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ABSTRACT 

The purpose of this study was to examine the 

relationship between high school interscholastic athletic 

team participation and self-esteem when considering three, 

inde"es of academic achievement. A self-report student 

survey was designed to elicit demographic and academic 

achievement information, including gender, ethnicity, grade 

point average, number of missed school days, and number of 

behavioral referrals during the last school year. 

Additionally, the Rosenberg (1965) Self-Esteem Scale and the 

Savin-williams and perno (1983) Self-Esteem Inventory were 

incorporated to measure levels of self-esteem. The sample 

included 477 seniors from two comprehensive high schools in 

southwest Arizona, evenly split across gender and athletic 

status (participant and non-participant). 

Analyses of the data indicated that both the Rosenberg 

and Savin-Williams self-esteem measures yielded similar 

results in that males scored significantly higher than 

females on the self-esteem measures, and that students 

participating in high school interscholastic athletics 

scored significantly higher than did non-participating 

students. In examining the data when considering the 

indexes of academic achievement, females, on average, have 

higher GPA's than males, and high school athletes have 



significantly higher GPA's than their non-participating 

peers. Results also reported that males miss fewer school 

days than females, and athletic participants miss 

significantly fewer school days than non-participants. 

Additionally, on average, males receive more behavioral 

referrals than females, and again, athletic participants 

scored significantly better than non-participants as they 

also receive fewer behavioral referrals. 

10 

In knowing that self-esteem differences exist, 

additional analyses focused upon the indexes of academic 

achievement while controlling for these known self-esteem 

differences. Results indioated that when factoring out the 

self-esteem differences the same results were maintained. 

students participating in high school athletics have higher 

self-esteem scores, maintain higher grade point average, 

miss fewer school days, and receive fewer behavioral 

referrals. 



11 

CHAPTER ONE 

INTRODUCTION 

Research directed toward examining the role and 

function of high school interscholastic athletics and its 

place in the high school curriculum has repeatedly 

documented the vital link between athletic participation and 

a successful high school experience. The competitive spirit 

and the desire to win, which are learned on the playing 

fields, are carried over into the classroom. In the 

National Association of Secondary School Principals (1986) 

conference address, the body affirmed that interscholastic 

activities are: 

Laboratory courses in human relations, as well as, 
physical and emotional development, and further 
more, even the most severe critics of activities 
usually agree on the generally inherent and 
recognizable educational benefits resulting from 
participation, including such basic values as 
self-discipline, hard work, learning to win and 
lose, competitive spirit, teamwork, group problem 
solving, sense of self-esteem, self-con~idence and 
pride in accomplishment. 

Despite these positive outcomes the myth about high 

school athletes, as well as college athletes, being "dumb 

athletes" has perpetuated and been expounded upon in 

countless reports and articles (Reith, 1989). Current 

research is now indicating the fallacies of this glorified 

perception. Recent research now dispels the "dumb athlete" 



myth and supports the many educational benefits of 

participation in high school athletic programs (Reith, 

1989). 
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The preponderance of research indicates that such 

benefits fall in the areas of academic achievement: increase 

in school attendance: citizenship and success later in life: 

and educational aspirations, expectations, and attainment (~ 

Case for Actiyities, 1986). The current strain on the 

public educational dollar intensifies the consideration of 

reducing or eliminating high school athletic programs. 

However, the educational benefits derived from participation 

in these programs magnify the need for public recognition, 

and the need for educators to further the public's awareness 

and support of athletic programs (Durbin, 1986). Executive 

Director Brice B. Durbin, of the National Federation of 

state High School Associations (1981) stated, "Nationally 

over one-half of the high school student population 

participates in high school student activity programs for 

approximately one percent of the total school budget, 

obviously the best value in public education today"(p. 7). 

Among those who contend that the interscholastic athletic 

program should be an integral part of the overall secondary 

school program is T.H. Bell, former U.s. secretary of 

Education: "Interscholastic activities programs are 

essential to the education of most youth, and therefore an 



13 

integral part of the high school curriculum" (Bell, 1984, p. 

3). (For the purpose of this study it is important for the 

reader to undez:stand that while "interscholastic activities" 

connotates a broad concept and the term "interscholastic 

athletics" is a more specific concept, both will be used 

throughout in order to provide the reader a more coherent 

discussion of the topics.) 

High school extracurricular activities are often 

referred to as "the other half of education". Potter, 

Wandyilak, and OlHanlon (1978) maintained; 

Interscholastic athletics have the potential for 
being an exceptional educational tool. The 
excitement, competition, and social opportunities 
they can provide offer a special way to help 
adolescents of both sexes reach many of the goals 
commonly held for the secondary school (pp. 52-
53) • 

The inherent values of activity programs are concisely 

highlighted by Durbin (1981): 

1. National surveys reveal that students participating 

in high school activities are more likely to have higher 

academic averages and far better attendance records. 

2. Of the students who drop out of high schools, 

ninety-four percent have not been involved in school 

activities. 

3. The best predictor of success later in life, 

according to ACT and SAT studies, is previous participation 
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in high school activity programs; not high school or college 

grade point averages, test scores, or class rankings. 

4. Generally, participation in activity programs 

teaches values that make children happier and better 

citizens, builds strong minds and bodies; emphasizes that 

competition is healthy; that race, ethnicity, sex, and 

economic status are not obstacles for participation; and 

finally, instills poise and confidence. 

It is apparent that a strong case can be made for the view 

that high school activities are in fact "the other half of 

education". 

A new wave of academic reform making an impact on 

interscholastic high school athletic participation and other 

extracurricular activities is sweeping the country. Varying 

types of "no pass - no play" mandates are now in effect in 

many states. For example, west Virginia requires students 

to maintain a "c" average; Florida's legislature has 

mandated that students maintain a 1.5 (C-) grade point 

average; and the Idaho Board of Education requires that a 

student must attend at least 90 percent of scheduled classes 

and be marked absent if they are out of class for an 

athletic activity. In Iowa, a student athlete must earn 15 

credits toward graduation in the preceding semester and 15 

hours of required courses to be eligible. Alaska requires 



student athletes to have at least a "D" in all the courses 

in which they are enrolled '(Soltz, 1986). 
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Legislative efforts have also been initiated in this 

arena. In Texas, the Texas Select committee appointed by 

the Governor, recommended that student activities be 

restricted to after-school hours, and a special session of 

the legislature in 1985 passed their controversial "no pass 

- no play" rule which bars students from activities for six 

weeks if they receive one failing grade. The Texas Supreme 

Court has upheld the rule in the case of Chris stamos v. 

spring Branch Independent School District (1985). In 

addition to the "no pass - no play" provision, students may 

not miss anyone class more than 10 times, and practices 

must be limited to eight hours a week in any single activity 

and to a total of 20 hours weekly for all activities 

(Jo~kel, 1986). The State Legislature of Arizona also 

passed its version of the "no pass - no play" rule effective 

in the fall of 1989 which requires students to pass all 

classes in which they are enrolled (A.R.S. 15-705). Kansas 

requires its athletes to pass five courses to maintain 

eligibility, and Montana requires a "c" average to 

participate (NASSP, 1986). Many of the above guidelines 

also include a restriction which requires having to pass all 

classes in which a student is enrolled to be eligible for 



participation in high school interscholastic athletic 

programs. 
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As reported in ~ Practitioner (1986), these stringent 

mandates, which have been enacted by state legislators, and 

which have eliminated hundreds of students from 

participating and benefiting from this experience, are 

generally viewed by local schools and school districts as 

irrational, punitive, and self defeating. In some cases, 

these policies are controversial and have far reaching 

implications (Joekel, 1986). In Prince George's County, the 

Maryland School District has required students to earn a "c" 

average to participate in outside activities. As a result, 

39 percent of the district's high,school students, some 

14,000 have been declared ineligible. springfield, 

Massachusetts, in February 1985, implemented a rule 

requiring stUdents to earn a "c" in each major subject in 

order to participate. The rule reportedly rendered 52 

percent of one high school's students ineligible to 

participate in sports or school-sponsored clubs. Charleston 

County, South Carolina has enacted a rule that declares 

ineligible those students who fail one required course. 

Nearly one half of the high school students are ineligible 

to play sports or join school clubs as a result. In Los 

Angeles, California, where a "c" average, no fail, 

requirement was instituted I 10,000 students f or an estimated 



15.4 percent of those enrolled in the city's schools, were 

dropped from student activities (~ practitioner, 1986). 
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These "elevated" eligibility standards are being 

questioned by the educators who deal with the students on a 

daily basis - principals, assistant principals, athletic 

directors, coaches, minority commissions, and 

superintendents (Paulsen, 1989). Most concur that the "e" 

average is acceptable; th~ '~no fail" provision is not. In 

opposing the "no fail" provision, educators realize that a 

standard is needed, but it has to be reasonable. Many 

people believe that all a student has to do to pass a class 

is to have a warm body, attend class, and turn in the 

assignments. This is a myth. According to Paulsen (1989), 

teachers have increasingly been held accountable for the 

grades they give and a grade indicates minimum proficiency 

in the subject matter. Further: Paulsen (1989), maintains 

that the problem is in designing a rule that is determined a 

reasonable, acceptable minimum standard below which the 

student cannot go. "Reasonable and acceptable are the two 

critical words" (Paulsen, 1989, p.67). The purpose of a 

standard is obvious: to motivate a student athlete to 

achieve a certain academic level or else have something very 

important taken away from them. The question is, are the 

rules intended to penalize a lack of proficiency or a lack 

of effort? Do students who ara legitimately trying to pass, 



but cannot, comprehend this? It is in this gray area that 

our educators believe the "no fail" rule has failed. 

According to Ryan (1989), "Educators understand that some 

students do not make an effort and deserve to fall. But 

there are also students who do try, but fail, because they 

just cannot understand the subject" (p. 126). 
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The message that a failure is unredeemable does not 

recognize the important lesson learned from trying to 

overcome failure. Two teams play, one wins, one loses - and 

society determines the loser a failure. A teacher grades on 

a curve and pre-determines that a certain percentage will 

fail. A student performs at an acceptable level in five 

classes, but flunks one - the rule labels him a failure and 

removes him from participation. In fact, the student .i.s not 

a failure and the lesson to be learned of turning failure 

into success is negated by the "no pass - no play" rule. If 

the purpose of the "no pass - no play" rule is to motivate a 

student to work harder, and he does, but falls a step short, 

that motivation is lost with the ineligibility. Ryan (1989) 

concludes by stating, liThe mental, physical, social, 

emotional, and psychological skills and benefits that are 

associated with participation in high school athletics is 

taken away from these students ruled ineligible ll (p. 68-69). 

One of the purposes of this study is to view the 

benefits of high school interscholastic athletic team 
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participation and to consider these possible benefits in 

evaluating the elimination of athletic participation for our 

high school students. Certainly, much must be done to 

dispel any current myths, and to lend support and 

justification to those individuals, schools, and school 

districts in their battle to maintain high school 

interscholastic athletic programs for all students. 

Research Questions 

The following questions provided direction for this 

study: 

1. Is there a relationship between self-esteem and 

participation in high school interscholastic athletics? 

2. Is there a relationship between grade point average 

and participation in high school interscholastic athletics? 

3. Is there a relationship between the number of missed 

school days and participation in high school interscholastic 

athletics? 

4. Is there a relationship between the number of 

behavioral referrals and participation in high school 

interscholastic athletics? 

5. Other than self-esteem, is there a relationship 

between academic achievement and participation in high 

school interscholastic athletics? 



Assumptions 

For the purpos~ of this study, the following 

assumptions were made: 

1. The schools selected were representative of high 

schools in general. 
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2. The sample was representative of Arizona's student 

population. 

3. The Rosenberg (1965) Self-Esteem Scale and the 

Savin-Williams ~ ~ (1983) Self-Esteem Inyentory were 

reliable and valid measurement tools. 

4. The students provided accurate information and 

honest responses to the student survey. 

5. The teachers participating in the study required no 

special training to function as administrators of the 

survey. 

Definition of Terms 

For the purpose of this study, the following terms are 

defined: 

1. Academic Achievement - is broadly defined to 

include positive student behaviors that are associated with 

school success, and in a narrow perspective includes grade 

point average, number of missed school days, and number of 

behavioral referrals. 

2. ACT and SAT Scores - American College Testing 

scores and Scholastic Aptitude Testing scores which are 
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national standardized assessment tests utilized for college 

entry. 

3. Behavioral Referrals - negative actions by students 

which require a discipline referral to a school 

administrator for action. 

4. High Self-Esteem - the individual expresses the 

feeling that they are "good enough", they respect themself, 

they consider themself a person of worth. They do not 

necessarily consider themself better than others or the 

ultimate in perfection, but recognize their limitations and 

expect to grow and improve (Rosenberg, 1965). 

5. Interscholastic Activities - those activity program 

endeavors which are of a competitive nature and involve 

competition against participants from other high schools. 

This would include all athletic team endeavors, band, choir, 

orchestra, chess, speech and debate, etc. 

6. Interscholastic Athletics - those athletic team 

endeavors which offer competition against participants from 

other high schools. 

7. Low Self-Esteem - implies self-rejection, self

dissatisfaction, self-contempt, and a lack of respect for 

the self they observe. The self-picture is disagreeable and 

they wish it were otherwise (Rosenberg, 1965). 

8. "No Fail" - for the purpose of maintaining academic 

eligibility, students who fail a course are restricted from 



continuing to participate in that schools' interscholastic 

activity programs. 
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9. "No Pass - No Play" - for the purpose of 

maintaining academic eligibility, students must pass all 

classes in which they are enrolled or they are restricted 

from participating in that schools' interscholastic activity 

programs. 

10. Participants - those individuals who voluntarily 

choose to participate in high school interscholastic 

athletics. 

11. Self Esteem - a positive or negative attitude 

toward the self which can imply two quite different 

connotations. 



CHAPTER TWO 

REVIEW OF LITERATURE 
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The purpose of this chapter is to investigate 

scientific research, study, and literature concerning the 

personality trait of self-acceptance and self-esteem and to 

explore the various therapeutic approaches employed in 

dealing with the concept; to closely review the areas of 

education and school interest in self-esteem; self-esteem 

and academic achievement; interscholastic athletic 

participation in secondary education; and self-esteem and 

the student athlete. 

Self-Acceptance and Self-Esteem 

The term self as used in modern psychology has come to 

have two distinct meanings. On the one hand it is defined 

as the person's attitudes and feelings about him/herself, 

and on the other hand it is regarded as a group of 

psychological processes which govern behavior and 

adjustment. The first meaning may be called the "self-as

object" definition since it denotes the person's attitudes, 

feelings, perceptions, and evaluations of themself as an 

object. In this sense, the self is what a person thinks of 

themself. The second meaning may be called the 'self-as

process" definition. The self is a doer, in the sense that 



it consists of an active group of processes such as 

thinking, remembering, and perceiving (Hall and Lindzey, 

1970). 

Much of the research dealing with the self in modern 

psychology has been based on an outline of the major 

tenants of client centered therapy as propounded by Carl 

Rogers. This theory was originally presented in Client

Centered Therapy (1951), elaborated and formalized in a 

chapter written for Psychology: A study of Science (1959), 

and more informally described in On Becoming a Person 

(1961). The theory contains features of phenomenology as 

presented by Snygg and Combs (1949), of holistic and 

organismic psychology as developed in the writings of 

Goldstein, Maslow, and Angyal, of Sullivan's interpersonal 

theory, and of self-theory as formulated by Raimy (1943) 

and Leckey (1945). Rogers has also been influenced in 
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recent years by the writings of Soren Kierkegaard (R~gers, 

1961, p. 199). Despite these influences, Rogers' theory is 

a unique and original formulation. He characterizes his 

theory of personality in the following manner: 

His theory is basically phenomenological in 
character and relies heavily upon the concept of 
self as an explanatory concept. It pictures the 
end-point of personality development as being a 
basic congruence between the phenomenal field of 
experience and the conceptual structure of the 
self -- a situation which, if achieved, would 
represent freedom from internal strain and 
anxiety, and freedom from potential strain, which 
would represent the maximum in realistically 



oriented adaptation; which would mean the 
establishment of an individualized value system 
having considerable identity with the value 
system of any other equally well-adjusted member 
of the human race (1951, p. 532). 

Although the empirical studies undertaken by Rogers 

and his associates have been aimed primarily at 

understanding and elucidating upon the nature of 

psychotherapy and evaluating its results, many of their 

findings bear directly upon the self theory of personality 

developed by Raimy (1943) and Rogers. Rogers' systematic 

formulation of a self theory was dictated by the research 

findings; it was not a preconceived viewpoint whicil 

determined the nature and direction either of the therapy 

or of the research. On this point, Rogers says, "The self 

has for many years been an unpopular concept in psychology, 

and those doing therapeutic work from a client-centered 

orientation certainly had no initial leanings toward using 

the self as an explanatory concept" (1951, p. 136). 

Since the formulation of a self theory of personality, 

Rogers has enlarged his therapy research program to include 

tests of inferences from his personality theory (Hall and 

Lindzey, 1970, p. 535). Numerous other studies of this 

type can be found in review of Wylie (1961, 1968) and 

London and Rosenbaum (1964, pp. 474-479). 

Further review of the research and literature reveals 

a number of studies of the trait of self-esteem in various 
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social class, racial and ethnic, age and other minority 

groups. While all of these cannot be considered here, I 

have selected for review of few of those considered most 

representative of the field. 
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Although no scientific study of the trait of self

acceptance or self-esteem was reported in his work, Gordon 

Allport (1958) employed the concepts of self-acceptance and 

self-esteem in explanations of various ethnic group 

behaviors, attitudes, and prejudices. Derald Wing Sue and 

Stanley Sue did a study of self-esteem and self-acceptance 

in Chinese-American college students. As reported from 

their study (1972), many variables affect the self-esteem 

of-Oriental Americans -- variables that are not as strong a 

factor in non-oriental youth, such as family and community 

expectations, honor, and respect (Sue and Sue, 1972). 

There have been many studies of self-esteem and self

acceptance among African-Americans; and in recent years, 

psychologists have sought ways to improve the self-image of 

these minorities. Dr. Sanford Golin reported on the 

results of his study (1984) that the lower the class 

stratum, the lower the level of self-esteem of the parents 

and children; and that lower-middle class and middle class 

black families were more concerned about their children's 

self-esteem than were lower class white parents. He also 

found that the self-esteem of lower class youth was based 



more on peer group acceptance while middle class. youth 

based their's more on those of family and teachers. 

Education and School Interest in Self-Esteem 
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Maxwell Maltz (1960) concludes that the most valuable 

asset or the most devastating liability to which a human 

being is heir is the self-image or self-esteem. He 

describes self-image as an awareness of a particular set of 

ideas, attitudes, or feelings an individual possesses about 

selfhood at any given point in time. Self-esteem was 

defined as the extent to which an individual admires, 

likes, or values the self. By changing the self-image or 

ones' self-esteem you change the personality and behavior 

of the individual. 

Historically, self-image or self-esteem enhancement 

was considered to be the role of the home through the 

extended family with the aid of the church and agencies 

other than the schools. But in a rapidly changing culture 

which is experiencing an erosion of the more traditional 

values and an ev~r increasing brsak-up of family units, it 

can no longer be assumed that the home is capable of 

providing an environment which encourages the development 

of a positive self-image or'a fostering of self-esteem in 

young people. As, a result, what was once considered a 

primary function of the home, now of necessity, becomes the 

function of the school (Jacobs & Chase, 1989). 



The apparent charge to educators would be to foster 

self-esteem by using techniques designed to enhance a more 

positive student self-image. Educators must be motivated 

to begin planning and developing purposeful programs 

designed to foster a more positive self-image in students. 

Schools must begin accepting this responsibility because 

society has become aware of the relationship that exists 

among a positive self-esteem, healthy maturation,. and 

successful living. Not much is being done about this in a 

planned, organized fashion, least of all in the inner city 

schools which have large concentrations of minority and 

culturally disadvantaged students (Carlton, 1988). 

Glasser's study (1986) reports that the lack of academic 

excellence demonstrated by minority students is in great 

part due to their lack of self-esteem and the low 

expectations they experience and low achievement levels 

expected by their teachers. 
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The absence of a consensus about the importance of 

student self-esteem enhancement and the positive effects it 

has on learning outcomes have also discouraged teachers 

from becoming more involved. crossnickle and Thiel (1988) 

while discussing some prevalent motivation myths, quote 

those who advocate such a position: "Self-concept and self

esteem are abstract, theoretical cOlicepts and not the 

business of the teacher" (p. 2). But these authors counter 



this position by saying, "Specific efforts to support the 

development of a positive self-image and self-esteem is a 

worthy goal that can enhance student attitude, interest, 

effort, and desire to learn" (p. 2). 
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sustaining a positive self-image is antecedent to 

learning (Carlton, 1981), and precedes such cognitive 

constructs as intellectual curiosity, critical thinking, 

and a striving for academic excellence. providing the 

conditions which enable students to improve their self

image must become a major objective of education because, 

high self-esteem is a necessary prerequisite to a readiness 

for learning and for a genuine desire to achieve 

acad~mically (Carlton, 1981, p.88). In supporting this 

notion, one must examine the possible relationship between 

self-esteem and academic achievement. 

Self-Esteem and Academic Achievement 

Voluminous research clearly shows a persistent and 

significant relationship between self-esteem and academic 

achievement. High scores on measures of self-esteem 

correlate significantly with higher levels of academic 

achievement. However, this simple statement of a 

relationship actually conceals the very complex nature of 

the concepts of academic achievement and self-esteem and 

the relationship between the two. Research shows that 

academic achievement is a function of many variables, among 



them: native ability, self-concept of ability, achievement 

motivation, level of aspiration, and a sense of control 

over the learning process (Purkey, 1970). 

studies of the relationship between self-esteem and 

achievement serve a practical, pedagogical importance and 

serve the worthy task of assisting the student to make the 

maximum use of their talents in the classroom. In viewing 

this relationship one must examine and evaluate the 

research findings. 
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James Beane (1980) defines self-esteem as "the 

description we hold of ourselves based on the roles we play 

and personal attributes we believe we possess". Self

esteem, as Covington and Beery (1976) define it, is "the 

individual's evaluative appraisal of himself"(p. 5). Beane 

makes this distinction: self-esteem is the satisfaction we 

take in the description of ourselves and our abilities. 

Covington and Beery implicitly make the distinction of 

self-esteem in terms of an individual's sense of being a 

success or a failure, of meeting a real or fanciful 

standard of achievement when appraising his own abilities 

(Covington & Beery, 1976, p. 6). As Purkey's (1970) 

research indicates, academic achievement is understood to 

enhance a sense of self-esteem. He writes, "A composite 

portrait of the successful student would seem to show that 

he has a relatively high opinion of himself and is 
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optimistic of his future performance II (p. 16). The student 

is confident of his general as well as his academic 

ability, he needs fewer evaluations of other people, and he 

feels that he works hard. citing a study by Brookover 

(1962, 1968), Purkey notes that the relationship between 

self-esteem and success is maintained when intelligence is 

factored out. Further in his study, Purkey (1970) pointed 

out that while self-esteem seems to be a necessary 

condition for academic success, it is, in itself, not 

sufficient. While the Brookover (1962) study found a 

strong correlation between self-esteem and academic 

achievement it also reported a finding that showed that 

economically disadvantaged students with a high self

concept did not have equally high levels of achievement. 

William Glasser in 1972 (p. 161), and later John Holt 

(1983), revealed studies that show that self-esteem 

measured before entrance into school is an accurate 

predictor of success in academics and that the source of 

problems with self-esteem arise most frequently in the 

home. 

Although many aspects of the interaction between the 

various dimensions of self-esteem and achievement remain to 

be fully clarified; the causal nature of the interaction, 

the variable results for boys and girls, the impact of 

socio-economic status, etc,; there can be no doubt that 
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there is a positive and significant relationship between 

self-esteem and academic achievement and that the 

perception by the self of one's abilities and self-worth is 

instrumental in academic performance. 

Robinson-Awana, Kehle, and Jenson (1986), studied 140 

seventh grades students representing three levels of 

academic competence. Each student completed a measure of 

self-esteem and self-perception. Then, all students 

completed the same measure as they believed a member of the 

opposite sex at their same age and grade in school would 

complete it. It was found that self-esteem rose along with 

a rise in academic achievement for both sexes. Generally, 

boys reported significantly higher levels of self-esteem 

than did girls. Both genders believed that boys have 

higher self-esteem scores than girls. However, girls who 

were high achievers and were academically talented were 

exceptions. They rated their self-esteem as being 

significantly higher than the self-esteem of boys. Also, 

research by Robinson-Awana, Kehle, & Jenson (1986), 

reported that males generally attribute their successes to 

their havi.ng an innate ability to do what is expected. 

Females attribute their successes to external causes such 

as family, teachers or luck. These attributions also feed 

sex role stereotypes which each sex has for itself and for 
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the other sex. In turn, the combination appears to have an 

impact on self-esteem. 

Perhaps no one more signalled the direction in which 

educators should go than Bloom (1969). In his early 

writing on mastery learning he is very critical of 

educational practices and expectations which virtually 

assure that failure is an integral part of the educational 

experience of many students. He defines aptitude for 

learning in terms of the time needed by the individual 

learner to reach criterion performance and identifies the 

quality of inst~ction, the ability of the learner to 

understand it, as well as his perseverance as important 

variables in the learning process. 

Interscholastic Athletic Participation 

in Secondary Education 

In reviewing the role of interscholastic athletic team 

participation as a vital and integral. part of a successful 

high school experience one must examine the values and 

educational benefits derived from participation in these 

activities. The preponderance of research shows 

participation in athletics as a valuable educational tool 

and indicates that such benefits fall in the areas of 

academic achievement; increase in school attendance; 

citizenship and success later in life; and educational 

aspirations, expectations and attainment. 
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Bruce B. Durbin, Executive Director of the National 

Federation of state High School Associations stated (1981), 

"Nationally over one-half of the high school student 

population participates in high school student activity 

programs" (p. 1). Durbin lists the benefits of activity 

participation as: 

Activities support the Academic Mission of 
Schools. They are not a diversion but rather an 
extension of a good educational program. 

Actiyities are Inherently Educational. 
Activities programs provide valuable 
lessons on many practical situations. Through 
participation in activities programs 
students learn self~discipline, build self
esteem, and develop skills to handle competitive 
situations. 

Actiyities Foster Success Later in Life. 
participation in high school activities is often 
a predictor of later success -- in college, in a 
career, and in becoming a contributing member of 
society. 

Among those who contend that the interscholastic 

program should be an integral part of the overall secondary 

school program is T. H. Bell, formerly u.s. Secretary of 

Education: "Interscholastic activities programs are 

essential to the education of most youth, and therefore an 

integral part of high school curriculum" (1984, p. 3). 

High school activities programs are often referred to 

as "the other half of education". Potter, Wandyilak, and 

O'Hanlon (1978) maintained, "Interscholastic athletics have 

the potential for being an exceptional tool. The 



excitement, competition, advancement of one's self-esteem, 

and social opportunities they can provide offer a special 

way to help adolescents of both sexes reach many of the 

goals commonly held for the secondary school" (p. 50). 

Interest in the relationship between academic 

achievement and involvement in high school activity 

programs has generated a number of studies which 

demonstrate a positive relationship between academic 

achievement and athletic participation. 

picou and Curry (1978) stated, nOne of the most consistent 

empirical findings in the ever expanding literature of the 

sociology of sport reveals that participation in high 

school athletics is conducive to higher levels of 

scholastic achievement and educational aspiration" (p. 

769). 
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Two studies by Russell M. Eidsmore (1962, 1969) showed 

such a relationship. He found that male and female 

basketball players, as well as football players, were 

"brighter students than their classmates based on a 

comparative analysis of grade point averages" (p. 2). 

W.E. Schafer and Armer's (1982) investigation of 

athletic participation and grade point averages reported 

evidence which also supported this positive relationship. 

Their 'research confirmed earlier studies indicating those 

participating on interscholastic athletic teams had 



significantly higher grade point averages than those who 

were non-participants. 
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Phillips and Shafer (1971) summarized their evidence 

on differences between high school athletes and non

athletes by saying, "We have convincing evidence that 

American interscholastic athletes achieve educational goals 

more than do comparable non-athletes" (p. 336). 

Several recent research studies conducted by the Iowa 

High School Athletic ASEociation (1981) also provided data 

to indicate that students who participate in high school 

athletics generally have higher grade point averages than 

those students who do not participate. Additional research 

based on a study by the Minnesota state High School League 

(1983) indicated, "participants in the·extracurricular 

activity programs earn better grades and are absent from 

school less days than those students who do not participate 

in extracurricular activities" (p. 16). 

In his study of the relationship between female 

athletes and non-athletes in selected rural Michigan high 

schools, Cowden (1986) reported that female athletes in 

each of the schools had significantly higher grade point 

averages; significantly better attendance records; 

significantly higher class rankings, and were significantly 

more likely to select college preparatory classes than 

female non-athletes. Based upon the results of his study, 
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Cowden concluded, "Participation in interscholastic 

athletic competition contributed positively to the academic 

performance and class rankings of female high school 

students" (p. 87). Furthermore, Cowden (1986) reported 

that athletic involvement of females greatly influenced the 

students' attendance as well as their desire to seek'higher 

education. Conclusively, the study indicated a significant 

correlation between interscholastic participation and 

achievement and goal orientation. 

Evidence also points to the fact that high school 

activities programs keep students in school. sweet and 

Munksgaard (1984) reported data which indicated students 

participating in sports in three Iowa schools made up only 

1.4 percent of those schools dropouts. The Kansas 

Activities Association (1984) conducted a study and the 

data revealed that only 6.2 percent of the state's 7,098 

high school dropouts were involved in school activities. 

Richard Fawcett (1979) summarized his findings saying, 

"The money spent on activities programs is well spent since 

it keeps students in school. Activities programs playa 

vital role in making education a meaningful and well

rounded experience for students. No other school program 

has the ability to attract and hold so many students" (p. 

5). 
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Jennings and Nathan (1977) discussed an American 

College Testing self-study which suggested the best 

predictor for success in later life is participation in 

high school extracurricular activities. Four factors were 

compared: 1) major achievement in extracurricular 

activities, 2) high grades in high school, 3) high grades 

in college, and 4) high scores on the ACT. They concluded 

that, "Three of the four factors were found to have no 

predictive value. The only factor which could be used to 

predict success in later life was achievement in 

extracurricular activities" (p. 569). 

A similar examination conducted by the College 

Entrance Examination Board (1979) stated "Participation in 

activities is a much better indicator of overall college 

performance than are other measures, such as preadmission 

interviews and the educational level of the parents" (p. 

571). Further they concluded, "Those youngsters who were 

active in extracurricular activities were more likely to be 

successful in later life" (p. 573). 

The relationship between participation in activities 

and academic achievement is again suppo~ted in research by 

Willingham & Shaw (1981), and Hedgpeth (1981).' They 

indicate that participation in high schoo~ activities was a 

useful addition to SAT scores and class rank for predicting 

academic success in college. Willingham concluded, 



"College admissions officers can improve their chances of 

recruiting students who will succeed at their institutions 

by selecting applicants who are not only strong 

academically but who also have high school records that 

show persistent and successful extracurricular 

accomplishment" (p.10l). 
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Spreitzer and Pugh's (1973) research revealed 

conclusive evidence that the positive relationship between 

athletic participation and educational expectations was not 

eliminated when controlling for parental academic 

encouragement, student grade average, perceived peer 

status, and school value climate. The percentage of 

athletes who had plans for attending college exceeded the 

percentage of non-athletes with similar plans by large 

margins in all instances. 

Luther B. otto (1977) also investigated paL~icipation 

in activities and educational attainments and found that 

participation in extracurricular activities played a 

significant role in educational attainment. otto stated, 

"Participation in extracurricular activities provides 

socialization for attitudes and skills that have later life 

payoffs" (p. 171). otto and Always's study in 1977 found 

that participation in athletics not only had a positive 

effect on educational inspirations, but also had a positive 

effect on income fifteen years later. 



Braddock's 1981 inv~stigation of the relationship 

between athletic participation and educational attainment 

extended previous studies by examining race differences. 

His research concluded that among black and white male 

adolescents there was "a positive significant association 

of athletic participation with high school grades earned, 

academic self-esteem, educational plans, college 

enrollment, and college attainment" (p. 348). 
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In a landmark study, "The Women's Sports Foundation 

Report: Minorities in Sports" (1989), at least one 

stereotype, that of the "dumb jock" was attacked. In fact, 

all groups of minority athletes at the high school level 

equaled or bettered their non-athlete counterparts in 

reported grades and achievement scores. Project Director 

Don Sabo states, "First, it erases what is a common 

assumption about all athletes, male or female, at all 

levels. Second, it erases the assumption that racial and 

ethnic minority athletes are somehow less able than their 

non-athletic counterparts. Black and Hispanic athletes 

have had to labor under a double burden in assumptions 

about their intelllgence" (Headway, 1989, p. 1). 

By analyzing information in the u.S. Department of 

Education "High School and Beyond" database, wh~ch followed 

over 14,000 high school sophomores through the next six 

years of their lives, the study provides the first 
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comprehensive picture of the effects of high school varsity 

sports participation by gender, race, and area density 

(urban, suburban, rural). While a few studies have 

examined the effects of athletic participation on African

American youth, this study is the first ever to examine its 

effects on Hispanic youth and women in an academic setting. 

One promising area was the consistent finding that 

Hispanic women, particularly from rural schools, were more 

likely than any other minority subgroup to reap benefits 

from athletic participation. The entrance of Hispanic 

females into the world of sport may be linked to changing 

definitions of the female role in Hispanic society. 

Hispanic culture has historically emphasized domestic and 

maternal duties in its definitions of what is feminine 

(Sabo, p. 14). Recently, however, more parents are 

encouraging their daughters to combine educational and 

career goals with family plans (Sabo, 1989). Researchers 

hypothesize that the result may be an emerging sense of 

freedom among these athletes which helps them to explore 

opportunities for women in American society (Reith, 1989). 

On the other hand, as reported in this landmark study, 

black women received fewer benefits from athletic 

participation. In fact, they received no educational 

mobility benefits (Minorities in sports, 1989, p. 15). 

Athletic participation even worked against career 
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advancement for African-American women who didn't go on to 

college. This pattern stands in contrast to almost all 

other areas in which findings were at least neutral, it not 

positive (p. 16). Further research is beginning to 

determine the replicability of this finding and why it 

occurred. 

Overall, girls, who comprised 37% of all varsity 

athletes during the early 1980's, derived many of the same 

benefits from athletic participation that boys did, 

especially rural Hispanic and suburban white females. 

Since oV'er 1.8 million girls participated in 

interscholastic athletics in 1987-88, that finding has 

widespread significance (Reith, 1989). 

According to this report, both male and female 

minority athletes are socially involved. Athletes in all 

subgroups reported being more popular than did non

athletes, and despite the time and energy that sports 

participation requires, more athletes than non-athletes 

among all groups were involved in extracurricular 

activities (Sabo, 1989). 

Further data from the report showed that high school 

sports have been oversold as a vehicle for upward mobility 

among minorities. Only meager evidence was found that 

sports help minority youth to climb the ladder of success 

in college or the work force during the four years 



following high school. consistent with patterns of racial 

and ethnic inequality elsewhere in America, "It was mainly 

whites, not Hispanic or African-Americans, for whom 

athletic participation proved to be related to upward 

mobility after high schoolSe With some exceptions, high 

school athletics served as reinforcer of white privilege, 

giving advantage to those who were already advantaged" 

(Sabo, 1989, p. 19). 
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Finally, this landmark study was the first national 

study to link athletic participation with high school 

retention. Athletic participation was significantly 

related to a lower dropout rate in certain school settings. 

In urban schools, athletic participation exerted no 

"holding effect" on any of the subgroups - Hispanics, 

Anglos, or African-American. In rural schools, black male 

athletes and Hispanic female athletes were significantly 

less likely to dropout of school than were non-athletes. 

White athletes, male and female, had lower dropout rates 

than non-athletes in suburban and rural schools (Reith, 

1989). 

The benefits of participation in high school 

activities programs was a fact recognized by the government 

when, in 1983, the United states senate and House of 

Representatives passed a joint resolution proclaiming the 



third week in October as National High School Activities 

Week. 
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In a most recent study by Jacobs and Chase (1989) the 

data revealed a significant relationship between 

participation of high school students in athletics and 

students' perception of a successful high school 

experience. A majority indicated that participation in 

high school athletics was a very important part of their 

high school education, that it made school more fun, and it 

helped them feel better about themselves. 

Self-Esteem and the Student Athlete 

The relationship between participation in sports and 

the development of self-esteem is bound to be a complex 

one. The possibility of a link between participation in 

sports and self-esteem revolves around the capacity of 

sports to facilitate the internalization of specific 

values. If sports participation is efficacious in 

enhancing self-esteem, it does so by creating a leakage 

from attitudes and behaviors acquired on the field of play 

into other aspects of the athlete's life. The results of 

research on the effect of athletic participation on self

esteem have implications for educational policies with 

respect to both ethnic minorities and academically marginal 

student-athletes. 
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Ever since Coleman (1961) first introduced the topic 

of the effect of athletics on academic achievement there 

has been a persistent interest in the manner in which 

athletic participation mediates performance and attitudes 

outside the boundaries of sport. A number of studies have 

addressed the consequences of participation in sports on 

non-athletic performance. Regardless of whether such 

research has demonstrated positive or negative effects, the 

mechanism through which such effects occur remains in 

question. In most instances, these studies have been 

placed within the context of role theory, and so they 

emphasize the generalization of normative expectations from 

athletic to non-athletic settings (Picou, 1978). 

For claims about the actual effects of athletic 

participation on school performance to have any meaning, it 

is necessary to supply theoretical mechanisms whereby such 

effects could occur if they occur at all. It is possible 

that not only socially oriented values, but attitudes 

related more directly to the self play a significant role 

in mediating the relation between athletics and success in 

other domains. Indeed, the claim that "youths internalize 

values, norms and behaviors in the athletic role which 

'spillover' and enhance academic performance" (Picou, 

1978, p.429), while sensible in some sense, is 

intrinsically unsatisfying as an explanation. To explain 
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the role of athletics in enhancing academic performance it 

is necessary to point to an ~nteraction between personality 

variables and external factors in athletics that reliably 

produce attitudes related to increased efficacy and 

achievement orientation. 

Self-esteem would seem to furnish a candidate label 

for the variables presumed to underlie the transformation 

of experiences within the athletic context into attitudes 

and behaviors that eventuate in improved performance in 

school and in other domains. Simply speaking, success on 

the athletic field may imbue the athlete with positive 

feelings about themself that he or she carries forth into 

interactions within the formal academic program of high 

school. Such a claim presupposes that a positive attitude 

alone is sufficient to produce more or less generalized 

increments in performance in at least some individuals 

(Bandura, Adams, Hardy, 1980, & Howells, 1980). 

Self-Esteem and Exercise Physiology 

Bandura (1977) has defined the concept of self

efficacy, which refers to the individual's self-confidence, 

the belief in his or her ability to master a task. Self

efficacy is not only clearly related to the concept of 

self-esteem, it is assumed to play a direct role in 

producing positive behavior change. Moreover, self

efficacy, as Bandura defines it, is the mechanism at the 
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basis of all stress reduction techniques. The acquisition 

of athletic skill closely resembles, in fact, performance 

based stress reduction procedures. In such p~ocedures, a 

participant progresses through stages of skill acquisition 

until he or she achieves mastery of that skill, much as one 

does in the course of ~cquiring an advanced athletic skili 

(Brody, Hatfield & Spalding, 1988). 

The learning of sports skills may result in the 

learning of general coping abilities. It is possible that 

as the individual habituates to the physical and emotional 

stress of athletic training and competition, he or she may 

acquire physiological as well as perceptual responses that 

generalize to other stressful environments, including the 

formal academic component of schooling (Allen, 1983). 

Importantly, when the individual's arousal level is reduced 

and controlled, he or she performs better and feels better 

about themself. Thus, self-esteem (self-efficacy) may 

consist of a "portable" complex of elements, ranging from 

the organic to the psychological, that the individual can 

develop in connection with sports and carry into other 

realms of activity. 

Brody, Hatfield & Spalding (1988) tested the 

proposition that mastery of a physically and emotionally 

arousing (high-risk) skill leads to self-efficacy (the 

self-control underlying self-esteem) in a wide range of 
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stressful activities. They gave college-age males training 

in rappeling to the point of mastery, reasoning that 

mastery in rappeling, the scaling of a height using a rope, 

would translate into a feeling of confidence on facing 

other physically and socially stressful situations. The 

results indicate that efficacy in rappeling does increase 

the perception of efficacy in both other sports-related 

challenges and in social situations. The learning of at 

least some kinds of sports skills does improve an 

individual's feelings about himself or herself as he or she 

enters other spheres of activity (Brody, Hatfield & 

Spalding, 1988). Participation in interscholastic 

athletics, therefore, may be instrumental in producing the 

levels of arousal conducive to feeling good and performing 

well in a range of situations. 

Self-Esteem and Socialization 

In addition to i:h,e physiological and emotional factors 

that may convert participation in athletics into self

esteem, there is an important social component to being an 

athlete. Involvement in sports can give a high school 

athlete high status among his or her peers. Such status, 

in turn, supports relatively high levels of self-esteem. 

It can also encourage a young person to pursue academic 

challenges, including college (spreitzer & Push, 1973; 

Rehberg & Schafer, 1968). 
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A study of the relationship between psychological 

self-being and participation in athletics conducted with 

college students is nevertheless relevant to a discussion 

of high school athletics. The responses of a large sample 

of college athletes to a questionnaire measuring their 

satisfaction with their educational experience and their 

development of interpersonal skills indicate that athletics 

can represent an important factor in the life of a young 

person (Ryan, 1989). 

Conversely, the removal of the opportunity to 

participate can generate or exacerbate levels of stress 

inconsistent with the maintenance of high self-esteem. 

Benched athletes frequently experience identity crises that 

can have far-reaching consequences (Rotella & Newburg, 

1989). The reduction or elimination of playing time can 

deprive the athlete of both the stress-reducing challenge 

of competition and the social status that comes with being 

an athlete. It is fair to assume that each of these 

aspects of sports, especially the latter, is important for 

a great many young people. 

It has been claimed that by instilling positive 

attitudes towards the self and others, interscholastic 

athletics reduces delinquency. In a study comparing 

delinquent and non-delinquent athletes and non-athletes, 

Landers and Landers (1978) have presented evidence 
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suggesting that rates of delinquency are substantially 

lower among athletes. Landers and'Landers suggest that the 

inverse relationship between sports participation and 

delinquency remains when demographic variables are factored 

out. They attribute the apparent positive effects of 

athletics to the ability of training and competition to 

provide intensive exposure to a variety of adaptive values 

and attitudes. Moreover, "participation could provide a 

relief from boredom, moral lessons, perceived peer status, 

nondeviant role models •••• constructive use of time, 

interpersonal skills and knowledges, or some . unknown' 

quantity" (Landers & Landers, 1978, p. 302). 

Because of the possible relationship between 

psychological well-being and sports participation, biases 

in the construction of intelligence and achievement tests 

represent a special threat to the student-athlete (Allen, 

1988). That is especially true if he or she is a member of 

a cultural minority. Serious questions have been raised, 

moreover, about the principle of evaluation by merit in the 

allocation of opportunities within our social institutions. 

When the National Collegiate Athletic Association (NCAA) 

established "Rule 48", which used Scholastic Aptitu~e Test. 

(SAT) scores as a criterion for participation in college 

athletics, it may have adversely affected not only college 

athletes, but those in high school preparing to enter 
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college through the medium of athletics. The bar of 

culturally biased tests may attack the self-esteem of 

minori ty athlet,es. "The consequences for the victims of 

these processes (testing) are loss of opportunity, 

evaluation ghettoization, and failure to develop or exploit 

specific skills" (Allen, 1988, p. 369). 

Over and against the claims for the positive effects 

of interscholastic athletics, it must be noted that a 

number of researchers see reason to question the 

proposition that high school interscholastic athletics are 

beneficial overall. stevenson (1975), for example, has 

concluded that there is little evidence that participation 

in sports has had a positive effect on socialization. 

Peek, Picou, Alston and CUrry (1979), in a scathing 

criticism of the Landers and Landers (1978) study, suggest 

that the preponderance of evidence on the relationship of 

interscholastic athletics, s9cialization and performance 

indicates that there is not an actual relationship. Most 

of the apparent correlation of athletic participation with 

measures of performance and mental health are, according to 

Peek, et al. (1979) , spurious; in general, they say, such 

relationships can be explained by reference to "third 

variables". For example, a positive relationship between 

sports participation and low levels of delinquency is 

strongest for those in the Landers and Landers sample who 



are also involved in service clubs: hence it may be that 

participation in service clubs, rather than athletics, per 

se that "explains" the low rate of delinquency in that 

group. 
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In a similar vein, picou (1978) has reported that 

there is only a "modest" relationship between participation 

in high school sports and the aspiration to go to college. 

Furthermore, the effects of participation are different for 

whites and blacks. Among whites, the influence of 

athletics is mediated by a social psychological variable, 

participation in the relatively elite group that includes 

many athletes; it is the values of that group that appear 

to influence white athletes' college aspirations, than 

athletics, per see Participation in athletics has a 

direct, but limited effect on blacks' college aspirations. 

Whatever increment in self-esteem athletics provides, it 

has little or no effect, apparently, on athletes' 

educational aspirations. picou concludes that "future 

studies of the structure of educational aspiration among 

black high school athletes should attempt to specify the 

potential mediating effects of other social-psychological 

factors such as self-concept" (Picou, 1978, p. 437). 

In an additional study researching racial .and ethnic 

implications, Trent and McPartland (1982) looked at the 

impact that participation in extracurricular activities has 
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on racial tensions and students' self-images. The results 

were based on data collected from a national sample of 

tenth graders in the 1980 "High School and Beyond" survey 

sponsored by the National center for Education statistics. 

Trent and McPartland (1982) concluded, "Participation in 

extracurricular activities does contribute to an improved 

sense of satisfaction and well-being for both blacks and 

whites" (p. 27), and emphasized the point that desegregated 

schools that maximize participation in extracurricular 

activities especially enhance black student participants' 

sense of well-being (p. 28). 

There is continuing controversy over the link between 

participation in athletics and variables related to self

esteem. It would appear that engaging in challenging 

physical activities can prepare an individual physically, 

mentally and emotionally to face challenges in other 

domains. The feeling of mastery athletics provides can 

translate into high self-confidence and high self-esteem. 

Some studies of the relationship between athletics and such 

variables as school performance and educational aspiration 

suggest some positive relationship between them. The 

inference usually drawn from this relationship is that 

positive attitudes toward the self and others garnered 

through participation in sports is reflected in other areas 

of an athlete's life. On the other hand, critics have 
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demonstrated that the research generally used to support 

such conclusions is often subject to design flaws. Much of 

the available data simply do not permit even preliminary 

conclusions. As Landers and Landers (1978) have suggested, 

there is a need for more research aimed at appraising the 

connection between participation in interscholastic 

athletics and variables related to socialization. 

clearly, then, while much has been written on the 

inherent values of high school interscholastic athletic 

team participation, very little has addressed self-esteem, 

academic achievement, and the student-athlete. This study 

will examine the relationship between levels of self-esteem 

and participation in high school ~nterscholastic athletics. 



CHAPTER THREE 

METHODOLOGY 
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The purpose of this chapter is to describe the 

procedures and methods that were used in the design of this 

study. The chapter is divided into the following sections: 

Sample, Measurement, Procedures, Design, Hypothesis, and 

Treatment of the Data. 

. Sample 

Two high schools in southwest Arizona were invited to 

participate in this study. All seniors attending these two 

schools were invited to voluntarily complete the student 

survey instrument. The sample for this study consisted of 

477 high school seniors, of which 217 were male (45.5%), 

and 258 were female (54.1%). Student gender was not 

indicated by two of the respondents. Student responses to 

the survey indicated that 258 were Anglos (59.7%), 68 were 

Hispanic (14.3%), 49 were American Indian (10.3%), 31 were 

African-American (6.5%), with the remaining respondents 

falling into an "other" category. A majority of the 

respondents, 252 (52.8%), indicated that they came from 

households where the parents were married and lived 

together; 181 (37.9%) came from a divorced home with 

remaining students coming from a home where the parents 
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were separated or either one or both of the parents were 

deceased. Seven students did not respond to this question. 

Missed school days ranged from none, (42 students, 

8.8%), to 99 days (two students, .4%). Additionally, the 

data revealed that just over 50% of the respondents missed 

eight days or less of school during the last year. A third 

of the sample missed four or fewer school days. On the 

average, females missed more school days than males. 

Females missed an average of 12.18 days, compared with the 

male average of 9.69 missed school days. 

In response to the item asking for number of 

behavioral referrals during the last school year, the 

majority, 76.3%, indicated that they had received no 

referrals. Sixty-one respondents had only one behavioral 

referral which represents 12.8%. The number of behavioral 

referrals ranged from 0 to 32, with less than 5% having 

more than three referrals. For males, the number of 

behavioral referrals averaged almost one per male (.9), 

while the female average was much lower at .5. 

Of the 477 students completing the survey, 210 (44%) 

indicated that they participate on various high school 

interscholastic athletic teams. Fifty-six percent 

responded as non-athletic participants. Students indicated 

they participate in football (34), tennis (31), soccer 

(19), track (18), basketball (18), softball (14), swimming 
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(13), volleyball (13), as well as golf, cross country, 

wrestling, and baseball. 

Measurement 

A questionnaire was developed to assess demographic 

characteristics, various indexes of academic achievement, 

self-esteem, and participation in high school athletics. 

pemographics 

Demographic questions addressed age, ethnicity, 

gender, and parental marital status. 

Agademic Indexes 

Three questions were developed to assess academic 

achievement, which included grade point average, number of 

behavioral referrals, and number of missed school days. 

The researcher randomly reviewed 75 of the "self-reporting" 

surveys at each school to verify the accuracy of the 

reported attendance and grade point averages. 

Self-Esteem 

Two measures of self-esteem were incorporated into the 

student survey: the Rosenberg (1965) Self-Esteem Scale and 

the Savin-Williams and Demo (1983) Self-Esteem Inventory. 

The Rosenberg (1965) Self-Esteem Scale is a ten item 

Guttman scale which has satisfactory reproducibility and 

scalability and has been used extensively in adolescent 

self-concept research. In constructing the ten item 

measure Rosenberg was guided by several practical and 
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theoretical considerations. These considerations included 

ease of administration, economy of time, unidimensionality, 

and face validity. In taking a closer look at the 

guidelines that directed Rosenberg, the consideration of 

unidimensionality is critical. An instrument was required 

which would enable the ranking of people along ~ single 

continuum ranging from those who had very high self-esteem 

to those who had very low self-esteem. The Guttman scale 

insures a unidimensional continuum by establishing a 

pattern which must be satisfied before the scale can be 

accepted. The adequacy of each item is not determined 

primarily by its relationship to a total score, but by its 

patterned relationship with all other items on the scale. 

The reproducibility coefficient of this scale is .92 

percent and its scalability is .72 percent (Rosenberg, 

1965, p. 17). These coefficients are impressive in terms 

of the criteria established by Guttman and Menzel (1950; 

1953). According to wylie (1974), Rosenberg's attempt to 

create a unidimentional measure of global self-esteem has 

repeatedly proven highly successful as all ten items 

generally deal with a favorable or unfavorable attitude 

toward self. 

Subsequent uses have supported the psychometric 

appropriateness of the Rosenberg (1965) Self-Esteem Scale~ 

Estimates of internal consistency have been reported as 
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follows: Jones (1981), alpha = .73 (sixth graders); 

Mccarthy and Hodge (1982), alpha = .74 (eighth graders), 

alpha = .77 (ninth graders); and Jones (1984), alpha = .85. 

In addition, Jones (1984) reported that the Rosenberg 

(1965) Self-Esteem Scale yields an acceptable correlation 

with the validation efforts of McCarthy and Hodge (1982), 

Rosenberg and Simmons (1975), Wylie (1974; 1979), and the 

Savin-Williams and Demo (1983) Self-Esteem Inventory. 

The Savin-Williams and Demo (1983) Self-Esteem 

Inventory consists of 25 items that address perception of 

self in conjunction with self-confidence, emotional 

stability, familial expectations, self-consciousness, 

popularity, and contentment. Jones (1984) provided 

information related to the psychometric properties of this 

instrument which indicated that the Savin-Williams and Demo 

(1983) self-esteem instrument has an acceptable correlation 

with the Rosenberg (1965) Self-Esteem Scale an4 Simmons 

(1973) Self-Esteem Scale, (r=.82, and .72 respectively) and 

a coefficient alpha = .88. 

In development of the student survey for this study, a 

process was followed which randomly combined the ten items 

in the Rosenberg (1965) Self-Esteem Scale and the 25 items 

in the Savin-Williams and ~ (1983) Self-Esteem 

Inventory. The original scales were dismantled and all 

items were assigned in random order to the student survey. 



Procedures 

Approval was sought from district officials, site 

administrators, and classroom teachers. Upon the 

acceptance and approval by all necessary parties, the 

researcher then reviewed the student survey with the 

participating classroom teachers. 
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The student survey was administered to all respondents 

by their government classroom teachers. Teachers were 

instructed on any necessary directions for student 

completion of the survey (i.e., completion of all items, 

voluntary participation, and providing accurate information 

and honest responses). The student survey took the 

students approximately 15-20 minutes to complete. The 

survey was then collec~ed from the students by the 

classroom teacher and returned to the researcher. A 

summary of the findings is available for review by all 

participants and district officials. 

Design 

In pure experimental designs, a treatment is 

implemented before the researcher can begin the collection 

of data and so the research design is worked out after 

treatment has begun. For quasi-experimental designs (as is 

the case here), the "treatment" is implied by existing 

characteristics, such as athletic participation. In this 

case, respondents cannot possibly be assigned to 



participate in school sponsored athletic events, as 

participat:Lon is voluntari. Therefore, a posttest-only 

design with nonequivalent groups will be implemented to 

address the research questions proposed in this study. 
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The most obvious flaw in this design is the absence of 

a pretest which could lead to the possibility that any 

posttest differences between groups can be attributed 

either to a "treatment effect" or to selection differences 

between the two groups. 

In order to overcome this potential threat to 

validity, the researcher must seek out pretest measures 

which correlate with the posttest within groups (Cook & 

Campbell, 1979), but are not measured in the same scale as 

the posttest. More easily retrieved measures, including 

age, gender, and ethnicity will be substituted for the 

pretest. 

This design allowed for comparisons of each of the 

self-esteem measures and academic achievement indexes by 

gender and high school interscholastic athletic team status 

(participant and non-participant). Hence, this design was 

deemed appropriate for this study's objectives: 

1. To document the relationship between self-esteem 

and participation in high school interscholastic athletics; 



2. To document the relationship between grade point 

averages and participation in high school interscholastic 

athletics; 
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3. To document the relationship between the number of 

missed school days and participation in high school 

interscholastic athletics; 

4. To document the relationship between the number of 

behavioral referrals and participation in high school 

interscholastic athletics; and 

5. To document the relationship between academic 

achievement and high school interscholastic athletic team 

participation after controlling for self-esteem. 

Hypothesis 

The following null hypotheses were tested: 

1. There will be no difference in self-esteem scores 

for male and female athletic participants and non

participants; 

H01: Xl = X2 = X3 = X4 

Where: Xl·= Male participants' self-esteem 

X2 = Female participants' self-esteem 

X3 = Male non-participants' self-esteem 

X4 = Female non-participants' self-esteem 

2. There will be no difference in grade point 

averages for male and female athletic participants and non

participants: 
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H02: Xl = X2 = X3 = X4 

Where: Xl = Male participants' grade point averages 

X2 = Female participants' grade point 

averages 

X3 = Male non-participants' grade point 

averages 

X4 = Female non-participants' grade point 

averages 

3. There will be no difference in the number of 

missed school days for male and female athletic 

participants and non-participants: 

H03: Xl = X2 = X3 = X4 

Where: Xl = Male participants' number of missed 

school days 

X2 = Female participants' number of missed 

school days 

X3 = Male non-participants' number of missed 

school days 

X4 = Female non-participants' number of 

missed school days 

4. There will be no difference in the number of 

behavioral referrals for male and female athletic 

participants and non-participants: 
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HM: Xl = X2 = X3 = X4 

~~e: Xl = Male participants' number of behavioral 

referrals 

X2 = Female participants' number of 

behavioral referrals 

X3 = Male non-participants' number of 

behavioral referrals 

X4 = Female non-participants' number of 

behavioral referrals 

5. There will be no difference between male and 

female athletic participants and non-participants on 

indexes of academic achievement after controlling for self

esteem: 

H05A: Xl.l = Xl.2 = Xl.3 = Xl.4 

~ere: Xl.l = Male participants' GPA after 

controlling for self-esteem 

Xl.2 = Male non-participants' GPA after 

controlling for self-esteem 

Xl.3 = Female participants' GPA after 

controlling for self-esteem 

Xl.4 = Female non-participants' GPA after 

controlling for self-esteem 



H05A: X2.1 = X2.2 = X2.3 = X2.4 

Where: X2. 1 = Male participants' n1.l.mber of misses 

school days after controlling for 

self-esteem 

X2.2 = Male non-participants' number of 

missed school days after controlling 

for self-esteem 
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X2.3 = Female participants' number of missed 

school days after controlling for 

self-esteem 

Ho5e: 

Where: 

X2.4 = Female non-participants' number of 

missed school days after controlling 

for self-esteem 

X3.1 = X3.2 = X3.3 = X3.4 

X3.1 = Male participants' number of 

behavioral referrals after 

controlling for self-esteem 

X3.2 = Male non-participants' number of 

behavioral referrals after 

controlling for self-esteem 

X3.3 = Female participants' number of 

behavioral referrals after 

controlling for self-esteem 



X3~4 = Female non-participants' number of 

behavioral referrals after 

controlling for self-esteem 

Treatment of the Data 
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Prior to hypothesis testing, the psychometric 

appropriateness of using the two measures of self-esteem 

included in the survey was examined by computing Cronbach's 

(1951) coefficient alpha to estimate reliability •. 

Specifically, internal consistency coefficients (Cronbachs 

Alpha) was generated to look at internal reliability on 

each of the self-esteem measures. A Pearson correlation 

coefficient using the Rosenberg (1965) Self-Esteem Scale 

and the Savin-Williams and .QgmQ (1983) Self-Esteem 

Inventory was computed as evidence of convergent validity. 

Finally, the two self-esteem scales were correlated 

with the three measures of academic achievement (Pearson 

correlations) to estimate discriminate validity. These 

preliminary analyses yielded acceptable levels of 

reliability and validity, therefore, the hypotheses were 

tested as follows: 

1. To test hypothesis one: 

H01: X1.1 = X1.2 = X1.3 = X1.4 

two, 2 x 2 analysis of variance (ANOVA's) were conducted 

each using one of the two self-esteem measures as the 

dependent variable. The independent variables, with two 



levels each, were gender (male and female) and athletic 

status (participant and non-participant). 

2. To test hypothesis two: 

H02: X2.1 = X2.2 = X2.3 = X2.4 
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a 2 x 2 analysis of variance (ANOVA) was conducted using 

grade point averages as the dependent variable. The 

independent variables, with two levels each, were gender 

(male and female) and athletic status (participant and non

participant). 

3. To test hypothesis three: 

H03: X3.1 = X3.2 = X3.3 = X3.4 

a 2 x 2 analysis of variance (ANOVA) was conducted using 

the ~umber of missed school days as the dependent variable. 

The independent variables, with two levels each,' were 

gender (male and female) and athletic status (participant 

and non-participant). 

4. To test hypothesis four: 

H04: X4.1 = X4.2 = X4.3 = X4.4 

a 2 x 2 analysis of variance CANOVA) was conducted using 

the number of behavioral referrals as the dependent 

variable. The independent variables, with two levels each, 

were gender (male and female) and athletic status 

(participant and non-participant). 



5. To test hypothesis five: 

H05A: Xl.l = Xl.2 = Xl.3 = Xl.4 

H05B: X2.1 = X2.2 = X2.3 = X2.4 

H05C: X3.1 = X3.2 = X3.3 = X3.4 
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three separate 2 x 2 analyses of covariance (ANCOVA's) were 

computed. In each, the two independent variables consisted 

of gender (male and female) and athletic status 

(participant and non-participant). Both self-esteem 

measures constituted the covariates. Separate, but 

identical analyses employed either grade point averages 

(H05A), number of missed school days (H05B), or number of 

behavioral referrals (H05C) as the dependent variables. 
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RESULTS 
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The purpose of this chapter is to summarize findings 

that emerged from the methods and procedures as were 

presented in Chapter 3. However, prior to discussing these 

findings it was necessary to conduct several psychometric 

tests to ascertain the appropriateness of using the 

selected measures employed in this study. 

An Examination of the Psychometric 

Appropriateness of the Student Survey 

Reliability coefficients and interscale correlations 

are summarized in Table 1. As shown in Table 1, both self

esteem measures, the Rosenberg (1965) Self-Esteem Scale and 

the Savin-Williams and perno (1983) Self-Esteem Inventory, 

yielded impressive estimates of internal consistency. The 

alpha coefficient was .90 for the Rosenberg scale, and .89 

for the s,avin-williams scale. The coefficient of .90 on 

the Rosenberg scale with this sample is right in line with 

earlier reliability estimates for this measure as reported 

by Jones (19S4), alpha = .85. The alpha coefficient of .89 

for the Savin-Williams scale with this sample is also 

comparable with Simmons' (1973) estimate of alpha = .88. 
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Table 1. Reliability Coefficients and Interscale 
Correlations Depicting the Relationship Between 
Self-Esteem and Measures of Academic Achievement. 

1 2 3 4 5 

1 - Rosenberg Scale (.90) .84 .16 -.15 -.25 

2 - Savin-Williams Scale (.89) .23 -.20 -.26 

3 - GPA -.08 -.20 

4 - Missed School Days .31 

5 - Behavioral Referrals 

Note: Diagonal elements are Cronbach alpha coefficients; 
off-diagonal elements are Pearson correlation coefficients. 

These analyses produced adequate evidence of 

reliability to show that both measures, the Rosenberg 

(1965) Self-Esteem Scale and the Savin-Williams and Demo 

(1983) Self-Esteem Inyentory have strong internal 

consistency and lay the foundation for the hypotheses 

testing. 

As expected, the two measures of self-esteem shared 

considerable variance with one another, an indication that 

each measure addresses a similar construct. In correlating 

one self-esteem scale (Rosenberg) with the other (Savin

Williams), Table 1 depicts a Pearson correlation 

coefficient of r = .84, which suggests strong similarities 

shared by the two measures of self-esteem (evidence of 



convergent validity); as scores on one self-esteem measure 

go up, scores on the other self-esteem measure also rise. 

Table 1 also shows that the shared validi~y between the 

Rosenberg scale and the Savin-Williams scale is .71, 

indicating that 71% of the variability in one self-esteem 

measure is shared with the other, which substantiates' the 

fact that both are measuring a similar construct. The 

correlations with academic indexes suggest that the 

measures of self-esteem are distinctly different than GPA, 

number of missed school days, and the number of behavioral 

referrals. 

Table 1 shows the Rosenberg scale has a r = .16 

correlation with GPA. While this is admittedly flow, it 

does indicate that as self-esteem scores go up, so do 

GPA's. The Rosenberg scale correlates at r = -.15 with 

missed school days, indicating that as self-esteem goes up, 

the number of missed school days goes down. A much larger 

negative correlation, r = -.25, with behavioral referrals 

suggests that as self-esteem goes up, the number of 

behavioral referrals goes down or conversely, as the number 

of behavioral referrals goes up, self-esteem scores go 

down. The large sample (477) .make these results 

statistically significant. All coefficients are 

. significant at the p <.001 level. 
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In summary, these psychometric tests support the 

appropriateness of both the Rosenberg and Savin-Williams 

self-esteem measures for addressing the hypotheses. 

Hypotheses Testing 

Hypothesis 1 
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To test Hypothesis 1 (H01: There will be no 

difference in self-esteem scores for male and female 

athletic participants and non-participants), two separate 

analyses of variance (ANOVA's) were conducted using each of 

the self-esteem measures as the dependent variable and 

student gender (male and female), and athletic status 

(participant and non-participant), as the independent 

variables. 

In first looking at the Rosenberg scale, as shown in 

Table 2, a significant student gender main effect emerged 

(F= 5.30), and an even greater significance emerged for 

athletic participation (F = 34.28). The student gender by 

athletic participation interaction was not found to be 

significant (F =.07). Examination of cell means indicated 

that male self-esteem scores (X = 32.37) were significantly 

higher than female self-esteem scores (X = 31.06). 

Additionally, students who indicated that they participate 

in high school interscholastic athletics scored 

significantly higher (X = 33.34) on the Rosenberg scale 

than did non-athletic participants (X = 30.34). Even 



though this is statistically significant, the real 

substance lies in the fact that athletic participants 

scored 9.9% higher on the Rosenberg scale than their non

participating peers. 

Table 2. Analysis of Variance Depicting the Relationship 
between Rosenberg Self-Esteem Scores, Student 
Gender, and Athletic Participation. 

Source 

Gender 

Participation 

2-Way Interaction 

Gender X Participation 

Residual 

df 

1 

1 

1 

1 

MS 

155.12 

1004.14 

2.02 

29.29 

Note: *indicates p <.05; ** p<.Ol; *** p<.OOl 

F 

5.30* 

34.28*** 

.07 

As expected, the Savin-Williams scale replicated the 

findings presented in Table 2. As summarized in Table 3, 

student gender emerged as a significant mediator (F = 
4.45), as did participation in high school interscholastic 

athletics eF = 51.55). As with the Rosenberg scale, the 

male self-esteem scores (X = 73.81) were significantly 

higher than the female self-esteem scores ex = 71.36). The 

student gender by athletic participation interaction was 

not found to be significant (F = .75). Students 
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participating on high school interscholastic athletic teams 

scored significantly higher eX = 76.47) on the self-esteem 

scales than did non-participating students eX = 69.34). 

Again, this reflects a 10.3% difference favoring the high 

school athletic participant. 

Table 3. Analysis of Variance Depicting the Relationship 
Between Savin-Williams Self-Esteem Scores, 
Student Gender, and Athletic Participation. 

Source df MS F 

Gender 1 496.03 4.45* 

Participation 1 5746.97 51.55*** 

2-Way Interaction 

Gender x participation 1 83.08 .75 

Residual 471 111.49 

Note: * indicates p<.05; **p<.Ol; ***p<.OOl 

In summary, both self-esteem scales yield similar 

results for the student gender difference, which is 

approximately 3.51%, and also replicate the participation 

in athletics difference on self-esteem scores at 

approximately 10.1% 

As expected, the two measures of self-esteem shared 

considerable variability with the independent variables of 

student gender and athletic participation. Eight percent 
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of the variability in the Rosenberg scale is explained by 

student gender and athletic participation, while 92% of 

this variability is left to something else. When using the 

Savin-Williams scale, the variability shared by student 

gender and athletic participation, with self-esteem, 

increases to 10.9%. 

~thesis 2 

To test Hypothesis 2 (H02: There will be no 

difference in GPA's for male and female athletic 

participants and non-participants), an analysis of variance 

(ANOVA) was conducted using GPA's as the dependent 

variable. The independent variables, with two levels each, 

were student gender (male and female), and athletic status 

(participant and non-participant). 

As shown in Table 4, the main effect of student gender 

is significant (F = 5.84), as was athletic participation 

(F = 58.64). The student gender by athletic participation 

interaction was not significant (F = .01). When examining 

cell means, female students maintain higher GPA's (X = 
2.88) than do male students ex = 2.73). Likewise, students 

participating in high school interscholastic athletics have 

an average GPA (3.12) that is 21.4% greater than that of 

non-participants (2.57). 

Collectively, 11.7% of the variability in GPA's is 

explained by student gender and athletic participation. 



Clearly, however, athletic participation accounts for the 

largest proportion of this shared variability. 

Table 4. Analysis of Variance Depicting the Relationship 
Between GPA, student Gender, and Athletic 
Participation. 

Source df MS F 

Gender 1 3.67 5.84* 

Participation 1 36.84 58.64*** 

2-Way Interaction 

Gender x Participation 1 .01 .01 

Residual 471 .63 

Note: * indicates p<.05; **p<.Ol; ***p<.OOl 

Hypothesis~ 
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To test Hypothesis 3 (H03: There will be no 

difference in the number of missed school days for male and 

female athletic participants and non-participants), an 

analysis of variance (ANOVA) was conducted using the number 

of missed school days as the dependent variable. The 

independent variables, with two leve];~ each, were student 

gender (male and female), and athletic status (participant 

and non-participant). 



As is shown in Table 5, the two main effects, student 

gender and athletic participation, are both significant. 

The male-female difference yielded a significant F = 4.16, 

while the athletic participation variable resulted in an 

F = 20.24. The student gender by athletic participation 

interaction was not found to be significant (F = .84). 

Table 5. Analysis of Variance Depicting the Relationship 
Between Missed School Days, Student Gender, and 
Athletic Participation. 

Source 

Gender 

participation 

2-Way Interaction 

Gender x Participation 

Residual 

df 

1 

1 

1 

471 

MS 

578.72 

2813.94 

116.14 

139.06 

Note: * indicates p<.05: **p<.Ol: ***p<.OOl 

F 

4.16* 

20.24*** 

.84 

The data revealed that males miss, on the average, 

9.69 school days, while the female average is somewhat 

higher at 12.18. Athletic participants missed 5 fewer 

school days (8.22), on average, than their non-participant 

peers (13.26). Student gender and athletic participation 

combined to explain 5.1% of the variability in the number 

of missed school days. 
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Hypothesis 4 

To test Hypothesis 4 (H04: There will be no 

difference in the number of behavioral referrals for male 
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and female athletic participants and non-participants), an 

analysis of variance (ANOVA) was conducted using the number 

of behavioral referrals as the dependent variable. The 

independent variables, with two levels each, were student 

gender (male and female), and athletic status (participant 

and non-participant). 

Again, as shown in Table 6, significant main effects 

were found for both independent variables. The student 

gender by athletic participation interaction was again, not 

significant (F = .26). 

Table 6. Analysis of Variance Depicting the Relationship 
Between Behavioral Referrals, Student Gender, and 
Athletic Participation. 

Source df MS F 

Gender 1 20.88 3.95* 

Participation 1 68.24 12.90*** 

2-Way Interaction 

Gender x Participation 1 1.38 .26 

Residual 471 5.29 

Note: * indicates p<.05; **p<.Ol; ***p<.OOl 
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In examining the cell means, females averaged only .52 

behavioral referrals per student, while males averaged 

almost one behavioral referral per student (.90). An even 

greater difference emerged when looking at the cell means 

for athletic participants and non-participants. students 

participating in high school interscholastic athletics 

averaged only .27 behavioral referrals per student. The 

non-participant stud~nts' average was significantly 

(F = 12.90) higher at 1.02 behavioral referrals per 

student. Over three percent of the variability in the 

number of behavioral referrals was explained by student 

gender and athletic participation. 

In summary, these data clearly show that students who 

participate in high school interscholastic athletics have 

higher levels of self-esteem (10.1%), miss fewer school 

days (58.95%), have higher GPA's (21.4%), and they have 

fewer behavioral referrals (277.78%). Simply stated, males 

and females who participate in high school interscholastic 

athletics did significantly better in these indexes of 

self-esteem and academic achievement than did non

participating students. 

In knowing that self-esteem differences exist, 

additional analyses focused upon the indexes of academic 

achievement (GPA's, number of missed school days, and 



number of behavioral referrals), while controlling for 

these known self-esteem differences. 

Hypothesis 5 
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To test Hypothesis 5 (H05: There will be no 

difference between male and female athletic participa.nts 

and non-participants on indexes of academic achievement, 

GPA's, number of missed school days, and number of 

behavioral referrals, after controlling for self-esteem), 

three separate analyses of covariance (ANCOVA's) were 

conducted. In each, the two independent variables were 

student gender (male and female), and athletic status 

(participant and non-participant). The Rosenberg and 

Savin-Williams self-esteem scales constitu~ed the 

covariates. Separate, but identical analyses employed 

either GPA's, number of missed school days, or number of 

behavioral referrals as the dependent variables. 

Looking at GPA's after statistically controlling for 

self-esteem differences (Table 7), student gender main 

effects (F = 7.29), and athletic participation (F = 39.66), 

are still significant. Similar to all of the previous 

analyses, the gender main effect is always significant, but 

less so than the athletic participation main effect. 

In examining cell means, while controlling for self

esteem, the difference between male and female GPA's gets a 

little larger. Males now (after controlling for self-
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esteem), on the average, have a 2.7 GPA and the female GPA 

average is 2.9. Previously, Table 4 yielded an F ratio of 

5.84, which increased to F = 7.29 when controlling for 

variability in self-esteem. Self-esteem, apparently, is 

suppressing the male-female relationship in GPA scores. 

Table 7. Analysis of Covariance Depicting the Relationship 
Between GPA, Student Gender, and Athletic 
Participation While controlling for Self-Esteem. 

Source df MS F 

Covariates 

Rosenberg 1 1.02 1.65 
Savin-Williams 1 9.89 16.09*** 

Main Effects 

Gender 1 4.48 7.29** 
Participation 1 24.37 39.66*** 

2-Way Interaction 

Gender X Participation 1 .00 .01 

Residual 469 .61 

Note: * indicates p<.05; **p<.Ol; ***p<.OOl 

However, the difference in direction does not change, males 

still obtain lower grades than females. What was initially 

a .15 difference in direction does not change, males still 

obtain lower grades than females. What was initially a .15 

difference in average GPA scores is now elevated to .20 

when controlling for self-esteem. 



The cell means of participants and non-participants 

after controlling for self-esteem indicate, once again, 

that athletic participants' GPA's are still higher (X = 
3.08) than the GPA's of non-participants (X = 2.60). 

In comparing the GPA difference when controlling for 

self-esteem (.20), to the difference in GPA's when self

esteem differences are left uncontrolled (.15), one sees 

that self-esteem was suppressing this relationship. 

Athletic participants have a higher level of self-esteem, 

and while this difference is small, it is apparently 

related to the athletic participants' GPA. 

previously, student gender and athletic participation 

explained 11.7% of the variability. By combining the two 

independent variables, student gender and athletic 

participation, with both covariants, the Rosenberg and 

Savin-Williams self-esteem scales, the data now shows that 

self-esteem, student gender, and athletic participation 

explain 14% of the variability. By controlling for self

esteem 2.3% is added to the ability to explain GPA's. 

Table 8 depicts the relationship between the number of 

missed school days, student gender, and athletic 

participation while controlling for self-esteem 

differences. As is shown in Table 8, the Savin-Williams 

covariate is significant (F = 10.78) at the p<.Ol level. 
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In examining the data, results indicate that even when 

self-esteem is factored out, females, on the average, still 

miss more school days (11.93), than do males (9.98). In 

comparing the average number of missed school days for 

males and females when controlling for self-esteem (10.96), 

Table 8. Analysis of Covariance Depicting the Relationship 
Between Missed School Days, Student Gender, and 
Athletic Participation While Controlling for 
Self-Esteem. 

Source df MS F 

Covariates 

Rosenberg 1 118.44 .87 
Savin-Williams 1 1472.19 10.78*** 

Main Effects 

Gender 1 440.61 3.23 
Participation 1 1526.11 11.18*** 

2-Way Interaction 

Gender x Participation 1 159.90 1.17 

Residual 469 136.51 

Note: * indicates p<.05; **p<.Ol; ***p<.OOl 

to the average number of missed school days with the self

esteem differences left in (10.94), only a very small 

difference of .02 emerges. However, when comparing the 

average number of missed school days by athletic 



participants (8.91) to non-participants (12.72), the 

difference of 3.81 missed school days is significant. 

84 

Previously, student gender a'nd athletic participation 

explained 5.1% of the variability in the number of missed 

school days. By combining the two independent variables, 

student gender and athletic participation, with the 

covariants, the Rosenberg and Savin-Williams self-esteem 

scales, 7.2% of this variability is accounted for. By 

controlling for self-esteem, we are now adding 2.1% more to 

our ability to explain the number of missed school days. 

As shown in Table 9, the covariates, the Rosenberg and 

savin-Williams self-esteem scales, were not significant. 

However, the student gender main effect was (F = 6.81). 

Again, on average, males are receiving more behavioral 

referrals (.98) than are females (.44). Athletic 

participants averaged .46 behavioral referrals per student, 

while non-participants averaged .87 behavioral referrals 

per student. The difference in the average when 

controlling for self-esteem (.41) is only slightly less 

when leaving in the self-esteem differences (.75). The 

variables now explain 9.1% of the variability in the number 

of behavioral referrals using knowledge of student gender, 

athletic participation, and self-esteem. 

In summary, the data indicated that differences did 

emerge in student GPA's, number of missed school days, and 



number of behavioral referrals even after controlling for 

self-esteem. These differences, with the one exception of 

gender in relation to the number of missed school days, 

were significant. Even when factoring out the self-esteem 

differences, a positive relationship still exists between 

high school interscholastic athletic participation and 

GPA's, number of missed school days, and number of 

behavioral referrals. 
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Table 9. Analysis of Covariance Depicting the Relationship 
Between Behavioral Referrals, Student Gender, and 
Athletic Participation While controlling for 
Self-Esteem. 

Source df MS F 

Covariates 

Rosenberg 1 11. 74 2.35 
Savin-Williams 1 18.55 3.71 

Main Effects 

Gender 1 34.03 6.81** 
Participation 1 17.72 3.55 

2-Way Interaction 

Gender x Participation 1 2.26 .45 

Residual 469 5.00 

Note: * indicates p<.05; **p<.Ol; ***p<.OOl 



Summary 

The analyses presented at the beginning of this 

chapter provided strong evidence as to the appropriateness 

of the psychometric properties of the two self-esteem 

measures that were used in this study. The Rosenberg and 

Savin-Williams self-esteem scales correlated well with one 

another, yet they had minimal relationships with the 

academic achievement indexes. 
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The first research question was addressed and it 

showed very clearly that student gender and athletic 

participation had a significant impact on Rosenberg's self

esteem scores. Likewise, when Savin-Williams self-esteem 

scores were used, similar patterns emerged. In both 

instances, athletic participants scored significantly 

higher on the self-esteem measures than did non

participants, and males scored significantly higher than 

females on both measures of self-esteem. 

In addressing the research questions targeted toward 

indexes of ac~demic achievement (GPA, number of missed 

school days, and number of behavioral referrals), male

female differences emerged. Analyses revealed an even 

greater significance between athletic participants and non

participants. These data clearly SUbstantiates the fact 

that those students who participate in high school 

interscholastic athletics scored significantly higher on 



the three indexes of academic achievement than did non

participating students. 
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Self-esteem seemed to suppress the relationship for 

athletic participants and non-participants in GPA's and 

number of missed school days, while it seemed to strengthen 

the relationship for the number of behavioral referrals. 

Regardless of these relationships, the high school students 

who participate in interscholastic athletics achieved 

higher levels on all academic measures. 



CHAPTER FIVE 

SUMMARY AND CONCLUSIONS 

The purpose of this chapter is to summarize the 

findings of this study and to discuss how these findings 

relate and compare to the context of related research. In 

addition, the limitations of this study are presented and 

the chapter concludes with recommendations for future 

research. 

summary of Findings 

This study was designed to assess the relationship 

between high school interscholastic athletic team 

participation and self-esteem when considering three areas 

of academic achievement--grade point averages, the number 

of missed school days, and the number of behavioral 

referrals. 

This was accomplished by having all seniors at two 

southwestern Arizona high schools, a total of 477 students, 

complete the student survey which assessed the above areas. 

Two measures of self-esteem were incorporated into the 

student survey, the Rosenberg (1965) Self-Esteem Scale and 

the Savin-Williams and Demo (1983) Self-Esteem Inventory. 

This design allowed for comparisons of each of the self

esteem measures, academic achievement indexes (GPA, number 
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of missed school days, and number of behavioral referrals), 

and high school interscholastic athletic team status 

(participants and non-participants) data. Hence, this 

study's research questions: 

1. Is there a relationship between self-esteem and 

participation in high school interscholastic athletics?; 

2. Is there a relationship between grade point 

average and participation in high school lnterscholastic 

athletics?; 

3. Is there a relationship between the number of 

missed school days and participation in high school 

interscholastic athletics?; 

4. Is there a relationship between the number of 

behavioral referrals and participation in high school 

interscholastic athletics?; and 

5. Other than self-esteem, is there a relationship 

between academic achievement ~ndexes and participation in 

high school interscholastic athletics?; 

were appropriately addressed.d 

When analyses of the data focused on self-esteem and 

participation in high school interscholastic athletics 

results indicated that male self-esteem scores were 

significantly higher than female self-esteem scores, and 

that the self-esteem level of athletic participants was 

significantly higher than that of non-participating 
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~tudents. The findings were replicated regardless of which 

of the self-esteem measures were used. 

Upon examination of the GPA data, results showed that 

females, on average, maintain higher grade point averages 

than do male students. Additionally, students 

participating in athletics have significantly higher grade 

point averages than non-par.ticipants. 

The analysis that focused on the number of missed 

school days and participation in high school 

interscholastic athletics showed that athletic participants 

miss significantly fewer school days than do non

participants. The data also revealed that females miss 

more school days than males. 

In regard to number of behavioral referrals, females 

average fewer behavioral referrals than males, and of even 

greater significance, high school interscholastic athletic 

team participants averaged less 'than 1/2 the number of 

behavioral referrals as their non-participating peers. 

When factoring out the self-esteem differences similar 

results were maintained. students participating in high 

school interscholastic athletics have higher self-esteem 

scores, maintain higher grade point averages, miss fewer 

school days, and receive fewer behavioral referrals. 



Discussion 

As was presented in Chapter 2, existing literature 

concerning high school interscholastic athletics and its 

place in the high school curriculum repeatedly documented 

the vital link between athletic participation and a 

successful high school experience. 
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This study was conducted to investigate the 

relationship between high school interscholastic athletic 

participation, self-esteem, and various indicators of 

academic achievement. While few would take issue with the 

importance of athletic participation to individuals in 

their continuing development as students and adolescents 

and the role interscholastic athletics plays in the schools 

and community, the issue of the denial of the opportunity 

to participate on these high school athletic teams only 

becomes a more significantly complex one. 

Much has been said and written about the failure of 

athletes to perform in the classroom, the amount of money 

spent by school districts to maintain athletic programs, 

and the inexcusable fact that some high school athletes 

cannot perform at acceptable academic levels. In the past 

few years much national attention has focused on academic 

eligibility requirements for high school athletes. 

Increased attention to academic eligibility requirements 



arises in part from national concerns about excellence in 

schools and raising academic standards. 
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Athletic academic eligibility requirements relate 

athletic participation to academic achievement on the 

assumption that there is a causal relationship between the 

two. 'l'he assumption is made that setting higher academic 

requirements for athletic participation will result in 

higher academic achievement by students who participate, 'or 

want to participate, in high school interscholastic 

athletics. The thinking behind this appears to be twofold. 

One, students who are declared academically ineligible will 

have more time for their school work when they are no 

longer spending time at athletic practices and games and 

two, higher academic eligibility requirements will provide 

an incentive for high school athletes which would result in 

their achieving higher grades. The question to be 

considered is whether restricting sports to successful 

students actually motivates or demoralizes those who are 

struggling academically. Unfortunately, as has been 

discussed earlier, the restriction of athletic 

participation to students struggling academically has not 

resulted in higher grades. According to Peterman (1987), 

the removal of these academically struggling students has 

been resulted in their achieving higher grades, but in 

fact, those academicaliy deficient students are receiving 
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even lower grades and reportedly, some are dropping out of 

school (p. 18). 

Admittedly, the denial of athletic participation has a 

major impact on the individual athlete, however, that 

impact is also felt by other team members. The loss of 

these students ruled academically ineligible has forced 

schools to cancel programs for lack of sufficient numbers 

which results in either having to play younger, more 

inexperienced athletes of varsity level teams, or totally 

disbanding a program which then denies all students the 

opportunity to participate and compete in that sport 

(Peterman, 1987). 

High school academic eligibility standards appear to 

draw most of their criticism from those who need sports the 

most, those who are struggling academically. Based on the 

results of this study, as well as related research, high 

school interscholastic athletics has the attraction and 

ability to keep students in school and to improve students 

academically. The denial of athletic participation to 

these academically struggling individuals and its effect on 

their growth, both emotionally and academically, is an 

lss1.le that just now really is being scrutinized and 

researched at in-depth levels. 

As reported previously, very little research is 

available that specifically addresses self-esteem and the 
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student-athlete. However, the findings form this study, 

that males, on average, have higher self-esteem scores than 

females and that high school student-athletes have higher 

self-esteem scores than non-athletic participants, is 

supported by the earlier findings of Robinson-Awana, Kehle, 

and Jenson (1986). In their research, these authors found 

that self-esteem rose along with a rise in academic 

achievement, and that males reported significantly higher 

levels of self-esteem than did females. Additionally, 

Potter, Wandyilak, and O'Hanlon (1978) maintained, 

"Interscholastic athletics have the potential for being an 

exceptional tool. The excitement, competition, advancement 

of one's self-esteem provide for a special way to help 

adolescents of both sexes reach many of the goals commonly 

held for the secondary school" (p. 50). This study's 

results also support Trent and McPartland's (1982) findings 

that "participation in extracurricular athletics does 

contribute to an improved sense of satisfaction and well

being" (p. 27). The inference can be made from reviewing 

available literature and the results of this study, that 

the relationship between high school interscholastic 

athletic team participation and self-esteem is a positive 

one and is also reflected in other areas of the athlete's 

education. 
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Interest in the relationship between academic 

achievement, as is indicated by grade point averages, and 

involvement in high school interscholastic athletic 

programs has generated a number of studies. Earlier 

findings by picou and Curry (1978), Schafer and Armer 

(1982), and Cowden (1986) which are supported by the 

results of this study, showed that athletic participants 

maintain higher GPA's than non-participating students. The 

Iowa High School High School Athletic Association (1981) 

reported that students who participate in high school 

athletics have higher GPA's than those students who do not 

participate.d Likewise, the research data reported by the 

Minnesota State High School League (1983) also supported 

the fact that student-athletes earn better grades than non

athletes. 

This study's results parallel the most recent national 

landmark study of the Women's Sports Foundation (1989) 

which reported that, "Athletes at the high school level 

equalled or bettered their non-athlete counterparts in 

reported grades and achievement scores" (p. 4). 

This study is also in concurrence with the earlier 

findings of Fawcett (1979), Sweet and Munksgard (1984), and 

Cowden (1986). These findings suggested that students who 

are active in high school athletic programs are more likely 

to maintain higher attendance rates. Similarly, supporting 
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findings of the attendance rates of high school athletes, 

the Kansas Activities Association (1984) reported that only 

6.2% of all state high school dropouts were involved in 

extracurricular school activities. 

Additionally, analyses of the data from this study 

support the earlier findings of Landers and Lan4ers' (1978) 

study which compared delinquent and non-delinquent athletes 

and non-athletes and presented evidence suggesting that 

rates of delinquency are substantially lower among high 

school athletes. 

In summary, while there is not an abundant amount of 

specific research available on the relationship between 

self-esteem, student-athletes, and indexes of academic 

achievement (GPA's, number of missed school days, number of 

behavioral referrals), this study did, however, replicate 

earlier findings, and the conclusion can be made that high 

school students who participate in interscholastic 

athletics feel better about themselves, have higher grade 

point averages, miss fewer school days, and have fewer 

behavioral referrals. 

Limitations 

This study was conducted with the following 

limitations: 

1. The study was restricted geographically to two 

high schools in southwest Arizona. 
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2. The instrument was a self-report survey that 

assessed grade point average, number of missed school days, 

and number of behavioral referrals. However, the 

researcher randomly selected 75 of the self-reported 

surveys from each of the two high schools to verify its 

accuracy. The researcher found that the student reported 

information was highly accurate in that only 1.23% of the 

150 verified surveys contained inaccurate information. The 

inaccuracies found were slight. 

3. I Additionally, it is recognized that cultural, 

ethnic, and environmental influences migh~ have had an 

effect on the results of this study. 

Recommendations for Future Research 

Based upon the results of this study the researcher 

recommends the following: 

1. Future studies should systematically replicate 

these findings using geographically diverse samples. 

2. Future studies should consider less obtrusive 

measures even though a random check reported only slight 

inconsistencies. 

3. Because of these results, future longitudinal 

studies should be conducted to examine the relationship of 

self-esteem, student-athletes, and academic achievement to 

determine if athletic participation does, in fact, inflate 

self-esteem levels, for if these relationships are simply 



correiational. Additionally, future longitudinal studies 

should examine the impact of the "no pass - no play" 

sanctions and its effect upon the indexes of academic 

achievement and self-esteem scores of high school athletes 

who are denied participation. Additionally, in reviewing 

the impact of nationwide "no pass - no play" sanctions 

there should be further study on the possible effect these 

sanctions have on the drop-out rate of all students in 

general, and specifically on high school athletic 

participants. 
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4. Finally, future longitudinal studies should 

identify students form the sixth grade, indicate those that 

become involved in school sponsored athletics, and follow 

them throughout high school to determine if these 

relationships are causally related. 



APPENDIX A 

STUDENT SURVEY 
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Dear Student: 

Do not put your name on this form. This form will not be 
shared with anyone other than the researcher. Please be 
sure to answer every question. Your participation in this 
survey is voluntary and please let me thank you in advance 
for your help. 

1. Date of birth? Month '------ Day______ Year ___ _ 

2. Matric number? -------------
3. Are you MALE or FEMALE? (Please circle) 

4. What is your ethnicity? (Please circle) 

1 - AMERICAN INDIAN/NATIVE AMERICAN 

2 - AFRICAN AMERICAN/BLACK 

3 - ASIAN/ORIENTAL 

4 - MEXICAN AMERICAN/HISPANIC 

5 - ANGLO 

6 - OTHER 

5. Are your natural parents: (Please circle) 

l-MARRIED 2-DIVORCED 3-SEPARATED 

4-FATHER NOT LIVING 5-MOTHER NOT LIVING 

6-BOTH PARENTS NOT LIVING 

6. What is your G.P.A? (Grade point average) _________ __ 

7. How many days did you miss school last year? ______ __ 

8. What were the number of times you were referred to the 
office last year for a behavioral/discipline problem? 
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9. Are you a participant on an athletic team at your high 
school? 

YES NO (Please circle) 

If yes, what team(s)? 
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DIRECTIONS 

Each of the following statements reflect personal feelings 
held by people in our society. We are interested in how 
much you agree with each statement. Because these 
statements reflect personal feelings and attitudes there 
are not right and wrong answers. The best response to each 
of the following statements in your PERSONAL OPINION. We 
have tried to cover many points of view. You may find 
yourself agreeing with some of the statements and 
disagreeing with others. You can be sure that many others 
feel the same as you do. 

Put an "X" under the column which represents the response 
which best describes how you feel about each statement. 

1. I am a lot of 
fun to be 
with. 

2. Things usually 
don't bother me, 

3. I give in 
very easily. 

4. I often get 
discouraged 
at what I 
am doing. 

5. I often feel 
upset about 
the work I do. 

6. Things are all 
mixed up in 
my life. 

7. I'm popular with 

STRONGLY 
AGREE 

people my own age. ____ _ 

8. My family usually 
considers my 
feelings. 

AGREE DISAGREE 
STRONGLY 
DISAGREE 



9. It takes me a 
long time to 
get used to 
anything new. 

10. I often wish 
I were someone 
else. 

STRONGLY 
AGREE 

11. I take a positive 
attitude towards 
myself. 

12. On the whole, I 
am satisfied 
with myself. 

13. I find it very 
hard to talk in 
front of a group. 

14. I have a low 
opinion of 
myself. 

15. If I have 
something to 
say, I usually 
say it. 

16. At times I 
think I am no 
good at all. 

17. I wish I could 
have more respect 
for myself. 

18. My family expects 
too much of me. 

19. My family 
understands me. 

20. I feel that I 
have a number of 
good qualities. 

AGREE 
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STRO~GLY 
DISAGREE DISAGREE 



21. I am able to do 
things as well 
as most other 
people. 

22. I can make up my 
mind without too 
much trouble. 

23. I can't be 
depended upon. 

24. I get upset 
easily at home. 

25. I usually feel 
as if my family 
is pushing me. 

26. I feel that I 
am a person of 
worth, at least 
on an equal plane 
with others. 

27. other people 
usually don't 
follow my ideas. 

28. I feel I do not 
have much to be 
proud of. 

29. I'm not as nice 
looking as most 
people. 

30. I certainly feel 
'useless at times. 

31. There are times 
when I would like 
to leave home. 

STRONGLY 
AGREE AGREE DISAGREE 

104 

STRONGLY 
DISAGREE 



32. All in all, I am 
inclined to feel 
that I am a 
failure. 

33. It's tough to 
be me. 

34. There are lots 
of things about 
myself I'd 
change if I 
could. 

35. Most people are 
better liked 
than I am. 

STRONGLY 
AGREE AGREE DISAGREE 
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STRONGLY 
DISAGREE 
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RQSEN~ (1965) SELF-ESTEEM SCALE 
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SELF--ESTEEM SCALE* 

student Survey 
Item # 

1. On the whole, I am satisfied 

with myself. 

2. At times I think I am no good 

at all. 

3. I feel that I have a number of 

good qualities. 

4. I am able to do things as well 

as most other people. 

5. I feel I do not have much to be 

proud of. 

6. I certainly feel useless at times. 

7. I feel that I am a person of worth, 

at least on an equal plane with 

others. 

8. I wish I could have more respect 

for myself. 

9. All in all, I am inclined to feel 

that I am a failure. 

10. I take a positive attitude toward 

myself. 

12 

16 

20 

21 

28 

30 

26 

17 

32 

11 

*Students were asked to respond to each of the above items 

on a Likert fo~-mat ranging from STRONGLY DISAGREE to 

STRONGLY AGREE 
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APPENDIX C 

SAVIN WILLIAMS AND DEMO (1983) 

SELF-ESTEEM INVENTORY 



SELF-ESTEEM INVENTORY 

1. Most people are better liked 

than I am. 

2. I often wish I were someone else. 

3. I often get discouraged at what I 

am doing. 

4. I have a low opinion of myself. 

5. Other people usually don't 

follow my ideas. 

6. I can't be depended on. 

7. There are many times when I'd 

like to leave home. 

S. I get upset easily at home. 

9. My family usually considers 

my feelings. 

10. If I have something to say, I 

usually say it. 

11. It's pretty tough to be me. 

12. It takes me a long time to 

get used to anything new •. 

13. My family expects too much of me. 

14. There are lots of things about 

myself I'd change if I could. 
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Student Survey 

Item # 

35 

ld 

4 

14 

27 

23 

31 

24 

S 

15 

33 

9 

lS 

34 



15. Things are all mixed up in 

my life. 

16. I give in very easily. 

17. My family understands me. 

18. I'm popular with people my 

own age. 

19. Things usually don't bother me. 

20. I can make up my mind without 

too much trouble. 

21. I find it very hard to talk in 

front of a group. 

22. I'm a lot of fun to be with. 

23. I often feel upset about the 

work I do. 

24. I'm not as nice looking as most 

people. 

25. I usually feel as if my family 

is pushing me. 

6 

3 

19 

7 

2 

22 

13 

1 

5 

29 

25 
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*Students were asked to respond to each of the above items 

on a Likert format ranging from STRONGLY DISAGREE to 

STRONGLY AGREE. 



APPENDIX D 

MEANS AND STANDARD DEVIATIONS FOR MEASURES 

OF SELF-ESTEEM AND ACADEMIC ACHIEVEMENT BROKEN 

DOWN BY GENDER AND ATHLETIC STATUS 
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GPA 

Missed 
Days 

Referrals 

Savin-
Ylll lams 

Rosenberg 

Means and Standard Devfatfons for Measures of 
Self-Esteem and Academic Achievement Broken 

Down by Gender and Athletic Status 

Athletes Non-Athletes 
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Male Female Male Female 
X SO X SO X SD X SO 

3.02 .63 3.21 .58 2.47 .92 2.64 .91 

6.52 4.83 9.85 10.60 12.50 13.41 13.83 14.31 

.43 1.60 .13 .39 1.31 2.71 .80 3.04 

77.05 12.20 75.93 10.36 70.94 9.71 68.13 10.12 

33.85 5.66 32.85 4.71 31.06 5.23 29.80 5.83 
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