 
telling liim licw ciilly his garage looks.
Wliat would _______ do in sudi a situation?

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

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



provided:

The multiple R indicates the multiple correlation tietween the 
criterion variable and a linear combination of predictors. r2 
indicates hew much of the canton variance is explained by the 
linear combination of predictors, and reflects the overall accuracy 
of the prediction equation (Hie et al, 1975). The F-test is 
applied to test whether tlie observed linear association is 
statistically significant, together with the overall equation, as 
well as determining the significance of the Multiple R. The 
regression coefficient is the value obtained in the chosen 
equation, which raises the explained variance by the amount

Table XA Stepwise Regression with Southgate Reading as the 
Dependent Variable

The prediction offered by tite independent variables is fairly 
low, yet as stated above, even snail contributions to the explained 
variance cannot tie lightly dismissed.

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

Reading = 0,197 (Constant) + 0,252 (Cocperation-Qowpliance) + 1,038 
(ITEM 1) + 0,257 (Interesc-Participation) + 0,480 
(Purposivoness).

The multiple R in this equation is 0,466. The contribution 
of the above variables in the equation accounted fo- 19,9 percent 
of the variance in Reading. The tvo positive Kahn factors were
both important Cooperation-Compliance liy itself accounted for 
10,7 percent of the variance, while Intcrest-Participation 
accounted for 2,4 percent. Jointly, they accounted for 13,1 
percent of the variance. ITEM 1 (fran 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.



Summary Table of the Multiple Correlations with Reading as the 
Dependent Variable, and the Regression Equation

TABLE XA.

A READING

Coefficient that raises
MJLTIPLE R2 F the explained variance 

by at least 2%

KRF2P 0,328 0,107 11.922**

0.387 0.150 8.652**

KRFIP 0.174 6.804**

PURP 0.199 5.949** 0.430

0.459 0.211 5.076** 0.197 (Constant)

0.473 0.224 4.516**

0.47C 0.227 3.899**

3.419**

ITEM 4 0.231 3.029''"

ITEi'l 5 0.231 3.703**

n r M 2 0.231 2.432**

2.205**

Si<;pii£icance Level ** p 0.01

Regression Bjuation = READING = 0,197 (Constant.) + 0.252 (KRF2P) + 
1.088 (ITEM 1) + 0,257 (KRPIP) + 
0.430 (PURP)

R « 0.44G R2 = 0.195 F = 5.949** 4 + 96 d£
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Table XB Stepwise Regression with Souti ~̂ate Reading as the 
Dependent Variable

Corrpared to the previous result, slightly less of the 
variance in Reading was accounted for. The following equation, 
which raised the explained 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 
Activity).

A multiple R of 0,425 was obtained, accounting for 16,81 of 
the variance cy the ccrrbination of predictors. The negative Kohn 
facte Apathy-Withdrawal, was very important, and alone accounted 
for 9,3 percent of the variance in Reading. Also important were 
Purpo&iveness, which accounted for 3,4 percent of the variaiice, 
ITEM 4, which accounted for 2,9 percent of the variance, and 
Inptnsnental Activity, which accounted for 1,2 percent of the
variance.

It is noteworthy that three of the KoVin factors, two positive 
and one negative, figured prominently in both these equations, and 
accounted for a large percentage of variance in Reading. it is 
also interesting that Purposiveness was the only factor wiiich was 
included in both equations, Finally, it should be noted that both 
the Animal Crackers variables included in the equations.
Purposiveness and Instrumental Activity, concern the child's 
ability, preparedness and knowledge of the correct procedures to 
become involved in, arri execute, various school tasks.

Table XC Stepwise Regression with Young Mathematics as the 
Dependent Variable

The only significant factor ir. this regression was Interest- 
Participeticn, which accounted for 4,2 percent of the variance in
Mathematics. The multiple R was 0,204. Since only one factor
was significant, no equation was adopted.



Svatmary Table o£ the tfaltiple Correlations with Reading as the 
Dependent Variable, and the Regression Equation

TABUS XB

B READING

Coefficient that raises
MULTIPLE R R2 the explained variance 

by at least 1%

KRFIN 0.093 10.109** -0.300

PURP 0.127 7.100**

ITEM 4 0.156 5.987**

4.852**

SEE 4.177** 14.784 (Constant)

3.665**

3.147**

2.752**

ITEM 5 2.441*

KRF2EI 2.186*

ITEM 3 1.974*

ITEM 2 1.792

Significance ** p 0.01
Levels * p 0,05

Regru. .,.vn Equation - READING = 14,784 (Constant - 0.300 (KRPIN) + 
0.573 (PURP) + 1.351 (ITEM 4) - 
0.345 (IA)

R = 0.410 r2 = 0.168 P » 4.852** 4 + 96 df



Summary Table of the Multiple Cprrelaticas with Mathematics as 
the Dependent Variable, and the Regression Eguaticn

C MATHEMATICS

Significance Level * p 0.05



Table XP Stepwise Regression with Young Arithmetic as the
Dependent Variable

Hone of the independent, variables in this regression 
significant, and thus no equation was selected.



Sunnary Table of the Multiple Correlations with Mathematics as 
the Dependent Variable, and the Regression Equation

TABLE XD

D MATHB-ffiTICS



m

CHAPTER SEVEN

PXSOJSSICW

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

7.1 Sex Differences as Revealed in t-tests between Male and Female 
Groups on the Independent Variables

The results obtained fron each psychometric test will be 
discussed separately.

A) Animal 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, tut 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 have regarded this as a significant factor.

B) Dreyer and Haupt Corpetonce 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 child, Y, are playing with a bat and ball. They 
appear evenly matched in skill and control. Soon, however, 
child Y calls out “I'm better than you. I hit more than you." 
What would child X do in such a situation?



This result contradicts the finding of Dreyer and Haapt (1966) that 
there were no sex differences.

This item appears to require elenents of assertiveness, 
confrontation and perhaps aggressiveness. Since the toys scored 
higher on Kohn's factor of Anger-Defiance, which implies 
confrontation ani assertiveness, it is not too surprising that toys 
scored significantly higher tiian girls on this item. However, it 
is surprising tint toys scored slightly (but not significantly) 
higher on all four of the other items. It would seem to imply that 
the teachers, who filled! in the questionnaire, saw beys as more 
competitive, 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 a M  aggressive 
be", -aviour, and the girls demonstrating mare shy, and witltirawn 
behaviour. Despite Kohn's argument, the teachers may have seen the 
beys' type of behaviour as being nore competent. The other 
possibility is that the raters in this study, who assessed the 
completed questionnaires, judged these qualities of assertiveness 
to be iTore "coMpetent".

C) Kchn'a Two-Factor Msdel of Social-Enoticnal Functioning

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

In his largest study, Itohn {] 977) found that boys scored 
significantly higher on both Anger-Defiance and Apathy-Withdrawal. 
However, the difference between the sexes on Apapthy-Withdrawal was 
considerably smaller tlian on Anger-Defiance. (Kdhn deult only with 
the negative poles in this part of his study, and therefore did not 
mention any sex differences in Interest-Participation or



Cooperation-Corpliance.}

Fran his examination of the literature, Kohn expected keys to 
score higher on Anger-Defiance, but he admits that his finding 
concerning Apathy-Withdrawal was contrary to the large majority of 
studies. In his survey of relevant research, Kohn found that boys 
showed a far higher prevalence of anti-social, aggressive, 
acting-out behaviour than girls, while a higher proportion of girls 
than boys shewed neurotic, shy and witlidrawn tendencies.

The differences in findings between this study and Kohn's 
regarding Anger-Defiance may be to sane extent due to the 
difference between the two saitples used. The major differences 
between the two arc family status, socio-economic and ethnic 
status. In Kohn's sample, the children came frcm lower-. 
lower-middle, and middle class families, slightly more than 50% of 
which were one-parent households. 56% of the children were black, 
27% were white, and 17% Puerto Rican. Approximately 45% of the 
families had annual incomes of be lav 55000, and 9% had an annual 
incono of below $3000. The children in the sample for this 
present study were all white, and most came frcm middle- or 
upper-class families. Only 16% of the entire sample came from 
one-parent families.

Kohn found tiiat race and ethnic variables accounted for a 
small but significant portion of variance in Anger-Defiance, and 
that white cMldren rated lower on this syndrore than black or 
Puerto Rican children. Disrupted family life was the most potent 
deiugraphic predictor of disturbed behaviour, and boys suffered 
frcm this more tiian girls, especially 'in the Anger-Defiance factor. 
Thus, one would expect less Anger-Defiance from the children in 
this present study, than fran the children in Kohn's study, 
especially fran the beys. Therefore, the finding that beys scored 
higher, albeit not significantly, than girls, appears reasonable.

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



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

7.2 Discussion of Hypotheses

In this study, the following three hypotheses were 
formulated

Hypothesis 1 Preschool social-errotional functioning is related to 
later academic achievement and underachievement. 

Hypothesis 2 The relationship between preschool social-anotional 
functioning and academic achievement and under­
achievement will differ according to sex.

Hypothesis 3 Interest-Participation, Oxperation-Compliance,
Apathy-V.’ithdrawal, and Anger-Defiance are more 
significantly related to, and nore predictive of, 
later academic performance than the variables in the 
Animal Crackers or the Dreyer and Haupt tests.

HypoUreses 1 and 2 will be examined try ether in this 
discussion, while hypothesis 3 will be examined separately. 
Hypotheses 1 and 2 will be discussed with reference to the results 
obtained luy the Pearson Product tenant Correlation Coeffiecients. 
Hypothesis 3 will be examined with reference to the results 
obtained from the Linear Multiple Regression. In the discussion of 
Hypotheses 1 and 2, the results of each psychnaetric measure of 
social-erotional functioning will be discussed separately.



7.2.1 Hypotheses 1 and 2

A) Animal Cracker: A Test of Motivation to Achieve

The nest surprising feature of the results of this test is 
that, while there are a few significant correlations between 
motivation to achieve and the achievement criteria for girls, there 
are no significant correlations for beys. 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 test itself could not have been an influencing 
factor in the result.

Specifically, 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 
Position in Class (Grade I).

While Adkins and Haliff (1973) warn that the* five sections of 
the test nay not be as statistically reliable as their combination 
in the Total score, they do provide useful information on aspects 
of n Ac)', 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, while only the Total score correlates with Grade I 
Reading, leads one to make two tentative suggestions. Firstly, 
that measures of the "self" in girls are strongly related to 
achievement, particularly reading, and secondly, tiiat this 
relational-iip m y  increase as the child progresses t)trough school. 
These points will be dealt with in more detail below, when the 
results of the combined sample are discussed.

In an attempt to explain these results, particularly the sex 
difference, it would be helpful bo examine three recent studies, by



Peterson (1980), and Wade (1981a) and (1981b), whose research 
indicates the complexity of the concept of achievement motivation, 
which is not always acknowledged by researchers. They also suggest 
that the relationship between achievement motivation and academic 
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 shown that 
the relationship between these two variables may differ according

Peterson (1980) chose to study only beys, because, as her 
literature review shewed, beys and girls often show very different 
pattern; of relationship between various personality variables and 
academic achievement, and she felt tliat there was a need to treat 
the sexes differently. Implicit in this rationale is that a study 
of girls may have produced very different results to those obtained 
with beys.

In her study, she found that there was no difference in the 
strength of achievement motivation 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 motives underlying the achievers' and 
the underachievers' n Ach would differ considerably. She saw n Ach 
as a personality variable profoundly influenced by the self- 
concept, and a central assumption in her thesis is that the 
achiever lias a self-concept based on intrinsic self-esteem, while 
the underachiever has a self-concept based on extrinsic self­
esteem. If the underachiever tea a self-concept based cm extrinsic 
self-esteem, he would have a very strong 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 dint tie under­
achiever would also liave a strong fear of failure, and that failure 
would be traumatic to him because he has little or no fntrins-c 
self-esteem.



According to the theory of Ausubel and Robinscxi on the 
satellizer and nonsatellizer, discussed above, it was also 
postulated that zause the ronsateilizer1 s self-esteen is 
dependent i^on his own achievements he uould be highly motivated 
cowards achievansnt in order to enhance his self-esteem. However, 
according to their re?>o '•vtg, the high n Ach of this child nay not 
be converttid into ac. achievement for two main reasons. These 
are a disruptive level of anxiety and a fear of failure. Since the 
very high level of achievement constantly needed by tne 
non satellizer may not be commensurate with his actual abili •, he 
faces a fairly high probability of failure. As mentioned above, 
any failure is likely to be traumatic to tliis child, and will 
probably cause acute anxiety. This in turn may I d to the 
development of a damaged self-esteem, together with an anxiety 
neurosis which vould prove d4 sruptive in the work envircnment, 
especially when the child is raced with tests or novel learning 
situations. Thus, it is apparent that if a dhild does not possess 
intrinsic self-esteem, it may oe very difficult for him to 
transform his expressed n Adh into reality.

In tills way, anxiety, and the handling of anxious feelings, 
may prove to be important interacting variables in the relationship 
between n Ach and actual achievement. Peterson hypothesised that 
underachievers would slew more anxiety, and less ability to Itandle 
anxious 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 shewed the ability to deal with anxious 
feelings constructively. instead of being overwhelmed ty these 
feelings, the achievers were able to put than into perspective. 
This inplied that achievers were able to gain insight into their 
prtiblans, and were in a better position than underachievers to 
handle problems in a constructive manner. In an anxiety-provoking 
situation, such aa a test, achievers are nos t. likely to handle 
their anxiety and perform creatively and productively, in contrast 
to the underachievers, who are likely to liave their efforts 
disrupted by anxiety, which will make achievement difficult.



Two studies by wade (1981a, 1981b) also dealt with anxiety, 
and appear to make this role even rrore clear. Wade believed that 
the relatioTship bebveen achievement notr’ation and actual 
achievement iray be more complex for beys than for girls. Her 
studies were based on the premise that measures of anxiety and of 
acr-ievsnent motivation may be indicative of coping strategies. As 
previou'-ly mentioned, Atkinson's (1964) theory of achievement 
motivation makes che assirnption that all individuals have both a 
motive to achieve success and a motive to avoid failure. This 
i’iplies that for any individual in a task situation there is an 
appn>ich-avoidance, or excitation-inhibition confict.

Wade (1931a) suggested that a high score on achievenent 
motivation together wivi a high score on anxiety might indicate a 
cop' -g strategy of approach, and nay be related to high 
achiwestfeiit. On the other hand, high anxiety, coupled with lew 
8sMe>f«nent motivation, might be indicative of a coping strategy of 
avoidance, leading to Ion/ achievement. This hypothesis was largely 
borne cat, although again there vere considerable sex differences.

For Voys, there were significant differences jn arndemic 
achievem.".f. between highly-anxious highly-motivated and highly- 
anxious ?.»>-m3tivated pupils, while for girls there was much less 
difference?. There was, however, a close link between anxiety, 
motivation and actual ability for girls. Made felt that this rray 
mean that. Atkinson's motivational pattern is less relevant for 
girls tiv-r ■:>;r beys. Instead, girls are probably more conformist, 
and theiv 'fective tendencies may tend to be precluded by 
situational tiTi-antls.

The cci-‘.'.)rmity of girls appears to be well established. 
Freedman, Car] irdth and Sears (1974) write that in past research, 
sex is the strongest and rrost consistent factor tiiat has 
differentiated people in the amount tiiat they conform, with females 
conforming far more than males. In contrast to the male sex-ro3e 
of initiative, success and achievement (Marlews and Gergen, 1969), 
our culture prescribes docile, submissive, passive and carpiiant

i

Tin hi**



behaviour in the female, behaviour that often overrides any other 
personality variable. Thus, given high levels of anxiety, Wade 
feels that little H.fference may be expected in cognitive 
performance by girin, while for beys, high levels of anxiety 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 beys ’ achievement 
motivation, anxiety, and actual achievement also varied with styles 
of teaching. This led her to two further speculations, which 
applied primarily to beys. The first was that the presence of 
extrinsic motivational incentives, given by teachers, has a 
differential effect on achieve ont 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. The second speculation was that 
additional extrinsic incentives stenming frcm outside the 
classroom, such as parental encouragement, mediated between ability 
and achievement, again especially for beys.

As well as differences in achievement, Wade (1981b) felt that 
differences in classrcon behaviour between beys and girls may be 
caused by extrinsic motivational incentives, given by parents and 
teachers. The parents of the highly-motivated, highly-anxious beys 
appeared to be more "pushing" than the parents of the other 
children. Sne concedes that this is not unexpected in terms of sex 
role and parental ambition, and feels that parents are more pushing 
in respect of their ■rr-ns than their dau- 'iters, and that this may 
add to anxiety in thusc beys.

There are two important issues stemming fmn Wade's studies. 
Firstly, the Interaction of other personality traits, such as 
anxiety, has an effect on the relationship between achievement 
motivation and achievement, especially for beys. Secondly, the 
attitude of utc tiwhar and parent, and chair relationship with the



cMld, is an important factor in achievement irotivation, again more 
so for boys. The importance of the parent and the teacher on 
achievement and achievement motivation is well documented (Adkins 
and Baliff (1973), Ausubel and Robinson (1969), Banner, (1979), 
Banreti-Fuchs (1978), Behrens and Vernon (1978), Fry and Coe (1980) 
and Parsons et al (198'!)). However, Wade is the only writer in 
this group to produce evidence that the atiuevement 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 large role 
in achievement motivation and achievement, an: that their
interpersonal relationships with their pupils are especially 
important, then there is a large body of literature suggesting that 
the relationship between teacher and boy is far more likely to be 
negative than that between teacher and girl (Snell, 1902). Greg<. y 
(1977) feels that teachers are more positively disposed towards the 
behaviour and work of girls, and might be more willing to tolerate 
problems in girls :ian in beys. TO aggravate the situation, Rutter 
(1974) states that bcyu 're more difficult behaviourally at school, 
and present nore behavioural problo rs than girlc. Further, Gross 
(1970) sTd Kagan (1964) write that beys may be socialized 
diffezt ;i.ly towards school than girls, and as a result may view 
school, and acadenic work, more negatively. Hen v-, the buy-teacher 
relationship is more likely to be negative. Thus, if Wade’s 
finding that the influence of teachers has a differential effect cn 
achievement motivation according to sex is correct, then the 
achievement motivation, and achievement, of boys, is more liable to

Fran the above discussion, it is apparent that achievement 
motivation, which is one of the most widely used, and abused, 
concepts in educational psychology, is also an extremely caiplex 
concept, and difficult to me-sure and define. It does not appear 
as if the.-e is a simple, straightforward relationship between 
achievement motivation and actual achievement, and it is likely 
that other personality variables, such as anxiety and self-esteem,



as well as teacher-pupil relationships, interact with achievement 
inotivation, and complicate its relationship with achievanent, 
especially when dealing with boys. Rcwever, if a . irrple 
correlation between aspects of achievement motivation and criteria 
of school achievement is sought, it appears as if it is far more 
likely to be found in a sample of girls, rather than boys, as was 
the case in this present study.

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-Evaluation, which correlates 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 Instrumental 
Activity, with Grade II Arithmetic. Purposiveness is defined by 
Adkins and Baliff (1973) as the ability to set up purposes for 
directing behaviour, and an ability to *oi‘. icwards future goals.
It implies an awareness of the future implications of present 

behaviour, and reflects a practical attitude towards vrork. 
Instrunental Activity is closely related to Purposiveness, and 
suggests a knowledge of, and an ability to engage in instrunental 
steps tcwards accomplishing established purposes. This corponent 
also reflects an orientation towards autonomous activity, and an 
ability to initiate specific beliavioui.* 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 
senae of what is involved in achievement, and the steps needed to 
acccnplish a task. They also display more overt and mental 
activity concerned with actually doing sometiiing about attaining an 
achievanent goal. Thus, these two sections of the test appear to 
be important elements in both achievanent motivation and 
achievement, and this was furtlier 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-Evaluation, and not Self-Confidence,



1 which appears to be the more irrportant. For the purposes of the 
test, Adkins and Daliff defined Self-Evaluation as the child's 
ability to evaluate M s  a m  performance. It is reflected in items 
that test whether a child kncws when his work is right, when he is 
doing well at school, what he can and cannot do, and vtfiether he 
always does his best. Again, this can be caipared to the picture 
of the achiever painted by Peterson (1980). With his self-concept 
based on intrinsic self-esteen, he shews the ability to judge 
himself, and his performance, accurately and realistically.

Since Self-Evaluation is the variable of the test that 
correlates the rost with the achievement criteria, especially 
Reading, it is worth examining very briefly seme 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 achievesnent, usually reading, or language ability, and 
arithmetic (Chang, 1976? Cole, 197 *■ Rubin, Dorle and Sandidge, 
1977? Williams and Cole, 1968). However, most of these studies 
were performed on older primary school children. Also, as rated 
above, a great deal of criticism had been levelled at many of these 
studies. In many of these studies, self-concept appeared to be 
inadequately and sinplistically defined and measured, and the terms 
self-concept and self-esteem were often used synonymously and 
interchangeably.

Few studies liave been made of the very young child, and those 
that have been performed have reported conflicting results
(Williams, 1973). A brief lock at sane of the studies bear out
her contention. Rubin (1973) hypothesized that the child's
self-esteen would be less firmly established at an early age, and 
would bacons 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 olr" children, 
but became mudh stronger with children aged twelve and fifteen 
years. Rubin stressed in her study the need for nore reliable and



valid treasures of the self-esteem of young children. Williams 
(1973) and Butcher (1968) found no relationship between self-esteem 
and academic achievement in young children. Both used the 
Cocpersnith Self-Esteem Inventory (SEI), and both expressed seme 
dissatisfau-ion with this test.

The fact drat there were correlations between Self- 
Evaluation, and Reading in Grades I and II, and position in class, 
may mean that this component of the Animal Crackers test is in seme 
ways more sensitive in measuring aspects of the "self" in very 
young children 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 summary, achievement motivation, as measured by the Animal 
Crackers test, was significantly related to certain criteria of 
actxievenant in girls, in particular Reading. In contrast, there 
was no relationship between any component of achieve,,tent motivation 
and the achievement criteria for boys. It was hypothesized that 
the relationship between these two variables is an extremely 
cenplex one, and may be profoundly influenced by other personality 
variables such as self-concept, self-esteem and anxiety, or by 
important figures in tlxe beys' lives, such as parents and teachers. 
In the total sample, Self-Evaluation was found to be the most 
significant variable in the relationsMp between ach /ament 
motivation and academic achievement.

B) The Dreyer and Baupt Questionnaire

In order for the teacher to assess the child1s corpetaice, an 
adaption of the Dreyer and Haupt questionnaire was used. The 
questionnaire, 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



present study mainly as an adjunct to the Animal Crackers test. 
However, in contrast to Animal Cradces, this questionnaire gives an 
indication of the nursery school teacher's own view of the child's 
coxpetenc' 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 competence somewhat differently. In 
this study, she ut-ed the (questionnaire to measure both the 
teacher's and — 'Id's evaluation of the child's competence. 
Although she '.tive correlation bt tween the two different
sets of asses. xe correlation was fairly lew, and Strelitz
suggested that caipcuance may be perceived differently by teacher 
and child, although she did no*. ela)x>rate much on this idea. 
H.’wever, she reported that the nurseiy school teacher's evaluation 
of the childrens' conpetence accounted for less of the explained 
variance in the childrens' adjustment to primary school than the 
childrens' own assessment of their conpetence. Unfortunately, a 
conforxding factor may have boon that assessments of adjustment to 
primary scliool took place during the first teim of the academic 
year, and Strelitz felt that irony of tire children nay have been 
experiencing stress caused by the transition from nursery school to 
primary school.

In the light of Strelitz' study, it was difficult to predict 
what results, if any, would bo obtained in this present study. 
However, it was felt that the teachers' assessments of the 
preschcol childrens1 conpetence would Ixave sate relationship with 
tim achievement criteria.

In the presunt study, the correlations tetween the Dreyer and 
Iluupt questionnaire anl the achievement criteria were almost 
exclusively with verbal skills, these being either Grade I 
Vocabulary or Grade I Southgate Reading. Only two items from the
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questionnaire. Item 1 ana Item 4*, and in one case, the Total 
score, correlated with the criteria.

For the male ganple, only Item 1 correlated significantly 
with the cognitive variables, namely Grade I Vocabulary and Grade I 
Reading. It was not surprising that the male, rather than ti-ie 
fenale, sanpid should slio*r these correlations since the males 
scored significantly higher than the females on Item 1 in the
t-tests. This item reflected competence in the form of
assertiveness and competition, and one m y  expect beys to score 
higher than girls. It is interesting, however, that this item 
should correlate with verbal skills. It seems to indicate that 
these beys are competent, in the sense of assertiveness and 
conpor.iti.on, not only in the social situation, where verbal ability 
may play an important role, but are also verbally competent in the 
acatemc situation.

In the feialG sample, Item 4 correlated positively and
sijniiic-mtly with the game cognitive criteria as the hoys, Grade I 
Vocabulary anJ nrade I laa.linj. Item 4, in contrast to Item i, 
does not deal with canjwtition and nssurtivone;ss, but rather with 
. urlosity, creativity atU iiiiagitutiori. Since there was no 
sigr.ifî iiit difference ix-Lwocn males ani fanaleg on tills item in 
the t-test, tiio results sujqoot r)iat caiv^tence, in this sphere of 
ability, is related to verbal skills airong girls, but not boys. 
Hcwevur, a very surprising result wis tliat for girls, itun 1
correlator] significantly with Grade II Arithmetic. Tliis is the 
only correlation Imtween tlie Droyer and llaupt scale atid a Grade II 
achievaiient criterion. The result may indicate that ca girls grew 
older, a cert.nr. amount of ueourtivanoKj and ca.petitiveness, wliich

* Item 1: Child Y and a>vother diild are playing with a bat and 
ball. They iippear evenly matched in skill and control. Soon, 
horfever, child X calls out "I'm better than you. I hit more 
than you." \-lhat wauld child Y do in such a situation?

Item 4; The teacher brings a collection of boxes of different 
sises, shapes ami colours, etc, to sdrool and puts then on the 
table. What would child y do in such a situation?



was found to be far more prevalent in beys, is of assistance in 
Arithmetic achievement, an area Where boys are often considered 
superior (Anaatasi, 1958).

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

In sunmary, there are two main points of note in these 
results. Firstly, tiie teacher's evaluation of a preschool child's 
competence, as defined by Dreyer and Haupt, xs 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 if 
competence and the achievement criteria are almost exclusively 
confined to Gratis I. It would appear as if the nursery school 
teacher's assessment of this particular variable hap value and 
predictive validity for a short duration, and bears little 
relationship to academic achievement in Grade II.

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

The results of this sfjdy support the first hypothesis that 
tho presence of emotional problems prior to school entry is related 
tD later acadcmic underachievement. In contrast, healthy social- 
emotional functioning in the preschool child is related to later 
achievement at primary school. All of the four poles of Kohn's 
bipolar two-factor model correlated either positively or negatively 
with many of the achievement criteria for the whole sample, and for 
the male ""d female samples independently. In addition, there 
ware different patterns in the relationships between the criteria 
variables an3 the Kohn factors for the male and female samples, 
thus confirming thu second hypothesis regarding sex differences.



For clarity, the relationship between each bipolar factor and the 
achievement criteria will be discussed separately.

Factor 1 8 Interest-Participation vs. Apathy-Withdrawal

Both factors were fully defined in Chapter 3, and will be 
very briefly summarised here, Interest-Participation denotes 
interest and curiosity in the child, positive interaction with 
peers and involvement in classroom activities. By contrast, 
Apathy-Withdrawal indicates shyness, passivity, lack of interest 
and curiosity, and isolation fran peers. Previous findings by 
Kchn and Rosnan (1972b, 1973, 1974) firmly implicated Interest- 
Participation with later achievement. They postulated that this 
variable influenced learning, and lienee achievement, in two ways. 
Firstly, a child who is curicur and alert will learn rore by 
interacting with, and trying to make sense of, his environment. 
Secondly, it was felt that this factor had a stimulating effect on 
the child's mental activities, involving inner mental processes 
sutih as initiative, intention, and hypothesis formation and 
testing. In contrast, the shy, inhibited child isolates himself 
fron people and objects, is listless in his mode of thinking, and 
indifferent about forming or testing liypotheaes about his 
environment.

Kohn and Rosman further suggested that, both at nursery 
school and primary scho-' levels, Interest-Participation was to 
seme degree a function ■ -£■ approval, encouragement and nurturanco 
provided by the teacher, as well as a function of the extent to 
Which lessons and activities were designed to encourage creativity, 
experimentation and pleasure. This implies that a learning 
environment can be created to araisu qitinal degrees of Interest- 
Participation. Hewevor, tliey also warned tiiat Interest- 
Participation was less stable over tine tlian Copperation- 
Corpliance, and that it was the most delicate of all tlie factors, 
requiring tiie most .careful environmental nurturance to be 
maintained. These points are extremely important in the light of 
the results obtained in this present study. In their earlier
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stories, Interest-Participatlon vs Apathy-Withdrawal was found to 
be very firmly related to adnievement, while the relatimsiiip 
between Factor II (Cooperation-Corpliance vs Anger-Defianoe) and 
achievement vaa tenuous, and was only finnly established in a later

It was disappointirsg, therefore, ttHit in this present study, 
Interest-Participation obtained less correlations with the
achievemant criteria than the other poles, Ihere also appeared to 
be little pattern in the correlations, both with Interest- 
Participation and Apathy-Withdrawa 1, in contrast tc Kdhn's (1977) 
results. However, KcSin used only two adhievenent variables, 
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 Academic standing were similar to the position in Class used in 
this present study,) Also, as mentioned in Chapter 4, the sample 
used by Ktihn differed vastly from the sample used in this study, xn 
terms of size, socio-econcmic status a.id ethnic groups, Further­
more, the two samples of children may well have been exposed to 
very different teaching methods and classroom environments.
Finally, Kdhn's sample wore all third grade pupils, vtie the 
diildren in this present stv‘"ly were tested or rated in both Grade I 
and Grade II. For these reasons, the results of this study were 
not expected to mirror exactly those obtained by Kolm. He found 
tliat for both bc%'s ai,d girls, Interest-Partici^ition was positively 
related to Verbal and Arithmetic Achievement, as well as Level 
within Grade, while Apati'y-WitMrawal was negativsly related to all 
tliese criteria for both oexeo,

In the present ctuly, tiiu Interest-Participation scores for 
tiva total sample wr o  iTOsit-ively correlator with Grade X 
MatliaTBtics, Grade I Reading, Petition in Class (Grade I), and 
G*-'*;''9 II Reading. For the male sample, Grade I Reading and 
!■ j . cion in Class were positively correlated with interest- 
Participation, while for fem].oa Vocabulary (Grade I) and Grade I 
Matiianatics were poditivsly correlated witit this pole. 'As regards



Apathy-Withdrawal, in the total sample this was negatively 
correlated with Vocabulary, Grade I Mathematics and Grade I 
Reading. tor 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 between 
Apathy-Withdrawal, and Vocabulary and Grade I Reading. There are 
several features in these results that deserve sane elaboration.

Firstly, it is interesting tiiat females scoring high on 
Interest-Participation scored high on Grade I Mathematics, while 
the males scoring high on Interest-Participation scored high on 
Grade I Reading. Kohn (1077) quoted several sources, including 
Anastasi (1953), who cite evidence that, in the general peculation, 
girls perform better on tests depending on verbal skills, while 
beys score Mgher on test of arithmetic reasoning. Kohn expected 
his results to be in line with these research findings, but, 
altiiough he found girls to be superior to boys in verbal 
achievement, he found no sex difference in arithmetic performance. 
Therefore, the finding of this present stuiy that girls, but not 
boys, who scored high in Interest-Participation achieved well in 
Vocabulary would appear to Ixi in agree rent v ith Kohn. However, 
Snell (1982) found a fairly largo amount of disagreesnunt in the 
literature regarding reading, and concluded that no definitive 
statement could be made concerning sex differences in reading. On 
the other hand, she found that research indicated that girls 
achieved less well than beys in arithmetic, probably because of 
cultural and sex-role expectations. In her study, however, she 
fourd no w. difference in either arithmetic or reading. Thus, the 
results of this present study slxving ■•hat a high level of 
Interest-Participation is related to high Mattonatie achievement in 
girls and high Reading aehievaiient in boys trey be in contrast to 
other research findings, although tiiure appears to be same 
controversy and discrepancy on this point. It could be argued that 
because fiiwdren who score high on Interest-Participation are more 
creative and curious, they may be regarded as "exceptional" 
children, in that their work nay be less stereotyped, and may not 
conform to the norm. Instead, their interests and creativity may



be channelled into pany diverse areas. These may include subjects 
in which their cwn 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 in agreement with Kohn 
(2977) in that he found that Factor I, but not Factor II, was 
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 Ktihn's (1977). He found 
that the negative poles of both Factors I and II, suggesting 
emotional impairment, are more closely related" to poor achievement 
in Arithmetic 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 
sanple. Furthermore, 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 and all four poles is a noteworthy factor in this study.

One explanation for the higher number of correlations with 
Grade I Reading than with Grade I Mathematics nay be in the actual 
tests used in this study. The Southgate Reading Test has been 
used "extensively and continually since its construction" (Punfrey, 
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 reliability or validity are quoted for the 
Young Mathematics Test. Thus, while the Southgate Reeding 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 m-dsurement of Mathematical ability. However, as



the results stand, Interest-Participation vs Apathy-Withdrawal 
stands as a very powerful influence in Grade I Reading, both 
positively and negatively.

Finally, it is ir.iere'ting that for males, underachievement 
appears to becmie rrai'u related to Apathy-Withdrawal as the
child grows older. In Grade It, both Reading and Arithmetic are 
negatively correlated with this factor. 'At:" w e ?  o stvggest 
that Apathy-Withdrawal becomes mare of a hindrance to tne boys' 
achievement as they progress through school, while it is unrelated 
to the girls' acMevement in Grade II. This result highlights the 
warning given above. The apathetic, withdrawn child, because of 
the very nature of his disturbance, may go completely 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 nay be punished, or labelled as lazy 
or stupid. Apathy-Withdrawal appears to affect the work of toys 
far .fore than girls, Which ray be expected, since most research 
indicates that this behaviour is more uncomon, and perhaps mace 
pathological, in boys than girls (Rutter, lizard and Whitmore, 
1970),

In ex ion, While it is clear that Interest-particpation 
is related to later achievement, and Apathy-Withdrawal to later 
underachievenent, it is disappointing that there were not more 
correlations with Interest-Participation and the achievement 
criteria, and that a rrore consistent pattern did not emerge. 
Interest-Participation appears to be a far more healthy and 
desirable attribute than Cooperation-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, Oocperation-Ccnpliance vs Anger- 
Defiance, as a very clear pattern emerges, and achievement and 
underachievenent appear to be strongly related to this factor.



Factor II : Cocperatian-Oaiplianca vs Anger-Defiance

Cocperatio'i-CaTpliance refers to the willingness of a child 
to conform to the regulations and routines of the classroom, and to 
comply with the teacher1s requests and suggestions. Conversely, 
Anger-Defiance denotes rebelliousness, disruptiveness, creation of 
disturbances that upset classroom routine, and hostile and 
aggressive interactions with peers. Although Gooperatiort-
Ccnpliance is seen as the positive pole of Anger-Defiance, ICchn 
(1977) does not appear convinced that it is always healthy or 
desirable. He sees a danger that a cooperative, compliant child 
may becone so obedient and "good" that he gives up his cwn 
initiative and creativity. In his research, he found that over 
time Cocperaticn-Ccnpliance predicted to ApathyWithdrawal and 
hypothesized that the quality of a child1 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 counterpart in Factor I, Apathy­
Withdrawal . This was confirmed in this present study, and both 
poles of Factor II were found to be nore stable over time than 
those of Factor I, in that both poles correlated with both Grade II 
achievement criteria for all three samples.

Specifically, Cooperation-Compliance was positively 
correlated with Grade I Mathanatics for both the total and the 
female samples. It was also positively correlated with Grade I 
Reading, Grade II Reading, and Grade II Arithmetic 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 sanples, and with Grade I Mathematics in the 
female sanple. Finally, like Cocperaticn-Ccnpliance, Anger-
Defiance was correlated significantly with Grade II Reading and 
Grade II Arithmetic, for all three samples, this tine, however, 
negatively.

Thus, the pattern that emerged was fairly clear. With one 
exception, Cocperation-Caipliance 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 (Vocabulary and Reading) 
in Grade I, and was related to Arithmetic and Reading for all three 
samples in Grade II. Again, this last result for Grade I was in 
contrast with Kdhn's contention that an emotional difficulty, in 
this Ci\se Anger-Defiance, is more strongly related to poor 
achieverrent in Arithmetic rather than in Verbal skills. This w&s
discussed above, and the reason for this result oould once more lie 
in the actual tests used, the Southgate Reading Test and the Yeung 
Mathematics Test, and the possible difference in their reliability 
and validity.

The results of this present study are in corplete contrast to 
Kohn's previous findings that both poles of Factor I were more 
strongly related to achievement or underachievement fhan those of 
Factor II. Indeed, in three studies (KOhn and R. in, 1972b, 
1973, 1974) either no correlation was found between the zwo poles 
of Factor II, and the achievement criteria, or else a very tenuous 
one existed for girls only. It was only in 1977 that it was 
firmly established that Factor II was also related to achievement, 
although less significantly than F&:tor I.

In order to explain these results, it is necessary to examine 
Kohn and Bosnian's (1973) argument that social-enotional 
functioning, relevant to intellectual functioning, consists of two 
ccmponents. These are a person-specific component, that is a 
personal.'ty predisposition, and a situation-specific component. 
The person-specific component suggests that over a fairly wide 
range of learning conditions, ? child who is well-adjusted learns 
more, and a child who is disturbed learns less. However, it is 
the situation-specific cmponent that is of particular interest in 
this discussion. In 1968, Kohn found large schcol-to-schcol 
differences in the average amount of Apathy-Withdrawal, and 
Anger-Defiance, in tihildren, that could not be accounted for in the 
backgrounds of these children. He therefore suggested thai a 
child's interest, or lack of it, at achool, and h'.s level of 
Interest-Participaticn, Apathy-Withdrawal, Cco 'ration-Compliance,



or Anger-Defiance, was to seme degice a function of the teacher's 
encouragement and niArturance, and a function of the extent to vAiich 
lessons, or classroom activities, and the social climate of the 
classroom, encouraged creativity and experimentation. As
mentioned previously, Kchn concluded that optimal degrees of 
Interest-Participation could be aroused by the correct learning 
environment. It was also d&xmstxated in the above discussion 
that Interest-Participation obtained the least correlations of all 
the four poles with the achievement criteria. One ray conclude 
frcm this that, either because 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 
classroom. Furthermore, the fact that Cooperation-Ccnpliance is 
far more strongly related to the Achievement criteria than 
Interest-Participation, in t u r ns  of the number of correlations 
obtained, implies that in both Grade I and Grade II children who 
are obedient and compliant achieve better than other children. 
One may urply further that the children in this study might have 
been encouraged by teachers, and by the classroon environments to 
be obedient and "good", rather than to allOM their creativity and 
curiosity to develop. Since the relationship between achievement 
and Cooperation-CoiTpliance appears to become larger in Grade II, 
one ray assure that this pattern continues through school. If 
these implications and assumptions 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 allcweu to develop to its 
full potential, or indeed, if these qualities are sanehcw stifled 
In preference to cofifonrtity and obedience, in the guest for 
academic achievement.

Finally, although it mbs staterl above that, in the male 
sample, Apathy-Withdrawal becomes more strongly related to 
underachievement as the bey progresses through Grade II, it would 
also appear frcm these results that in all three samples the 
acting-out, angry, defiant child, underachieves to a greater extent 
than the recessive, withdrawn ".'hiId, again in contrast to Kohn's
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findings. It may be that, if obedience and compliance are actively 
encouraged in th% classroom, and accepted as desirable qualities, 
then the acting-out child will be perceivsd by the teacher to be 
disruptive of classroom routine, and more of a nuisance than the 
withdrawn child. The relationship between the angiy, defiant child 
and the teacher may become increasingly negative, and the child's 
work nay suffer accordingly. Hcwever, it is also possible that the 
emotional disturbance of the acting-out child, especially the 
female, may be rrore disruptive to efforts to vrork and achieve than 
that of the withdrawn dhild.

To summarize, the results support hypothesis 1, in that the 
presence of emotional difficulties prior to school entry are 
strongly related to later academic underachievenent. Also, a 
result of great importance is that healthy social-emotional 
functioning in the preschool child is related to achievement in 
primary school. All of the four poles of Kbhn's scales correlated 
either positively or negatively with most of tlie 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 ana the Kohn factors 
for the male and female samples, thus confirming hypothesis 2.

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

•7.2.2 Hypothesis 3

This hypothesis states that Interest-Participaticn, 
Cooperation-Ccnpliance, Apathy-Withdr&val and Anger-Defiance are 
move significantly related to, and more predictive of, later 
academic performance than the variables in the Animal Crackers or
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the Dreyer and Haupt. tests.

A multiple stepwise regression 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 abovt ui the results section, this method allcws for the 
determination of the relative conu- .bution of a set of predictor 
variables on a single dependent variable, and enters these 
variables into a predictive equation m  an order correspording to 
their contributions. This technique, . '-eing both descriptive and 
inferrential, enables the hypothesis to be •‘ssted, 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. Altitough this statistical 
technique was atteipted for rale and female samples seperately, the 
relatively snail nunber in each sample dictated that the degrees of 
freedom 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 lew. However, it slrauld be 
noted that only social-emotional factors w  used in the 
regression analysis. If cognitive factors, su.-ii <i» intellectual 
potential, school raMiness tests of verbal and arithmetic skills, 
and other indicators of academic ability had been included ancng 
the predictors, the explained variance for both the Southgate 
Reading Test and the Young Mathanatics Test would undoubtedly liave 
been raised substantially.

In rrost of the studies reviewed in the first four chapters of 
this dissertation, tests of Reading, or Verbal Achievement, and 
Arithmetic Achievement, were the two criteria most often used to 
measure Academic Achievement. In this stuly, it was decided to 
adopt the same two criteria. It was felt that the formalized 
Southgate Reading Test and the Young Mathanatics Test, measured in



Grade I, vtould probably yield a more tliorough assessment of the 
child's ability in these two areas tiian the teachers' rating scales 
canpleted in Grade II,

It was noted in the Results chapter that, when using this 
technique, it is important that the independent, or predictor 
variables are also independent. That is, one may not use variables 
which are highly correlated with each other, nor ray one use an 
overall, or conposite test score together with the separate
component scores that rake up the overall score. Thus, for
example, one may not include the overall Animal Crackers score in 
the same regression as the five component scores. Therefore, the 
total Animal Cracxers 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 saine regression.

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

Regression A

Soutitgate Reading Test with the five scores of Animal Crackers, the 
five items from the Dreyer and Haupt test, and the two positive 
poles frcxn the Kdhn scales, namely Interest-Participation and 
Coqperation-Ccmpliance.

Regression B

Southgate Reading Test with the 
five Dreyer and Haupt items 
the Kdhn scales, namely Apati._

Regression C

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

mal Crackers scores and the 
-he two negative poles frcm 

al and Anger-Defiance.



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

Regression A

The prediction offerred fcy the independent variables was 
fairly lew, yet, as is previously discussed in the dissertation, 
even snail contributions to the explained variance cannot be 
regarded lightly. An equation which raised the explained variance 
by 2 percent was adopted, and contained four variables, all of 
which were significant at the 0.01 level. The contribution 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. Cboperation-Corpliancu by itself accounted for 10,7 
percent of the variance, while Interest-Porticipation accounted for 
2,4 percent. Jointly, they accounted for 13,1 percent of the 
variance. The Dreyer and r'ijpt Item accounted for 4,3 percent, and 
Purposiveness, from Anuta1 Jkers, accounted for 2,5 percent of 
the variance in Reading.

It is of seme concen t it Cooperation-Corpliance accounted 
for a larger amount of explained variance than Interest- 
Participation. tohn considered ihat although Ctopperation- 
Conpliance is tiie positive pole of Angar-Defiance, this behaviour 
is not always healthy or desirable. In his research, Kohn (1977) 
found that amounts of Gsoporation-Ccvnpliance and Angor-Defianae -nay 
be a function of the acliool oiivironinont anil the attitude of the 
teacher. He found tiiat over tiine, Cocpcr.ition-Caniliance predicte.1 
to Apathy-if i thdrawal, laryely as a result of the scliool 
environment.

A possible explanation for these results may be that 
cooperative-compliant children do better in a structural situation 
than the interest-participating child. Whereaa the interest- 
participating child may be using his cwn creativity and iniative



and not steadfastly following the pace dictated by the classroom or 
idle teacher, the cocperative-canpliant child is obedient, follows 
rules and regulations, and is well disciplined. The latter would 
appear to be ideal attributes for a formal testing situation, such 
as the Southgate Reading Test.

Furthermore the teaching methods in this country might be 
better suited to children who follow instructions and do not 
question the subject matter being taught in a curious or 
exploratory way. Assuming that this method of teaching 
predominates in our schools the te?' y well prefer to teach a
cooperative-ccr,pliant child, s, nuy upset the teaching
patterns and classroom routines 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.

.ever, it is encouraging that the Interest-Participation 
was al- found in the regression to be the third most potent 
predictor of reading. Ktihn felt that this was the healthiest pole, 
denoting aspects of creativity, curiosity and alertness, as well as 
active interaction with, and activity in, the classroom 
environment.

It is noteworthy that the i end and fourth factors in the
regression equation also irrply a : t/ and involvement within the
environment. The Dreyer and ' Item 1 denotes elements of
assertiveness and corpetitivene«... - v, ie Purposiveness concerns the
child’s ability to set up purr J'̂ r directing his behaviour. 
Albert fron Coq^eration-Cbmplianr:die other three factors in the 
equation all imply active, meaniigiui particiixition in the learning 
process.

Since the Kohn fcictors, Qxperation-Conpliance and Interest- 
Participation, were the first and third most potent predictors in 
the equation, hypothesis 3 was confirmed.



Regression B

Cmpared to the previous /esult, slightly less of the 
variance in the Southgate Reading Test was accounted for. An 
equation which raised the explained variance by 1 percent was 
adopted, and again contained four variables, all of which were 
significant at the 0.01 level. The contribution of the four 
variables accounted for 16,8 percent of the variance in Reading. 
The negative Ktihn factor, Apathy-Withdrawal, was very important, 
and alone accounted for 9,3 percent of the variance in Reading. 
Also important were Purpcsiveness, whitih accounted for 3,4 percent 
of the variance, I ten 4 from the Dreyer and Haupt scale, vjhich 
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 classroan setting. 7.is child retrains quiet and 
uninvolved in the classroan, rather than being curious, and 
interacting in a participating way. The teacher may attempt to 
entice 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 
th <  children who make themselves seen or heard, such as tiie angry, 
defiant child. Thus the acadanic problems of the witWrawn child.

This may also explain the finding with regard to the lack of 
importance of Anger-Defionce in the regression, since the emotional 
and acadanic difficulties of the acting-out child is more likely to 
be dealt with by the teacher. The unimportance of Anger-Defiance 
in tixis regression analysis was not entirely unexpected when taking 
into account Kohn's previous research. In two studies, Ktihn and 
Rosman (1972b, 1973) found that fcr boys, Anger-Defiance was not 
significantly correlated with the achievement cxiteria. It was



only established later that Anger-Defiance was significantly 
related to academic underadhiovement for beys and girls (Kohn, 
1977),

The other tiiree factors in the equation account for a similar 
amount of explained variance as the last three factors in 
Regi-’ssion A. They are also similar to these factors in Regression 
A, and are directly opposite to the corponents found in Apathy- 
Withdrawal, The Dreyer and Haupt Item 4 deals with creativity, 
curiosity and imagination, similar to the qualities found in 
Interest-Participation. Instrumental Acti’M.y concerns the dhild's 
knowledge of and ability to engage in instrumental steps leading 
towards established purposes. Other q.ial:t:es involved in 
Instrumental Activity are an orientation towards autonomous 
activity, and appropriates use of time.

The jjnportance of Purirosivsness was illustrated fcy the fact 
tMt it was the only factor whidh was included in both equations. 
This factor concerns the child's ability and preparedness, and 
knowledge of the correct procedures to became involved in, and 
execute various claasroan tasks, and an ability to set up purposes 
for directing his behaviour. The occurence of Purposiveness and 
Instrumental Activity in the equation illustrate the importance of 
active, directed, autonomous activity in the classroom.

Since Apathy-Withdrawnl wdb the nnst potent predictor in the 
equation, and accounted for by far the largest amount of explained 
variance, hypothesis 3 was confirmed.

Regression C

The only significant variable in tliis equation was 
Interest-Participation, fran the Kohn scale. It was significant
at the 0.05 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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Regressicn D

None of the variables 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 dependent variable, corresponds 
with the lade of significant results in the Pearson Correlations, a 
matter vriiicih was discussed earlier in the chapter. One
explanation for the higher number of correlations with Reading 
rather than with Mathematics, •n<3 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 Mathematics Test is unknown, and it 
appears as if it nay not present the researcher with a valid 
measurement of Mathematical ability. Hcwever, the regressions 
again emphasize 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 variance in Reading, namely 
Cooperation-Coirpliance, Apathy-Withdrawal ana Purposiveness. Two 
of these variables are Kohn factors. Thus, Hypothesis 3 was 
confirmed 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 : i degression D. Thus, no equations 
were adopted for these two regression analyses, and hypothesis 3 
was rejected for Mathematics. Hcwever, this result must be seen in 
the light of the criticisms of the Young Mathematics test.
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This study has established that a relationship between 
social-emotional functioning and acr-lemic achievement does exist. 
All 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 prtiblerts in primary 
school. The foundations of achievement and underachievement appear 
to be fairly well laid dcwn before the onset of formal education, and 
without scms form of intervention a tragic waste of potentially 
talented pup.-ls, who nay be experiencing certain types of social and 
eirotional difficulties, seems inevitable.

The interdependence of emotional and academic functioning 
highlights the importance of seeing the child frart a perspective 
which links the cognitive and intellectual development of the child 
with his affective arx3 interpersonal processes. Such a perspective 
is exemplified by the developmental-interactional model of education. 
This nodel stresses that the child's sense of carpetence 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 environment is a 
crucial initiator of the child's future ability to interact in a 
healthy way with his wild. "herefore, the school has a 
responsibility to identify the chi,.. s level of development arid to 
recognize the importance of the interaction between the environment



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 premote and foster a healthy developmental environment. 
For the parent, the nain 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 problems in the pupil.

The role of the teacher in the emotional detrain of the pupil 
has sometimes been a subject of con jroversy, and a vital question is 
who should take the responsibility of identifying, diagnosing and 
remediating an emotional problem in a child. Seme researchers have 
suggested that the teacher should attempt to recognize or diagnose 
symptoms of emotional difficulties in a pupil, and should institute 
therapeutic environments and form tiierapeutic 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. Mary of the teachers in this country reo 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 classroom order. There is also sane pressure on then from 
outside todies to look out for gifted children in the classrca.i, and 
to make the class stimulating for them. At the same time, the 
teacher is supposed to accept the slew child and avoid malting him 
feel inferior. Finally, the same teacher is supposed to identify 
children with learning disabilities.

This vould 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 emotional 
difficulties. One of the riost regarding aspects of this study was 
working closely with nursery and primary school teachers, and noting,
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almost without exertion the keen interest, regard and sensitivity 
that the teachers displayed towards all the pupils. It is suggested 
that the teachers vrould constitute extremely gocti and accurate 
referral agents.

Thus, the most constructive proposal would be for schools to 
etiplqy mare full-time clinical or counselling psychologists, and rake 
then a more integral part of the school systsn. They vrould have two 
major functions. These vould be the assessment ard diagnosis of 
children, and therapeutic intervention with those who have social- 
errotional difficulties. Since the academic efforts of children 
appear often to be hampered frcm Grade 1 onvnrds fcy social and 
emotional difficulties, it is suggested tha*- of tests,
assessing cognitive and social-emotional func -3 administered
by the psychologist to every class of child* try to school,
and that the child be assessed at intervals throughout school. Also, 
the class teacher ray refer any child vtfio presents with problaas in 
the classroom or playground environments to the psychologist.

Alx too often only the "symptcms", namely underachievement, is 
sore times treated unconstruct j vely and unsympathetically by teachers 
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 difficulties in the treatment of these 
children. It was noted previously in the discussions of the 
development of the self, achievement motivation, competence, Anger- 
Defiance and Apathy-Withdrawal, that nos’t writers see the parents as 
a crucial factor in the formation of these personality variables. It 
would seen as though if one is to attempt to treat children who are 
struggling in any of these areas the cooperation and participation of 
the parents would be crucial.

Mary parents have bacons slightly "misguided" in the 
ccnpetitive, achievement-oriented society which has beccme the norm, 
and ray have lost sight of qualities other than achievement, valuing
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the achievement rrore than their child (Peterson, 1980). They nay 
interfere with their child because of their lack of awareness of the 
developmental processes through which the child passes. As White 
(1972) has poignantly written "Attaining a sense of competence in the 
early years is no mean achievement. The human environment often 
seems little disposed to welcome it" (19/2, p215.) The presence of a 
school psychologist may hopefully alleviate this situation to sane 
extent. He or she may be able to instruct the parents, or give 
general talks on child development, and stress that each child 
develops at his own rate, according to his own pattern, and not 
according to chronological age or societal demands.

The emphasis has been laid on the appointment of clinical, or 
counselling, psychologists to be appointed in the school, since in 
this study the traits associated with underachievement appear to be 
core personality variables, such as low achievement motivation, a low 
sense of self, a lew sense of competence, and the areas dealt with in 
the Kohn scales, which, as observed, are often forerunners to more 
serious emotional disturbances in the child. It would appear that 
the remediation of such problems in the child nay well require 
therapeutic intervention by a trained clinician or counsellor.

Finally, although it has not beer, recartnended 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, 
assertiveness, and an active involvement in classroom activities) may 
lead to greats, school enjoyment and academic achievement.

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

In terms of education in the South African setting, there is a 
pressing need for research into the effects of early deprivation,



and the development of programmes to counteract the possible effects 
of this. A major challenge in the formulation of future research 
programmes is the development of an appropriate theoretical framework 
that takes into account all the influences in a child's life, as veil 
as the development of suitable, adequate tests for all the 
underpriviledged groups.

The theoretical model discussed in this present study, namely 
the developmental-interactional approach to the education of young 
children, has the advantage of being a continually evolving 
programme, that stresses the interaction between a child's social and 
ertotional growth, and the environment. This model could be used as 
an important starting point for examining education within a broader 
framework that incorporates all of the aspects of the child's 
development from all socio-economic and racial backgrounds.

Future research with children of other ethnic groups will be 
haiapered by the shortage of valid, reliable 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 ty the lack of research data 
on children in the black population. It will therefore also be 
important to accumulate a store of research data on other ethnic 
groups as soon as possible.

UMXTftTZCMS OF TOE STOP?

1) Perliaps the major limitation of this study was the use of the 
Goodenough-Draw-A-tlan test as a measure of intellectual ability, 
since this test remains essentially a test of non-verbal 
intellectual functioning. Unfortunately, no other 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. Hcwever, this, and imny 
other intelligence scales, cannot be used as a group test. As 
Anastasi (1968) notes, for 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 liy on any formal intelligence scale.

Hcwever, the Goadenough-DAP Test is suitable for preschool 
children, and in many ways tlie 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 studies as a measure of 
intellectual functioning, although it is often used as a 
supplement to other verbal scales of intellectual ability 
(Anastasi, 19G8).

2) In this study, as in many others, a measure of personality, in 
this case achievement motivation, was tested only cnce. It must 
be borne in mind that this type of variable is not static, but is 
changeable, especially in young children, and ideally sliould be 
measured on several occasions over a perioJ of time. Although 
this problem was overcane with the Kohn and Rostian, and the 
Dreyer and Haupt scales, where teachers rated children whan they 
had known very well over a period of time, the dravtoadk here was 
a possible "halo effect", where the teachers may have been unduly 
influenced ty & single favourable (or unfavourable) trait, whidh 
may have coloured their judgement of a child's other traits.

3) An inherent limitation of correlational data is that one can draw 
no specific conclusions about cause and effect between dependent 
and independent variables. Another problem is that the 
correlations obtained m y  be an artifact of a third conraxi 
variable, and thus interpretations made fran correlational 
metiicds must be made with sane caution.

4) In the two regression analyses in this study, a significant 
proportion of the variance was not accounted for. However, this



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 vould have been substantially raised.

5) The sample of the study 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 considerable benefits 
inherent in longitudinal studies far outweighs any such 
limitation.
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DESCRIPTION OP TESTS USED IK TOE STODY

A .1  TESTS OF SOdAL-EM^TICHAL HJHOTICMItP

A.1.1 Animal Crackers : A Tost of Motivation to Achieve

Animal Crackers measures achievement motivation in young
Children (Adkins and Baiiff, 1973). The purpose of this test is to 
provide information on five important variables of atihievement- 
uriented behaviour, 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 liypotliesiaed to be an essential component
of achievement, motivation. Although the nature of their interaction 
is not ccrrpletGly clear, all five ways of participating in the school 
situation aro regarded as essential to achievement motivation.

These five variables ares

1) School Enjoyments This variable attempts to ascertain whether 
the child ejects to enjoy working and accaTplishing in school. The 
degree to which the child expects pleasure frar achieving in school 
is reflected in items in which he indicates whether he likes to learn 
and whether he prefers certain learning activities to other
activities.

2) Self-Confidencet 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 child's self-image.

3) Purposivenesss The child's ability to set up purposes for 
directing his behaviour is reflected in this area. The items suggest



working towards future goals. A com on denatinator for these items 
might be an awareness of the future implications of present 
behaviour.

4) Instrumental Activity: Closely related to purposiveness of 
bekiaviour is the knowledge of and ability to engage in instrumental 
steps towards accomplishing established purposes. Itans in this area 
deal with an orientation toward autoncrrous activity, the appropriate 
use of time, and interaction with others.

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

Thus it may be seen that measurenent 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 
sound as their combination in the whole test, they do provide useful 
information on patterns of performance in children, The test can 
provide the researcher with Itnowledge of how a child feels about
himself in the school situation, and his image of himself.

Animal Crackers employs an objective-projective technique that 
requires the dhild to choose between alternative behaviours, 
describes verbally, that alecw differences in motivation. The 
behaviour is engaged in by a variety of animals. Bach test item 
consists of an illustration of two identical animals and two verbal 
descriptions of the animals' beliaviour. The child is told tiiat he 
has his "own animals", and that h. animals behave as he behaves. 
They like what he likes and they do what he does. The examiner
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.



A practice session of about 10 minutes was completed to provide 
training in the mechanical aspects of the task. The testing time 
ranged from 30 to 45 minutes.

The examiner was equipped with 1 Administration Booklet and 1 
Examiner's manual, while each child was equipped with 1 test booklet, 
1 pencil and 1 eraser. The diildren 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 planned so that the scheduled time did not 
conflict with special events, break-time, tea-time, etc.

Adkins and Ballif determined the reliability of Animal Crackers 
by the extent to which scores were consistent and accurate. Internal 
consistency was measured by reliability coefficients expressed as 
KR20s (Kuder-Richardson formula 20). They found that the KR20 
reliability coefficients for the 12-item corponent scores ranged fran 
0,65 to 0,82. For the total test, the KR20 reliability coefficient 
was 0,90.

Adkins and Baliff also made sate assumptions about the validity 
of Animal Crackers. They claim content validity through the 
construction of items in accord with general theory, and that 
interpretation of factors affordeo evidence for construct validity. 
Because Animal Crackers retained the theoretical basis of its 
P’ ‘decessor, a test called "Gunpgotikies", evidence for criterion 
validity was assumed in sane 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.I.2 The Dreyer and Haupt Caipetence Scale

An adaption of the competence schedule of Dreyer and Haupt 
(1966) was used in order to measure the teacher's appraisal of the 
child's competence. This same adaption was used by Strelitz (1977). 
Dreyer and Haupt (1966) used a structured doll-play interview,



presenting 5 social and non-social problem situations, dealing with 
such content as canpetition, independence and reaction to 
frustration. The situations were presented through a combination of 
verbal instructions and manipulation of the doll 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 this study a 
different technique 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 was 
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 liow the child felt about himself in the school 
situation. The teachers' answers were marked on a three-point scale, 
ranging from a ccrpetent response to an incompetent response. The 
following definitions, given by Haupt artl Dreyer, were used in the 
scoring:

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

Incompetence: The child is seen by the teacher as unable, or
incapable of handling the situation or problem by himself. tor 
example, he may walk away from the situation, or call the teacher for 
help in a way that clearly indicates his own feelings of incapacity, 
or he m y  insist that he cannot do it.

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

The C /npotence Scale was included in the Early Learning 
Project's teacher questionnaire, and was scored by the class



teachers.

A.I.3 The Kdhn Bating Scale

The Social Competence Scale is one of the two teacher rating 
instruments designed ty Kdhn and Rosnan (1972(a), 1972(b)) and Kdhn 
(1977), vMch focus on the child's overt classrocm behaviour, and his 
behaviour in the school setting. The Social Competence Scale was 
designed to assess a child's functioning in the preschool setting, 
and mare specifically a young child's mastery of the preschool 
environment, and the quality of his interpersonal relationships. The 
Social Competence Scale measures the whole range of functioning from 
health and disturbance and therefore permits discrimination not only 
of varying degrees of disturbance, but also of varying degrees of 
healthy functioning.

Factor analysis showed that the Social Competence Scale 
measured 2 major and relatively orthogonal 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 : Coqperaticn-Conpliance versus Anger-Defiance.

The Factor I dimensions reflect the use of opportunities 
available in the classrocm. The positive items indicate interest, 
assertiveness and involvement in classroom processes, and positive 
interaction v.-s.th peers. The negative items indicate -withdrawal from 
the opportunities of the classroom, lack of curiosity, passivity, and 
failure to elicit the cooperation of peers in carrying out 
activities.

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



and hostility.

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

Of the 64 items of the scale, the 20 items with the highest 
positive and negative loadings on Factors I an2 II of the Social 
Competence Scale, according to Kohn's factor analysis (Kohn, 1977) 
(Ktihn and Rosnan, 1972(a)), were used. It was felt that the teachers 
could not possibly fill in the entire list cf items for each child, 
as well as completing the extensive Early Learning Project 
questionnaire.

The Kohn Symptom Checklist was devised in conjunction with the 
Social Competence Scale. The Oiecklist 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, which are gener.lly considered indicative of 
enotional impair. Tent. The Symptan Checklist measures only varying 
degrees of pathology, vAiereas the Social Ccnpetence Scale measures 
the whole range of functioning fron health to disturbance.

The Symptan Checklist also measures two major factors. These 
two factors cover types of functioning similar to the negative poles 
of the two factors of the Social Ccnpetence Scale. The two factors 
are unipolar, and are labelled:

Factor I : Apathy-Withirawal 
Factor II s Anger-Defiance

Factor I items denote passivity, withdrawal and inhibition of 
functioning, while Factor II items cover feelings of anger, hostility 
and defiance.



Of the 49 items in the scale, the 10 itans with the highest 
loadings on Factors I and II, according to Kohn's factor analysis 
(Kcbn, 1977, Kohn and Rosran (1972(a)) of the Symptom Checklist, were 
used. As previously stated, it was felt that the teachers were 
already overburdened with civ amount of questionnaires required to be 
conpieted. Validity of long questionnaires ray be in doubt.

In via# 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 scores from 
the two scales. The same procedure was carried out in this study.

Therefore, following Kohn and Rosnan (1972a), and Kohn (1977), 
for the purposes of this study the two scales were ccrrbined into one. 
The thirty items used in this study were listed in two of Kohn's 
publications (Kohn and Bosnian, 1972a? Kohn, 1977).

As could be expected frcm the apparent similarity across the 
Sympto.i Checklist and Social Competence Scale dimensions, when Kohn 
(1977) Treasured the magnitude of their linear correlations, he found 
that the corresponding Factors were highly correlated. The 
correlation for Factor I was -0,75, and for Factor II was -0,79. 
(High Soc'.al Comrtetence scores indicate high competence, vAiereas high 
Symptom Checklist scores indicate a large number of negative 
symptoms.) The correlation between Factors i and II on both 
instruments 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 Competence Scale combined). The correlation was 0,82. The 
interrater correlations between pairs of teachers were 0,73 for both 
Factors of the Symptan Checklist, and 0,77 and 0,80 for Factors I and 
II respectively on the Social Competence Scale.

Validation of the Syrrpton Checklist and the Social Competence 
Scale was found with high correlations with both the Peterson Problem



Checklist (1960) and the Schaefer Classroom Behaviour Inventory 
(1965). The median of the correlation between the corresponding 
instruments and the Kchn Scales was 0,78.

A.2 TESTS OF 00GNHTVE KJHCTIOmiS 

A.2.1 Young Group Arithmetic Test

This is a simple test of mathematical understanding designed 
for administration to children of a wide range of ability fron the 
ages of 6.6 years to 8.6 years. Norms are provides fron below 5.6 
years to 10.2 years. No reading is involved as the test is orally 
flAnini Stared.

The test was administered iniividually. Scoring was followed 
according to the criteria set dcwn in the manual. One half of the 
test (the front page) was administered before the mid-rooming break, 
and the second half (the second page) immediately after the break.

The first half of the test is divided into two sections, an 
oral and a ccrputation section. The oral section consists of fifteen 
items. The question is read slcwly and distinctly, and seven seconds 
are allowed before the next question. The questions consist of a 
series of pictures of objects (apples, boats, cups, etc) and the 
child is asked a question about the Mriber of objects in the picture, 
or hew many are missing, etc. The computation section consists of 
fifteen items, which involve the addition of two numbers. 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 
confutation items, involving subtraction.

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



A.2.2 Southgate Group Reading Test t Test 1

The Southgate Group Reading Test is a test for the objective 
assesanent of reading abilities 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 fzati two main limitations. Either they are individual 
tests, or if tiiey are group tests, their norms do not extend far 
below a reading age of seven years.

This test is envisaged as a preliminary survey of reading 
ability. It provides the tester with a simple, speedy and reliable 
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 itets in olve selecting a word to natch the 
picture named by the tester. The child is required to find the 
correct word, out of 4 possible alternatives, corresponding to the 
picture shewn, and draw a ring around it. In the other 14 items, the 
child has to underline one word dictated ty thn tester, frctr. a set of 
5 words. The child begins with 4 practice items, during which the 
tester helps the child, and makes sure that he has drawn a circle 
around 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 children are seated, facing the tester, each with a pencil, and 
spread out so that copying is impossible. If a diild draws a ring 
around 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 uord that he really wants. If a child says that he 
cannot find a word, the tester tells him to leave it. A chil’1, who is 
a poor reader will be unable to find many of the correct words 
towards the end of the test, if the tester sees that a child is in 
difficulty, he should tell tht 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 carpriaes raw scores from 5 to 
27. Fran the raw scores, reading ages can be obtained. The reading 
eges vary fron 5.9 years to 7.9 years. (Southgate feels that the 
test will be most useful for children between 6 and 7.S years old.)

Pumfrey {1976) states that this test has been used extensively 
in national and local surveys in England. He, like Southgate, 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 Brinter and Dunn English Picture Vocabulary Test

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

The E.P.V.T., Test 1, was designed for children from 5 years to 
8 years 11 months, 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 fron most vocabulary, and verlal tests, is that it does not 
require the child to have any reading attainment, and is therefore 
functionally independent of reading skil: (Pumfrey, 1976)• The test 
can thus be administered irrespective of any reading skill displayed, 
and can give information on the child's degree of verbal 
corprehension, v*uch is diagnostically 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 verbal 
ability is required, and Brimer and Dunn feel that the test possesses



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 itens, preceded fcy 3 
practice items. Each test item is constituted by a page of 4 
numbered pictures, and a word spoken by the tester. The subject must 
tell the tester the number of the appropriate picture, or simply slraw 
the tester the appropriate picture.

There is no tire limit for the testing, and testing proceeds at 
the rate set by tlie subject. The child should be seated comfortably, 
facing the tester, 'me tester should adjust his position so 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 confortable 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 obtained by subtracting the nutber of errors in the 
test, up to and including the ceiling item, from tlie number of the 
ceiling item.

Standard scores are provided for tlie test. They are 
numerically like intelligence quotients, but are not derived from a 
ratio of .(ental age to chronological age. They are normalized scores 
with a mean of 100 and a standard deviation of 15. Tlie standard 
score relates a particular child's performance to that of a child of 
the same dironolcgical age on whan the test was standardized.

The standardization vas carried out on samples of 3240 and 3034 
Wiltshire children, selected so as to ensure close agreement with 
English national characteristics. Pumfrey (1976) feels that tlie 
internal consistency reliabilities of the test are fairly high, from 
0,37 to 0,89. Re-test reliabilities are to be published soon. He



feels that the content validity is adequate, 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 Gooderough Draw-A-Perscn Test

The Goodenough Draw-A-Person test was developed in 1926. 
Harris (1963) felt that of the many intelligence tests, the 
Goodenough Draw-a-Man was perhaps the most unusual in basic 
conception, brevity and general convenience. It has been widely used 
to survey the intellectual status of young children, to study 
children with hearing handicaps, suspected neurological deficiencies, 
and severe intellectual and conceptual deficiencies. It had also 
been used to stuiy personality, delinquency and adjustment problems. 
It is also part of the Aston Index, a battery of tests designed to 
assess learning disabilities.

Emphasis is placed upon the subject's accuracy of drawing a 
human figure, rather than on any artistic skill, and items are scored 
for the inclusion of ocdy parts. Hwever, the scoring guide is not 
only for large body parts, such as head, trunk, arms and legs, but is 
also 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 impossible to test all the children on an irxiiviaual intelligence

As regards group tests, it was felt that there were 
disadvantages with conventional intelligence tests. As noted by 
Anastasi (1968), individuals unaccustomed to testing may be somewhat 
disadvantaged and handicapped on group tests, (It must be noted that 
children from certain of the nursery schools had been exposed to



extensive testing, while Children frcm otlier nursery schools had 
experienced no testing.) A test such as a group intelligence test 
can be a nuch stranger experience for a preschool child than for one 
with months or years of school experience. Moreover, preschool 
children are likely to be difficult to test as they have little 
interest in their performance, follw their own impulses and are 
difficult to coerce. In conclusion Anastasi (1968) points out that 
the testing of preschool children presents nary problems in 
administration and scoring, and she feels in general that all tests 
designed for preschool children ought to have individual 
administration and scoring, and requires a specially trained 
examiner, who is alert to signs of fatigue, drowsiness, fear, 
inattention and other adverse conditions.

Tv. was felt that a drawing test v.ould minimise these effects. 
As Burns and Kaufman (3.972) point out, most children love to draw, 
and most 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 Pdit-half, and scorer, reliability, Readministration of the 
test showed no significant difference in performance on different 
days. Examiner effect, and the effect of art training were found to 
be mini pal. Motor coordination was also found to play a negligible 
role. The majority of correlations with other intelligence tests 
were found to be over 0,50 (Anastasi, 1968). McCarthy (1944) claims 
a good degree of validity for the DAP, with a correlation of 0.74 
with the Stanford-Dinet. She feels that it is attractive as both a 
clinical and a research tool.

Fear reasons of space, only the protocols of the tests of 
social-enotional functioning are given in the following Appendixes. 
The tests of cognitive functioning are lengthy, and are also readily 
available.

Only certain items frcm the teacher rating scales ware used in 
this study.



ANIMAL CRACKERS TEST ITEMS

The alternatives for each item should be read with equal animation and appropriate 
emphasis, indicated by the underlining of certain words. Horde that are underlined 
once should be read with uaderate emphasis; those underlined twice should be read 
with heavy emphftais. NOTE THAT THE RESPONSE POSITIONS INDICATED HERE IN THE 
EXAMINEE'S MANU/Z ("RIGHT" OR ''LEFT" DESIGNATION IN PARENTHESES PRECEDING EACH 
RESPONSE ALTERNATIVE) REFER TO THE CHILD'S RIGHT OR LEFT— THE OPPOSITE OF THE 
POSITIONS IN THE ADMINISTRATIOR BOOKLET, ON THE ITEM CARD, AND IN THE "DIRECTIONS 
FOR GROUP ADMINISTRATION" IN THIS MANUAL, WHICH REFER TO THE EXAMINER'S RIGHT OR

1. (left) This bear shows its school work to che teacher.

(right) This bear hides its school work,

2. (left) This penguin colors a picture as fapt as it can.

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

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

(left) This pony plays when it should be reading.

4. (right, This puppy is slow getting c«adv for school.

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

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

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

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

(right) This lion writes with no help.

7. (right) This monkey thinks puzzles are too hard.

(left') This monkey can put puzzles tocetheg.

8. (left) This rabbit likes to spend the day at school.
(right; This rabbit likes to stay at, home.



9. (right) this kitten feuds its pet every day.

(left) This kitten forgets to feed its pet some days.

10. (left) This elephant tries to catch the ball.

(right) This elephant lets the ball roll away.

11. (left) This duck looks outside when the teacher writes on the boatd

(right) This duck watches when the teacher writes on the board.

12. (right) This giraffe always does its best.

(left) This giraffe does its best when someone is watching.

13. (left) This bear tries to learn a new dance..

(right) This bear keeps on doing an old dance.

14. (right) This penguin asks the teacher what it must do to finish its work.

(left) This penguin knows what it must do to finish its work.

15. (right) This pony wants to come to school tomorrow.

(left) This pony wants to stay at home tomorrow.

16. (left) This puppy knows the way to the store.

(right) This puppy wants someone to show the way to the store.

17. (left) This lamb stops playing If it does not win.

(right) This lamb keeps on trying to win.

16. (left) Tills lion llkeb school a little bit.

(right) This lion likes school very much.



19. frfyf-tt.' Thia

(left) This

20. (right) This

TMa

21. (right) This

(left) Thlg.

(right) M l

(left)

(lef-i)

(right) Ihie

24. (right) This

(left) ThiB

25. (left) This
(right) This

26. (left) Thia

(right) This

27. (right) This

(left) This

26. (left) This
(right) This

) little to hit a ball.

40
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23. (left) Something bad will happen to this lamb.

(right) Something xooC will happen to this lamb.

30. (right) This lion stops t • look at its work to be sure it Js right.

(left) This lion hurries to finish its work as fast as it can.

31. (left) This monkey tells its friends that schooj. is hard work.

M -  ) This monkey tells its friends that school is fun.

32. (left) This rabbit knows it can tel-" a funny story.

(right) This rabbit does not know if its story is funny.

33. (right) This kitten puts the puzzle piece anywhere.

(left)  ̂This kitten puts the puzzle piece where it fits.

34. (right) This elephant tries again if its work is net right.

(left) This elephant stops trying if its work is not right.

35. 'left) This duck tries to write.

(right.) This duck watches the oilier one write.

36. (’right) This giraffe does good work in school.

(left) This giraffe does not know if its work is good or bad.

37. (r -»>!':) This beat's mother tells it what -o take to school.

(left) This bear knows what it should take to school.

38. (right) This penguin does not know what it will make with clay.

(left) Thf.a penguin tells the others what it will make with clay.

*9-1.



39. (left} 

(right,

40. (left)

(right)

41. (left)

(right)

42. (left)

(right)

43. rZe/tJ

44. (right) 

(left)

45. (right) 

(left)

46. (right) 

(Uft)

47. rze/t; 

46. rzeft;

This pony kaeps its flower to show the others.

This pony throws its flower away.

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

This puppy writes again if it cannot write its name.

This lamb likes to sit far from the teacher.

This lamb likes to sit near the teacher■

This lion can do what the teacher savs to do.

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

This monkey cannot find the things it makes.

This monkey keeps the things it makes.

This rabbit starts to paint a picture with the first color

This rabbit looks for the right color to paint a picture.

This kitten is working.

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.

Thin giraffe does what the teacher says to do.
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deft} This pony keeps its flower to show the others.
(right) This pony throws its flower away.

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

(right) This puppy writes again if it cannot write its name.

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

(Hght) This lamb likes to sit near the teacher.

42. deft) This lion can do what the teacher says to do.

(right) This lion asks the teacher to show it what to do.

43. deft) This monkey cannot find the thi> • • : makes.

(right) This monkey keeps the things it tuskes.

44. (right) This rabbit starts to paint a picture with the first color 
it sees. — -■

deft) This rabbit looks for the right color to paint a picture.

45. (right) This kitten is working.
deft) This kitten is lookine around.

(right) This elephant thinks its clown is good.
deft) This elephant wonders if its. clown is good.

47. deft) This duck tries to do things well.
(right) This duck docs not care if it does things well.

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



49. (right) Thia bear can only do things if the teacher helps■

(left) This bear can do some things by itself.

50. (right) This penguin is tired of going to school.

(left) This penguin is glad it goes to school.

51. (right) This pony watches the teacher show how to do something.

(left) This pony looks around when the teacher shows how to do

52. (left) This puppy t-ies harder when it does poor work.

(right) This puppy thinks all its work is the same.

53. (left) This lamb stops trying if there is no prize.

(right) This lamb keeps on trying even if there is no prize.

54. (right) This lion can dress itself.

(left) This lion needs help getting dressed.

55. (right) This monkey likes to play outside when others read.
(left) This monkey likes to get books to read.

56. (right) This rabbit is tired of its toy and leaves it.

(left) This rabbit thinks of a new way to play with its toy.

57. (left) This kitten works hard to learn to read.

(right) This kitten will learn to read only if it is easy.

58. (left) This elephant never wins a game.

(right) This elephant sometimes wins a game.

something.



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

(right) This duck can learn to write numbers.

60. (right) This giraffe likes to learn some of the time. 

(left) This giraffe likes to play all of the time.
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DREM5R AND HftDPX QCMPgTEKCE QUEgTlCftWRIRE

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

1. ______________ _and another child are playing with a bat and
ball. They appear evenly matclied in skill and control. Soon, 
however, child X calls out: "I'm better than you. I hit more
than you".
I That would_______________do in such a situation?

2. Child X and________________ are both pulling at a ladder, each
screaming loudly: "I had it first".
What would do in such a situation?

3. _______________ is working on a task. Child X has been easing
him by telling lum how silly he is.
What would_______________do in such a situation?

4. The teacher brings a collection of boxes of different sizes, 
shapes and colours etc, to school, and puts then on the table. 
Wliat vrould_______________ 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?



RATING CRITERIA 

Rate each child on a five point scale as defined below

4 5
never or 
hardly ever

sometimes about half 
the time

usually almost all 
of the time 
or always

1) Child gets others interested in what he's doing
2) Child Tonifests interest in many and varied types of things
3) Child displays enthusiasm about vrork and play
4) Cnild can give iiieas to other c M  Ulren as wall as go alony witii 

their ideas
5) Child is able to express his cwn desires or opinions in a group
6) Child has difficulty getting tho attention of the group
7} Child demonstrates little interest in tilings and activities of 

his environment
8) Child fails to secure cooperation vtften he has to direct

activities
9) Child is at a loss without other children directing him or 

organizing activities for him
10) Child spends time sitting around, lodging aroutvl, or wandering 

around aimlessly
11) Cnild coqjerati-B with rules atu regulations
12) Child respcnxly with imna.lisito «.vjtpli;mcu to teacher's

directions
13) Child is aole to accept teacher's ideaa and suggestions for play 

or ways of ploying
14) Child makes transition freni one activity to the next easily
15) Child puts things away carefully
16) Child disrupts activities of others
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17) Child expresses open defiance against teacher’s rules and
regulations

IS) Child is hostile an2 aggressive with other children (teases, 
taunts, bullies, etc.)

19) Child tries to prevent other children frcm carrying out
routines

20) Child quarrels with other duldren
21) Keeps to himself; remains aloof, distant
22) Pails to p!ay with other children
23) Fails to take part in activities unless urged
24) Has a mournful, downcast expression, looks solemn, seldom 

smiles
25) Stares blankly into space
26) Gets angry when interrupted at play by adults as part of normal 

routines (not punishment)
27) Treats other children with deliberate cruelty; bullies other 

children or hits or picks on than
20) Screams, bangs objects, etc., when angry, irritated or 

frustrated
29) Fails to ctoey or follow instructions or directions of adult; 

"talks tack" to adults
30) Gets angry or annoyed when addressed by adult, even in a 

friendly ;tanner (not reprimand)
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All information is for Research purpose; only and is strictly 
confidential.

EARLY LEARNING PROJECT
REPORT ON CHILDREN FOR GRADE I. 1979

HAMS OF CHILD:____________________________________________
INSTRUCTIONS: Please complete this form in respect of the 
abovementioned child. We realise that Schools have different 
headings under which they report on their children's progress.
We would appreciate it if you used just those headings that apply 
to your school. Any additional or alternative headings which 
you use, may be added in the spaces provided.
Please fill in the results in terms of the code that you usually 
use (e.g. 1-Very Good, 5-Weak), but kindly indicate the code 
being used in the space provided below.
f you don't have the Information for any of the headings provided, 

it is quite in order for these to be omitted.
Thank you very much.

SCHOLASTIC PROGRESS 
1. riULISH 

(a) Reading

2 -5

Comprehension
Technique
Independent Reading

(b) Written Work !
Spelling
Creative Writing 1
Written Language

(c) Orel
Speech i
Conversation Skills |
Language Structure |
language Understandingj T™  .

..... I" '

?. AFRIKAANS

Kondeling
Taal en Op'stel ,
Spel en Biktee



; HTHEriATics
Term Perm eerm

Mental Arithmetic
Written Arithaetic
Maths. (Alrebra, Sets Etc.)

KriBREVJ
Siddur
RVadlng
History-Laws & Customs
Chuaash

Written^

5. Health Bducation/Biology
e. Nature iltudy/otudy of 

Environment
7. .irts & Crafts
8. Handwriting

Religious Instruction

FERtiUHAL SKILLS fer. Term

Self Confidence
Independence
Co-opsration with Class 
Mates and Teachers
"Hrtioipation in School

Attention/Concentration
Interest in Music
Perseverance
Interest in Physical 
Activities
Interest in Manual 
Activities
Eagerness to Lenrn

SCHCOL ATTENDANCEtDays Absent_ 
FASS/FAILi

One of Below Averc*se Above One of
Poorer Average Average Best
•Students Studmt

REMARKS: (Special Achievements, 
Teacher Oomnents Ltc.)

ADDITIONAL Hi'.ADINGS:
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EARLY LEARNING PROJECT 
TEACHER RATING SCALE

I'aae of Childs__
rfs-ae of Teacher:,

Deer Teacher,
Th-i child (children) we are asking you to rf'te is (are) part of 
a itxtvly on Early Learning initiated two years ago. We are 
curre7it,> evaluating their progress, and would be most grateful 
for yen.: eo-operation.
1. rief-sfc indicate your impression of

on Mot. of the items below. Do so by placing an ’X1 at the 
point corresponding to the description you select in each cane.

2. Please put jour 'V at one of the f.-.ve poles only.

In relation to the rest of his/her class, how would you 
as-'.ess his/her reading ability.

Average OR
(Somet.tmes 
adequate, 
sometimes not)

2/....



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

Average OR
(Sometimes 
adequate, 
sometimes not)

difficulty, or new situation arises, how

Totally 
unable to 
handle the 
problem or 
situation 
(e.g. cries, 
runs for help, 
is aggressive or 
makes situation

Tends to 
handle it 
poorly; is
defensive or 
aggressive

Is inoonsis-
sometimes 
handles it 
poorly, some~
adequately

Tends to 
handle it
construct-
effectively

Generally 
handles it by 
himself/herself - 
very effectively, 
constructively 
and appropriately

How well does (s)be get on with classmates?

! .
Hxtremely
poorly;
.has no friends/ 
..s very isolat- 
ed/£et3
peoples' backs 
up)

Rather Does get Rather Extremely
poorly (has on well with well( (s)he well (people
few friends; some child- has good seek his/her
does not ren7 but not friends; friendship;
keep them for others; (s)he relates (s)he has
long) may h-sve a quite well) good friends;

friend relates very
well)

5. To what extent does (s')he obey classroom rules?

bxtremely 
dih -bedient/ 
uz.c.-operative

Tends to be 
disobedient 
& unco­
operative moot 
of the tims

Is incon- Tends to
sistent; co-operate
is some- & obey the
times .mles most
co-operative, of the time 
other times

Extremely 
co-operative 
& obedient

P.T.O. 
3/....
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